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This study aims to investigate whether it is possible to learn communication strategies
(CSs) implicitly through EFL teachers' modeling. In the context of EFL classrooms, non-
native EFL teachers are supposed to use CSs through which they are also supposed to
model the CSs in their classes. Although the literature has an agreement on the fact
that strategy training should be explicit, there is no empirical study found focusing on
implicit strategy training. Therefore, this study aims to investigate to what extent EFL
teachers' use of different communication strategies in the classroom predicts the
communication strategies by students. The data of the study was collected by means
of quantitative and qualitative data. As for quantitative data, participants were asked
to fill into Oral Communication Strategy Inventory (OCSI). For the qualitative data, on
the other hand, data was collected through structured interviews. The results
indicated that EFL teachers do not model CSs because their strategies in use are rather
teaching strategies like simplifying the language. When specifically analyzed, the only
CSs explained by EFL teachers' use was message abandonment strategy. The
implication of the study is that explicit strategy training should be provided for
students' acquisition of these strategies, which is consistent with the literature.

Sozlii iletisim Startejileri Ogretimine Farkh Bir Bakis: Sézlii iletisim

Starejilerini Ortiik Olarak Ogrenmek Miimkiin mii?

Makale Bilgisi

Oz

DOI: 10.14812/cuefd.273785

Anahtar Kelimeler:

iletisim stratejileri, strateji egitimi,
ortiik strateji egitimi, ingiliz dili
egitimi.

Bu calismanin amaci, 6grencilerin ingilizce 6gretmenlerinin kullandigi stratejileri
modelledikleri dugunilerek iletisim stratejilerinin  6rtik bir sekilde 6grenciler
tarafindan &grenilip dgrenilmedigini arastirmaktir. ingilizce siniflari baglaminda,
ingilizceyi ikinci dil olarak 6greten dgreticilerin iletisim stratejilerini sinifta kullandiklari
distnilmektedir. Alan yazinda strateji 6gretiminin acgik bir sekilde yapilmasi yoninde
bir gorus birligi olsa da, 6rtiik strateji 6grenimi tizerine yapilmis bilimsel bir ¢alismaya
rastlanilmamistir. Bu nedenle, bu calisma, ingilizce 6gretmenlerinin kullandiklari farkli
iletisim stratejilerinin  6grencilerin kullandiklari iletisim stratejilerinin ne kadarini
yordadigini arastirmayi amaglamistir. Calisma igin hem nitel hem de nicel veri toplama
araglari  kullanilmigtir. Nicel veri icin katilimcilarin  “Sézli iletisim  Stratejileri
Envanteri”ni doldurmalari istenmistir. Diger yandan nitel veri yapilandiriimis gérisme
yoluyla toplanmistir. Sonuglar, 6gretmenlerin siniflarinda iletisim stratejilerini
kullanmadiklarini; kullandiklari stratejilerinin dili kolaylastirma gibi 6gretme stratejileri
oldugunu ortaya koymustur. Daha derine inildiginde, 06grencilerin kullandigi
stratejilerden 6gretmen modellemesi kaynakli oldugu tespit edilen tek stratejinin
“mesaji birakmama” stratejisi oldugu gézlemlenmistir. Calismanin sonucunda -alan
yazina paralel olarak- 6grencilere strateji egitiminin agik olarak verilmesi gerektigi
sonucuna varilmigtir.

*
Author: meryemzdemir@gmail.com
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Introduction

Individuals all around the world try to learn a second language for different purposes; however, the
extent of the language attainment varies among learners. According to cognitive psychology, the reason
of such a variance is individual learner's active participation in his/her learning process, using various
mental strategies to sort out the system of language to be learned (Williams & Burden, 1997).Taking the
cognitive perspective in the account, the study of Selinker (1972) introduced the term "interlanguage"
which indicates an internal system that language learner constructs over a period of time. Among the
processes employed in the process of developing interlanguage, language learning strategies and
second language (L2) communication strategies of which use differ individually are regarded as factors
leading the individual differences among learners (Selinker, 1972).

In a broad sense, learning strategies are defined as specific actions, behaviors, steps or techniques to
improve students' own progress in developing skills in a second or foreign language (Oxford, 1999). The
place of learning strategies in second language acquisition is highlighted by O'Malley et. al. (1985) as
they propose that while inherent developmental and experimental factors are primarily responsible for
first language acquisition, learning strategies has the principal influence on learning a second language
(p. 559).

Learning a second/foreign language clearly includes not only being competent grammatically and
linguistically but also being competent communicatively as the primary function of language is enabling
interaction between interlocutors. At this very point, there is differentiation in the literature between
learning strategies and communication strategies (CSs). Following the distinction made by Selinker
(1972) between L2 learning strategies and L2 communication strategies, Cohen et al. (1996) made a
distinction between language learning strategies and language use strategies. That is, language learning
strategies are defined as explicit goals of which aim is to help learners to improve their knowledge of the
target language while language use strategies cover both performance and communicative strategies
(Cohen et al., 1996). Communicative strategies, in this respect, are defined as conveying a message in
the target language although having some gaps in the knowledge of target language (Cohen et al.,
1996). The distinction and definition of CSs by Cohen et al. (1996) hold the psycholinguistic view in CSs
literature as they focus more on production and comprehension in the target language.

The interactional view, on the other hand, emphasizes the negotiation of meaning between
interlocutors. From the interactional viewpoint, Tarone (1980) differs CSs from learning strategies by
suggesting that the motivation behind learning strategies is not a desire for conveying meaning but the
desire for language learning (Tarone, 1980, p. 290). However, according to Tarone (1980), CSs subsume
an intention to communicate in the target language, in the first place. From the interactionalist view of
Tarone (1980), CSs are defined as "attempts to bridge the gap between the linguistic knowledge of
second language learner and the linguistic knowledge of the target language interlocutor in real
communication situation" (p. 288). Different perspectives held in CSs literature made the concept hard
to conceptualize. Therefore, as Dornyei (1997) indicates, there is no universally accepted definition of
CSs resulting in several competing taxonomies of CSs. Although there are different taxonomies both on
learning strategies and CSs, Bialystok (1990) remarks that these taxonomies differ in terminology, and
there is a specific group of strategies that appear in the literature steadily (p.61).

Apart from the conceptual controversies in the definition of communication strategies,
implementation of language learning strategies in the language classroom has been the focus of the
researchers. The major discussion about the teachability of CSs exists between researchers advocating
that strategies are part of general cognitive ability (Kellerman, 1991) and transferable from first
language (L1) to the second one (L2) and the ones alleging that strategy training is effective in improving
learners’ performance (Dornyei, 1995; Cohen et. al., 1996; Nakatani, 2005; Macaro, 2006).

Within the broad sense of language learning strategies, it was found out by O’Malley et. al. (1985)
that EFL learners’ cognitive strategy use is improved through strategy training. However, the results of
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O’Malley et. al.'s study (1985) also indicates that strategy training made no significant development in
metacognitive strategies. This result is reasoned by the selected metacognitive strategy, namely,
selective attention which is a planning strategy. As this kind of metacognitive strategy cannot be
reflected upon by students through the learning process, metacognitive strategy training is found to be
ineffective. In a similar vein, O'Malley and Chamot (1990) suggest that direct strategy training should be
provided, which made students aware of the strategies they are being taught. Although these results are
all related to the language learning strategies, Dornyei (1995) implies that explicit strategy training is the
case for CSs as well (p. 65).

Specifically for the CSs, Dérnyei (1995) investigated whether training of a specific strategy improves
the learners’ strategy use. The strategy training in this study focused on the solving learners’ problems
through production which did not require interaction. The results of the experimental study revealed
that there was both quantitatively and qualitatively improvement among the participants in the
experimental group regarding their strategy use. Cohen et al. (1998) also examined the effectiveness of
strategy training on communication skills considering the metacognitive strategies such as preparation,
self-monitoring, and self-evaluation. Their results also support that strategy training on communication
skills helps to improvement in learners' oral performances. Furthermore, Nakatani (2010) explored the
impact of oral communication strategy training on EFL learners. Different from the Dérnyei (1995) and
Cohen et al. (1998), Nakatani (2010) included the negotiation of meaning strategies by adopting an
interactionist view to CSs. Parallel to the previous two studies, the results illustrated that learners in the
strategy training group improved their oral test scores compared to the control group.

The disputable notion of teachability of CSs seems to be clarified under the light of conducted
studies. However, there is still no agreed Strategy Based Instruction. Plonsky (2011) reasons this
absence by suggesting that the researchers cannot design studies of Strategy Based on convenience or
intuition as there is a lack of theory.

Although there is a complexity in the theoretical background of the strategy training, there seems to
be an agreement on what kind of strategies should be integrated into strategy training and how this
training should be conducted on the side favoring teachability of CSs. Although results of the studies
investigated the impact of the strategy training on EFL/EFL learners support the explicit and formal
training of CSs, there is no research found, as far as reviewed, focusing on implicit CSs learning through
EFL teachers' modeling these strategies in the classroom. EFL teachers whose native language is not
English are assumed to use CSs in their interaction with students. Thus, it is inevitable for these teachers
to model these strategies to EFL/EFL learners in an implicit way. Therefore, this study aims to investigate
to what extent CSs used by teachers are parallel to the ones used by students. If so, it is further aimed to
explore whether the CSs used by teachers predict the CSs used by students in an attempt to reveal the
effectiveness/ineffectiveness of implicit strategy training in the classroom. Lastly, it is planned to
identify the CSs used both by EFL students and EFL teachers. Therefore, the research questions directing
the present study are:

1- What are the communication strategies that are commonly used by EFL teachers?
2- What are the communication strategies that are commonly used by EFL students?

3- To what extent do communication strategies used by EFL teachers predict the communication
strategies used by EFL students?

Method
Participants and Context

19 EFL teachers and one student of each EFL teacher (19 EFL students) who were selected through
random sampling participated in the present study. Although the experience of EFL teachers varies
among teachers, all EFL students participated in the study were beginner level students attending
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preparatory classes at Foreign Language School at different universities in Turkey. These universities
were Cukurova University, Mustafa Kemal University, Stitci imam University and Adiyaman University.
The curriculum differs among these schools; however, as it is investigated, there is no specific course
focusing on oral communication/speaking skills. Communication skills or speaking skills are taught as an
integrated part of the main course. The data was collected through the end of fall semester of the 2013-
2014 academic year when the students have been already learning English as a second language since
September. Out of 19 EFL teachers, 6 of them voluntarily participated in the interview conducted in the
study.

Instrument

Since both quantitative and qualitative data were collected, this study has a mixed research design.
Quantitative data was collected through Oral Communication Strategy Inventory (OCSI) developed by
Nakatani (2006). The scale was adapted in Turkish by Kavasoglu (2013). The inventory has five factors
which are labeled as "negotiation for meaning strategies, message abandonment strategies,
planning/organizing strategies, affective strategies, compensatory strategies" (Nakatani, 20006;
Kavasoglu, 2013). The Cronbach alpha coefficiency of the adapted scale was found to be 0,79; the
Cronbach alpha coefficiency values for subscales of the adapted version are 0,81 for negotiation for
meaning strategies; 0,69 for message abandonment strategies; 0,67 for planning/organizing strategies;
0,63 for affective strategies and 0,63 for compensatory strategies (Kavasoglu, 2013).

In addition to quantitative data, qualitative data was collected through structured interview. The
interview including eight questions sent to EFL teachers who voluntarily accepted to participate in
interviews. The question of the interview was prepared by the researcher by taking both the reviewed
literature and the preliminary results of the quantitative data analysis into account. Via e-mail, EFL
teachers sent back the interview questions. The interview is included in the design of this study to get a
deeper insight into the CSs modeled by the EFL teachers in the classroom. Moreover, the interview also
tries to delve into the teachers' attitudes towards CSs training in the classroom and whether teachers
underline CSs in their classes or not. Through the triangulation of both quantitative and qualitative data,
it is intended to access more reliable and valid result focusing on implicit CSs training through EFL
teachers' modeling.

Data Analysis

The qualitative data were analyzed through SPSS 15 for Windows. In an attempt to find out the most
frequently and least frequently used CSs both by EFL teachers and students, descriptive analysis was
conducted. Furthermore, correlation analysis was employed so as to sort out the existence/absence of a
correlation between CSs used by EFL teachers and EFL students. Finally, regression analysis which was
used for the investigation of the prediction value of CSs used by EFL teachers explaining CSs used by EFL
students was conducted. Through simple linear regression analysis, it was tried to get an idea whether
CSs used by EFL teacher train EFL students regarding their use of CSs. Besides the analysis of
guantitative data, qualitative data were analyzed through content analysis. In content analysis, the
keywords in the answers of participants were elicited; then, they were grouped under the strategy
names according to CSs' names presented in Doérneyi’s study (1997) in which he examined all the CSs in
literature. After all, these CSs were mainly grouped under strategy labels as stated in the factor
structure of OCSI to have consistency with quantitative data.

Result and Discussion

The results of the study will be presented in this part following the order of the research questions.
The results will be discussed under the light of reviewed literature.
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What are the communication strategies that are commonly used by EFL teachers?

To elicit the communication strategies that are commonly used by EFL teachers, the descriptive
statistics were conducted on the quantitative data. To this end, the mean ranks of the factors included
in the OCSI were measured of which results were shown in Table 1 below.

Table 1.

Common communication strategies used by EFL teachers

Strategy Categories N Minimum Maximum Mean S

Negotiation for Meaning 19 3,57 5,00 4,5 ,416
Affective 19 3,00 5,00 4,4 ,604
Compensatory 19 3,25 5,00 4,4 ,481
Planning/Organizing 19 1,20 4,60 2,7 ,828
Message Abandonment 19 1,00 3,25 1,8 ,724

As it can be seen clearly in Table 1, EFL teachers mostly use negotiation for meaning strategies
(M=4,5; S=,416), followed by compensatory strategies (M=4,4; S=481), affective strategies (M=4,4;
S=,604), planning/organizing strategies (M=2,7; S=,828), and message abandonment strategies (M=1,8;
S=,724), relatively. This result is in line with Kavasoglu’s (2011) study in which she measured the
strategies used by English Language Teaching (ELT) students. This study concluded that ELT students use
negotiation for meaning strategies and compensatory strategies more frequently though their least
frequently used strategies are abandonment strategies (Kavasoglu, 2011). The use of message
abandonment strategies least frequently may be a result of the proficiency level of teachers in the
present study. As they are advanced learners of English, it is meaningful for them not to abandon the
message while communicating in English.

Apart from the EFL teachers' CSs that they use in communication, the CSs that they use in class are
also elicited through content analysis of EFL teachers' answers in the structured interview. According to
the results of the content analysis, EFL teachers were observed to use compensation strategies more
frequently (seen ten times), and message negotiation for meaning strategies (seen six times). The
qualitative results are parallel to the quantitative results as both of them indicates that EFL teachers use
negotiation for meaning strategies and compensation strategies more frequently. However, as it was
clearly understood from the answers of EFL teachers, the strategies they use in the classroom is far from
the definition of communication strategies which was stated as "getting a message across in the target
language despite gaps in target language knowledge" (Cohen et. al., 1996, p. 4) as the gaps in the target
language knowledge of EFL teachers is supposed to be less. Therefore, the EFL teachers' use of CSs in
classroom is a teaching strategy rather than communication strategy which is explicit in the excerpt of
one of the teachers:

“I speak according to the level of the students; | get a help of the exemplification when | think that |
do not get understood. Moreover, | try to make them (students) understand by using different words; |
make use of the context."

It is clear in this excerpt that the teacher uses compensation strategies to make the language simpler
for the students’ level, and negotiate the meaning till the students understand the teacher’s message.
Therefore, it may be concluded that the use communication strategies by EFL teachers in the classroom
have a different goal like achieving students' understanding unlike the communication strategies used in
the real communicative setting.
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What are the communication strategies that are commonly used by EFL students?

Common communication strategies used by EFL students were also elicited through descriptive
analysis conducted on quantitative data obtained from them. The results of the descriptive analysis
were presented in Table 2, below.

Table 2.

Common communication strategies used by EFL students

Strategy Categories N Minimum Maximum Mean S

Compensatory 19 3,25 5,00 4,2 ,480
Negotiation for Meaning 19 2,86 5,00 4,0 ,567
Affective 19 2,33 5,00 3,8 ,740
Planning/Organizing 19 2,40 4,80 3,7 ,571
Message Abandonment 19 1,00 5,00 2,4 1,02

The results of the descriptive statistics suggest that EFL students frequently use compensatory
strategies (M=4,2; S=,480) followed by negotiation for meaning strategies (M=4,0; S=,567), affective
strategies (M=3,8; S=,740), planning/organizing strategies (M=3,7; S=,571), and message abandonment
strategies (M=2,4; S=1,02), relatively. Similar to their teachers, EFL students are found to use message
abandonment strategies least frequently. However, this result obtained from quantitative data is
challenged by content analysis of qualitative data, as EFL teachers reported that their students most
frequently use message abandonment strategies (seen seven times) in the classroom along with the
compensation strategies (seen six times) and planning strategies (seen two times). This result is
intriguing regarding this inconsistency between the results of quantitative and qualitative data analysis.
However, this result may be interpreted in a way that EFL teachers are aware of the fact that their
students mostly abandon the message in communication, and they explicitly train them not to do it in
their courses. As a result of such an explicit training of message abandonment strategies, EFL students
have learnt not to use it during communication. More detailed results are supposed to be received on
this point through regression analysis along with the content analysis that was employed to answer the
following research question.

To what extent do communication strategies used by EFL teachers predict the communication
strategies used by EFL students?

Simple linear regression analysis was conducted so as to investigate the prediction value of CSs used
by EFL teachers for their students' use of CSs. In an attempt to do that, CSs used by EFL teachers were
selected as a dependent variable whereas EFL students were chosen as an independent variable. The
regression analysis conducted on the sum values of OCSI scale was presented in Table 3 below.

Table 3.

The results of regression analysis

F t p R R

Prediction value EFL ,554 -, 744 ,467 ,178 ,032
teachers use of CSs on
EFL students’ use of CSs
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The regression analysis indicated that EFL teachers’ use of CSs does not significantly predict the CSs
which are used by their students (p>0,05). The simple linear regression analysis was also conducted for
five different CSs that are sub-factors of OCSI. The results were presented in Table 4.

Table 4.

The results of the regression analysis for five different CSs

F t p R R
Message Abandonment 4,93 2,22 ,040 ,A474 ,225
Planning/Organizing 1,33 1,15 ,265 ,269 ,072
Negotiation for meaning ,542 -, 736 ,472 ,176 ,031
Affective ,488 -,699 ,494 ,167 ,028
Compensatory ,233 ,482 ,636 ,116 ,014

According to Table 6, EFL teachers' use of negotiation for meaning strategy, message
planning/organizing strategy, affective strategy and compensatory strategy does not significantly predict
their students' use of these strategies (p>0,05). However, it was found out that EFL teachers' use of
message abandonment strategy significantly predicts their students' use of this strategy (p<0,05).
Message abandonment strategies used by EFL teachers explain %22 of the total variance of message
abandonment strategies used by their students (R’=,225). Although explained variance is not too high, it
is interesting to find out that only message abandonment strategy is discovered to be predictable by EFL
teachers’ use of this strategy among all other strategies.

This result clearly explains the inconsistency found between quantitative and qualitative data
analysis regarding the strategy used by EFL students. As indicated before, while EFL teachers remarked
that their students used message abandonment strategies most frequently, EFL students report
themselves to use this strategy less frequently. These results together may be commented as EFL
teachers explicitly focus on the message abandonment strategy rather than just being a model for this
strategy. Teachers' being aware of their students' use of message abandonment strategy may inevitably
make them emphasize not to give up while communication. This result can also be supported by the
qualitative data analysis, as the EFL teachers report that they explicitly warn their students not to make
code switching or to give up to negotiate the meaning. The excerpt below is taken from the answers of
one of the teachers:

“..I say them (to students) never turn back to Turkish.”

At the beginning of the study, it was hypothesized that non-native EFL teachers are also learners of a
second language. Hence, they are assumed to use communication strategies while communicating in
English. Considering this assumption, it was inferred that EFL teachers might model CSs in their classes
to their students. Although the literature agreed on the fact that strategy training should be explicit,
there is no empirical study found on the implicit impact of strategy training in EFL classes as far as the
literature review. The results of the present study are in line with the studies in the literature though it
empirically sounds that CSs cannot be learnt implicitly. The reason for such a result is that EFL teachers
were found to use some CSs in their classes; however, this strategy labeled as CSs in content analysis
does not indicate any strategy employed at a time when a problem is encountered in communication;
rather they were teaching strategies by which teachers simplify the language according to the level of
their students. Therefore, it may not be possible to mention a kind of modeling regarding CSs in EFL
classes. The quantitative data analysis showed a parallel result indicating that there is no correlation
between CSs used by EFL teachers and their students. One exception of this result was EFL teachers' use
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of message abandonment strategy was found to be positively correlated with their students' use of this
strategy. Further, it was revealed that EFL teachers use of message abandonment strategy predicts their
students' use of this strategy. This result may stem from the fact that EFL teachers explicitly focus on
this strategy. Focussing on, in this sense, is different from modeling. That is, EFL teachers might
encourage students to convey the message till the intended message ends. This encouragement was
obvious in teachers' interviews.

Although the aim of the present study was not imply anything about the impact of explicit strategy
training on EFL students, the overall results of the study indicate that CSs strategies can be taught if they
are explicitly emphasized by the teachers (as in the case of message abandonment strategies). This
result supports the results of the previous studies which found out that CSs can be teachable if
metacognitive awareness is raised (Dornyei, 1995, Cohen et al., 1998; Nakatani, 2010). Moreover, as in
the case of overall CSs, it may not be possible to achieve strategy training in the classroom, as the
primary goal is conveying the message in the classroom (Canale & Swain, 1980; Bialystok, 1981).
Especially, for the beginner level of students, like the ones in this study, the teachers essentially cater for
students’ understanding of language rather than to be a model for CSs. One of the teachers reports that
fact clearly:

“As my students know little about English, | do not think myself as a good model for strategy.”
Conclusion

The aim of this study is to investigate the possibility of implicit learning of CSs through EFL teachers'
modeling. Therefore, CSs used by both EFL teachers and EFL students were identified in the first place.
Secondly, the correlation between CSs used by EFL teachers and CSs used by EFL students was
investigated. Further, the causality between EFL teachers’ use of CSs and their students’ use of CSs was
analyzed.

The results of the study imply that it is not possible to teach CSs implicitly through modeling as EFL
teachers' primary goal was not modeling the use of language but to make students understand the
language. However, the explicit focus on CSs seems to be fruitful, as in the message abandonment
strategy in this study. It was found out that EFL teachers encourage their students not to abandon the
message which results in an impact of EFL teachers' use of this strategy on their students' usage, as well.

The results of this study are consistent with studies which investigated the teachability of CS. It is agreed
that once metacognitive awareness is raised; it is possible to teach CSs. However, this study may be
significant as it empirically sounds that implicit strategy learning in the classroom does not work
specifically for beginner level EFL students for numerous reason one of which EFL teachers do not model
CSs, but they try to make their students understand the intended message. However, when the strategy
is presented explicitly, it may be possible for students to internalize the CSs as in the case of message
abandonment strategy in this study.

Limitation and Further Research

This study is limited from various aspects. First of all, it was not possible to access more participants
for both qualitative and the quantitative part of the study. With the participation of more EFL teachers
and students, the results might have been sounder. Additionally, it was not possible to access EFL
students for the interviews. Thus, the CSs used in classroom lacks the perspective of EFL students.
Secondly, the data obtained in the study might have been stronger if classroom observation had been
implemented into the study. Moreover, the results of the study might have been more valid if it was
possible to employ an experimental research design. Explicit and implicit strategy training may have
been compared to an experimental and control group. Taking these limitations into consideration, a
further research may be conducted to obtain deeper insight into the teachability of CSs in either explicit
or implicit way.
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Article Info Abstract

This research aims to reveal the views of teachers, school administrators and

DOI: 10.14812/cuefd.304234 inspectors on the necessity of course supervision and, if necessary, by whom they are

conducted. Having a qualitative research design, data were obtained through
interviews. The research sample consisted of ten teachers and ten school
administrators working at state schools affiliated with the Kahramanmaras Provincial
Directorate of National Education and ten inspectors working in Kahramanmaras
Provincial Directorate of National Education. A semi-structured interview form was
used during the interviews. Content analysis method was used to determine the
conceptualization of the data obtained as a result of the interviews and to organize
them in a logical way. Analyses have revealed that course supervision should be done,
and it requires expertise; moreover the participants were of the view that school
administrators are not experts in course supervision and that course supervision
should be done by inspectors. In addition, some positive and negative aspects exist in
course supervision performed by school administrators and inspectors, and the
negative aspects of course supervision by the inspectors mostly derive from system.

Various recommendations have been provided. Supervisors may be trained with in-
service training and courses in terms of supervision; supervisory competencies may be
taken into account in the selection of school administrators; school inspectors may
take active roles in supervision work and school administrators can work in
coordination with inspectors during supervision process. The survey also recommends
that the Ministry of National Education be able to put in place an audit that is
appropriate to the Turkish education system in line with the views of all stakeholders.
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Turk Egitim Sisteminde Ders Denetimi Sorunsali

Makale Bilgisi 0z

Bu arastirmada ders denetiminin gerekliligine, ders denetiminin okul mudirleri ya da

DOI: 10.14812/cuefd.304234 miifettisler tarafindan yapilmasinin  olumlu ve olumsuz yodnlerine ve ders

denetimlerinin kimler tarafindan yapilmasi gerektigine iliskin 6gretmen, okul mudur
ve maarif mufettislerinin gorislerinin incelenmesi amaglanmistir. Arastirma nitel bir
calisma olup veriler gériisme yolu ile elde edilmistir. Kahramanmaras ili merkezinde

gorevli 10 o6gretmen ve 10 okul idarecisi ile Kahramanmaras il Milll Egitim
Anahtar Kelimeler: Mudarlugi’nde gorevli 10 maarif mifettisi 6rneklem olarak belirlenmistir. Arastirmaci
Denetim, tarafindan hazirlanan yari yapilandiriimis gériisme formu kullanilarak katihmcilar ile
I?EFS Denetimi, goriismeler yapilmis, elde edilen veriler icerik analizine tabi tutulmustur. Arastirma
Ogretmen Goriisleri, sonucunda ders denetimlerinin yapilmasi gerektigi, ders denetiminin uzmanlik
Okul Mudurd Goérdsleri, gerektirdigi, katimcilarin okul middrlerinin ders denetiminde uzman olmadiklarini ve
Maarif Mufettisi Gorigleri. ders denetimlerinin miifettisler tarafindan yapilmasi gerektigini diisiindiikleri ortaya
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¢ikmigtir. Ayrica mifettis veya okul midiriniin ders denetimi yapmalarinda birtakim
olumlu ve olumsuz yonlerin bir arada bulundugu, ders denetimlerinin mufettisler
tarafindan yapilmasinin olumsuz yonlerinin ¢ogunlukla sistem kaynakli oldugu
sonuglari da ortaya ¢ikmistir. Arastirmada, denetim elemanlarinin denetim alaninda
hizmet i¢i egitim ve kurslarla egitilebilecekleri, okul mudurlerinin segciminde denetim
yeterliklerinin de dikkate alinabilecegi, mufettislerin denetim g¢alismalarinda etkin
gorev alabilecekleri ve okul mudirlerinin denetim slirecinde miifettislerle esglidimli
olarak calisabilecekleri, denetim periyotlarinin arttirilarak denetimin strece
yayilabilecegi, Milli Egitim Bakanlginca paydaslarin tamamindan alinacak gorusler
dogrultusunda Tirk egitim sistemine uygun bir denetim uygulamasi ortaya
konulabilecegi 6nerileri getirilmistir.

Introduction

Educational systems are the systems in which human factor is mostly involved as they perform
production for people and with people. Their most significant inputs are humans, and their products are
behaviors that are desired. In this sense, it is not possible to ruminate about education systems
separately from humans. It may be stated that the history of education has started with the history of
mankind, has developed in parallel with the development of human history, and has concurrently
developed this history. Upon examining the development of education whose history is as old as human
history, the institutionalization of education started after the second half of the 18th century. When this
continuing process of institutionalization has been observed day by day, the presence of a constant
change which is a process that will exist with the presence of humans and education is pretty much
striking.

In the course of institutionalization of education, supervision has always seemed to exist alongside
education. Taking the history of Turkish education into consideration, the first step towards the
establishment of the maarif organization was in 1846 after the establishment of the Mekatib-i Umumiye
Nezaretin in 1847 the "Instruction to Be Achieved by Primary School Teachers" (Bulug, 1997). The
concepts of inspectors and inspection were included for the first time in 1862, and in the Ministry of
Education dated 1869, supervision duties were among the official duties of the education organization.
A guideline published in 1914 set out the guidelines for the inspection of the state and private schools.
During the Republican period, a regulation on the duties of the inspectors was published in 1923, the
date of the establishment of the Republic of Turkey, which was followed by an instruction on the duties
of the inspectors, and the inspectorships were divided into two as central and provincial in 1931, then it
merged under the name of proxy inspectorate. The chairman of the Board of Inspectors was established
in 1933; a requirement that is to be a graduate of the Gazi Ministry of Education was requested in 1938
for those who want to be inspectors.

