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Dear Readers,

We are delighted to present you the November 2020 issue of The Journal of Limitless
Education and Research. Our journal has been published continuously by the Limitless
Education and Research Association (SEAD) since 2016.

The aim of our journal is to publish theoretical and applied studies in the field of
education and research, to share scientific information at national and international level,
to prepare an environment for the production of new information, to announce
innovations and to contribute to scientific production. For this purpose, priority is given
to qualified research and compilation studies.

The Editorial Board of our journal and the members of the Scientific Committee
consist of academicians who are experts in their fields. Our journal, which is getting
stronger with the valuable contributions of scientists, continues its publication life without
compromising its academic quality.

The Journal of Limitless Education and Research, published three times a year, is
scanned in various national and international indexes and receives many citations. Our
journal, which has a SOBIAD impact factor of 0.3 in 2019, will be published both in Turkish
and English as of this issue. Thus, it is aimed at reaching a wider audience.

Our journal will continue to meet with readers in the forthcoming issues as a
distinguished publication that includes articles on education and research as well as up-
to-date interdisciplinary academic studies.

We wish our journal to contribute to the scientific field, and thank all editors,
authors and referees who contributed to its preparation. With our best regards.

LIMITLESS EDUCATION AND RESEARCH ASSOCIATION
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Degerli Okuyucular,

Sizlere Simirsiz Egitim ve Arastirma Dergisinin Kasim 2020 sayisin1 sunmaktan biiyiik
mutluluk duyuyoruz. Dergimiz, Sinirsiz Egitim ve Arastirma Dernegi (SEAD) tarafindan 2016
yilindan bu yana kesintisiz olarak yayinlanmaktadir.

Dergimizin amaci, egitim ve arastirma alaninda yapilan kuramsal ve uygulamali
calismalan yayinlamak, bilimsel bilgileri ulusal ve uluslararasi duzeyde paylasmak, yeni
bilgiler uretilmesine ortam hazirlamak, yenilikleri duyurmak ve bilimsel uretime katki
saglamaktir. Bu amacla nitelikli arastirma ve derleme calismalarina oncelik verilmektedir.

Dergimizin Editor Kurulu ile Bilim Kurulu uyeleri alaninda uzman akademisyenlerden
olusmaktadir. Bilim insanlarinin degerli katkilariyla giderek giiclenen Dergimiz, akademik
kalitesinden odun vermeden yayin hayatini surdlurmektedir.

Yilda (¢ say1 olarak yayinlanan Sinirsiz Egitim ve Arastirma Dergisi, cesitli ulusal ve
uluslararas1 dizeydeki indekslerde taranmakta ve cok sayida atif almaktadir. 2019 yili
SOBIAD etki faktorii 0,3 olan Dergimiz, bu sayidan itibaren hem Tiirkce hem de ingilizce
olarak yayinlanacaktir. Boylece daha genis bir okuyucu kitlesine ulasmaya calisilmaktadir.

Dergimiz onilimiizdeki sayilarda, egitim ve arastirma alanina yonelik makalelerin
yani sira disiplinler aras1 giincel akademik calismalarin yer aldigi seckin bir yayin olarak
okuyucularla bulusmaya devam edecektir.

Dergimizin bilimsel alana katkilar getirmesini diliyor, hazirlanmasinda emegi gecen
butun editor, yazar ve hakemlere tesekkur ediyoruz. Saygilarimizla.

SINIRSIZ EGITIM VE ARASTIRMA DERNEGI
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Innovation and the Digital Transformation of Education

Prof. Dr. Tom GILLPATRICK, Portland State University, tomg@pdx.edu

Abstract: Digital transformation institutions expect fundamental disruptions in nature
of both demand and supply of the economic delivery model for higher education. The key
drivers of change for education are; the rapid introduction of new digital technologies, the
development of new educational delivery systems, and economic models and the changing
educational expectations from a new generation of learners, digital natives. Student
expectations stemming from their interactions with Virtual Reality (VR)/ Augmented Reality
(AR), Artificial Intelligence (Al), gamification, personalization will drive their educational choices.
Thus, faculty and institutions will need to “up their game” in the development of services and
experiences that will meet student expectations. As a result, this will require new delivery
methods and restructuring of educational systems and structures.

Keywords: Innovation, digital transformation, education

Cited in: Gillpatrick, T. (2020). Innovation and the Digital Transformation of Education. The Journal of Limitless
Education and Research, 5(3), 194-202. DOI: 10.29250/sead.797372.
Author’s ORCID No: 0000-0003-2253-0363
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1. Introduction

Much has been written about the digital transformation of business, government and
all aspects of global society over the last decade. A report by the World Economic Forum (in
2018) describes a potential $100 trillion-dollar impact of digital technologies. This digital
transformation of society is defined as “Profoundly impacts all facets of human society — from
government services, education, healthcare, transportation, agriculture, manufacturing, energy,
to the future of work.” (Zang & Hon, 2020). Indeed, because of the pace of change today, it is
underlined that individuals all live in a volatility, uncertainty, change and ambiguity (VUCA)

characterized world (Bennett, 2014).

The rapid development and implementation of digital technology is reshaping all sectors
of global society. In business, new technologies and business models have created vast amounts
of new wealth, consumer value and made many existing businesses obsolete through the
processes of innovation as described “creative destruction” by Schumpeter (1942). In
Schumpeter’s theory, disruptive new technologies lead to new innovations, the creation of new
structures along with destruction of old methods, and ways of doing things. Innovation occurs
when a new technology and way of doing things is successfully adopted by the marketplace.
Thus, invention is the discovery of a fresh idea or technology; and innovation is realized when

that fresh idea is adopted by society.

Today digitization is a key driver of innovation in education. It is estimated that there
are roughly 1.5 billion students in the global education system (more than 200 million college
students) at an expenditure of nearly 5 trillion USDS [United Nations Global Education
Monitoring (GEM) report, 2019]. While education has always been innovated in methods,
pedagogy and policies, the pace of change brought about by digitization is fundamental and
transformational. Technology is fundamental to educational innovation. New Information
Communications Technologies (ICT) such as the printing press, computers, electronic media, and
the internet greatly affect teaching modalities. However, the rapid pace of new technologies
has accelerated change in education and schools are positioned to radically transform the
process of education at all levels in global societies. Examples of transformational technologies
extend beyond the internet and include Virtual Reality (VR) / Augmented Reality (AR), Artificial
Intelligence (Al), personalized learning, gamification, loT and redesigned learning spaces among

other emerging technologies (Newman, 2017).

195 The Journal of Limitless Education and Research, 5 (3), 194-202
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While these trends have been discussed for some time, the global pandemic brought
about by Covid-19 that has in the view of many accelerated the adoption of technology and
rethinking of educational processes by 5-10 years in the estimation of many. The UN reports
that more than 1.5 billion students have had their educational programs disrupted by the
pandemic (UN, 2020-March). This disruption, like most disruptions, has created both challenges
and opportunities. Challenges include what has been described as a growing technology gap
between wealthier nations and less developed nations, and populations based on access and

the availability of technology.
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Figure 1. Top Digital Transformation Trends in Education (https://www.forbes.com)

Along with new technologies and fresh ideas for innovation to occur, there must be
behavioral changes in a population and adoption of these new technologies and fresh ideas. In
my four decades of experience in teaching at a number of universities in Europe, Asia and the

America’s both the technologies available for instruction and the willingness of both students

196 The Journal of Limitless Education and Research, 5 (3), 194-202
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and faculty to use them has changed substantially. Initially, information was communication
among students using books, chalkboards, lecture/discussion, case studies and projects.
Communication between professor and student was largely “in person” and supplemented by

reading; therefore, it was largely, “passive-in-nature”.

Education theorists often note that these traditional teaching modalities are among the
least effective ones in learning. Moreover, many believe that active learning modalities are

stronger methods to build learning as presented in the figure below.

Auditory

Visual

Passive

Kinesthetic

S310y Uoyualay abpiany

Adzpred from the NTL Insttuts of Applisd B=hsviora! Soancs Learming Pyrsmid

Figure 2. The Learning Pyramid (https://www.educationcorner.com/)

To encourage interaction and engagement needed for active learning, currently, many
teachers have adopted the “Flipped-classroom” approach wherein what was formerly done in
the classroom-lecture can be acquired outside of the classroom and what was once

“homework/exercise” is done in a classroom with the participation and guidance of the

197 The Journal of Limitless Education and Research, 5 (3), 194-202
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instructor. This is done to encourage a more active participatory style of learning; however, it

requires new behaviors for both students and faculty (He et al., 2016).

Culture and the behavioral experience of both students and faculty are critical to
educational innovation. New fresh ideas need to be accepted by both for an innovation to come
to fruition. Hence, how students acquire new information and knowledge must be regarded
more today. Consumption of new forms of digital information and experience is increasing
predominant medium of communication. Sadly, | find that my students are much less interested
in reading a book or an article; and their attention span for doing so or listening to a lecture is
apparently much less than in the past. Today’s students spend time consuming YouTube
content, social media, video games, and using mobile communication formats. There has been
much research on the use of these new communication tools by young populations. And as

noted before, there are emerging new technologies as well.

This creates a critical challenge and opportunity for faculty and institutions by increasing
a question of how we can effectively innovate our teaching methods given the plethora of new
communication technologies and desires of our students. A significant challenge is the amount
of change required by both faculty and institutions to effect change and adopt education
innovations. While not all faculty are enthusiastic about innovating their courses and teaching
modalities, | have found that many invest significantly amounts of time and personal resources
to better effect learning with their students. A more significant challenge than faculty adoption
of educational innovation is systematic change at the institutional level. The entire university
educational systems have developed over decades of relatively slow evolution. The system,
which includes academic scheduling, physical infrastructure using in-person, online and hybrid
modalities, has not significantly changed for decades. Many faculties have innovated the vast
majority of students to have been educated in an instructor/lecture/ textbook methodology by
using traditional in person contact which has been migrating to online and hybrid formats for
about 20 years. Covid-19 has accelerated that trend with students all over the world towards
learning via remote (synchronous) or fully online (asynchronous) modalities. Additionally,
faculty and institutional research expectations may limit perceived benefits of investing into

teaching innovation. These factors maybe restraints on innovation.

198 The Journal of Limitless Education and Research, 5 (3), 194-202
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Figure 3. Digital Learning Environment (DLE) Type and Focus (Schmidt & Min Tang, 2020)

The development and linkage of administrative tools such as Learning Management
Systems (LMS) will need to be adaptable and support increasingly individualized instruction
expectations from students. System adaptability and flexibility to change will be increasingly

important in a digital educational environment.

In America, the business model of both public and private universities has come under
great stress due to Covid-19. Universities are typically heavily capital intensive regarding
physical plant and buildings and largely characterized by high fixed-costs which limit budget
flexibility. Traditional economic support from government has dwindled and today student
tuition and external fund raising is a much more significant part of institutional economic
support. For many schools having students on campus living in dorms, eating at campus facilities
and sports programs are significant sources of budgetary income. Remote and online education
have challenged the financial models of these schools and constrains resource flexibility. Some
observers have forecasted that higher education will be broadly restructured with massive
consolidation. For instance, Scott Galloway, a professor at New York University predicts
sweeping partnerships between a few elite universities and large technology companies, like

Google and Amazon (Walsh, 2020).

As foreseen, an increasing percentage of enrollment moves into online education away
from classroom contact to the economics of education shifts. Today, the value that students
going to a campus education receive a degree (certification) educational content and an
educational experience. Now, perhaps a good portion of that value- the experience will be
diminished through remote instruction. While a few students like it for convenience, most all
students are found to deduce their preference toward an in-person experience. As students
work on their education from at home, the value perceived of a traditional campus experience,
which is reflected in tuition is likely to diminish. This will lead many to search for lower cost
options often in geographically distant locations because the digital connection and often the

quality of the content, degree reputation is the same or better. This in turn will have an effect
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on student behaviors, lead to new behavioral expectations, and create both winners and losers

among educational institutions.
2. Discussion and Conclusion

In an educational environment that is undergoing rapid digital transformation,
institutions should expect fundamental disruptions in nature of both demand and supply that
will dramatically upend the economic delivery model for higher education. Universities need to
develop offerings and institutional structures that are more flexible and resilient to thrive in a
volatile, uncertainty, change and ambiguity (VUCA) educational environment. This will be a
major challenge; universities and faculties all over the world are not famous for the speed of

adaption in the presence of change.

Three key drivers of change for education are a) the rapid introduction of new digital
technologies, b) the development of new educational delivery systems and economic models
and perhaps most importantly from an innovation perspective, and c) the changing educational
expectations from a new generation of learners who have grown up with these new
technologies in their lives. Student expectations stemming from their interactions with VR/AR,
Al, gamification, personalization will drive their educational choices. A challenge here is that
most educational offerings tend to lag the experiences that students have with marketplace
offerings. Faculty and institutions will need to “up their game” in the development of services
and experiences that will meet student expectations. And this will require new delivery methods
and restructuring of educational systems and structures. Thus, | see opportunity and significant
challenge for institutions and faculty. Those that develop educational content and systems to
engage a new generation of learners will have opportunities to market their services to a larger,
more global marketplace. The development of more personalized educational offerings that
include different auditory, visual and experiential learning modalities may lead to a better

educated population more capable of dealing with the complexities of a modern VUCA world.

The challenge; we, both institutions and faculty, must be open to change. And we must
accelerate the changes we are making and develop educational systems that allow for
innovation. It has been underlined that necessity is the mother of invention which leads to
innovation. In my country, US, higher education is under severe stress, the cost of education has
skyrocketed much faster than other services. Many schools and programs have been closing in
recent years and there is a real threat of a much larger academic consolidation. Changes in

demand and new forms of competition have disrupted the traditional academic model that has
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existed over my entire career. Nonetheless, as an academic, | am optimistic and excited about
the opportunities. There is much to learn from new technology and colleagues the world over.
Digital technology allows greater opportunity for collaboration and integration of content and
programs from around the world. Rather than just develop content for a few hundred students
on my campus, there are now opportunities to source and distribute content around my country
and the world. Much like globalization 30-40 years ago brought global products into all of our
marketplaces, we should be ready for any change and collaboration so that we catch the speed

of the age.
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1. Introduction

We live in an age wherein knowledge is rapidly produced, spread and consumed. In this
era, knowledge is the main power of individuals, institutions, organizations and countries. In this
process, the development and progress of countries depends on qualified manpower. In
manpower training, learning and developing lifelong learning habits are emphasized. Thus, the
learning individual, learning groups, learning society and learning world are tried to be
formed. On the other hand, rapid developments in fields such as communication, industry and
agriculture etc. and their effects on social, political, economic and cultural life necessitate the
renewal of knowledge, skills and values throughout life. With the emergence of education as a
process dependent on human life, it becomes necessary to raise individuals who can think,

understand, question, learn to learn, use information and solve problems.

Learning is a most important and natural feature of people. This feature begins in the
mother's womb and lasts for life. In this process, new knowledge, skills and attitudes are
acquired. The individual who is learning becomes different from the previous situation, changes,
and develops. This change first starts in the mind and gradually reflects on behavior and
attitudes. Thus, learning brings change and change brings development. The continuity of these
processes is called lifelong learning. Lifelong learning enables the individual to develop his / her
knowledge, skills, attitudes and decision-making abilities, to integrate with the society and to
progress in business life. Therefore, lifelong learning is seen as the most important key of the

21 century.

People constantly improve themselves by gaining new knowledge, skills and experiences
from birth to death. In this process, places such as home, school, university, workplace, social
environment, library create a suitable environment for learning. Some learning takes place
through the official programs of educational institutions, some with friends, watching television,
mixing magazines or books, browsing the internet or doing projects. Individual's age, gender,
educational status, time, social status, economic status, etc. features do not prevent learning.
People learn everywhere, under all conditions and adapt to rapid changes in society. All of these
processes are covered in the context of lifelong learning. However, lifelong learning is not limited
to these. It also includes creating a society based on knowledge and a learning world. For this
purpose, the importance of "valuing knowledge and skills" and "continuous learning" principles
are emphasized. In addition, obstacles such as illiteracy and hidden illiteracy in lifelong learning

are also tried to be overcome.
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1.1. What is Lifelong Learning?

Lifelong learning started to come to the fore in the field of education after the 1970s. It
had been used as "lifelong education" first, and then the concept of "lifelong learning" came to
the fore in the 2000s. In general, it is considered as all kinds of learning activities that an
individual participates throughout his/her life in order to improve his/her knowledge and skills.
Therefore, it is not just limited to learning in schools. It is a concept that can take place at home,
at work, in the family, in all areas of life, and includes learning that it can be sustained without
any obstacles regardless of age, social, economic status and education level (MEB, 2019). In
recent years, it has become an important indicator in terms of education level and employment

conditions in developed countries.

To explain lifelong learning, organizations such as UNESCO, OECD and the Council of

Europe have made various definitions and explanations. Some of these are given below.

e The Council of Europe has defined lifelong education as “all learning activities
carried out throughout life for individual, social and employment in order to develop

knowledge, skills and competencies” (Conseil de Europe, 1970).

e In the Delors Report of UNESCO, lifelong education is explained with the sentence
"Continuous improvement of people's knowledge, skills, attitudes and decision-

making abilities through education" (UNESCO, 1996).

e The European Commission has declared lifelong learning as “learning activities that
will help to survive in personal, social and economic life as well as knowledge and

skills” (Glnes & Deveci, 2020).

e In the Belém Framework of UNESCO, life-long learning is described as a philosophy
of “from cradle to grave”, a way of thinking, a conceptual framework and an
organising principle of all forms of education, based on inclusive, emancipatory,
humanistic and democratic values; it is all-encompassing and integral to the vision

of knowledge-based society. (UNESCO, 2009).

e In the UNESCO World Education Form, it is given as “providing the necessary
opportunities for the individual to adapt and contribute to the society he / she lives
in at every stage of his / her life, to develop his / her knowledge and skills to achieve

his / her goals and to provide life-long learning” (UNESCO, 2015).
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As afore-mentioned, lifelong learning leads to a wide period of time from cradle to

grave. In this process, it focuses on the lifelong development of the knowledge, skills and
competencies of the individual with learning activities that will help to survive in personal, social
and economic life. For this, studies in three areas are envisaged. These are developing the
individual by creating learning opportunities, realizing social integration and providing economic
growth. In other words, lifelong learning activities focus on three areas as individual, social and

economic (Glnes & Deveci, 2020).

e On the individual level, the emphasis is on the individual's self-development,
adaptation to the requirements of the information age society, active participation

in the social and economic life and shaping his/her future.

e In the social dimension, emphasis is placed on social development and social

integration.

e |tincludes learning about economic development, innovation, work and employment

in economic aspects (Gunes, 2017).

Through these studies, a society that is comprised of the people who learn how to learn,
learn continuously and who learn to learn is aimed. In other words, it is aimed to create "learning
societies" and "learning world". In order to achieve this goal, emphasis is placed on adult
education, lifelong education, vocational education and self-directed learning. These are

components of lifelong learning.
1.2. Historical Developments

Lifelong learning came to the fore at the international level with the reports of UNESCO,
OECD and the Council of Europe in the 1970s and has been placed at the center of education
policies. The educational report prepared by Edgar Faure, former president of UNESCO, played
a major role in this issue. A commission of 6 people was established under the chairmanship of
Edgar Faure within the body of UNESCO in 1972, and a report titled “Learning to Exist in an

Unlimited World” was prepared about the past, present and future of education. In This Report;

e To completely reorganize education systems to solve today's problems and to adapt

to the rapid developments in our age,

e Considering education not only as a transfer of knowledge, but as a process where

the individual will gain new knowledge, skills and attitudes throughout his/her life

206 The Journal of Limitless Education and Research, 5 (3), 203-233



(\Dzzz# Hidden llliteracy in the Context of Lifelong Learning

Firdevs GUNES

e Focusing on both quantity and quality improvement in education, considering them

as two complementary aspects,

e Handling the developments in education and the development of the country

together and as a whole,

e Considering the developments in education and the development of the country

together and as a whole
With this understanding, the following suggestions are included;

1. Education should be spread throughout life and should not only be accessible to all

but also be an important part of every individual's life.

2. Schools should be brought closer to life and a society that learns through lifelong
education should be targeted. The aim of education should be to make the human

be himself/herself, meaning 'to be himself/herself'

3. Individuals should be given the kind of information they need and knowledge
should be created, continuous learning opportunities should be provided, so that

people can learn to exist in an unlimited world.

4. Lifelong education should be considered in terms of both time period and diversity.
Educational activities should spread to all areas of life, including home, family,

business, social and economic.

5. Lifelong education should include both school and out-of-school education. In order
to educate students of all ages, out-of-school learning styles should be used as much

as school education.

6. The continuous development of individuals should be supported, and opportunities

to receive systematic education should be given to rising generations.

7. Lifelong education should be handled with the aim of developing and integrating

not only the individual but also the society.

8. Lifelong education activities should be more flexible, use modern technology and it

should be supported by various tools (Faure, 1972).

Upon this report, in the 3™ International Adult Education Conference held by UNESCO
in Tokyo in 1972, lifelong learning was emphasized, its importance was expressed and deduced
that it is people’s fundamental right (Baril, 2017).
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In the following years, Jacques Delors declared, “Lifelong learning is the most important

key of the 21° century” in his report titled “Education: The Treasure Hidden Inside” prepared
for UNESCO (Delors, 1996). Before long, the European Parliament declared 1996 as the
"European Year of Lifelong Learning". Throughout the year, it recommended that studies be
carried out to improve citizens' ability to adapt to social, technological and economic change

(Glnes & Deveci, 2020).

Subsequently, the European Union Commission determined six basic strategies in the
2000 Lifelong Learning Memorandum. Strategies determined to improve lifelong learning in the

21t century are listed as follows;
1.ldentifying new basic skills for everyone,
2.More investment in human resources,
3.Development of innovations and new methods in education,
4.Valuing and documenting all kinds of education,
5.Reviewing the guidance and counseling services,

6.Bringing education closer to learners as much as possible, using information and
communication technologies to reach those with access difficulties, adopting a lifelong
learning approach for local and regional-based initiatives, creating multi-purpose

learning centers and information networks for the learning community (MEB, 2019).

Today, a lifelong learning approach is recommended for individuals to actively
participate in daily life, adapt to social change, and reach the education programs they need.
Today, a lifelong learning approach is recommended for individuals to actively participate in
daily life, adapt to social change, and reach the education programs they need. These studies
for lifelong learning continue uninterruptedly, and new and different strategies are developed

for 2020.
1.3. Scope of Lifelong Learning

It used to be thought that lifelong learning was only for students. This understanding
has now changed. The number of students in our world is around 1.5 billion. However, lifelong
learning is directed towards 7 billion people living on our planet. Among these, 745 million are
illiterate adults. The rest are children, young people, adults, women, men, elderly, workers, civil

servants, employees. Lifelong learning aims for all of them to continuously learn and improve
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themselves. For this reason, it has to create learning opportunities for each individual in every
field according to their education level, life situation, age, needs, desires and difficulties faced.
Then "learning villages, cities and regions" should be created at local and regional level. It should
progressively move towards the goal of 'learning societies' and 'learning world'. In this process,
partially digitized education strategies at local and global levels should be implemented in
parallel with national education. Thus, everyone should have access to information. On this
issue, UNESCO Director General Koichiro Matsuura said, "We must make a revolution like
Copernicus. With this revolution, we must create a society that revolves around knowledge, not

information that revolves around society” (Glines & Deveci, 2020).

On the other hand, the "Global Network", which is formed as a result of globalization,
information and communication technologies and the rapid development of the internet, allows
most of the citizens in our world to access databases anywhere and anytime and prepares an
environment for lifelong learning. In addition, the "Global Intelligence Field" or "common mind"
is created with the connections in all schools, high schools, universities and research centers. In
addition, distance education programs try to reach most of the world's citizens regardless of
their education level, profession, age and conditions. Thus, lifelong learning is getting easier with

technological developments.
As a result, life-long learning is;
1. As a time period, from cradle to grave,
2. As a domain, every area of the individual's private, family, social and professional life,

3. As an individual, including anyone such as children, young people, adults, women,

men, elderly.

4. As a condition, every condition such as age, gender, education, socio-economic status,

village, city etc.
5. As a system, formal, non-formal and in-formal education
6. By level, pre-school, primary, secondary, higher and postgraduate education,

7. As a program, all programs such as individual development, social and economic

progress,

8. As information, application and condition information, academic and technical

information etc.,
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9. As skills such as literacy, language, science, technology, numeracy, social, citizenship,
10. As learning, learning, learning to learn, lifelong learning,

11. As a materials, educational tools, books, computers, internet, mass media etc.

12. As an objective, it covers building a learning city, region, community and world.

1.4. Principles and Prerequisites

Some principles and preconditions have been determined to realize lifelong learning.
Four basic principles of lifelong learning by Jacques Delors who prepared and accentuated in the
chapter of “Placement of lifelong learning in the heart of society” in his report entitled

‘Education: treasure hidden in itself” were classified as follows:
1. Learning information (learning to learn),
2. Learning to do (skill development)
3. Learning to live with others (learning to integrate with society),

4. Learning to be oneself (self-improvement and learning to survive) (Delors, 1996; Knoll,

2004).

With these principles, efforts are made to spread lifelong learning and to place it in the
heart of every society. During this process, some prerequisites must be met. Two of these
prerequisites are very important. The first is reading and writing and the second is encyclopedic

knowledge.

1. Putting an end to illiteracy: The biggest obstacle of the lifelong learning process in
terms of learning to learn, skill development and self-renewal is illiteracy. llliteracy leads to a
lack of education and also prevents social development and progress in business life. For this
reason, the first condition of lifelong learning is learning to read and write and developing basic
language and mental skills. Literacy is a compulsory and fundamental right for everyone. It

should be ensured that every individual benefit from this right.

2. Avoiding encyclopedic information: The purpose of lifelong learning is listed as
learning, learning to learn, ensuring continuous, active and independent learning, developing
the individual's capacity to the fullest, encouraging individual initiative and innovation. In the
process of developing these skills, it is opposed to give memorization and encyclopedic
information. Since this memorized information about various disciplines will age over time,

these should be stopped. On the other hand, encyclopedic information hinders the mental
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development of the individual. Therefore, functional knowledge should be taken as basis while
teaching basic information to individuals. In other words, during the education process,
questions such as, “How can knowledge be learned? How to choose? How is it integrated with
other information? How is the learned transferred into practice? Questions such as “How does
the individual improve himself?” should be emphasized. Thus, it should be focused on
developing mental skills such as thinking, understanding, questioning and disseminating critical

thinking (Conseil de I'Europe, 1970.5.29).

As revealed, the first link of lifelong learning is teaching reading and writing. Lifelong
learning is not possible without developing the basic language and mental skills of the individual.
For this reason, efforts have been made to prevent illiteracy in our world for years. However,
lately, it has been observed that this is not enough and that hidden illiteracy has spread among
adults. What is the state of illiteracy and hidden illiteracy in our world in terms of lifelong

learning?
2. llliterate

Nowadays, it is imperative to know how to read and write in order to read the past and
direct the future. In our age where communication with signs is increasingly common, not
knowing how to read and write means not living in the world and disappearing. Therefore,
systematic studies are carried out to teach literacy to every individual on our planet. As it is
known, illiteracy is one of the most important world problems of our age. It is intertwined with
backwardness and poverty. It is one of the fundamental conditions for the development and
survival of nations. llliteracy is not a fate. It is a social situation that must be continuously
monitored and prevented by producing radical solutions. If it is not worked continuously with

perseverance and patience, it appears immediately and spreads rapidly.

Important studies have been carried out and successful results have been obtained to
popularize literacy in our world from past to present. However, these were not sufficient for a
radical solution to the problem. Even in the 2020s, there are still 745 million illiterate adults aged
15 and over in our world and more than 2 million illiterate adults in our country. Despite years
of studies, the numbers of illiterate people are still high. This situation is increasing, especially
in developing countries, despite the rapid spread of primary school and the increase in schooling

rate.

According to data by UNESCO's 2015, more than half of the 745 million illiterates in the

world are in Asia and a quarter in Africa. 90% of the illiterate youth in our world live in these two
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regions (UNESCO, 2016). On the other hand, it is seen that the vast majority of illiterate people
in the world are in developing countries and some in industrialized countries. llliteracy among
women is three times more than men. Generally, illiteracy is higher in rural areas, poor urban
areas, women, unemployed youth, unskilled and semi-skilled workers (Glines & Deveci, 2020).
This situation creates a great obstacle for the mentioned people to tend towards lifelong
learning and to develop themselves. In other words, 745 million adults in our world and 2 million
adults in our country do not have the basic skills to continue their lifelong learning. Although
their situation is clearly known, there are also hidden people who cannot read and write, and

those people’s numbers and situations are not well known in our world and in our country.
2.1. Hidden llliteracy

The most important obstacle of lifelong learning is illiteracy. In recent years, this
condition known as "hidden illiteracy", which has been seen in some industrialized countries, is
spreading. Studies show that hidden illiteracy, a special type of illiteracy, is prevalent among
young people and adults. In the rich countries where the problem of illiteracy is thought to have
been completely solved for seventy years, this situation has created confusion and various

measures have been taken.

Illiterate people have never been to school and have not learned to read and write in
any language. However, hidden illiterate people are different. They are the people who cannot
develop the basic skills required for their personal, business, social and cultural life even though
they have completed any school. In other words, they are people who have attended a course
or school, learned to read and write under the supervision of a teacher but have not developed
enough or have forgotten over time. Therefore, there are important differences between
illiteracy and hidden illiteracy. Whereas those who are illiterate cannot read or write due to their
lack of education, those who are hidden illiterate do not know how to read or write correctly,

despite having a school education. These are usually teenagers and adults over the age of 16.

Confidential illiteracy refers to the individual's basic education and basic skills
deficiencies. Among these, skills related to reading, writing and calculation come first. Hidden
illiterates technically know how to read and write, but cannot use it effectively in daily life. The
difference between a hidden illiterate and an illiterate person is that he/she can read a text
formally. However, he may not understand the text he is reading. As for writing, he may not be
able to write the sentences he hears verbally. Recognizes numbers, but may not be able to do
four arithmetic operations and problem solving. Skill deficiencies negatively affect the level of
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knowledge, individual and social development. This situation gradually makes it difficult for

them to progress and find a job in the modern economy.

Hidden illiteracy is not just a deficiency in language skills. In addition, it includes
deficiencies in mathematics, mental skills and skills necessary for daily life. For this reason, four

basic criteria are used to determine the hidden illiteracy. These are;

1. Language skills: Required language skills for daily life, oral and written
communication, getting information, communicating with others orally and in

writing, reading a written text, understanding, etc.

2. Math skills: Calculation, problem solving, doing addition and subtraction with big,
small, less, more items, multiplication, division, and all operations related to

measurement, etc.

3. Mental skills: Thinking, understanding, questioning, organizing information,

remembering skills, etc.

4. Other skills: Key skills required in daily life, such as problem solving, collaborating
with others, making independent decisions, using information and communication
technologies, interpreting time and space, reading tables and graphics (ANLCI,

2003).

As above-mentioned, hidden illiteracy negatively affects the development of mental
skills such as language, mathematics, thinking, understanding, questioning, organizing
information, and remembering, and various skills necessary for daily life. This situation causes
the individual to be unable to fulfill her literacy duties in the family, group and community

he/she lives in.

When the hidden illiterates are examined, it is seen that they consist of two groups. The
first is those who forget to read and write (Alettres) and the other is functional illiterate
(Analphete fonctionnel). Those who forget to read and write (Alettres) are people who have
received school education, have acquired literacy and mathematical skills, but have forgotten
them because they have never used them in the following years. Functional illiterates are adults
who have received school education but have not gained sufficient reading, writing and
arithmetic skills to be independent in daily life. Functional illiterate In the General Assembly of
UNESCO in 1978 is defined as “a person who does not functionally illiterate, does not have the

necessary literacy and calculation skills for social and individual development, and cannot fulfill
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his literacy duties in the community and group he lives in” (Hamadache & Martin, 1988, p. 4). As
a result, hidden illiteracy does not have the basic skills required to act independently in daily life.
They have problems in participating in social life. Therefore, for lifelong learning, the basic skills
of the hidden illiteracy must be sufficiently developed, and the missing skills must be completed

and gradually reinforced.

Secret illiteracy does not happen by chance. This situation arises from various reasons,
including individual, social and educational reasons. Reasons such as inability to embolden the
children to enjoy reading and writing, turn these skills into a habit, develop the skills adequately,
pay enough value to education in the society, use reading and writing skills in everyday life,
unemployment, and dropping out the school or failing the class are considered to lead hidden
illiteracy (UNESCO, 1989. p. 10). Not considering one’s features such as intelligence, perception,
attention, memory, sound awareness, health problems, the problems in the family, adequacies
in family and cultural atmosphere, the educational model applied and school activities, social
challenges, regime and school, neglecting unsuccessful students all can be counted as effect of
illiteracy. (Goledzinowski, 1988). According to Annie Gilles, illiteracy is largely due to school
failure. In a rapidly changing and developing world, people who are hidden illiterate cannot
understand a text they read, cannot fill a form, are ashamed of their situations, their self-
confidence decreases and they move away from the society (Gilles, 2000). They experience a
series of problems in daily life such as home, family, unemployment, trying to solve them, but
failing to do so (Goledzinowski, 1988). Thus, violence and criminal tendencies are observed to

be increasing.
2.2. Numerical Status

As those who are illiterate have certificate or diploma, they are statistically considered
literate. Therefore, it is quite difficult to determine their true number. Besides, literacy
definitions differ from one country to another, sometimes different definitions are made even
within the same country. This makes research even more difficult. Despite all these, various
research projects make estimates about the characteristics and numbers of hidden illiterates.

Some of these are given below.

e In astudy conducted in the USA in 1975, it was found that 63 million adults lacked
basic knowledge required for daily life. It has also been found that 23 million adults

lack basic skills for daily life. Recently, in a research conducted in Canada, it has been
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determined that 22% of adult population are functionally illiterate. There have been

studied carried out in order to solve this problem.

e Inastudy conducted in the UK in 1987, it was revealed that 13% of young girls and
boys had great problems in reading, writing and calculating. 10% of them leave
school early, confusing even letters, while 3% cannot perform any calculations and

basic operations (UNESCO, 1989; Kallen, 1987; Terestyeni, 1987).

e The number of confidential illiterates in France is between 2.5 and 3 million.
However, estimates are that 15% of the population is functionally illiterate. It has
been determined that 7% of adults aged 18 - 65 who were born, raised and educated
in France are hidden illiterate. In another study, it was determined that 26% of the
adult population cannot read or write at all, and 10% of them completely forget to
read and write. In addition, it was determined that 81.8% of young French people
aged 17 and over were effective readers, but 9.6% had reading difficulties (ANLCI,
2003, 2006, 2018).

2.3. Hidden llliteracy in Our Country

Hidden illiteracy is also seen in our country and emerges as an important problem.
However, in our country, there is not enough information about the situations and numbers of

the hidden illiterates. Data by Turkish Statistical Institute (TUIK) on this issue are given in the

table below.

Table 1.