In 1990, employment requirements and the conditions of employment were regulated with the
Ministry of National Education's Regulation on Primary Education Inspectors (MEB, 1990). In 1999, the
Ministry of National Education Elementary Education Inspectors Presidency Regulation reorganized the
vocational procurement principles, duty fields and term of office in 1999. (MEB, 1999). With the
regulation of Ministry of National Education Inspectors Presidencies issued on 24/06/2011, primary
education inspectorate was turned into education inspectorate. In this regulation, supervision,
guidance, examination and investigation duties of secondary education institutions were added to the
existing inspection, guidance, investigation, and inquiry duties of primary education inspectors (MEB,
2011). The inspection and investigation duties of all the staff working in these institutions were ensured
to be carried out by the provincial education inspectors except for the inspection of the secondary
education institutions, the guidance of these institutions, and the examination and investigation duties
of the teachers working in secondary education institutions.

According to the Decree on the Organization and Duties of the Ministry of National Education No.
652 published in the Official Gazette dated 14/09/2011 and numbered 28054, the title of the education
inspectors serving in the provinces has been changed to provincial education inspectors and the ministry
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inspectors serving in the center to ministry inspector (Official Gazette, 2011). Thanks to the Regulation
on the Guidance and Inspection Presidency and the Ministry of Education Inspectorates Regulation
dated 24/05/2014 and published in the Official Gazette dated 24/09/09, the Regulation of Ministry of
Education Inspectorates of the Ministry of Education dated 24/06/2011, which was the previous
regulation and to which provincial education supervision / ministerial supervisors were subjected was
abolished; besides, the ministry inspectors and provincial education inspectors in the provinces were
bonded under the name of maarif inspectors (MEB, 2014). With this amendment, inspection services
have been brought into the scope of the central, provincial and foreign organizations of the Ministry,
and inspection activities have been abolished in the supervision of the educational institutions.

With the Decree No. 6764 on the Official Gazette dated 09/12/2016 and No. 6764 on the
Organization and Duties of the Ministry of National Education and the Law on the Amendment of some
Laws and Decrees, the Ministry of National Education Decree of the Directorate of Guidance and
Supervision of the Central Organization, the Inspection Board was changed to the form of a maarif
inspector (Official Gazette, 2016). In addition to the general requirements in the Civil Servants Law No.
657, several requirements such as being graduates of law, politics, economic and administrative
sciences, economics, business facilities and accreditated to national and foreign higher education
institutions as well as being successful from the examination were rearranged.

The tasks assigned to the staff of the Directorate of Guidance and Supervision have been finalized
with the law numbered 6764 and the Ministry of Education inspected teachers depending upon the
provincial national education managers and assigned the tasks of the Ministry of National Education to
perform investigation and guidance services, and investigative duties of maarif inspectors end with this
law. It was regulated by this law that the position of the maarif inspectors were turned into a
personalized position and these positions would be cancelled if they were vacated; the staff of 500
ministry inspectors and 250 ministry inspector assistants has been assigned in the ministry central
organization. The duties, powers and responsibilities of the Board of Inspectors and the working centers,
the working procedures and principles, the duties, powers and responsibilities of the ministry instructors
and ministry assistant inspectors, the profession, qualifications, appointments, assignments, transfers
between centers and other matters to be regulated by regulation are stated in Article 6/4 article with
the Law of 6764.

With this recent change in the sub-system of the Turkish education system, there seems to be no
supervisory tasks for the maarif inspectors who will stay in the province. It is unlikely to inspect all the
institutions and employees in the education system with the help of 500 maarif inspectors and 250
inspectors who will be in the central organization of the Ministry. Furthermore, it is not required to be a
teacher or to be a graduate of faculty of education considering the requirements for the newly
appointed ministerial inspectorate staff. The inspections applied in this respect will be largely
institutional inspections rather than course inspection and those institution inspections will be
predominantly administrative and financial. However, it will be clarified with the regulation to be
published following the Law No. 6764 on how and what the inspection will cover.

Particularly in recent years, a rapid change has been observed in the inspection subsystem. Some
functional changes with the structural changes such as primary education inspector, education
inspector, provincial education supervisor / ministry supervisor, maarif inspector, ministry supervisor
inspectorate seems to exist. This gives way for the truth that there is a search for the inspection system.
These changes are not actually a discussion of the existence of the inspection’s sub-system but a process
involving debates about how the structure of the inspection and its function should be. Hence, it is
evident that the control subsystem is required in terms of the education system. As for the history of
Turkish education, the existence of an ongoing supervision mechanism in educational organizations
considers this need; therefore, it will be wise to emphasize the concept of supervision as an
indispensable part of education.
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The fact that inspection is an indispensable part of education, that it reveals whether inspection
works in accordance with the goals of the school, that it keeps alive in the direction of certain principles
and for the purpose of holding the school appropriate with a professional point of view results from its
role of functioning. Inspection declares whether a school has a proper life due to its existence. It
evaluates the functionality of the teacher, the class and the school in particular, and the objectives of
the education system in general. It presents various recommendations to people and institutions on that
point through guiding. Clarifying the effectiveness and efficiency of the organization and its employees,
inspection has developed in parallel to the development and change in the supervision, education
discipline and management discipline. When the definitions of inspection have been examined in the
process, this difference is multiplied. Such an understanding that the traditional approach is a process
which focuses on the outcome of control and is a controlling purpose has been a more contemporary
understanding of guiding the development of people and institutions today as well as preventing
problems. Therefore, new inspection models have adopted the notion of guiding teachers through
learning by going beyond just identifying the existing situation (Chamberlin, 2000).

Inspection is conducted with various reasons such as overcoming the lack of information, improving
the positive aspects of individuals, and guiding them. In this sense, it has a function as an intermediary
in helping the students in order to improve his/her success (Yilmaz, 2009). This function of inspection is
regarded as a necessity depending on the contemporary management conception; hence it is unlikely to
provide efficiency and effectiveness of an uncontrolled administrative process and to renew itself
continuously (Agaoglu, 2010). This is because the inspection that exists in every complex organization is
an organizational and administrative necessity (Memisoglu, 2012).

Inspection is the method of controlling behaviors on behalf of the public welfare (Bursalioglu, 2012).
In a more general sense, inspection is the process of understanding whether organizational actions
comply with the principles and rules identified in line with the accepted objectives (Aydin, 2000). In
other words, inspection is a process which involves assessing, correcting and improving the level along
with determining the level of the realization of organizational goals (Gokge, 1994). Supervision is also
defined as examination, scrutinizing and controlling; it is also regarded as an intentional activity that is
always centered on student achievement and development and presupposes educational plans to be
carried out accordingly (Badiali, Firth & Payak, 1997; Glanz, Sullivan&Shulman, 2007). Supervision is the
sum of the actions associated with the concepts of managerial action, curricula, human relations,
management and leadership (Wiles & Bondi, 2000).

The primary aim of an educational inspection is to educate, guide and contribute to the professional
development of teachers and increase the level of success in education (Erdem and Erogul, 2012). As
well as enhancing student achievement, developing instructional and educational skills of the teachers
are among the other purposes of supervision (Marzano, Frontier & Livingston, 2011). Thus, the belief in
the necessity and significance of educational inspection in the school system is emphasized by all
researchers and in particular inspection within the classroom seems inevitable (Aydin, 2005).

The supervision and evaluation in the education system are analyzed in two groups as institution and
course inspection. Course supervision is the observation, examination and evaluation of teachers' work
in teaching and training activities in an educational institution (Taymaz, 2005). Course inspections may
provide the school administration with concrete data on success in the implementation of teaching
activities. Sharing positive aspects of the teacher working in the teaching process with himself / herself,
informing the teacher about the missing aspects, encouraging him/her to do better, providing unity in
teaching, and developing teaching methods applied by the teachers, assisting teachers in the provision
and implementation of teaching tools, measuring and evaluating students’ success through scientific
methods as well as guiding teachers to take responsibility for their problems are considered as the
major goals of the supervision (Taymaz, 2005). However, course inspections carried out in accordance
with the goal will be functional and contribute to the quality of education and training activities.
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It is a must to measure the success of students in learning in order to find the value of the school's
educational and instructional goals. If the school management increases the number of successful
students, they are considered to achieve educational objectives. Therefore, supervision process should
be able to find out what variables are influencing learning and teaching in school, how they are
influential in the educational process, and how to solve the problems in this way (Basaran, 1996). In this
sense, course supervision is considered to be an effective tool for improving effective learning
environments in schools (Sergiovanni and Starrat, 2002).

Numerous researches have been conducted on the necessity of course supervision. The research
results have generally indicated that supervision is an instrument that effectively feels itself in all areas
and processes of management and that supervision of organizational action is in compliance with the
principles and rules set for accepted purposes especially in the classroom (Aydin, 2000; Aydin, 2005;
Erdem & Erogul, 2012 b; Sergiovanni & Starrat 2002).

Structural and functional changes in the sub-system of supervision in Turkey are among the current
discussion topics of our education system. With the current practice, course supervision is carried out by
school administrators. Discussions on this practice continue among school administrators, inspectors,
and other education stakeholders, particularly teachers that have already been dealt with. This process
makes the rise of questions inevitable regarding supervision in Turkey as such "Should the course be
supervised? If it is done, who should do it? ".

Aim of Research

This research aims to reveal the views of teachers, school administrators and inspectors on the
necessity of course inspections and, if necessary, by whom they are conducted. Hence, answers for the
following questions have been sought:

1. What are the views of the teachers, school administrators and inspectors regarding the
necessity of the course inspections and whether these require expertise?

2. What are the views of the teachers, school administrators and school inspectors on the
positive/negative aspects of the course supervision by school administrators?

3. What are the views of the teachers, school administrators and inspectors on the
positive/negative aspects of the course supervision by school inspectors?

4. What are the views of the teachers, school administrators and inspectors regarding the
executers of course inspections?

Method
This section covers sample, data collection tool, data collection and analysis, validity and reliability.
Research design

This is a qualitative study, based on interview method and it has employed phenomenological design.
Qualitative research methods provide with understanding and recognizing the natural environment as
well as revealing educational facts as it is susceptible to explain the effects of them on the results. These
features diversify educational researches (Yildirim & Simsek, 2011).

Sample

The research sample consisted of ten teachers and ten school administrators working at state
schools affiliated with the Kahramanmaras Provincial Directorate of National Education and ten school
working in Kahramanmaras Provincial Directorate of National Education. Table 1 depicts the
demographic information concerning the participants.
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Table 1.
Demographic Information about the Participants.

Frequency

Female
Male

25-30 Years
31-35 Years
36-40 Years
41-45 Years
45-50 Years
1-5 Years
6-10 Years
11-15 Years
16-20 Years
21-26 Year
1-5 Years
6-10 Years
11-15 Years
16-20 Years
21-26 Years

Gender

Age

Teacher
Seniority

WR AP L WNWRAR(FPFWON®WR_OD

Teacher Sen.

Frequency
Female 2
Male
25-30 Years
31-35 Years
36-40 Years
41-45 Years
45-50 Years
60 Years
5-10 Years
11-15 Years
16-20 Years
21-25 Years
35 Years
1-5 Years
6-10 Years
11-15 Years
16-20 Years
21-26 Years

Gender

Age

Demographic Information
School Administrator
Seniority

P AR R(PNWER WRFRPWERRLRNNO

Admin Seniority

w

Frequency
Female 0
Male
40-45
46-50
55-60
15-20 Years
21-25 Years
26-30 Years
40 Years
5-10 Years
15-20 Years
32 Years

=
o

Inspector

Insp Sen. Seniority  Age Gender

P NN wNRE N
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Data Collection Tool

The research data have been obtained through interviews. A semi-structured interview form was
used during the interviews. Interview form is composed of 8 open-ended questions that teachers, school
administrators, and inspectors are expected to respond. The questions in the interview form prepared
by the researcher have been organized by taking the aim of the research into account and using
literature review. The questions have been assessed with two academicians in order to determine their
content validity. A pilot study has been conducted with a school administrator and a teacher and an
inspector before the actual implementation. The aim of the pilot study is to evaluate whether the
questions were appropriate for the purpose of the research, whether the questions were clear, whether
the order of the questions was appropriate or not, and that there was no problem in terms of purpose
and content, and the interview form could be used in the actual implementation. Since the interview
form is free from any change, the data obtained from the interviews with 1 teacher, 1 school
administrator and 1 inspector were evaluated together with the others. Teachers were counted from T1
to T10, school administrators from SA1 to SA10, and inspectors from |1 to 110. Teachers, school
administrators and inspectors were asked to clarify the positive / negative aspects of course supervision
andwho should do course supervision.

Data Collection

The interviews were conducted between 14/11/2016 and 12/12/2016 on different days and hours.
The participants were previously informed about the aim of research and the privacy of the interviews,
and they were also asked whether they were volunteers for the participation. The interviews with
teachers and administrators were held at the schools where they work and those with the inspectors
were held at Kahramanmaras Provincial Directorate of National Education Inspectors. The interviews
were conducted in a mutual conversation and the responses of the participants were recorded in the
forms by the researcher. The interviews with each person lasted about 30 minutes, and a total of 900
minutes (15 hours) for 30 people. During the interview, the questions directed to the participant were
determined beforehand.

Data Analysis

Content analysis method was used to determine the conceptualization of the data obtained as a
result of the interviews and to organize them in a logical way depending on the emerging concepts as
well as determining the themes explaining the data accordingly (Yildirirm and Simsek, 2011). The data
were revised by the researcher and codes were determined. Afterwards, the researcher read it for the
second time, and several codes were changed. The themes on which the generated codes can be
collected and the possible themes have been identified. After codes and themes were determined by
the researcher, a field expert and an academician who are competent in the content analysis method
have encoded the data and created themes. The codes and themes generated both by the researcher
and by the experts were compared. Thus, frequency tables related to coding were presented after the
final decision on what codes and themes would be appropriate. Then, findings were determined to be
described.

Reliability and Validity

In the research process, the elements that provide this research’s external reliability are the
evaluation of the research’s methodology in a clear and understandable way by the researcher, data
collection, analysis and interpretation of the data, saving raw data so that it can be examined by others.
On the other, the researcher evaluates the researcher's methodology and stages, collects data,
processes, analyzes, interprets and evaluates what has been done in reaching the results, and hides the
raw data of the researcher so that it can be examined by others. It is seen as a clear expression of the
research questions, an attempt to gather the research data in a detailed and appropriate manner in the
way required by the questions, the coding of the data by the expert of the field expert and the
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comparison of the two different coding are seen as qualifications providing the internal reliability of the
research (Yildirim ve Simsek, 2011).

The coding made by the researcher, another field expert and an academician were compared with
one another and their consistency was examined. The total number of codes obtained from the
researchers' coding was determined. The following formula was used to determine the percentage of
consistency between the encodings performed by the researchers (Emmer and Millett, 1970; Akt,
Selguk, 2000):

A— B)

P tage Consist = 100 (1 -
ercentage Consistency ATE

Data analysis has revealed that the number of codes determined by the researcher is 114, while 70
codes have been identified by another academician. In this case;

114 — 70)

Percentage Consistency = 100 (1 T 114+ 70

Percentage Consistency =% 76

Given the consistency between coding is 75% and over (Emmer and Millett, 1970; Akt. Selguk,
2000), the consistency between the encodings shows that the level of consistency between the two
encodings is consistent.

Findings
The Need for Course Supervision

Table 2 displays the themes and codes regarding the analysis of the views of the teachers, school
administrators and inspectors in terms of the necessity of the course supervisions are given in Table 2.
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Table 2.
The Views of Teachers, School Administrators and Inspectors on the Need for Course Supervision.

The need for course supervision Frequency

[uny
o

Course supervision is required

The Identification of performance
Training Teachers

Prevention of job relaxing

Providing motivation

The Significance of supervision score

Ind. perspective

Total

Making assessment

Distinguishing between those who do work or not
Scheduling

Accountability

Control

Prevention of ideological approaches

Teachers
Reasons

PR REPRPRBAWNRRPEPRLNON

Org. perspective

Total 11

The need for course supervision Frequency

Course supervision is required 10

Determining performance

Providing motivation and self-confidence
Identification of desired behavior
Prevention of job degradation

Feedback presentation

Ind. perspective

Total

Detection and removal of deficiency
Identification of the accomplishment levels of
the objectives

Presenting opportunities for management
Provision of preparing instructional plans
Sanction power

Ensuring status assessment

Control

Increasing business quality

School Administrator
Reasons
W H|O R, P NNN

Org. perspective
P PR PP

Total 13

The need for course supervision Frequency

Course supervision is required 10

Follow-up program applications
Identification of performance and sufficacy
Guiding candidate teachers

Prevention of prejudice in educational
activities

Creating program awareness

Identification of the use of teaching methods
and techniques

Ind. perspective
I NN

=

Total 12

Inspector
Reasons

Detection and removal of deficiency
Identification of the accomplishment levels of the objectives

Guidance / controlling need of multi-graded schools
State’s control

Org. perspective

4
2
Taking Preventive Measures 1
1
1
9

Total

Table 2 presents that all the teachers, school administrators and inspectors have opinions about the
necessity of course supervision. The requirement of supervision has been examined on the basis of
individual and organization. Teachers express the necessity of supervision on the basis of individual with
such reasons as ‘identification of teachers’ performance, teacher training, providing teachers’
motivation, prevention of teachers’ job relaxing, teachers’ desire for working more so that they will not
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feel embarrassed towards their colleagues due to the supervision scores". Teachers mostly emphasize
the identification of teachers’ performance and development of teachers as the need to supervise.

Teachers signify the need for supervision in terms of such reasons as "distinguishing between those
who do work or not, scheduling, control, accountability, prevention of ideological approaches”. Teachers
mostly note distinguishing between those who do work or not and performing education and teaching
activities as the necessity for supervision. In this case, they have the strong belief that a distinction can
be ascertained between those who work and who do not only through supervision. The role of
supervision in all systems is to put a photograph of the functioning of the system. What teachers also
expect from supervision is to reveal every aspect of functioning and detect all cases related to the
educational activities.

Here are some excerpts to illustrate the explanations of teachers during the interview related to the
supervision compulsory on the basis of individual and organizations:

"... So our motivation and the evaluation of our own work should be done in order to see the missing
and positive aspects, but if you are objective" (T3)

"... When teachers are not supervised, they shut themselves against development and change.
Supervision is essential to measure the degree to which educational objectives are achieved." (T6)

"... There are now very relaxed teachers and they have different levels of consciousness. Thus,
Supervision is required. There are very old teachers and they have nothing to do. Supervision must be
carried out to distinguish between those who work and who do not. An individual under control makes
things better. Control is essential. As a result of the evaluation, teachers will work better in order not to
encounter a lower evaluation result by their colleagues. Evaluation has been made among teachers
about the scores they have, whether evaluation is objective. This reveals the significance and necessity of
supervision." (T7)

"... because there are truths that are tailor-made and general. These judges guide teachers.
Supervision is required in order not to reflect ideological ideas and views to the education. We ask our
child about the amount of 1 TL. The government will, of course, supervise where education is. Supervision
must be conducted to ensure accountability." (T8)

School administrators express several reasons for the requirement of supervision as "determining
teachers’ performance, increasing motivation and self-confidence of teachers, identification of desired
behaviors, and prevention of job degradation”. In this regard, school administrators are more convinced
that it is necessary to supervise the performance of the teachers, increase their motivation and self-
confidence, and examine the positive aspects of their behaviors. The performance evaluation role of
supervision is also considered as significant for administrators. Supervision is not just an assessment. It
also has the role of providing moral support and remedial of institutional climate taking human relations
into account. Thus, supervision seems to be important for the school administrators to provide
motivation and self-confidence.

School administrators stated the need for supervision on the basis of organization with various
reasons; "managing organizations, identifying and avoiding the shortcomings of education and teaching
activities, examining the situation of teaching plans, assessing the situation, increasing the quality of the
work, determining whether the education and training activities are carried out, determining the
realization levels of the goals / targets and acquisitions, ensuring that teachers receive feedback on their
work, providing control and enforcing sanctions”.

School administrators view course supervision as a more organizational necessity. This may be due
to the fact that supervision is regarded as a part of management. It is a process including assessment,
correction and improvement. The necessity expressed by school administrators represents these
functions of supervision.

Here are some excerpts that may be examples for the school administrators' explanations:
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"I think course inspections should be performed as there is a say in administration. If you do not make
an inspection, you do not rule. "(SA1)

"... The inspection should be continuously and periodically conducted to determine the extent to
which the teachers have achieved the acquisitions within the program." (SA2)

"... The business quality of an institution depends on a good inspection." (SA3)

"... Because we cannot do anything without control. Teachers act free when there are no course
inspections. "(SA4)

"... I think it is necessary for the positive evaluation of the teachers to raise their motivations and self-
esteem in order to reveal the unrecognized wrongs and deficiencies." (SA5)

"... because it is necessary to motivate teachers." (SA7)

When the views of the inspector on the necessity of the course inspections on an individual basis
have been analyzed, supervision is considered as a requirement for the reasons of "identification of the
implementation level of the programs, identification of teacher performance and competencies,
development of prospective teachers, prevention of arbitrariness in the education and training process,
increasing awareness of the teachers related to curricula and identification of the use of teaching
principles and methods in teaching activities".

Inspectors have emphasized the necessity of inspection organizationally by presenting several
reasons such as "requirements for elimination of deficiencies and mistakes made in the educational
process, identification of the access to educational goals / objectives / acquisitions, taking preventive
measures, meeting the need for guidance of consolidated classrooms, providing the control of the
government”.

Some excerpts related to the explanations of the inspectors are presented as following:

"... Findings about the correctness and inadequacy of educational activities take place only with
supervision. We can only observe the implementation of the techniques through inspection. In this
regard, taking precautions in the educational curriculum, carrying out preventive activities and
preventing the harms of the intervention are required"(11)

"... Inspection should be performed at least for the prospective teachers and in the multigrade
classes. Supervision is necessary for the detection and elimination of deficiencies of teachers. "(14)

"... First, it is inevitable to determine the deviations about the program-oriented education and
training, and to identify the center of the related program. It is also vital for creating teacher awareness
about the program. "(17)

"... because when the objectives of the lessons are realized, the general aims of the school will be
achieved. In this respect, it is very appropriate to conduct course inspections for the corrective action.
"(19)

All inspectors have emphasized the necessity of course inspections. They have mostly indicated that
supervision should be carried out in order to determine the implementation of the teaching programs,
to reveal the teacher performance and competence, to eliminate the incomplete and inaccuracies
related to the education and training activities. Inspection may be referred as a necessary process to
realize various roles in terms of status identification, evaluation, correction and development. It also
turns out that inspection has a significant role in controlling the achievement level of educational
goals/objectives/acquisitions, the control of educational activities within the classroom.

Course supervision as a Specialization-Required Area

The question whether course supervision is a specialization-required area or not and if it is a
specialization -required area, the underlying reasons depending on the codes and themes are presented
in Table 3.
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Table 3.
Reviews on Course supervision as a Specialization-Required Area.
Is Course supervision a Specialization-Required Area? Frequency
Course supervision is a specialization-required area. 10
Having full knowledge of the field 8
51w Having a supervision certificate 6
S § Sufficiency in human relations and communication 4
E é“; Experience as teacher and inspector 2
Having knowledge about age groups 2
Total 22
Is Course supervision a Specialization-Required Area? Frequency
Course supervision is a specialization-required area. 10
Having full knowledge of the field 5
Sufficiency in human relations and communication 4
= Professional experience 3
% " Having a supervision certificate 2
.ﬁ S | Having knowledge about the related regulations 2
E g; Being innovative and having vision 2
2 Ability to manage crisis, producing practical 1
solutions
Time management 1
Having knowledge about students’ development 1
and attitudes
Total 21
Is Course supervision a Specialization-Required Area? Frequency
Course supervision is a specialization-required area. 10
« Having professional knowledge on teaching 7
§ § Having a supervision certificate 5
5 § Having full knowledge of the field 4
= | *| Professional experience 2
Total 18

As is seen in Table 3, all of the teachers, school administrators and inspectors have stated that
course supervision is a specialization-required area.

As for the reason why course supervision is a specialization-required area, teachers state that “in
order to do course supervision, one should have full knowledge of the field, supervision formation,
knowledge about the age groups of the students, be sufficient in human relations and communication,
experienced in teaching and supervision”. Teachers believe that having full knowledge of the field is
mostly required expertise for course supervision. It can be stated that knowing curriculum, being aware
of the educational attainments in the curriculum, their knowledge sufficiency of how to transfer these
attainments, their technical sufficiency of curriculum and having full knowledge of the field consist the
most of the expertise of inspectors.

Supervision is considered as a discipline which possesses its own principles and rules by the teachers.
Therefore, course supervision is a specialization-required area which is run by its own principles and
rules within a certain time period. Teachers have emphasized that it is required to be sufficient in
human relations and communication for the expert who is responsible for the course supervision.

Some quotations which can be the examples to teachers’ expressions are presented as such:
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“... Inspector must have full knowledge of the related field. “Inspector should be sufficient in human
relations and communication.” (T1)

“In order to do a valid evaluation, an inspector should know every detail about the field and have full
knowledge of the related field.” (T3)

“.. 1 am a kindergarten teacher. The one who will supervise me must be an expert at his/her own
field. S/he must know how and what to supervise. Otherwise, some of the teacher actions can be
ignored. S/he must know the general characteristics of the related age group. An inspector must have
enough technical knowledge about supervision” (T4)

“... An inspector must know what to supervise and adjust his/her attitude depending on the teacher
before him/her that is why it is a specialization-required area. Must be aware of the processes and have
full knowledge on supervision in each premise. (T9)

As a reason why course supervision is a specialization-required area, school administrators have
stated that “in order to do course supervision, the one should have full knowledge of the field, be
sufficient in human relations and communication and time management, be experienced in teaching
and supervision and have supervision formation, knowledge about the related regulations, and the
ability to manage crisis and produce practical solutions, be innovative and have vision, knowledge about
the age groups of the students.” Administrators regard having full knowledge of the field and sufficiency
for human relations and communication as specialization-required areas. An inspector should have
competency for curriculum and communication skills.

Some quotations which can be the examples to school administrators’ expressions are as following:

“.. Since supervision is a scientific field, education in this area is a must.” “Human relations, time
management, crisis management require specialization” (SA1)

“.. In order to help the others, it important to have full knowledge of the field” ... Supervision requires
technical skill and knowledge. Therefore, everyone cannot do supervision.”(SA2)

“.. Only academic expertise is not enough, an expert must be competent for human relation, has a
vision, follows the innovations in the field and applies them in his/her working field. Moreover, | think,
experts must be those who can think practically, develop practical methods, solutions and use them.”
(SA5)

“... Everything requires specialization. You need to know how to supervise, otherwise. ... Must know
the field and teaching. Must be an expert at the field such as curriculum. Needs to know the related
regulations very well.” (SA7)

“... Supervision must be done by those who are expert at supervision, know the principles, processes
and aims of supervision.” (SA8)

“.. | have been working as a school administrator for 35 years. | have 4 years of teaching experience.
In order not to be stuck in a different situation against the teacher, | check the curriculum. | need to be
competent in any ways...” (SA9)

As the reason why course supervision is a specialization-required area, inspectors have noted that
“in order to do course supervision one should have professional knowledge in teaching, supervision
formation, full knowledge of the field, experience in teaching and supervision.” Inspectors have stated
that course supervision is a specialization-required area and having teaching experience is the most
important component in this expertise. Professional knowledge of teaching means pedagogical
formation, knowledge of the field and world knowledge. Not only teachers but also inspectors must be
competent in the presented fields. Inspectors highlight that course supervision is a discipline and that
the principles and rules of the discipline must be fully known; therefore, course supervision is a
specialization -required area.

Some quotations which can be the examples to inspectors’ expressions are given below:

“.. Because every lesson is different from one another, it would be wrong for a science teacher to
supervise/quide an English teacher.” (11)
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“... Since teaching profession is equipped by pedagogical field and world knowledge, the supervision
of the profession must be done by someone coming inside the profession, in this way understanding and
showing empathy will become easier. | also think that supervision is a field requiring some professional
and technical knowledge and skills.” (12)

“.. Must have some experience, knowledge and background related to education. There are
administrators, rules and processes related to supervision discipline. Supervisor must be sufficient for
these processes. Communication is the most important sufficiency among them.”(14)

“... Knowing how to teach and learn requires having pedagogical formation.” (15)

“... First of all inspectors must have full knowledge of curriculum because it is important in terms of
being aware of the philosophy of education. Being aware of the certain principles, rules and processes of
supervision requires specialization.” (17)

Specialization of Administrators on Course Supervision

The question whether administrators are experts at course supervision or not and the underlying
reasons depending on the codes and themes are shown in Table 4.
Table 4.
Reviews on Specialization of Administrators on Course supervision.

Are Administrators Expert at Course supervision Frequency
Administrators are not expert at course supervision 10
Not having fully knowledge of curriculum 7
Insufficiency of their supervision formations 4
Insufficiency of pedagogic formation 3
5 2 Not actively taking role in teaching 2
S Q | Subjectivity 2
© © .
2 g Ideological approaches 2
Not being capable of managerial position 1
Only taking part in document supervision 1
Total 22
Are Administrators Expert at Course supervision Frequency
Administrators are not expert at course supervision 8
Administrators are partly expert at course supervision 2
Lack or insufficiency of their supervision formations 7
£
o Subjectivity 3
© ©n
7 § Not having fully knowledge on curriculum 2
f=
‘€ g Not taking role in teaching 1
°
< Not being capable of managerial position 1
Not having sufficient knowledge about the related Regulations 1
Total 15
Are Administrators Expert at Course supervision Frequency
Administrators are not expert at course supervision 10
Lack or insufficiency of their supervision formations 8
Subjectivity 3
:3: 2 | Not having fully knowledge on curriculum 3
o
§ § Not having experience 2
f= o
- Ideological approaches 2
Insufficiency of pedagogic formation 1
Total 19

In Table 4, all of the teachers, inspectors and most of the school administrators (8/10) have
concluded that they are not experts at course supervision and 2 of the school administrators stated that
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they are partly expert at course supervision. Therefore, as a part of supervision, teachers, school
administrators and inspectors do not think that administrators are experts at course supervision. It is
noteworthy that administrators doing course supervision depending upon current regulation do not see
themselves as experts.

Research data as a result of content analysis about the reason why administrators are not regarded
as experts at course supervision are presented below:

Teachers state that administrators are not experts at course supervision. The underlying reasons are;
“Administrators do not have full knowledge in curriculum, supervision formation or their insufficiency in
this regard, insufficiency in pedagogical formation, not taking role in teaching for a long time, not being
objective in the evaluation process, behaving in an ideological way during evaluation, not being capable
of managerial positions. Teachers’ perceptions on the fact that administrators are not experts in course
supervision mainly focus on not having full knowledge of curriculum, supervision and pedagogical
formation.

Some quotations which can be the examples to teachers’ expressions are presented below:

“.. Administrators should not be interested in politics. | think that because of the ideological
approach, there is no expertise.” (T1)

“Because of taking role in managerial positions and staying away from teaching, | do not think that
they are experts at course supervision. Should have full knowledge of the principles and processes of
supervision to supervise the lessons in a professional way”. (T3)

“.. Because of being veteran, having their last years in the profession, not being open to innovation |
think that they are not experts at course supervision.” (T6)

“.. Some have good, some have bad and some have neutral relation with school administration. This
situation will have reflections on the evaluation so naturally it will cause bias on it. Since the
administrative people have not been teaching for a long time, they will not be capable of course
supervision.” (T7).

“.. | do not think that school administration is consisted of efficient people. | do not think that
administrators act in an objective way during performance evaluation process. Administrators might
behave in a biased way because of their own relations and ideologies.”(T9)

“... Not having full knowledge of the field is an insufficiency for administrators. “... In the supervision
process administrators only inspect classroom organization and documents. Actually supervision does
not seem like educational attainment supervision.” (T10).

School administrators state that administrators are not experts at course supervision. They base this
view on the following reasons: “Not having supervision formation or their insufficiency for this regard,
not being objective in the evaluation process, not having full knowledge of the curriculum, not actively
taking part in teaching for a long time, not being capable of managerial positions, not having full
knowledge of the related regulation.” As for the reason why administrators are not experts at course
supervision, school administration mainly mention “not having supervision formation or their
insufficiency in this regard, not being objective in the evaluation process and not having full knowledge
on the curriculum. Only two of the administratorsSA3 and SA7 claimed to be partly expert at course
supervision.

Some of the quotations which can be the examples to school administrators’ expressions are given
below:

“... Supervision is a scientific process. Since they are not taken the required training for supervision,
they are not experts. Supervision skills are not at the required level. It is high likely to give emotional
decisions because of the close relationship between the teacher.” (SA1)

“... They do not have enough knowledge of the curriculum and they are not sufficient for supervision
process. Supervision is another discipline Supervision is another discipline in order to have full knowledge
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of the principles and rules of the disciple and apply them, a special expertise is required. | do not think
that administrators have such expertise.” (SA12).

“... A school administrator who has full knowledge of its staff and institution can be sufficient for
course supervision. But there might be insufficiencies in curriculum.” (SA3)

“... Most of the school administrators are away from teaching for a long time. In this case | do not
think that they can be objective. ... Since there is no reliability in the selection process of the school
administration, they will not be sufficient for course supervision.”(SA5)

The reason for insufficiencies of administrators for course supervision can be listed as not training
themselves for course supervision and not having full knowledge on the principles and processes of
course supervision.” (SA7)

Inspectors state that school administrators are not experts at course supervision. They explain the
reasons in the following statements: “Not having supervision formation or their insufficiencies in this
regard, not being objective in the evaluation process, not having full knowledge of curriculum, being
inexperienced, insufficiencies in pedagogical formation and their ideological approaches.” As for the
reason why administrators are not experts at course supervision, inspectors mainly mention not having
supervision formation or their insufficiency in this regard, not being objective in the evaluation process
and not having full knowledge on the curriculum. Teachers, school administrators and inspectors are of
a single mind about the matter.

Some of the quotations which can be the examples to inspectors’ expressions are given below:

“It is stated that administrators are not interested in their staff’'s complaints, they evaluate the
situation according to their ideological approach and they do not act in an objective way.” (12)

“... Supervision requires specialization. Since they are not taken education on course supervision, |
think that they in sufficient for this matter.” (13)

“Absolutely not. Both teachers and administrators complain about this situation. Because school
administrators are not aware of the principles and processes of course supervision. Course supervision
can be done in a subjective way regarding political and ideological situations which makes the
supervision nonobjective.” (15)

"Depending on the reason that they work together for a long time, they have close friendship and
relationship with each other which makes the supervision nonobjective.” (18)

The Positive Sides of Having Course Supervisions Done by School Administrators

Table 5 displays the codes and themes regarding the positive sides of having course supervisions
done by school administrators.
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Table 5.
Reviews on the Positive Sides of Having Course Supervisions Done by School Administrators.
Are There Any Positive Sides of Having Course supervisions Done by
School Administrators? Frequency
Yes there are 10
N g Know the staff and institution in a better way 7
£ | 4| Constant observation 3
§ E Having knowledge about the process 3
il Total 13
® [ Are There Any Positive Sides of Having Course supervisions Done by
School Administrators? Frequency
Yes there are 9
No there are not 1
Knowing teachers better 6
Knowing students, parents and environment better 2
g é Creating constant feeling of supervision 2
..3 ﬁ Knowing the institutional problems 2
£ | 2| Not being alienated from education 1
-§ § Providing constant observation chance 1
Dealing with the fear of inspector term 1
Total 15
Are There Any Positive Sides of Having Course supervisions Done by
School Administrators? Frequency
Yes there are 7
No there are not 3
o Having knowledge about the process 4
§ g Knowing teachers better 2
§ .g Easiness in post-supervision process 1
£ ‘Z | Chance of giving timely response to problems 1
g Total 8

In Table 5, the data regarding the participants’ perceptions towards the positive sides of having
course supervisions done by school administrators are as following:

Teachers mention the following as the positive sides of having course supervisions done by school
administrators: “knowing the staff and institution in a better way, chance of having constant
observation and full knowledge of the process. Teachers mainly emphasize that knowing the institution
and teachers as the most positive sides of having course supervisions done by school administrators.

Some quotations which can be the examples to teachers’ expressions are as such:

“.. As opposed to someone out of the institution, administrators have more foreknowledge. Knows
institution, staff better.” (T1)

“... The biggest advantage is that s/he is always together with the teachers therefore s/he has better
chances to observe and know the teachers. Because supervision done by the inspector takes a day (1-2
hours).” (T2)

“... Since s/he has a constant chance of observing us, it is an advantage of it.” (T4)

“... Administrator gets to know the teachers during the school year and during the supervision s/he
can take these into consideration.” (T5).
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“.. When we had an inspector, we would say that “I hope the inspector visits us in the class we
expect, not any of the bad classes.” (T7)

School administrators have indicated the following as the positive side of having course supervisions
done by school administrators: “knowing the staff and institution in a better way, chance of having
constant observation and full knowledge of the process.” School administrators mainly state that
knowing students, parents and environment better as the most positive side of having course
supervisions done by school administrators. One of the school administrators state that there is not an
advantage of having course supervisions done by school administrators.

Some of the quotations which can be the examples to school administrators’ expressions are given
below:

“... Knowing and considering the physical environment, having general knowledge about the students
and their parents, because of constantly being together, having better knowledge about the teachers’
skills ...” (SA1)

“... 1 think there are not any advantages” Nowadays, supervision is not done in the way it is supposed
to be.” (SA4)

“.. Since the teacher is constantly at school during the day, administrator can always observe the
teacher.” (SA6)

“... Since the school administrator is always at school, so the supervision becomes constant. Since the
supervision by inspectors is for 1-2 days, the time is limited.”(SA9)

Inspectors have emphasized the following as the positive sides of having course supervisions done by
school administrators: “having full knowledge of the process, easiness in post-supervision process,
chance of giving timely response to problems”. Inspectors mainly state that having full knowledge of the
process and knowing the teachers in a better way as the most positive side of having course
supervisions done by school administrators. Three of the inspectors noted that there is no advantage of
it (15, 17, and 110).

Some of the quotations which can be the examples to inspectors’ expressions are given below:

“... School administrators have some advantages as they are the direct followers of the process, they
have the chance of observing with their own eyes therefore they have the chance of observe ring and
evaluating the situations at the time they happen if they see any problems, and they can timely interfere
in the process as well.” (12)

“.. Has the option to supervise and follow the changes after it but inspectors do not have this
chance.”(14)

“.. | have never seen any satisfied administrators, they do not have the supervision sufficiency
moreover some of them do not know teachers working at their institution.” (15)

“.. If it is done in an amateur way, it is harmful for teacher, teaching and learning process and
institution.” (16)

“I think there are not any advantages” “It is not positive because supervisor must be aware of
supervision criteria for his/her own field and supervision should be professionally done, so administrators
do not have these competencies.” (17)

Teachers, school administrators and inspectors refer to knowing the teacher in better way as an
advantage of having the supervision done by school administrators.

The Negative Sides of Having Course Supervisions Done by School Administrators

Table 6 depicts the codes and themes regarding the negative sides of having course supervisions
done by school administrators.
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Table 6.
Reviews on the Negative Sides of Having Course Supervisions Done by School Administrators.
Are There Any Disadvantages of Having Course Supervisions Done by
School Administrators? Frequency
Yes there are 10
@ Not being objective in the evaluation process 9
. | 3| Insufficiency of their supervision formations 3
o n .. . .
S| ¢ Insufficiency of curriculum and pedagogic 2
g | = | formation
F | %| Not being regarded as an educational leader 1
= Total 15
Are There Any Disadvantages of Having Course supervisions Done by
School Administrators? Frequency
Yes there are 10
Not being objective in the evaluation process 10
Insufficiency of their supervision formations 5
g é Having conflict at the end of the evaluation 4
= ﬁ Sharing the same environment constantly with teachers 2
€ | 2| Making less serious the supervision process 1
-§ gﬂ Feeling under pressure during decision giving 1
<l =z The efforts of teachers to get closer to school 1
Administration
Total 24
Are There Any Disadvantages of Having Course supervisions Done by
School Administrators? Frequency
Yes There are 10
Not being objective in the evaluation process 8
Insufficiency of their supervision formations 2
Not having full knowledge of the field 2
5 é Having conflicts at the end of the evaluation 2
g E Not being regarded as an authority 2
g = | Harming teachers 1
= § Knowing the deficiencies of the parties 1
Using supervision as a mean for pressure 1
Deterioration of institutional culture 1
Bias 1
Total 21

Table 6 presents the data regarding the negative sides of having course supervisions done by school
administrators:

Teachers signify the following as the negative sides of having course supervisions done by school
administrators: “not being objective in the evaluation process, insufficiency of their supervision
formations, not being regarded as an educational leader, insufficiency of curriculum and pedagogic
formation.” Teachers mainly state that not being objective in the evaluation process, insufficiency of
their supervision formations, insufficiency of curriculum and pedagogic formation as the most negative
sides of having course supervisions done by school administrators. 9 of the 10 interviewed teachers
have stated that administrators act in a subjective way during course supervision process for evaluating
teachers’ performance.
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Some quotations which can be the examples to teachers’ expressions are given below:

“... Subjectivity is the matter. Let’s imagine two teachers having the same situation. Although it is
expected to have same outcomes, they are not treated in the same way.” (T1)

“... | mean the thing is. Problems arise if the administrator acts in a biased way. | think there are
some insufficiencies regarding supervision discipline”.(T2)

“.. | think the most important disadvantage is, since they have taken an active role in the
administration for a long time, they have limited knowledge about the curriculum. Reflection of the
personal problems and relation on the evaluation process is one of the disadvantages.” (T4)

“... If there are some teachers who have good or bad relations with the administration, objectivity has
come to an end and subjectivity and bias start. Field and pedagogical insufficiency decrease the
supervision validity. Injustice evaluation in performance scoring causes disturbance and it causes
problem in the institution.” (T5)

“.. If teachers suspect an injustice evaluation, it affects the profession negatively and causes conflicts
among the teachers working in the institution.” (T7)

“... There are. Subjectivity in supervision causes disturbance in the institution.” (T8)

“... The only disadvantage that | thought is the situations in which the administrators behave in a
biased way. As a result of disturbance which is created by biased evaluation affects the institution
negatively and therefore working performance of teachers decrease...” (T10)

As for the disadvantages of having course supervisions done by school administrators, administrators
have determined that: “not being objective in the evaluation process, insufficiency of their supervision
formations, having conflict among administrator-teacher/ teacher-teacher at the end of the supervision,
negative effects of always sharing the same place with the teachers, teachers’ efforts for having good
relationship with the school administrators in to order to get better scoring, keeping administrators
under pressure during the decision process and the problem of making the supervision process less
serious. School administrators have concluded that the main disadvantages of having the course
supervision done by the school administrators are as not being objective in the evaluation process,
insufficiency of their supervision formations, having conflict among administrator-teacher/ teacher-
teacher at the end of the supervision. Upon analyzing the percentage of the negative thoughts on
having the course supervision done by the school administrators, the percentages of the school
administrators’ negative comments are higher than those of the teachers and inspectors.

Some of the quotations which are the examples to school administrators' expressions are as
follows:

“... Always being at the same place with the supervisor and people being supervised causes a nervous
atmosphere, favoritism, and teachers act in a way to have good relations with the inspectors and it
decreases the importance of supervision in people’s mind.” (SA2)

“... Since school administrators know the teachers beforehand, they act in a biased way during the
supervision. They cannot be objective. Moreover, since they do not take part in active role in teaching, |
think that their supervision is not sufficient. | mean they do not anything about the field which they
supervise.” (SA4)

“... Since they see each other every day, they may avoid telling the necessary things or warning them
in order not to have bad relations.” (SA6)

As for the disadvantages of having course supervisions done by school administrators, inspectors
refer to the facts of not being objective in the evaluation process, insufficiency of their supervision
formations, not having full knowledge of the field, knowing each other’s deficiencies as supervisors and
people being supervised, using supervision as a pressure tool, deterioration of the institutional structure
at the end of the supervision, being biased during the supervision. Inspectors highlighted that as for the
main disadvantages of having the course supervision done by the school administrators as not being
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objective in the evaluation process, insufficiency of their supervision formations and not having full
knowledge of the field.

Some of the quotations which may be the examples to inspectors’ expressions are given below:

“... Positive decriminalization can be a matter and this causes polarization and lack of confidence in
the institution.” (I11)

“.. Sometimes supervision is used as a mean for making pressure.” They may not behave fairly.
Because they can act unfairly to people who do not share the same ideas with them.” (14)

Teachers, school administrators and inspectors have determined behaving in a subjective way as a
disadvantage of having the supervision done by school administrators. Moreover, since school
administrators do not have supervision formation or they are insufficient for this regard may arise as
other negative sides of the matter.

The Positive Sides of Having Course supervisions done by Inspectors

The codes and themes regarding the negative sides of having course supervisions done by school
administrators are as in Table 7.
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Table 7.

Reviews on the Positive Sides of Having Course supervisions done by Inspectors.

Are There Any Positive Sides of Having Course supervisions Done by
Inspectors? Frequency
Yes there are 10
Objectivity 9
" Being expert at supervision field 5
L | Guidance and counseling 2
E @ | Providing a different outlook 1
§ g Experience 1
F g | Professionalism 1
8- | Effective supervision 1
The effect of inspector term on teachers 1
Total 21

Are There Any Positive Sides of Having Course supervisions Done by
Inspectors? Frequency
Yes There are 10
Being expert at supervision field 10
Objectivity 6
Having full knowledge of the field 3
N The effect of inspector term on teachers 2
% é Guidance and counseling 2
&£ | Transfer of the sample implementations 1
£ fzj Experience 1
'§: § Having full knowledge in regulations 1
Following the innovations 1
Enforcing the school administrators 1
Preventing conflicts in institution 1
Being biased during evaluation process 1
Total 30

Are There Any Positive Sides of Having Course supervisions Done by
Inspectors? Frequency
Yes there are 10
Being expert at supervision field 6
Objectivity 3
o Having Full knowledge of the field 2
5| T | Experience 2

- U

§ .02.) Transfer of the sample implementations 2
@ £ | Having supervision perceived as something important 2
-8 Sufficiency in teaching methods and techniques 1
Providing a different outlook 1
Guidance and counseling 1
Total 20

The findings regarding the positive sides of having course supervisions done by inspectors are as in
Table 7:
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As for the advantages of having course supervisions done by inspectors, teachers state that:
inspectors are objective in evaluation and supervision, they are able to guide and counsel teachers, they
can provide different outlook to institution and teachers, they are experienced and professional, they
are effective at supervision, the effect of inspector term reflect on the teaching and training process in a
positive way. Teachers highlighted that as for the main advantages of having the course supervision
done by the inspectors as being objective in the evaluation process, expert at supervision and guidance
and counseling that they make. Despite stating that school administrators are not objective (10/10),
teachers state that inspectors are objective during supervision and evaluation process (6/10).

Some quotations which can be the examples to teachers’ expressions are given below:

“.. | think they supervise in a more objective way. Since they are experts at the field, they have a
more qualified supervision.

“

. The supervision and guidance of the done by the inspectors help teachers to notice our
deficiencies in the field “since the inspector evaluates the situation depending on the things s/he
observes, s/he does not act in a biased way, s/he is more objective.” (T2)

“.. At least they guide and counsel and make constructive critics Inspector term means pressure
therefore teacher feels a need to work harder. Inspector is more objective.” (T5)

“Since the inspector is somebody out of the institution and | believe that they are experts, | think it is
better to have supervision by inspectors.” (T6)

“... Since they always have supervision, they are more professional.”( T8)

“.. They are more objective, since they are professionals they have a more scientific supervision.”
(T10)

As for the advantages of having course supervisions done by inspectors, school administrators state
that: they are experts at the supervision field, objective, they have full knowledge of the field and
curriculum, inspector term has a positive effect on teachers, they have roles of guidance and counseling,
they are transferring model implementations from one place to another, experienced, they have full
knowledge of regulations, they are aware of the innovations in the field and objective, they prevent the
conflict which can happen at the end of the supervision, they enforce the school administrators. Despite
mostly stating that school administrators are not objective (9/10), school administrators also state that
inspectors are objective during supervision and evaluation process (9/10). As for the advantages of
having course supervisions done by inspectors, school administrators highlighted that: inspectors are
experts at supervision, objective and they have full knowledge of the field and curriculum.

Some quotations which can be the examples to school administrators’ expressions are given below:

“.... They always follow the innovations, /they take positive education implementation from one place
to another like bee taking pollens to the other flowers so it increases the motivation level of the teacher.”
(SA1)

“... Inspectors have full knowledge of the field and they are people who worked at different levels (as
a teacher, school administrator etc), taken certain exams and passed them therefore they have their
sufficiency. Since teachers consider inspectors as academically and hierarchically more valuable, course
supervision should be done by inspectors.” (SA2)

“.. They remove subjectivity and bias form supervision. S/he conducts an objective, reliable
supervision. With the tools like supervision guide, the validity and reliability of supervision get higher.”
(SA4)

“.. | think that they are experts at supervising.” (SA5, SA7)

“.. It helps school administration. The fact that inspector will have the supervision enforces
administrators against teachers.... It is like cleaning in detail for your guest coming to your home, when
an inspector visits us, everything is thought in blow by blow.” (SA6)

“.. They have full knowledge of curriculum, they know the principles, rules and processes of
supervision, and these are the advantages.” (SA9)
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As for the advantages of having course supervisions done by inspectors, inspectors highlighted that:
“they are experts at the field, experienced, objective, they have full knowledge of the field and
curriculum, they are transferring model implementations from one place to another, they make
teachers care about supervision, they have guiding and counseling roles, they can provide different
outlook to institution and teachers, they are sufficient for teaching methods and techniques” As for the
advantages of having course supervisions done by inspectors, inspectors highlighted that: they are
experts at supervision, objective and they have full knowledge of the field and curriculum.

Some of the quotations which can be the examples to inspectors’ expressions are given below:

“... First of all inspectors are trained in supervision. Objectivity is another advantage “... Teachers see
the supervision more important when it is done by someone who is hierarchically higher. Position is
effective.” (14)

“.. Since they are experts, teachers see them as authority. They are well accepted authorities. ... They
have enough knowledge, experience and supervision sufficiency. They are perceived as reputable people
by teachers.” (15)

“Every inspector has full knowledge of curriculum of his/her branch. S/he can implement the teaching
methods and techniques to his/her own branch. S/he can detect the problematic implementations. S/he
can share the other positive implementations that s/he experience from other institutions. S/he can
implement scientific processes related to supervision.” (17)

“... Inspectors are people who are selected and expert at their own fields. They studied in the field
and some of them have BA, MA and PhD degree and they are of course experienced...” (19)

It is seen that teachers, school administrators and inspectors are of a single mind about the matter.
They state the positive sides as being objective, experts at supervision, having full knowledge of the
field.

The Negative Sides of Having Course supervisions done by Inspectors

The codes and themes regarding the negative sides of having course supervisions done by inspectors
are shown in Table 8.
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Table 8.
Reviews on the Negative Sides of Having Course supervisions done by Inspectors.

Are There Any Negative Sides of Having Course supervisions Done by
Inspectors? Frequency
Yes there are 8
No there are not 2
9 E The limited time for supervision 7
5 '5_: 2 Not having great knowledge of institution and 1
S| ¢| & | teachers
E '*ED & | The negative effects on students 1
o g
3 | Being biased and trying to find deficiencies 1
= Total 10
Are There Any Negative Sides of Having Course supervisions Done by
Inspectors? Frequency
Yes there are 10
el E The limited time for supervision 6
% g £ | Not knowing the institution, teachers and environment 3
.43 g § The stress that inspector term causes 1
E B g . . .
5| ¥ 3 The chance of being closed to innovation
<l =z “ | Ignorance of contingency approach 1
= Total 14
Are There Any Positive Sides of Having Course supervisions Done by
Inspectors? Frequency
Yes there are 10
= | Having a course supervision out of branch 4
& | Not having full knowledge of the whole process 2
N é ;:_,EJ The anxiety that inspector term causes 2
g ﬁ & The limited time for supervision 2
al 3|3
g % ﬁ Bias against inspectors 1
Z | § | The phobia that teachers cause on students 1
E Total 12

In Table 8, the data gathered as a result of the content analysis of the perceptions of study sample
regarding the negative sides of having course supervisions done by inspectors are shown below:

Teachers’ thoughts on the disadvantages of having supervision done by inspectors are investigated
under two main themes as inspector based disadvantages and system based disadvantages. System
based disadvantages are “the limited time for supervision, not knowing the institution and teachers,
harmful effects on students when somebody outside the institution comes for supervision. Inspector
based disadvantages are stated as “being biased and trying to find deficiencies”. System based
disadvantages are considered as the situations that are not directly related to the inspector herself. The
only disadvantage stated by teachers about the disadvantage related to inspectors is that they are
biased and trying to find deficiencies. This disadvantage is only stated by a teacher. (T10)

Some quotations which can be the examples to teachers’ expressions are given below:

“... Having the supervision only in a limited time is a disadvantage.” (T2)
“... Having supervision in 40-80 minutes is a disadvantage.” (T3)
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“.. I haven’t seen any disadvantages | think they are experienced. Although the supervision is done in
a limited time, many pros and cons of teacher can be detected during this time.” (T5)

“... There are. And it is the time. Supervision done in one or two lesson hours is not enough. The
performance of the students in the class just for an hour is not enough to show the whole effort that the
teacher invests in during a year. | am teaching in nine different classes and there are significant
differences among each class.” (T7)

“.. If the inspector is an expert and has no personal problems with teachers, there will not be any
problems.” (T8)

“... Since the time is limited, it hinders getting know the teacher If the inspector came multiple times
in a year, s/he would observe the differences in a better way.”(T10)

“... Bias against teachers and trying to find deficiencies of them are the negative sides. But this do not
exceed %20 of the situations | have experienced so far.” (T11)

School administrators’ thought on the disadvantages of having supervision done by inspectors are
investigated under two main themes as inspector based disadvantages and system based disadvantages.
System based disadvantages are stated as “the limited time for supervision, not knowing the institution,
teachers and environment, the stress that inspector term causes. “Inspector based disadvantages are
stated as “the chance of being closed to innovations and ignorance of contingency approach. It is seen
that most of the disadvantages stated by school administrators are system related ones.

Some quotations which can be the examples to school administrators’ expressions are given below:

“.. It would be demotivating for a teacher to follow technological innovations and implementing
them in his/her teaching strategy to have an inspector asking for old fashioned teaching strategies. So
this will decrease the teaching quality.” (SA2)

“... Since the supervision is for a limited time, there will not be enough chances to know the staff and
evaluate the educational materials in detail.” (SA3)

“... Itis a disadvantage that inspectors ignore the contingency approach.” (SA5)

“... I need to say that the whole things that the teachers have done in a year time cannot be seen in
such a limited time.” (SA7)

“... The stress caused by inspectors on teachers is another disadvantage.” (SA8)

Inspectors’ thought on the disadvantages of having supervision done by inspectors are investigated
under two main themes as teacher based disadvantages and system based disadvantages. System based
disadvantages are stated as “ supervising an out of branch lesson, not having full knowledge of the
whole learning and teaching process, the anxiety that inspector term causes, limited time for
supervision. “ Teacher based disadvantages are stated as “the phobia that teachers cause on students
because of their bias against inspectors.”

Some of the quotations which can be the examples to inspectors’ expressions are given below:

“... Since inspectors are reflected as a fear factor to the students, teachers have negative thoughts
on inspectors due to this reason.” (111)

“.. There is less chance to obverse the whole education process. The formal conversations because
the anxiety that teacher has because of talking to inspectors and not having chances to see the change in
the institution and class from begging to end are the negative factors in supervision.” (14).

“.. There are only few disadvantages. And that is the anxiety that inspector term causes on
teachers...” (18)

Teachers, school administrators and inspectors have been determined to be a single mind about the
matter. They state the negative sides as having supervision for limited time, not knowing the institution,
teachers and environment, not having full knowledge of learning and teaching process. Participants
have stated three codes about the inspector based disadvantages. These are the chance of being closed
to innovations (3/10), ignorance the contingency approach (1/10) and being biased and trying to find
deficiencies (1/10)
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Requirement of Who or Who to Perform the Course Supervision

The codes and themes regarding by whom the course supervision must be done are presented in
Table 9.

Table 9.
Reviews on by whom the Course supervision must be done.

Teacher

Administrator

Inspector

Who should supervise the lessons?

Who shold supervise the lessons?

Who should supervise the lessons?

Why Inspector?

Why Administrator ?

Why Insg

rator ?

Why Admini

Why Insg

ator ?

Why Admini

Who should supervise the lessons?

Frequency

Inspector

Administrator

Inspector or administrator
Teachers from Career Groups

Total

6

2
1
1

10

Having teaching experience
Being expert at supervision

Having full knowledge of the field

Total

Foreseeing the process

Total

3
3
2
8
1
1

Who should supervise the lessons?

Frequency

Inspector

Administrator

Inspector or administrator

Private institutions

Independent individuals and administrator

Total

4
3
1
1
1

10

Being expert at supervision

External supervision makes supervision more serious
Makes teacher more careful and sustains control
Having full knowledge of the field

Total

Knowing teachers better
Knowing the whole process

Total

2
2
1
1
6
1
1
2

Who should supervise the lessons?

Frequency

Inspector
Inspector or administrator
Inspector, administrators and parents

Total

5
4
1
10

Sustains external control

Being expert at supervision

Having full knowledge of the field

Being experienced

External supervision increases the prestige

Total

Having supervision not in a limited time
Inspector supervision is not firm

Total

3
2
1
1
1
8
2
2
4
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As it is seen in Table 9 for the question of the best option to have the supervision, teachers, school
administrators and inspectors answered inspectors and administrators successively.

Teachers have mainly stated that inspectors are the most appropriate people to have the lesson
supervision (6/10) and then administrators (2/10). When teachers are asked for the reasons for their
statements they highlighted the reasons as having teaching experience, being expert at supervision and
having full knowledge of the field. When it comes to administrators, teachers stated the reason as
having the chance of seeing the process form beginning to end.