Data by TUIK (2019) on reading and writing

Woman Man Total
llliterate 1.738.225 286.412 2.024.637
Literate but not finished school 1.970.379 653.754 2.624.133
Primary school graduate 7.432.396 5.081.441 12.513.837
Unknown 287.853 254.310 542.163
Total 11.428.853 6.275.917 17.704.770

As displayed in Table 1, there are more than two million (2.024.637) illiterate people
aged 15 and over, according to the data by TUIK for of 2019. These are adults who have never
been to school and have not learned to read and write. However, in the same data, it is stated
that more than 2.6 million (2.624.133) adults do not graduate from an educational institution
but are literate. It is not known at what level these adults, who learn to read and write either by
participating in a literacy course, develop or use these skills. In addition, according to 2019
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statistics, there are more than 12.5 million (12.513.837) primary school graduates in our
country. It is known that some of them do not use literacy in the years after primary school and
forget it. There is no research on their numbers in the country. However, in a study conducted
in four neighborhoods in Mamak, Ankara, a total of 12,342 adults aged 18 and over were
elementary school graduates and 200 adults who graduated from primary school with a "good"
degree stated that they forgot to read and write (Glines, 1990). Based on these results, it is

estimated that the number of hidden illiterates in our country is between 5-10 million.
2.4. Prevention

Systematic studies should be carried out at national level to prevent hidden illiteracy
and to realize lifelong learning. In this regard, priority should be given to educational activities
in schools. The development of these skills should be monitored by teaching students how to
read and write in primary schools. Support should be given to students and their families to
overcome the problems encountered in preventing school failure and hidden illiteracy during
their education. Then, those who leave or abandon the school system should be followed up,

and they should be tackled by giving them reading, writing and numeracy training.

It is necessary to provide reading material to young and adult people so that they can
read and not forget how to read. Also, they should be encouraged to follow various books,
magazines, newspapers and other press stuff. They should be distributed free of charge and
enabled to use mobile libraries. Then, continuous and regular non-formal education services
should be provided to adults. These non-formal education services can be various skill courses
such as agriculture, animal husbandry, fishing, hunting depending on the situation of the region.

Those people should be helped to improve their reading and writing skills with these activities.
4. Conclusion and Recommendations

With lifelong learning, it is aimed to continuously improve people's knowledge, skills,
attitudes and decision-making skills through education. The biggest obstacle to achieving this
goal is illiteracy and hiddenilliteracy. Hidden illiteracy, which is widespread among young people
and adults, is one of the important problems of our country as well as our world. Unless urgent
measures are taken against this problem that prevents adults from developing individually,
socially and economically, these problems will inevitably increase. It is necessary to conduct
researches on these, determine their actual numbers and characteristics, and work on the
measures that can be taken into account. In short, it should be kept in mind that the lifelong

learning problem cannot be solved unless the problem of hidden illiteracy is solved.
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1. Giris

Bilginin hizla Uretildigi, yayilldigi ve tlketildigi bir ¢agda yasiyoruz. Bu c¢agda bilgi
bireylerin, kurum ve kuruluslar ile Glkelerin temel glcli olmaktadir. Bu siirecte Ulkelerin
gelisebilmeleri ve ilerleyebilmeleri ise nitelikli insan giiciine bagl bulunmaktadir. insan giici
egitiminde ise 6grenme ve hayat boyu 6grenme aliskanligini gelistirme tzerinde durulmaktadir.
Boylece 6grenen birey, 6grenen gruplar, 6grenen toplum ve 6grenen diinya olusturulmaya
calisiilmaktadir. Diger taraftan iletisim, sanayi, tarim vb. alanlarda hizla ortaya ¢ikan gelismeler
ile bunlarin sosyal, siyasal, ekonomik ve kiltiirel yasama etkileri, bilgi, beceri ve degerlerin
yenilenmesi stirecine hayat boyu devam edilmesini zorunlu kilmaktadir. Egitimin insan yasamina
bagli bir stre¢ oldugunun ortaya ¢ikmasiyla birlikte dislinen, anlayan, sorgulayan, 6grenmeyi

0grenen, bilgiyi kullanabilen ve sorun ¢ézebilen bireylerin yetistirilmesi zorunlu olmaktadir.

Ogrenme insanlarin en 6nemli ve dogal bir 6zelligidir. Bu 6zellik anne karninda
baslamakta ve hayat boyu siirmektedir. Bu slirecte yeni bilgi, beceri ve tutumlar kazanilmaktadir.
Ogrenen birey énceki durumdan farkh biri olmakta, degismekte ve gelismektedir. Bu degisim
once zihinde baslamakta giderek davranis ve tutumlara yansimaktadir. Boylece 6grenme,
degismeyi, degisme de gelismeyi getirmektedir. Bu islemlerin strekliligine hayat boyu 6grenme
denilmektedir. Hayat boyu 6grenme bireyin bilgi, beceri, tutum ve karar verme yeteneklerinin
gelismesi, toplumla bitlinlesmesi ve is yasaminda ilerlemesini saglamaktadir. Bu nedenle hayat

boyu 6grenme 21. ylizyilin en 6nemli anahtari olarak gérilmektedir.

insanlar dogumdan 6liime kadar yeni bilgi, beceri ve deneyimler kazanarak kendilerini
surekli gelistirirler. Bu slirecte ev, okul, Gniversite, isyeri, sosyal cevre, kiitliphane gibi yerler
O0grenme icin uygun ortam olusturur. Bazi 6grenmeler egitim kurumlarinin resmi programlariyla
bazilari da arkadaslarla, televizyon izleyerek, dergi veya kitap karistirarak, internette gezinirken
ya da proje yaparken gergeklesir. Bireyin yas, cinsiyet, egitim durumu, zaman, sosyal statiisd,
ekonomik durumu vb. ézellikleri dgrenmeye engel degildir. insanlar her yerde, her kosulda
Ogrenir ve toplumdaki hizli degisimlere uyum saglarlar. Bu islemlerin hepsi hayat boyu 6grenme
kapsaminda ele alinmaktadir. Ancak hayat boyu 6grenme sadece bunlarla sinirlh degildir.
Bunlarin yaninda bilgi tGizerine kurulu bir toplum ve 6grenen diinya olusturmayi da icermektedir.
Bu amagla “bilgi ve becerilere deger verme” ile “siirekli 6grenme” ilkelerinin 6nemi
vurgulanmaktadir. Ayrica hayat boyu 6grenmenin 6nilindeki okumaz yazmalik, gizli okumaz

yazmazlik gibi engeller de asilmaya ¢alisiimaktadir.
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1.1. Hayat Boyu Ogrenme Nedir?

Hayat boyu o6grenme, egitim alaninda 1970’li yillardan sonra giindeme gelmeye
baslamistir. Onceleri “hayat boyu egitim” olarak kullanilmis, ardindan 2000’li yillara dogru
“hayat boyu o6grenme” kavrami 6ne c¢ikmistir. Genel olarak bireyin bilgi ve becerilerini
gelistirmek amaciyla hayati boyunca katildigi her tirli 6grenme etkinlikleri olarak ele
alinmaktadir. Bu nedenle sadece okullardaki 6grenmeyle sinirli degildir. Evde, iste, ailede,
hayatin her alaninda gerceklesebilen, 6grenmenin yas, sosyal, ekonomik statii ve egitim
seviyesine bakilmaksizin, herhangi bir engel olmadan strdurulebilecegini iceren bir kavramdir
(MEB,2019). Son yillarda gelismis llkelerde egitim diizeyi ve istihdam kosullari agisindan 6nemli

bir gosterge haline gelmistir.

Hayat boyu 6grenmeyi aciklamak icin UNESCO, OECD ve Avrupa Konseyi gibi kuruluslar

cesitli tanim ve aciklamalar yapmistir. Bunlardan bazilari asagida verilmektedir.

e Avrupa Konseyi hayat boyu egitimi, “bilgi, beceri ve yetkinlikleri gelistirmek amaciyla
bireysel, toplumsal ve istihdama yénelik olarak hayat boyu yiiriitiilen biitiin 6grenme

etkinlikleri” olarak tanimlamistir (Conseil de Europe,1970).

e UNESCO’nun Delors Raporunda hayat boyu egitim, “insanlarin bilgi, beceri, tutum ve
karar verme yeteneklerinin egitim yoluyla siirekli olarak gelistiriimesi” cimlesiyle

actklanmistir (UNESCO, 1996).

e Avrupa Komisyonu hayat boyu 6grenmeyi, “bilgi ve beceri yaninda kisisel, toplumsal
ve ekonomik yasamda ayakta kalmaya yarayacak, yasamin her aninda siirdiiriilen

6grenme etkinlikleri” olarak agiklamistir (Glines ve Deveci, 2020).

“_ 2

e UNESCO’nun Belém Raporunda hayat boyu 6grenme, “egitimi ‘besikten mezara
kadar’ anlayisiyla ele alan bir felsefe, diisiinme bigimi, 6rgiin, yaygin ve algin olmak
lizere tiim egitim sistemini icine alma ilkesiyle, kapsayici, demokratik ve insancil
deger yargilarina dayali, biitiinciil ézelliklere sahip, bilgi lzerine kurulu toplum

hedefinin 6nemli bir béliimi” olarak tanimlanmistir (UNESCO, 2009).

e UNESCO Dinya Egitim Formunda, “bireyin yasaminin her asamasinda icinde
yasadigi topluma uyum ve katki saglamak, kendi amaglarini gergeklestirmek iizere
bilgi ve becerilerini gelistirmesi ve hayat boyu égrenmesi igin gerekli olanaklarin

saglanmasi” olarak verilmistir (UNESCO, 2015).
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Aciklamalarda da gorildigu gibi hayat boyu 6grenme besikten mezara kadar genis bir

zaman dilimine yonelmektedir. Bu slirecte kisisel, toplumsal ve ekonomik yasamda ayakta
kalmaya yarayacak 6grenme etkinlikleri ile bireyin bilgi, beceri ve yetkinliklerinin hayat boyu
gelistirilmesine  odaklanmaktadir. Bunun i¢in ¢ alandaki calismalarin  yapilmasi
ongorilmektedir. Bunlar 6grenme firsatlari yaratarak bireyi gelistirme, toplumsal biitiinlesmeyi
gerceklestirme ve ekonomik biiyiimeyi saglamadir. Yani hayat boyu 6grenme etkinlikleri bireysel,

toplumsal ve ekonomik olmak lzere Ug¢ alana yonelmektedir (Glines ve Deveci, 2020).

e Bireysel boyutta, bireyin kendini gelistirmesi, bilgi cagl toplumunun gereklerine
uyum saglamasi, toplumsal ve ekonomik yasama aktif olarak katilmasi ve gelecegine

yon vermesi Gizerinde durulmaktadir.
e Toplumsal boyutta, sosyal gelisme ve toplumsal biitlinlesmeye agirlik verilmektedir.

e Ekonomik boyutta, ekonomik gelisme, kalkinma, is ve istihdama yonelik 6grenmeleri

icermektedir (Glnes, 2017).

Bu calismalarla sirekli 6grenen, 6grenmeyi 6grenen ve nasil 6grenecegini 6grenen
insanlardan olusan bir toplum hedeflenmektedir. Bir baska ifadeyle “6grenen toplumlar” ve
“6grenen diinya” olusturmayi amaclamaktadir. Bu amaca ulasmak icin yetiskin egitimi, strekli
egitim, mesleki egitim ve 6z yonelimli 6grenmeye agirlik verilmektedir. Bunlar hayat boyu

o0grenmenin bilesenleri olmaktadir.
1.2. Tarihsel Gelismeler

Hayat boyu 6grenme 1970’li yillarda UNESCO, OECD ve Avrupa Konseyinin raporlariyla
uluslararasi diizeyde gindeme gelmis ve egitim politikalarinin merkezine yerlesmistir. Bu
konuda UNESCO eski baskani Edgar Faure tarafindan hazirlanan egitim raporunun biyuk roll
olmustur. UNESCO biinyesinde 1972 yilinda Edgar Faure baskanhginda 6 kisilik bir komisyon
kurulmus, egitimin diindi, bugiinii ve yarini hakkinda “Sinirsiz Diinyada Var Olmayi O§renmek”

adh bir rapor hazirlanmistir. Bu Raporda;

e  Glinimuzdeki sorunlari ¢dzmek ve ¢cagimizdaki hizli gelismelere uyum saglamak igin

egitim sistemlerinin bitlnilyle bastan asagi yeniden diizenlenmesi,

e Egitimin sadece bilgi aktarma olarak degil, bireyin hayat boyu yeni bilgi, beceri ve

tutumlar kazanacagi bir siireg olarak ele alinmasi,
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Egitimde hem nicelik hem de nitelik gelismeye agirlik verilmesi, bunlarin birbirini

tamamlayan iki yon olarak goriilmesi,
Egitimdeki gelismelerle tlke kalkinmasinin birlikte ve bitiin olarak ele alinmasi,

Egitimin kalkinma igcin hem amag¢ hem de ara¢ olarak sayilmasi, gerektigi

vurgulanmigtir.

Bu anlayisla asagidaki 6nerilere yer verilmistir.

1.

Egitim, hayat boyu yayilmali, sadece herkese acik olmakla kalmamali, her bireyin

hayatinin dnemli bir parcasi olmahdir.

Okullar  hayata vyaklastirlmal, hayat boyu egitimle 06grenen  bir

toplum hedeflenmelidir.

Egitimin amaci, insanin kendisi olmasi, yani 'kendi olmasini' saglamalidir. Bireylere
ihtiyac duydugu tiirden bilgiler verilmeli, bilgi birikimi olusturmali, slirekli 6grenme

olanaklari saglanmali, boylece insanlar sinirsiz diinyada var olmayi 6grenmelidir.

Hayat boyu egitim hem zaman dilimi hem de cesitlilik anlaminda ele alinmalidir.
Egitim etkinlikleri ev, aile, is, sosyal ve ekonomik olmak lizere yasamin her alanina

yayilmalidir.

Hayat boyu egitim hem okul hem de okul disi egitimi kapsamalidir. Her yastan
Ogrenciyi egitmek icin okul egitimi kadar okul disi 6grenme bigimlerinden de

yararlanilmahdir.

Bireylerin siirekli gelisimi desteklenmeli, yikselen nesiller icin sistemli egitim alma

sansi ve olanaklari verilmelidir.

Hayat boyu egitim sadece bireyi degil toplumu da gelistirme ve bitlinlestirme

amacina yonelik ele alinmalidir.

Hayat boyu egitim etkinlikleri daha esnek olmali, modern teknolojiden yararlaniimali

ve cesitli araclarla desteklenmelidir (Faure,1972).

Bu rapor (lzerine UNESCO’nun 1972 yilinda Tokyo’da yaptigi 3.Uluslararasi Yetiskin

Egitimi Konferansinda hayat boyu 0grenme lzerinde durulmus, dnemi dile getirilmis ve

insanlarin temel hakki oldugu vurgulanmistir (Baril,2017).
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Sonraki yillarda Jacques Delors UNESCO icin hazirlanan “Egitim: icinde Hazine Gizli” adli
Raporunda, “Hayat boyu égrenme 21. yiizyilin en énemli anahtaridir” aciklamasini yapmistir
(Delors, 1996). Cok gecmeden Avrupa Parlamentosu 1996 yilini "Avrupa Hayat Boyu Ogrenme
Yili" olarak ilan etmistir. Yil boyunca vatandaslarin toplumsal, teknolojik ve ekonomik degisime
uyum saglama yeteneklerinin gelistiriimesine yonelik ¢calismalar yapilmasini dnermistir (Glnes

ve Deveci, 2020).

Ardindan Avrupa Birligi Komisyonu 2000 yili Hayat Boyu Ogrenme Memorandumunda
alti temel strateji belirlemistir. 21. ylizyilda hayat boyu 6grenmeyi gelistirmek icin belirlenen

stratejiler soyle siralanmistir;
1. Herkes igin yeni temel becerilerin belirlenmesi,
2. insan kaynaklarina daha fazla yatirim yapilmasi,
3. Egitimde yeniliklerin ve yeni yontemlerin gelistirilmesi,
4. Her tlrlG egitime deger verilmesi ve belgelendirilmesi,
5. Rehberlik ve danismanlik hizmetlerinin yeniden gdzden gegirilmesi,

6. Egitimin mimkiin oldugunca 06grenenlere yakinlastiriimasi, erisim zorlugu olan
kesimlere ulasmak icin bilgi ve iletisim teknolojilerinden yararlanilmasi, yerel ve
bolgesel merkezli girisimler icin hayat boyu 6grenme yaklasiminin benimsenmesi,
cok amacli 6grenme merkezleri ve 6grenen toplum icin bilgi aglarinin olusturulmasi

(MEB, 2019).

Gunumuzde bireylerin giinliik yasama aktif olarak katilmalari, toplumsal degisime uyum
saglamalari ve ihtiya¢ duyduklari egitim programlarina ulasabilmeleri icin hayat boyu 6grenme
yaklasimi  Onerilmektedir. Bu silrecte egitim sistemlerinin silirekli glincellenmesi ve
gelistirilmesine yonelik stratejiler gelistiriimektedir. Hayat boyu 6grenmeye yonelik bu

calismalar kesintisiz stirmekte, 2020 yili igin yeni ve farkli stratejiler gelistirilmektedir.
1.3.Hayat Boyu Ogrenmenin Kapsami

Eskiden hayat boyu 6grenmenin sadece 6grencilere yonelik oldugu distniliyordu. Bu
anlayis artik degismistir. Dinyamizda 6grenci sayisi yaklasik 1,5 milyar civarindadir. Oysa hayat
boyu 6grenme gezegenimizde yasayan 7 milyar insana yonelmektedir. Bunlarin 745 milyonu
okuma yazma bilmeyen yetiskinlerdir. Geriye kalanlar ¢cocuk, geng, yetiskin, kadin, erkek, yash,

isci, memur, calisan, gorevli gibi kisilerdir. Hayat boyu 6grenme hepsinin siirekli 6grenmesi ve
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kendini gelistirmesini hedeflemektedir. Bu nedenle her bireye egitim diizeyi, yasam durumu,
yasl, ihtiyaclari, istekleri ve karsilastigl zorluklara gore her alanda 6grenme firsatlari yaratmak
durumundadir. Ardindan yerel ve bolgesel dizeyde “Ogrenen koyler, sehirler ve bolgeler”
olusturulmahdir. Giderek “6grenen toplumlar” ve “6grenen diinya” hedefine ilerlemelidir. Bu
slrecte ulusal egitime paralel kismen dijitallestirilmis, yerel ve kiiresel diizeyde egitim stratejileri
uygulanmalidir. Boylece herkese bilgiye erisim olanaklari saglanmalidir. Bu konuda UNESCO
Genel Miidiiri Koichiro Matsuura, " Kopernik gibi bir devrim gerceklestirmeliyiz. Bu devrimle
toplum etrafinda dénen bilgi degil, bilgi etrafinda dénen toplum olusturmaliyiz "demektedir

(Gunes ve Deveci, 2020).

Diger taraftan kiiresellesme, bilgi ve iletisim teknolojileri ile internet’in hizla gelismesi
sonucu olusan “Kiresel Ag” diinyamizdaki vatandaslarin blyik bir kismina her yerde ve her
zaman veri tabanlarina erismek icin izin vermekte ve hayat boyu 06grenmeye ortam
hazirlamaktadir. Ayrica bitlin okullar, liseler, (niversiteler ve arastirma merkezlerindeki
baglantilarla “Kiiresel Zeka Alani” ya da “ortak akil” olusturulmaktadir. Bunlara ek olarak uzaktan
egitim programlariyla egitim dizeyi, meslegi, yasi ve kosullari ne olursa olsun diinya
vatandaslarinin coguna ulasilmaya calisiimaktadir. Béylece teknolojik gelismelerle hayat boyu

o0grenme giderek kolaylasmaktadir.
Sonuc olarak hayat boyu 6grenme;
1. Zaman dilimi olarak, besikten mezara kadar olan sireyi,
2. Alan olarak, bireyin 6zel, aile, sosyal ve mesleki yasaminin her alanini,
3. Birey olarak, cocuk, geng, yetiskin, kadin, erkek, yash vb. herkesi,
4. Kosul olarak, yas, cinsiyet, egitim, sosyo-ekonomik durum, kéy, kent vb. her kosulu,
5. Sistem olarak, 6rgilin, yaygin ve algin egitimi,
6. Diizey olarak, okul 6ncesi, ilk, orta, ylksek ve lisanslsti 6gretimi,
7. Program olarak, bireysel gelisme, sosyal ve ekonomik ilerleme gibi tim programlari,
8. Bilgi olarak, uygulama ve kosul bilgileri, akademik ve teknik bilgileri vb,

9. Beceri olarak, okuma yazma, dil, fen, teknoloji, sayisal, sosyal, vatandaslk gibi

becerileri,

10. Ogrenme olarak, 5grenme, 6grenmeyi 6grenme, hayat boyu 6grenmeyi,
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11. Materyal olarak, egitici arag-gerec, kitap, bilgisayar, internet, kitle iletisim araclari

vb.
12. Hedef olarak, 6grenen sehir, bolge, toplum ve diinya olusturmayi kapsamaktadir.
1.4. ilkeler ve Onkosullar

Hayat boyu 6grenmeyi gerceklestirmek icin bazi ilkeler ve 6n kosullar belirlenmistir.
Jacques Delors tarafindan hazirlanan “Egitim: icinde Hazine Gizli” adl Raporun “Hayat Boyu
Egitimi Toplumun Kalbine Yerlestirme” bodlimiinde hayat boyu 6grenmenin dort temel ilkesi

soyle aciklanmustir;
1. Bilgi 6grenme (6grenmeyi 6grenme),
2. Yapmayi 6grenme (beceri gelistirme),
3. Baskalariyla birlikte yasamayi 6grenme (toplumla bitlinlesmek icin 6grenme),

4. Olmay! 6grenme (kendini gelistirme ve varligini sirdiirmek igin 6grenme) olarak

siralanmistir (Delors, 1996; Knoll, 2004).

Bu ilkelerle hayat boyu 6grenmeyi yayginlastirma ve her toplumun kalbine yerlestirmeye
calisiilmaktadir. Bu sirecte bazi dnkosullarin yerine getirilmesi gerekmektedir. Bunlardan iki

onkosul cok 6nemlidir. Birincisi okuma yazma ikincisi ise ansiklopedik bilgiler olmaktadir.

1. Okumaz yazmazhiga son verilmesi: Ogrenmeyi 6grenme, beceri gelistirme ve kendini
yenileme agisindan hayat boyu 6grenme sirecinin en blyik engeli okumaz yazmazliktir. Okuma
yazmay!i bilmeme egitimden uzak kalmaya neden olmakta ayni zamanda toplumsal gelisme ve is
yasaminda ilerlemeyi de engellemektedir. Bu nedenle hayat boyu 6grenmenin birinci kosulu
okuma yazmayi 6grenme, temel dil ve zihinsel becerileri gelistirme olmaktadir. Okuma yazma

herkes i¢in zorunlu ve temel bir haktir. Bu haktan her bireyin yararlanmasi saglanmalidir.

2. Ansiklopedik bilgilerden kag¢inilmasi: Hayat boyu O0grenmenin amaci 6grenme,
o0grenmeyi 6grenme, sirekli, aktif ve bagimsiz 6grenmeyi saglama, bireyin kapasitesini sonuna
kadar gelistirme, bireysel giriskenlik ve yenilik¢iligi 6zendirme gibi siralanmaktadir. Bu becerileri
gelistirme sirecinde ezber ve ansiklopedik bilgiler verilmesine karsi ¢ikilmaktadir. Cesitli
disiplinlerle ilgili ezberletilen bu bilgiler zamanla eskiyeceginden bunlara son verilmelidir. Ote
yandan ansiklopedik bilgiler bireyin zihinsel gelisimini engellemektedir. Bu nedenle bireylere
temel bilgiler 6gretilirken islevsel bilgiler esas alinmalidir. Bir baska ifadeyle egitim slirecinde”

Bilgi nasil 6grenilir? Nasil segilir? Diger bilgilerle nasil biitiinlestirilir? Ogrenilenler uygulamaya
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nasil aktarilir? Birey kendini nasil gelistirir?” gibi sorulara agirlik verilmelidir. Boylece diistiinme,
anlama, sorgulama vb. zihinsel becerileri gelistirme ve elestirel dislinmeyi yayginlastirma

Gzerinde durulmalidir (Conseil de I'Europe, 1970, s.29).

Goruldigu gibi hayat boyu 06grenmenin ilk halkasini okuma yazma 06gretimi
olusturmaktadir. Bireyin temel dil ve zihinsel becerilerini gelistirmeden hayat boyu 6grenme
mimkin olmamaktadir. Bu nedenle dinyamizda vyillardir okumaz yazmazhgl 6nlemeye
cahisilmaktadir. Ancak son zamanlarda bunun yeterli olmadigi, yetiskinlerde gizli okumaz
yazmazligin yayildigi gorilmektedir. Hayat boyu o6grenme agisindan diinyamizda okumaz

yazmazlik ve gizli okumaz yazmazligin durumu nedir?
2. Okumaz Yazmazlhk

Gilnlmiuzde gecmisi okumak ve gelecege yon vermek icin okuma yazmayi bilmek
zorunludur. isaretlerle iletisimin giderek yayginlastigl cagimizda okuma yazmayi bilmemek,
diinyada yasamamak, yok olmak demektir. Bu nedenle gezegenimizdeki her bireye okuma
yazma 6gretmek i¢in sistemli ¢alismalar yapilmaktadir. Bilindigi gibi okumaz yazmazlik iginde
bulundugumuz cagin en 6nemli diinya sorunlarindan biridir. Geri kalmislik ve yoksullukla ic
icedir. Uluslarin kalkinabilmeleri ve varlklarini strdlrebilmeleri icin temel kosullardan biridir.
Okumaz yazmazlk bir kader degildir. Stirekli izlenmesi ve kokli ¢ozlimler lretilerek 6nlenmesi
gereken sosyal bir durumdur. Eger azim ve sabirla stirekli olarak calisiimazsa hemen ortaya

¢tkmakta ve hizla yayilmaktadir.

Dinyamizda gecmisten glinimize kadar okuryazarhigr yayginlastirmak icin dnemli
calismalar yapilmis ve basarili sonuclar alinmistir. Ancak bunlar sorunun kokli bir ¢6zim igin
yeterli olamamistir. icinde bulundugumuz 2020’li yillarda bile halen diinyamizda 15 ve daha
yukari yaslarda 745 milyon, llkemizde ise 2 milyondan fazla okumaz yazmaz yetiskin vardir.
Yillardir strdurilen ¢alismalara ragmen okuma yazma bilmeyenlerin rakamlari hala yiksek
dizeydedir. Bu durum ozellikle gelismekte olan (lkelerde ilkokulun hizla yayginlagsmasi ve

okullasma oraninin artmasina ragmen giderek yiikselmektedir.

UNESCO’nun 2015 yili verilerine gére diinyamizda 745 milyon okumaz yazmazin yaridan
fazlasi Asya kitasinda, dortte biri ise Afrika kitasinda bulunmaktadir. Bu iki bolgede diinyamizdaki
okumaz yazmaz genglerin %90’1 yasamaktadir (UNESCO, 2016). Diger taraftan dinyadaki
okumaz yazmazlarin cogunlugu gelismekte olan llkelerde, bir kisminin da sanayilesmis llkelerde
oldugu gorilmektedir. Kadinlarda okumaz yazmazlik erkeklere oranla li¢ kat daha fazladir.

Genellikle kirsal yorelerde, kentlerin yoksul kesimlerinde, kadinlarda, issiz genclerde, niteliksiz
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ve yari nitelikli iscilerde okumaz yazmazlik daha da fazladir (Glines ve Deveci, 2020). Bu durum
anilan kisilerin hayat boyu 6grenmeye yonelmeleri ve kendilerini gelistirmelerine bliyik engel
olusturmaktadir. Bir baska ifadeyle diinyamizda 745 milyon, llkemizde ise 2 milyon yetiskin
hayat boyu 6grenmeyi slirdiirecek temel becerilere sahip degildir. Bunlarin durumlari acik ve net
olarak bilinmesine ragmen diinyamizda ve (ilkemizde sayilari ile durumlari ¢ok iyi bilinmeyen gizli

okumaz yazmazlar da vardir.
2.1. Gizli Okumaz Yazmazhk

Hayat boyu 6grenmenin en 6nemli engeli gizli okumaz yazmazliktir. Son yillarda bazi
sanayilesmis Ulkelerde gorilen ve “gizli okumaz yazmazlk” denilen bu durum giderek
yayllmaktadir. Arastirmalar okumaz yazmazhgin 6zel bir tlrl olan gizli okumaz yazmazhgin geng
ve yetiskinlerde yaygin oldugunu gostermektedir. Yetmis yildir okumaz yazmazlik sorununun
tamamen ¢o6zildigi disindlen zengin tlkelerde bu durum saskinlk yaratmis ve cesitli 6nlemler

alinmaya basglanmistir.

Okuma yazma bilmeyenler hi¢ okula gitmemis ve herhangi bir dilde okuma yazma
0grenmemis kisilerdir. Oysa gizli okumaz yazmazlar bunlardan farklidir. Gizli okumaz yazmazlar,
herhangi bir okulu bitirdigi halde bireysel, is, sosyal ve kiiltiirel yasami i¢in gerekli olan temel
becerileri yeterince gelistiremeyen kisilerdir. Yani bir kurs veya okula gitmis, bir 6gretmenin
gbzetiminde okuma yazma 6grenmis ancak yeterince gelistirememis ya da zamanla unutmus
kisilerdir. Bu nedenle okuma yazmazlik ile gizli okumaz yazmazlik arasinda 6énemli farkliliklar
bulunmaktadir. Okuma yazma bilmeyen egitim eksikligi nedeniyle okuyamaz yazamazken, gizli
okumaz yazmaz okul egitimi almasina ragmen dogru bir sekilde nasil okunacagi veya yazilacagini

bilmeyenlerdir. Bunlar genellikle 16 yas tzerindeki gencg ve yetiskinlerdir.

Gizli okumaz yazmazlik bireyin temel egitim ile temel beceri eksikliklerini ifade
etmektedir. Bunlarin basinda okuma, yazma ve hesaplama ile ilgili beceriler gelmektedir. Gizli
okumaz yazmazlar teknik olarak okuma yazmayi bilmekte ancak giinliik yasamda etkili olarak
kullanamamaktadir. Gizli okumaz yazmazin okuma yazmayi bilmeyen kisiden farki, bir metni
bicimsel olarak okuyabilmesidir. Ancak okudugu metni anlamayabilir. Yazmaya gelince, sozli
olarak duydugu cimleleri dogru olarak yazamayabilir. Rakamlari tanir, ancak dort islemi ve
problem ¢d6zmeyi yapamayabilir. Beceri eksiklikleri bilgi diizeyi ile bireysel ve sosyal gelisimi
olumsuz yonde etkilemektedir. Bu durum giderek ilerlemelerini ve modern ekonomide bir is

bulmalarini gliclestirmektedir.
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Gizli okumaz yazmazlik sadece dil becerilerindeki eksiklikler degildir. Bunun yaninda
matematik, zihinsel beceriler ve ginlik yasam igin gerekli becerilerin eksikliklerini de
icermektedir. Bu nedenle gizli okumaz yazmazhg belirlemek icin dort temel olgit

kullanilmaktadir. Bunlar;

1. Dil becerileri: Ginlik hayat icin gerekli dil becerileri, s6zli ve yazil iletisim, bilgi

alma, baskalariyla sozIi ve yazili iletisim kurma, yazili bir metni okuma, anlama vb.

2. Matematik becerileri: Hesap yapma, problem ¢6zme, blyuk, kicglk, az, cok,

toplama, ¢ikarma, ¢arpma, bélme, élgme ile ilgili islemler vb.

3. Zihinsel beceriler: Diisinme, anlama, sorgulama, bilgileri diizenleme, hatirlama

becerileri vb.

4. Diger beceriler: Gilinlik yasamda gerekli anahtar beceriler, sorun ¢6zme,
baskalariyla isbirligi yapma, bagimsiz karar verme, bilgi ve iletisim teknolojilerini

kullanma, zaman ve mekéani yorumlama, tablo ve grafik okuma gibi (ANLCI,2003).

Gorildigu gibi gizli okumaz yazmazlik bireyin dil, matematik, distiinme, anlama,
sorgulama, bilgileri diizenleme, hatirlama gibi zihinsel becerileri ile glinliik yasam igin gerekli
cesitli becerilerinin gelisimini olumsuz etkilemektedir. Bu durum bireyin icinde yasadigl aile, grup

ve toplulukta okuma yazma ile ilgili gérevlerini yerine getirememesine neden olmaktadir.

Gizli okumaz yazmazlar incelendiginde iki gruptan olustugu gorilmektedir. Birincisi
okuma yazmay! unutanlar (Alettres), digeri islevsel okumaz yazmazlar (Analphete fonctionnel)
olmaktadir. Okuma yazmayi unutanlar (Alettres), okul egitimi almis, okuma yazma ve matematik
ilgili becerileri kazanmis ancak sonraki yillarda hi¢ kullanmadigindan bunlari unutmus kisilerdir.
islevsel okumaz yazmazlar ise okul egitimi almis ancak giinliik hayatta bagimsiz olmak icin yeterli
okuma, yazma ve aritmetik becerilerini kazanamamis yetiskinlerdir. islevsel okumaz yazmaz
UNESCO’nun 1978 yilinda toplanan Genel Kurulunda; “Fonksiyonel (islevsel) okumaz yazmaz,
toplumsal ve bireysel ydnden gelisebilmesi igin gerekli okuma yazma ve hesap yapma
becerilerine sahip olmayan, icinde yasadigi topluluk ve grupta, okuma yazma ile ilgili gérevlerini
yerine getiremeyen kisi” olarak tanimlanmistir (Hamadache ve Martin, 1988, s.4). Sonug olarak
gizli okumaz yazmalar giinliik yasamda bagimsiz hareket edebilmek icin gerekli temel becerilere
sahip degildir. Sosyal hayata katilmada sorunlar yasamaktadirlar. Bu nedenle hayat boyu
O0grenme icin gizli okumaz yazmazlarin temel becerileri yeterince gelistirilmeli, eksik beceriler

tamamlanmali ve giderek saglamlastirilmalidir.
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Gizli okumaz yazmazlik sans eseri gerceklesmez. Bu durum bireysel, toplumsal ve
egitimsel olmak lizere cesitli nedenlerden kaynaklanmaktadir. Okul sirasinda ¢ocuklara okuma
yazmanin sevdirilememesi, aliskanlik haline donistirilememesi, becerilerin yeterince
gelistirilememesi, okulun sik sik terk edilmesi veya sinifta kalma, sosyal c¢evrede egitime
yeterince deger verilmemesi, issizlik, okuma yazma becerilerinin glinliilk yasamda kullanilmamasi
vb. nedenler gizli okumaz-yazmazhgin nedenleri olarak siralanmaktadir (UNESCO, 1989. s. 10).
Ogrenme sirasinda bireyin zeka, algi, dikkat, bellek, ses bilinci gibi 6zelliklerinin dikkate
alinmamasi, saglik sorunlari, aile ¢evresindeki sorunlar, aile ve kiiltiirel ortamdaki eksiklikler,
uygulanan egitim modeli ve okul etkinlikleri, sosyal zorluklar, toplum diizeni ve okul sistemi,
basarisiz 6grencileri dislama egilimi vb. etkili olmaktadir (Goledzinowski, 1988). Annie Gilles’e
gore gizli okumaz yazmazlik bliyik oranda okul basarisizligi sonucu ortaya ¢ikmaktadir. Hizla
degisen ve gelisen bir diinyada gizli okumaz yazmazlar okudugu bir yaziyi anlayamamakta, bir
formu dolduramamakta, durumundan utanmakta, kendine giliveni azalmakta ve toplumdan
uzaklasmaktadir (Gilles,2 000). Bunlar gunliik yasamda ev, aile, issizlik gibi bir dizi sorun
yasamakta, bunlari ¢cozmeye calismakta ancak basarili olamamaktadir (Goledzinowski, 1988).