Some quotations which can be the examples to teachers’ expressions are given below:

“... First of all s/he needs to have teaching experience, know the process that teacher’s experience
“Supervision must be done by expert inspectors who are from teaching field but not with the teacher
title.” (T2)

“.. Inspectors should supervise the lessons on the condition of having the requirements for
supervising otherwise it would be meaningless” (T3)

“... | think inspectors should supervise the lessons because | am of the opinion that they are guiding
and counseling more and making constructive critics.” (T5)

“... Administrators should do it Administrators must be sufficient for their fields and if they can be
objective during supervision, | believe that it would be more beneficial.” (T7)

“... I think administrators should do it. Because they have the chance of observing teachers for a long
time and they know the students in the classes better. Supervision and teaching is a time taking process
and it must constantly be observed.” (T9)

“.. Should be done by professional inspectors. Inspectors should visit the schools more often and
know the teacher better Ignorance the contingency approach must be taken into consideration.” (010)

School administrators have mainly stated that inspectors are the most appropriate people to have
the lesson super vision (4/10) and after that administrators (3/10) When school administrators are
asked for the reasons for their statements they highlighted that inspectors are experts and they have
full knowledge of the field, external supervision makes the process more serious and teachers more
careful so it sustains control. When it comes to administrators, school administrators stated the reason
as knowing teachers and the whole process form beginning to end.

Some quotations which can be the examples to school administrators’ expressions are given below:

“... Inspectors are experienced and expert people at supervision. If such people supervise the lesson,
this will bring a positive supervision process and so it will bring educational success. Moreover external
supervision enables a more serious supervision... Since the teacher will be under control, s/he will do
her/his job in a more careful way.”(SA2)

“It should be done by the inspector but s/he needs to ask for the administrators options. The relation
between teacher and administration is getting worse as the principle undertakes the supervisor role.
Administrators must act like a communication bridge between inspector and teachers.”(SA6)

“... I am of the opinion that supervision must be done by administrators who get enough education,
have sufficient communication skills, and are brave leaders in education field.”(SA8)

Inspectors have mainly stated that inspectors are the most appropriate people to have the lesson
super vision (5/10) or in cooperation with school administrators (4/10). When inspectors are asked for
the reasons for their statements they highlighted that inspectors sustain external supervision, external
supervision improves the prestige, they have full knowledge of the field, they are experienced and
expert at their jobs therefore supervision must be done by inspectors. Inspectors support the idea of
having the supervision with the school administrators because of not being able to come to the
institution often and not to have supervision in limited time.

Some quotations which can be the examples to inspectors’ expressions are given below:
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“.. Absolutely by inspectors. Course supervision must be done by inspectors who are experts at the
branch.” (13)

“... Actually course supervision must be done both by inspectors and administrators. Supervision must
not be done in a very limited time both inspectors and administrators supervise the lessons in different
times Disadvantages of limited supervision by inspectors and inspectors’ subjectiveness can be avoided in
this way.” (14)

“... Inspectors should supervise the lesson. Because they are experts and since they come out of the
institution they have got prestige moreover since they see different implementations at different schools
they are more experienced. On the contrary, school administrators only know the school they are
working.” (15)

“... Inspectors should do the course supervisions regularly more than one in a year. Apart from the
time in which inspector supervise the lessons, school administrators have the chance of constant
observation since they are always at school.

Results, Discussion and Recommendations
The Need for Course Supervision

It was stated by the teachers, school administrators and inspectors that having course supervision is
necessary. As taking a direct role in the supervision process, teachers, school administrators and
inspectors perceive course supervision as an institutional necessity. As a result of the study, which was
participated by teachers, school administrators, inspectors and teaching staff at universities,
Memduhoglu (2012) shows that the necessity of the course supervision is highlighted by most of the
participants in the study. Ozbas (2002) also reveals that teachers and school administrators are of the
opinion that in-class activities should be supervised in every aspect. However in Altun’s (2014) study,
supervisors reflect the idea that the frequency of the supervision must be increased whereas the people
who are supervised support that the frequency should be decreased or course supervisions should be
abolished. Teachers and inspectors expressed that ideal supervision would only take place if the teacher
and the inspector were to do so with more business cooperation (Rizzo 2004).Course supervision helps
teacher in teaching and curriculum development processes (Glickman, Gordon & Ross, 2004). Course
supervision, which is a need for teachers (Acheson & Gall, 2011), is also a milestone for a successful
school; besides it is glue that is needed for a successful school (Glickman, 1990).Acar (2009) stated that
school administrators find course supervision beneficial for their professional development and they
also state that if it is well-conducted, it can also have positive contributions to school, teachers and
school administrators. In this perspective, educational supervision, more specifically, course supervision,
can be regarded as an institutional necessity.

As a result of the study, it is possible to present the necessity of course supervision in terms of two
different aspects, personal and institutional. The reasons which make course supervision a personal
necessity can be listed as, tracking and determining the performance level of teachers, having positive
contribution to their professional development, sustaining their motivation and self-esteem and
checking to what extent they follow the given curriculum. Teachers, school administrators and
inspectors especially highlight the importance of course supervision in terms of showing the
performance of teachers. The function of course supervision in showing teachers’ performance is
supported by the related literature. Kokli (1996) states that supervision is the only way to reveal if there
is an effective operation to fulfill the goals of the educational system or to determine the required
regulations to reach them. Multi-dimensional development of teachers, strengthening their weaknesses
and sustaining their professional development are among the functions of course supervision. (Gilindiiz,
2012). Checking if teachers have achieved their given missions, determining their difficulties in reaching
them and making required regulations to overcome the difficulties are only possible by means of
scientific measuring methods and supervision (Altun, 2014). Course supervision tries to decrease the
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chance of making mistakes to minimum by guiding teachers. Therefore, it essentially aims to increase
the motivation and performance of teachers (Aslanargun& Goksoy, 2013).

The reasons which make course supervision an institutional necessity can be listed as determining
working and inactive teachers, sustaining the effective management in institution, determining mistakes
and making required regulations for them and revealing the level of reaching the educational goals. In
terms of the participants, distinguishing the active teachers, who make some effort to reach teaching
goals, from the inactive ones is important. Therefore, they see course supervision as a necessary tool to
reveal this fact. Assessing the quality of educational activities is seen as a necessity. In order for the
assessment and effective management, it is stated that supervision is necessary. In addition to checking
to what extent the institutional goals have been reached and training educational staff, educational
supervision aims to reveal if human resources department, which is the most important department at a
school, is well-managed or not (Demirtas, 2010).

It is an individual and organizational necessity to bring the supervisory issues to the foreground with
minimal administrative and political considerations, which reveals that many educational stakeholders,
from teachers to school administrators and inspectors, are ignored (Hsieh & Shen, 1998). The results of
the study show that teachers, school administrators and inspectors perceive supervision as a personal
and institutional necessity. For this reason, supervision is a necessity and it is the first step of taking
preventive and regulative actions (Bursalioglu, 2002).

Course supervision as a Specialization-Required Area

The results of the study indicate that teachers, school administrators and inspectors perceive course
supervision as a specialization-required area. The reasons for the former statement are given as the one
who is responsible for supervision must have full knowledge of the field (curriculum, implementation
process, method and techniques), be sufficient in human relations and communication, have
professional experience ( knowledge of teaching, pedagogical formation and world knowledge).
Moreover, it is an undeniable fact that supervision is a discipline which has its own principles, rules and
procedures. The supervisor must be aware of these principles and rules. As for the given result, Taymaz
(2005) also state that inspectors must have the required technical, humanistic and decision making
skills. Aslanargun & Tarku (2014) also support this claim by stating that inspectors must have sufficient
skills for giving constructive feedback and guiding teachers. Inspectors are role models for the ones who
are supervised and they are the ones who can increase the quality of supervisions to the sufficient levels
(Glinduz ve Goker, 2014). A supervisor, who is responsible for the supervision of a lesson, must
theoretically and practically be aware of its curriculum and its contributions to the students, teaching
methods, techniques, classroom management, student behaviors and development process. Since each
of these fields can be stated as a specialization-required area, it is clearly observed that course
supervision is a specialization-required area.

Specialization of Administrators on Course supervision

Teachers, school administrators and inspectors are of the opinion that school administrators are not
experts at course supervision. It is noteworthy that administrators do not perceive themselves as
experts at course supervision. As for the reason why administrators are not experts at course
supervision, the mostly stated reasons are not having supervision formation or their insufficiency in this
regard, not being objective in the evaluation process and not having full knowledge of the curriculum. It
is seen that teachers, school administrators and inspectors are of a single mind about the matter.
Aslanargun & Goksoy (2013) also state that teachers have worries about the objectivity of supervision
when it is done by principles. Moreover, Acar (2009) indicates that although administrators perceive
course supervision as a guiding and supportive tool, they do not reflect these matters during the
supervision process. Therefore, teachers are of the opinion that course supervisions done by the
administrators are not purposeful and teachers perceive course supervision as an assailant tool for
sustaining control. Consequently, a supervisor must have supervision formation, be objective in the
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evaluation process and have full knowledge of the curriculum; however, school administrators are not
perceived as competent.

The Positive Sides of Having Course Supervisions Done by School Administrators

Knowing the staff, environment and institution in a better way and having full knowledge of the
whole learning and teaching process are the positive results of the study for having course supervision
by administrators. Teachers, school administrators and inspectors mainly explain the positive sides of
having course supervision by school administrators as knowing the staff and institution in a better way,
chance of having constant observation. Altun (2014) supports this claim by stating that teachers mainly
want school administrators, vice administrators and group leaders as their lesson supervisors.
Aslanargun & Goksoy (2013) also state that teachers prefer course supervision which is done by school
administrators depending on the reason that administrators have a chance of constant and closer
observation.

The Negative Sides of Having Course Supervisions Done by School Administrators

The research findings have revealed the disadvantages of supervisions done by school
administrators as not being objective in the evaluation process, insufficiency of their supervision
formations, not having full knowledge in the field, knowing each other’s deficiencies as supervisors and
people being supervised, using supervision as a pressure tool, deterioration of the institutional structure
at the end of the supervision, being biased during the supervision, having conflict among administrator-
teacher/ teacher-teacher at the end of the supervision, teachers’ efforts for having good relationship
with the school administrators in order to get better scoring, keeping administrators under pressure
during the decision process, the problem of making the supervision process less serious and its negative
effects on teachers. Having conflict among administrator-teacher/ teacher-teacher at the end of the
supervision is highlighted as another negative aspect. It worths mentioning that school administrators
have made more negative comments on course supervisions, which are done by the administrators,
than teachers and inspectors. When it is compared to few positive statements about course
supervisions, which are conducted by school administrators, it is clear to see that most of the
statements are negative about the issue.

When the related literature, which aims to find out the positive and negative aspects of having
course supervision done by school administrators, have been examined, some of the studies have
parallel and some of them have different results from the current study. Demir and Tok (2015) stated
that school administrators' perceptions regarding environmental conditions and teachers' better
understanding of the researches they conducted were positive for school administrators. Aslanargun &
GOksoy (2013) state that course supervisions which are done by the school administrators are lack of
reliability in terms of objectivity. However, they also state that it might prevent course supervision from
being result-oriented and only paper based. Yilmaz (2009) reveals the positive sides of having course
supervisions done by the administrators as, administrators know the teachers better than the
inspectors, they know teachers’ weak and strong points, and they are also informed about all of the
activities that teachers do. Moreover, administrators also know what the teachers do in their free times
outside the classroom and by administrator supervisions, the longtime intervals between the
supervisions can be prevented. The results of the current study about course supervisions, done by the
administrators, support the aforementioned study.

The Positive Sides of Having Course Supervisions Done by Inspectors

According to the results of the study, course supervision done by inspectors is more preferable than
course supervision done by administrators. Teachers, school administrators state the positive sides of
course supervisions done by inspectors as: inspectors are objective in evaluation and supervision, they
have full knowledge of the field, they are able to guide and counsel teachers, they can provide different
outlook to institution and teachers, they are experienced and professional, they are effective at
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supervision, the effect of inspector term reflect on the teaching and training process in a positive way,
they transfer model implementations from one place to another, they make teachers care about
supervision, they are sufficient for teaching methods and techniques, they are aware of the
contemporary innovations in education field, they prevent the possible conflicts at the end of the
supervision. Aksit (2006) is of the opinion that course supervisions must be done once in several years
by inspectors in terms of objectivity, but administrators should conduct course supervisions every year.
Demir & Tok (2015) have revealed that teachers perceive course supervisions done by inspectors as
objective and teachers believe their expertise in their fields. Demirtas & Akarsu (2016) state the positive
sides of course supervisions which are done by inspectors as forcing teachers to get ready for the
supervision, treating their jobs seriously, having the supervision in an objective, fair and equal way,
increasing the education quality, guiding teachers and transferring the innovations in teaching to the
teachers in a fast and correct way.

The Negative Sides of Having Course Supervisions Done by Inspectors

However the negative sides in the same study are classified as system, teacher and inspector based
negative sides. System based negative sides are the negative aspects which cannot be controlled by
supervisor. System based disadvantages/negative sides are having supervision for limited time, not
knowing the institution, teachers and environment, not having full knowledge of learning and teaching
process, the phobia that the inspector term causes on teachers and students and supervising an out of
branch lesson. Teacher based disadvantages are stated as the phobia that teachers cause on students
because of their bias against inspectors. For the inspector based disadvantages, most of the teachers,
school administrators and administrators do not mention any negative aspects. Only one teacher in the
study sample stated that inspectors are biased and they try to find the weak points of the teachers and
one school administrator stated that inspectors ignore the contingency approach and they do not have
chances to follow the innovations in the field, as the negative sides. Therefore, the study has revealed
that the negative sides of course supervisions which are done by the inspectors, are mainly related with
non-inspector reasons. In parallel to this result, Demirtas & Aksu (2006) show the disadvantages of
supervisions done by the inspectors as meeting teachers only once in a year, checking only the
documents instead of supervising the lessons, acting partially, supervising an out of branch lesson,
supervising lessons to satisfy their egos, the stress and disturbance of having an unknown person in the
classroom. Both of the studies show similar results that the disadvantages / negative sides of course
supervisions done by inspectors are system, teacher and inspector based. When the relevant literature
have been analyzed, the results of the study on the positive and negative sides of course supervision
done by the inspectors show similarity with the retrospective studies. Both positive and negative sides
of course supervisions done by the inspectors are available, but most of the negative sides depend on
non-inspector based reasons.

By Whom the Course supervision must be done

For the question of the best option to have the supervision, participants mostly stated that
inspectors are the best option for supervising the lessons. Having teaching experience, being experts at
supervision, having full knowledge of the field, treating their jobs seriously, increasing teachers’
attention to their lessons and the ability to control the teacher are the reasons for the statement that
inspectors are the best options for the course supervision. In the study conducted by Rosenfeld,
Giacalone and Riordan (1995), teachers are of the view that the most effective participation process can
take place with the inspectors. Participants stating that course supervisions must be done by the
administrators give its reason as inspectors cannot often visit the institution, administrators have full
knowledge of teaching and learning process and they know the teachers in a better way.

The results of the current study highlight that course supervision must be done by inspectors. After
inspectors, participants respectively prefer administrators, inspector-administrators, parents-teachers
and private institutions to conduct course supervisions.
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When different studies have been analyzed to find out who is the best option to have the
supervision, different results have been obtained from different studies. Demir & Tok (2015) support
that teachers prefer inspectors for course supervision because they are objective and experts at their
fields but they also prefer school administrators because they know environment, institution and
teachers better than inspectors. Glindiiz, Aslan & Bozkus (2015) state that school administrators must
fulfill their duties of supervising, guiding teachers and sustaining their professional development.
Okutan (2015) has found out that teachers and school administrators have positive attitudes towards
course supervisions done by the administrators, however, inspectors are of the opinion that course
supervisions should not be conducted by the administrators. Demirtas & Akarsu (2016) have noted that
teachers do not have positive attitudes towards course supervisions done by inspectors. Despite some
worries, teachers have positive attitudes towards course supervisions done by the administrators.
Aslanargun & Goksoy (2013) support this statement with its results revealing that despite the concern of
objectivity, teachers prefer having course supervisions done by the administrators depending on the
reason that they can supervise the process and performance in a closer way. The results of Yildiz, Akbasl
& Uredi’s study (2015) show that primary and middle school teachers have positive attitudes towards
lessons supervisions done by the administrators and they find their guidance and supervision effective
and necessary. According to Altun (2014) teachers respectively prefer school administrator, vice
administrator, group leader and inspectors to conduct course supervisions. Yilmaz (2009) supports this
claim by stating that it is more appropriate to conduct course supervisions by administrators. According
to Topgu (2010) both school administrators and most of the teachers think that administrators are the
best choice for supervising in-class activities and assessing teachers. However Alay (2006) highlights that
teachers find traditional supervision insufficient, they have negative thoughts on having supervisions
done only by administrators and inspectors. Basol (2009) has concluded that teachers would rather
supervisions which are conducted by administrators than inspectors. Akbaba & Memisoglu state that
most of the teachers are of the opinion that school administrators must take an active role in the
supervision process, however, some of the teachers are worried about subjectivity and therefore they
do not have positive attitudes towards it. As it can be seen from the different study results, although
there are different answers to the question of the executers of the course supervision, the mostly stated
answers are inspectors or school administrators.

Recommendations
1. As a result of the study, teachers, school administrators and inspectors are of a single mind about

the necessity of course supervision and it is also a necessity in terms of personal and institutional
perspective. Therefore, course supervisions must be kept in order to determine and increase the
quality of educational services.

2. The results also indicate that course supervision is a specialization-required area. Since course
supervision is a specialization-required area, supervisors must be experts at their fields to conduct
course supervision. In order to obtain the required expertise, supervisors can be trained during in-
service trainings and courses.

3. The results of the study show that course supervisions should mostly be conducted by inspectors. In
line with this result, inspectors may be given more active roles in the course supervision process
which is conducted by school administrators according to current regulations. In this way, school
administrators and teachers can benefit from inspectors’ expertise effectively, thanks to it the
quality of supervision process can be improved. Moreover, administrators can take an active role
during the supervision process with inspectors.

4. The results of the study indicate that teachers, school administrators and inspectors are of the
opinion that administrators are not the experts at course supervisions. It is noteworthy that school
administrators find school administrators insufficient for the supervision process. As for the reason
why administrators are not experts at course supervision, the mostly stated reasons are not having
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supervision formation or their insufficiency in this regard, not being objective in the evaluation
process and not having full knowledge of the curriculum. Knowing the staff, environment and
institution in a better way and having full knowledge of the whole learning and teaching process are
the positive results of the study for having a course supervision by administrators Taking these
positive and negative situations into consideration, it is possible to have an external supervision
which is conducted by inspectors with the active participation of school administrators instead of
conducting the supervision just by the administrators. In this way, the negative aspects of having
course supervision done by the administrators may be released and its positive contributions may be
benefited during the process.

As long as the supervision is done by the school administrators, it must be critical to evaluate
candidate administrators’ supervision skills during administrator election process.

The study reveals that both the number of the supervision conducted in a year and supervision time
are not adequate. It is possible to increase the number and the time of the supervision; therefore, it
is possible for inspectors to know teachers, institution and its environment in a better way.

Ministry of National Education may ask for opinions on the best choice to conduct course
supervisions, implement pilot schemes and evaluate its results accordingly, then create a new
supervision implementation.

This study explores the attitudes and ideas of teachers, school administrators and inspectors on
course supervision. For the future studies, students, parents and other education partners may be
asked for their ideas.

Different studies which investigate the different course supervision implementations may be
conducted and different course supervision implementations may be compared.
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Tiirkge Siirimui

Girig

Egitim sistemleri, insanlar icin ve yine insanlarla tiretimi gergeklestirdiklerinden insan unsurunun en
cok yer aldigi sistemlerdir. En dnemli girdileri insan olup Urlinleri ise istendik davraniglardir. Bu bakimdan
egitim sistemlerini insandan ayri dislinmek mimkin degildir. Bu yoniyle egitim tarihinin, insanlk tarihi
ile basladigi, insanlik tarihinin gelisimine paralel olarak gelisim sergiledigi ve ayni zamanda bu tarihi
gelistirdigi ifade edilebilir. Tarihi, insanlik tarihi kadar eski olan egitimin gelisim siireci irdelendiginde
egitimin kurumsallagsmasinin 18. ylzyilin ikinci yarisindan sonra basladigi gérilmektedir. Halen devam
eden bu kurumsallagma siirecinin giinimize kadarki seyri incelendiginde surekli bir degisimin varligi
goze carpmaktadir. Bu degisim, insan ve egitim var oldukga var olacak bir stregtir.

Egitimin kurumsallasma silrecinde denetimin her zaman egitimin yaninda var oldugu
gorulmektedir. Tark egitim tarihine bakildiginda maarif teskilatinin kurulusuna dogru atilmis ilk adim
olan 1846 yilinda Mekatib-i Umumiye Nezaretinin kurulmasinin ardindan 1847’de “Sibyan Mekatibi
Hocalari Efendilerine ifa Olunacak Talimat” adli y®&netmelikle ilkokullar miifettisliginden (muin)
bahsedilmistir (Bulug, 1997). 1862 yilinda ilk defa teftis ve mifettis kavramlarina yer verilmis, 1869
tarihli Maarif-i Umumiye Nizamnamesinde denetim gorevi egitim tegkilatinin Resmi gorevleri arasinda
yer almistir. 1914 yilinda yayimlanan bir talimatname ile genel ve 6zel okullarin teftisine iliskin esaslar
belirlenmistir. Cumhuriyet dénemine gelindiginde Tiirkiye Cumhuriyeti’'nin kuruldugu tarih olan
1923'demiifettislerin gorevlerine iliskin yonetmelik ve akabinde mifettislerin gorevlerine iligkin bir
talimatname yayinlanmis, 1931 yilinda da mifettislik merkez ve tasra diye ikiye ayrilmis, daha sonra
tekrar vekalet mufettisligi adi altinda birlestirilmistir. 1933 yilinda Teftis Kurulu Baskanhgi olusturulmus,
1938 yilinda ise mufettis olacaklarda Gazi Terbiye Enstitlisi mezunu olma sarti aranmistir.

Yakin gegmise bakildiginda 1990 yilinda Milli Egitim Bakanhg ilkégretim Mifettisleri Kurulu
Yonetmeligi ile meslege alim sartlari, gorev alanlari diizenlenmis (MEB, 1990), 1999 yilinda MEB
ilkdgretim Miifettisleri Baskanliklari Yénetmeligi ile meslege alim esaslari, gérev alanlari, galisma
bolgeleri, hizmet sireleri yeniden dizenlenmistir (MEB, 1999). 24/06/2011tarihinde yayimlanan MEB
Egitim Miufettisleri Baskanliklari Yonetmeligi ile ilkogretim mufettisligi ismi egitim mdufettisligi olarak
degistirilmis, bu yonetmelikle ilkogretim mifettislerinin mevcut teftis, rehberlik, inceleme, arastirma,
sorusturma gorevlerine ortaégretim kurumlarinin denetim, rehberlik, inceleme ve sorusturma gorevleri
eklenmistir (MEB, 2011).Bununla birlikte ortadgretim kurumlarinin teftis edilmesi, bu kurumlarda
rehberlik yapilmasi, ortadgretim kurumlarinda calisan 6gretmenlerin ders yeterlilikleri ile ilgili inceleme
ve sorusturma gorevleri haric olmak Uzere bu kurumlarda galisan bitlin personelin inceleme ve
sorusturma gorevlerinin tasrada bulunan egitim mifettisleri tarafindan yapilmasi saglanmistir.

14/09/2011 tarihli ve 28054 sayili Resmi Gazetede yayimlanan 652 Sayili Millt Egitim Bakanliginin
Teskilat ve Gorevleri Hakkinda Kanun Hikmiinde Kararname ile tasrada gorev yapan egitim
mifettislerinin gorev unvanlari il egitim denetmeni, merkezde goérev yapan bakanlik mifettislerinin
gorev unvanlari ise bakanlik denetcisi olarak degistirilmistir (Resmi Gazete, 2011). 24/05/2014 tarihli ve
29009 tarihli Resmi Gazete’ de yayimlanan Rehberlik ve Denetim Baskanligi ile Maarif Mufettisleri
Baskanliklari Yonetmeligi ile birlikte bir 6nceki yonetmelik olan ve il egitim denetmenlerinin/bakanhk
denetgilerinin tabi oldugu 24/06/2011 tarihli MEB Egitim Mufettisleri Baskanlklari Yonetmeligi
ylrirlikten kaldirilmis, bakanlik denetgileri ile illerde gorevli il egitim denetmenleri maarif mifettisi adi
altinda birlestirilmistir(MEB, 2014). Bu degisiklikle birlikte denetim hizmetleri, Bakanligin gorev alanina
giren konularda Bakanlhgin merkez, tasra ve yurt disi teskilatlarini kapsar duruma getirilmis, egitim
kurumlarinin denetiminde ders denetimi uygulamasi kaldiriimis, denetim ¢alismalari kurum denetimi
seklinde ylratilmeye baslanmistir.
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09/12/2016 tarihli ve 29913 sayili Resmi Gazetede yayimlanan 6764 Sayili MEB Teskilat ve Gorevleri
Hakkindaki KHK ile Bazi Kanun ve KHK’larda Degisiklik Yapilmasina Dair Kanun ile birlikte MEB merkez
teskilatindaki Rehberlik ve Denetim Baskanhgi ibaresi Teftis Kurulu Baskanhgi, maarif mifettisleri ibaresi
de bakanlik maarif mufettisi ibaresi seklinde degistirilmistir (Resmi Gazete, 2016).Bu kanunla birlikte
bakanlik maarif mifettisi olacaklarda aranan sartlar 657 Sayili Devlet Memurlari Kanunundaki genel
sartlara ilaveten en az dort yillik egitim veren hukuk, siyasal bilgiler, iktisadi ve idari bilimler, iktisat,
isletme fakilteleri ve dengi yurt ici, yurt disi yiksekogretim kurumlarindan mezun olmak ve yapilacak
yarisma sinavindan basarili olmak sarti getirilerek yeniden dizenlenmistir.

Rehberlik ve Denetim Baskanligl kadrolarinda gorevli olan personelin gorevleri 6764 sayili kanunla
birlikte sona ermis, maarif mifettisleri il Milll egitim mudurlerine bagh olarak inceleme, arastirma ve
rehberlik hizmetleri ile il MillT egitim mudirinin verecegi diger gérevleri yapacak sekilde gorev alanlari
belirlenmis, illerde gorev yapan maarif mifettislerinin denetim ve sorusturma gorevleri bu kanunla
birlikte sona ermistir. Yine bu kanunla birlikte maarif mifettisleri baskanliklarinda goérevli maarif
miifettislerinin kadrolari sahsa bagh kadro haline getirilmis, herhangi bir sebeple bosalmasi halinde bu
kadrolarin iptal olacagi kanun maddesi ile diizenlenmis, bakanlik merkez teskilatinda 500 adet bakanhk
miifettisi kadrosu ile 250 adet bakanhk mufettis yardimcisi kadrosu ihdas edilmistir.6764 sayili kanunla
birlikte Teftis Kurulu Baskanliginin ve ¢alisma merkezlerinin gorev, yetki ve sorumluluklari, ¢alisma usul
ve esaslari, bakanlik maarif mifettislerinin ve bakanlik maarif mifettis yardimcilarinin gérev, yetki ve
sorumluluklari, meslege alinmalari, yetistirilmeleri, yeterlikleri, yiikselmeleri, gérevlendirilmeleri, calisma
merkezlerine dagilimlari, merkezler arasinda yer degistirmeleri ve diger hususlarin yonetmelikle
dizenlenecegi ilgili kanunun 6/4 maddesinde ifade edilmistir.

Tirk egitim sisteminin denetim alt sisteminde yapilan bu son degisiklik ile birlikte illerde kalacak
maarif mifettislerinin denetim gorevlerinin olmayacagl gorulmektedir. Bakanlk merkez teskilatinda
bulundurulacak olan 500 maarif mifettisi ve 250 maarif mifettis yardimcisi ile egitim sistemindeki bitiin
kurumlarin ve galisanlarin denetiminin yapilmasi mimkin gorilmemektedir. Ayrica bakanlik maarif
miifettisi kadrolarina yeni atanacaklarda aranacak sartlara bakildiginda bunlardan 6gretmen olabilme,
o6gretmen olma sartini tasima ya da egitim fakdltesi c¢ikish olma sarti aranmamaktadir. Bu itibarla
uygulanacak olan denetimlerin ders denetimlerinden ziyade kurum denetimi olacagl ve kurum
denetimlerinin de idari ve mali denetim agirlikh olacagi ifade edilebilir. Ancak denetimin nasil olacagina
ve neleri kapsayacagina iliskin olarak 6764 Sayil Kanun’u takiben yayimlanacak olan ydnetmelikle
birlikte agiklik getirebilecektir.

Ozellikle son yillarda denetim alt sisteminde hizli bir degisimin oldugu bilinmektedir. ilkégretim
mufettisligi, egitim mufettisligi, il egitim denetmenligi/bakanlik denetgiligi, maarif mufettisligi, bakanlik
maarif mufettisligi seklinde gorilen yapisal degisimlerle birlikte birtakim islevsel degisimlerin de oldugu
goriilmektedir. Bu durum denetim sistemine iliskin bir arayis icerisinde olundugunu ortaya koymaktadir.
Yasanan bu degisimler aslinda denetim alt sisteminin varligina iliskin bir tartisma degil denetimin
yapisinin ve islevinin nasil olmasi gerektigine iliskin tartismalari iceren bir slrectir. Bu agidan bakildiginda
denetim alt sisteminin egitim sistemi agisindan gerekli oldugu agiktir. Tlrk egitim tarihi agisindan
bakildiginda, egitim teskilatlanmalarinda sirekli olarak bir denetim mekanizmasinin varhgr bu ihtiyaci
gbdz 6nline sermektedir. Bu yonilyle denetimin, egitimin vazgecilmez bir parc¢asi oldugunu ifade etmek
yerinde olacaktir.

Denetimin, egitimin vazgecilmez bir pargasi olmasi, denetimin okulun amaglarina uygun calisip
calismadigini ortaya koymasi, belli ilkeler dogrultusunda ve profesyonel bir bakis agisiyla okulun
amaglarina uygun yasatiimasi icin islev gérmesi roliinden kaynaklanmaktadir. Denetim, okulun var olma
sebebine uygun bir yasam siriip siirmedigini ortaya koyar. Ozelde 6gretmenin, sinifin ve okulun,
genelde ise egitim sisteminin amaglarini gerceklestirmedeki islevselliklerini tespit ederek degerlendirir.
Kisi ve kurumlara bu noktada rehberlik yaparak oneriler getirir. Kurum ve c¢alisanlarin etkililik ve
verimliliklerini ortaya koyan denetim, egitim disiplini ve yonetim disiplinindeki gelisim ve degisime
paralel olarak gelisim ve degisim goOstermistir. Slire¢ icerisinde yapilan denetim tanimlamalarina
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bakildiginda bu farklilasma goze ¢arpmaktadir. Geleneksel yaklasimda denetimin sonuca odaklanan ve
kontrol amagli olan bir siire¢ oldugu anlayisi giinlimizde kisi ve kurumlarin gelisimlerine rehberlik etme,
onleyici rehberlikle birlikte olasi problemleri ortaya ¢itkmadan engelleme gibi daha ¢agdas bir anlayisa
evrilmistir. Bundan dolayi yeni denetim modelleri de sadece var olan durumu tespit etmekten oteye
gecerek Ogretmenlere 6grenme yoluyla rehberlik edilmesi anlayisini benimsemislerdir (Chamberlin,
2000).

Denetim artik bireylerin bilgi eksikliklerini gidermek, olumlu yonlerini gelistirmek, onlara yol
gostermek gibi gerekgelerle yapilmaktadir. Bu anlamda 6grenci basarisinin iyilestirilmesi icin 6gretmene
yardim etmede aracilik yapan bir isleve sahiptir (Yilmaz, 2009).Denetimin bu islevi ¢cagdas yonetim
anlayislarina gore de bir gereklilik olarak goérilmekte, denetlenmeyen bir yonetsel siirecin verimlilik ve
etkililiginin saglanmasi ve kendisini stirekli yenilemesi olanakli gorilmemektedir (Agaoglu, 2010). Cunki
her karmasik 6rgltte var olan denetim, 6érgitsel ve yonetimsel bir zorunluluktur (Memisoglu, 2012).

Denetim, kamu yarari adina davranisi kontrol etme yontemidir (Bursalioglu, 2012). Denetim, genel
bir ifadeyle orgutsel eylemlerin kabul edilen amaglar dogrultusunda saptanan ilke ve kurallara uygun
olup olmadiginin anlasilmasi sirecidir (Aydin, 2000). Bir baska tanimlamaya gore denetim, orgitsel
amaglarin gerceklesme derecesini saptamanin yaninda saptanan bu derecenin degerlendirilmesini,
duzeltilmesini ve gelistirilmesini de kapsayan bir siirectir (Gokce, 1994). Denetim; inceleme, irdeleme,
kontrol etme olarak da tanimlanmakta, amagli, kasitli ve 6grenci basarisini ve gelisimini daima merkeze
alan ve buna uygun egitsel planlar gergeklestirilmesini 6n goren bir etkinlik olarak goériilmektedir
(Badiali, Firth & Payak, 1997; Glanz, Sullivan&Shulman, 2007). Denetim, ayni zamanda yonetsel eylem,
o6gretim programlari, insan iliskileri, yoneticilik ve liderlik kavramlari ile iligkili olan eylemler bitunudur
(Wiles&Bondi, 2000).

Egitim denetiminde Oncelikli amag¢ 6gretmenlerin mesleki olarak yetismelerine katkida bulunmak,
onlara rehberlik etmek ve bunun sonucunda egitimdeki basari diizeyinin artmasini saglamaktir (Erdem
&Erogul, 2012 a). Ogrenci basarisinin artirilmasinin yani sira 6gretmenin 6gretimsel ve egitsel
becerilerini gelistirmek denetimin diger amaglari arasinda yer almaktadir (Marzano, Frontier&Livingston,
2011). Bu agidan bakildiginda egitimde ve okul sisteminde denetimin geregine ve 6nemine olan inang
bircok yazar tarafindan vurgulanmakta ve o6zellikle sinif icindeki Ogretimin denetimi kaginilmaz
gorulmektedir (Aydin, 2005).

Egitim sisteminde yapilan denetim ve degerlendirme, alanina gore kurum ve ders denetimi olmak
lzere iki grupta incelenir. Ders denetimi, bir egitim kurumunda 6gretici olarak gorev alan 6gretmenlerin
Ogretim ve egitim etkinliklerindeki g¢alismalarinin gézlenmesi, incelenmesi ve degerlendirilmesidir
(Taymaz, 2005).0gretmene ve okul ydnetimine 6gretim faaliyetlerinin uygulanmasindaki basariya dair
somut veriler sunmasi bakimindan ders denetimlerinin &nem tasidigi ifade edilebilir. Ogretim siirecinde
calisip olumlu drinler ortaya koyan 6gretmenin olumlu yonlerini yine 6gretmenin kendisiyle paylasmak,
eksik yonleri ile ilgili 6gretmeni bilgilendirmek, daha iyisini yapabilmesi icin 6gretmeni tesvik etmek,
o6gretimde birligi saglamak, ogretmenlerin uyguladiklari 6gretim metotlarini gelistirmek, o6gretim
araglarinin saglanmasi ve uygulanmasinda 6gretmenlere yardimci olmak, 6grenci basarisinin bilimsel
yontemlerle oOlglilmesi ve degerlendirilmesinde ve 6gretmenlerin karsilastiklari sorunlarin ¢éziimiinde
ogretmenlere yol gostermek ders denetiminin amaglarini olusturmaktadir (Taymaz, 2005).Ancak amaci
dogrultusunda yapilacak ders denetimleri islevsel olacak, egitim ve 6gretim faaliyetlerinin niteligine katki
sunacaktir.

Okulun egitsel ve 06gretimsel amaclarinin gergeklestirilme dizeyinibulmak igin 6grencilerin
o6grenmedeki basarisini 6lcmek gerekmektedir. Okul yonetimleri basarili 6grencilerin sayisini ne kadar
arttirmis ise egitsel amaglari o denli gergeklestirmis sayilirlar. Bu ylzden denetleme sireci, okulda
o6grenmeyi ve 6gretmeyi etkileyen degiskenlerin neler oldugunu, bunlarin egitim slrecinihangi miktarda
etkiledigini ortaya cikarmali ve bu konudaki sorunlari ¢ézebilmelidir (Basaran, 1996).Bu yéniyle ders
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denetimi, okullarda etkili 6grenme ortamlarinin olusturulmasinda etkililigi ve verimliligi arttiran bir unsur
olarak degerlendirilmektedir (Sergiovanni & Starrat, 2002).

Bu dneminden dolayi alan yazinda ders denetiminin gerekliligine iliskin yapilan birgok arastirmaya
rastlanmaktadir. Yapilan arastirma sonuglari genel olarak denetimin, yénetimin konusu olan her alanda
ve yonetimin bitlin slreclerinde kendisini etkili bir sekilde hissettiren bir ara¢ oldugunu, orgitsel
eylemlerin kabul edilen amaglar dogrultusunda saptanan ilke ve kurallara uygun olup olmadiginin
denetimle anlasilabilecegini, 6grencilerin basarisini artirmak amaciyla okullara denetim araciligiyla
yardim edilebilecegini bu bakimdan 6zellikle sinif icindeki 6gretimin denetiminin kaginilmaz oldugunu
ortaya koymaktadir (Aydin, 2000; Aydin, 2005; Erdem & Erogul, 2012 b; Sergiovanni & Starrat 2002).

Tark egitim sistemi agisindan da 6nemli bir yeri bulunan denetim alt sisteminde yapisal ve islevsel
degisimler egitim sistemimizin glincel tartisma konulari arasinda yer almaktadir. Halihazirdaki uygulama
ile ders denetimleri okul mudirleri tarafindan yirutiilmektedir. Basta denetime muhatap olan
ogretmenler olmak tizere, okul idarecileri, mifettisler ve diger egitim paydaslari arasinda bu uygulama
Uzerine tartismalar devam etmektedir. Turkiye’de denetimin tartisildigi bu sire¢ “Ders denetimi
yapilmali midir? Yapilmali ise kim tarafindan yapiimalidir?” problemine yanit aranmasini gerekli
kilmaktadir.

Arastirmanin Amaci

Bu arastirmanin genel amaci ders denetimlerinin gereklili§ine ve gerekliyse kimler tarafindan
yapilmasi gerektigine iliskin 6gretmenlerin, okul idarecilerinin ve maarif mifettislerinin gorislerini
ortaya koymaktir. Bu amagla asagidaki sorulara cevap aranmistir:

1.Ders denetimlerinin gerekliligine ve ders denetimlerinin uzmanlhk gerektirip gerektirmedigine iliskin
o6gretmen, okul idarecileri ve maarif mifettislerinin gorisleri nelerdir?

2.Ders denetimlerinin okul mudirleri tarafindan yapilmasinin olumlu ve olumsuz yénlerine iliskin
O0gretmen, okul idarecileri ve maarif mufettislerinin gorusleri nelerdir?

3.Ders denetimlerinin mufettisler tarafindan yapilmasinin olumlu ve olumsuz yonlerine iliskin
O0gretmen, okul idarecileri ve maarif mufettislerinin gorusleri nelerdir?

4.Ders denetimlerinin kim ya da kimler tarafindan yapilmasi gerektigine iliskin 6gretmen, okul
idarecileri ve maarif mufettislerinin gorusleri nelerdir?

Yontem

Arastirmanin bu bolimiinde arastirmanin modeli, 6rneklem, veri toplama araci, verilerin toplanmasi,
veri analizi, glivenirlik ve gegerlik calismalarina yer verilmistir.

Arastirmanin modeli

Calisma, nitel arastirma yontemlerinden olgubilim deseninde gergeklestirilmistir. Olgubilim deseni,
farkinda oldugumuz ancak derinlemesine ve ayrintili bir anlayisa sahip olmadigimiz olgulara
odaklanmaktadir. Olgubilim deseni bize tiimiyle yabanci olmayan ayni zamanda da tam anlamiyla
kavrayamadigimiz olgulari arastirmayi amaclayan calismalar i¢in uygun bir arastirma zemini olusturur
(Yildirim ve Simsek, 2011).

Orneklem

Kahramanmaras il Milli Egitim Midirliigl biinyesindeki farkli okullarda gérevli 10 dgretmen ve 10
okul idarecisi ile Kahramanmaras il Milli Egitim Mudurligi’nde goérevlil0 maarif miifettisi bu
arastirmanin orneklemini olusturmaktadir. Arastirma 6rneklemine ait bazi demografik 6zellikler Tablo
1’de verilmistir.
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Demografik Ozellikler

Ogretmen

Okul idarecisi

Miifettis

Ogretmenlik Kid.

idarecilik Kidemi

Cinsiyet

Yas

Kidem

Cinsiyet

Yas

Kidem

Yas Cinsiyet

Kidem

Miif. Kid.

Frekans

Kadin
Erkek

25-30 Arasi
31-35 Arasi
36-40 Arasi
41-45 Arasi
45-50 Arasi

1-5Yil Arasi
6-10 Yil Arasi
11-15 Yil Arasi
16-20 Yil Arasi
21-26 Yil Arasi

WNWRRRFPWNWRER PP

1-5Yil Arasi
6-10 Yil Arasi
11-15 Yil Arasi
16-20 Yil Arasi
21-26 Yil Arasi

[ N N

Frekans

Kadin
Erkek

25-30 Arasi

31-35 Arasi

36-40 Arasl

41-45 Arasi

45-50 Arasi
60 Yas

P WL P NNN

5-10 Yil Arasi
11-15 Yil Arasi
16-20 Yil Arasi
21-25 Yil Arasi
35vil

PN WL W

1-5Yil Arasi
6-10 Yil Arasi
11-15 Yil Arasi
16-20 Yil Arasi
21-26 Yil Arasi

I RS SN

Frekans

Kadin
Erkek

10

40-45 Arasi
46-50 Arasi
55-60 Arasi

15-20 Yil Arasi
21-25 Yl Arasi
26-30 Yil Arasi
40 Yil

=N W N =N

5-10 Yil Arasi
15-20 Yil Arasi
32vil

N N
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Veri Toplama Araci

Arastirmanin verileri goriisme yolu ile elde edilmistir. Gorlisme esnasinda yari yapilandiriimis
gorisme formu kullanilmistir. Yari yapilandiriimig gériisme formunda 6gretmenler, okul idarecileri ve
maarif mifettislerine acik uglu 8 soru yodneltilmistir. Arastirmaci tarafindan olusturulan goriisme
formundaki sorular arastirmanin amagclari géz onilinde bulundurularak ve alanyazin taramasindan
faydalanilarak olusturulmustur. Goérisme formlarinda yer alan sorularin kapsam gecerligini taslyip
tasimadigini ortaya c¢ikarmak igin alan uzmani iki akademisyenle birlikte degerlendirme yapilmistir.
Gorusme formlarinin asil uygulanmasina gegmeden 6nce bir 6gretmen, bir okul idarecisi ve bir maarif
mufettisi ile pilot uygulama yapilmistir. Pilot uygulamada sorularin; arastirmanin amacina uygunlugu,
anlasilir ve siralanisinin uygun olup olmadigi degerlendirilmis, degerlendirme sonucunda sekil, amag ve
kapsam vyonlerinden bir sorunun goriilmedigi ve goriisme formunun bu haliyle asil uygulamada
kullanilabilecegi kanaatine ulasiimistir. Yapilan pilot uygulama sonucunda katilimcilara yoneltilen
sorularda herhangi bir degisiklige gidilmediginden pilot uygulamaya katilan 1 6gretmen, 1 okul idarecisi
ve 1 maarif mifettisi ile yapilan goriismelerden elde edilen veriler bu arastirma kapsaminda diger
verilerle birlikte degerlendirilmistir. Arastirma 6rneklemi icerisinde yer alan 6gretmenlere O1’den
baslayarak 010’a kadar, okul idarecilerine Oil’den baslayarak Oi10’a kadar ve maarif mifettislerine
M1’den baglayarak M10’a kadar isimler verilmistir. Ders denetimlerinin gereklili§ine ve uzmanlik
gerektirip gerektirmedigine, ders denetimlerinin okul mudirleri ya da maarif mifettisleri tarafindan
yapilmasinin olumlu ve olumsuz yonlerine ve ders denetimlerinin kim ya da kimler tarafindan yapilmasi
gerektigine iliskin acik uclu sorularla 6gretmen, okul idarecileri ve maarif mufettislerinin bu konulardaki
gorisleri ortaya ¢ikarilmaya ¢alisiimistir.

Verilerin Toplanmasi

Arastirma 6rneklemindeki katiimcilarla yapilan gériismeler 14/11/2016 tarihi ile 12/12/2016 tarihi
arasinda farkli glin ve saatlerde gergeklestirilmistir. Goriisme 6ncesinde katilimcilara galismanin amaci ve
yapilan goérismenin gizliligi hakkinda bilgiler verilmis, katilim icin gonilli olup olmadiklari sorulmustur.
Ogretmen ve idarecilerle yapilan gériismeler gérevli olduklar kurumlarda, maarif miifettisleri ile yapilan
gérismeler ise Kahramanmaras il Milll Egitim Midirligli Maarif Mifettisleri Baskanlig’nda
gerceklestirilmistir. Gortsmeler katihmcilarla  karsilikh - konusma seklinde gergeklestirilmis ve
katilimcilarin yanitlari arastirmaci tarafindan formlara yazilarak kaydedilmistir. Arastirma 6rneklemindeki
her bir kisi ile yapilan gorlisme ortalama 30 dakika stiirmiis toplam 30 kisi ile toplamda yaklasik 900
dakika (15 saat) suren gorUsmeler yapilmistir. Gorisme esnasinda katilimcilara yoneltilen sorular
onceden belirlenmis olmakla beraber, gerektigi durumlarda soru icerikleri degistiriimeden farkli sekilde
sorma yoluna ve yer yer tekrar sorma yoluna da gidilmistir.

Veri Analizi

Katilimcilarla yapilan goriismeler sonucunda elde edilen verilerin édnce kavramsallastirilmasi daha
sonra da ortaya ¢ikan kavramlara gére mantikh bir bicimde diizenlenmesi ve buna gore veriyi aciklayan
temalarin saptanmasini gerektiren icerik analizi yontemi kullanilmistir (Yildirim ve Simsek, 2011). Veriler
arastirmaci tarafindan okunarak kodlamalar yapilmis, arastirmaci tarafindan ikinci kez okuma yapilmis ve
ikinci okuma sonunda bazi veri kisimlarini kodlamak igin kullanilan kavramlar degistirilmistir. Olusan
kodlarin hangi temalar altinda toplanabilecegi lizerinde galisiimis ve olusabilecek temalar belirlenmistir.
Arastirmaci tarafindan yapilan kodlamalar ve tema olusturma galismasindan sonra alan uzmani ve igerik
analizi yontemi konusunda vyeterliligi bulunan bir akademisyen tarafindan bitin veriler Uzerinde
kodlama ve kodlardan tema olusturulmasi islemleri gerceklestirilmistir. Arastirmaci tarafindan
olusturulan kodlar ve temalar ile uzman kisi tarafindan olusturulan kodlar ve temalar karsilastiriimis bu
karsilastirma neticesinde kodlarin ve temalarin ne olacagina iliskin nihai karar verildikten sonra
kodlamalara iliskin frekans tablolari olusturulmustur. Bu asamadan sonra bulgularin betimlemeye hazir
hale geldigi kanaati olusmustur.
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Giivenirlik ve Gegerlik

Arastirma surecinde arastirmacinin arastirmanin yéntem ve asamalarini agik ve anlasilir bir bicimde
tanimlamasi, veri toplama, analiz etme, yorumlama ve sonuglara ulagma konularinda neler yapildiginin
arastirmada ifade edilmesi, arastirmanin ham verilerinin baskalari tarafindan incelenebilecek bigcimde
saklanmasi bu arastirmanin dis glivenirligini saglayan hususlar olarak degerlendirilmektedir. Arastirma
sorulariin agik bir bicimde ifade edilmesi, arastirma verilerinin sorularin gerektirdigi bicimde ayrintili ve
amaca uygun bir bicimde toplanmaya calisilmasi, verilerin alan uzmani bir diger akademisyen tarafindan
kodlanmasi ve olusan iki ayri kodlamanin karsilastiriimasi arastirmanin i¢ glivenirligini saglayan nitelikler
olarak gorulmektedir (Yildinm & Simsek, 2011).Arastirmaci tarafindan yapilan kodlamalar ile alan uzmani
bir diger akademisyen tarafindan yapilan kodlamalar birbirleri ile kargilastinlmis ve tutarhhklar
incelenmistir. Elde edilen kodlarin benzer ve uyumlu oldugu gorulmistur. Arastirmacilarin yaptig
kodlamalardan elde edilen toplam kod sayilari belirlenmistir. Arastirmacilarin yaptiklari kodlamalar
arasindaki uyumun ytzdeligini belirlemek icin asagidaki formul kullaniimistir (Emmer&Millett, 1970; Akt.
Selguk, 2000):

Yiizdelik U —100(1 A_B)
tizdelik Uyum = TTE

Arastirmaci tarafindan yapilan veri analizi sonucu elde edilen kod sayisinin 114, kodlama yapan
diger akademisyen tarafindan yapilan veri analizi sonucunda elde edilen kod sayisinin 70 oldugu
gorilmuistir. Bu durumda;

114 — 70)

Yiizdelik Uyum = 100 (1 ~ 112170

Yiizdelik Uyum =% 76

Kodlamalar arasindaki uyumun %75 ve lzeri olmasi gerektigi (Emme r& Millett, 1970; Akt. Selguk,
2000) g6z oninde bulunduruldugunda iki ayri kodlama arasindaki uyum dizeyinin %76 olmasi
kodlamalar arasinda bir tutarliigin ve uyumun oldugunu, dolayisiyla verilerin givenilir oldugunu
gostermektedir.

Arastirmada katilimci gorislerine dogrudan alintilarla yer verilmesi, arastirma bulgularinin kendi
icinde tutarhlik géstermesi, arastirma orneklemine ait 6zelliklerin tanimlanmis olmasi ise arastirmanin
gecerligini arttiran 6zellikler olarak degerlendirilmistir.

Bulgular
Ders Denetimlerinin Gerekliligi

Ders denetimlerinin gerekliligine iliskin 6gretmen, okul idarecileri ve mifettislerin gorislerinin analizi
sonucu elde edilen temalar ve temalara iliskin kodlara Tablo 2’de verilmistir.
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Tablo 2.
Ders Denetimlerinin Gerekliligine iliskin Ogretmen, Okul Idarecisi ve Miifettis Gériisleri.
Ders Denetiminin Gerekliligi Frekans
Ders denetimi gereklidir 10
- Performans belirlemek 2
g Ogretmenleri gelistirmek 2
T i* Mesleki gevsemeyi 6nlemek 1
g @ | Motivasyonu saglamak 1
s 3 E‘ Denetim puaninin 6nemi 1
g % @ Toplam 7
,a ) Durum tespiti yapmak 3
O = - isi Yapan ve Yapmayani Ayirt Etmek 4
S | S | Planhlik 1
[ S
O | & | Hesap verilebilirlik 1
S | Kontrol 1
%’1 ideolojik yaklasimlarin 6nlenmesi 1
S Toplam 11
Ders Denetiminin Gerekliligi Frekans
Ders denetimi gereklidir 10
. Performans belirlemek 2
3 Motivasyonu ve 6zgliveni saglamak 2
= E’* istendik davranislarin tespiti 2
- g | Mesleki gevsemeyi onlemek 1
§ % ¥ | Donit sunma 1
5 =z Q Toplam 8
2 | 5 Eksiklik tespiti ve giderilmesi 4
2 = < | Amac/hedef/kazanimlarin gerceklesme diizeyini tespit 3
© e S | Yénetebilme firsati sunma 1
2 < | Ogretim planlarinin yapilmasini saglama 1
g Yaptirim glicii uygulama 1
3, | Durum degerlendirmesi yapma 1
S | Kontrol 1
is kalitesini arttirma 1
Toplam 13
Ders Denetiminin Gerekliligi Frekans
Ders denetimi gereklidir 10
< | Program uygulamalarinin takibi 4
8 | Performans ve yeterlilik tespiti 4
- < | Aday 6gretmenlerin gelistirilmesi 1
% g Egitim Ogretim faaliyetlerinde keyfiligin dnlenmesi 1
o % qif Program farkindaliginin olusturulmasi 1
- o~ v . . . . .
:.'_', = @ | Ogretim yontem ve teknolojileri kullaniima durumunu tespit 1
§ §§o Toplam 12
= S | Eksiklik tespiti ve giderilmesi 4
% E Amag/hedef/kazanlmlarm gergeklesme dizeyini tespit 2
o % Onleyici tedbirlerin alinabilmesi 1
?g Birlestirilmis sinifli okullarin rehberlik/denetim ihtiyaci 1
2 | Devletin kontrolu saglayabilmesi 1
© Toplam 9

Tablo 2’de gorildigu gibi ders denetiminin gerekliligine iliskin olarak gérismelerden elde edilen
verilerin icerik analizi sonucunda bitin o6gretmenlerin, okul idarecilerinin ve mifettislerin ders
denetimlerinin yapilmasi gerektigi yoninde goérus bildirdikleri goriilmektedir. Katihmcilar ile yapilan
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gorismelerden elde edilen veriler 1siginda denetimin gerekliligi; bireysel agidan ve o6rgitsel agidan
gereklilik seklinde iki tema altinda toplanmistir.

Ogretmenler, bireysel acidan denetimin gerekliligi temasinda; “Ggretmenlerin performanslarinin
belirlenmesi, gelistiriimesi, motivasyonlarinin saglanmasi ve mesleki gevsemelerinin 6niine gegilmesi,
denetim sonucu alinacak puandan dolayir 6gretmenin ¢alisma arkadaslarina mahcup olmamasi igin daha
cok calisma istegi duyacadi” sebeplerinden dolaylr denetimin gerekli oldugunu ifade etmektedirler.
Ogretmenler, bu temada en ¢ok &gretmen performansinin belirlenmesi ve 8gretmenlerin gelistirilmesi
bakimindan denetimi gerekli gérmektedirler.

Ogretmen gérislerine gdre; “6rgiit ortaminda isini yapan ve yapmayan bireyleri tespit edebilmek,
egitim dgretim faaliyetlerinin yapilip yapiimadigina dair durum tespiti yapabilmek, egitim d&gretim
islerinin planli yiirttiilebilmesi, kontrolii sadlama, hesap verilebilirlik, ideolojik fikirlerin egitime
yansitilmamasi” igin denetimin érgiitsel acidan gerekli oldugu gériilmektedir. Ogretmenler en fazla, isini
yapan ve yapmayan calisanlari ayirt edebilmek ve egitim 6gretim faaliyetlerinin yuratilmesine iliskin
durum tespiti yapabilmek icin denetimin 6rgltsel bir zorunluluk oldugunu ifade etmektedirler. Bu
durumda 6gretmenlerin calisanla calismayan arasindaki farkin ortaya konulmasi gerektigine yonelik
gicli inanglarinin var oldugu, bu ayirimin da ancak denetimle ortaya konulabilecegini diistindlkleri ifade
edilebilir. Bltln sistemlerde denetimin rollu sistemin isleyisine ait bir fotograf ortaya koymaktir.
Ogretmenler de denetimden egitim 6gretim faaliyetlerine iliskin bitiin durumlarin tespitini yapmasini,
isleyisi her yonlyle ortaya koymasini beklemektedirler.

Ogretmenlerin goriisme sirasinda denetimin yapilmasinin birey ve érgiit acisindan zorunlu olduguna
iliskin agiklamalarina 6rnek olabilecek bazi alintilar asagida verilmistir:

“... Yani motivasyonumuz ve kendi ¢alismalarimizin degerlendirilmesi, eksik ve olumlu yénleri gérmek
adina yapilmalidir. Yeter ki objektif olsun”(03)

“... Clinki denetim yapilmadiginda égretmenler gelisim ve degisime karsi kendilerini kapatiyorlar.
Egitsel amaglara ulasma derecesini 6lcmek icin denetim sarttir.” (06)

“.. Simdi ¢ok rahat dgretmenler var ve 6gretmenler ¢ok farkli biling diizeyine sahip. Bunun igin
denetim yapilmali. Cok yasli 6gretmenler var ve bunlar unumu eledim elegimi astim formatindalar.
Calisanla ¢calismayanin ayriminin yapilabilmesi igcin denetim yapilmalidir. Kontrol altinda olan insan bir
seyleri daha iyi yapar. Kontrol sarttir. Denetim sonucu yapilan degerlendirmede 6gretmenler ziimre ve
meslektaslarindan daha diisiik bir degerlendirme sonucu ile karsilasmamalari adina daha iyi ¢alisacaktir.
Hani égretmenler arasinda sen kag aldin, ben kag¢ aldim, degerlendirme objektif mi ya da yiiksek aldi hak
etti mi ya da disiik aldi o bunu hak etmiyordu falan gibi degerlendirmeler yapilmaktadir. Bu da
denetimin 6nemini, geredini ortaya koymaktadir.”(07)

“..Ideolojik  fikirlerin, gbriislerin editime yansitiimamasi adina denetim yapimalidir. Kendi
cocugumuza verdigimiz 1 TL’nin hesabini ¢ocugumuza soruyoruz. Devlet de egitimin nerede oldudunu
elbette denetleyecek. Hesap verilirligi saglamak adina denetim yapiimalidir.”(58)

Okul idarecileri, bireysel acidan denetimin gerekliligi temasinda; “6gretmenlerin performanslarinin
belirlenmesi, motivasyon ve 6zglivenlerinin arttirilmasi, olumlu mesleki davranisiarinin ortaya ¢ikarilmasi
ve 6gretmenlerin mesleki manada gevsemelerinin éniine gegilmesi” acilarindan dolayi denetimi gerekli
gormektedirler.

Okul idarecileri, orgitsel agidan denetimin gerekliligi temasinda; “kurumlari yénetebilmek, egitim
oégretim faaliyetlerindeki eksiklikleri ve yanlisliklari tespit ederek giderilmesini saglamak, 6gretim
planlamalarinin yapilma durumunu incelemek, durum degerlendirmesi yapmak, is kalitesini arttirmak,
egitim &gretim faaliyetlerinin yapilip yapilmadigini, amacg/hedef ve kazanimlarinin gerceklesme
durumlarini  ve diizeylerini tespit etmek, d&dgretmenlerin yaptiklari ¢alismalar hakkinda déniit
alabilmelerini saglamak, kontrolii saglamak ve yaptirim glicii uygulamak” igin denetimin gerekli oldugu
ifade edilmektedir.
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Okul idarecileri ders denetimlerini daha ¢ok orgutsel agidan bir gereklilik olarak gormektedirler. Bu
gerekliligin, denetimin yonetimin bir pargasi olma roliinden kaynaklandigi ifade edilebilir. Denetim;
durum tespiti, degerlendirme, diizeltme ve gelistirmeyi iceren bir siirectir. Okul idarecilerince ifade
edilen gereklilik durumlari denetimden beklenen bu islevleri ifade etmektedir.