Giderek siddet ve suc egilimleri goriilmektedir.
2.2. Sayisal Durum

Gizli okumaz yazmazlar, okuryazarlik belgesi, diploma gibi resmi belgeye sahip
olduklarindan istatistiklerde okuryazar sayilmaktadir. Bu nedenle gergek sayilarini belirlemek
oldukga zordur. Bunun yaninda okuryazarlik tanimlar bir Glkeden digerine degismekte, bazen
ayni Ulke icinde bile farkh tanimlar yapilmaktadir. Bu durum arastirmalari daha da
glclestirmektedir. Tim bunlara ragmen gizli okumaz yazmazlarin 6zellikleri ve sayilari hakkinda

cesitli arastirmalarla tahminler yapilmaktadir. Bunlardan bazilari asagida verilmektedir.

e ABD’de 1975 yilinda yapilan bir arastirmada 63 milyon yetiskinin giinliik yasam igin
gerekli temel bilgilerden yoksun oldugu saptanmistir. Ayrica 23 milyon yetiskinin

glnlik yasam icin gerekli temel becerilerinin eksik oldugu ortaya ¢cikmistir.

e  Kanada’daki bir arastirmada yetiskin nifusun %22’sinin islevsel okumaz yazmaz

oldugunu belirlenmistir. Bunu 6nleme ¢alismalari yapilmaktadir.

e ingiltere’de 1987 yilinda yapilan bir arastirmada geng kiz ve erkeklerin %13’{iniin
okuma yazma ve hesap yapmada buyidk sikintilarinin oldugu ortaya ¢ikmistir.

Bunlarin %10°u okulu erken terk ettiklerinden harfleri bile karistirmakta, %3’ ise hig

228 Sinirsiz Egitim ve Arastirma Dergisi, 5 (3), 203-232



(\Pzz7 Hayat Boyu Ogrenme Baglaminda Gizli Okumaz Yazmazlik

Firdevs GUNES
hesaplama ve temel islemleri yapamamaktadir (UNESCO, 1989; Kallen, 1987,
Terestyeni, 1987).

e Fransa’ da gizli okumaz yazmaz sayisi 2.5-3 milyon arasindadir. Ancak tahminler
nifusun %15‘inin islevsel okumaz yazmaz oldugu yoniindedir. Fransa’da dogan,
blylyen ve egitim géren 18-65 yaslarindaki yetiskinlerin %7'sinin gizli okumaz
yazmaz oldugu saptanmistir. Bir baska arastirmada yetiskin nifusun %26 ‘sinin hic
okuyup yazamadigl, bunlarin %10 ‘nu ise okuma yazmayl tamamen unuttugu
belirlenmistir. Ayrica 17 yas ve Ustl geng Fransizlarin %81,8'inin etkili okuyucular
oldugu, ancak %9,6'sinin okuma giicligi yasadigi belirlenmistir (ANLCI, 2003, 2006,
2018).

2.3. Ulkemizde Gizli Okumaz Yazmazlk

Gizli okumaz yazmazlk tlkemizde de goérilmekte ve 6nemli bir sorun olarak karsimiza
¢ikmaktadir. Ancak llkemizde gizli okumaz yazmazlarin durumlari ve sayilari hakkinda yeterli

bilgi bulunmamaktadir. Bu konuyla ilgili TUIK verileri asagidaki tabloda verilmistir.

Tablol.
Okuma yazma ile ilgili 2019 yili TUIK verileri
Kadin Erkek Toplam
Okuma yazma bilmeyen 1.738.225 286.412 2.024.637
Okuryazar ancak okul
. 1.970.379 653.754 2.624.133
bitirmeyen
ilkokul mezunu 7.432.396 5.081.441 12.513.837
Bilinmeyen 287.853 254.310 542.163
Toplam 11.428.853 6.275.917 17.704.770

Tablo 1’de gorildigi gibi 2019 yili TUIK verilerine gére 15 ve daha yukari yaslarda 2
milyondan fazla (2.024.637) okuma yazma bilmeyen vardir. Bunlar hig okula gitmemis ve okuma
yazma Ogrenmemis yetiskinlerdir. Ancak ayni verilerde 2,6 milyondan fazla (2.624.133)
yetiskinin bir 6grenim kurumundan mezun olmadigl fakat okuryazar oldugu belirtilmektedir.
Kendi kendine veya okuma yazma kursuna katilarak okuma yazma 6grenen bu yetiskinlerin s6z
konusu becerileri hangi diizeyde gelistirdikleri veya kullandiklari bilinmemektedir. Bunun
yaninda 2019 yih istatistiklerine gore (lkemizde 12,5 milyondan fazla (12.513.837) ilkokul
mezunu yetiskin bulunmaktadir. Bunlardan bazilarinin ilkokuldan sonraki yillarda okuma
yazmay! kullanmadiklari ve unuttuklari da bilinmektedir. Ulke genelinde bunlarin ne kadar

olduguna iliskin bir arastirma bulunmamaktadir. Ancak Ankara ili Mamak ilcesindeki dért
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mahallede yapilan bir arastirmada 18 ve daha yukari yaslarda ilkokul mezunu toplam 12.342
yetiskine ulasiimis ve ilkokulu “pekiyi” dereceyle bitiren 200 yetiskin okuma yazmayi unuttugunu
actklamistir (Glines, 1990). Bu sonuglardan hareketle tilkemizde gizli okumaz yazmaz sayisinin 5-

10 milyon arasinda oldugu tahmin edilmektedir.
2.4.0nlenmesi

Gizli okumaz yazmazhgi onlemek ve hayat boyu 6grenmeyi gerceklestirmek icin ulusal
diizeyde sistemli calismalarin yapilmasi gerekmektedir. Bu konuda dncelik okullardaki egitim
calismalarina verilmelidir. ilkokullarda &grencilere nitelikli bir okuma yazma 6greterek bu
becerilerin gelisimi izlenmelidir. Egitim siresince okul basarisizligi ve gizli okumaz yazmazhgi
onlemede karsilasilan sorunlarin Ustesinden gelmek icin 6grencilere ve ailelerine destek
verilmelidir. Ardindan okul sisteminden ayrilanlar ya da terk edenler takibe alinmali, bunlara

okuma, yazma ve aritmetik egitimi vererek okuryazarliga karsi savasiimalidir.

Okuma yazmay! 6grenen geng ve yetiskinlerin unutmamalari icin okuyabilecekleri
diizeyde okuma materyalleri Gireterek okumalarini saglamaktir. Ayrica, cesitli kitaplar, dergiler,
gazeteler ile diger basin Urlnlerini izlemelerine yardimci olunmalidir. Bunlar (cretsiz olarak
dagitilmali ve gezici kitaplklardan yararlanmalari saglanmalidir. Ardindan yetiskinlere sirekli ve
dizenli yaygin egitim hizmetleri gotirilmelidir. S6z konusu yaygin egitim hizmetleri, cesitli
beceri kurslari ile yorenin durumuna bagl olarak tarim, hayvancilik, balikgilik, avcilik gibi kurslar

olabilir. Bu tir etkinliklerle okuma yazma becerilerini gelistirmelerine calisiimahdir.
4. Sonug ve Oneriler

Hayat boyu 6grenme ile insanlarin bilgi, beceri, tutum ve karar verme yeteneklerini
egitim yoluyla silirekli olarak gelistirme amaglanmaktadir. Bu amaca ulasmanin en biyik engeli
okumaz yazmazlik ve gizli okumaz yazmazlik olmaktadir. Geng ve yetiskinlerde yaygin olan gizli
okumaz yazmazlik, diinyamizin oldugu kadar, Ulkemizin de ©6nemli sorunlarindan biridir.
Yetiskinlerin bireysel, sosyal ve ekonomik yonden gelismelerini engelleyen bu soruna acil
onlemler alinmadigi slirece, daha da artmasi kaginilmaz olmaktadir. Bunlara yonelik arastirmalar
yapilarak gercek sayilari ile o6zelliklerinin belirlenmesi ve alinabilecek 6nlemler (izerinde
calisiilmasi gerekmektedir. Kisaca gizli okumaz yazmazlik sorunu ¢éziilmedigi slirece hayat boyu

0grenme sorununun da ¢oziilemeyecegi unutulmamalidir.
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1. Introduction

Hope is defined as what is expected to happen, expectancy, the feeling born of
anticipation (TDK). According to Cinar and Karcioglu (2012), hope is the power that motivates a
person by giving a positive feeling about their life. The sense of hope is innate for individuals and
the fact that hopeful people rely on their abilities to achieve their goals and rely on other people
makes them different from others (Imamoglu & Yavuz, 2011). Hopelessness, on the other hand,
is generally considered together with concepts such as desperation and depression, and there
are many definitions determined by different researchers. To Cinar and Karcioglu (2012), despair
is a general attitude that bad things will happen or good things will not happen. Hunter and
O'Connor (2003) defined hopelessness as an idea to include depressive cognitive types that
create suicide risk. According to Yildirim (2007), despair is a state of emotion which reveals that
a person does not have free will or has limited freedom and cannot activate their power. The
inability to make sense of one's own existence lies at the basis of despair. The individual loses
confidence and despair because one cannot make an effort to be themselves or fulfill this
responsibility. In the same vein, some researchers define hopelessness as a condition that
manifests itself at an early age and develops when difficult living conditions are triggered
(Velioglu and Peker, 1989). As a result, hope expresses the prevalence of the opinion that the
expectations about life will result in positive, while hopelessness expresses the predictions that
failure and negative consequences will occur (Gencay, 2009). Hopelessness is considered as one
of the symptoms of depression due to criteria such as lack of energy and interest (Ungiiren &
Ehtiyar, 2008). It is known that feelings of worthlessness, helplessness, unhappiness, inertia,
inability to continue and guilt are accompanied with despair. The long duration of hopelessness
and anxiety cause person to wear psychologically, negatively affect social and business life, and
decrease the quality of life (Tiimkaya, Aybek, & Celik, 2007). In addition, people who experience
hopelessness may be inclined to reveal psychological disorders such as behavioral disorders or
depression when they encounter a negative or unpleasant situation (Oguztlrk, Akc¢a, & Sahin,
2011). Failure, big changes in living conditions, uncertainty of the future or the feeling of being
unable to shape the future might evoke negative feelings on people. These situations are one of
the main factors that causes hopelessness (Karatas, 2014). People with depression experience
more hopelessness than others (Seber, Dilbaz, Kaptanoglu & Tekin, 1993). According to Beck
(1961), who has worked extensively on the concept of hopelessness, there is a strong
relationship between hopelessness and suicide. Hopelessness is a fundamental feature of

depression and can be thought of as the link between depression and suicide. Like many other
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psychological disorders, hopelessness can make a person prone to suicide. For this reason,
hopelessness can be considered an important reason for understanding depression and suicide.
In addition, when hopelessness is controlled, the link between depression and suicide
disappears (Beck, Steer, Kovacs, & Garrison, 1985). While describing depression, Beck, Rush,

Shaw, and Emery (1979) draw attention to three concepts as follows:

Cognitive Triad: It includes beliefs about the person themselves, their environment and
their future. The person finds themselves inadequate and worthless, and their life is full of
disappointments. He helps of the people around them is insufficient. One has no long-term goals

because s/he is hopeless about their future. Therefore, s/he does not act positively.

Silent Acceptances: Depressive people have some beliefs and rules that they cannot
explain and base their behavior on these rules. For instance, if s/he does not hear complimenting
expressions from the people around them, s/he will have thoughts such as worthlessness and

inadequacy.

Cognitive Errors: Making logical errors by comparing negative thoughts with real events.
Arbitrary inference, generalization, enlargement, reduction, and privatization are examples for
this. (Dilbaz & Seber, 1993; Okumus, Mete, Bakiyev, & Kacire, 2013). Hopelessness is a state of
mind that can change according to the situation and condition. It may also vary according to
some discipline and subject areas. For example, a student who feels hopeless in one lesson may
not feel hopeless in another. This mood of his may be affected by factors such as the angle from
which students view the course, academic success, and sense of belonging. For example, the
fact that the difference in students' mathematics achievement is related to the level of
hopelessness and the state of anxiety, which is one of the components of hopelessness, is
especially associated with the mathematics lesson largely covered in literature. (Oakley, 1999;
Bekdemir, 2007; Hossirin Elmas, 2010; Yenilmez, 2010; Bal incebacak ve Ersoy, 2016; Kabapinar
ve Yilmaz, 2020). In a study conducted with the participation of adolescents, Shek and Li (2014)
found that students are more hopeless when the level of satisfaction in school success is not
sufficient. In addition, unemployment or unemployment concerns throughout the country,
economic problems, livelihood problems and problems related to education are important
factors in the mental health of individuals and their perspective on life. Looking to future with
hope is only possible if the living standards are high (Yenilmez, 2010). In this case, it's not just
adolescents or children. It is important that stakeholders such as teachers and prospective

teachers who affect them are hopeful, and positive perspectives are reflected.
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Teaching is one of the professions that requires professional qualifications and some
characteristics. The teacher is above all other educational elements in the teaching process and
is actually the person who guides education (Ari & Yilmaz, 2015). Not only in the context of
education, but also teachers have undertaken the task of shaping society and advancing it
further. In this direction, it is necessary to ensure that prospective teachers who will fulfill their
teaching profession in the near term of their lives have good mental health and keep their hopes
strong for the future. It is quite difficult for teachers and prospective teachers who develop a
negative attitude towards future to be successful in their profession (Ari & Yilmaz, 2015).
According to Moran and Hughes (2006), there are various factors that increase the stress level
of university students in their education life. For example, low quality of life, anxiety about not
finding a job, difficulties encountered in education life, low well-being levels increase stress and
anxiety. It is an expected result for a student with a high level of anxiety to look towards future

without hope.

There are several studies in the literature. When their findings are examined, the vast
majority of pre-service teachers are observed to have negative opinions about the appointment
exams and their professional future, and these attitudes increase their future anxiety and
hopelessness levels (Ari & Yilmaz, 2015; Sahin, 2011). Apart from this, there are many variables
that affect the hopelessness of prospective teachers such as gender, their reason for choosing
their major department, income level, education level of their parents, age, and marital status
(Sarikaya & Khorshid, 2009; Sahin, 2009; Ucaner & Ozcelik, 2010; Oguztiirk et al. , 2011; Sahin,
2011; Okumus et al., 2013; Arni & Yilmaz, 2015). This study is important in determining the
hopelessness of prospective teachers enrolled in the Department of Basic Education and the
factors affecting this issue. Among the teaching fields, teachers of the primary education
department, which includes the classroom and pre-school, bear a great responsibility because
they appeal to younger ages. For this reason, it is very important to determine the hopelessness
levels and the level of hopelessness of prospective teachers to step into the teaching profession.
Considering the mentioned research results, it was necessary to examine the levels of
hopelessness in order to determine the direction of prospective goals and expectations of

prospective teachers in the primary education department.

The aim of this study is to determine the hopelessness levels of the senior prospective
teachers studying in the Department of Primary Education and to examine their level of
hopelessness in terms of some variables. For this purpose, answers to the following research

questions were sought:
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1. What are the hopelessness levels of prospective teachers and their causes according
to the scientific approach of the department?

2. Is there a significant difference between hopelessness scores of students in
situations concerning family situations?

3. Is there a significant difference between hopelessness scores in situations
concerning family and friendship relationships?

4. Is there a significant difference between hopelessness scores in situations

concerning educational backgrounds of parents?
2.Method

This study is a research appropriate for scanning model, one of the descriptive research
methods. Descriptive research aims to reveal a situation known to exist as clearly and
completely as possible. Therefore, no intervention is made and the description of the existing
situation is based on the perspective (Blyukoztiirk et al, 2016). Survey research in educational
sciences, field research or survey studies in other fields of science are used synonymously
(Arikan, 2007). Since hopelessness levels of prospective teachers were examined in terms of
some variables and no intervention was made, the study was conducted in accordance with the
descriptive research type. Ethical committees were complied with in order to conduct the study,
and permission was obtained from the university ethics committee at the point of reaching and

applying the participants. In addition, participation in the study was based on volunteerism.
2.1. Participants

The participants consist of fourth year students enrolled in Basic Education Departments
of the universities in Turkey. They are composed of senior students studying at Faculty of
Education, Department of Basic Education at Kocaeli University in 2017-2018 academic year.
Appropriate sampling method was preferred in the study because this sampling is used in
situations that allow the researcher to collect data more easily (Blyukoztiirk et al., 2016). Within
the scope of the research, scale forms were distributed to 87 pre-service teachers studying in
the Preschool Teaching Department and 59 prospective teachers enrolled in the Primary
Education Department. 32 scale forms were excluded from the analysis because they were
found either to be inappropriate or incomplete, and analyzes were conducted within 114 scale

forms.
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2.2. Data Collection Tools

To collect data, the Beck Hopelessness Scale, developed by Beck (1961) and translated
into Turkish by Seber et al. (1993), and the personal information form developed by the
researchers were utilized in the study. The personal information form includes questions on
monthly income, educational status of parents, living with or away from their family, level of
communication with family and friends in terms of determining the department, socio-economic
level of prospective teachers. Answer options for these variables were prepared as "True",
"False" for some items, and some items that include 3, 4 or 5 options. In addition, in the form,
an open-ended question describing the participants' state of hopelessness and which they could
briefly answer about why and in which situations they felt hopeless was determined and asked
by the researchers. The scale consists of 20 items and the options of the items have been
determined as "true/false". The value of the score obtained in the scale indicates the level of
hopelessness, and the higher the score, the higher the hopelessness in the individual. As a result
of the validity and reliability studies of the scale, the Cronbach-a internal consistency coefficient
was determined as .85. The item-test correlations were examined over the whole sample and it
was found that the lowest correlation coefficient was .31 and the highest correlation coefficient
was .67. The result of the reliability analysis found in this research is .82. These results reveal

that the scale is valid and reliable; therefore, it is an applicable scale.
2.3. Analysis of Data

SPSS 23.0 package program was utilized for data analysis. The data obtained from the
scales used in the study were checked by the researcher, and the items in the data collection
tool were encoded and transferred to the computer environment. Firstly, descriptive statistics
indicating the characteristics of the research group were obtained and Shapiro-Wilk was taken
into consideration from normality tests (p> 0.00). As a result of the test, it was determined that
the data were not distributed normally, so they would be subjected to non-parametric tests. In
order to determine the differences between independent variables with more than two options,
Mann Whitney U tests were applied between both variables again. In order to determine the
hopelessness level of the candidates according to the department and the status of living with
the family, Mann Whitney U; Kruskal Wallis-H test was used to determine the level of
hopelessness according to the relationship with family and friends, the educational status of the
parents, and their monthly income. In statistical comparisons, their significance was interpreted

at the p <0.05 level. Categories were framed according to the answers given to the open-ended
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questions in the Personal Information Form, and frequencies were specified according to the

classified category. The obtained results are presented in the Results section.
3. Results

In this section, the data on whether or not the participants' levels of hopelessness differ
according to the variables of department, monthly income, education status of parents, living
with or away from their family, and level of communication with family and friends are displayed

in tables below.

Table 1
The hopelessness levels of the students of the basic education department
N X ss Lowest Score Highest Score
114 14.373 4.154 10 18

According to Table 1, the average level of hopelessness of 114 prospective teachers
participating in the study appears to be 14,373. The lowest score that students get from the
scale is 10, and the highest one is 18. In this case, it was determined that the hopelessness levels

of the last year students of the primary education department were moderate but close to high.

Table 2
Levels of hopelessness according to the department Mann Whitney U-test result
Group N Mean Rank Sum of Rank U p
Pre-school teach.lng 67 55.84 3741. 1463, 518
Classroom teaching 47 59.87 2814.

Table 2 indicates that no statistically significant difference was found between the
hopelessness level of the students studying in the Department of Preschool Teaching (55.84)

and in the Department of Primary Education (59.87) (U=1463., p>0.05).

Table3
Hopelessness level according to living with the family Mann Whitney U-test result
Groups N Mean Rank  Sum of Rank U p
Those \.Nho lives with their fan’yly . 63 55.96 3525,5 15095 578
Those who live separately from their family 51 55.40 3029,5

The results of the Mann-Whitney U test conducted to determine the hopelessness level
of the students living with their families (55.96) and the hopelessness level of those living apart
from their families (55.40) of the teacher candidates participating in the study are presented in
Table 3. Apparently, there was no significant difference between the hopelessness levels of

prospective teachers who lived with their family or far from their family (U = 1509.5, p> 0.05).
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Table 4
Analysis result of hopelessness level according to friendship relationship
Group N Mean Rank df X? p
Very good (A) 60 50.76
Good(B) 52 64.47 2 5.685 .058
Insufficient (C) 2 78,50

The hopelessness levels of the participants according to their friendship relationship are
displayed in Table 4. It is seen that there is a difference between the hopelessness levels of the
groups according to the Kruskal-Wallis test conducted to see if there is a significant difference
between the hopelessness levels of the three groups. However, this difference seems not to be

statistically significant (X?=5.685, p> 0.05).

Table 5
Analysis results of hopelessness level according to mother's education level
Group N Mean Rank df X? p
Not literate (A) 7 40.36
Primary school (B) 64 58.69
Middle School (C) 10 49.90 4 3.090 .543
High school (D) 24 62.54
University (E) 9 57.39

According to Table 5 given above, hopelessness scores vary in terms of the education
level of the mother. According to the Kruskal-Wallis test conducted to determine whether there
is a significant difference between the hopelessness levels of the five groups, and it is found that

there is no significant difference between the hopelessness levels of the groups (X?=3.090,

p>0.05).
Table 6
Analysis results of hopelessness level according to father's education level
Group N Mean Rank df X2 p
Not literate (A) 10 62.70
Primary school (B) 36 57.00
Middle School (C) 15 68.10 4 3.797 434
High school (D) 29 58.59
University E) 24 48.15

Table 6 indicates the education level, and it is observed that there is no significant
difference between hopelessness scores of the fathers of the teacher candidates participating

in the study (X?=3.797, p>0.05).
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Table 7
Analysis results of hopelessness level according to monthly income
Group N Mean Rank df X? p
1499 TL and below 15 65.00
1500- 1999 TL 17 60.38
2000-2999 TL 24 58.06
3000- 3999 TL 22 65.30 > 6.201 287
4000-4999 TL 18 42.53
5000 TL and over 18 53.22

According to Table 7, hopelessness scores differ according to monthly income level.
According to the Kruskal-Wallis test conducted to see if there was a significant difference
between the hopelessness levels of the five groups representing different income levels, there
is no significant difference between the hopelessness levels of the groups (X?=6.201, p>0.05).
Accordingly, low or high monthly income is not a variable that affects prospective teachers' level

of hopelessness.

Table 8
Hopelessness level analysis results according to family communication status
Grup N Mean Rank df X? p Sig. diff.
Very good (A) 66 51.52
Good (B) 44 67.07 2 8.162 .017 A-B
Insufficient (C) 3 29.83

As indicated in Table 8, hopelessness scores vary according to communication with the
family. According to the Kruskal-Wallis test conducted to see if there is a significant difference
between the hopelessness levels of the three groups, which indicates the level of
communication with the family, a significant difference is found between the hopelessness
levels of the groups (X?=8.162, p<0.05). As a result of the multiple comparisons realized with the
Mann Whitney U test, it is determined that this difference appears among the participants (A-

B) who have very good communication with their families.

Table 9
Distribution according to the reasons for situations that make you feel hopeless
Causes of Professional Family & Private Financial
KPSS & Future Friendship and Life Assignments
Hopelessness . . Issues
Anxiety Relations Related
f 25 10 6 5 5 4

Table 9 reveals the situations where prospective teachers participating in the study feel
hopeless except for school-related reasons. According to findings, 25 of prospective teachers
feel hopeless; 10 feels occupational or future anxiety; six family and friendship relations; five
have private and living related concerns; five give assignments and four refer to financial

problems. Except the findings given in Table 9, one participant states distance, one mentions
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about living conditions and environment, one underlines getting up early, and one states health
problems as reasons for feeling hopeless. In this case, besides there are many different reasons
that affect the level of hopelessness in the lives of the senior students of the Department of
Basic Education, one of the most important reasons is that they will take the Public Personnel

Selection Examination (KPSS).
4. Conclusion, Discussion and Suggestions

As a result of the current study in which 114 last year prospective teachers studying in
the Department of Basic Education at Faculty of Education participated, it was determined that
the hopelessness levels of the candidates differed. The highest hopelessness level for
participants was found 18; the lowest level the participant got was 10 points. In conclusion,
there was a difference between the hopelessness levels of the participants; some participants
were highly hopeless; others could be said to be moderately hopeless. It was observed that the
hopelessness average of the prospective teachers participating in the study is at a medium level
close to high. In this case, it could be said that the classroom and pre-school prospective teachers
participating in the study are hopeless. The prospective teachers studying in the last year of the
university are observed to have experience of intense despair regarding their future. The main
reason for this hopelessness is anxiety of unemployment. Students' levels of hopelessness and
anxiety increase due to the appointment exams, most of which are formed for assigning the
prospective teachers (Ar1 & Yilmaz, 2015; Timkaya et al., 2007). Pre-service teachers try to get
prepared for the KPSS exam from the first years of university education, rather than develop
themselves in many areas, gain knowledge and skills during their high education years. The KPSS
exam seems to be the last step for prospective teachers to transition to their profession of the
four-year period they have been trained. For that reason, this situation creates intense anxiety

for prospective teachers (Bastiirk, 2008).

The findings of the current study reveal that no significant difference was found in the
hopelessness levels of the prospective teachers according to the department, the status of living
with or away from the family, friendship relations, education level of the parents and monthly
income. On the other hand, a significant difference was found according to the variable of
communication with the family. Respectively, the high level of hopelessness of individuals
whose family relations are not extremely good, but relatively good suggests that social
relationships affect or lead the individual's future expectations. This situation reveals the

importance of the family in terms of mental development and circumstances. However, while it
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was expected that the communication status with the family would be significant between very
good and bad ones, a significant difference between relatively good and very good was an
unexpected result. This situation might be an indication of family interaction, which is highly
good, is not sufficient and even might affect the hopelessness status negatively; nonetheless,
good relations with family might be an indication that the power of positive affection is more.
Regarding the friendship relations, there was no significant difference in hopelessness levels.
The fact that people's friendship relationships are good or bad actually does not impact their
future perspectives on whether they are hopeful or hopeless. Tetik and Yurtsever (2018) put
forward the result of their study with associate degree students, and claimed that social
relations did not create a significant change in people's levels of hopelessness, which is in line

with the findings of this study.

It was determined that the hopelessness levels of the prospective teachers in the study
did not differ significantly according to their major department. The fact that the hopelessness
levels of the participants do not differ significantly regarding their departments can be explained
by the similarity of the content and courses of the departments, or the similar professional
expectations of the students in both departments even if the target audience of the
departments is different. Nevertheless, there are studies that include different sample groups
on the subject and reach different findings. imamoglu (2017) examined the hopelessness levels
of the students of the Department of Painting and Basic Education, that Basic Education students
and found a higher level of hopelessness. Ersoy, Kigikkaragéz, Denis, and Karatas (2010)
surveyed the hopelessness levels of prospective teachers in different departments in the faculty

of education and found no significant difference related to the departments.

In the study, it was determined that the education level of the parents did not
significantly differentiate the hopelessness levels of prospective teachers. However, it has been
seen that there are studies that have reached different results. In a study conducted by Timkaya
(2005), the level of hopelessness of individuals was found to decrease as the education level of
the mother increased. Ozmen, Erbay Diindar, Cetinkaya, Taskin, and Ozmen (2008), studied with
high school students and concluded that the low education level of parents increases the level
of hopelessness in students. These results differ from the results obtained in this study. As a
result of the study conducted with the students of education faculty, Sahin (2009) concluded
that there was no significant difference between the hopelessness scores according to the
education level of the mother, but that the father differed significantly according to the

education level. Tetik and Yurtsever (2018) found that associate degree students that the
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education level of parents did not differentiate the level of hopelessness. These results are
consistent with the results of this study. Considering these, the education level of the mother

was concluded to cause different results in different sample groups.

It was determined that the hopelessness levels of the prospective teachers in the study
did not differ whether they live with their family or live away. The reason why prospective
teachers living with their families or far away do not differ in despair can be explained by the
adoption of a lifestyle that is independent from the family and oriented towards individualism,
and therefore living with or apart from the family does not drag people into despair. Unlike the
results of this study, Timkaya (2005) concluded in her study with adolescents that the
hopelessness levels of adolescents living with their families decreased. Accordingly, it is thought
that the age factor causes the level of hopelessness to differ in case of living with the family.
Sahin (2009) found a significant difference in hopelessness levels of teacher candidates who stay
in the dormitory or with their family as a result of his study; he stated that the hopelessness
level of the candidates staying in the dormitory was lower. Therefore, it is thought that teacher
candidates who stay with the family have a high feeling of future pressure and this may cause

an increase in their level of hopelessness.

One of the results obtained in the study is monthly income that makes no difference in
the hopelessness levels of prospective teachers. Unlike this result, Timkaya (2005) studied with
adolescents, and found children from low-income families have higher hopelessness scores. In
his study with the students of education faculty, Sahin (2009) found that the levels of despair
changed according to the monthly income situation and stated that prospective teachers with
middle- and high-income families got lower hopelessness scores. As a result of the research
conducted by Tetik and Yurtsever (2018), it was stated that the income status of the family made
no significant difference in the hopelessness levels of university students. This result is

consistent with the results of this study.

Finally, an open-ended question regarding the reasons why prospective teachers felt
hopeless was posed in the study. According to the findings obtained, most of the participants
associated the cause of hopelessness with professional problems. These are the KPSS exam,
professional and future concerns. Since the research was conducted with senior students and
prospective teachers had more exam stress and future anxiety in the last year, it was observed
that their level of hopelessness was high. In studies conducted on hopelessness and anxiety,

students' preparation for exams and taking special courses while doing this increases the level
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of hopelessness and anxiety during the education process starting from preschool to university
(Pekrun, Gotz, Titz, & Perry, 2002). In addition, exams greatly affect students' psychological
manners and increase their anxiety level (Chang, 2006). Regardless of the university or
department, there are studies based on the factors such as high anxiety, hopelessness and
depression brought on by this exam, and that all prospective teachers are subjected to an exam
in order to be able to work as a teacher. Karatas and Giiles (2012) reached some results in their
study examining the opinions of university students on KPSS. Accordingly, exam anxiety
negatively affects the academic success of prospective teachers, prevents undergraduate
courses and even directs rote learning. Sahin (2011) underlined that prospective teachers'
attitudes towards KPPS are negative and these exams make their professional future uncertain
and negative. Tumkaya et al. (2007) examined the hopelessness level of prospective teachers to
take KPSS exam in terms of certain variables. The results obtained revealed that KPSS exam
severely affected the level of hopelessness and the hopelessness level of the students who took

the exam before and will take the exam again was high.

Considering the results obtained in the study, it can be said that the prospective teachers
who study in primary school and preschool teaching departments and who are at the stage of
graduation also have future and job anxiety in addition to different variables, and experience
despair due to all these. Although there are many factors affecting the level of hopelessness,
exam anxiety has been emphasized more in the literature. In Turkey, individuals from primary
school to graduate education are constantly subjected to exams. This measurement method,
which is not suitable for the constructivist approach, affects not only success but also many
affective situations negatively. This becomes even more important when it comes to younger
students. Preschool and primary school periods are the most important periods of the learning
process. Since teachers are one of the important factors affecting this period, we cannot
consider students' education and development separately from teachers. In this direction,
teacher training institutions should first take steps that care about the psychological conditions
of prospective teachers. Today's prospective teachers are tomorrow's teachers. Therefore, it is
an expected result that prospective should be well-trained individuals being hopeful about

future since their students also become hopeful when they start their profession.
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1. Girig

Umut; olmasi beklenen sey, imit, ummaktan dogan duygu olarak tanimlanir (TDK). Cinar
ve Karcioglu'na (2012) goére umut kisiye yasamiyla ilgili olumlu duygu vererek motive eden
glctir. Umut duygusu insanda dogustan bulunmaktadir ve umutlu insanlarin amaclarina
ulasmak icin yeteneklerini temel alip diger insanlara glivenmeleri, onlari digerlerinden farkh
kilmaktadir (imamoglu ve Yavuz, 2011). Umutsuzluk ise genellikle caresizlik, depresyon gibi
kavramlarla birlikte ele alinmakta olup farkli arastirmacilarca belirlenen birgok tanimi
bulunmaktadir. Cinar ve Karcioglu’'na (2012) gére umutsuzluk, kéti seylerin olacagina ya da iyi
seylerin olmayacagina iliskin genel bir tutumdur. Hunter ve O’Connor (2003) umutsuzlugu,
intihar riski yaratan depresif bilissel tiirleri iceren bir fikir olarak tanimlamistir. Yildirrm’a (2007)
gore ise umutsuzluk, kisinin 6zglr iradesinin bulunmadigini ya da sinirh 6zgurlige sahip
oldugunu gosteren ve sahip oldugu glicii harekete geciremedigi duygu durumudur.
Umutsuzlugun temelinde kisinin kendi varolusuna anlam verememe durumu yatmaktadir. Birey,
kendisi olmak icin caba sarf edemediginden ya da bu sorumlulugu yerine getiremediginden
dolayl kendisine giivenini yitirir ve umutsuzluga diser (imamoglu ve Yavuz, 2011). Bazi
arastirmacilara gore umutsuzluk erken yaslarda kendini belli eden ve zorlu yasam sartlarinin
tetiklenmesiyle gelisen bir durumdur (Velioglu ve Peker 1989). Sonug olarak; umut hayata dair
beklentilerin olumlu sonuglanacagina iliskin gorisiin hakim olmasini belirtirken umutsuzluk,

basarisizlik ve negatif sonuclarin dogacagina iliskin 6ngorileri ifade eder (Gengay, 2009).

Umutsuzluk, icinde barindirdigi enerji ve ilgi eksikligi gibi olcitler sebebiyle depresyon
belirtilerinden biri olarak degerlendirilir (Ungiiren ve Ehtiyar, 2008). Degersizlik, caresizlik,
mutsuzluk, atalet, devam saglayamama ve sucluluk duygularinin da umutsuzluga eslik ettigi
bilinmektedir. Umutsuzluk ve kaygl durumunun uzun sirmesi kisinin psikolojik olarak
ylpranmasina, sosyal ve is yasaminin olumsuz etkilenmesine ve hayat kalitesinin diismesine
sebep olur (Tiimkaya, Aybek ve Celik, 2007). Ayrica umutsuzluk yasayan kisiler, negatif ya da
hosa gitmeyen bir durumla karsilastiklarinda davranis bozuklugu veya bunalim gibi psikolojik
bozukluklar gostermeye meyilli olabilmektedir (Oguztiirk, Ak¢a ve Sahin, 2011). Basarisizlk,
yasam kosullarindaki blyiik degisimler, gelecegin belirsizligi ya da gelecege sekil verememe
duygusu kisiler Gzerinde olumsuz duygular uyandirir. Bu durumlar umutsuzluga sebep olan
temel etmenlerdendir (Karatas, 2014). Depresyon hastaligina sahip olan insanlar diger insanlara
gore daha fazla umutsuzluk yasamaktadir (Seber, Dilbaz, Kaptanoglu ve Tekin,1993). Umutsuzluk
kavramina iliskin yogun c¢alismalari bulunan Beck’e (1961) goére, umutsuzluk ile intihar arasinda

glcll bir iliski vardir. Umutsuzluk depresyonun temel bir 6zelligidir ve depresyon ile intihar
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arasindaki baglanti olarak duslintlebilir. Diger bir¢cok psikolojik bozukluklar gibi umutsuzluk da
kisiyi intihara yatkin hale getirebilir. Bu sebeple depresyonu ve intihari anlamak igin umutsuzluk
onemli bir gerekge sayilabilir. Ayrica umutsuzlugun kontroli saglandiginda depresyon ve intihar
arasindaki baglanti da ortadan kaybolur (Beck, Steer, Kovacs ve Garrison, 1985). Beck, Rush,

Shaw ve Emery (1979) depresyonu betimlerken U¢ kavrama dikkat cekmislerdir;

Bilissel Uglii: Kisinin kendisi, cevresi ve gelecegi ile iliskili inanglari kapsar. Kisi kendini
yetersiz ve degersiz bulur ve yasantisi hayal kirikliklari ile doludur. Cevresindeki insanlarin
yardimlari ise yetersizdir. Geleceginden umutsuz oldugu icin uzun dénemli amaclari yoktur.

Dolayisiyla olumlu bir davranista bulunmaz.

Sessiz Kabullenisler: Depresif insanlar kendilerinin de agiklayamadigli bazi inang ve
kurallara sahip olup davranislarini bu kurallara dayandirir. Ornegin cevresindeki insanlardan

iltifat iceren ifadeler duymazsa degersizlik ve yetersizlik gibi diistincelere kapilir.

Bilissel Hatalar: Gercek olayla ilgili olumsuz dislinceleri kiyaslayarak mantik hatalari
kurar. Ornegin, keyfi anlam cikarma, genellestirme, biiyiitme, kiigiiltme ve 6zellestirme bunlara

ornektir (Dilbaz ve Seber, 1993; Okumus, Mete, Bakiyev ve Kagire, 2013).

Umutsuzluk, duruma ve kosula gore degisebilen bir ruh durumudur. Ayrica bazi disiplin
ve konu alanlarina gore degisebilmektedir. Ornegin bir derste kendini umutsuz hisseden bir
dgrenci baska bir derse iliskin umutsuzluk hissetmeyebilir. Ogrencinin hissettigi bu ruh durumu,
o derse iliskin bakis acisi, akademik basari, aidiyet duygusu gibi faktérlerden etkilenebilir.
Ornegin, 6grencilerin matematik basarisindaki farkliligin umutsuzluk diizeyi ile ilgili oldugu ve
umutsuzlugun bilesenlerinden sayilabilen kaygi durumunun da Ozellikle matematik dersiyle
iliskilendirildigi literatlirde genis bir yer tutmaktadir (Oakley, 1999; Bekdemir, 2007; Hossirin
Elmas, 2010; Yenilmez, 2010; Bal incebacak ve Ersoy, 2016; Kabapinar ve Yilmaz, 2020). Shek ve
Li (2014), ergenlerin katihmiyla gerceklestirdigi calismada, okul basarisindaki doyum diizeyinin
yeterli olmadigi durumda 6grencilerin daha fazla umutsuz oldugunu tespit etmislerdir. Ayrica
Ulke ¢apinda yasanan issizlik ya da issizlik kaygisi, ekonomik sorunlar, ge¢cim derdi ve egitime
iliskin sorunlar bireylerin ruh saghginda ve hayata bakis acilarinda 6nemli etkenlerdir. Gelecege
umutla bakabilmek hayat standartlarinin yiiksek olmasiyla miimkiin olabilir (Yenilmez, 2010). Bu
durumda, yalnizca ergenlerin ya da cocuklarin degil; onlari etkileyen 6gretmen ve 6gretmen

adaylari gibi paydaslarin da umutlu olmasi ve pozitif bakis acilarinin yansitilmasi 6nemlidir.

Ogretmenlik, mesleki yeterlilikler ve bazi karakteristik 6zellikler gerektiren mesleklerden

biridir. Ogretmen, 6gretim siirecinde egitime iliskin diger tim 6gelerin iizerinde olup aslinda
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egitime yon veren kisidir (Ari ve Yilmaz, 2015). Yalnizca egitim baglaminda degil, toplumu
sekillendirme ve daha ileriye gétiirme gorevlerini de 6gretmenler Gstlenmis bulunmaktadir. Bu
dogrultuda, hayatlarinin yakin déneminde 6gretmenlik meslegini yerine getirecek 6gretmen
adaylarinin 6ncelikle ruh sagliklarinin iyi olmasini saglamak ve gelecege yonelik umutlarini gicli
tutmak gerekmektedir. Gelecege iliskin olumsuz tutum gelistiren 6gretmenlerin ve 6gretmen
adaylarinin mesleklerinde basarili olmasi olduk¢a zordur (Ari ve Yilmaz, 2015). Moran ve
Hughes’e (2006) gore Universite 6grencilerinin egitim yasaminda stres diizeyini ylkselten cesitli
unsurlar vardir. Ornegin, yasam kalitesinin diisiik olmasi, is bulamama kaygisi, 6grenim
hayatinda karsilasilan gliclikler, distk iyi olma dizeyinin stres ve kaygiyi arttirmaktadir. Kaygi

dizeyi ylksek 6grencinin ise gelecege umutsuz bakmasi beklenen bir sonuctur.

Literatiirde bu konuya iliskin bircok arastirma mevcuttur. incelenen arastirma
sonuclarina gore; 6gretmen adaylarinin bliyik cogunlugu atama sinavlari ve mesleki gelecege
iliskin olumsuz goris tasimaktadir ve bu tutumlari gelecek kaygilarini ve umutsuzluk diizeylerini
de arttirmaktadir (Ari ve Yilmaz, 2015; Sahin, 2011). Bunun disinda 6gretmen adaylarinin
umutsuzlugunu etkileyen cinsiyet, okuduklari b6élim ve bolim se¢cme sebebi, gelir dizeyi,
ebeveynlerin egitim diizeyi, yas, medeni durum gibi bircok degisken vardir (Sarikaya ve Khorshid,
2009; Sahin, 2009; Ucaner ve Ozgelik, 2010; Oguztiirk vd., 2011; Sahin, 2011; Okumus vd., 2013;
Ari ve Yilmaz, 2015). Arastirma, Temel Egitim Bolimde egitim gbéren 6gretmen adaylarinin
umutsuzluk durumlarini ve bunu etkileyen faktérleri saptamak agisindan 6nemlidir. Ogretmenlik
alanlari arasinda sinif ve okul 6ncesini kapsayan temel egitim bolimi 6gretmenleri kiiglik yaslara
hitap etmeleri sebebiyle bliyliik sorumluluk tasimaktadir. Bu sebeple 6gretmenlik meslegine
adim atacak 6gretmen adaylarinin umutsuzluk diizeylerini ve umutsuzluk diizeyinin adaylar
Uzerindeki belirleyici etkenlerini saptamak oldukga énemlidir. Belirtilen arastirma sonuglari da
dikkate alindiginda temel egitim bdlimiindeki 6gretmen adaylarinin ileriye déniik hedeflerinin
ve beklentilerinin yonini belirlemek amaciyla umutsuzluk diizeylerinin incelenmesine ihtiyag

duyulmustur.

Bu arastirmanin amaci Temel Egitim Bolimiinde egitim goren son siniftaki 6gretmen
adaylarinin umutsuzluk dizeylerini saptamak ve umutsuzluk dizeylerinin bazi degiskenler

acisindan incelemektir. Bu amag dogrultusunda asagidaki sorulara yanit aranmistir:

1. Ana bilim dalina gore 6gretmen adaylarinin umutsuzluk diizeyleri ve nedenleri
nelerdir?

2. Aileile ilgili durumlara gére umutsuzluk puanlari arasinda anlamli fark var midir?
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3. Aile ve arkadaslik iliskilerine gére umutsuzluk puanlari arasinda anlamli fark var
midir?

4. Anne-babanin egitim durumuna gore umutsuzluk puanlari arasinda anlamli fark var

midir?
2. Yontem

Bu calisma betimsel arastirma yontemlerinden tarama modeline uygun bir arastirmadir.
Betimsel arastirmalar, varligi bilinen bir durumu olabildigince net ve tam bir bicimde ortaya
koymayi amaglar. Dolayisiyla herhangi bir midahalede bulunulmaz ve var olan durumun
betimlenmesi bakis acisina dayanir (Blylkoztirk vd, 2016). Egitim bilimlerinde tarama
arastirmasi, diger bilim alanlarinda saha arastirmasi veya survey c¢alismalari es anlamli olarak
kullanilmaktadir (Arikan, 2007). Arastirmada 6gretmen adaylarinin umutsuzluk dizeyleri bazi
degiskenler agisindan incelenip herhangi bir miidahalede bulunulmadigindan betimsel arastirma
tirine uygun olarak calisma yuratalmistir. Arastirmanin gerceklestirilebilmesi icin etik
kurullara uyulmus olup katiimcilara ulasma ve uygulama noktasinda Universite etik kurulundan

izin alinmistir. Ayrica arastirmaya katihmda gonalltlik esas alinmistir.
2.1. Calisma Grubu

Bu arastirmanin evreni Tirkiye'deki Universitelerin Temel Egitim Boliminde egitim
goren son sinif 6grencilerinden olusmaktadir. Arastirmanin érneklemini ise 2017-2018 egitim
ogretim yilinda Kocaeli Universitesi Egitim Fakiltesi Temel Egitim bdlimiinde egitim géren son
sinif 6grencileri olusturmaktadir. Arastirmada uygun érnekleme yontemi tercih edilmistir. Uygun
ornekleme, arastirmacinin daha kolay ve zengin bilgi toplamasina olanak veren durumlarda
kullanilir (Biyiikéztiirk vd., 2016). Arastirma kapsaminda Okul Oncesi Ogretmenligi bélimiinde
egitim goren 87 6gretmen adayi ve Sinif Ogretmenligi bolimiinde egitim géren 59 Ogretmen
adayina 6lgek formlari dagitilmistir. Bunun sonucunda 32 adet 6lgek formu uygunsuz ya da eksik

bulundugundan analiz disi birakilarak 114 6lgek formu ile analizler yapilmistir.
2.2. Veri Toplama Araglari

Arastirmada verilerin toplanmasi icin Beck (1961) tarafindan gelistirilen ve Seber ve
arkadaslari (1993) tarafindan Tiirkce'ye cevrilen “Beck Umutsuzluk Olgegi (Beck Hopelessness
Scale)” ve arastirmacilar tarafindan gelistirilen kisisel bilgi formu kullanilmistir. Kisisel bilgi
formunda 6gretmen adaylarinin bélim, sosyo-ekonomik diizeyini belirlemesi agisindan aylik

gelir, anne ve babanin egitim durumlari, ailesinin yaninda veya uzakta yasama durumu, aile ve
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arkadaslariyla olan iletisim diizeyi sorulari yer almaktadir. Bu degiskenlere ait yanit se¢cenekleri
bazi sorular “Dogru’, “Yanlis”” olarak, bazi sorular ise 3, 4 ya da 5 secenekli olarak hazirlanmistir.
Ayrica formda 6grencilerin umutsuzluk durumlarini betimleyen, neden ve hangi durumlarda
umutsuz hissedildigine iliskin kisaca cevaplayabilecekleri ag¢ik uclu bir soru da arastirmacilar
tarafindan belirlenip sorulmustur. Olgek 20 maddeden olusmakta olup maddelerin secenekleri
“dogru-yanlis” olarak belirlenmistir. Olgekte elde edilen puanin degeri umutsuzlugun diizeyini
belirtmektedir ve puanin vyiksek olmasi bireydeki umutsuzlugun vyiksek oldugunu
gostermektedir. Olcegin gecerlik ve giivenirlik calismalari sonucunda Cronbach-a i¢ tutarlk
katsayisi .85 olarak belirlenmistir. Madde-test korelasyonlarinin tim o6rneklem Uzerinden
incelenmesi ve en disik korelasyon katsayisinin .31, en yiksek korelasyon katsayisinin ise .67
oldugu tespit edilmistir. Bu arastirmada yapilan glivenirlik analizi sonucunun ise .82 oldugu tespit
edilmistir. Bu sonuclar 6lcegin gecerli ve giivenilir oldugunu dolayisiyla uygulanabilir bir olgek

oldugunu ortaya koymaktadir.
2.3.Verilerin Analizi

Verilerin analizi igin SPSS 23 paket programi kullaniimistir. Arastirmada kullanilan
Olceklerden elde edilen veriler arastirmaci tarafindan kontrol edilip veri toplama aracinda yer
alan maddeler kodlandiktan sonra bilgisayar ortamina aktarilmistir. ilk olarak arastirma
grubunun oOzelliklerini belirten betimsel istatistikler elde edilip normallik testlerinden Shapiro-
Wilk dikkate alinmistir (p>0.00).Test sonucunda verilerin normal dagilmadigi, dolayisiyla non-
parametrik testlere tabii tutulacagl belirlenmistir. ikiden fazla secenege sahip bagimsiz
degiskenler arasinda farkliligi olusturanlari belirlemek icin her iki degisken arasinda tekrar Mann
Whitney U testleri uygulanmistir. Arastirmada adaylarin bolime, aile ile birlikte yasama
durumlarina gére umutsuzluk diizeylerini belirlemek igin Mann Whitney U; aile ve arkadaslarla
olan iliski, anne ve babanin egitim durumu ve aylik gelir durumuna gére umutsuzluk diizeylerni
belirlemek icin ise Kruskal Wallis- H testi kullanilmistir. istatistiksel karsilastirmalarda p<0.05
dizeyinde anlamhliklari yorumlanmistir. Kisisel Bilgi Formunda bulunan agik uglu soruya verilen
yanitlara gore kategoriler olusturulup, olusturulan kategoriye gore frekanslar belirtilmistir. Elde

edilen sonuglar Bulgular béliimiinde sunulmustur.
3. Bulgular

Bu boélimde katilimcilarin umutsuzluk diizeylerinin boélim, aylik gelir, anne ve babanin

egitim durumlari, ailesinin yaninda veya uzakta yasama durumu, aile ve arkadaslarla iletisim
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dizeyi degiskenlerine gore farklilagip farklilasmadigini iliskin veriler tablolar halinde

sunulmustur.

Tablo 1
Temel egitim béliimii 6Grencilerinin umutsuzluk diizeyleri
N X sS En Diisiik Puan En Biiyiik Puan
114 14,373 4,154 10 18

Tablo 1’e gobre, arastirmaya katilan 114 6gretmen adayinin umutsuzluk dizeyleri
ortalamasi 14,373’tiir. Ogrencilerin élgekten aldigi en diisiik puan 10, en yiiksek puan ise 18’dir.
Bu durumda, temel egitim bolim son sinif 6grencilerinin umutsuzluk diizeylerinin orta diizeyde

ancak ylksege yakin oldugu belirlenmistir.

Tablo 2
Ana Bilim Dalina gére umutsuzluk diizeyleri Mann Whitney U-testi sonucu
Grup N Sira Ortalamasi Sira Toplami U p
Okul Oncesi Ogretmenligi 67 55,84 3741
e 14 1
Sinif Ogretmenligi 47 59,87 2814 63 0,518

Tablo 2’ye gore okul 6ncesi 6gretmenligi anabilim dalindaki 6grencilerin umutsuzluk
diizeyi (55,84) ile Sinif Ogretmenligi béliimiinde okuyan &grencilerin umutsuzluk diizeyi (59,87)

arasinda istatiksel olarak anlamli bir fark bulunmamistir (U=1463, p>0,05).

Tablo 3
Aile ile birlikte yasama duruma gére umutsuzluk diizeyi Mann Whitney U-testi sonucu
Gruplar N Sira Ortalamasi Sira Toplami U p
Al!eswle birlikte yasayanlar 63 55,96 3525,5 1509.5 0,578
Ailesinden ayri yasayanlar 51 55,40 3029,5

Arastirmaya katilan 6gretmen adaylarinin aileleri ile yasayan 6grencilerin umutsuzluk
diizeyi (55,96) ve ailesinden ayri yasayanlarin umutsuzluk dizeylerini (55,40) belirlemek icin
yapilan Mann-Whitney U testinin sonuglari Tablo 3’te belirtilmistir. Buna goére, ailenin yaninda
ya da ailesinden uzakta yasayan 6gretmen adaylarinin umutsuzluk diizeyleri arasinda anlamli bir

fark bulunamamistir (U=1509,5, p>0,05).

Tablo 4
Arkadaslhik iliskisine gére umutsuzluk dtizeyi analiz sonucu
Grup N Sira Ortalamasi Sd X? p
Cok iyi (A) 60 50,76
iyi (B) 52 64,47 2 5,685 0,058
Yetersiz (C) 2 78,50

Katihmcilarin arkadaslik iliskisine gére umutsuzluk diizeyleri Tablo 4’te gosterilmistir.
Buna gore Ug¢ grubun umutsuzluk dizeyleri arasinda anlamh fark olup olmadigini gérmek icin
yapilan Kruskal-Wallis testine gore gruplarin umutsuzluk diizeyleri arasinda farklilik

bulunmaktadir. Ancak bu fark istatistiksel olarak anlamli degildir (X?=5,685, p>0,05).
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Tablo 5
Annenin egitim durumuna gére umutsuzluk diizeyi analiz sonuglari
Grup N Sira Ortalamasi Sd X? p
Okuryazar degil (A) 7 40,36
ilkokul (B) 64 58,69
Ortaokul (C) 10 49,90 4 3,090 0,543
Lise (D) 24 62,54
Universite(E) 9 57,39

Tablo 5’e gbre annenin egitim dizeyi acgisindan umutsuzluk puanlari degisiklik
gostermektedir. Bes grubun umutsuzluk dizeyleri arasinda anlamli fark olup olmadigini
belirlemek icin yapilan Kruskal-Wallis testine gore gruplarin umutsuzluk dizeyleri arasinda

anlamli bir fark bulunamamustir (X>=3,090, p>0,05).

Tablo 6
Babanin egitim durumuna gére umutsuzluk diizeyi analiz sonuglari
Grup N Sira Ortalamasi Sd X2 p
Okuryazar degil (A) 10 62,70
ilkokul (B) 36 57,00
Ortaokul (C) 15 68,10 4 3,797 0,434
Lise (D) 29 58,59
Universite(E) 24 48,15

Tablo 6'ya gore arastirmaya katilan 6gretmen adaylarinin babalarinin egitim dizeyi

acisindan umutsuzluk puanlari arasinda anlamli bir fark bulunmamustir (X2=3,797, p>0,05).

Tablo 7
Aylik gelir durumuna gére umutsuzluk diizeyi analiz sonuglari
Grup N Sira Ortalamasi Sd X2 p
1499 ve alti 15 65,00
1500- 1999 17 60,38
2000-2999 24 58,06
3000- 3999 22 65,30 > 6,201 0,287
4000-4999 18 42,53
5000 TL ve Ustl 18 53,22

Tablo 7’ye gore aylik gelir diizeyine gore umutsuzluk puanlari farklihk gostermektedir.
Farkl gelir diizeyini temsil eden bes grubun umutsuzluk diizeyleri arasinda anlaml fark olup
olmadigini gérmek igin yapilan Kruskal-Wallis testine gore gruplarin umutsuzluk dizeyleri
arasinda anlamli bir fark bulunmamistir (X?=6.201, p>0.05). Buna gére, ayhk gelir durumunun
distk veya yiksek olmasi 6gretmen adaylarinin umutsuzluk dizeyini etkileyen bir degisken

degildir.
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Tablo 8
Aileyle iletisim durumuna gére umutsuzluk diizeyi analiz sonuglari
Grup N Sira Ortalamasi Sd X? p Anlamli Fark
Gok iyi (A) 66 51,52
iyi (B) 44 67,07 2 8,162 0,017 A-B
Yetersiz (C) 3 29,83

Tablo 8’e gore aile ile iletisime gére umutsuzluk puanlari degisiklik gostermektedir. Aile
ile olan iletisim seviyesini belirten (¢ grubun umutsuzluk diizeyleri arasinda anlaml fark olup
olmadigini gormek icin yapilan Kruskal-Wallis testine gore gruplarin umutsuzluk dizeyleri
arasinda anlamli fark bulunmustur (X?=8,162, p<0.05). Mann whitney U testi ile yapilan ¢oklu
karsilastirmalar sonucunda bu farkin ailesiyle iletisimi ¢ok iyi olan ve iyi olan katilimcilar (A-B)

arasinda oldugu belirlenmistir.

Tablo 9
Umutsuz hissettiren durumlarin sebeplerine gére dagilim
Umutsuzluk Mesleki& Aile & Arkadaghk Ozel ve " Maddi
Sebepleri KPSS Gelecek Kaygisi iliskileri Hayata iliskin Odevler Sorunlar
f 25 10 6 5 5 4

Arastirmaya katilan O6gretmen adaylarinin okul kaynakli nedenler disinda umutsuz
hissettigi durumlar Tablo 9'da belirtilmistir. Buna gore 6gretmen adaylarindan 25’i umutsuz
hissettiren durumlara KPSS; 10’u mesleki ya da gelecek kaygisi; 6’si1 aile ve arkadaslik iliskileri; 5%i
Ozel ve hayata iliskin; 5’i 6devler ve 4’l ise maddi problemler yanitini vermistir. Tablo 9'da
belirtilen durumlar disinda; bir katilimci uzaklik, bir katilimci yasanilan ortam, bir katihmci erken
uyanmak, bir katilimci saglik problemi sebeplerinin umutsuz hissettirdigi cevabini vermistir. Bu
durumda, Temel Egitim Boliumi son sinif 6grencilerinin yasamlarinda umutsuzluk dizeyini
etkileyen bircok farkli neden olmasinin yaninda en 6nemli sebeplerden biri KPSS’'ye girecek

olmalaridir.
4.Sonug, Tartisma ve Oneriler

Egitim Fakuiltesi Temel Egitim BOIUmU son sinifta egitim goren 114 6gretmen adayinin
katildigi galismanin sonucunda adaylarin umutsuzluk diizeylerinin degiskenlik gosterdigi tespit
edilmistir. Katihmcilardan umutsuzluk diizeyi en yiiksek olan 6grenci 18; en diisiik olan 6grenci
ise 10 puan almistir. Sonugta, katiimcilarin umutsuzluk dizeyleri arasinda fark oldugu; bazi
ogrencilerin yiiksek diizeyde umutsuz; bazilarinin ise orta diizeyde umutsuz oldugu séylenebilir.
Arastirmaya katilan 6gretmen adaylarinin umutsuzluk ortalamasinin yiiksege yakin orta diizeyde
oldugu gorilmektedir. Bu durumda arastirmaya katilan sinif ve okul 6ncesi 6gretmen adaylarinin
umutsuz oldugu soylenebilir. Universite son sinifta okuyan égretmen adaylari gelecege iliskin

yogun diizeyde umutsuzluk yasamaktadir. Bu umutsuzlugun en temel sebebi ise issizlik kaygisi
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olmaktadir. Blylk ¢ogunlugunu 6gretmen adaylarinin olusturdugu atama sinavlari sebebiyle
ogrencilerin umutsuzluk ve kaygi dlizeyleri artmaktadir (Ari ve Yilmaz, 2015; Timkaya vd., 2007).
Ogretmen adaylari, Universite yillarinda kendilerini bircok alanda gelistirip bilgi ve beceri
kazanmak yerine, Universitenin ilk yillarindan itibaren KPSS sinavina hazirlanma gayreti
gostermektedir. KPSS sinavi 6gretmen adaylari icin egitim aldiklari dort yillik slire¢ sonucunda
mesleklerine gecis icin son basamak olmaktadir. Dolayisiyla bu durum 6gretmen adaylarinda

yogun kaygi olusturmaktadir (Bastiirk, 2008).

Yapilan analizler sonucunda 6gretmen adaylarinin umutsuzluk dizeylerinin bolim,
ailenin yaninda ya da uzakta yasama durumu, arkadaslik iliskileri, anne-babanin egitim dizeyi ve
aylk gelir durumlarina gore anlamli bir farklihk bulunmamistir. Buna karsilik aile ile iletisim
degiskenine gore anlamli farkhlik tespit edilmistir. Buna gore aile iliskileri cok iyi degil de yalnizca
iyi olan bireylerin umutsuzluk dizeylerinin yiksek olmasi, sosyal iliskilerin bireyin gelecege
donik beklentilerini etkiledigi ya da yonlendirdigini diisiindiirmektedir. Bu durum, ruhsal gelisim
ve durum acisindan ailenin 6nemini ortaya koymaktadir. Ancak aile ile iletisim durumunun ¢cok
iyi ve kot olanlar arasinda anlamli ¢ikmasi beklenirken iyi ve ¢ok iyi arasinda anlamh farkhlik
¢tkmasi beklenmeyen bir sonu¢ olmustur. Bu durum, aile ile iletisimin ¢ok iyi olmasinin yeterli
olmadigl hatta umutsuzluk durumunu negatif etkileyebildigini; iyi olmasinin ise pozitif etkileme
glclinin daha fazla oldugunun gostergesi olabilir. Arkadaslk iliskilerine gore ise umutsuzluk
diizeylerinde anlamli bir farklilasma tespit edilmemistir. Bireylerin arkadaslk iliskilerinin iyi ya da
kot olmasi aslinda onlarin gelecege dair bakis agilarinin umutlu veya umutsuz olmasina etki
etmemektedir. Tetik ve Yurtsever (2018) oOnlisans 6grencileriyle ylrattigi calismasinin
sonucunda sosyal iliskilerin kisilerin umutsuzluk dizeylerinde anlaml degisiklik yaratmadigini

belirtmistir. Bu sonug, bu arastirma bulgulariyla paralellik géstermektedir.

Arastirmaya katilan 6gretmen adaylarinin umutsuz diizeylerinin okuduklari bolime gore
anlamli olarak farkhlasmadigi tespit edilmistir. Katihmcilarin umutsuzluk diizeylerinin bélime
gore anlamli farklhihk géstermemesi her ne kadar bolimlerin hedef kitlesi farkli olsa da igerik ve
derslerinin birbirine benzer olmasi veya her iki bolimdeki 6grencilerin benzer mesleki
beklentilerinin olmasiyla agiklanabilir. Literatlirde konuyla ilgili farkli drneklem gruplarini dahil
eden ve farkli bulgulara ulasan arastirmalar mevcuttur. imamoglu (2017) Resim is ve Temel
Egitim bolimiu o6grencilerinin umutsuzluk diizeylerini inceledigi calismasinda Temel Egitim
ogrencilerinin daha ylksek umutsuzluk diizeyi oldugunu belirtmistir. Ersoy, Kliclikkaragdz, Denis

ve Karatas (2010) egitim fakiltesinde farkli bolimlerdeki 6gretmen adaylarinin umutsuzluk
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dizeylerini inceledigi calismasi sonucunda adaylarin umutsuzluklarinin bélime goére anlamli

sekilde farkhlasmadigi sonucuna ulasmistir.

Arastirmada anne-babanin egitim diizeyinin 6gretmen adaylarinin umutsuzluk
diizeylerini anlamh sekilde farklhlastirmadigi belirlenmistir. Ancak literatlirde farkh sonuglara
ulasan arastirmalar oldugu gorilmustir. Timkaya (2005) tarafindan yapilan bir calismada
annenin egitim dizeyinin artmasiyla kisilerin umutsuzluk dizeylerinin azaldigi sonucuna
ulasilmistir. Ozmen, Erbay Diindar, Cetinkaya, Taskin ve Ozmen (2008), lise &grencileriyle
ylrattikleri galismada anne ve babanin egitim diizeyinin diisiik olmasi durumunun 6grencilerde
umutsuzluk diizeyini yikselttigi sonucuna ulasmislardir. Bu sonuglar, bu arastirmada elde edilen
sonuglarla farkhlik gostermektedir. Sahin (2009), egitim fakiltesi 6grencileriyle yirittagl
calismanin sonucunda annenin egitim diizeyine gére umutsuzluk puanlari arasinda anlamli bir
fark olusmadigi ancak babanin egitim diizeyine gore anlamli sekilde farklilastigi sonucuna
ulasmistir. Tetik ve Yurtsever (2018) onlisans 6grencileriyle yurattiga calismasinda anne-
babanin egitim diizeyinin umutsuzluk diizeyini farklilagtirmadig sonucuna ulasmiglardir. Bu
sonuclar ise bu arastirmada elde edilen sonucla 6rtismektedir. Bu sonuclar géz oniinde
bulunduruldugunda annenin egitim dizeyinin farkli 6rneklem gruplarinda farkli sonuglar

¢tkmasina sebep oldugu distnilmustdr.

Arastirmaya katilan 6gretmen adaylarinin umutsuz diizeylerinin aile ile veya uzakta
yasama durumuna gore farklilasmadigi tespit edilmistir. Ailesinin yaninda ya da uzakta yasayan
o0gretmen adaylarinin umutsuzluk diizeylerinin farklilasmamasinin sebebi kiltirel degisime
paralel olarak bireylerin aileden bagimsiz ve bireyselcilife yonelmis bir yasam tarzinin
benimsemesiyle ve bu sebeple aileyle birlikte ya da ayri yasamanin kisileri umutsuzluga
siriklememesiyle agiklanabilir. Bu arastirma sonucundan farkli olarak Timkaya (2005)
ergenlerle yaptigl arastirmada ailesiyle birlikte yasayan ergenlerin umutsuzluk dizeylerinin
azaldig sonucuna ulasmistir. Buna gore, aile ile birlikte yasama durumunda yas faktoriiniin
umutsuzluk diizeyinin farklilasmasina sebep oldugu dusinilmektedir. Sahin (2009), yaptigi
¢alismasinin sonucunda yurtta ya da ailesiyle birlikte kalan 6gretmen adaylarinin umutsuzluk
diizeylerinde anlamli bir fark oldugunu; yurtta kalan adaylarin umutsuzluk diizeylerinin daha
dislk oldugunu belirtmistir. Buna gore, aile ile birlikte kalan 6gretmen adaylarinin gelecege
iliskin baski hissetme durumunun yiiksek oldugu ve bunun da umutsuzluk dizeylerinde artisa

sebep olabildigi dislinilmektedir.
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Arastirmada elde edilen sonuclardan biri de aylik gelir durumunun 6gretmen adaylarinin
umutsuzluk dizeylerinde bir farklilik olusturmadigidir. Bu sonugtan farkli olarak Tiimkaya (2005),
ergenlerle yurittigu calismasinin sonucunda distk gelirli ailelerin ¢ocuklarinin daha yiksek
umutsuzluk puanina sahip oldugunu belirtmistir. Sahin (2009), egitim fakultesi 6grencileriyle
ylrattigla calismasinin sonucunda aylik gelir duruma goére umutsuzluk dizeylerinin degistigi;
geliri orta ve yilksek ailesi olan 6gretmen adaylarinin daha disiik umutsuzluk puani aldiklarini
belirtmistir. Tetik ve Yurtsever (2018) tarafindan yapilan arastirma sonucunda ise ailenin gelir
durumunun Universite 6grencilerinin umutsuzluk diizeylerinde anlamli farklilik olusturmadig

belirtilmistir. Bu sonug ise bu arastirma sonuglariyla 6rtiismektedir.

Arastirmada son olarak 6gretmen adaylarinin umutsuz hissetme sebeplerine iliskin agik
uglu bir soru yoneltilmistir. Elde edilen bulgular sonucuna goére katilimcilarin blyik bolimi
umutsuzluk sebebini mesleki sorunlarla iliskilendirmistir. Bunlar KPSS sinavi, mesleki ve gelecek
kaygisi olmaktadir. Arastirma, son sinif 6grencileriyle ylritildiginden ve 6gretmen adaylarinin
son sinifta daha fazla sinav stresi ve gelecek kaygisi gittiigiinden umutsuzluk seviyelerinin
ylksek oldugu goridlmistir. Umutsuzluk ve kaygl konularinda yapilmis calismalarda, okul
oncesinden baslayip (lniversiteye kadar devam eden egitim slreci icerisinde 6grencilerin
sinavlara hazirlanmalari ve bunu yaparken 6zel kurslar almalari umutsuzluk ve kaygi dizeyini
arttirmaktadir (Pekrun, Gotz, Titz ve Perry, 2002). Ayrica sinavlar 6grencilerin psikolojik
durumlarini biiyiik 6lgiide etkilemekte ve kaygi diizeyini arttirmaktadir (Chang, 2006). Universite
veya bolim gozetmeksizin tim O6gretmen adaylarinin 6gretmenlik meslegini yapabilmek icin
oncelikle bir sinava tabii tutulmasi ve bu sinavin getirdigi yliksek kaygi, umutsuzluk ve depresyon
gibi faktorleri temel alan ¢alismalar mevcuttur. Karatas ve Glles (2012) tniversite 6grencilerinin
KPSS konusundaki fikirlerini inceledigi calismasinda bazi sonuglara ulasmistir. Buna gore sinav
kaygisi 6gretmen adaylarinin akademik basarisini olumsuz etkilemekte, lisans derslerinin éniine
gecmekte ve hatta ezberci egitime yon verebilmektedir. Sahin (2011) arastirmasinda 6gretmen
adaylarinin KPPS’ye iliskin tutumlarinin olumsuz oldugunu, bu sinavlarin mesleki geleceklerini
belirsiz ve olumsuz kildigini belirtmistir. Timkaya vd (2007), KPSS’ye girecek 6gretmen
adaylarinin umutsuzluk diizeyini belirli degiskenler agisindan incelemistir. Elde ettigi sonuglara
gore KPSS sinavinin umutsuzluk diizeyini siddetli bir bicimde etkiledigi; daha dnce sinava girmis

ve tekrar sinava girecek 6grencilerin umutsuzluk diizeyinin yiiksek oldugu sonucuna ulasmistir.

Arastirmada elde edilen sonuglar géz 6niinde bulunduruldugunda sinif 6gretmenligi ve
okul 6ncesi 6gretmenligi bolimlerinde egitim géren ve mezun olma asamasindaki 6gretmen

adaylarinin farkli degiskenler disinda gelecek ve is kaygisi da tasidigi, bunlara bagh olarak da
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umutsuzluk yasadigi séylenebilir. Umutsuzluk diizeyini etkileyen bircok faktor mevcut olmakla
birlikte literatiirde daha ¢ok sinav kaygisi tizerinde durulmustur. Ulkemizde ilkokuldan lisansiistii
egitime kadar bireyler devamli olarak sinava tabii tutulmaktadir. Yapilandirmaci yaklasima uygun
olmayan bu 6lgme yontemi yalnizca basariy1 degil duyussal olarak bircok durumu da olumsuz
etkilemektedir. Ozellikle séz konusu kiiglik yastaki 6grenciler oldugunda bu durum daha da
onemli olmaktadir. Okul 6ncesi ve ilkokul donemi 6grenme sirecinin en dnemli dénemleridir.
Bu donemi etkileyen dnemli faktorlerden biri 6gretmenler oldugundan 6grencilerin egitimini ve
gelisimini 6gretmenlerden ayri diisiinemeyiz. Bu dogrultuda, 6gretmen yetistiren kurumlarin
oncelikle 6gretmen adaylarinin  psikolojik durumlarini  6nemseyen adimlar atmasi
gerekmektedir. Bugliniin 6gretmen adaylari yarinin O6gretmenleridir. Dolayisiyla gelecege
umutla bakan 6gretmen adaylarinin meslege basladiktan sonra 6grencilerinin de umutlu olmasi

dolayisiyla iyi yetismis bireyler olmasi beklenen bir sonugtur.
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1. Introduction

Classroom teachers, who carry out their teaching services in the first four years of
primary schools, graduate from Education Faculties and can be appointed according to their
KPSS results. Among the various lessons that teachers take during their pre-service training are
specialized field lectures, general culture lectures and vocational knowledge lectures. Before the
New Classroom Teaching Undergraduate programs began to be implemented (2018), Drama
courses were one of the compulsory courses and taught 4 hours per week in 3rd Grades. In
addition, there are different courses with the definitions of drama in science, drama in social
studies, creative drama, drama in education, which have been offered within the scope of
elective courses at different universities. In Buca Faculty of Education, there is an elective
"Drama Applications in Education" course in 4" Grade. (http://debis.deu.edu.tr/ders-

katalog/2016-2017/tr/tr_1117_1117_2157.html).

Although different meanings are derived from when the word ‘drama’ is stated, it is
known that this word originates from the Greek terms "Dran" and "Dranein", and means to do,
and to act (Mone, 2003: 8). As a method, drama can be used in theater, education of performing
arts and education. In studies related to drama, its definitions are found such as
educational/educational drama, creative drama, psycho-drama, and socio-drama etc. In this
current study, the definition of drama is adopted as a general usage and it is determined that it
includes a process of both creativity and educational elements. Although it is predicted that it
started earlier all over the world (1920s), it is known that it entered the 1938 curriculum in our
country and that books were even published in this field in the 1950s (Adiglizel, 2013: 148-252).
In widespread introduction of drama into the education process, the contributions of the
teachers, namely Tamer Levent and inci San in 1970s and 1980s are great. Since then, numerous
studies (i.e., theses, researches, symposiums, and workshops, etc.) have been carried out in our

country.