Okul idarecilerinin agiklamalarina 6rnek olabilecek bazi alintilar asagida sunulmustur:

“Bence ders denetimleri yapilmalidir. Clinkii yénetimde bir s6z vardir. Denetim yapmiyorsan sen
yénetmiyorsundur diye.” (Oi1)

“..Programda belirtilen hedeflere 6gretmenlerin ne derece ulastigini ortaya ¢ikarmak igin siirekli ve
periyodik olarak denetim yapiimalidir.” (0i2)

“... Bir kurumun is kalitesi iyi bir denetime baghdir.” (Oi3)

“.. Ciinkii biz ne kadar da olsa kontrol edilmeden bir seyler yapamiyoruz. Ogretmenler ders
denetimleri yapilmadiginda ¢cok rahat davraniyorlar.”(0i4)

“...Kisinin disaridan degerlendirilmesi fark edilmeyen yanlislarin ve eksikliklerin ortaya konmasi adina,
6égretmenlerin olumlu yénlerinin ortaya c¢ikarilarak motivasyonlarinin ve éz giivenlerinin artmasi adina
gerekli oldugunu diisiiniiyorum.” (Oi5)

“...Clinkii 6gretmenleri motive etmek icin bu gereklidir.” (0i7)

Maarif mifettislerinin, ders denetimlerinin bireysel agidan gerekliligine iliskin gorisleri analiz
edildiginde; “programlarin uygulanma diizeyinin tespiti, égretmen performans ve yeterliliklerinin tespiti,
aday dgretmenlerin gelistirilmesi, egitim 6gretim stirecinde keyfiliGin 6nlenmesi, 6gretmenlerin égretim
programlarina iliskin farkindaliklarinin arttirilmasi, 6gretim faaliyetlerinde G6gretim ilke ve yéntemlerin
kullanilma durumlarinin tespiti” nedenlerinden dolayl denetimin bireysel manada gerekli oldugu
gorilmektedir.

Orgiitsel agidan denetimin gerekliligine iliskin maarif mifettisleri; “egitim siireci icerisinde yapilan
eksiklik ~ ve  yanlishklarin  belirlenerek  ortadan  kaldirilmasi,  egitsel  ve  ddretimsel
amaclara/hedeflere/kazanimlara ulasiima durumlarinin ve dizeylerinin tespiti, 6nleyici tedbirlerin
alinabilmesi, birlestirilmis sinifli okullarin rehberlik ihtiyacinin karsilanmasi, devletin kontroliiniin
saglanmasi” gereklilikleri denetimi 6rgltsel agidan zorunlu kilan nedenler olarak agiklamislardir.

Maarif mufettislerinin agiklamalarina 6rnek olabilecek bazi alintilar asagida sunulmustur:

“...Egitsel faaliyetlerin dogruluguna, eksikligine iliskin bulgular ancak denetimle gercgeklesir. Uygun
yéntem, teknik uygulama durumunu ancak denetimle gériiriiz. Buna iliskin egitsel manada tedbirlerin
alinmasi, énleyici ¢alismalarin yapilmasi, miidahalenin zararlari 6nlemesi diyebiliriz.” (M1)

“...En azindan aday 6gretmenlerde ve birlestirilmis siniflarda yapiimalidir.” (M4)

“..Clinkii dncelikle program odakli egitim &gretim konusunda sapmalarin tespiti, bununla ilgili
programin merkeze alinmasina iliskin olarak tespitin yapilmasi gerekmektedir. Programla ilgili 6gretmen
farkindaligi olusturmak icin gereklidir.” (M7)

“..Clinki derslerin amaclari gerceklestiginde okulun dolayisiyla Milli Egitimin genel amacglarina
ulasilacaktir. Bu itibarla anilan ¢alismalarin ne denli yapilip yapilmadiginin profesyonelce gézlenip
sapmalar varsa diizeltme isleminin gerceklesmesi icin ders denetimlerinin yapilmasi ¢cok elzemdir.” (M9)

Maarif mifettislerinin tamami ders denetimlerinin yapilmasi gerektigini vurgulamaktadirlar.
Maarif mifettisleri daha ¢ok 0Ogretim programlarinin uygulanma durumlarinin tespiti, 6gretmen
performans ve yeterliliginin ortaya cikariimasi, egitim 6gretim faaliyetleri ile ilgili eksik ve yanlighklarin
giderilmesi bakimindan denetimin yapilmasi gerektigini belirtmislerdir. Denetimin; durum tespiti,
degerlendirme, diizeltme ve gelistirme rolleri agisindan bakildiginda bu rollerin gergeklestirilmesi icin
denetimin gerekli olan bir slire¢ oldugu ifade edilebilir. Bunun yaninda denetimin egitimde keyfiligin
6nlenmesi agisindan gerekli oldugu, egitsel amag/hedef/kazanimlara ulasma dizeyinin denetimle ortaya
konulabilecegi, sinif icerisinde yapilan uygulamalarin yerindeliginin denetimle tespit edilebilecegi ve
devletin egitim faaliyetlerini kontrol altinda tutmasinda denetimin 6nemli bir roli oldugu ortaya
cikmaktadir.
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Uzmanlik Gerektiren Bir Alan Olarak Ders Denetimi

Ders denetimlerinin uzmanlk gerektiren bir alan olup olmadigina ve uzmanlik alaniysa bunun
sebeplerinin neler olduguna iliskin 6gretmen, okul idarecileri ve mufettislerin gérislerinin analizi sonucu
elde edilen temalar ve temalara iliskin kodlar Tablo 3’te verilmistir.

Tablo 3.
“Bir Uzmanlik Alani Olarak Ders Denetimi”ne iliskin Gériisler.

Ders Denetimi Uzmanlik Gerektiren Bir Alan midir? Frekans
Ders denetimi uzmanlik gerektiren bir alandir. 10
Alan hakimiyeti 8
g %::J !Denetim formasyonuna sahip olma 6
4é g Ipsan iliskilerinde ve iletisimde yeterlilik 4
o 2 Ogretmenlik ve mifettislik tecriibesi 2
Yas gruplarinin 6zelliklerini bilme 2
Toplam 22
Ders Denetimi Uzmanlik Gerektiren Bir Alan midir? Frekans
Ders denetimi uzmanlik gerektiren bir alandir. 10
Alan hakimiyeti 5
insan iliskilerinde ve iletisimde yeterlilik 4
Mesleki tecriibe 3
o Denetim formasyonuna sahip olma 2
§ é Mevzuata hakim olma 2
g g Yenilik¢i ve vizyon sahibi olma 2
32 § Kriz yonetebilme, pratik ¢oziimler Uretebilme 1
© Zaman yonetimi 1
Ogrencilerin gelisim ve davranis ézelliklerini bilme 1
Toplam 21
Ders Denetimi Uzmanlik Gerektiren Bir Alan midir? Frekans
Ders denetimi uzmanlk gerektiren bir alandir. 10
_ Ogretmenlik meslek bilgisine sahip olma 7
'% % Denetim formasyonuna sahip olma 5
S| 3| Alan hakimiyeti 4
2 2| Mesleki tecriibe 2
Toplam 18

Tablo 3’te gorildigu lizere ders denetiminin uzmanhk gerektiren bir alan olup olmadigina iliskin
olarak butiin 6gretmenler, okul idarecileri ve miifettisler ders denetiminin uzmanlik gerektiren bir alan
oldugunu ifade etmislerdir.

Ogretmenler, ders denetiminin neden uzmanlik gerektirdigine iliskin olarak; “ders denetimi
yapabilmek icin alana hdkim olmak, denetim formasyonuna sahip olmak, insan iliskileri ve iletisim
konularinda yeterli olmak, égretmenlik ve miifettislik tecriibesine sahip olmak, égrenci yas guruplarinin
o6zelliklerini bilmek” konularinda yeterlilige sahip olunmasi gerektigini belirtmektedirler. Alana hakimiyet,
ogretmenlere gore ders denetimi yapabilmek icin en fazla sahip olunmasi gereken uzmanlik olarak
gorulmektedir. Mufettislerin, 6gretim programlarini bilmeleri, programda yer alan kazanimlarin farkinda
olmalari, kazanimlarin nasil kazandirilacagina iliskin bilgi yeterlilikleri, 6gretim planlari konusundaki
teknik yeterlilikleri alan hakimiyeti olarak degerlendirildig§inde bunun uzmanhgin blytk bir kismini
olusturdugu ifade edilebilir.
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Denetim, 6gretmenlerce, kendi igerisinde ilke ve kurallari olan alan yani bir disiplin olarak
gorilmektedir. Bu bakimdan ders denetimi belli ilke ve kurallara goére ve belli bir siure¢ dahilinde
isleyecek bir uzmanlk alani olarak gériilmektedir. Ogretmenler ders denetimi yapacak uzman kisinin
insan iliskileri ve iletisim alaninda da gerekli yeterlilige sahip olmalari gerektigini belirtmekte ve bunu
onemsemektedirler.

Ogretmenlerin agiklamalarina érnek olabilecek bazi alintilara asagida yer verilmistir:

“..Denetleyecedi alanla ilgili bilgiye sahip olmasi gereklidir. iletisimi, insan iliskileri alaninda yeterli
olmasi gerekir denetim elemaninin.” (01)

“...Denetimi yapan kisi her tiirlii ayrintiy1 bilmeli, denetleyecegi alana hdkim olmali, béylece gergek bir
degerlendirme yapilsin.”(03)

“..Ben ana sinifi égretmeniyim. Beni denetleyecek kisi alanimda uzman olmalidir. Neyi, nasil
denetleyecedini bilmelidir. Yoksa égretmenin yaptigi ¢alismalar g6z ardi edilebiliyor. O yas grubu
cocuklarin 6zelliklerini bilmelidir. Teknik manada denetime iliskin yeteri bilgiye sahip olmalidir
denet¢i.”(04)

“..Neyi denetleyecegini bilmeli, karsisindaki 6gretmene nasil davranacagini bilmesi icin uzmanlik
gerektirdigini dtsiiniiyorum. Denetimle ilgili siirecler ve denetimin her yéni ile ilgili bilgi sahibi
olunmalidir.” (09)

Okul idarecileri, ders denetiminin neden uzmanhk gerektirdigine iliskin olarak; “Ders denetimi
yapabilmek icin alana hdkim olmak, insan iliskileri ve iletisim konularinda yeterli olmak, égretmenlik ve
miifettislik tecriibesine ve denetim formasyonuna sahip olmak, mevzuata hdkim olmak, vizyon sahibi ve
yenilik¢i olmak, kriz yénetimi ve pratik ¢6ziimler lretebilme becerisine sahip olmak, zaman yénetimi
konusunda yeterli olmak, édgrenci yas guruplarinin 6zelliklerini bilmek” konularinda yeterlilige sahip
olunmasi gerektigi belirtiimektedir. Okul idarecileri en fazla, alana hakimiyet ile insan iligkileri ve iletisim
becerilerindeki yeterliligi uzmanlik alani kapsaminda degerlendirmislerdir. Ders denetimi icin gerekli olan
yeterlik alanlarina bakildiginda denetim elemaninin 6zellikle program ve iletisim becerileri noktalarinda
yeterlilige sahip olmalari gerektigi ifade edilebilir.

Okul idarecilerinin agiklamalarina 6rnek olabilecek bazi alintilar asagida sunulmustur:

“..Denetim bilimsel bir olay oldugu igin bu alanda egitim alinmasi sarttir. Uzmanlk alaninda insan
iliskileri, zaman yénetimi, kriz yénetimi... gibi konularda uzmanhk gerektirir.” (Oi1)

“..Karsi tarafa yardimin yapilabilmesi icin alana hdkim olmak gerekir. ... Denetim teknik bilgi ve
beceri icerir. Bu bakimdan herkes denetim yapamaz.”(0i2)

“..Sadece akademik uzmanlk degil, insan iliskileri, iletisim alaninda yeterli, vizyon sahibi, yeniliklere
agik ve yenilikleri takip eden ve bunlari alanda uygulayabilen uzman kisi olunmasi gerekir. Ayrica bu
uzmanlar pratik diisiinebilen, pratik yéntem ve ¢éziimler gelistirip kullanabilen kisiler olmalari gerekli
oldugunu diisiiniiyorum.”(0i5)

“..Her sey uzmanlik gerektirir. Nasil denetim yapacadinizi bilmezsiniz yoksa. ... Alani, 6gretmenligi
bilmelidir. Ogretim programi gibi alanlarda uzman olmalidir. Mevzuatin ¢ok iyi bilinmesi gerekiyor.” (0i7)

“..Denetim alaninda egitim almis, denetimin ilkelerini, siireglerini, amaglarini iyi bilen kisiler
tarafindan gerceklestirilmesi gerekir.” (0I8)

“..Ben 35 yillik idareciyim. Dért yil 6§retmenligim var. Odretmene karsi zor durumda kalmamak icin
dgretim programlarina bakiyorum. Eksik bir yéniimiin kalmamasi gerekiyor...”(0I9)

Miifettisler, ders denetiminin neden uzmanlik gerektirdigine iliskin olarak; “ders denetimi yapabilmek
icin égretmenlik meslek bilgisine sahip olmak, denetim formasyonuna sahip olmak, alana hdkim olmak,
oégretmenlik ve milifettislik tecriibesine sahip olmak” konularinda yeterlilige sahip olunmasi gerektigini
belirtiimektedirler. Mufettisler ders denetimini uzmanlik gerektirdigini, bu uzmanhgin da en fazla
dgretmenlik meslek bilgisine sahip olma ile gerceklestigini ifade etmektedirler. Ogretmenlik meslek
bilgisi; pedagojik formasyon, alan bilgisi ve genel kiiltiir alanlarindaki bilgileri ifade eder. Ogretmenin
yeterli olmasi gereken bu alanlarda ders denetimi yapacak olan denetim elemanlarinin da yeterli olmak
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zorunda olduklar ifade edilebilir. Mifettisler, denetimin bir disiplin oldugunu, bu disiplinin ilke ve
kurallarina hakim olmak gerektigini bu bakimdan ders denetimlerinin uzmanhk gerektiren bir alan
oldugunu belirtmektedirler.

Mifettislerin agiklamalarina 6rnek olabilecek bazi alintilar agagidaki gibidir:

“..Ciinkii her ders birbirinden farklidir. Fen bransindan birine ingilizce bransindaki birinin
rehberlik/denetim yapmasi yanlis olur.” (M1)

“..Clinkii 6gretmenlik mesleki ézelligi olan, kendi icerisinde pedagojik alan ve genel kiiltiir anlaminda
donatilmis bir meslek oldugundan bunlarin denetiminin de ayni él¢iide ayni meslek icerisinden gelen
kisilerce yapilmasi, algilama ve empati kurmanin daha kolay olacadini, teftisin ve denetimin bir takim
6zel mesleki ve teknik bilgi ve beceri gerektirdiginden uzmanlik gerektiren bir alan oldugunu
diisiintiyorum.”(M2)

“..Egitime iliskin belli bir tecriibe, bilgi birikimine sahip olunmasi gerekir. Denetim disiplinine iliskin
ilke, kural ve siiregler vardir. Bu siireclerle ilgili yeterlilije sahip olunmasi gerekir. iletisim bunlarin
icerisinde en 6nemli yeterliliktir.”(M4)

“..Ogretmeyi ve 6Grenmeyi bilmek, pedagojik formasyon sahibi olmak gerekir.”(M5)

“..Oncelikle ders denetimi yapan kisilerin programa hékim olmasi, egitimin felsefesinden haberdar
olmalari bakimindan gereklidir. Denetimin belli ilke, kural ve siire¢lerinden haberdar olunmasi uzmanhk
gerektirmektedir.”(M7)

Okul Miidiirlerinin Ders Denetimi Konusundaki Uzmanliklari

Okul muddrlerinin ders denetimi konusunda uzman olup olmadiklarina ve bunun sebeplerine iligkin
ogretmen, okul idarecileri ve miufettislerin goruslerinin igerik analizi sonucu elde edilen temalar ve
temalara iliskin kodlar Tablo 4’te verilmistir.
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Tablo 4.
Okul Miidiirlerinin Ders Denetimi Konusundaki Uzmanliklanina iliskin Gériisler.
Okul Miidiirleri Ders Denetiminde Uzman midirlar? Frekans
Okul muddurleri ders denetimi konusunda uzman degildir. 10
Ogretim programlarina hakimiyetin olmayisi 7
Denetim formasyonlarinin yetersiz olusu 4
Pedagojik formasyon yetersizlikleri 3
] 5 Ogretmenlikten uzaklasmis olmalari 2
% 'S | Objektif olamamalari 2
w0 | 3| ideolojik yaklagimlari 2
© =z Yoneticilik gorevinde liyakatli olmamalari 1
Sadece evrak denetimi yapmalari 1
Toplam 22
Okul Miidiirleri Ders Denetiminde Uzman midirlar? Frekans
Okul midyiirleri ders denetimi konusunda uzman degildir. 8
Okul muddrleri ders denetimi konusunda kismen
uzmandirlar.
Denetim formasyonlarinin olmamasi veya yetersizligi 7
2 | _ | Objektif olamamalari 3
g % Ogretim programlarina hakimiyetin olmayisi 2
E; % Ogretmenlikten uzaklagsmis olmalari 1
é Z | Yoneticilik gorevinde liyakatli olmamalari 1
Mevzuata hakim olmamalari 1
Toplam 15
Okul Miidiirleri Ders Denetiminde Uzman midirlar? Frekans
Okul muddrleri ders denetimi konusunda uzman degildir. 10
Denetim formasyonlarinin olmamasi veya yetersizligi 8
o | = Objektif olamamalari 3
% % Ogretim programlarina hakimiyetin olmayisi 3
5 % Tecriibeli olmamalari 2
2|z ideolojik yaklasimlari 2
Pedagojik formasyon yetersizlikleri 1
Toplam 19

Tablo 4’e bakildiginda kendileri ile gbrisme yapilan 6gretmenlerin tamami, okul idarecilerinin biylk
bir cogunlugu (8/10) ve mifettislerin tamami; okul mudirlerinin ders denetiminde uzman olmadiklarini,
iki okul idarecisi de kismen uzman olduklarini ifade etmislerdir. Bu bakimdan denetimin paydaslari olan
ogretmenler, okul idarecileri ve mifettisler, okul midurlerinin ders denetiminde uzman olmadiklarini
distinmektedirler. Halihazirdaki uygulamaya gore ders denetimlerini yapan okul muddrlerinin de ders
denetimi noktasinda kendilerini uzman gérmemeleri manidar bir bulgu olarak degerlendirilebilir.

Ders denetimleri konusunda okul midirlerinin neden uzman olarak gorilmediklerine dair gorislerin
icerik analizinden elde edilen bulgulari asagida yer almaktadir:

Ogretmenler, ders denetimi konusunda okul miidiirlerinin uzman olmadiklarini ifade etmektedirler.
Bunun gerekgeleri ise; “okul midiirlerinin édgretim programlarina hdkim olamayislari, denetim
formasyonuna sahip olamamalari veya bu konudaki yetersizlikleri, pedagojik formasyon yetersizlikleri,
uzun siire égretmenlikten uzak kalmis olmalari, dederlendirmede objektif olamamalari, degerlendirme
stirecinde ideolojik davranmalari, yéneticilik gdrevi igin gerekli liyakati tasimamalari, yaptiklari
denetimlerin sadece evrak boyutunda kalmasi”dir. Ders denetimi konusunda okul middrlerinin uzman
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olmadiklari noktasindaki 6gretmen gorislerinin en fazla, okul maddarlerinin 6gretim programlarina hakim
olmamalarindan, denetim formasyonuna ve pedagojik formasyona sahip olmamalarindan kaynaklandigi
gorulmektedir.

Ogretmenlerin agiklamalarina 6rnek olabilecek bazi alintilar asagida sunulmustur:

“..Okul miidiirlerinin siyasi yénlerinin olmamasi lazim. Ideolojik yaklasimdan dolayr uzmanhgin
olmadigini diisiiniiyorum.” (01)

“ ... Yillarca idarecilik yapmalari dolay! égretim programlarindan uzak olmalarindan dolayi uzman
olmadiklarini disiiniiyorum. Denetimin ilke ve siireclerine vakif olunmasi gerekir ki profesyonel
olabilsin.”(03)

“ ... Midiirlerin genelde kidemli, mesleginin son dénemlerini yasayan, gelisim ve degisime agik
olmadiklari ve denetim alaninda uzman olmadiklari icin bu alanda yetkin ve uzman olmadiklarini
diisiiniiyorum.”(06)

“... Birileri idareye daha yakin, birileri de daha uzak bazilari ise nétrdiir. Bu durum degerlendirmeye
bir sekilde yansiyacak, dederlendirmede birtakim sapmalar olacaktir. idareciler 6§retmenlikten daha
uzak olduklari icin denetimde de eksiklik olacaktir.”(07).

“.. ldarecilerin liyakatli kisilerden olustugunu diisiinmiiyorum. Okul miidiirlerinin performans
degerlendirmesinde objektiflik sergilediklerini diisiinmiiyorum. Mdiirler ideolojik ya da kisisel iliskilerden
dolayi tarafgir davranabilmektedirler.”(69)

“... Alan bilgisine sahip olmamak mddiirler i¢in bir yetersizliktir. Denetimde sadece sinif diizenine ve
evraka bakiyorlar. Ozde denetim (kazanim denetimi gibi) olmuyor.”(610)

Okul idarecileri, ders denetimi konusunda okul mudurlerinin uzman olmadiklarini ifade
etmektedirler. Bunu, su gerekcelere dayandirmaktadirlar: “Okul miidiirlerinin denetim formasyonuna
sahip olmamalari veya bu konudaki yetersizlikleri, degerlendirmede objektif olamamalari, égretim
programlarina hékim olamayislari, uzun siire 6gretmenlikten uzak kalmis olmalari, yéneticilik gérevi igin
gerekli liyakati tasimamalari, mevzuata hdkim olmamalari”. Ders denetimi konusunda okul midirlerinin
uzman olmadiklari noktasinda okul idarecileri en fazla, okul midirlerinin denetim formasyonuna sahip
olmamalari veya bu konudaki yetersizliklerinden, degerlendirmede objektif olamamalarindan ve 6gretim
programlarina hakim olamamalarindan bahsetmektedirler. Okul miidiirlerinden sadece Oi3 ve Oi7 ders
denetimi konusunda okul muddrlerinin kismen uzman olduklarini belirtmislerdir.

Okul idarecilerinin bu konu ile ilgili agiklamalarina 6rnek olabilecek bazi alintilar asagida sunulmustur:

“..Denetim bilimsel bir siirectir. Bu siirecin egitimini almadidi icin uzman degildir. Denetim yeterlikleri
istenilen diizeyde dedildir. ... Odretmeni yakinen tanidigi icin duygusal kararlar verme riskleri
coktur.”(0i1)

“..Hem program yeterlikleri hem de denetim yeterlikleri konusunda yeterli degillerdir. Bu disiplinin
ilke ve kurallarina hdkim olmak ve uygulayabilmek icin bu alanda ihtisaslasmak gerekir. Miidiirlerde
béyle bir ihtisaslasmanin olmadigini diisiiniiyorum.”(0i2)

“..Kurumuna hékim, personeline hdkim bir okul idarecisi denetimde yeterli olabilir. Ogretim programi
konusunda yetersizlik gériilebilir ama.”(03)

“..Idarecilerin codu uzun yillar idarecilik yaptiklarindan uygulamadan uzaktirlar. Bu durumda onlarin
objektif olamayacadini diisiintiyorum. ...Okul idarecilerinin segimi noktasinda liyakat olmadigindan
denetimde de yeterliligin olmadigini diisiiniiyorum.”(0i5)

“..Okul mdidiirlerinin denetim hususundaki yetersizliklerinin sebeplerinin kendilerinin denetim
konusunda yetismemeleri, denetime iliskin ilke ve siirecleri bilmemeleri diyebiliriz.”(0I7)

Miifettisler, ders denetimi konusunda okul mudirlerinin uzman olmadiklarini ifade etmektedirler.
Bunun nedenlerini ise su sekilde agiklamaktadirlar: “Okul mddiirlerinin denetim formasyonuna sahip
olmamalari veya bu konudaki yetersizlikleri, dederlendirmede objektif olamamalari, d&gretim
programlarina hdkim olamayislari, tecriibesiz olmalari, ideolojik yaklasimlari, pedagojik formasyon
yetersizlikleri”. Ders denetimi konusunda okul mudurlerinin uzman olmadiklari noktasinda mifettisler en
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fazla, okul mudirlerinin denetim formasyonuna sahip olmamalarindan veya bu konudaki
yetersizliklerinden, degerlendirmede objektif olamamalarindan ve 0&gretim programlarina hakim
olamamalarindan bahsetmektedirler. Ogretmenlerin, okul idarecilerinin ve miifettislerin bu konuda
buyuk 6lglide ayni fikirde olduklari gériilmektedir.

Mufettislerin bu konu ile ilgili agiklamalarina 6rnek olabilecek bazi ifadeler asagida yer almaktadir:

“..Okul ¢alisanlarinin sikdyetlerinde miidiirlerin bu konuda yetersiz olduklari, ideolojik bakis agisiyla
yaklastiklari, objektif davranmadiklari ifade edilmektedir.”(M2)

“..Denetim uzmanlik gerektirir. Ders denetimi konusunda egitim almadiklarindan dolayi yetersiz
olduklarini diisiiniiyorum.”(M3)

“..Kesinlikle degil. Bu durumdan hem mdidiirler hem de &gretmenler sikdyetgidirler. Ciinkii okul
miidiirleri denetimin ilke ve siireglerinden dgretim programlarindan haberdar degildir. Kisisel iliskilere
bakilarak degerlendirme yapilabilmekte, siyasi ve ideolojik durumlar da denetimi tarafsiz kiliyor.”(M5)

“..Stirekli beraber calistiklarindan ahbap, dost, es, arkadaslik, samimiyet iliskileri gelistikce denetimin
objektifligi azalir.”(M8)

Ders Denetimlerinin Okul Miidiirleri Tarafindan Yapilmasinin Olumlu Yénleri

Ders denetimlerinin okul muddrleri tarafindan yapilmasinin olumlu yoénlerine iliskin 6gretmen, okul
idarecileri ve miufettislerin gorislerinin icerik analizi sonucu elde edilen temalar ve temalara iliskin
kodlar Tablo 5’te verilmistir.

Tablo 5.

Ders Denetimlerinin Okul Miidiirleri Tarafindan Yapilmasinin Olumlu Yénlerine lliskin Gériisler.

Ders Denetimlerinin Okul Mudirleri Tarafindan Yapilmasinin Olumlu Yénii Var midir? Frekans

Vardir 10

c % Kurumu ve personeli daha iyi tanimasi 7

°E’ &S Sarekli gbzlem yapabilme 3

% | = | Surece hakim olma 3

’g) g Toplam 13

(@) Ders Denetimlerinin Okul Muddrleri Tarafindan Yapilmasinin Olumlu Yéni Var midir? Frekans

Vardir 9

Yoktur 1

Ogretmeni daha iyi tanima 6

Ogrenci, veli ve gevreyi daha iyi tanima 2

:g g Sirekli denetim hissi olusturma 2

_,3 >§ S(v).rtlmlarl bilme 2

:= € Egitimden kopmama 1

6‘ g Sirekli gbzlem yapabilme 1

Miufettisten korkmayi kaldirma 1

Toplam 15

Ders Denetimlerinin Okul Miidirleri Tarafindan Yapilmasinin Olumlu Yonii Var midir? Frekans

Vardir 7

Yoktur 3

5 | Slrece hakim olma 4

o E Ogretmeni daha iyi tanima 2

_5_ E Denetim sonrasi takibin kolayhgi 1

g g Hatalara zamaninda miidahale imkani 1

o Toplam 8
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Tablo 5’e bakildiginda 6gretmenler, ders denetimlerinin okul muddirleri tarafindan yapilmasinin
olumlu yonleri olarak; “okul midiirlerinin kurumunu ve personelini daha iyi tanimasi, okul mudiiriiniin
sdrekli gézlem yapma imkdnina sahip olmasi ve siirece hdkim olmasi” seklinde gorus belirtmislerdir.
Ogretmenler ders denetimlerinin okul midiirleri tarafindan yapiimasinda olumlu yén olarak en fazla,
okul middrlerinin kurumunu ve 6gretmenleri tanimasini 6nemsediklerini ifade etmektedirler.

Ogretmenlerin agiklamalarina érnek olabilecek bazi alintilar asagida yer almaktadir:

“...0Okul miidiirleri disaridan gelen birisine gére 6n bilgilere daha fazla vakiftir. Kurumu, personeli
daha iyi taniyip biliyordur.”(01)

“... Stirekli 6gretmenle birlikte oldugundan égretmeni gézlemleme, daha iyi tanima sansi var ve bu en
biiyiik avantajdir. Oysa miifettis denetimi en fazla bir giin (1-2 ders saati) olacak sekildedir.”(02)

“... Siirekli bizi g6zlemleme imkani oldugundan dolayi bu olumlu bir yéndiir.”(04)

“.. Mudiir 6gretmeni yil icerisinde taniyor, davranislarimizi biliyor ve denetimde bunlari géz éniinde
bulundurabilir.”(05).