Especially in recent years, it is known that its use as a method in the education process
has become widespread. This process, which can be defined as the practices that enable the
child to be active in the education process, to think sophisticatedly, express themselves, and to
be creative by putting himself in the shoes of others (Publication by Anadolu University [AUY]
2016: 6), has been supported by various publications by the Ministry of National Education

(MoNE, 2003, 2004). As a result, the point reached is evaluated positively in terms of both the
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widespread use of the field and the drama method which enables learning through experiences

and creates an enjoyable environment.

Upon the search of literature, various studies such as the impacts of drama on success
and attitudes of students or prospective teachers, attitude towards drama, possible differences
according to gender, socialization and creativity are observed (Omeroglu, 1990; Ustiindag, 1997;
Sahin & Oktay, 1998; Kog, 1999; Okvuran, 2000; Selvi & Oztiirk, 2000; Aylik¢i Simsek, 2001;
Ozsoy, 2003; Tokgdz, 2003; Ozer, 2004; Sagirh & Giirdal, 2004; Unal, 2004; Ogur & Bagci Kilig,
2005; Duatepe & Akkus, 2006; Ozdemir & Ustiindag, 2007; Hamurcu, 2008; Sahbaz & Hamurcu,
2009; Kahyaoglu, Yavuzer & Aydede, 2010; Bas¢l & Giindogan, 2011; Altintas & Kaya, 2012;
Celikkaya, 2014; Karapinarli & Gorgen, 2014; Durdukoca, 2015; Saylan, Altintas & Kaya, 2016; ).
Additionally, in recent years there are also studies (Ozkan & Tugluk, 2018) revealing the positive
effects of drama in both primary and kindergarten levels in Turkish education (Sahin, 2018) and

also in Mathematics teaching.

Hamurcu (2018), who conducted a similar study on the benefits of drama with university
students, determined that prospective teachers identified the benefits of drama such as learning
with fun, activating the student, providing permanent learning, increasing creativity, being
applicable in different courses, and improving motivation. In addition, in this study, prospective

teachers emphasized that they would apply drama in their lessons.

Ultimately, in the light of all these studies the research question of this study is as
follows: Which of the warm-up games and drama techniques do the pre-service teachers think
to prefer in primary schools when they are appointed as a teacher? By this question posed to

the pre-service teachers, they were asked to make five choices with their reasons.
2.Method

In this study carried out in the form of a Case Study, which is one of the qualitative
research designs, which techniques and warm-up games that classroom prospective teachers
mostly think of using drama in primary schools were investigated. Thus, it is aimed to "define
and see the details that make up an event" (Bliylikoztlirk, Cakmak, Akgiin, Karadeniz & Demirel,
2008: 249-250). Only qualitative research model was utilized in the process. When the
prospective teachers were appointed, and as a teacher, they were asked which of the warm-up
games and drama techniques they would like to prefer in primary schools and five choices they
have. Content analysis was carried out on the answers given to the open-ended questions

applied to participant teachers through document analysis (Yildirim & Simsek, 2000: 155-175).
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2.1. Participants

The research was conducted with volunteer students from the Department of
Elementary Education, Department of Classroom Education at Buca Faculty of Education in
Dokuz Eylil University. The participants took elective drama courses in the spring semester of
the 2018-2019 academic year (N=23). Since ethics committee approval was not required for the
studies conducted at the university in the specified period, permission was not obtained. Six of
these participants are male and 17 of them are female. In April, an open-ended question was

posed to the participants and they were asked to answer them in composition.
2.2. Data Collection Tools

The answers given in words by the prospective teachers were read by the researcher
and the warm-up games and drama techniques they preferred were listed as in two themes
(Yildinm & Simsek, 2000: 155-175). In this process, the gender variable was also taken into
account. The obtained data was read by a second expert and its reliability was examined. It was
seen that there was a problem merely in two codes; consequently, it was determined that there
was .95 fit. This result was deemed sufficient to discuss the findings. In transferring the data to
the table, the frequencies according to gender are also specified. In the analysis process, the
preferences of these items were also listed, but they were not given because of the difficulty in

tabulation.
2.3. Application Process of Drama Practices

Drama practices lasted for one semester (14 weeks), and one week is allocated for the
exam since midterm exams took place on the 7th and 8th week of the semester and they are
done during class hours on the weekdays as in the schedule. In the first week, participants were
met and information was given about the course. In the first 3-4 weeks, a general theoretical
knowledge was repeated with the prospected teachers who had taken drama course in the
previous year and the applications to be done/planned were explained. Drama sessions in the
implementation process are generally planned in 3 stages. Sessions; 1) Warm-up and adaptation
exercises/games 2) Realized as the actual working process (improvisation and formations) 3)
Relaxation and evaluation. During the first 2 weeks of practice, the drama leader conducted the
sessions according to the plans he prepared and gave information to the prospective teachers

about the process where necessary.
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In the other weeks, the prospective teachers themselves planned creative drama
sessions in groups, both for the field teaching (Science, Turkish, Mathematics, Life studies
lessons, and so on in primary school) and in accordance with their own preferences and
managed the process by leading. Since the lessons are 90 minutes, the prospective teachers
made the planning accordingly and there was an evaluation process at the end of each session.
The leader personally participated in all the processes and took part in improvisation and games
when the number of participants was not sufficient. The comments made in the evaluations in
the drama processes were also sufficient in the emergence of this research. During a session in
April, the prospective teachers were given the above-mentioned question and asked to answer

it. The responses received from the prospective teachers were also analyzed as items.
3. Findings and Discussion

In this part of the study, the findings obtained through the analysis of the answers given
to the question are interpreted. The rankings in the table are considered appropriate in the light
of the explanations given in the analysis section. In the first table given below, the opinions of
the prospective teachers about which warm-up games they will prefer are given. In the table,
female is indicated as "f" and male as "m".

Table 1

Results of Analyses for the Classroom Prospective Teachers’ Opinions Regarding the Warm-up
Games They Consider Utilizing in Drama

Warm-up Games Participant (N)/Gender (fand m) Total
1 Games played with the ball (hame etc.) f 6
2 Newspaper folding 4f+2m 6
3 Mirror 3f 3
4 Creating a sculpture 3f 3
5 Adhesive papers 2f 2
6 Who started the action 2f 2
7 Trust pool 1f+1m 2
8 Attention training (with the body) 1f+im 2
9 Find your mate/match 1f+1m 2
10 Sing my songbird crow, sing 1f+1m 2
11 Fruit basket 2f 2
12 What s/he has 1f 1
13 Walking 1f 1
14 Who is the thief 1m 1
15 Grabbing a chair 1f 1
16 Streets and directions 1m 1
17 Hot-cold 1m 1
18 Corner grabbing 1f 1

As observed in Table 1, the exercises, that pre-service teachers think to utilize in the

warm-up and play/game process, which are the first stages of their drama work, differ
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considerably. As known, it is aimed to make a start to the drama with this stage, and it is tried
to make the participants and the leader fuse with each other. This process is also planned to
ensure that the individual gets used to the environment and feels ready physically and spiritually
for drama. As known, this process, which includes elements such as interpersonal meeting,

communication, trust and harmony, is planned and implemented by the leader (MEB,2003:42).

The process can be defined in different ways. For instance, while Ministry of National
Education (MoNE) (2004: 36) classifies warm-up activities as Walking, Running, and Sensing; in
MoNE (2003: 42-53) these activities are defined in threefold: a) physical warming, b) group

warming up, and c) warm-up practices to increase communication.

According to Adigiizel (2013: 109) who defines any creative drama session as in three
ways: |. Warm-up and preparation, Il. Animation, lll. “Evaluation-Discussion”, the purpose of
warm-up activity is to create a group dynamic and prepare them for the next stage. Body and

cognition work together in this process.

In general, the selection of warm-up games in accordance with the main work is
recommended for the process so that is could be effective. According to the findings obtained
from the study, the first places among the pre-service teachers to prefer warming up are found
to be games played with the ball (6), newspaper folding (6), mirror (3), creating sculpture (3). To
be less in number, adhesive papers, who started the movement, trust pool, attention training,
finding your mate, my songbird crow and fruit basket were among the warm-up activities stated

twice by two prospective teachers. Others on the list are mentioned only once.

Considering the afore-mentioned clustering among the 18 games here, it is observed
that there are exercises from each classification. It is revealed that pre-service teachers aim to
socialize, get acquainted, provide physical activity and confidence etc. during the warm-up
process. Although a limited number of warm-up exercises were mentioned, this situation was

found positive by the researcher.

However, for the researcher, the most striking finding on the list was Walking. This
exercise mentioned for warm-up exercises was underlined by only one prospective teacher.
However, leaders start with walking in many drama activities. The process could be initiated in
different ways such as walking fast or slowly, accompanied by music, on hot sand, on the
riverside, and/or on slippery stones, etc. According to the researcher, the fact that it was
mentioned by only one participant deduced that walking was considered as a general start

rather than a warm-up practice.
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In this part of the study, the opinions of the prospective teachers regarding which

techniques they would intend to use when appointed as teachers are presented in the table
below.
Table 2

Results of Analysis of Classroom Prospective Teachers' Views on Drama Techniques that They
Consider Using in Drama (N = 23)

Drama techniques Participants (N) / Gender (f and m) Total
1 Corridor of consciousness 13f+4m 17
2 Split screen 9f+3m 12
3 Telephone interviews 7f42m 9
4 Gossip ring of 9
5 Photo frame 3f+1m 4
6 Pantomime 2f4+2m 4
7 Flashback 3f 3
8 Hot chair 2f+1m 3
9 Improvisation 1f+2m 3
10 Role play 2f 2
11 Frozen image 1f+1m 2
12 Writing/writing letters in a role play 2f 2
13 Inner sound - outer sound 1f 1
14 Organizing a meeting 1f 1
15 Rituals im 1
16 Private propriety 1f 1
17 Interview 1f 1

As displayed in Table 2, prospective teachers stated that they thought of using 17 drama
techniques in total. Unlike warm-up activity, this table indicates that some techniques are

preferred by more participants rather than one individual.

For example, 17 of 23 participants stated that they would definitely use the Corridor of
Consciousness technique. This technique can be used in the decision-making process in a
dilemma faced by the main character (AUY, 2016: 72). Thus, it is aimed to help the person in the
game to take his final action in his decision. It is thought that the underlying reason for pre-
service teachers' determination of this technique is that they can guide students in thinking and

listening to different opinions about the problems they may encounter in their classes.

The second technique was Split screen (12 people). The feature of this technique is that
two scenes that take place in different time or place are designed and played together in a whole
(Adiglizel, 2013:402). Thus, the relations between two situations can be brought up for
discussion. This choice of teacher candidates is thought to stem from their desire to indicate

students the relationships between different events.

Thirdly, the technique chosen by nine prospective teachers was Telephone interviews.

In today's world where mobile phones have entered every aspect of our lives, this technique can
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be used for the development of the story in the drama process. As Adiglizel emphasized (2013:
401), information received via phone is important for guiding the process. Every interview, every
news or information can improve the fiction/story in the drama and be supportive in realizing
the process. It is thought that pre-service teachers' choice of this technique is a practical and

appropriate choice considering today's technology.

Similarly, another technique mentioned by 9 teacher candidates was the Gossip ring.
This technique can be used in the drama process to spread the events related to the role within
the group by exaggerating them, turning them into gossip, and thus creating conflict situations
(AUY, 2016: 72). In our society, there may be situations where people perceive or exaggerate
events differently in their family or workplaces. With this technique/sampling in drama, people
can encounter unnecessarily different situations that can be perceived unnecessarily (by acting
out/pretending to be). Thus, drama participants can empathize with the problem experienced
and view events from different angles. This is thought to be the underlying reason for pre-service

teachers to choose this technique.

Creating a photo frame and Pantomime techniques were specified by four prospective
teachers. It is noteworthy that both techniques are non-verbal. In the first, the participants
create a picture/photograph of a moment (AUY, 2016: 71), in the other, they portray an event,
thought or emotion with non-verbal movements (Adiglizel, 2013: 385). Both are based on body
language, gesture, and facial expression. As the reason for this preference of prospective
teachers, it is thought that it stems from the idea that their students have a skill to gain in

expressing themselves.

Techniques preferred by three prospective teachers were Flashback, Hot Chair and
Improvisation. In fact, it can be thought that improvisation is present in the whole drama and at
all times since as stated in 'the essence of drama is based on improvisation' (MoNE, 2004: 74).
In this process, a free act of creation is put forward as the patterns are not known beforehand,
and based on imagination. For this reason, pre-service teachers 'preference for improvisation is

thought to be important in encouraging students' creativity.

In the flashback technique, the present and past situations are exhibited in the game
created, and the relationship between the events is tried to be understood. As Adiglizel
emphasizes, this technique can provide the opportunity to establish a connection between the
past and the present and questioning of the reasons (2013: 374). Thanks to the use of this

technique, especially with young children, students can be helped to understand the
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relationship between causes or consequences of events. It is thought that the preference of

prospective teachers is up to this reason.

The hot chair technique is performed by the participants asking questions to the
character in the drama. In this process, it is important to manage the character well as thoughts,
values and behaviors can be questioned. Here character should be questioned, subjective
experiences and feelings towards the participant should not be asked. Adigiizel also emphasizes
that the limits in technique should not be exceeded (2013: 377). The researcher thinks that this
technique is more suitable for psychodrama sessions. He also elucidates that it is preferred by
only three prospective teachers. If not well implemented and managed, anxiety can be a source

of tension for primary school children.

The techniques preferred by two prospective teachers are Role Playing, Frozen Image
and Writing in Role. Participants’ role playing enables them to assume the identity of that role
and express themselves by revealing their creativity and body language. Similarly, they are
expected to write in accordance with the role they entered in writing in roles. This process is an
effective technique suitable for improving students' literacy skills (MoNE, 2004: 78-79). It is
thought that pre-service teachers' preferences are aimed at developing these skills in their

students.

In the frozen image technique, the participants create still, silent, non-verbal images
with their own bodies during the drama (Adigiizel, 2013: 379). Hence, they give their message
to the group. This created image should be understandable by other people. At this point, the
use of body language, gestures and facial expressions gains importance. It is thought that the
reason why this technique is preferred by the prospective teachers is the development of their

above-mentioned skills.

Finally, the techniques preferred by merely one prospective teacher are inner sound-
outer sound, Organizing a Meeting, Rituals, Private propriety, and Interviewing. Among the
reasons why these techniques are preferred by a smaller number of prospective teachers is
thought to be caused by some difficulties experienced during the animations -in the
implementation process. For example, interpersonal adaptation difficulties were experienced in
the inner voice technique, and in the private property technique, the participants had problems

in setting up a game to bring the character to life.

However, rituals, organizing a meeting and interviewing techniques were successfully

applied in drama sessions. It is thought that the low number of preferences is due to the opinions
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of pre-service teachers that other techniques can be applied more easily at primary school level

and they can gain more skills.
3.1 Conclusion and Suggestions

As a result, after the drama studies carried out with the teacher candidates, their
opinions about which drama techniques they would utilize were discussed above. To summarize
briefly, the first five drama techniques that prospective teachers think of using in their lessons
when they become teachers are found to be "Corridor of consciousness, Split screen, Telephone
interviews, Gossip ring and Photo frame". Similarly, in the Warm-up games they plan to use, the
ranking is observed as "Games played with the ball, Newspaper folding, Mirror, Creating a
sculpture and Adhesive paper". Nonetheless, studies in the literature are generally observed to
focus on the effects of drama on different areas (Okvuran, 2000; Selvi & Oztiirk, 2000; Ozsoy,
2003; Tokgdz, 2003; Ozer, 2004; Sagirh & Giirdal, 2004; Unal, 2004; Ogur & Bagci Kilig, 2005;
Duatepe & Akkus, 2006; Ozdemir & Ustiindag, 2007; Hamurcu, 2008; Sahbaz & Hamurcu, 2009;
Kahyaoglu, Yavuzer & Aydede, 2010; Basci & Glindogan, 2011; Altintas & Kaya, 2012; Celikkaya,
2014; Karapinarh & Gorgen, 2014; Durdukoca, 2015; Saylan, Altintas & Kaya, 2016; Sahin, 2018;
Ozkan & Tugluk, 2018). In many of these studies, the effects of drama for teaching certain areas
were examined, while in some parts the effects of attitudes etc. on different variables were
discussed. In a study he conducted with pre-service teachers, Hamurcu (2018) accentuates the
benefits of drama and whether or not it is used. According to the results obtained, they
emphasized the benefits of teacher candidates such as learning with fun, activating the student,
providing permanent learning, increasing creativity, being applicable in different lessons, and
improving motivation and they also stated that they would like to use it when they become

teachers in the future.

The findings obtained have limited applicability to the general population since this
study was carried out in an education faculty and with a very limited number of pre-service
teachers (N = 23), and it is based on only qualitative data. However, the findings gain meaning
when it is considered that prospective teachers also reveal their willingness to apply drama in
their lessons. In the light of the findings, it can be said that prospective teachers perceive the

contributions of drama to our lives/students.

The data of this study will not be discussed once again here as they are discussed in
detail under each table. However, in general, due to the content of the drama, it can be

highlighted that it is an appropriate method to support creativity, collaboration, communication
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and critical thinking, which are among the 21st century skills. It is thought that the warm-up
activities, games and drama techniques that the prospective teachers plan to use were

determined in accordance with this purpose.

In the light of the findings obtained from this research, the following recommendations

are given below:

1. The study was conducted with a limited number of prospective teachers. Therefore,
the generalizability of the available findings is also limited. It may be suggested that
similar studies be carried out with more pre-service teachers from different
departments.

2.  With new researches, especially the effects of drama on individuals' knowledge and
skills in different directions can be examined (Attitudes towards refugees,
multiculturalism, communication skills, social skills, democratic attitudes, self-
perceptions, empathy skills, professional competence, attitudes towards the

teaching profession, etc.).

Information note: A brief summary of this study was presented as an oral presentation
at the "International Symposium on Active Learning- ISAL 2019" organized by the Active Learning
Association and TED Adana College between September 06-08, 2019, but was not published in
full text.
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1. Girig

ilkokullarin ilk dért yilinda 6gretmenlik hizmetlerini yiritmekte olan Sinif gretmenleri
Egitim Fakultelerinde egitim alarak mezun olmakta ve KPSS sonuglarina gore
atanabilmektedirler. Ogretmenlerin hizmet 6ncesi egitimleri boyunca aldiklari gesitli dersler
arasinda; Alan dersleri, Genel kiltir dersleri ve Meslek bilgisi dersleri yer almaktadir. Yeni Sinif
Ogretmenligi Lisans programlari uygulanmaya baslamadan énce (2018) Drama dersleri zorunlu
derslerden biri olup 3. Siniflarda haftada 4 saat olarak okutulmaktaydi. Ayrica farkl
Universitelerde se¢cmeli dersler kapsaminda agilmis olan Fen bilgisinde drama, Sosyal bilgilerde
drama, Yaraticl drama, Egitimde drama tanimlamalariyla farkli derslerde bulunmaktadir. Buca
Egitim Fakiltesi'nde de 4. Sinifta segcmeli olarak “Egitimde Drama Uygulamalar” dersi yer

almaktadir (http://debis.deu.edu.tr/ders-katalog/2016-2017/tr/tr_1117_1117 2157.html).

Drama dendiginde farklh anlamlar ¢ikarilsa da bu kelimenin Yunanca “Dran” ve “Dranein”
terimlerinden kok aldigi ve yapmak, etmek, eylemek anlamina geldigi bilinmektedir (MEB,
2003:8). Bir yontem olarak drama tiyatroda, sahne sanatlari egitiminde ve 06gretimde
kullanilabilmektedir. Drama ile ilgili calismalarda egitici/egitsel drama, yaratici drama, psiko-
drama, sosyo-drama vb. tanimlamalara rastlanmaktadir. Bu ¢alismada genel kullanim olarak
drama tanimi benimsenmis ve icinde hem yaraticiigi hem de egitsel 6geleri iceren bir sireci
icerdigi belirlenmistir. Tum dinyada daha erken tarihlerde basladigi 6ngorilse de (1920’ler)
Ulkemizde 1938 programina girdigi, 1950’ler de bu alanda kitaplar yayimlandig bilinmektedir
(Adigiizel, 2013: 148-252). Egitim siirecine yaygin olarak girisinde ise Tamer Levent ve inci San
hocalarin 1970 ve 1980’li yillarindaki katkilari buyudktir. O tarihten gliniimize Glkemizde bu
alanda sayisiz calismalar (tezler, arastirmalar, sempozyumlar, calistaylar, atélyeler,vb.)

gerceklestirilmistir.

Ozellikle son yillarda da egitim siirecinde bir yéntem olarak kullaniminin yayginlastig
bilinmektedir. Cocugu egitim sirecinde aktif kilan, ¢cocugun kendisini baskalarinin yerine
koyarak, ¢ok yonlii distinmesini, kendini ifade edebilmesini ve yaratici olmasini saglayan
uygulamalar olarak tanimlanabilen (Anadolu Universitesi Yayini [AUY] 2016:6) bu siire¢ Milli
Egitim Bakanhgi tarafindan da cesitli yayinlarla desteklenmistir (MEB, 2003 ve 2004). Sonug
olarak gerek alanin yayginlasmasi ve gerekse de 6gretimde yaparak-yasayarak o6grenmeyi
saglayan ve eglenceli bir ortam olusmasina olanak saglayan bu yontem agisindan ulasilan nokta

olumlu olarak degerlendirilmektedir.
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Alan yazin incelendiginde; dramanin 6grencilerin veya 6gretmen adaylarinin dersteki
basari ve tutumlarn (zerine, dramaya yonelik tutuma, cinsiyete gore olasi farkliliklara,
sosyallesmeye, vyaraticilik vb. yonelik etkilerine iliskin ¢esitli arastirmalarin  yapildig
gorilmektedir (Omeroglu, 1990; Ustiindag, 1997; Sahin ve Oktay, 1998; Kog, 1999; Okvuran,
2000; Selvi ve Oztiirk, 2000; Aylikci Simsek, 2001; Ozsoy,2003; Tokgdz, 2003; Ozer, 2004; Sagirh
ve Giirdal, 2004; Unal, 2004; Ogur ve Bagci Kilig, 2005; Duatepe ve Akkus, 2006; Ozdemir ve
Ustlindag, 2007; Hamurcu, 2008; Sahbaz ve Hamurcu, 2009; Kahyaoglu, Yavuzer ve Aydede,
2010; Bascl ve Gindogan, 2011; Altintas ve Kaya, 2012; Celikkaya, 2014; Karapinarli ve Gorgen,
2014; Durdukoca, 2015; Saylan, Altintas ve Kaya, 2016; ). Ayrica son yillarda ilkokul ve anaokulu
diizeyinde gerek Tirkce 6gretiminde (Sahin, 2018) ve gerekse de Matematik 6gretiminde
dramanin olumlu yéndeki etkilerini gdsteren arastirmalar da (Ozkan ve Tugluk, 2018)

bulunmaktadir.

Universite 6grencileriyle drama’nin vyararlarina yénelik benzer bir calismayi
gerceklestiren Hamurcu (2018) 6gretmen adaylarinin drama’nin eglenerek 6grenmek, 6grenciyi
aktif kilmak, kalici 6grenmeyi saglamak, yaraticiligi artirmak, farkl derslerde uygulanabilir olmak,
motivasyonu gelistirmek vb. gibi yararlarini belirlediklerini tespit etmistir. Ayrica bu ¢alismada

O0gretmen adaylari dramayi derslerinde kullanacaklarini da vurgulamislardir.
Sonug olarak tiim bu ¢alismalarin isiginda bu arastirmanin sorusu;

“Ogretmen adaylarinin atandiklarinda bir 8gretmen olarak ilkokullarda “Isinma oyunlari
ve drama tekniklerinden hangilerini tercih etmeyi disiindiikleri” olmustur. Ogretmen adaylarina

yoneltilen bu soruda nedenleriyle birlikte bes tercihte bulunmalari istenmistir.
2. Yontem

Nitel arastirma desenlerinden biri olan Durum Calismasi seklinde yiritilen bu
arastirmada sinif 6gretmeni adaylarinin ilkokullarda drama uygularken en ¢cok hangi tekniklerden
ve Isinma oyunlarindan yararlanmayi dislndikleri incelenmistir. Boylece “bir olayr meydana
getiren ayrintilari tanimlamak ve gérmek” amaclanmaktadir (Blylkoztiirk, Cakmak, Akgin,
Karadeniz ve Demirel, 2008: 249-250). Siirecte sadece nitel arastirma modelinden
yararlanilmistir. Ogretmen adaylarina atandiklarinda, bir 6gretmen olarak ilkokullarda “Isinma
oyunlari ve drama tekniklerinden hangilerini tercih etmeyi distindikleri” sorulmus ve bes
tercihte bulunmalari istenmistir. Dokiiman analizi yolu ile 6gretmen adaylarina yoneltilen agik
ucglu soruya verilen cevaplar lizerinde igerik analizi gergeklestirilmistir (Yildirim ve Simsek, 2000:

155-175).
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2.1 Galisma grubu

Arastirma Dokuz Eyliil Universitesi Buca Egitim Fakiiltesi, Temel Egitim Bélimdi, Sinif
Egitimi Anabilim dalinda, 2018-2019 6gretim yili bahar doneminde segmeli drama derslerini alan
1 subedeki gonilli 6grencilerle yuratilmustir (N=23). Belirlenen dénemde Universitede yapilan
¢alismalar igin etik kurul onayi istenmediginden izin alinmamigtir. Bu katilimcilarin 6’si erkek,
17’si ise kadindir. Nisan ayinda 6grencilere acik uclu bir soru yoneltilerek onlardan kompozisyon

olarak cevaplamalari talep edilmistir.
2.2 Verilerin analizi

Ogretmen adaylarinin yazdiklari cevaplar arastirmaci tarafindan okunarak tercih ettikleri
Isinma oyunlari ve drama teknikleri 2 tema olusturacak sekilde listelenmistir (Yildirim ve Simsek,
2000: 155-175). Bu siirecte cinsiyet degiskeni de gbz 6nline alinmistir. Elde edilen veriler ikinci
bir uzman tarafindan okunarak glivenirligi incelenmistir. Sadece 2 kodlama da sorun oldugu

gorilmus ve sonug olarak .95 diizeyinde bir uyum oldugu belirlenmistir.

Ulasilan bu sonuc bulgularin tartisiimasi icin yeterli goriilmustir. Verilerin tabloya
aktarilmasinda cinsiyete gore frekanslari da belirtilmistir. Analiz sirecinde 6gretmen adaylarinin
bu maddelerin kaginci tercihleri oldugunun da dékimi yapilmis ancak tablolastirmada zorluk

yaratmasi nedeniyle verilmemistir.
2.3 Drama ¢alismalarinin uygulanma siireci

Drama uygulamalari bir ddnem boyunca siirmus (14 hafta) olup ara sinav uygulamalari
dénemin 7-8. haftalarinda ve ders saatinde yapildigi icin 1 hafta sinava ayrilmistir. ilk hafta derste
ogrencilerle tanisma yapilmis ve dersin islenisi hakkinda bilgi verilmistir. Bir dnceki yil yil drama
dersi almis olan 6gretmen adaylari ile ilk 3-4 hafta genel bir teorik bilgi tekrari yapilmis ve
yapilacak/planlanacak uygulamalar agiklanmistir. Uygulama slrecindeki drama oturumlari genel
olarak 3 asamali olarak planlanmistir. Oturumlar; 1-Isinma ve uyum calismalari/oyunlar 2- Asll
calisma sireci (dogaclama ve olusumlar) ile 3. Rahatlama ve degerlendirme sireci olarak
gerceklestirilmistir. ilk 2 uygulama haftasinda drama lideri kendi hazirladig planlara gore
oturumlari yonetmis ve gerekli yerlerde 6gretmen adaylarina siirecin isleyisine ait bilgiler

vermistir.

Diger haftalarda ise 6gretmen adaylari kendileri gruplar halinde gerek alan 6gretimine
yonelik (ilkokuldaki Fen, Tirkce, Matematik, Hayat bilgisi vb. dersleri) gerekse de kendi

tercihlerine uygun olarak yaratici drama oturumlari planlamislar ve liderlik yaparak stireci
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yonetmislerdir. Dersler 90 dakika oldugundan 06gretmen adaylari buna gore planlamayi
yapmislar ve her oturumun sonunda mutlaka bir degerlendirme siireci yer almistir. Lider tim
slreglere bizzat katilmis ve katihmcilarin sayilari yeterli olmadig durumlarda dogaglama ve
oyunlarda da yer almistir. Drama sireclerinde yapilan degerlendirmelerde dile getirilen
yorumlar da bu arastirmanin ortaya cikisinda etkili olmustur. Nisan ayinda bir oturum siirecinde
adaylara yukarida belirtilen soru verilmis ve cevaplamalari istenmistir. Adaylardan maddeler

halinde alinan cevaplar da analize tabi tutulmustur.
3. Bulgular ve Tartisma

Calismanin bu bolimiinde soruya verilen cevaplarin analizi ile elde edilen bulgular
yorumlanmaktadir. Tablodaki siralamalarin analiz béliminde verilen agiklamalarin i1s1ginda ele
alinmasinin uygun oldugu distnitlmektedir. Asagida verilen ilk tabloda 6gretmen adaylarinin
hangi 1sinma oyunlarini tercih edeceklerine yonelik gorusleri yer almaktadir. Tabloda kadin
ogretmen adaylari “k” ile erkek 6gretmen adaylari ise “e” ile gosterilmistir.

Tablo1

Sinif Ogretmeni Adaylarinin Dramada Yararlanmay: Diisiindiikleri Isisnma Oyunlarina iliskin
Goriislerinin Analiz Sonuglari (N=23)

Isinma oyunlari 0. Aday sayisi/Cinsiyet (k ve e ) Toplam
1 Topla oynanan oyunlar (isim vb.) 4k+2e 6
2 Gazete katlama 4k+2e 6
3 Ayna 3k 3
4 Heykel olusturma 3k 3
5 Yapiskan kagitlar 2k 2
6 Hareketi kim baslatti 2k 2
7 Guven havuzu lk+le 2
8 Dikkat calismasi (viicutla) 1lk+1e 2
9 Esini bul/eslesme 1k+le 2
10 Ot kusum &t 1k+le 2
11 Meyve sepeti 2k 2
12 Nesi var 1k 1
13 Yirime 1k 1
14 Hirsiz kim le 1
15 Sandalye kapmaca 1k 1
16 Caddeler ve sokaklar/yonler le 1
17 Sicak-soguk le 1
18 Kose kapmaca 1k 1

Tablodan da goritlebilecegi gibi 6gretmen adaylarinin drama c¢alismalarinin ilk asamasi
olan Isinma ve oyun slrecinde kullanmayi dusandikleri alistirmalar oldukga farkliliklar
gostermektedir. Bilindigi gibi bu asamayla dramaya bir baslangic yapmak amacglanmakta,
katihmcilarin ve liderin birbirleriyle kaynasmalari saglanmaya calisiilmaktadir. Bu silire¢ ayni

zamanda bireyin ortama alismasini ve kendini fiziksel ve ruhen dramaya hazir hissetmesini de

276 Sinirsiz Egitim ve Arastirma Dergisi, 5 (3), 261-284



(\%zz7 Buca Egitim Fakiiltesi Dordiincii Sinifta Okumakta Olan Sinif...

Hiilya HAMURCU

saglamaya yonelik planlanmaktadir. Bilindigi gibi; bireyler arasi tanisma, iletisim, gliven ve uyum

gibi 6geleri iceren bu siireg lider tarafindan planlanir ve uygulanir (MEB, 2003: 42).

Sure¢ farkli sekillerde tanimlanabilmektedir.  Ornegin; MEB (2004: 36) isinma
galismalarini Yiirime, Kosma, Duyumsama olarak siniflamakta iken MEB’te (2003: 42-53) ise bu
calismalar “a. fiziksel 1Isinma, b. grubun birbirine 1sinmasi ve c. iletisimi artirici isinma galismalari”

olarak tanimlanmistir.

Bir yaratici drama oturumunu ‘l. Isinma ve hazirlik, 1. Canlandirma, IIl. Degerlendirme-
Tartisma’ olarak tanimlayan Adigilizel’e (2013: 109) gore de i1sinmada amag bir grup dinamigi

olusturmak ve bir sonraki asamaya hazirlik yapmaktir. Bu stirecte beden ve zihin birlikte calisir.

Genel olarak, 1Isinma oyunlarinin ana ¢alismaya uyumlu bir sekilde secilmesi stirecin etkili
olmasinda 6nerilen bir durumdur. Calismadan elde edilen bulgulara gore 6gretmen adaylari
Isinma ¢alismalarindan en fazla tercih edecekleri arasinda ilk siralarda Topla oynanan oyunlar
(6), Gazete katlama (6), Ayna (3), Heykel olusturma (3) yer almaktadir. Daha az sayida olmak
Uzere ise; Yapiskan kagitlar, Hareketi kim baslatti, Gliven havuzu, dikkat calismalari, esini bulma,
ot kusum 0Ot ve meyve sepeti ise 2’ser 6gretmen adayinca belirtilen 1sinma calismalarindan

olmustur. Listedeki digerleri ise sadece birer kez bahsedilmistir.

Buradaki 18 oyun arasinda yukarida belirtilen gruplamalar dikkate alinirsa her siniftan
alistirmalarin yer aldigi gorilmektedir. Ogretmen adaylarinin 1sinma siirecinde kaynasmays,
tanismayi, fiziksel hareketliligi, gliven saglamayi vb. hedefledigi gériilmektedir. Bu durum her ne
kadar sinirli sayida isinma alistirmalarindan bahsedilmis olsa da arastirmaci tarafindan olumlu

bulunmustur.

Ancak arastirmaci icin listedeki en dikkat ¢ceken bulgu Yirliime olmustur. Sadece bir
O0gretmen adayi tarafindan isinma ¢alismalari icin bu alistirmadan bahsedilmistir. Oysa bircok
drama calismasina liderler yiriime ile baslamaktadir. Hizli, yavas, muzik esliginde, kizgin kumda,
nehir kenarinda, kaygan taslarda vb. farkl sekillerde yiriinerek sirece giris yapilabilmektedir.
Sadece bir kisi tarafindan bahsedilmesi arastirmaciya gére yirimenin bir 1sinma ¢alismasi

olmasindan ziyade genel bir baslama olarak kabul edildigini distindlrmustdr.

Calismanin bu béliminde de 6gretmen adaylarinin 6gretmen olarak atandiklarinda
hangi darama tekniklerinden yararlanmayi distndiklerine yonelik gorisleri yer almaktadir.

Asagidaki tabloda elde edilen bulgular sunulmaktadir.
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Tablo2
Sinif Ogretmeni Adaylarinin Dramada Yararlanmay: Diisiindiikleri Drama Tekniklerine iliskin
Goriislerinin Analiz Sonuglari (N=23)

Drama teknikleri 0. Aday sayisi/ Cinsiyet (k ve e) Toplam
1 Biling koridoru 13k+4e 17
2 Bolinmus ekran 9k+3e 12
3 Telefon goriismeleri 7k+2e 9
4 Dedikodu halkasi 9k 9
5 Fotograf karesi 3k+le 4
6 Pantomim 2k+2e 4
7 Geriye donis 3k 3
8 Sicak sandalye 2k+1e 3
9 Dogaglama 1k+2e 3
10 Rol oynama 2k 2
11 Donuk imge lk+1e 2
12 Rol iginde yazma/ mektup yazma 2k 2
13 i¢c ses- dis ses 1k 1
14 Toplanti diizenleme 1k 1
15 Ritleller le 1
16 Ozel miilkiyet 1k 1
17 Roportaj yapma 1k 1

Tablo 2’den de gorildiglu gibi 6gretmen adaylar toplam 17 drama tekniginden
yararlanmayi diisiindiklerini belirtmislerdir. Issnmadan farkli olarak bu tablo da bazi tekniklerin

daha fazla kisi tarafindan tercih edildigi gorilmektedir.

Ornegin 23 ogretmenden 17’si Biling koridoru teknigini mutlaka kullanacagini
belirtmistir. Bu teknik ana karakterin karsilastigi bir ikilemde karar alma siirecinde
kullanilabilmektedir (AUY, 2016: 72). Boylece oyundaki kisiye alacagi kararda yardimci olmak
hedeflenmektedir. Ogretmen adaylarinin bu teknigi belirlemesinin altinda yatan nedenin
siniflarinda karsilasabilecekleri sorunlarda 6grencilere diisinmede ve farkl gorisleri dinlemede

yol gosterebilmesinin oldugu disliniilmektedir.

ikinci sirada yer alan teknik ise Bélinmiis ekran olmustur (12 kisi). Bu teknigin 6zelligi
farkli zaman ya da yerde gecen iki sahnenin bir bitlnllik iginde bir arada tasarlanarak
oynanmasidir (Adigizel, 2013: 402). Boylece iki durum arasindaki iliskiler tartismaya
acilabilmektedir. Ogretmen adaylarinin bu se¢iminin de 6grencilere farkli olaylar arasindaki

iliskileri gosterebilme isteginden kaynaklandigi diisiintilmektedir.

Ugiincii olarak 9 6gretmen adayinca segilen teknik ise Telefon gériismeleri olmustur. Cep
telefonlarinin hayatimizin her alanina girdigi ginimiizde bu teknik drama siirecinde 6ykinin
gelisimi icin kullanilabilmektedir. Adiglizel’in de (2013: 401) vurguladigi gibi telefon araciligi ile
gelen bilgiler silireci yonlendirmede 6nemlidir. Her gorlisme, her gelen haber ya da bilgi

dramadaki kurguyu/6ykuyu gelistirebilir ve slreci gerceklestirmede destekleyici olabilir.
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Ogretmen adaylarinin bu teknigi secmesinin giiniimiiz teknolojisi diistiniildiigiinde pratik ve

uygun bir tercih oldugu disiiniilmektedir.

Benzer sekilde 9 6gretmen adayinca belirtilen diger bir teknik te Dedikodu halkasi
olmustur. Bu teknik drama siirecinde rolle ilgili olaylarin grup icinde abartilarak, dedikodu haline
dondstirilerek yayllmasi ve boylece ¢atisma durumlarinin yaratilmasinda kullanilabilmektedir
(AUY, 2016: 72). Toplumumuzda kisilerin aile veya isyerlerinde olaylari farkl algiladigl ya da
abarttig durumlar yasanabilmektedir. iste dramadaki bu teknikle/ 6rneklemelerle insanlarin
gereksiz yere farkl algilanabilen durumlarla karsilasmalari (canlandirmalari /...mis gibi yapilarak)
saglanabilmektedir. Boylece drama katilimcilari yasanan sorunla ilgili empati kurabilmekte ve
olaylara farkli agilardan bakabilmektedirler. Ogretmen adaylarinin bu teknigi secmesinin altinda

yatan nedenin bu oldugu disiniimektedir.

Fotograf karesi olusturma ve Pantomim teknikleri ise dorder 6gretmen adayi tarafindan
belirtilmislerdir. Her iki teknigin de sdzsiiz olmasi dikkat cekicidir. ilkinde katilimcilar bir anin
resmini/fotografini olusturmakta (AUY, 2016: 71), digerinde ise s6zsiz hareketlerle (Adiglizel,
2013: 385) bir olay, dustince ya da duyguyu canlandirmaktadirlar. Her ikisi de vicut dili, jest ve
mimiklere dayanmaktadir. Ogretmen adaylarinin bu tercihinin nedeni olarak; 6grencilerinde
kendilerini ifade etmede kazanmalari gereken bir beceri oldugu dislincesinden kaynaklandigi

distnulmektedir.

Uger dgretmen adayinca tercih edilen tekniklerde Geriye donis, Sicak sandalye ve
Dogaclama olmustur. Aslinda dogaclamanin dramanin biitiininde ve her an var oldugu
distndlebilir. Clinkl ‘dramanin 6z dogaclamalara dayanir’ (MEB, 2004: 74). Bu slirecte kaliplari
onceden belli olmadan; hayal gliciine dayal bir sekilde, 6zgiir bir yaratma eylemi ortaya
konulmaktadir. Bu nedenle 6gretmen adaylarinin dogaglama tercihinin 06grencilerin

yaraticiliklarini tesvik etmede 6nemli oldugu distnilmektedir.

Geriye donis tekniginde ise olusturulan oyunda simdiki ve gecmisteki durumlar
sergilenerek, olaylar arasinda iliski kurulmasi, anlasilmasi saglanmaya calisilir. Adiglizel’ in de
vurguladigi gibi bu teknik ge¢mis ile simdi arasinda baglanti kurma, nedenleri sorgulama olanagi
saglayabilir (2013: 374). Ozellikle kiiciik yas grubu cocuklariyla bu teknigin kullaniimasi
sayesinde; Ogrencilerin olaylarin nedenleri veya sonuglari arasindaki iliskiyi anlamalarinda

yardimci olunabilir. Ogretmen adaylarinin tercihinin bu nedene bagli oldugu diisiiniilmektedir.

Sicak sandalye teknigi dramadaki karaktere katilimcilar tarafindan sorular sorulmasi

seklinde gergeklestirilir. Bu slrecte karakterin distnceleri, degerleri, davranislari
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sorgulanabilecegiicin iyi yonetilmesi 6nemlidir. Burada karakter sorgulanmali, katilimciya dontik
O0znel yasantilar, duygular sorulmamalidir. Adigiizel’ de teknikte sinirlarin asilmamasina vurgu
yapmistir (2013: 377). Arastirmaci bu teknigin psikodrama oturumlarina daha uygun oldugunu
disliinmektedir. Sadece 3 6gretmen adayinca tercih edilmesini de 6nemli bulmaktadir. Eger iyi

uygulanmaz ve yonetilemezse ilkokul ¢agindaki cocuklar igin kaygi, gerilim kaynagi olabilir.

ikiser 6gretmen adayinca tercih edilmis olan teknikler de Rol oynama, Donuk imge ve
Rol icinde yazmadir. Katilimcilarin rol oynamasi; o role ait kimlige biirinmeleri ve yaraticiliklarini,
beden dillerini ortaya koyarak kendilerini ifade edebilmelerini saglamaktadir. Benzer sekilde rol
icinde yazmada da girdikleri role uygun olarak yazmalari beklenmektedir. Bu siire¢ 6grencilerin
okuma yazma becerilerini gelistirmeye elverisli ve etkili bir tekniktir (MEB, 2004: 78-79).
Ogretmen adaylarinin tercihlerinin 6grencilerinde bu becerileri gelistirmeye yonelik oldugu

distnilmektedir.

Donuk imge tekniginde ise, katilimcilar drama sirasinda kendi bedenleri ile hareketsiz,
sessiz, sozsliz gorlntuler olustururlar (Adiglizel, 2013: 379). Boylece gruba mesajlarini verirler.
Olusturulan bu imge diger kisilerce anlasilabilmelidir. Bu noktada beden dili, jest ve mimiklerin
kullanimi dnem kazanmaktadir. Ogretmen adaylarinca bu teknigin tercih edilmesinin nedeni

olarak onlarin yukarida bahsedilen becerilerinin gelistiriimesi oldugu distintilmektedir.

Son olarak sadece birer dgretmen adayinca tercih edilen teknikler ise; i¢ ses-dis ses,
Toplanti diizenleme, Ritiieller, Ozel miilkiyet ve Réportaj yapma olmustur. Bu tekniklerin daha
az sayida 6gretmen adayinca tercih edilmesinin nedenleri arasinda canlandirmalar sirasinda -
uygulama siirecinde- yasanan bazi zorluklardan kaynaklandigi diisiiniilmektedir. Ornegin i¢ ses
tekniginde kisiler arasi uyum zorluklari yasanmis ve 6zel miilkiyet tekniginde de katilimcilar

karaktere can vermede oyun kurmada sorun yasamislardir.

Ancak ritteller, toplanti diizenleme ve roportaj yapma teknikleri drama oturumlarinda
basariyla uygulanmistir. Tercih sayisinin azhiginin 6gretmen adaylarinin diger tekniklerin ilkokul
diizeyinde daha rahat uygulanabilecegi ve daha fazla beceri kazandirabilecegine yodnelik

gorislerinden kaynaklandigi disliniilmektedir.
3.1 Sonug ve oneriler

Sonug olarak 6gretmen adaylariyla gergeklestirilen drama ¢alismalari sonrasinda onlarin
hangi drama tekniklerinden yararlanacaklarina yonelik gorisleri yukarida ele alinmistir. Kisaca

Ozetlenecek olursa 6gretmen adaylarinin 6gretmen olduklarinda derslerinde yararlanmayi
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dislindukleri drama teknikleri arasinda ilk bes sirayi; “Biling koridoru, Bolinm{s ekran, Telefon
gortismeleri, Dedikodu halkasi ve Fotograf karesi” almaktadir. Benzer sekilde kullanmayi
planladiklari Isinma oyunlarinda ise siralama “Topla oynanan oyunlar, Gazete katlama, Ayna,
Heykel olusturma ve Yapiskan kagitlardir”. Oysa; alan yazindaki calismalarda genellikle dramanin
farkli alanlara yénelik etkileri Gizerinde duruldugu gérilmektedir (Okvuran, 2000; Selvi ve Oztiirk,
2000; Ozsoy, 2003; Tokgdz, 2003; Ozer, 2004; Sagirh ve Giirdal, 2004; Unal, 2004; Ogur ve Bagci
Kilig, 2005; Duatepe ve Akkus, 2006; Ozdemir ve Ustiindag, 2007; Hamurcu, 2008; Sahbaz ve
Hamurcu, 2009; Kahyaoglu, Yavuzer ve Aydede, 2010; Basci ve Glindogan, 2011; Altintas ve
Kaya, 2012; Celikkaya, 2014; Karapinarl ve Gorgen, 2014; Durdukoca, 2015; Saylan, Altintas ve
Kaya, 2016; Sahin, 2018; Ozkan ve Tugluk, 2018). Bu ¢alismalarin birgogunda belli alanlarin
O0gretimine yonelik dramanin etkileri incelenirken bir boliminde ise tutumlar vb. farkl
degiskenler (izerindeki etkileri tartisilmistir. Ogretmen adaylari ile yirittigu arastirmada
Hamurcu (2018) dramanin vyararlari ve kullanip kullanmadiklarini ele almistir. Elde edilen
sonuclara gore; 6gretmen adaylarinin drama’nin eglenerek 6grenmek, 6grenciyi aktif kilmak,
kalicit 6grenmeyi saglamak, vyaraticiigi artirmak, farkli derslerde uygulanabilir olmak,
motivasyonu gelistirmek vb. gibi yararlarini vurgulamislar ve ileride 6gretmen olduklarinda

kullanmayi istediklerini de belirtmislerdir.

Bu ¢alisma bir egitim fakiiltesinde ve oldukga sinirli sayida 6gretmen adayi (N=23) ile ve
sadece nitel verilere dayanilarak gergeklestirildiginden; elde edilen bulgularin genel evrene
genellebilirligi sinirhdir. Ancak 6gretmen adaylarinin dramayi derslerinde uygulamaya yonelik
istekliligini de ortaya koydugu disliniildigiinde bulgular anlam kazanmaktadir. Bulgularin
Isiginda 68retmen adaylarinin dramanin hayatimiza/ 6grencilerimize olan katkilarini algiladiklari

soylenebilir.

Bu calismanin verileri her tablonun altinda ayrintili olarak tartisildigi icin burada bir kez
daha tartisiimayacaktir. Ancak genel olarak bakildiginda dramanin icerigi nedeniyle; 21.ylzyl
becerileri arasinda yer alan yaraticilik, isbirligi, iletisim ve elestirel dislinmeyi desteklemekte
uygun bir ydntem oldugu soylenebilir. Ogretmen adaylarinin kullanmay planladiklari 1sinma

¢alismalari, oyunlar ve drama tekniklerinin de bu amaca uygun belirlendigi diistinGlmektedir.
Bu arastirmadan elde edilen bulgularin isiginda da asagidaki 6nerilerde bulunulmaktadir,

1. Calisma sinirli sayida 6gretmen adayiyla gergeklestirilmistir. Bu nedenle ulasilabilen
bulgularin genellebilirligi de sinirhidir. Benzer arastirmalarin  farkli anabilim

dallarindaki daha fazla 6gretmen adayi ile gergeklestirilmesi dnerilebilir.
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2. Yeni yapilacak arastirmalarla 6zellikle dramanin bireylerin farkh yondeki bilgi ve
becerileri Gzerindeki etkileri incelenebilir (Siginmacilara yonelik yaklasimlar, ¢ok
kalttrllak, iletisim becerileri, sosyal beceriler, demokratik tutumlari, benlik algilari,
empati kurabilme becerileri, mesleki yeterlilik, 6gretmenlik meslegine yonelik

tutumlar, vb.).

Bilgilendirme notu: Bu galismanin kisa bir 6zeti 06-08 Eylil 2019 tarihleri arasinda Etkin
Ogrenme Dernegi ve TED Adana Koleji isbirligiyle diizenlenen ‘International Symposium on
Active Learning- ISAL 2019’ da soOzli bildiri olarak sunulmus ancak tam metin olarak

yayimlanmamistir.
REFENCES/KAYNAKLAR

Adigiizel, O. (2013). Egitimde Yaratici Drama, 3.Baski, Ankara: Pegem A Yayincilik.

AU- Anadolu Universitesi Yayini (2016). Cocuk ve Drama, Ed. Serap Ongéren, Eskisehir: Anadolu
Universitesi Yayini, No: 3285.

Altintas, E. ve Kaya, H. (2012). Fen Bilgisi Ogretmen Adaylarinin Drama Ydntemiyle Fen ve
Teknoloji Dersinin islenmesine Yonelik Oz-yeterlik ve Tutumlari. Erciyes Universitesi Fen
Bilimleri Enstitiisii Dergisi, 28 (4), 287-295.

Aylikcl, S, E. (2001). Sosyal Bilgiler Ogretiminde Drama Tekniginin Kalicihdin Arttirilmasinda
Kullaniimasi. Marmara Universitesi Egitim Bilimleri Enstitiisti (Yayimlanmamis Yiiksek
Lisans tezi), istanbul.

Basci, Z. ve Giindogan, K. (2011). Ogretmen Adaylarinin Drama Dersine iliskin Tutumlar ve
Gorisleri: Atatlrk Universitesi 6rnegi. Elementary Education Online, 10(2), 454-467.

Biyukoztirk, S., Cakmak, E., Akgiin, O. E., Karadeniz, S. ve Demirel, F. (2008). Bilimsel
Arastirma Yoéntemleri, (Gelistirilmis 2. Baski), Ankara: Pegem A yayincilik.

Celikkaya, T. (2014). Sosyal Bilgiler Dersinde Drama Yénteminin Onemi ve Uygulama Ornekleri,
Turkish Studies - International Periodical For The Languages, Literature and History of
Turkish or Turkic Volume 9/2 Winter 2014, 447-470.

Duatepe, A. ve Akkus, O. (2006). Yaratici Dramanin Matematik Egitiminde Kullanilmasi: Kimeler
Alt Ogrenme Alaninda Bir Uygulama. Yaratici Drama Dergisi, 1(1), 89-95.

Durdukoca, S. F. (2015). Examination Of Preschool Teacher Candidates’ Views On Drama As A
Course And A Teaching Method. Erzincan University Journal of Education Faculty
(EUJEF), 17(1), 153-174.

Hamurcu, H. (2008). The Effects of Creative Drama on Self Efficacy Beliefs of Class Teacher
Canditates in Science Education. ICES’08. Eastern Mediterranean University, Fagamusta,
North Cyprus, Proceedings of International Conference on Educational Science, Volume
I, 965-975.

Hamurcu, H. (2018). Sinif Ogretmeni Adaylarinin ilkokullarda Drama Uygulanmasina Yénelik
Gordusleri: Bir Durum Calismasi, Turkish Studies, Educational Sciences,13(27), 815-828.
DOI: 10.7827/TurkishStudies.14302

282 Sinirsiz Egitim ve Arastirma Dergisi, 5 (3), 261-284



(\%zz7 Buca Egitim Fakiiltesi Dordiincii Sinifta Okumakta Olan Sinif...

Hiilya HAMURCU

Kahyaoglu, H., Yavuzer, Y. ve Aydede, M. (2010) Fen Bilgisi Dersinin Ogretiminde Yaratici Drama
Yonteminin Akademik Basariya Etkisi, Tiirk Egitim Bilimleri Dergisi, 8(3), 741-758.

Karapinarli, R. ve Gérgen, i. (2014). Yaratici Drama Temelli Matematik Ogretiminin ilkdgretim
Ogrencilerin Basari Ve Hatirlama Diizeyine Etkisi, Turkish Studies - International
Periodical For The Languages, Literature and History of Turkish or Turkic Volume 9/5
Spring 2014, p. 1005-1020, ANKARA-TURKEY

Kog, F. (1999). Yaratici Dramanin Odrenmeye Etkisi: Sosyal Bilgiler Odretiminde Bir Yéntem
Olarak, Ankara Universitesi Sosyal Bilimleri Enstitiisii (Yayimlanmamis Yiiksek Lisans
tezi), Ankara.

MEB. (Milli Egitim Bakanligi). (2003). jlkégretim Drama—1 (Ogretmen igin). MEB. Basimevi,
Ankara.

MEB. (Milli Egitim Bakanhg). (2004). Drama: Anadolu Giizel Sanatlar Liseleri, Birinci baski, MEB.
Devlet Kitaplari, istanbul.

Ogur, B. ve Bagci Kilig, G. (2005), Fen Bilgisi Derslerine Drama Entegre Edilmesinin Ogrencilerin
Fen Basarilarina Etkisi, Egitim Arastirmalari. 20, 178-188.

Okvuran, A. (2000). Yaratici Dramaya Yénelik Tutumlar, Ankara Universitesi Sosyal Bilimleri
Enstitiisi EPO Anabilim Dali. (Yayimlanmamis Doktora tezi), Ankara.

Omeroglu, E. (1990). Anaokuluna Giden Bes-Alti Yasindaki Cocuklarin Sézel Yaraticiliklarinin
Gelisimine Yaratici Drama Egitiminin Etkisi, Hacettepe Universitesi Saghk Bilimleri
Enstitlisd, (Yayinlanmamis Doktora tezi), Ankara.

Ozdemir, P. ve Ustiindag, T. (2007). Fen ve Teknoloji Alanindaki Unlii Bilim Adamlarina iliskin
Yaratici Drama Egitim Programi. ilkégretim Online, 6 (2), 226-233. http://ilkogretim-
online.org.tr 20 Nisan 2009.

Ozer, M. (2004). ilkégretim Sosyal Bilgiler Ogretiminde Yaratici Drama Yénteminin Demokratik
Tutumlara ve Ders Basarilarina Etkisi, Dokuz Eylil Universitesi Egitim Bilimleri Enstitiisi,
(Yayimlanmamus Yiiksek Lisans tezi), izmir.

Ozkan, B. ve Tugluk,N.,M. (2018). Drama Temelli Matematik Etkinliklerinin 5 Yas Cocuklarin
Temel Bilimsel Siire¢ Becerilerine Etkisi,Turkish Studies Educational Sciences Volume
13/11, Spring 2018, p. 1083-1091 DOI: http://dx.doi.org/10.7827/TurkishStudies.13392

Ozsoy, N. (2003). ilkégretim Matematik Derslerinde Yaratici Drama Yénteminin Kullaniimasi,
BAU Fen Bilimleri Enstitiisii Dergisi. (5), 2, 112-119.

Sagirh, H. E.ve Giirdal, A. (2004), Fen Bilgisi Dersinde Drama Tekniginin Ogrenci Tutumuna Etkisi,
V. Ulusal Fen Bilimleri ve Matematik Egitimi Kongresi 16-18 Eyliil 2002 Ankara bildiri
kitabi, Cilt-1, 374-379. Devlet Kitaplari Mid{rlGgi Basimevi, Ankara.

Saylan, A., Altintas, E. ve Kaya, H. (2016). Ogretmen Adaylarinin Fen Bilimleri Dersinde Drama
Yonteminin Kullanilmasina Yonelik Gorusleri, Uluslararasi Egitim Bilimleri Dergisi, 3(6),
353-366. D0OI:10.9761/JASSS3351

Selvi, K. ve Oztiirk, A. (2000). Yaratici Drama Yéntemi ile Fen Ogretimi, Egitim ve Bilim, (25), 116,
42-46.

Sahbaz, O. ve Hamurcu, H. (2009). Yaratici Drama ile Fen Ogretiminin Ogrencilerin Sézel
Yaraticiliklarina, Basarilarina ve Derse Yonelik Tutumlarina Etkisi, ilkégretmen Egitimci
Dergisi, 26, 18-23.

283 Sinirsiz Egitim ve Arastirma Dergisi, 5 (3), 261-284


http://ilkogretim-online.org.tr/
http://ilkogretim-online.org.tr/

(\Dzze# Buca Egitim Fakiiltesi Dordiincii Sinifta Okumakta Olan Sinif...

Hiilya HAMURCU

Sahin, A. (2018). Atasdzlerinin Yaratici Drama ile Ogretilmesi, Turkish Studies Educational
Sciences Volume 13/19, Summer 2018, p. 1659-1668 DOI:
http://dx.doi.org/10.7827/TurkishStudies.13909

Sahin, F. ve Oktay, A. (1998). ilkokul Ogrencilerinde El Yapmasi Modeller ve Dramatizasyonla
Biyolojik Kavramlar ve Aralarindaki iliskilerin Ogretilmesi. Marmara Universitesi Atatiirk
Egitim Fakiiltesi Egitim Bilimleri Dergisi,10, 265-277.

Tokgdz, N. (2003). Biyoloji Ogretiminde Yaratici Drama Yéntemiyle Geri kazanim Konusunda
Duyarlilik Gésteriminin Ders Araglari Uretimine Yansimasi, Ankara Universitesi Egitim
Bilimleri Enstitisi, (Yayimlanmamis Tezsiz Yiksek Lisans Projesi), Ankara.

Unal, E. (2004). Celal Bayar Universitesi Egitim Fakiiltesi Sinif Ogretmenligi Bélimiinde Ogrenim
Goren Son Sinif Ogrencilerinin ilkdgretimde Drama Derslerine iliskin Tutumlari. Trakya
Universitesi Sosyal Bilimler Dergisi. (5), 2, 1-15.

Ustiindag, T. (1997). Vatandashk ve insan Haklari Egitimi Dersinin Ogretiminde Yaratici
Dramanin Erisiye ve Derse Yénelik Ogrenci Tutumlarina Etkisi, Hacettepe Universitesi
Sosyal Bilimler Enstitusd, (Yayimlanmamis Doktora tezi), Ankara.

Yildinnm, A. ve Simsek, H. (2000). Sosyal Bilimlerde Nitel Arastirma Yéntemleri, 2. Baski, Ankara:
Seckin yayinlari.

internet kaynakgasi:

Se¢meli Ders; Egitimde Drama Uygulamalari Dersi Lisans programi
(http://debis.deu.edu.tr/ders-katalog/2016-2017/tr/tr 1117 1117 2157.html). 18
Eylil 2020.

284 Sinirsiz Egitim ve Arastirma Dergisi, 5 (3), 261-284


http://debis.deu.edu.tr/ders-katalog/2016-2017/tr/tr_1117_1117_2157.html

The Journal of Limitless Education and Research

DOI: 10.29250/sead.772062
Posted Date Article Type Acceptance Date
20.07.2020 Research 14.11.2020

Examining the Pre-service Teachers’ Mathematics Identity,
Early Teacher Identity, and STEM Teaching Intentions

Assoc. Prof. Dr. Giiney HACIOMEROGLU, Canakkale Onsekiz Mart University, hguney@comu.edu.tr

Abstract: The aim of this study was two-fold: establish cross-cultural reliability and
validity of the self-efficacy and concerns about STEM education instrument for elementary pre-
service teachers in Turkey and to examine elementary and mathematics pre-service teachers’
mathematics identity, early teacher identity and STEM teaching intentions. Results of the study
revealed that adapted Mathematics Identity Instrument is valid and reliable to use in Turkish
culture. Adapted instrument has one sub-scale. It includes 9-items on a 5-point Likert type. The
original and adapted instrument were not equivalent. Cronbach’s alpha for the instrument was
calculated as .86 respectively. The findings of this study revealed elementary pre-service
teachers had moderate and mathematics pre-service teachers had high level of mathematics
identity. Both elementary and mathematics pre-service teachers hold a high level of early
teacher identity. A significant difference was found between elementary and mathematics pre-
service teachers’ mathematics and early teacher identity regarding their majors. The difference
was in the favor of mathematics teachers. There was no significant difference between pre-
service teachers’ early teacher identity regarding math identity variable. This research study
revealed that both elementary and mathematics pre-service teachers had high level of STEM
teaching intentions. A significant difference was found between elementary and mathematics
pre-service teachers’ subjective norms in relation to STEM teaching intentions regarding their
majors. The difference was in the favor of mathematics teachers.

Keywords: Mathematics identity, Early teacher identity, STEM teaching intentions,
Elementary, Mathematics, Pre-service teacher.

Cited in: Haciomeroglu, G. (2020). Examining the Pre-service Teachers’ Mathematics Identity, Early Teacher Identity,
and STEM Teaching Intentions. Ogretmen Adaylarinin Matematik Kimlikleri, Meslek Oncesi Ogretmen Kimlikleri ve
FeTeMM Ogretim Yénelimlerinin incelenmesi. The Journal of Limitless Education and Research, Sinirsiz Egitim ve
Arastirma Dergisi, 5(3), 261-320. DOI: 10.29250/sead.772062.

Author’s ORCID No: 0000-0002-7562-9976



(\%zz7 Examining the Pre-service Teachers’ Mathematics Identity, Early...

Giiney HACIGMEROGLU

1. Introduction

In the training of qualified elementary and mathematics teachers in teacher education
programes, it is important for the pre-service teachers to have a strong mathematics and early
teacher identity in terms of their future STEM education practices. Identity is expressed as how
a person defines himself/herself and how other people (i.e., teachers, parents, friends and
classmates) define them (Heffernan & Newton, 2019). Mathematics identity is defined as a
positive relationship with mathematics (Heffernan & Newton, 2019). A positive identity
regarding mathematics requires that a person perceives himself as a mathematical learning
individual and continues to learn mathematics (Boaler & Greeno, 2000). Negative identity is
associated with seeing mathematics as meaningless and perceiving itself as a repetitive lesson
(Anderson, 2007; Boaler & Greeno, 2000). The individual with this negative perspective thinks
they do not have the natural ability to be successful in mathematics (Blackwell, Trzesniewski, &
Dweck, 2007). For example, if the individual perceives mathematics as meaningless and full of
rules, formulas and repetitive operations, and accepts it as an unpopular lesson, it can be said
that his mathematical identity has developed negatively. The positive and negative development
of an individual's mathematical identity plays an important role in the learning-teaching
processes. For example, if any teacher has a strong mathematical identity, they tend to describe
mathematics using examples associated with everyday life and emphasize the place and
importance of mathematics using interdisciplinary activities. If any teacher has a negatively
developed mathematics identity, this situation reflects on teaching practices. Teachers who
have negative points of views towards mathematics have teacher-centered attitude while
teaching mathematical concepts (Blackwell, Trzesniewski & Dweck, 2007). This situation affects
students' participation in mathematics lessons and their success (Pajares & Schunk, 2001).
Feldhaus (2014) emphasizes that an individual's mathematical tendencies are formed at an early
age and it is exceedingly difficult to change. However, studies (Bikner-Ahsbahs, 2003; Dou,
Hazari, Dabney, Sonnert & Sadler, 2019) indicate that it is possible to change an individual's
mathematical tendencies. In order to change this, it is emphasized that opportunities should be
created to support the development of pre-service teachers ' positive identity both as students
and as teachers of the future in teacher training programs, (Beauchamp & Thomas, 2009; Bikner-
Ahsbahs, 2003; Chong & Low, 2009; Horn, Nolen, Ward & Campbell, 2008). Hence, it can enable

pre-service teachers to develop positive identities.

Considering that students' interest and achievement in mathematics and science fields

decreased from preschool to secondary education (Pell & Jarvis; 2001; Suna, Tanberkan & Ozer,
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2020), teachers' teaching approaches and practices play an important role. Elementary school
education is determined as the most critical education stage in development of learners’
interests with STEM disciplines and other fields respectively (Conderman & Woods, 2008; De
Jarnette, 2012). Recently, one of the most appropriate approaches to be given in
interdisciplinary applications appears to be STEM (Science, Technology, Engineering and
Mathematics) education. STEM education is defined as teaching practices in which at least two
and/or all disciplines are intertwined. One of the main reasons for the emphasis on STEM
education approaches in recent years is the training of students who will be employed in
occupational fields related to science and mathematics. It can be said that mathematics and
science identities have an important role in the development of students' interests and attitudes
towards STEM disciplines and their advancement as a career choice in the future. It emphasizes
that pre-service teachers who started teacher training programs lack confidence and interest in
STEM teaching (Weiss, Banilower, McMahon & Smith, 2001). Adams, Miller, Saul, and Pegg
(2014) emphasize that many elementary teachers have difficulty using STEM education in
teaching compared to teaching other subjects. It can be said that this situation is related to past
learning experiences. For this reason, teacher education programs should focus more on STEM
education and the confidence of the pre-service teachers in applying STEM teaching should be
increased and their concerns should be removed away. In line with this purpose, it is important
to include new learning and teaching approaches, which is the focus of STEM education, in
teacher training programs. In this way, pre-service teachers' STEM teaching intentions can be

improved (Adames, et al., 2014).

Researchers emphasize that learning to be a teacher is as important as learning how to
teach (Chong, 2011; Chong, Low, & Goh, 2011; Kelchtermans & Hamilton, 2004; Meijer, de
Graaf, & Meirink, 2011; Schepens, Aelterman, & Vlerick, 2009). For this reason, a developing
professional teacher identity and early teacher identity have an important role in terms of what
kind of teacher a pre-service teacher will be. Early teacher identity is about how pre-service
teachers studying in teacher training programs see themselves as a teacher (Friesen & Besley,
2013). It is emphasized that the opinions of pre-service teachers who have just started teacher
training programs on teaching are formed by the effect of their past learning experiences (Fajet,
Bello, Leftwich, Mesler, & Shaver, 2005). Pre-service teachers' prejudices along with their
positive or negative opinions about teaching can affect their interactions with students,
teachers, and school administrators (Kagan, 1992). However, in teacher education programs,

pre-service teachers are expected to use the different learning and teaching approaches they
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have learned in theory, primarily in the lessons they take, and then in the context of school
application studies. Researchers emphasize that the early teacher identity start to develop
gradually with the responsibilities that pre-service teachers are obliged to fulfill in the lessons

they take in teacher education and school implementation studies.

At the national level, it is seen that research projects are conducted to examine pre-
service teacher identities. It is seen that some of these studies were field-specific (English, music,
elementary pre-service teachers) (Babanoglu & Agcam, 2020; Koca, 2016; Kigukaydin &
Gokbulut, 2019), while other studies were conducted using different sampling techniques for
pre-service teachers studying in different departments of education faculties. (Egmir & Celik,
2019). In addition, it was determined that studies were carried out to determine the early
teacher identities of pre-service teachers (Celik & Kalkan, 2019; Ulugbey, Yildirim & Alpaslan,
2018) who received the pedagogical formation certificate and the pre-service teachers who
received the education faculty and pedagogical formation certificate (Karatepe & Akay, 2020).
Studies (Babanoglu & Agcam, 2020; Celik & Kalkan, 2019; Egmir & Celik, 2019; Karatepe & Akay,
2020; Koca, 2016; Kiiclikaydin & Gokbulut, 2019; Ulugbey, Yildirnm & Alpaslan, 2018) revealed

that pre-service teachers have a high-level perception of pre-service teacher identity.

In order to determine STEM teaching intentions, it is observed that research projects
were conducted with pre-service teachers from science (Dogan & Similar, 2019; Karisan,
Macalalaf & Johnson, 2019), elementary, and mathematics teachers (Mixan & Bakirci, 2017).
The study conducted by Karisan, Macalalaf, and Johnson (2019) determined that after taking
STEM teaching course, pre-service science teachers' STEM teaching orientation changed
positively. Dogan and Benzer (2019) determined that pre-service science teachers' STEM
teaching intentions were positive. On the other hand, Mixan and Bakirci (2018) found that
science and elementary pre-service teachers' STEM teaching intentions were more developed

compared to pre-service mathematics teachers.

At the national level, it is seen that various studies have been carried out on the use of
STEM interdisciplinary teaching of pre-service teachers (mathematics, chemistry, science)
(Aslan-Tutak, Akaygiin & Tezsezen, 2017; Yildinm & Altun, 2015; Ozkizilcik & Cebesoy, 2020;
Tarkin-Celikiran & Aydin-Glinbatar, 2017). Through these studies, it is aimed that pre-service
teachers will include STEM education as a teacher in the future and help their students
participate actively in these activities. In addition, it is seen that the studies were conducted to

determine STEM teaching intentions of pre-service teachers who study in different programs.
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However, when these studies are accentuated, it is noteworthy that there are few studies
conducted with elementary and mathematics pre-service teachers for STEM education (Aslan-
Tutak, Akaygiin & Tezsezen, 2017; Hacidmeroglu, 2018; Mixan & Bakirci, 2017). In addition,
when researches conducted at international level are deduced, measurement tools are seen to
have been developed so as to examine students' mathematics and STEM identities (Cribbs,
Hazari, Sonnert & Sadler, 2015; Dou, Hazari, Dabney, Sonnert & Sadler, 2019). This situation
revealed the need for a measurement tool that can be used in Turkish culture to examine the
mathematical identities of pre-service teachers. For this reason, in this study, it was aimed
primarily to obtain a measurement tool that could be utilized to examine the mathematical
identities of pre-service teachers and then to examine the mathematics identity perceptions,
early teacher identity perceptions and STEM teaching orientation levels of pre-service teachers

and mathematics teachers.

Aim

The aim of this research is twofold: primarily, its being the Turkish adaptation study of
the Mathematics Identity Scale developed by Cribbs et al. (2015), which can be used to

investigate mathematical identities of pre-service teachers. Secondly, it is to examine pre-

service teachers' mathematics identity, early teacher identity, and STEM teaching intentions.
For this purpose, the following research questions were sought:

1. Is the Mathematics Identity Scale, adapted into Turkish, a valid and reliable

measurement tool for pre-service teachers?
2. What are the pre-service teachers' perceptions of their mathematical identity?
3. What are the levels of pre-service teachers' perceptions of early teacher identity?
4. What are the levels of STEM teaching intention of the pre-service teachers?

5. Is there a significant difference between pre-service teachers' mean scores of

mathematics identity according to the variable of the program type studied?

6. Isthere asignificant difference between pre-service teacher identity average scores

according to the variable of program type studied?