“ ... Bize miifettis geldidinde séyle derdik. “insallah bana miifettis su sinifta gelir, diger sinifta gelmez”
derdik.” (07)

Okul idarecileri, ders denetimlerinin okul middirleri tarafindan yapilmasinin olumlu yénleri hakkinda;
“Okul miidiirlerinin kurumunu ve personelini daha iyi tanimasi, okul miidiiriiniin siirekli gézlem yapma
imkénina sahip olmasi ve siirece hdkim olmasi” seklinde gorislerini ifade etmiglerdir. Okul idarecileri
ders denetimlerinin okul mudirleri tarafindan yapilmasinda olumlu yén olarak en fazla, okul
middrlerinin 6gretmenleri, 6grencileri, velileri ve ¢evreyi daha iyi tanimalari olarak ifade etmislerdir.
Okul idarecilerinden biri olumlu bir yan olmadigini ifade etmektedir.(0i4)

Okul idarecilerinin bu konu ile ilgili agiklamalarina 6rnek olabilecek bazi alintilar asagida sunulmustur:

“...Midiiriin cevre kosullarini tanimasi ve dikkate almasi, égrenci ve velilerin genel profilleri hakkinda
bilgi sahibi olmasi, égretmenle siirekli birlikte olmasindan dolayr égretmenlerin yeterlilikleri hakkinda
daha fazla bilgi sahibi olmast...”(0i1)

“...Bence olumlu yénii yoktur. Su anda denetim gerektigi sekliyle yapilmamaktadir.”(0i4)

“..Miidiir giin boyu okulda oldudundan 6gretmeni siirekli gézlemleyebilir.”(06)

“..Okul midiirii sirekli okulda oldugundan denetim de siirekli oluyor. Miifettisin denetimi 1-2 giin
oldugundan ¢ok kisa oluyor.”(0i9)

Mufettisler, ders denetimlerinin okul muddrleri tarafindan yapilmasinin olumlu yoénleri hakkinda;
“stirece hdakim olma, égretmeni daha iyi tanimasi, denetim sonrasi takibin kolayhdi, hatalara zamaninda
miidahale etme imkéni” durumlarini olumlu yén olarak ifade etmislerdir. Miifettisler ders
denetimlerinin okul mudirleri tarafindan yapilmasinda olumlu yon olarak en fazla, okul mudurlerinin
siirece hakim olmalari ve 6gretmenleri daha iyi tanimalarini gérmektedirler. Mifettislerden Ul ise
olumlu bir yan olmadigini ifade etmektedirler.(M5, M7, M10)

Bazi miifettislerin bu konu ile ilgili agiklamalarina 6rnek olabilecek ifadelerine asagida yer verilmistir:

“...Okul mddiirleri siirecin dodgrudan takipgisi olduklari, birebir gézlem yapma firsati bulduklari,
calismalari yerinde ve zamaninda izleme ve dederlendirmede bulunabilecekler, hatali ¢iktilara dogrudan
ve zamaninda miidahale imkéni oldugundan birtakim avantajlara sahiptir.”(M2)

“..Denetimi yapip takip etme imkdni var ancak miifettislerin ki yok.”(M4)

“...Memnun olani gérmedim, denetim yeterlikleri yok, 6gretmeni tanimayan miidiirler var.”(M5)

“..Amatérce yapilmasi halinde bu 6gretmene, egitim égretime, kuruma zarar.”(M6)

“Olumlu yénii yoktur. Denetim elemani her bransa dair denetim esaslarindan haberdar olmasi
gerektigi ve profesyonelce yapmasi gerekecedi igcin okul miidiirlerinde bu yeterlilikler olmadigindan dolayi
bu olumsuzdur.”(M?7)
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Ogretmenler, okul idarecileri ve miifettisler, ders denetimlerinin okul mudirlerince yapiimasinda
olumlu yon olarak genelde okul muadurlerinin 6gretmenlerini daha iyi tanidiklarini ve 6gretmeni siireg
icerisinde izleyebilme imkanina sahip olduklarini belirtmislerdir.

Ders Denetimlerinin Okul Miidiirleri Tarafindan Yapimasin Olumsuz Yonleri

Ders denetimlerinin okul middrleri tarafindan yapilmasinin olumsuz yonlerine iliskin 6gretmen, okul
idarecileri ve miufettislerin gorislerinin icerik analizi sonucu elde edilen temalar ve temalara iliskin
kodlar Tablo 6’da verilmistir.

Tablo 6.
Ders Denetimlerinin Okul Miidiirleri Tarafindan Yapilmasinin Olumsuz Yénlerine iliskin Gériisler.

Ders Denetimlerinin Okul Miidiirleri Tarafindan Yapilmasinin Olumsuz Y6nii Var midir? Frekans

Vardir 10

c % Degerlendirmede objektif olamama 9
GEJ &S Denetim formasyon.l.mun yetersiz olusu o . 3
4é § I?rvogrém ve Pedagopk formasyon yetersizlikleri 2
2| £ Ogretimsel lider olamama 1
g Toplam 15

Ders Denetimlerinin Okul Muddrleri Tarafindan Yapilmasinin Olumsuz Yéni Var midir? Frekans

Vardir 10
Degerlendirmede objektif olamama 10

_ | @ | Denetim formasyonunun yetersiz olusu 5
g :§ I?enetim sonucunda ¢atisma ¢ikmasi 4
S| 5 Ogretmenle stirekli ayni ortami paylasma 2
é é Denetimin agirliginin azalmasi 1
O | o | Karar vermede baski altinda kalma 1
Ogretmenlerin idareye yakinlasmaya calismasi 1

Toplam 24

Ders Denetimlerinin Okul Midiirleri Tarafindan Yapilmasinin Olumsuz Yoni Var midir? Frekans

Vardir 10
Degerlendirmede objektif olamama 8

Denetim formasyonunun yetersiz olusu 2

5 | Alan hakimiyetinin olmayis 2

o § Denetim sonucunda hiziplesmelerin olmasi 2
5 N Mudurin otorite olarak goriilmemesi 2
5 g Ogretmenin zarar gérmesi 1
= g Taraflarin birbirlerinin agiklarini bilmeleri 1
Denetimin baski amach kullaniimasi 1

Kurum kiltiriind bozma 1

Onyarg 1

Toplam 21

Tablo 6’da gorildiugi gibi 6gretmenler, ders denetimlerinin okul midurleri tarafindan yapilmasinin
olumsuz yonleri olarak; “Okul miidiirlerinin dederlendirmede objektif olamamalari, okul miidiirlerinin
denetim formasyonunun yetersiz olusu ve O0gretimsel lider olamamalari, miidiirlerin 6gretim
programlarindaki ve pedagojik formasyon alanlarindaki yetersizlikleri’ni gdrmektedirler. Ogretmenler
ders denetimlerinin okul muddrleri tarafindan yapilmasinin olumsuz yonlerini ifade ederken en fazla,
okul muddrlerinin objektif olamamalarini, denetim formasyonlarinin vyetersizligini ve 6gretim
programlari ile pedagojik formasyon alanlarindaki yetersizliklerini vurgulamislardir. Gorislerine
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basvurulan 10 o6gretmenden dokuzu okul midirlerinin ders denetimleri sirecinde 6gretmenlerin
performanslarinin degerlendirilmesinde subjektif davrandiklarini belirtmislerdir.

Ogretmenlerin agiklamalarina érnek olabilecek bazi alintilar asagida yer almaktadir:

“...Subjektif olma durumu s6z konusudur. Ayni durumu yasayan iki 6Gretmen diisiinelim. Ikisi de ayni
sonuca maruz kalmasi gerekirken ayni durumlarla karsi karsiya kalmayabiliyorlar.”(61)

“.. Yani sadece su ortaya ¢ikiyor. Midiiriin yanl davranmasi durumunda sikinti ¢ikiyor. Denetim
disiplinine iliskin yetersizliklerinin oldugunu diistiniiyorum.”(02)

“.. Bence en bliyiik olumsuzluk onlarin uzun siire idarecilik yaptiklarindan dolay! sinifa égretim
programina uzak olmalaridir diye diisiiniiyorum. Kisisel problemlerin denetime yansimasi, kisisel
iliskilerin puanlamaya yansimasi olumsuzluklardandir.” (04)

“.. Biraz kisisel mevzusu olan égretmenlerimiz varsa tarafsizlik bitiyor, objektiflik bitiyor, yanhlik ve
siibjektiflik devreye giriyor. Alan ve pedagojik yetersizligi denetimi sagliksizlastiriyor. Performans
puanindaki adaletsizlikler ya da égretmenin algiladigi adaletsizlik kurumda huzursuzluga yol agmakta ve
iklim bozulmaktadir.”(05)

“.. Ogdretmen adaletsizlik algilarsa bu égretmenin isini olumsuz etkileyecek ve kurumda calisan
dgretmenler arasinda catismalara sebep olabilir.” (07)

“... Vardir. Denetimin sahsilestirilmesi kurum icinde huzursuzluga neden olur.” (08)

“..Tek disiindigim olumsuzluk okul miidiirlerinin yanl davranma durumlaridir. Degerlendirme
sonuglarinin 6gretmenler arasinda olusturdugu huzursuzluk, okul iklimini olumsuz etkilenmesi ve
akabinde 6§retmen performansinin diismesi...”(010)

Okul idarecileri, ders denetimlerinin okul mudurleri tarafindan yapilmasinin olumsuz yonleri olarak;
“okul mdidiirlerinin degerlendirmede objektif olamamalari, denetim formasyonlarinin yetersiz olusu,
denetim sonucunda miidiir-6gretmen/6§retmen-6gretmen arasinda ¢atisma ¢ikmasi, 6Gretmenle siirekli
ayni ortami paylasmanin degerlendirmeyi olumsuz etkilemesi, denetimden yiiksek puan alabilmek igin
6gretmenlerin idareye yakinlasmaya ¢alismalari, okul miidiirlerinin karar vermede baski altinda
kalmalari, denetimin agirliginin azalmasi”ni ifade etmislerdir. Okul idarecileri ders denetimlerinin okul
middrleri tarafindan yapilmasinda en fazla, okul maddrlerinin degerlendirmede objektif olamamalarini,
okul mdaddrlerinin  denetim formasyonlarinin yetersiz olusunu ve denetim sonucunda mudur-
O6gretmen/égretmen-6gretmen  arasinda c¢atisma  ¢ikmasi  durumunu  olumsuz yon olarak
degerlendirmislerdir. Okul muddrlerinin ders denetimi yapmalarindaki olumsuz yonlere iliskin goruslerin
oranina bakildiginda okul idarecilerinin olumsuzluk bildiren gérislerinin 6gretmen ve mifettislerin
olumsuzluk bildiren goéruslerinden daha fazla oldugu goriilmektedir.

Okul idarecilerinin bu konu ile ilgili agiklamalarina 6rnek olabilecek bazi alintilar asagida verilmistir:

“ ...Denetimi yapan kisinin siirekli denetmenlerle ayni ortamda olmasi iletisimi kesintiye udratir,
gergin bir orta yaratir, kayirmacilik séz konusu olur, denetlenenlerin yaranmislik davranisiari
sergilemelerine neden olur, denetime iliskin insanlar nazarindaki énemli olan yerin kiymetini
azaltir.”(0I2)

“..Okul miidiirleri &gretmenlerini daha &nceden tanidiklarindan dolayr denetimde 6n yargili
davraniyorlar. Objektif olamiyorlar. Ayrica dgretmenlik uygulamalarina uzak kaldiklarindan okul
mddiirlerinin ~ denetimlerinin  yetersiz oldugunu diisiiniiyorum. Yani denetledikleri alandan
bihaberler.”(0i4)

“...Yiiz yiize bakilmasi durumu s6z konusu oldugundan séylenmesi gerekli, yapilmasi gerekli uyarilari
iletisimi bozmamak adina séyleyemeyebilirler...” (06)

Miifettisler, ders denetimlerinin okul mudurleri tarafindan yapilmasinin olumsuz yonleri hakkinda;
okul miidiirlerinin dedgerlendirmede objektif olamamalari, okul midiirlerin denetim formasyonlarinin
yetersiz olusu, alana hdkim olamayislari, denetim sonunda hiziplesmelerin oldugu, miidiiriin 6gretmenler
tarafindan otorite olarak gériilmemesi, denetleyen ve denetlenen taraflarin birbirinin agiklarini bilmesi,
6gretmenin denetim sonunda zarar gérmesi, denetimin baski unsuru olarak kullanilmasi, miidiir denetimi
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sonunda kurum kiiltiiriiniin bozulmasi, denetimin ényargi ile yapiimasi” durumlarini ifade etmislerdir.
Miufettisler ders denetimlerinin okul midirleri tarafindan yapilmasinda olumsuz yon olarak en fazla,
okul middrlerinin degerlendirmede objektif davranamadiklarini, denetim formasyonu yetersizliklerini ve
alana hakim olmayiglarini vurgulamiglardir.

Mufettislerin bu konu ile ilgili agiklamalarina 6rnek olabilecek ifadelerine asagida yer verilmistir:

“...Pozitif ayrimcilik yapabilir bu da kurumda hiziplesmeye, giivensizlige sebep verebilir.”(M1)
“..Bazen denetim baski unsuru olarak kullaniliyor. Adil davranamayabiliyor. Ciinkii kendine muhalif
olanlara karsi adil olmayan davranislar sergilenebiliyor.”(M4)

Ogretmenler, okul idarecileri ve miifettisler, okul midiirlerinin ders denetimi yapmalarinin
olumsuz yonu olarak 6ncelikle okul mudurlerinin subjektif davranma durumlarini belirtmislerdir. Ayrica
okul mudurlerinin denetim formasyonuna sahip olmamalari veya bu konudaki yetersizlikleri bir diger
olumsuz yon olarak degerlendirilen boyut olarak ortaya ¢ikmistir.

Ders Denetimlerinin Miifettisler Tarafindan Yapiimasinin Olumlu Yénleri

Ders denetimlerinin mifettisler tarafindan yapilmasinin olumlu yénlerine iliskin 6gretmen, okul
idarecileri ve mifettislerin gorUslerinin igerik analizi sonucu elde edilen temalar ve temalara iligkin
kodlar Tablo 7’de verilmistir.
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Tablo 7.

Ders Denetimlerinin Miifettisler Tarafindan Yapilmasinin Olumlu Yénlerine lliskin Gériisler.

Ders Denetimlerinin Miifettisler Tarafindan Yapilmasinin Olumlu Yénii Var midir? Frekans

Vardir 10

Objektiflik 9

Denetim alaninda uzmanlik 5

c % Rehberlik ve Yol Géstericilik 2

°E’ S Farkh bakis agisi saglama 1

Y | = | Tecribe 1

gﬂ g Profesyonellik 1

O | Etkili denetim 1

Miufettis kavraminin 6gretmen Gzerindeki etkisi 1

Toplam 21

Ders Denetimlerinin Miifettisler Tarafindan Yapilmasinin Olumlu Y6ni Var midir? Frekans

Vardir 10

Denetim alaninda uzmanlik 10

Objektiflik 6

Alana ve programa hakimiyet 3

Miifettis kavraminin 6gretmen tzerindeki etkisi 2

Rehberlik ve yol gostericilik 2

:g g Ornek uygulamalarin transferi 1

g © | Tecriibe 1

2 | 2| Mevzuata hakimiyet 1

:zg’ E Guncel bilgilere sahip olma 1

°|©° Okul yoneticilerinin elini gliglendirme 1

Kurumdaki ¢atismalari 6nleme 1

Degerlendirmede 6nyargisiz olma 1

Toplam 30

Ders Denetimlerinin Miifettisler Tarafindan Yapilmasinin Olumlu Y6nii Var midir? Frekans

Vardir 10

Denetim alaninda uzmanlik 6

Objektiflik 3

Alana ve programa hakimiyet 2

. g Tecrlibe 2

% © | Ornek uygulamalarin transferi 2

"25 E Denetimin dnemsenmesini saglama 2

g Ogretim yontem tekniklerinde yeterlilik 1

Farkh bakis agisi saglama 1

Rehberlik ve yol gostericilik 1

Toplam 20

Tablo 7’de gorildiglu lzere 6gretmenler, ders denetimlerinin mifettisler tarafindan yapilmasinin
olumlu yonleri olarak; “Miifettislerin denetim ve degerlendirmede objektif olduklari, denetim alaninda
uzman olduklari, rehberlik ve yol géstericilik yapabildikleri, kuruma ve dgretmene farkl bakis agilari
sunabildikleri, tecriibeli ve profesyonel olduklari, etkili denetim yaptiklari, miifettis kavraminin é§retmen
iizerindeki etkisinin editim é§retim siirecine olumlu yansidigi” ni ifade etmislerdir. Ogretmenler, denetim
ve degerlendirme konusunda okul mudirlerinin objektif olmadiklarina iliskin katilim gostermelerine
karsin (10/10),mufettislerin objektif olduklari yontinde goris bildirmislerdir (6/10).
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Ogretmenlerin agiklamalarina érnek olabilecek bazi alintilar asagida sunulmustur:

“...Bence daha objektif denetim yaparlar. Uzmanliklari bulundugundan dolayi daha nitelikli denetim
olmaktadir.”(01)

“...Miifettislerin denetimlerinde rehberlik ve akabindeki denetim 6gretmene yol gdsterici olmaktaydi,
eksikliklerimizi fark etme noktasinda bizi aydinlatmaktaydi. Miifettis gérdiigiiyle denetledigi igin kisisel
davranmaz daha objektif ve yansizdir.”(02)

“..En azindan rehberlik yapiliyor, yol gédsteriliyor, olumlu elestiri yapiliyor. Miifettis kavraminin
agirhgr var ve bundan dolayr 6gretmen kendini ¢alismak zorunda hissedebiliyor. Miifettis daha
objektiftir.”(0O5)

“...Hani disaridan gelen bir eleman oldugundan ve denetim alaninda uzman olduklarina inandigim
icin miifettisler tarafindan yapilmasinin daha uygun oldugunu diisiiniiyorum.”(06)

“..Stirekli denetim yaptiklari icin daha profesyoneldirler.”(08)

“..Daha objektif oluyorlar, isin ehli olduklarindan daha bilimsel denetim yapiyorlar.”(010)

Okul idarecileri, ders denetimlerinin mufettisler tarafindan yapilmasinin olumlu yonleri olarak;
“Miifettislerin denetim alaninda uzmanliklarinin bulundugunu, objektif olduklarini, alana ve programa
hdkimiyetlerinin bulundugunu, miifettis kavraminin dgretmen izerindeki olumlu etkisinin oldugunu,
rehberlik ve yol géstericilik rollerinin oldugunu, érnek uygulamalari bir yerden baska bir yere nakletme
gibi bir islevi yerine getirdiklerini, tecriibeli olduklarini, mevzuata hékimiyetlerinin oldugunu, giincel
bilgilere sahip ve degerlendirmede &nyargisiz olduklarini, denetim sonunda dederlendirme kaynakli
cikacak catismalari 6nlediklerini, okul yéneticilerinin elini gliglendirme gibi bir islevierinin oldugunu”
belirtmislerdir. Okul idarecilerinin denetim ve degerlendirme konusunda okul mudurlerinin objektif
olmadiklarina iliskin blylUk oranda goéris belirtmelerine karsin (9/10) yine buyik oranda miufettislerin
objektif olduklarini da vurgulamiglardir (9/10). Okul idarecileri ders denetimlerinin mufettisler tarafindan
yapilmasinin olumlu yonleri olarak en fazla, mifettislerin denetim alaninda uzmanliklarinin olmasini,
objektif olmalarini, alana ve programa hakim olmalarini vurgulamislardir.

Okul idarecilerinin agiklamalarina érnek olabilecek alintilar asagida verilmistir:

“..Degisiklikleri siirekli takip ederler, olumlu egitim uygulamalarini arinin diger ciceklere toz tasidigi
gibi baska kurum ve égretmenlere tasir, bu da 6§retmende motivasyonu arttirir.”(0i1)

“..Miifettisler alana hdkim, belirli kademelerde (6gretmenlik, idarecilik vb.)¢alismis, sinaviara girmis
kazanmis, denetim yeterliligini elde etmis kisilerdir. Miifettis unvanina 6gretmenlerin yiikledigi anlam ve
verdigi deger daha fazla oldugundan ders denetimlerinin miifettisler tarafindan yapilmasi daha
faydalidir.”(0i2)

“...Denetimin igerisine sahsilik, 6n yargi vs. katmaz. Objektif, giivenilir bir denetim gerceklestirilir.
Kullandiklari denetim rehberi gibi materyallerle denetimin gecerliligi ve giivenirligi artar.”(0i4)

“..Degerlendirme anlaminda profesyonel olduklarini diisiiniiyorum.”(Oi5, 0i7)

“..Okul idaresini rahatlatiyor. Ciinkii miifettisin denetim yapacak olmasi 6gretmene karsi mudiiriin
elini giiclendiriyor.... Eve disaridan gelen misafir icin genel temizligin yaninda ayrintili temizlige girildigi
gibi okullarimizda da miifettis gelecedi zaman en ince detaya kadar ¢alisma yapiyorlar.”(0i6)

Mufettisler, ders denetimlerinin mifettisler tarafindan yapilmasinin olumlu yoénleri olarak;
“Miifettislerin denetim alaninda uzmanliklarinin bulundugunu, objektif olduklarini, alana ve programa
hdkimiyetlerinin bulundugunu, tecriibeli olduklarini, érnek uygulamalari bir yerden baska bir yere
nakletme gibi bir islevi yerine getirdiklerini, denetimin 6nemsenmesini sagladiklarini, rehberlik ve yol
gostericilik rollerinin oldugunu, kuruma ve égretmene farkli bakis agilari sunduklarini, 6gretim yéntem ve
tekniklerinde yeterli olduklarini” belirtmektedirler. Mifettisler, ders denetimlerinin mufettisler
tarafindan yapilmasinin olumlu yonleri olarak en fazla, miifettislerin denetim alaninda uzmanlklarinin
olmasini, objektif olmalarini, alana ve programa hakim olmalarini vurgulamislardir.

Mufettislerin bu konu ile ilgili agiklamalarina 6rnek olabilecek ifadelerine asagida yer verilmistir:

“..Tarafsizlik bir diger olumlu yéndiir.”(M4)
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“..Bir defa uzman olduklari icin otorite olarak kabul ediliyorlar é6gretmenlerce. Kabul géren, deger
goren bir agirligi var. ...bilgi, tecriibe ve denetim yeterliligi vardir.”(M5)

“Her miifettis kendi bransina dair program esaslarina hdkimdir. Olumsuz uygulamalari tespit edebilir.
Diger okul-kurumlardan edindigi olumlu ydnleri denetimini yaptigi 6gretmenlerle paylasabilir. Denetime
iliskin bilimsel siiregleri uygulayabilir.”(M7)

“...Miifettisler segilmis ve alaninda uzman kisilerdir. Hem alandan gelmis olmalari, bazilarinin egitim
yénetimi alaninda lisans, yliksek lisans ve doktora egitimlerinin bulunmasi, tecriibeli olmalari...”(M9)

Ogretmenler, okul idarecileri ve miifettisler, ders denetimlerinin mifettisler tarafindan yapilmasinin
Uzerinde fikir birliginde bulunduklari olumlu yénleri olarak; miufettislerin denetim alaninda uzman
olduklari, objektif olduklari ve alana ve programa hakim olduklarini ifade ettikleri gorilmektedir.

Ders Denetimlerinin Miifettisler Tarafindan Yapilmasinin Olumsuz Yénleri

Ders denetimlerinin mufettisler tarafindan yapilmasinin olumsuz yonlerine iliskin 6gretmen, okul
idarecileri ve mifettislerin gorislerinin yapilan icerik analizi sonucu elde edilen temalar ve temalara
iliskin kodlar Tablo 8’de verilmistir.

Tablo 8.
Ders Denetimlerinin Miifettisler Tarafindan Yapilmasinin Olumsuz Yénlerine iliskin Gériisler.

Ders Denetimlerinin Miifettisler Tarafindan Yapilmasinin Olumsuz Yonii Var midir? Frekans
Vardir 8
Yoktur 2
5 F;: Denetim siiresinin kisa olmasi 7
< E : Qkulu, O0gretmeni fazla tanimama 1
£ > % Ogrencinin olumsuz etkilenmesi 1
Bl 21,
o3 g 2 Onyargili Olma ve Acik Bulmaya Calisma 1
ol & Toplam 10
z Ders Denetimlerinin Miifettisler Tarafindan Yapilmasinin Olumsuz Yonu Var midir? Frekans
Vardir 10
£ | Denetim siresinin kisa olmasi 6
% g % Okulu, 6gretmeni, cevreyi yeterince tanimama 3
§ Q| & | Mufettis kavraminin olusturdugu stres
© N
E; é iﬁi Mufettislerin kendilerini yenilememe ihtimali
é 8 g’ Durumsallik ilkesinin goz ardi edilmesi 1
: Toplam 14
Ders Denetimlerinin Miifettisler Tarafindan Yapilmasinin Olumsuz Yonii Var midir? Frekans
Vardir 10
_ | Brans digi ders denetimi yapilmasi 4
3 :g Mufettisin sirecin tamamina hakim olamamasi 2
.é*' :§ E Mifettislik kavraminin olusturdugu kaygi 2
& | ~| | Denetim stresinin kisaligs 2
3 7 =
S| E| % P -
S| § | Mifettisler hakkindaki ényargi 1
© § Ogretmenin dgrencilerinde olusturdugu miifettis fobisi 1
8 Toplam 12

Tablo 8’e bakildiginda 6gretmenlerin, ders denetimlerinin miufettisler tarafindan yapilmasinin
olumsuz yonleri hakkindaki duslincelerinin  mufettis kaynakli olumsuzluklar ve sistem kaynakh
olumsuzluk seklinde iki tema altinda incelendigi goérilmektedir. Sistem kaynakh olumsuz yonler;
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“denetim siiresinin kisa olmasi, miifettislerin okulu ve 6gretmeni fazla tanimamasi, disaridan birinin
denetim i¢cin gelmesi durumunda égrencilerin olumsuz etkilenmesi” dir. Mufettis kaynakli olumsuz yonler
ise “miifettislerin 6nyargili olmasi ve agik bulmaya calismasi” seklinde ifade edilmistir. Ogretmenlerin
olumsuz yon olarak belirttikleri durumlardan sistem kaynakli olanlar dogrudan mufettisin kendisi ile ilgili
olmayan durumlar olarak degerlendirilebilir. Mifettisten kaynakli olumsuzluklar ise sadece mifettislerin
on yargili olmalar ve agik bulmaya calismalari olarak ortaya c¢ikmistir. Bu olumsuzluk sadece bir
dgretmen tarafindan ifade edilmistir.(010)

Ogretmenlerin agiklamalarina érnek olabilecek bazi alintilar asagida sunulmustur:

“...Denetimin cok kisa bir siirece sigdirilmasi olumsuz bir yén olarak ortaya cikmaktadir.”(02)

“...40-80 dakika gibi kisa siirelerde yapilirsa bu olumsuz yén olarak ¢ikiyor.”(03)

“..Ben rastlamadim. Tecriibeli olduklarini diisiiniiyorum. Denetim kisa siire de olsa bu siire zarfinda
dgretmenin bircok yéniiniin tespit edilebilecedi kanaatindeyim.”(05)

“..Vardir. O da siiredir. 1-2 ders saati gibi bir siirede degerlendirme yetersiz olur. Denetim saatinde
oldugun sinifin performansi égretmenin bir yillik sergiledigi emedi ortaya koymada yetersizdir. Dokuz
sinifa giriyorum. Her sinif birbirinden cok farkl.”(07)

“...Eger miifettis yetkinse ve kisisel problemleri yoksa hicbir sikintisi yoktur.”(08)

“..Sdrenin kisa olmasi égretmeni yeterince tanimamasina neden oluyor. Yilda en azindan birkag¢ kez
gelmis olsa idi 6§retmen ve siniftaki degisimleri daha iyi gézlemleyebilirdi.”(09)

“..Ogretmene karsi 6nyargi, agik bulmaya ¢alisma tutumu bence olumsuz yénlerdir. Gérdiiklerimin
icerisinde % 20’yi gecmez bunlar.”(010)

Okul idarecilerinin, ders denetimlerinin miufettisler tarafindan yapilmasinin olumsuz yonleri
hakkindaki daslinceleri de mufettis kaynakli olumsuzluklar ve sistem kaynakli olumsuzluk seklinde iki
tema altinda toplanmistir. Sistem kaynakli olumsuz yonler; “Denetim siiresinin kisa olmasi, miifettislerin
okulu, 6gretmeni, cevreyi yeterince tanimamasi, miifettis kavraminin olusturdugu stres” tir. Mufettis
kaynakl olumsuzluklar ise sadece miufettislerin kendilerini yenilememe ihtimallerinin olmasi ile
durumsallik ilkesinin goéz ardi edilmesi olarak ortaya ¢ikmistir. Okul idarecilerinin belirttigi olumsuz
yonlerin daha ¢ok sistem kaynakl olumsuzluklar oldugu goériilmektedir.