7. Is there a significant difference between pre-service teachers' STEM teaching

intentions mean scores according to the variable of program type studied?
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8. What is the relationship between pre-service teachers' mathematics identity, early

teacher identity and STEM teaching intentions?
2. Method

In this quantitative study, survey method and correlational research design were used
together. Survey method was used within the scope of validity and reliability studies of the
measurement tool (Karasar, 2010). In the second stage of the study, the correlational research
design was utilized to examine the mathematics identity, early teacher identity and STEM
teaching intentions of the elementary and mathematics pre-service teachers. Correlational
research design was used to determine the changes between two or more variables (Karasar,

2010).
2.1. Translation of the Mathematics Identity Scale

Nine items in the Mathematics Identity Scale were translated into Turkish by the
researcher. At the same time, the items in the scale were first translated from English to Turkish
and then from English to Turkish by a group of five experts (two math education, two teacher
education, one English language education). After the researcher and expert group translated
the items of the scale in accordance with the original form, they were brought together and
compared in terms of common and different aspects. Later, the scale was examined by a Turkish
education expert in terms of suitability for written expression and grammar. In this way, a ready-

to-practice Turkish version was created.
2.2. Participants

Within the scope of this research, the data were collected in the Fall 2019 semester of
the 2019-2020 Academic Year. In the first stage of this study, the data for the adaptation of the
measurement tool to Turkish were collected from a total of 305 participants, including 207 (66
males and 141 females) 1st year pre-service mathematics teachers and 98 (19 males and 79
females) elementary pre-service teachers. For the test-retest study, the data were conducted
with 45 (11 males and 34 females) participants studying in the first year of the mathematics
teacher education program. Within the scope of this study, data were collected from 264 pre-
service mathematics teachers and 228 elementary pre-service teachers in order to examine pre-
service teachers' mathematics identities, pre-service teacher identities and STEM teaching

intentions. Of these 492 participants, 389 are females and 103 are males (See Table 1).
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Table 1
Demographic Information of Pre-service Teachers Participating in the Research Part (N = 492)
Independent variables Group N %
Female 389 79.1
*
Gender Male 103 209
Middle School Mathematics Teacher 264 53.7
The type of program studied Education
Elementary Teacher Education 228 46.3

Mathematical Identity **

* Since the number of female pre-service teachers is more than three times the number of males, it was not
considered as an independent variable.

** By using quartiles, pre-service teachers' mathematics identities were divided into three groups as low, moderate
and high, and transformed into independent variables (See Bursal & Paznokas, 2006; Haciomeroglu, 2013).

2.3. Data Collection Tools
2.3.1. Mathematics Identity Scale

Mathematics Identity Scale was developed by Cribbs et al. (2015). The scale is 5-point
Likert type and consists of nine items. This scale was developed in order to reveal the
mathematic identities of university students taking analysis course. The developed scale consists
of three sub-dimensions: interest, recognition, and competence/performance. Cronbach alpha
reliability coefficients for these sub-dimensions, interest, recognition, and competence/
performance sub-dimensions were calculated as .95, .63 and .77, respectively. The ranges of O-
disagree and 1-agree are used for the original scale. However, within the scope of this study, the

ranges of 5-point Likert type identified as ranging from 1 strongly disagree to 5-strongly agree.
2.3.2. Early Teacher Identity Scale

Early Teacher Identity was developed by Friesen and Besley (2013) and adapted to
Turkish by Arpaci and Bardakgi (2015). The adapted scale is 5-point Likert type and consists of
17 items. This scale was developed to determine the perceptions of the pre-service teachers
studying in teacher education programs about how they see themselves as a teacher. The ranges
of 1 - strongly disagree and 5 - strongly agree were used for this scale. The reliability coefficient

for the scale was calculated as .91.
2.3.3. Integrated STEM Teaching Intention Scale

This scale was developed by Lin and Williams (2016) and adapted to Turkish by
Haciomeroglu and Bulut (2016). The adapted scale consists of five sub-dimensions: knowledge,
value, attitude, subjective norms, perceived behavioral control and behavioral intention. The

reliability coefficients for these sub-dimensions were calculated as .93, .86, .87, 69 and .86,
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respectively. The adapted scale consists of 31 items. While the scale was applied, ranges of 1-

strongly disagree and 5-strongly agree were used.
2.4. Data Collection and Data Analysis

Within the scope of this study, Jennifer D. Cribbs was first reached by e-mail in order to
get permission to utilize the scale. In the next step, within the scope of the validity and reliability
studies of the scale, the elementary and mathematics pre-service teachers who were aimed to
participate in the study were informed. Within the scope of the research, data were gathered
and applied in a suitable time period outside of the courses of the participants on a voluntary
basis. SPSS 22.0 and LISREL 8.51 (Joreskog & Sorbom, 2002) programs were used for data
analyses. Using these programs, exploratory factor analysis, test-retest, Cronbach alpha
reliability coefficients were calculated, and confirmatory factor analysis was applied within the
scope of validity and reliability studies. In the second phase of the study, the adapted
mathematics identity scale and the early teacher identity scale were applied to the senior class
and pre-service mathematics teachers on a voluntary basis. In the evaluation of scale ranges,
4.50-5.00 strongly agree, 3.50-4.49 agree, 2.50-3.49 undecided, 1.50-2.49 disagree, 1.00-1.49
strongly disagree intervals were used. Arithmetic mean and standard deviation were calculated
within the scope of descriptive statistics. Since the number of female pre-service teachers is
three times more than male pre-service teachers, gender was not considered as an independent
variable. In addition, normality, Man Whitney U and Kruskall Wallis tests were performed for
the data. In order to determine whether there is a significant difference between pre-service
teachers' perceptions of mathematics identity and early teacher identity perceptions and STEM
teaching orientation levels, pre-service teachers' mathematics identities were divided into three
groups as low, moderate and high using quartiles. Low and high mathematical identity
perception formed the lower 25% and the upper 25%, respectively. On the other hand, the
middle level mathematical identity perception was formed by the 50% segment outside these
segments. Spearman's rho correlation coefficients were calculated to determine whether there

is a relationship between two variables (mathematics and early teacher identity).
3. Results
3.1. Findings from the validity study of the Mathematics Identity Scale

Within the scope of validity studies, Kaiser-Mayer Olkin (KMO) value was calculated by
applying Exploratory Factor Analysis (EFA) and Barlett Sphericity test was performed. It was

determined whether the scale adapted by using Varimax rotation method was one-dimensional
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or not. The obtained findings were calculated as KMO value of .880 and Bartlett's Sphericity test
results as X2 (36) =1856.233 p <.01. Since the KMO value is above .6 and the p value is significant
at the .000 p <.000 level, it has been determined that the data are appropriate for EFA
(Buyukoztirk, 2011; Cohen, Manion & Morrison, 2018; Eroglu, 2009). In addition, analyzes
revealed that there was only one factor with an eigenvalue greater than 1. It was determined
that the item total test correlation values calculated for the items in the scale ranged from .858
to .673 and were at an acceptable level. Klein (1986) emphasizes that the lower limit for item
total test correlation value should be .20. It was determined that there was only one factor with
eigenvalue greater than 1 for the scale for which the adaptation study was conducted. This single

factor explains 64.737% of the total variance.
3.2. Findings from the Reliability Study for the Mathematics Identity Scale

For this study, the test-retest study was carried out by applying one-month-interval to
45 pre-service teachers. The mean and standard deviation values for the first and second
applications were determined as 3.64%.82, 3.59+.63, respectively. The Pearson correlation
coefficient was calculated as .854, and it was determined that this value was significant at the
.000 p =.001 level. The adapted measuring tool is one dimensional. The reliability coefficient for
the whole scale was calculated as .86 (See Table 2).
Tablo 2

Exploratory Factor Analysis Results for Mathematics Identity Scale
Mathematical

Item Identity r
k4 .858 .697
k5 797 .647
k1 .784 .696
k2 .770 .692
k7 755 .703
k3 733 .699
k6 .715 .581
k8 .693 456
k9 .673 .642

Cronbach alfa .86

3.3. Mathematics Identity Scale Confirmatory Factor Analysis Findings

CFA was applied to determine the suitability of the single-factor model that emerged as
a result of the exploratory factor analysis applied to the data collected for the Mathematics
Identity Scale for which the adaptation study was conducted. The index values obtained as a

result of the analysis are displayed in Table 3.
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Table 3
Confirmatory Factor Analysis Index Values

Model X2 sd x*/sd CFI RMSEA SRMR RMR GFI AGFI NFI NNFI
Mathematics
Identity Scale
Single-factor

model

7292 27 2.7 .96 .059 .041 .029 .97 .95 .94 .95

The ratio of the chi-square value to the degree of freedom below three is considered as
a good degree of rapport (Cokluk, Sekercioglu & Blylikoztirk, 2012; Kline, 2016; Stimer, 2000).
As indicated in Table 2, GFlI and AGFI values above .90 (Hooper, Coughlan & Mullen, 2008;
Schumacker & Lomax, 1996; Simer, 2000) and RMSEA value lower than .07(Brown, 2015) are
considered good fit. In addition, RMR and SRMR values are less than .05, CFl value is over.95,
and NFl and NNFl index values are over .90, and they are considered as perfect fit (Hu & Bentley,
1999; Sumer, 2000; Tabachinck & Fidell, 2007). The findings obtained revealed that the model

tested for the adapted scale fit well.
3.4. Findings from the Normality Test

Normality test was applied to the data collected by using Mathematics Identity Scale,
Early Teacher Identity Scale and Integrated STEM Teaching Orientation Scales in order to
determine whether or not the data met the assumption of normality (See Table 3).

Table 4
Normality Test Results of Scores Related to Scales

Kolmogorov-Smirnov

Statistics N p
Mathematical Identity .087 492 .000
Early Teacher Identity Scale .077 492 .000
STEM Knowledge 117 492 .000
STEM Value .105 492 .000
STEM Attitude .090 492 .000
STEM Subjective norms .092 492 .000
STEM Perceived Behavioral Control and 072 492 .000

Behavioral intention

The results of Kolmogorov-Smirnov test do not meet the normality assumption since the
p value calculated for Mathematical Identity, Early Teacher Identity and Integrated STEM

Teaching Orientation Scales is .000 p <.05 (See Table 4).
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3.5. Pre-service Teachers' Mathematics, Early Teacher Identity, STEM teaching

intentions

Arithmetic mean and standard deviation values were calculated to determine pre-

service teachers' perceptions of mathematics and early teacher identity and STEM teaching

intentions.

Table 5

Descriptive Statistics (N = 492)
Sub Dimensions X SD
Mathematical Identity 3.64 .82
Early Teacher Identity Scale 3.61 .37
STEM Knowledge 3.51 .76
STEM Value 3.70 .75
STEM Attitude 3.62 .72
STEM Subjective norms 3.31 .81
STEM Perceived Behavioral Control and Behavioral intention 3.58 .75

Findings indicate that pre-service teachers' perceptions of mathematical identity and
early teacher identity correspond to the "l agree" range. In addition to this, it was determined
that the opinions of the pre-service teachers about knowledge, values, attitudes, subjective
norms and Perceived Behavioral Control and Behavioral intention sub-dimensions of STEM
teaching intentions corresponded to the "l agree" range.

Table 6
Descriptive Statistics (N = 492)

Programs Studied
Elementary Mathematics

Elementary Education

Education

X SD X SD
Mathematical Identity 3.40 .81 3.85 .77
Early Teacher Identity Scale 3.55 .40 3.67 32
STEM Knowledge 3.48 72 3.53 .79
STEM Value 3.66 .72 3.74 .77
STEM Attitude 3.62 71 3.62 74
STEM Subjective norms 3.17 .74 3.43 .85
STEM Perceived Behavioral Control and 3.60 80 356 72

Behavioral intention

It was determined that the mathematics identity perceptions of the elementary pre-
service teachers corresponded to the "undecided" range and the mathematics identity
perceptions of the mathematics pre-service teachers correspond to the "l agree" range. It is seen
that the early teacher identity perceptions of the elementary pre-service teachers correspond
to the agree range. It was determined that the opinions of the elementary and mathematics pre-
service teachers about the knowledge, value, attitude and perceived behavioral control and

behavioral intention sub-dimensions of STEM teaching intentions corresponded to the "l agree"
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range. It is seen that only their views on the subjective norms sub-dimension correspond to the

"undecided" range.

Mann Whitney U test was conducted to determine whether there is a significant
difference between pre-service teachers' perceptions of mathematics and early teacher identity
according to the type of program studied.

Table 7
Mann Whitney U test results for the Scales of Mathematics Identity, Early Teacher Identity and

Integrated STEM Teaching Orientation Scale according to the variable of the type of program
studied

Mean Sum of
Scales Program Type Studied N Rank Rank u Y

Middle school mathematics ) o004 758785 192935 .000

Mathematical teacher education
Identity EIementaryTeacher 298 199.1 45399.5
education
Middle school mathematics e\ 5005 703175 248545 001
Early Teacher teacher education
Identity Scale EIementaryTeacher 228 9235 509605
education
Middle school mathematics ¢\ 50397 670485 281235 206
STEM teacher education
Knowledge EIementaryTeacher 298  237.85 542295
education

Middle school mathematics
teacher education
Elementary Teacher
education
Middle school mathematics
teacher education
Elementary Teacher

264 255.03 67329.0 27843 .149
STEM Value
228 236.62 53949.0

264 249.08 65756.5 29415.5 .664
STEM Attitude
228 243.52 55521.5

Integrated STEM Teaching Intention Scale

education
Middle school mathematics
264  267. 70734 244 .
STEM Subjective teacher education 6 67.93 073 38 000
norms EIementaryTeacher 228 22168 50544
education
STEM Perceived Middle school mathematics
. 264  245.2 42 29812 971
Behavioral teacher education 6 >-29 64265 98 9
Control and I h
Behavioral Eemegtary.Teac er 24575 56030
intention education

It has been determined that there is a significant difference between the pre-service
teachers' mathematics and early teacher identity average scores according to the variable of the
type of program being studied, and this difference is in favor of pre-service mathematics
teachers. It was determined that there is a significant difference only between the subjective

norms sub-dimension regarding STEM teaching intentions of the pre-service teachers according
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to the type of program studied. It is seen that this difference is in favor of pre-service

mathematics teachers (See Table 7)

The Kruskal Wallis test was applied to determine whether there is a significant difference
between pre-service teachers' perceptions of pre-service teachers according to the
mathematics identity perception variable, which is divided into three groups as low, moderate,
and high (See Table 8).

Table 8

Kruskal Wallis Test Results on the Early Teacher Identity Scale by the Mathematics Perception
of Identity Variable

Groups
Scale (Mathematical N  Mean Rank X2 df  p Sig. diff.
Identity Perception)
Early Teach Low 130 211.2
arly Teacher Moderate 233 2392 23739 2 000 1-2,1-3,2-3
Identity .
High 129 295

The findings indicate that there are significant differences between the perception of

mathematics identity low and common, low and high, and moderate and high since it is p <.05.

The Kruskal Wallis test was conducted to determine whether there was a significant
difference between the STEM teaching intentions of the pre-service teachers according to the
mathematical identity perception variable.

Table 9

Kruskal Wallis Test Results on Integrated STEM Teaching Orientation Scale According to the
Mathematics Perception of Identity Variable

Groups
. . (Mathematical Mean Sig.
Scale of Sub-Dimensions Identity N Rank X2 df diff.
Perception)
o Low 130 221.5
§ STEM Knowledge Moderate 233 253.6 5.642 2 .060
< High 129 258.7
= Low 130 222.6
g STEM Value Moderate 233 259.8 5774 2 .056
= High 129 2464
-_g Low 130 224.4
5 STEM Attitude Moderate 233 255.9 4.385 2 112
— High 129 251.7
2 Low 130 2191
5 STEM Subjective norms Moderate 233 251.8 7.248 2 .027 1-3
3 High 129 2643
& STEM Perceived Low 130 235.1
4:‘:3 Behavioral Control and Moderate 233 255.5 2254 2 324
- Behavioral intention High 129 237.7
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The findings revealed that there was no significant difference between low, moderate,

and high mathematics identity levels and STEM education orientation, as p> .05, between
knowledge, value, attitude and perceived behavioral control and behavioral intention sub-
dimensions. However, since the value was p <.05, STEM revealed a significant difference
between the subjective norms sub-dimension and low and high math identity levels regarding

teaching orientation.

Table 10.
Correlation Analysis Results Between Scales
1 2 3 4
1. Mathematics ldentity - .240%** .90* .90*
2. Early Teacher Identity .240%** - .092*
3. FeTeMM Knowledge .090* .092* -
4. FeTeMM subjective .090* -

norms

N=492; **p<.01

Spearman rank correlation analysis was calculated to reveal the degree of relationship
between pre-service teachers' mathematical identity, early teacher identity perceptions and
STEM teaching intentions. While analyzing this value, between 0.00-0.25 is considered as low
correlation (Sungur, 2009). The findings revealed that there is a significant but low relationship
between pre-service teachers' mathematical identity, early teacher identity perceptions and

STEM teaching intentions.
3. Conclusion, Discussion and Suggestions

In this study, an adaptation study of the Mathematics Identity Scale developed by Cribbs
et al. (2015) was conducted for pre-service teachers. The modified scale consists of nine items
and is 5-point Likert type. The modified scale consists of one dimension. The Cronbach alpha
reliability coefficient for the scale was calculated as .86. The scale for which the modification
was done did not form the same structure as its origin. It can be said that this structural
difference between original and modified scales is due to diversity arising from intercultural
practice. Confirmatory factor analysis was used to test the validity of this one-dimensional
model. Thus, the results obtained revealed that the modified scale is a valid and reliable
measurement tool that can be used to determine the mathematics identity perceptions of pre-

service teachers.

In the second stage of the study, the mathematics identities, early teacher identities and

STEM teaching intentions of the elementary and mathematics pre-service teachers were
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investigated. The results obtained revealed that generally pre-service teachers' perceptions of
mathematics identity are high. The pre-service teachers’ high level of mathematical identity
perception indicates that they understand mathematics, they have strong beliefs to practice it,
and their social environment (parents, peers, relatives or teachers) perceive them as individuals
who love mathematics (Cribbs et al., 2015). It is observed that the perceptions of mathematics
identities for elementary, secondary school and pre-service mathematics teachers are high. It
was determined that there is a significant difference between pre-service teachers' perceptions
of mathematics identity according to the variable of the type of program studied, and it is
observed that this difference is in favor of pre-service mathematics teachers. It can be expressed
that this difference arises due to the positive mathematics learning experiences of the pre-
service teachers. This study revealed that pre-service teachers' perceptions of early teacher
identity are high. In parallel with the results obtained from this research, in the research projects
(Babanoglu & Agcam, 2020; Celik & Kalkan, 2019; Egmir & Celik, 2019; Karatepe & Akay, 2020;
Koca, 2016; Kiigclikaydin & Gokbulut, 2019; Ulugbey, Yildirnm & Alpaslan, 2018) it was determined
that pre-service teachers have a high level of early teacher identity perception. This result can
be interpreted as that pre-service teachers majoring in elementary and middle school
mathematics teaching programs see themselves as a qualified teacher. In addition, it was
determined that pre-service teacher identity perception levels of elementary and mathematics
pre-service teachers were high. According to the variable of the type of program studied, it was
determined that there was a significant difference between the pre-service teachers'
perceptions of identity and this difference was in favor of the pre-service mathematics teachers.
It was determined that there are significant differences between pre-service teachers'
perceptions and their low and moderate, low, and high and moderate and high mathematics
identity perceptions. This indicates that having a strong mathematical identity perception has
positive effects on the formation of teacher identities. In this study, it was determined that STEM
education orientation levels (knowledge, value, attitude, perceived behavioral control and
behavioral intention and subjective norms) of pre-service teachers were generally high. In
addition, it was determined that elementary and mathematics pre-service teachers have high
levels of knowledge, value, attitude, perceived behavioral control and behavioral intention
regarding STEM teaching intentions. It has been determined that pre-service teachers’ STEM
teaching orientation levels (knowledge, knowledge, value, attitude, perceived behavioral
control and behavioral intention and subjective norms) are generally high. It is the use of at least

one of the disciplines in STEM education by integrating with others. It points out that the
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participants in the study are knowledgeable about the place and importance of their field in
STEM disciplines, as well as the use of other fields such as arts, humanities, and social sciences.
Participants' positive attitudes and values towards STEM education are important for their
future STEM practices (Lin & Williams, 2016). The subjective norms is related to the positive or
negative effect of important reference groups (school administration, colleagues, family, etc.)
on STEM education. The results obtained from this study reveal that the pre-service
mathematics teachers think that the effect of important reference groups on STEM education is
more than that of the elementary pre-service teachers. Perceived behavioral control and
behavioral intention are associated with the possibility of using STEM education practices in
professional life, as pre-service teachers use appropriate resources for STEM education and can
resolve difficulties that may arise during teaching (Lin & Williams, 2016). The results obtained
from this study deduced that elementary and mathematics pre-service teachers’ STEM teaching
intentions were strong. In parallel with the results obtained from this research, studies (Dogan
& Similar, 2019; Haciomeroglu, 2018; Karisan, Macalalaf & Johnson, 2019) also support that pre-
service teachers have a high level of STEM teaching intentions. Similarly, it was determined that
there was a significant difference between the opinions of the students regarding STEM teaching
intentions only for the subjective norms according to the variable of the type of program
studied, and this difference was in favor of mathematics pre-service teachers. However, the
results obtained from the study conducted by Mixan and Bakirci (2018) revealed that the science
and elementary pre-service teachers’ STEM teaching intentions were more developed
compared to the mathematics pre-service teachers. It can be said that this difference is related
to the education of science and elementary pre-service teachers to teach different disciplines.
However, pre-service mathematics teachers are trained to be branch teachers. It is seen that
there is a significant difference between the opinions of the pre-service teachers regarding STEM
education orientation towards only subjective norms and their low and high mathematics
identity perceptions. This situation indicates that having a strong mathematical perception
creates a difference in subjective norms when it refers to STEM teaching intentions. It was
determined that there is a low but significant relationship between the mathematics identity,

early teacher identity and STEM teaching orientation of the pre-service teachers.

The next step of this research is to conduct mixed research studies to examine the
mathematics, early teacher identities and STEM teaching intentions of the elementary and

mathematics pre-service teachers.
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1. Girig

Ogretmen vyetistirme programlarinda nitelikli sinif ve matematik 6gretmenleri
yetistirilmesinde adaylarin gliclii bir matematik ve meslek 6ncesi 6gretmen kimligine sahip
olmalari gelecekte yapacaklari FeTeMM egitimi uygulamalar agisindan 6nem tasimaktadir.
Kimlik, kisin kendisini nasil tanimladig ve diger insanlarin (6gretmenler, ebeveynler, arkadaslari
ve sinif arkadaslari vb.) onu tanimlama sekli olarak ifade edilmektedir (Heffernan & Newton,
2019). Matematik kimligi ise matematikle olan olumlu iliski olarak tanimlanmaktadir (Heffernan
& Newton, 2019). Matematige iliskin olumlu kimlik ise kisinin kendisini matematik 6grenen bir
birey olarak gérmesini ve matematik 6grenmeye devam etmesini gerektirir (Boaler & Greeno,
2000). Olumsuz kimlik ise matematigi anlamsiz gormek, kendini tekrar eden bir ders olarak
algilamakla iligkilendirilmistir (Anderson, 2007; Boaler & Greeno, 2000). Bu olumsuz bakis agisina
sahip birey matematikte basarili olmak icin gerekli dogal yetenege sahip olmadigini
diisinmektedir (Blackwell, Trzesniewski, & Dweck, 2007). Ornegin, eger birey matematigi
anlamsiz, kurallar, formdller ve tekrar eden islemler olarak algiliyor ve buna bagl olarak
sevilmeyen bir ders olarak kabul ediyor ise matematik kimliginin olumsuz yonde gelistigi
soylenebilir. Bireyin matematik kimliginin olumlu ve olumsuz yonde gelismesi 6grenme-6gretme
siireclerinde 6nemli bir rol tstlenmektedir. Ornegin, eger bir 6gretmen giiclii bir matematik
kimligine sahipse matematigi glnlik yasamla iliskilendirilmis ornekler kullanarak anlatma
egiliminde olmakta ve disiplinler arasi etkinlikler kullanarak matematigin yerini ve 6nemini
vurgulamaktadir. Eger bir 6gretmen olumsuz yonde gelismis bir matematik kimligine sahip ise
bu durum 6gretim uygulamalarina yansimaktadir. Matematige yonelik olumsuz bakis agisina
sahip O6gretmenler bu dersle ilgili kavramlarin 6gretiminde 6gretmen merkezli bir 6gretimi
uygulama egiliminde olmaktadir (Blackwell, Trzesniewski, & Dweck, 2007). Bu durum
ogrencilerin matematik derslerine katilmasini ve basarili olmasini etkilemektedir (Pajares &
Schunk, 2001). Feldhaus (2014) bireyin matematiksel egilimlerinin erken yaslarda olustugunu ve
degismesinin oldukca glic oldugunu vurgulamaktadir. Ancak, arastirmalar (Bikner-Ahsbahs,
2003; Dou, Hazari, Dabney, Sonnert & Sadler, 2019) bireyin matematik egilimlerini degistirmenin
mimkin oldugunu belirtmektedir. Bunu degistirmek icin 6gretmen yetistirme programlarinda
o0gretmen adaylarinin 6grenci ve gelecegin 6gretmenleri olarak olumlu kimlik gelisimlerini
destekleyecek firsatlarin olusturulmasi gerektigi vurgulanmaktadir (Beauchamp & Thomas,
2009; Bikner-Ahsbahs, 2003; Chong & Low, 2009; Horn, Nolen, Ward & Campbell, 2008). Bu

sekilde, 6gretmen adaylarinin olumlu kimlik gelistirmeleri saglanabilir.
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Okul 6ncesinden ortadgretim dlizeyine dogru 6grencilerin matematik ve fen bilimleri
alanlarina yonelik ilgi ve basarilarinin azaldigi (Pell & Jarvis; 2001; Suna, Tanberkan & Ozer, 2020)
distndldiginde 6gretmenlerin 6gretim yaklasimlari ve uygulamalari nemli rol oynamaktadir.
Ogrencilerin FeTeMM disiplinleriyle iliskili mesleki alanlara ilgilerinin gelistiriimesinde en kritik
ogretim dizeyi ilkokul olarak gosterilmektedir (Conderman & Woods, 2008; De Jarnette, 2012).
Son yillarda disiplinler arasi etkinlik uygulamalarina verilecek en uygun yaklasimlardan bir tanesi
FeTeMM (Fen, Teknoloji, Mihendislik ve Matematik) egitimidir. FeTeMM egitimi bu
disiplinlerden en az ikisinin ve/veya tamaminin bir araya getirilerek yapildigi 68retim
uygulamalari olarak tanimlanmaktadir. Son yillarda FeTeMM egitimi yaklasimlarina agirlik
verilmesinin temel sebeplerinden bir tanesi 6grencilerin fen bilimleri ve matematik alanlariyla
iliskili mesleki alanlarda istihdam saglayacak kisilerin yetistirilmesidir. Ogrencilerin FeTeMM
disiplinlerine yonelik ilgi ve tutumlarinin gelismesinde ve gelecekte bir kariyer tercihi olarak
ilerlemelerinde matematik ve fen kimliklerinin énemli bir rolii oldugu sdylenebilir. Ogretmen
yetistirme programlarina baslayan 6gretmen adaylarinin FeTeMM 6gretimine yonelik gliven ve
ilgi eksikliklerinin oldugu vurgulamaktadir (Weiss, Banilower, McMahon & Smith, 2001). Adams,
Miller, Saul ve Pegg (2014) bircok ilkokul 6gretmenin diger dersleri 6gretmeye kiyasla FeTeMM
egitimini 6gretimde kullanma hususunda zorlandiklarini vurgulamaktadir. Bu durumun ge¢mis
ogrenme deneyimleriyle iliskili oldugu soylenebilir. Bu sebeple, 6gretmen yetistirme
programlarinda FeTeMM egitimine daha fazla yogunlasmali ve adaylarin FeTeMM 6gretimini
uygulamaya yo6nelik giivenleri artirilmali ve endiseleri giderilmelidir. Bu amag¢ dogrultusunda
FeTeMM egitiminin odaginda oldugu yeni 6grenme ve 6gretme yaklasimlarinin 6gretmen
yetistirme programlarina dahil edilmesi 6nemlidir. Bu sekilde, 6gretmen adaylarinin FeTeMM

6gretim yonelimleri gelistirilebilir (Adams, et al., 2014).

Arastirmacilar 6gretmen olmayi 6grenmenin nasil 6gretilecegini 6grenmek kadar 6nemli
oldugu vurgulanmaktadir (Chong, 2011; Chong, Low, & Goh, 2011; Kelchtermans & Hamilton,
2004; Meijer, de Graaf, & Meirink, 2011; Schepens, Aelterman, & Vlerick, 2009). Bu sebeple bir
o0gretmen adayi icin gelismekte olan profesyonel 6gretmen kimligi ile meslek dncesi 6gretmen
kimligi nasil bir 6gretmen olacagl hususunda énemli bir role sahiptir. Meslek dncesi 6gretmen
kimligi, 6gretmen yetistirme programlarinda 6grenim goren adaylarin kendilerini bir 6gretmen
olarak nasil gordiikleriyle ilgilidir (Friesen & Besley, 2013). Ogretmen yetistirme programina yeni
baslayan 6gretmen adaylarinin 6gretime iliskin gorislerinin gecmis 6grenme deneyimlerinin
etkisiyle olustugu vurgulanmaktadir (Fajet, Bello, Leftwich, Mesler, & Shaver, 2005). Ogretmen

adaylarinin 6gretime iliskin sahip olduklari olumlu veya olumsuz gorisleriyle beraber sahip
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olduklari 6n vyargilar 6grenciler, 6gretmenler ve okul idarecileriyle olan etkilesimlerini
etkileyebilmektedir (Kagan, 1992). Halbuki, 6gretmen yetistirme programlarinda adaylardan
teoride 6grendikleri farkh 6grenme ve 6gretim yaklasimlarini dncelikli olarak aldiklari derslerde
daha sonra ise okul uygulama c¢alismalari kapsaminda kullanmalari beklenmektedir.
Arastirmacilar, (Beijaard, Meijer & Verloop, 2004; Garza, Werner & Wendler, 2016) 6gretmen
egitiminde adaylarin aldiklari derslerde yerine getirmekle yikimli olduklari sorumluluklar
(6devler, projeler, etkinlikler vb.) ve okul uygulama galismalariyla beraber profesyonel 6gretmen

kimliginin yavas yavas olusmaya basladigini vurgulamaktadir.

Ulusal diizeyde, 6gretmen adaylarinin meslek dncesi 6gretmen kimliklerini incelemek
amaciyla arastirmalarin yapildigi gortlmektedir. Bu c¢alismalarin bazilarinin alan spesifik
(ingilizce, muzik, sinif 6gretmeni adaylari) yapildigi (Babanoglu & Agcam, 2020; Koca, 2016;
Kiglkaydin & Gokbulut, 2019) goriilirken diger calismalarin ise egitim fakiiltelerinin farkl
bollimlerinde 6grenim goren 6gretmen adaylari icin farkh ornekleme teknikleri kullanilarak
yapildigr gortlmektedir (Egmir & Celik, 2019). Buna ek olarak, pedagojik formasyon sertifikasi
alan 6gretmen adaylari (Celik & Kalkan, 2019; Ulugbey, Yildirnm & Alpaslan, 2018) ile egitim
fakiltesi ve pedagojik formasyon sertifikasi alan adaylarin (Karatepe & Akay, 2020) meslek
oncesi o6gretmen kimliklerini belirlemek amaciyla c¢alismalarin yapildigi belirlenmistir.
Arastirmalar (Babanoglu & Agcam, 2020; Celik & Kalkan, 2019; Egmir & Celik, 2019; Karatepe &
Akay, 2020; Koca, 2016; Kiigclikaydin & Gokbulut, 2019; Ulugbey, Yildirnm & Alpaslan, 2018)
o0gretmen adaylarinin yiksek dizeyde meslek dncesi 6gretmen kimlik algisina sahip oldugunu

ortaya koymustur.

FeTeMM 06gretim yonelimlerini belirlemek amaciyla arastirmalarin fen bilgisi (Dogan &
Benzer, 2019; Karisan, Macalalaf & Johnson,2019) ile fen bilgisi, sinif ve matematik 6gretmeni
(Karisan & Bakirci, 2017) adaylariyla yirataldagi gorilmektedir. Karisan, Macalalaf ve Johnson
(2019) tarafindan yapilan ¢alisma FeTeMM 0Ogretim dersini aldiktan sonra fen bilgisi 6gretmen
adaylarinin FeTeMM 06gretim yonelimlerinin olumlu yonde degistigini belirlemistir. Dogan ve
Benzer (2019) fen bilgisi 6gretmen adaylarinin FeTeMM &gretim yonelimlerinin olumlu
oldugunu belirlemistir. Karisan ve Bakirci (2018) ise fen bilgisi ve sinif 6gretmeni adaylarin
FeTeMM o6gretim yoOnelimlerinin matematik 6gretmen adaylarina kiyasla daha gelismis

oldugunu ortaya koymustur.

Ulusal diizeyde, 6gretmen adaylarinin (matematik, kimya, fen bilgisi) FeTeMM disiplinler

arasi 6gretiminin kullanilmasina yonelik gesitli calismalarin yapildigi gérilmektedir (Aslan-Tutak,
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Akaygiin & Tezsezen, 2017; Yildirm & Altun, 2015; Ozkizilcik & Cebesoy, 2020; Tarkin-Celikiran
& Aydin-Ginbatar, 2017). Bu arastirmalar araciligiyla 6gretmen adaylarinin gelecekte bir
o0gretmen olarak FeTeMM egitimini 6gretimlerine dahil etmeleri ve 6grencilerinin bu etkinliklere
aktif bir sekilde katilmalarina yardimci olmalari hedeflenmektedir. Buna ek olarak, arastirmalarin
farkli programlarda 6grenim goéren Ogretmen adaylarinin FeTeMM o06gretim yonelimlerini
belirlemek amaciyla yapildigi gorilmektedir. Ancak, bu arastirmalar incelendiginde FeTeMM
egitimine yonelik sinif ve matematik 6gretmen adaylariyla yapilan galismalarin (Aslan-Tutak,
Akaygiin & Tezsezen, 2017; Haciomeroglu, 2018; Karisan & Bakirci, 2017) az sayida oldugu dikkat
cekmektedir. Buna ek olarak, uluslararasi dizeyde yiritilen arastirmalar incelendiginde
ogrencilerin matematik ve FeTeMM kimliklerini incelemek amaciyla 6lgme araglarinin
gelistirildigi goriilmektedir (Cribbs, Hazari, Sonnert & Sadler, 2015; Dou, Hazari, Dabney, Sonnert
& Sadler, 2019). Bu durum 6gretmen adaylarinin matematik kimliklerini incelemeye yonelik Tlrk
kiltirinde kullanilabilecek bir 6lgme aracina olan ihtiyaci ortaya koymustur. Bu sebeple bu
calismada oncelikli olarak 6gretmen adaylarinin matematik kimliklerini incelemek amaciyla
kullanilabilecek bir 6lgme aracinin elde edilmesi ve daha sonra ise sinif ve matematik 6gretmen
adaylarinin matematik kimlik algilari, meslek 6ncesi 6gretmen kimlik algilari ve FeTeMM 6gretim

yonelim dizeylerinin incelenmesi amaclanmistir.
Amag

Bu arastirmanin iki amaci bulunmaktadir. ilk olarak, 6gretmen adaylarinin matematik
kimliklerini incelemek amaciyla kullanilabilecek Cribbs ve digerleri (2015) tarafindan gelistirilen
Matematik Kimlik Olceginin Tirkceye uyarlama ¢alismasinin yapilmasidir. ikinci olarak, sinif ve
ilkogretim matematik 6gretmen adaylarinin matematik, meslek dncesi 6gretmen kimlikleri ile

FeTeMM o6gretim yonelimlerinin incelenmesini amaglamaktadir.
Bu amag dogrultusunda asagidaki arastirma sorularina cevap aranmistir:
1. Tirkceye uyarlama calismasi yapilan Matematik Kimlik Olcegi 6gretmen adaylari icin
gecerli ve glvenilir bir 6lgme araci midir?
2. Ogretmen adaylarinin matematik kimliklerine ydnelik algilari ne diizeydedir?

3. Ogretmen adaylarinin meslek 6ncesi 6gretmen kimliklerine yénelik algilar ne

diizeydedir?

4. Ogretmen adaylarinin FeTeMM 6gretim yonelimleri ne diizeydedir?
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5. Ogrenim goriilen program tiirii degiskenine gére dgretmen adaylarinin matematik

kimlikleri ortalama puanlari arasinda anlamli bir farkhlik var midir?

6. Ogrenim gorilen program tiirii degiskenine gére dgretmen adaylarinin meslek

oncesi 6gretmen kimlikleri ortalama puanlari arasinda anlamh bir farkhlik var midir?

7. Ogrenim goriillen program tiirii degiskenine gére 6gretmen adaylarinin FeTeMM

o0gretim yonelimleri ortalama puanlari arasinda anlamli bir farkhilk var midir?

8. Ogretmen adaylarinin matematik, meslek &ncesi 6gretmen kimlikleri algilari ile

FeTeMM o6gretim ydnelimleri arasindaki iliski ne diizeydedir?
2. Yontem

Bu ¢alismada nicel arastirma yontemlerinden tarama ve iliskisel tarama modeli bir arada
kullanilmistir. Olgme aracinin gegerlik ve giivenirlik calismalari kapsaminda tarama modeli
kullanilmistir (Karasar, 2010). Arastirmanin ikinci asamasinda sinif ve ilkégretim matematik
O0gretmen adaylarinin matematik ve meslek Oncesi 6gretmen kimliklerinin incelenmesi
amaglandigindan iliskisel tarama modeli kullanilmistir. iliskisel tarama modeli iki ya da daha fazla

degisken arasindaki degisimi belirleme amacli kullanilmaktadir (Karasar, 2010).
2.1. Geviri Calismasi

Matematik Kimlik Olceginde yer alan 9 madde arastirmaci tarafindan Tirkceye
cevrilmistir. Ayni zamanda bes kisilik bir uzman grubu (iki matematik egitimi, iki 6gretmen
egitimi, bir ingiliz dili egitimi) tarafindan 6lcekte yer alan maddeler énce ingilizceden Tiirkceye
daha sonra ise ingilizceden Tiirkgeye cevrilmistir. Arastirmaci ve uzman grubu 6lgcek maddelerini
0zglin haline uygun olarak ¢evirdikten sonra bir araya getirilerek ortak ve farkli yonleri agisindan
karsilastirilmistir. Daha sonra 6lgek bir Tlirkge egitimi alan uzmani tarafindan yazili anlatim ve dil
bilgisi uygunlugu acgisindan incelenmistir. Bu sekilde uygulamaya hazir Tirkge versiyonu

olusturulmustur.
2.2. Calisma Grubu

Bu arastirma kapsaminda veriler 2019-2020 Akademik ders yariyihinin Giz 2019
déneminde toplanmistir. Bu arastirmanin ilk asamasinda 6lgme aracinin Tirkceye uyarlama
calismasi icin veriler 207 (66 erkek ve 141 kiz) 1. sinif ilkdgretim matematik 6gretmenligi
ogrencileri ile 98 (19 erkek 79 kiz) sinif 6gretmeni adayl olmak lzere toplam 305 kisiden
toplanmistir. Test tekrar-test ¢alismasi icin veriler 45 (11 erkek ve 34 kiz) ilkogretim matematik

ogretmenligi programi 1. sinifinda 6grenim goren o6grencilerle yiritilmastir. Bu c¢alisma
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kapsaminda 6gretmen adaylarinin matematik kimlikleri, meslek 6ncesi 6gretmen kimlikleri ve
FeTeMM 06gretim yonelimlerinin incelenmesi amaciyla veriler son sinifta 6grenim goren 264
ilkogretim matematik 6gretmen aday ile 228 sinif 6gretmeni adayindan toplamistir. Bu 492

adayin 389’u kiz ve 103’0 erkektir (Bakiniz Tablo 1).

Tablo 1

Arastirma Kismina Katilan Ogretmen Adaylarinin Demografik Bilgileri{(N=492)
Bagimsiz Degiskenler Grup N %
Kiz 389 79.1

s

Cinsiyet Erkek 103 209
B&renim edrilen orogram tiri ilkdgretim Matematik Ogretmenligi 264  53.7
& g prog Sinif Egitimi 228 463

Matematik Kimlik**
*Kiz 6gretmen adaylarin sayisi erkeklerin sayisinin (i¢ katindan fazla olmasi sebebiyle bagimsiz degisken olarak ele alinmamustir.
**Kartiller-geyreklikler (quartile) kullanilarak 6gretmen adaylarinin matematik kimlikleri duistik, orta ve yuksek olmak tizere li¢ gruba
bolinmus ve bagimsiz degiskene dontstirilmustir (Bakiniz Bursal & Paznokas, 2006; Haciomeroglu, 2013).

2.3. Veri Toplama Araglari
2.3.1. Matematik Kimlik Olgegi

Matematik Kimlik Olcegi Cribbs ve digerleri (2015) tarafindan gelistirilmistir. Olgek 5’li
Likert tipinde olup 9 maddeden olusmaktadir. Bu 6lgek analiz dersi alan liniversite 6grencilerinin
matematik kimlerini ortaya koymak amaciyla gelistirilmistir. Gelistirilen 6lgek ilgi, taninirhk ve
yeterlik/performans olmak tizere U alt boyuttan olusmaktadir. Bu alt boyutlar, ilgi, taninirlik ve
yeterlik/performans alt boyutlari icin Cronbach alfa givenirlik katsayilari sirasiyla .95, .63 ve .77
olarak hesaplanmistir. Ozgiin dlgek icin 0-katiimiyorum ve 1-katiliyorum araliklari kullaniimistir.
Ancak bu calisma kapsaminda 5’li Likert tipi 1 kesinlikle katilmiyorum ile 5-kesinlikle katiliyorum

araliklari kullanilmistir.
2.3.2. Meslek Oncesi Ogretmen Kimligi Olgegi

Meslek Oncesi Ogretmen Kimligi Friesen ve Besley (2013) tarafindan gelistirilmis olup
Tlrkceye Arpaci ve Bardake¢l (2015) tarafindan uyarlanmistir. Uyarlanan o6lgek 5°li Likert
tipindedir ve 17 maddeden olusmaktadir. Bu 6lgek 68retmen yetistirme programlarinda 6grenim
goren adaylarin kendilerini bir 6gretmen olarak nasil gérdiklerine iliskin algilarini belirlemek
amaciyla gelistirilmistir. Bu Olgek i¢in 1-kesinlikle katilmiyorum ile 5-kesinlikle katiliyorum

araliklar kullanilmistir. Olgek igin giivenirlik katsayisi .91 olarak hesaplanmistir.
2.3.3. Entegre FeTeMM Ogretimi Yonelim Olgegi

Bu 6lgek Lin ve Williams (2016) tarafindan gelistirilmis olup Tirkceye Haciomeroglu ve

Bulut (2016) tarafindan uyarlanmistir. Uyarlanan olcek bilgi, deger, tutum, siubjektif o6lcit,
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algilanan davranis kontrolili ve davranis yonelimi olmak lizere bes alt boyuttan olusmaktadir. Bu
alt boyutlar icin glvenirlik katsayisi sirasiyla .93, .86, .87, 69 ve .86 olarak hesaplanmistir.
Uyarlanan dlgek 31 maddeden olusmaktadir. Olgek uygulanirken 1-kesinlikle katilmiyorum ile 5-

kesinlikle katihyorum araliklari kullaniimistir.
2.4. Verilerin Toplanma Siireci ve Verilerin Analizi

Bu ¢alisma kapsaminda ilk olarak 6lgegin kullanim iznini almak (izere Jennifer D. Cribbs’e
e-posta araciligiyla ulasiimistir. Bundan sonraki asamada 0lcegin gecerlik ve glivenirlik
calismalari kapsaminda arastirmaya katilmalari amaglanan sinif ve matematik 6gretmen
adaylarina bilgi verilmistir. Gonullik esasina gore arastirma kapsaminda veriler adaylarinin
dersleri disinda kalan uygun bir zaman diliminde bir araya getirilerek uygulanmistir. Verilerin
analizi i¢in SPSS 22 ve LISREL 8.51 (Joreskog & Sorbom, 2002) programlari kullaniimistir. Bu
programlar kullanilarak, gecerlik ve givenilirlik calismalari kapsaminda acimlayici faktor analizi,
test-tekrar test, Cronbach alfa glivenirlik katsayilari hesaplanmis ve dogrulayici faktor analizi
uygulanmistir. Arastirmanin ikinci asamasinda ise uyarlanan matematik kimlik 6lcegi ve meslek
oncesi 6gretmen kimlik 6lcegi son sinifta 6grenim goren sinif ve ilkogretim matematik 6gretmen
adaylarina  gonillik esasina dikkat edilerek uygulanmistir.  Olcek  araliklarinin
degerlendirilmesinde 4.50-5.00 kesinlikle katiliyorum, 3.50-4.49 katiliyorum, 2.50-3.49
kararsizim, 1.50-2.49 katilmiyorum, 1.00-1.49 kesinlikle katilmiyorum araliklari kullanilmistir.
Betimsel istatistikler kapsaminda aritmetik ortalama ve standart sapma hesaplanmistir. Kiz
O0gretmen adaylarinin sayisinin erkek adaylarin ¢ katindan fazla olmasi sebebiyle cinsiyet
bagimsiz bir degisken olarak ele alinmamistir. Buna ek olarak, veriler icin normallik, Man
Whitney U ve Kruskall Wallis testleri yapilmistir. Ogretmen adaylarinin matematik kimlik algilari
ile meslek oncesi 6gretmen kimlik algilari ve FeTeMM 0Ogretim yonelim dizeyleri arasinda
anlamh bir farklilk olup olmadigini belirlemek amaciyla kartiller-geyreklikler (quartile)
kullanilarak 6gretmen adaylarinin matematik kimlikleri diistik, orta ve yiksek olmak {izere (g
gruba bolinmustlr. Duslk ve yliksek matematik kimlik algisini sirasiyla alt %25’lik ve Ust %25’lik
dilim olusturmustur. Orta diizey matematik kimlik algisini ise bu dilimlerin disinda kalan %50’lik
dilim meydana getirmistir. iki degisken (matematik ve meslek éncesi 6gretmen kimlik) arasinda
bir iliski olup olmadigini belirlemek amaciyla Spearman’s rho korelasyon katsayilari

hesaplanmistir.
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3. Bulgular
3.1. Matematik Kimlik Olgegi Gegerlik Calismasi Bulgulari

Gegerlik calismalari kapsaminda ag¢imlayici faktor analizi (AFA) uygulanarak Kaiser-
Mayer Olkin (KMO) degeri hesaplanmis ve Barlett Kiiresellik testi yapiimistir. Varimax dondiirme
yontemi kullanilarak uyarlama galismasi yapilan 6lcegin tek boyutlu olup olmadigi belirlenmistir.
Elde edilen bulgular, KMO degerinin .880 ve Barlett Kiiresellik testi sonuglari X%z =1856.233
p<.01 seklinde hesaplanmistir. KMO degerinin .6’nin izerinde olmasi ve p degerinin .000 p<.000
diizeyinde anlamli olmasi sebebiyle verilerin AFA icin uygun oldugu belirlenmistir (Blyukoztiirk,
2011; Cohen,Manion & Morrison, 2018; Eroglu, 2009). Buna ek olarak, yapilan analizler 6z degeri
1’de buyik tek bir faktdriin oldugunu ortaya koymustur. Olgekteki maddeler icin hesaplanan
madde toplam test korelasyon degerlerinin .858-.673 araliginda oldugu ve kabul edilebilir
diizeyde oldugu belirlenmistir. Klein (1986) madde toplam test korelasyon degeri icin alt sinirin
.20 olmasi gerektigini vurgulamaktadir. Uyarlama ¢alismasi yapilan 6lgek icin 6z degeri 1’den
blyuk tek bir faktor oldugu belirlenmistir. Bu tek faktor toplam varyansin %64.737’ sini

aciklamaktadir.
3.2. Matematik Kimlik Olgegi icin Giivenilirlik Calismalari Bulgulari

Bu calisma icin test-tekrar test calismasi 45 6gretmen adayina bir ay arayla uygulanarak
gerceklestirilmistir. Birinci ve ikinci uygulamalar icin ortalama ve standart sapma degerleri
sirasiyla 3.64+.82, 3.59+.63 olarak belirlenmistir. Pearson korelasyon katsayisi .854 olarak
hesaplanmis olup bu degerin .000 p=.001 diizeyinde anlamh oldugu belirlenmistir. Uyarlanan
dlgme araci tek boyutludur. Olgegin biitiini icin giivenirlik katsayisi .86 olarak hesaplanmistir

(Bakiniz Tablo 2).

Tablo 2
Matematik Kimlik Olgedi icin A¢imlayici Faktér Analizi Sonuglari
Madde Matematik Kimlik r
k4 .858 .697
k5 797 .647
k1 .784 .696
k2 .770 .692
k7 755 .703
k3 .733 .699
k6 .715 .581
k8 .693 .456
k9 .673 .642
Cronbach alfa .86
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3.3. Matematik Kimlik Olgegi Dogrulayici Faktdr Analizi Bulgulan

Uyarlama calismasi yapilan Matematik Kimlik Olcegi icin toplanan verilere uygulanan
acimlayici faktor analizi sonucunda ortaya ¢ikan tek faktorli modelin ne derece uygun oldugunu
belirlemek amaciyla DFA uygulanmistir. Analiz sonucunda elde edilen indeks degerlerine Tablo
3’te yer verilmistir.

Tablo 3
Dogrulayici Faktér Analizi indeks Degerleri

Model X2 sd x?/sd CFl RMSEA SRMR RMR GFI AGFI NFlI NNFI
Matematik
Kimlik Olgegi
Tek-faktorli

model

7292 27 2.7 .96 .059 .041 .029 .97 .95 .94 .95

Ki-kare degerinin serbestlik derecesine oraninin 3’lin altinda olusu iyi derece uyum
olarak kabul edilmektedir (Cokluk, Sekercioglu & Blytkoztiirk, 2012; Kline, 2016; Stimer, 2000).
Tablo 2’de goraldugi Gizere, GFI ve AGFI degerlerinin .90 lzerinde olusu (Hooper, Coughlan &
Mullen, 2008; Schumacker & Lomax, 1996; Siimer, 2000), RMSEA degerinin .07’den kiiglk olusu
(Brown, 2015) iyi uyum olarak gosterilmektedir. Buna ek olarak, RMR ve SRMR degerlerinin
.05’ten kiiclik olusu, CFl degerinin.95 Uzeri olusu ve NFI ve NNFI indeks degerlerinin .90 lizerinde
olusu mikemmel uyum olarak kabul edilmektedir (Hu & Bentley, 1999; Simer, 2000; Tabachinck
& Fidell, 2007). Elde edilen bulgular, uyarlanan olgcek icin test edilen modelin iyi uyum

gosterdigini ortaya koymustur.
3.4. Normallik Testi Bulgulari

Verilerin normallik varsayimini saglayip saglamadigini belirlemek amaciyla Matematik
Kimlik Olgegi, Meslek Oncesi Ogretmen Kimlik Olcegi ve Entegre FeTeMM Ogretimi Yénelim
Olgekleri kullanilarak toplanan verilere normallik testi uygulanmistir (Bakiniz Tablo 3).

Tablo 4
Olgeklere iliskin Puanlarin Normallik Testi Sonuglari

Kolmogorov-Smirnov

istatistik N p
Matematik Kimlik .087 492 .000
Meslek Oncesi Ogretmen Kimlik Olcegi .077 492 .000
FeTeMM Bilgi 117 492 .000
FeTeMM Deger .105 492 .000
FeTeMM Tutum .090 492 .000
FeTeMM Siibjektif 6lgiit .092 492 .000
FeTeMM Algilanan Davranis Kontroll ve Davranis 072 492 .000

Kontroll ve Davranis Yonelimi
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Kolmogorov-Smirnov testi sonuglari Matematik Kimlik, Meslek Oncesi Ogretmen Kimlik
ve Entegre FeTeMM Ogretimi Yénelim Olcekleri icin hesaplanan p degerinin .000 p<.05 olmasi

sebebiyle normallik varsayimini saglamadigi gérilmektedir (Bakiniz Tablo 4).

3.5. Ogretmen Adaylarinin ve Matematik, Meslek Oncesi Ogretmen Kimlik Algilari ve

FeTeMM Ogretim Yonelimleri

Ogretmen adaylarinin matematik ve meslek éncesi 6gretmen kimlik algilari ve FeTeMM
ogretim yonelimlerini belirlemek amaciyla aritmetik ortalama ve standart sapma degerleri

hesaplanmistir.

Tablo 5

Betimsel istatistikler (N = 492)
Alt Boyutlar X sD
Matematik Kimlik 3.64 .82
Meslek Oncesi Ogretmen Kimlik Olgegi 3.61 .37
FeTeMM Bilgi 3.51 .76
FeTeMM Deger 3.70 .75
FeTeMM Tutum 3.62 72
FeTeMM Sibjektif Olgiit 3.31 .81
FeTeMM Algilanan Davranis Kontrolii ve Davranis Kontroli ve Davranis Yonelimi 3.58 .75

Elde edilen bulgular, 6gretmen adaylarinin matematik kimlik ve meslek dncesi 6gretmen
kimlik algilarinin ‘katiliyorum’ araligina karsilik geldigi gérilmektedir. Buna ek olarak, adaylarin
FeTeMM o6gretim yonelimlerine iliskin bilgi, deger, tutum, stibjektif 6lcit ve algilanan davranis
kontroll ve davranis yénelimi alt boyutlarina yonelik gérislerinin ‘katiliyorum’ araligina karsilik

geldigi belirlenmistir.

Sinif ve matematik 6gretmen adaylarinin matematik, meslek 6ncesi 6gretmen kimlik
algilari ve FeTeMM 06gretim yonelimlerini belirlemek amaciyla aritmetik ortalama ve standart
sapma degerleri belirlenmistir.

Tablo 6

Sinif ve llkégretim Matematik Ogretmenligi Programlarina Gére Betimsel istatistikler (N = 492)
Ogrenim Goriilen Program

ilkogretim Matematik

Sinif Egitimi Ogretmenligi

X SD X SD
Matematik Kimlik 3.40 .81 3.85 77
Meslek Oncesi Ogretmen Kimlik Olgegi 3.55 40 3.67 .32
FeTeMM Bilgi 3.48 72 3.53 .79
FeTeMM Deger 3.66 72 3.74 .77
FeTeMM Tutum 3.62 71 3.62 .74
FeTeMM Siibjektif Olciit 3.17 74 3.43 .85
FeTeMM Algilanan Davranis Kontroli ve 3.60 80 356 79

Davranis Kontrolii ve Davranis Yonelimi
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Sinif 6gretmeni adaylarinin matematik kimlik algilarinin ‘kararsizim’ araligina ve
ilkégretim matematik 6gretmen adaylarinin matematik kimlik algilarinin ‘katiliyorum’ araligina
karsihk geldigi belirlenmistir. Sinif 6gretmeni adaylarinin meslek 6ncesi 6gretmen kimlik
algilarinin ise ‘katiliyorum araligina karsilik geldigi gortilmektedir. Sinif ve ilkogretim matematik
o0gretmen adaylarinin FeTeMM o6gretim yonelimlerine iliskin bilgi, deger, tutum ile algilanan
davranis kontroli ve davranis yonelimi alt boyutlarina yonelik gérislerinin ‘katiliyorum’ araligina
karsihk geldigi belirlenmistir. Sadece siibjektif 6lcit alt boyutuna yonelik gérislerinin ‘kararsizim’

araligina karsilik geldigi gérilmektedir.

Ogrenim goriilen program tiiriine gére dgretmen adaylarinin matematik ve meslek
oncesi 6gretmen kimlik algilari arasinda anlamli bir farklilik olup olmadigini belirlemek amaciyla
Mann Whitney U testi yapiimistir.

Tablo 7

Ogrenim gériilen program tiirii dediskenine gére Matematik, Meslek Oncesi Ogretmen Kimligi
ve Entegre FeTeMM Ogretimi Yonelim Olgedine Olgekleri icin Mann Whitney U testi sonuglari

Olgekler Ogrenim Goriilen N Siralar Sira u P
Program Tiirii Ortalamasi Toplami
S ilkdgretim matematik 264 287.4 75878.5
Matematik Kimlik Sinif Egitimi 228 1991 453995 192933 000
H) ..
o Meslek Oncesi .
o Ilkogreti ik 264 266. 70317.
D Opretmen Kimlik ogretim matemati 6 66.3 03175 548545 001
E . ..
= Olcegi Sinif Egitimi 228 223.5 50960.5
c
:0 iy .
> . .
- FeTeMM Bilgi Ilkbgretim matematik 264 253.97 67048.5 181235 206
2 Sinif Egitimi 228 237.85 54229.5
280 . ilkégretim matematik 264 255.03 67329.0
‘O FeTeMM D 2784 .14
s ¢ eger Sinif Egitimi 228 236.62  53949.0 843 9
= ilkdgretim matematik 264 249.08 65756.5
o FeTeMMTutum Sinif Eitimi 228 24352 555215 CoAiSS 664
";J FeTeMM Sibjektif ilkdgretim matematik 264 267.93 70734 24438 000
@ Olgit Sinif Egitimi 228 221,68 50544 ‘
E FeTeMM Algilanan ilkégretim matematik 264 245.29 64265
Davranis Kontroli ve Sinif Egitimi 245.75 56030 29812 971

Davranig Yonelimi

Ogrenim goriilen program tiirii degiskenine gére 6gretmen adaylarin matematik ve
meslek dncesi 6gretmen kimligi ortalama puanlari arasinda p<.05 olmasi sebebiyle anlamli bir
farkhligin oldugu belirlenmis olup, bu farkliligi ilkogretim matematik 6gretmen adaylarinin lehine
oldugu goriilmektedir. Ogrenim goriilen program tiiriine gére dgretmen adaylarinin FeTeMM
ogretim yonelimlerine iliskin olarak sadece siibjektif 6l¢it alt boyutu arasinda anlamli bir farkhlik
oldugu belirlenmistir. Bu farklihgin ilkogretim matematik 6gretmen adaylarinin lehine oldugu

gorulmektedir (Bakiniz Tablo 7).
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Disuk, orta ve yiksek olmak {izere li¢ gruba ayrilan matematik kimlik algisi degiskenine
gore 0gretmen adaylarinin meslek 6ncesi 6gretmen algilari arasinda anlamli bir farklihk olup
olmadigini belirlemek amaciyla Kruskal Wallis testi uygulanmistir (Bakiniz Tablo 8).
Matematik Kimlik Algisi Degiskenine Gére Meslek Oncesi Ogretmen Kimligi Olgegine lliskin

Kruskal Wallis Test Sonuglari
Gruplar

Olgek (Matematik N Sira 2 df p Anlamli Fark
L. Ortalamasi
Kimlik Algisi)
. Diisiik 130 211.2
ohﬁiiﬁﬁfz.cneﬁ.'. Orta 233 239.2 23739 2 000 1-2,1-3,2-3
& & Yiiksek 129 295

Elde edilen bulgular, p<.05 olmasi sebebiyle matematik kimlik algisi diisik ve ortak,

disuk ve yliksek ile orta ve yliksek arasinda anlamh farkhliklar oldugunu ortaya koymustur.

Matematik kimlik algisi degiskenine gore adaylarin FeTeMM 0gretim yonelimleri
arasinda anlamli bir farkhlk olup olmadigini belirlemek amaciyla Kruskal Wallis testi yapilmustir.
Tablo 9

Matematik Kimlik Algisi Degiskenine Gére Entegre FeTeMM Odretimi Yonelim Olgedine iliskin
Kruskal Wallis Test Sonuglari

. Gruplar Sira Anlamh
Olgek Alt Boyutlari (Matematik N 2 df p
- Ortalamasi Fark
Kimlik Algisi)
s Dusuk 130 221.5
i’» FeTeMM Bilgi Orta 233 253.6 5642 2 .060
O Yiiksek 129 258.7
£ Dussiik 130 2226
S FeTeMM Deger Orta 233 259.8 5774 2 .056
- Yiiksek 129 246.4
E Diisiik 130 2244
,g, FeTeMM Tutum Orta 233 255.9 438 2 112
g Yiiksek 129 251.7
e Distik 130 219.1
5 FeTeMM Subjektif Orta 233 2518 7248 2 027 13
i Olcut Yiiksek 129 2643
?,, FeTeMM Algilanan Dugik 130 235.1
£ davranig kontrolii ve Orta 233 255.5 2254 2 324
- davranis yonelimi Yiksek 129 237.7

Elde edilen bulgular, p>.05 olmasi sebebiyle, disik, orta ve ylksek matematik kimlik
diizeyleri ile FeTeMM 06gretim yonelimine iliskin olarak bilgi, deger, tutum ile algilanan davranis
kontrolii ve davranis yonelimi alt boyutlari arasinda anlaml bir farklihk olmadigini ortaya
koymustur. Ancak, p<.05 olmasi sebebiyle FeTeMM 6gretim yonelimine iliskin olarak stbjektif
Olgit alt boyutu ile disiik ve yiksek matematik kimlik diizeyleri arasinda anlamli bir farklihk

oldugunu ortaya koymustur.
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Tablo 10.
Olgekler Arasindaki Korelasyon Analizi Sonuglari
1 2 3 4
5. l.\./lateur.natlk Kimlik - Sa0** .90* .90*
Olgegi
6. Meslek Oncesi .240%* .092*
Ogretmen Kimlik Olcegi i
7. FeTeMM Bilgi .090* .092* -
8. FeTeMM Sibjektif .090* -
Olgit

N=492; **p<.01

Ogretmen adaylarinin matematik kimlik, meslek dncesi 6gretmen kimlik algilari ve
FeTeMM 06gretim yonelimleri arasindaki iliskinin derecesini ortaya koymak amaciyla Spearman
sira korelasyon analizi hesaplanmistir. Bu deger incelenirken 0.00-0.25 arasi ¢ok zayif korelasyon
olarak nitelendirilmektedir (Sungur, 2009). Elde edilen bulgular, 6gretmen adaylarinin
matematik kimlik, meslek 6ncesi 6gretmen kimlik algilari ve FeTeMM 06gretim yonelimleri

arasinda ¢ok zayif ancak anlamli bir iliski oldugunu ortaya koymustur.
3. Sonug, Tartisma ve Oneriler

Bu arastirmada Cribbs ve digerleri (2015) tarafindan gelistirilen Matematik Kimligi
Olgeginin 6gretmen adaylari icin Tirkceye uyarlama galismasi yapilmistir. Uyarlanan 6lcek 9
maddeden olusmaktadir ve 5’li Likert tipindedir. Uyarlanan 6lcek tek boyuttan olusmaktadir.
Uyarlanan olgek icin Cronbach alfa glivenirlik katsayisi .86 olarak hesaplanmistir. Uyarlama
calismasi yapilan 6lgek 6zgiin haliyle ayni yapiyi olusturmamistir. Ozgiin ve uyarlanan 6lgekler
arasindaki bu yapi farklihgin kiltirler arasi uygulamadan dogan farkhliklara bagl olustugu
soylenebilir. Dogrulayici faktdr analizi ortaya ¢ikan tek boyutlu bu modelin gegerli olup
olmadigini test etmek amaciyla kullaniimistir. Elde edilen sonuglar, uyarlanan 6lgegin 6gretmen
adaylarinin matematik kimlik algilarini belirlemek amaciyla kullanilabilecek gecerli ve glivenilir

bir 6lgme araci oldugunu ortaya koymustur.

Arastirmanin ikinci asamasinda sinif ve ilkdgretim matematik 6gretmen adaylarinin
matematik kimlikleri, meslek oncesi 6gretmen kimlikleri ve FeTeMM 0gretim yonelimleri
incelenmistir. Elde edilen sonucglar, genel olarak 6gretmen adaylarinin matematik kimlik
algilarinin yiiksek oldugunu ortaya koymustur. Adaylarin yiiksek diizeyde matematik kimlik
algisina sahip olmalari matematigi anladiklarina, yapabildiklerine dair inanglarinin glcli
olduguna ve sosyal cevrelerinin (ebeveynler, akranlar, akrabalar veya 6gretmenler) onlari
matematigi seven bir birey olarak algiladiklarina isaret etmektedir (Cribbs ve digerleri, 2015).

Sinif 6gretmeni adaylarinin orta ve ilkdgretim matematik 6gretmen adaylarinin ise yiksek
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diizeyde matematik kimlik algisina sahip olduklari gériilmektedir. Ogrenim gériilen program tiri
degiskenine gore 6gretmen adaylarin matematik kimlik algilari arasinda anlamli bir farkliligin
oldugu belirlenmis olup, bu farkliligi ilkégretim matematik 6gretmen adaylarinin lehine oldugu
gorilmektedir. Bu farkliigin adaylarin edindikleri olumlu matematik 6grenme deneyimlerine
bagli olarak ortaya ¢iktigi sdylenebilir. Bu ¢calisma, 6gretmen adaylarinin meslek éncesi 6gretmen
kimlik algilarinin yiiksek oldugunu ortaya koymustur. Bu arastirmadan elde edilen sonuglara
paralel olarak, yapilan arastirmalarda (Babanoglu & Agcam, 2020; Celik & Kalkan, 2019; Egmir &
Celik, 2019; Karatepe & Akay, 2020; Koca, 2016; Kiiglikaydin & Gokbulut, 2019; Ulugbey, Yildirim
& Alpaslan, 2018) 6gretmen adaylarinin ylksek diizeyde meslek dncesi 6gretmen kimlik algisina
sahip oldugunu belirlemistir. Elde edilen bu sonug, sinif ve ilkogretim matematik 6gretmenligi
programlarinda 6grenim goren adaylarin kendilerini nitelikli bir 6gretmen olarak gordiikleri
seklinde yorumlanabilir. Buna ek olarak, sinif ve ilkdgretim matematik 6gretmen adaylarinin
meslek dncesi 6gretmen kimlik algi diizeylerinin yiiksek oldugu belirlenmistir. Ogrenim gériilen
program tiirl degiskenine gore 6gretmen adaylarinin meslek 6ncesi 6gretmen kimlik algilan
arasinda anlamh bir farkhligin oldugu belirlenmis olup, bu farkhhgi ilk6gretim matematik
ogretmen adaylarinin lehine oldugu goériilmektedir. Ogretmen adaylarinin meslek oncesi
o0gretmen algilari ile diisik ve orta, dislik ve ylksek ile orta ve yliksek matematik kimlik algilari
arasinda anlamli farkhhklar oldugu belirlenmistir. Bu durum, giiclii bir matematik kimlik algisina
sahip olmanin 6gretmen kimliklerinin olusmasinda olumlu etkilerinin olduguna isaret
etmektedir. Bu arastirmada, genel olarak 6gretmen adaylarinin FeTeMM 6g8retim yonelim
diizeylerinin (bilgi, bilgi, deger, tutum, slbjektif dlcit ile algilanan davranis kontroli ve davranis
yonelimi) yliksek oldugu belirlenmistir. Buna ek olarak, sinif ve ilk6gretim matematik 6gretmen
adaylarinin FeTeMM 06gretim yonelimlerine iliskin bilgi, deger, tutum ile algilanan davranis
kontrolii ve davranis ydnelim diizeylerinin yiiksek oldugu tespit edilmistir. Ogretmen adaylarinin
genel olarak FeTeMM 6gretim yonelim diizeylerinin (bilgi, bilgi, deger, tutum, stibjektif dl¢iit ile
algilanan davranis kontroli ve davranis yonelimi) yiksek oldugu belirlenmistir. FeTeMM egitimi
icerisinde yer alan disiplinlerden en az birisinin digerlerine entegre edilerek kullaniimasidir. Bu
calismaya katilan adaylarin kendi alanin FeTeMM disiplinleri icerisindeki yeri ve 6nemiyle
beraber sanat, beseri ve sosyal bilimler gibi diger alanlarla bag kurularak kullanilmasina iliskin
bilgili olduguna isaret etmektedir. Adaylarin FeTeMM 06gretimine yonelik olumlu tutum ve
degerlere sahip olmasi gelecekte yapacagl FeTeMM uygulamalari agisindan énemlidir (Lin &
Williams, 2016). Stbjektif 6lcit 6gretmen adaylarinin 6nemli referans gruplarinin (okul yénetimi,

meslektaslar, aile vb.) FeTeMM 6gretimine yonelik olumlu ya da olumsuz etkisiyle iliskilidir. Bu
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calismadan elde edilen sonuglar gosteriyor ki ilkogretim matematik 6gretmen adaylari 6nemli
referans gruplarinin FeTeMM 0gretimine yonelik etkisinin sinif 6gretmeni adaylarina kiyasla
daha fazla oldugunu disiinmektedir. Algilanan Davranis Kontroll ve Davranis Yonelimi adaylarin
FeTeMM 6gretimine yonelik uygun kaynaklari kullanmasi ve 6gretim sirasinda ortaya ¢ikabilecek
glclikleri ¢ozliimleyebilmesiyle beraber meslek hayatinda FeTeMM 6gretim uygulamalarini
kullanma ihtimaliyle iliskilidir (Lin & Williams, 2016). Bu ¢alismadan ortaya c¢ikan sonuglar sinif
ve ilkégretim matematik 6gretmen adaylarinin FeTeMM 6gretim yonelimlerinin glicli oldugunu
gostermistir. Bu arastirmadan elde edilen sonuclara paralel olarak, yapilan arastirmalar da
(Dogan & Benzer, 2019; Haciémeroglu, 2018; Karisan, Macalalaf & Johnson,2019) 6gretmen
adaylarinin yiiksek diizeyde FeTeMM 06gretim yonelimlerine sahip oldugunu belirlemistir. Benzer
sekilde o6grenim gorilen program tiri degiskenine gore adaylarin FeTeMM Ogretim
yonelimlerine iliskin olarak sadece slibjektif ol¢lite yonelik gorisleri arasinda anlamli bir farklilik
oldugu ve bu farkhhgin ilk6gretim matematik 6gretmen adaylarinin lehine oldugu belirlenmistir.
Ancak, Karisan ve Bakirci (2018) tarafindan yapilan calismadan elde edilen sonuglar fen bilgisi ve
sinif 6gretmeni adaylarin FeTeMM 06gretim yonelimlerinin matematik 6gretmen adaylarina
kiyasla daha gelismis oldugunu ortaya koymustur. Bu farkhihgin fen bilgisi ve sinif 6gretmeni
adaylarinin farkh disiplinleri 6gretmek amaciyla yetistirilmesiyle ilgili oldugu séylenebilir. Ancak,
matematik Ogretmen adaylari brans Ogretmeni olmak Uzere vyetistirilmektedir. Adaylarin
FeTeMM o6gretim yonelimine iliskin sadece stbjektif 6lcite yonelik gorisleri ile dusik ve yliksek
matematik kimlik algilari arasinda anlamli bir farklilik oldugu goérilmektedir. Bu durum glcli
matematik algisina sahip olmanin FeTeMM 6gretim yénelimleri s6z konusu oldugunda stbjektif
Olcite yonelik farkhlik olusturduguna isaret etmektedir. Adaylarin matematik kimlik, meslek
oncesi 6gretmen kimlikleri ile FeTeMM 6gretim yonelimleri arasinda zayif ancak anlamli bir iligki

oldugu belirlenmistir.

Bu arastirmanin bir sonraki adimi sinif ve ilkdgretim matematik 6gretmen adaylarinin
matematik, meslek 6ncesi 6gretmen kimlikleriyle beraber FeTeMM 6gretim yonelim dizeylerini

incelemek amaciyla karma desen galismalarin yapilmasidir.
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