Okul idarecilerinin agiklamalarina 6rnek olabilecek bazi alintilar asagida yer almaktadir:

“..Teknolojiyi ve programi takip eden bir 6gretmene teknoloji ve program agisindan kendini
yenilemeyen miuifettisin gelerek demode isteklerde bulunmasi isini iyi yapan égretmenin motivasyonunu
diisiirecektir. Bu da kaliteyi diisiirecektir.”(0i2)

“..Denetimler kisa siireli oldugu icin personeli yeterince tanima, editsel lriinleri tiim ydnleriyle
degerlendirme miimkiin olmayabiliyor.”(0i3)

“..Miifettisler  tarafindan  durumsallik ilkesinin g6z  Oniinde  bulundurulmamasi  bir
olumsuzluktur.”(OI5)

“..Sunu séyleyeyim, O6dgretmenlerin biitin bir yil yaptigi ¢alismalar bu kisa siire igerisinde
gériilememektedir.”(0i7)

“..Ogretmenler géziindeki miifettis kavraminin yarattigi stres bir diger olumsuzluktur.”(0I8)

Mufettislerin, ders denetimlerinin mufettisler tarafindan yapilmasinin olumsuz yoénleri hakkindaki
distnceleri de sistem kaynakl olumsuzluklar ve 6gretmen kaynaklh olumsuzluk seklinde iki tema altinda
incelenmistir. Sistem kaynakh olumsuz yonler olarak; “Miifettislerin branslari disindaki derslerin
denetimini yapmalari, miifettislerin egitim égretim siirecinin tamamina hdkim olamamalari, miifettislik
kavraminin olusturdudu kaygi, denetim siiresinin kisaligi”ni ifade etmektedirler. Ogretmen kaynakli
olumsuzluklar ise “Miifettisler hakkindaki 6nyargilar ile 6gretmenin égrencileri iizerinde olusturdugu

miifettis fobisi”dir.

Mufettislerin bu konu ile ilgili agiklamalarina 6rnek olabilecek bazi goriislerine asagida yer verilmistir:

355



Akif KOSE — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 46(2), 2017, 298-367

“...Miifettisler bir korku araci olarak égrencilere gdésterildigi icin ve dgretmenlerde geneldeki bir
olumsuz bakis yiiziinden bir olumsuzluk vardir.”(M1)

“...Egitim siirecinin tamamini gbzlemleme sansi azdir. Kurumun, sinifin nereden nereye geldigi
konusunda yeterli bilgiye sahip olmamasi, miifettis 6gretmen arasi Resmi diyalogdan kaynakli égretmen
heyecan-kaygi diizeyinin denetime olumsuz etki edecek faktérler olmast.”(M2)

“Miifettislerin bransi disindaki derslerin denetimine girmeleri yeterli verimin elde edilmesine mani
olmaktadir.”(M3)

“..Olumsuz tarafi ¢ok azdir. O da d&gretmen lizerinde olusan miifettis kavraminin yarattigi
kaygi...”(M8)

Ogretmenler, okul idarecileri ve miifettislerin, ders denetimlerinin miifettisler tarafindan yapilmasi
tizerinde fikir birliginde bulunduklari olumsuz yonler genelde ders denetim sirelerinin kisa olmasi, okula
cok az geldikleri icin mifettislerin okulu, 6gretmeni ve cevreyi fazla tanimamalari, mifettislerin egitim
ogretim slirecine hakim olamamalari, bunun sadece rehberlik ve denetim oldugu giin ve saatlerle sinirli
olmasidir. Katihmcilar miufettis kaynakh olumsuz yonlerle ilgili olarak sadece U¢ nokta Uzerinde
durmuglardir. Bunlar: mifettislerin kendilerini yenilememe ihtimalinin bulunmasi (3/10), durumsallik
ilkesini goz ardi etmeleri (1/10), 6nyargili olma ve agik bulmaya galismalaridir (1/10).

Ders Denetimlerinin Kim ya da Kimler Tarafindan Yapilmasi Gerektigi

Ders denetimlerinin kim ya da kimler tarafindan yapilmasi gerektigine ve nedenine iliskin 6gretmen,
okul idarecileri ve mifettislerin gorislerinin yapilan icerik analizi sonucu elde edilen temalar ve temalara
iliskin kodlar Tablo 9’da verilmistir.
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Ders Denetiminin Kim/Kimler Tarafindan Yapilmasi Gerektigi

Ogretmen

Okul idarecisi

Miifettis

Neden Midir? Neden Mifettig? Neden Mudir? Neden Mifettis?

Neden Mudir? Neden Miifettig?

Ders Denetimlerini Kim/Kimler Yapmali?

Frekans

Mifettis

Okul midara

Mufettis ya da okul midiri
Kariyer gurubundan 6gretmenler

Toplam

R R NO

[any
o

Ogretmenlik deneyimi vardir
Denetim isinde uzmandir
Alana hakimdir

Toplam

Sireci gorebildigi icin
Toplam

= P00 NN ww

Ders Denetimlerini Kim/Kimler Yapmali?

Frekans

Mufettis

Okul midara

Miufettis ya da okul midiri
Ozel kuruluslar

Bagimsiz kisiler ve mudur

4
3
1
1
1

Toplam 10

Denetim isinde uzmandir

Dis denetim ise ciddiyet katar

Ogretmeni dikkatli kilar ve kontrol{i saglar
Alana hakimdir

Toplam

Ogretmeni daha iyi tanir
Bitlin sireci bilir

Toplam

2
2
1
1
6
1
1
2

Ders Denetimlerini Kim/Kimler Yapmali?

Frekans

Mufettis

Miufettis ve okul midiri
Miufettis, okul madard ve veli
Toplam

5
4
1

Dis kontrolii saglar

Denetim isinde uzmandir
Alana hakimdir

Tecrubelidir

Dis denetim sayginhgi arttirir

Toplam

Denetimi slirece yaymak igin
Miifettis denetimi ¢ok sik olmadigi igin

Toplam
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Tablo 9’da goruldigu gibi ders denetimlerinin kim ya da kimler tarafindan yapilmasinin uygun
olacagina iliskin olarak 6gretmenler, okul idarecileri ve mifettisler; denetimin en fazla mifettisler
tarafindan, daha sonra ise middrler tarafindan yapilmasinin uygun olacagini ifade etmislerdir.

Ogretmenler, ders denetimlerinin kim/kimler tarafindan yapilmasina iliskin agirlikli olarak
miifettislerce (6/10) ve okul midirlerince (2/10) yapilmasi gerektigini belirtmislerdir. Ogretmenlere ders
denetimlerinin neden mifettislerce yapilmasi gerektigi soruldugunda, Ogretmenler daha cok,
miifettislerin 6gretmenlik deneyimlerinin bulunmasi, denetim isinde uzman olmalari ve alana hakim
olmalarini  belirtmislerdir. Ogretmenler, ders denetiminin midirler tarafindan yapilmasinin
uygunlugunu, okul mudiirlerinin siireci gérebilmeleri gerekgesine baglamistir.

Ogretmenlerin agiklamalarina 6rnek olabilecek bazi alintilar asagida sunulmustur:

“..Bir kere 6gretmenlikte deneyim yasamis olmasi lazim, égretmenin gittigi yollardan bir kere gitmis
olmasi lazim, égretmenin yasadigi siiregleri yasamis olmasi lazim. Denetlenecek alanlara hékim,
dgretmenlidin icinden gelen ama é§retmen unvaninda olmayan miifettis tarafindan yapiimalidir.”(02)

“..Miifettisler yapmali ancak belirtilen niteliklere haiz olmak sartiyla yoksa denetim
anlamsizlasir.”(03)

“...Bence milifettisler yapmali. Ciinkii daha gelistirici, yol gdsterici, olumlu elestiri yapici olduklari
kanaatindeyim.”(05)

“...0Okul midiirleri yapmali. Alaninda yeterli hale getirilmeli, objektif olabilirlerse miidiiriin yapmasinin
daha faydali olacagini diisiiniiyorum.”(07)

“..Bence okul miidiirii yapsin. Ciinkii 6gretmeni uzun bir siirecte gézlemler, 6gretmenin sinifini daha
iyi tanir. Denetim ve 6gretim uzun bir siirectir bunun siirekli gézlemlenmesi lazimdir.”(69)

“..Isinin ehli olan miifettisler tarafindan yapilmalidir. Miifettisler okullara daha sik gelmelidir,
8Gretmeni tanimahdir. Durumsallik ilkesine gére hareket etmelidir.”(010)

Okul idarecileri, ders denetimlerinin kim/kimler tarafindan yapilmasina iligkin agirhkh olarak
mufettislerce (4/10) veya okul mdidirlerince (3/10) yapimasi gerektigini belirtmislerdir. Okul
idarecilerine, ders denetimlerinin neden miifettislerce yapilmasi gerektigi soruldugunda, okul idarecileri
daha cok, mifettislerin denetim isinde uzman olduklarindan, disaridan birinin yaptigi denetimin ise
ciddiyet katacagindan, mufettis denetiminin 6gretmenin dikkatini arttiracagi ve 6gretmeni kontrol altina
alacagindan, mifettislerin alana hakim olduklarindan bahsetmislerdir. Okul idarecileri, ders denetiminin
okul muddrleri tarafindan yapilmasinin uygunlugunu ise 6gretmeni daha iyi tanimasina ve bitin siireci
bilmesine dayandirmislardir.

Okul idarecilerinin agiklamalarina 6rnek olabilecek bazi ifadeler su sekildedir:

“...Miifettisler denetim alaninda egitimli ve uzman kisilerdir. Béyle kisiler derse girdiklerinde olumlu
bir denetim siireci olusturacak bu da egitsel basariyi beraberinde getirecektir. Ayrica denetginin disaridan
gelmesi daha ciddi bir denetimi saglayacaktir, ..., 6gretmen kontrol altinda olacagindan isini daha
dikkatli ve 6zenli yapacaktir.”(0i2)

“..Bence miifettis yapmali ancak kesinlikle okul miidiiriiniin gériisleri alinmalidir. Ogretmen idare
arasindaki iliski, miidiiriin denetmen roliine girmesiyle bozuluyor. idareci miifettis ile dgretmen
arasindaki iletisim képriisii gérevi listlenmelidir.”(0i6)

“..Denetim alaninda yeterli egitim almuis, iletisim yeterliligine sahip, egitsel-6gretimsel liderligi olan,
cesur okul miidiirleri tarafindan yapilmasinin daha dogru olacadi kanaatindeyim.”(0I8)

Miufettisler, ders denetimlerinin kim/kimler tarafindan yapilmasina iliskin agirhkli olarak
mufettislerce (5/10) veya mifettis ve okul miudurlerince birlikte (4/10) yapilmasi gerektigini
belirtmislerdir. Mfettislere, ders denetimlerinin neden mufettislerce yapilmasi gerektigi soruldugunda
miifettisler daha ¢ok, mifettislerin dis kontroll sagladiklarini, dis denetimin sayginhgi arttirdigini, alana
hakim, tecriibeli ve denetim isinde uzman olduklarini bu bakimdan ders denetimlerinin miifettisler
tarafindan yapilmasi gerektigini ifade etmislerdir. Mdufettisler, ders denetiminin okul midiri ve
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miifettislerce birlikte yapilmasinin uygunlugunu ise denetimin slrece yayilabilmesi ve mifettislerin
kurumlara denetim amaciyla sik gidememesi gerekgesine dayandirmiglardir.

Miufettislerin agiklamalarina 6rnek olabilecek bazi beyanlari asagida sunulmustur:

“..Kesinlikle ~miifettislerce. Ozellikle denetimin o alandaki miifettisler tarafindan yapilmasi
gerekmektedir.”(M3)

“..Aslinda hem okul midirii hem miifettis birlikte yapmalidir. Bu, siire¢ igerisine yayilmali ve ikisi de
farkl farkli zamanlarda yapmalidirlar. Okul midiiriiniin duygusalligi ile miifettis denetimindeki siire
kisaliginin olumsuzluklari bu yolla engellenecektir.”(M4)

“...Miifettisler gergeklestirmelidir. Ciinkii denetim elemani hem uzmandir, disaridan geldigi igin
sayginhdi vardir, farkli okullarda farkli uygulamalari gérdiigi icin daha tecriibelidirler. Oysa okul miidiiri
sadece kendi okulunu bilir diger okullari bilemez.”(M5)

“..Miifettisler denetimlerini belli araliklarla yani yilda bir iki kez degil de daha fazla sayida yapmali.
Onun disindaki zamanlarda miidirler okulda bulunduklarindan dolayr siirekli  bir kontrol
yapabilirler.”(M8)

Sonug, Tartisma ve Oneriler
Ders Denetimlerinin Gerekliligi

Arastirma sonucunda ders denetimlerinin yapilmasinin gerekli oldugu 6gretmen, okul idarecileri ve
miifettislerce ifade edilmistir. Denetime dogrudan muhatap olan 6gretmen ve okul idarecileri ile
mufettislere gére ders denetimlerinin yapilmasinin orgiitsel bir zorunluluk oldugu ortaya ¢ikmistir.
Memduhoglu (2012) tarafindan 6gretmen, okul idarecileri, egitim denetmenleri ve 6gretim (yelerinin
katimiyla yapilan arastirma sonucunda da egitim denetiminin gerekliliginin katilimcilarin ¢ogu
tarafindan kabul edildigi ortaya ¢ikmistir. Ozbas (2002), arastirmasinda miidiir ve dgretmenlerin sinif ici
etkinliklerin denetimi ile ilgili bitlin boyutlarin yapilmasi gerektigine dair katihm gosterdiklerini ortaya
koymustur. Altun (2014) tarafindan yapilan arastirmada ise denetleyenlerin daha sik denetim yapilmasi
gorusiinde olduklari, denetlenenlerin ise genel olarak daha seyrek denetim yapilmasi ya da denetim
yapilmamasi gorisiinl yansittiklari sonucuna ulasilmistir. Rizzo (2004) ise galismasinda, 6gretmenler ve
denetgilerin, ideal denetimin ancak 6gretmen ve denetgci arasinda daha fazla is birligi ile ve daha yakin
araliklarla yapilmasi durumunda gercgeklesecegini ifade ettiklerini belirlemistir. Denetim, 6gretimin ve
programin gelistiriimesi noktasinda 6gretmene yardim etmektir (Glickman, Gordon & Ross, 2004).
Ogretmenler igin bir ihtiya¢ olan denetim (Acheson&Gall, 2011) ayni zamanda basarili bir okul icin
gerekli olan tutkal gibidir (Glickman, 1990). Acar (2009) arastirmasinda ders denetimine iliskin okul
yoneticilerinin, ders denetiminin mesleki gelismelerine katki sagladigini, iyi dizenlenmesi halinde hem
okula, hem 0Ogretmene hem de kendilerine faydali olacagini belirttiklerini ortaya ¢ikarmistir. Bu
bakimdan degerlendirildiginde genelde egitim denetiminin 6zelde ise ders denetiminin oOrgitsel bir
zorunluluk oldugu ifade edilebilir.

Arastirma sonucuna goére ders denetimlerinin gerekliligini, bireysel acidan ve orglitsel agidan
gereklilik seklinde iki ana baslk altinda toplamanin mimkiin oldugu gorilmistiir. Ders denetimini,
bireysel acidan gerekli kilan nedenler genel olarak; 6gretmenlerin performanslarinin belirlenebilmesi,
ogretmenlerin gelistirilebilmeleri, motivasyonlarinin ve 06z gilvenlerinin saglanabilmesi ve 6gretim
programlarinin uygulanma diizeyinin tespitidir. Ogretmenler, okul idarecileri ve miifettisler ders
denetimlerinin o6zellikle 6gretmen performansinin ortaya konulmasi agisindan gerekli oldugunu
belirtmektedirler. Ders denetiminin 6gretmen performansini ortaya ¢ikarma islevinin énemli oldugu
bulgusu literatir bilgileri ile 6rtismektedir. Kokli (1996) egitim sisteminin amacglarinin gergeklestirilmesi
dogrultusunda etkili bir ¢calismanin yapilip yapilmadiginin denetim araciligiyla belirlenecegi ve gerekli
diizenlemelerin yapiimasina denetim yoluyla isik tutulabilecegini ifade etmektedir. Ogretmenlerin birgok
yonden gelistirilmesi, eksikliklerinin giderilmesi, mesleki gelisimlerinin saglanmasi ders denetiminin
islevleri arasindadir. (Giindiiz, 2012). Ogretmenlerin kendilerine yiiklenen misyonu gerceklestirip
gerceklestiremediklerini, siireg icerisinde varsa hedeflerden sapmalari ve zorluklari belirleyerek, bunlarin
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giderilmesini saglamak ancak bilimsel 6lgme yontemleri ve denetim ile mimkindur (Altun, 2014). Ders
denetimi 6gretmenlere yol gostererek hata yapma olasihigini en alt dizeye indirmeye caligir. Boylece
O0gretmenlerin moral, motivasyon ve performanslarini artirmayr temel bir amag¢ olarak gozetir
(Aslanargun & Goksoy, 2013).

Arastirma sonuglarina gére ders denetimini, orgiitsel agidan gerekli kilan nedenler genel olarak;
calisan ve galismayan personelin ayrimini yapabilmek, kurumlarda etkin yonetimi saglayabilmek, egitim
ogretim calismalarindaki eksiklik ve yanlshklari tespit ederek giderebilmek, egitsel ve O6gretimsel
amaglara ulasma dizeyini ortaya koymak seklinde ortaya c¢ikmistir. Katilimcilar tarafindan calisan
o6gretmenle galismayan 6gretmenin ayirt edilmesi 6nemsenmekte ve bunu ortaya koymada denetimin
yapilmasi bir gereklilik olarak vurgulanmaktadir. Egitsel faaliyetlerin niteligi hakkinda durum tespiti ve
degerlendirmenin yapilmasi bir zorunluluk olarak gorulmektedir. Bu zorunlulugun saglanabilmesi ve
etkin yonetim icin denetimin gerekli oldugu ifade edilmektedir. Egitimde denetimin 6rgltsel amaglara
ulasma derecesini kontrol etme, egitim is gorenlerini gelistirme gibi amaclari olmakla birlikte, okuldaki
en o6nemli kaynak olan insan kaynaginin etkili yonetilip yonetilmedigini ortaya c¢ikarmasi da
arzulanmaktadir (Demirtas, 2010).

Ogretmenlerden okul miidiirlerine ve denetgcilere kadar bircok egitim paydasinca goz ardi edildigi
ortaya konulan denetimle ilgili konularin en az idari ve politik konular kadar 6n plana gikariimasi bireysel
ve Orgitsel acidan bir gerekliliktir (Hsieh & Shen, 1998). Denetimin, orgilitsel amaglara ulagma diizeyini
kontrol etmesi ve orgitsel gelisimi saglamasi rolli bu gerekliligi ifade etmektedir. Bu bakimdan teftis bir
zorunluluk, ayrica 6nleyici ve dizeltici eylemler saglamanin ilk kosuludur (Bursaloglu, 2012).

Uzmanlik Gerektiren Bir Alan Olarak Ders Denetimi

Arastirma sonucunda 6gretmenlerin, okul idarecilerinin ve mifettislerin ders denetimini uzmanlik
gerektiren bir alan olarak gordikleri ortaya ¢cikmistir. Arastirma sonuglarina gére ders denetiminin
uzmanlik gerektiren bir alan olmasi denetim elemaninin alana (programa ve uygulanmasina,
planlamalara, yontem ve tekniklere) hakim, insan iliskileri ve iletisim konusunda yeteri beceriye sahip
olmasi gerekliliginden, denetimi yapacak kisilerin 6gretmenlik meslek bilgisine (alan bilgisi, pedagojik
formasyon ve genel kiiltir) sahip olmalari zorunlulugundan ve denetimin kendi icerisinde belli ilke ve
kurallari olan bir disiplin olmasindan kaynaklanmaktadir. Denetimi gergeklestirecek kisinin bu disiplinin
ilke ve kurallarinin da farkinda olmasi gerekmektedir. Arastirmanin bu sonucu ile ilgili olarak Taymaz
(2005) mufettislerin gorevlerini yerine getirebilmesi icin teknik, insancil ve karar yeterliklerine sahip
olmalari gerektigini ifade etmektedir. Aslanargun ve Tarku (2014) arastirmalari sonucunda miufettislerin
yapici, uyaricl ve yol gosterici olmalari noktasinda yeterli olmalari gerektigi sonucuna ulasmislardir.
Mifettisler, denetlenen igin rol model olmakla birlikte kamuyu korumada en Ust diizeyde gbrev yapan
ve denetlenenlerin yeterlik standartlarina erismesini saglayan bir pozisyondadir (Gindiz & Goker,
2014).Denetim elemaninin; denetlenecek dersin programi ve kazanimlari, 6gretim yontem teknikleri,
sinif yonetimi, 6grenci davranislari ve gelisimi konularinda bilgi sahibi, denetime dair teorik ve uygulama
noktasinda yeterlilige sahip olmasi gibi birgok alanda yeterliligi bulunmasi gerekmektedir. Bu yeterlilik
alanlarinin her birinin uzmanhk gerektirdigi goéz 6ninde bulunduruldugunda ders denetimlerinin
uzmanhk gerektiren bir alan oldugu gorilmektedir.

Okul Miidiirlerinin Ders Denetimi Konusundaki Uzmanliklari

Ogretmen, okul idarecileri ve miifettisler, okul midirlerinin ders denetimi konusunda uzman
olmadiklarini dislinmektedirler. Okul middrlerinin kendilerini ders denetimi konusunda yetersiz olarak
degerlendirmeleri ise manidar bir sonug¢ olarak ortaya c¢ikmistir. Okul mudirlerinin ders denetimi
konusunda uzman olmamalarinda en c¢ok dile getirilen gerekgeler, okul mdidirlerinin denetim
formasyonuna sahip olmamalari veya bu konudaki yetersizlikleri, degerlendirmede objektif olamamalari
ve dgretim programlarina hakim olmamalaridir. Ogretmenlerin, okul idarecilerinin ve mifettislerin bu
konuda biyilik 6lciide ayni goriste olduklari gérilmektedir. Arastirmanin bu bulgusuyla ilgili olarak
Aslanargun ve Goksoy (2013) tarafindan yapilan arastirmada 6gretmenlerin okul muddrlerinin ders
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denetimi hususunda objektiflik kaygisi tasidiklari ifade edilmistir. Acar (2009), arastirmasinda okul
mudurlerinin denetimi, daha ¢ok rehberlik, yardim ve destek olarak algilamalarina ragmen, uygulamada
bunu 6gretmenlere yansitamadiklarinin géruldiginu, 6gretmenlerin okul mudirleri tarafindan yapilan
denetimlerin amacina uygun yapilmadigini diistindiiklerini ve denetimi kontrol edici ve elestirici olarak
algiladiklarini ortaya c¢ikarmistir. Sonug¢ olarak denetimi yapacak denetim elemaninin denetim
formasyonuna sahip, denetleyecegi derslerin tamaminin programlarina hakim ve degerlendirmede
objektif olmasi gerektigi; ancak okul maddirlerinin genel anlamda bu yeterliklere sahip olmadiklari ifade
edilmektedir.

Ders Denetimlerinin Okul Miidiirleri Tarafindan Yapilmasinin Olumlu Yénleri

Arastirma sonucunda, okul maddarlerinin kurumu, 6gretmenleri, velileri, cevreyi daha iyi tanimalari ve
egitim Ogretim silrecinin tamamina hakim olmalari, ders denetimlerinin okul mudurleri tarafindan
yapilmasinin olumlu yénleri olarak ortaya ¢ikmistir. Ogretmenler, okul idarecileri ve miifettisler, ders
denetimlerinin okul mudirlerince yapilmasinin olumlu ydnlerini genel olarak okul mudurlerinin
O0gretmenlerini daha iyi tanimalari ve 6gretmeni siireg igerisinde izleyebilme imkanina sahip olmalariyla
aciklamiglardir. Altun (2014) tarafindan yapilan arastirma sonucunda 6gretmenlerin denetimi agirlikli
olarak okul mudird, okul madiar yardimcisi ve zimre baskani tarafindan yapilmasi yéniinde goris
bildirdikleri ortaya konmustur. Aslanargun ve Goksoy (2013) tarafindan yapilan arastirmada madir
degerlendirmesinin, siire¢ degerlendirmesi ve performansin daha yakindan izlenmesine imkan tanimasi
acisindan 6gretmenler tarafindan daha yakin durulan bir denetim tercihi oldugu ifade edilmektedir.

Ders Denetimlerinin Okul Miidiirleri Tarafindan Yapimasinin Olumsuz Yonleri

Arastirma sonucuna gore ders denetimlerinin okul midiirleri tarafindan yapilmasinin olumsuz yonleri
ile ilgili olarak ozellikle okul muddrlerinin objektif olamamalari, okul midirlerinin denetim formasyonu,
o6gretim programlari ve pedagojik formasyon alanlarindaki yetersizlikleri, denetimi yapan okul
midirianidn denetledigi 6gretmenle siirekli ayni ortami paylasmasindan dolayr denetimin gergekliginin
azalmasi, denetim sonucunda kurumda catisma c¢ikmasi, denetimin kurum icinden biri tarafindan
yapilmasindan dolayi denetimin agirliginin azalmasi, denetimi yapan okul midirinin karar vermede
baski altinda kalmasi, denetimin sonucunu etkileyebilmek icin 6gretmenlerin idareye yakinlasmaya
¢alismalari, denetim sonucunda kurumda hiziplesmelerin olmasi durumlari vurgulanmistir. Denetim
sonucunda midir-6gretmen, 6gretmen-6gretmen arasinda ¢atisma ¢ikmasi durumu énemli bir olumsuz
yon olarak degerlendirilmektedir.

Okul idarecilerinin, ders denetimlerinin okul midirleri tarafindan yapilmasinin olumsuz yonlerine
iliskin goruslerinin 6gretmen ve mifettislerin olumsuzluk bildiren gérislerinden daha fazla oldugu da
manidar bir sonug olarak ortaya cikmistir. Denetimin okul midirleri tarafindan yapilmasinin olumsuz
yonlerine iliskin olarak okul idarecilerinin 6gretmen ve mifettislerden daha fazla goris bildirmeleri
denetimin kim ya da kimler tarafindan ve nasil yapilmasi gerektigi noktasinda tartismaya ihtiyag
bulundugunu ortaya koymaktadir. Ders denetimlerinin okul mudirleri tarafindan yapilmasinda olumlu
yon olarak ifade edilen birka¢ duruma karsin olumsuz yon olarak ifade edilen durumlarin ¢ok daha fazla
oldugu gorilmektedir.

Ders denetimlerinin okul muddrleri tarafindan yapilmasinin olumlu ve olumsuz yonlerine iliskin
olarak yapilan farkli arastirma sonuglarina bakildiginda bu arastirmanin sonuglari ile ortlisen ve farkl
olan sonuglara rastlanmistir. Demir ve Tok (2015) yaptiklari arastirmada okul maddrlerinin gevre
sartlarini ve 6gretmenleri daha iyi taniyabilecekleri 6ngérisiiniin ders denetimlerinin okul middrlerince
yapilmasinin olumlu yoni oldugunu ifade etmislerdir. Aslanargun ve Goksoy (2013) tarafindan yapilan
arastirmada okul muddrleri tarafindan yapilan ders denetimlerinin objektiflik kaygisi tasidigi ifade
edilmekle birlikte denetimlerin sonug eksenli ve genel olarak evrak temelli yapilmasini engelleyebilecegi
de belirtilmistir. Yilmaz (2009) tarafindan vyapilan arastirma sonucunda okul miuddurlerinin
denetleyecekleri 6gretmenleri denetmenlerden daha iyi tanimasi, 6gretmenlerin iyi yonlerini,
gelistiriimesi gereken vyonlerini bilmeleri, 6gretmenlerin yaptiklari her tirlt etkinlikten haberdar
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olmalari, 6gretmenlerin sadece ders saatlerindeki degil ders disi zamanlardaki etkinliklerinden haberdar
olmalari, okul mdudurlerince yapilacak denetimler sayesinde denetimlere uzun aralar verilmesinin
engellenecek olmasi olumlu yon olarak ortaya ¢ikmistir. Yapilan arastirma sonuglarina bakildiginda ders
denetimlerinin okul mudirlerince yapilmasinin olumlu ve olumsuz y&nlerinin bu arastirma sonuglari ile
ortlistigu gorulmektedir.

Ders Denetimlerinin Miifettisler Tarafindan Yapiimasinin Olumlu Yénleri

Arastirmada ders denetimlerinin mifettisler tarafindan yapilmasi 6gretmen ve okul idarecilerince
daha istendik bir durum olarak algilandigi ortaya c¢ikmistir. Ogretmen ve okul idarecileri ders
denetimlerinin mufettisler tarafindan yapiimasinin olumlu yonleri ile ilgili olarak 6zellikle mufettislerin
denetim ve degerlendirmede objektif ve denetim alaninda uzman olduklarini, mifettislerin alana ve
programa hakim olduklarini, tecriibeli ve denetim isinde profesyonel olduklarini, etkili denetim
yaptiklarini vurgulamislardir. Aksit (2006) tarafindan yapilan arastirma sonucunda mifettisler tarafindan
yapilan denetimin objektif olmasi bakimindan birkag yilda bir, middrler tarafindan ise her yil yapilmasi
gerektigi sonucuna ulasilmistir. Demir ve Tok (2015) tarafindan yapilan arastirmada 6gretmenlerin
mufettis denetimlerini objektif gordikleri ve mufettislerin uzmanhklarina inandiklari ortaya ¢ikmistir.
Demirtas ve Akarsu (2016) tarafindan yapilan arastirmada ders denetimlerinin mifettisler tarafindan
yapilmasinin olumlu yonleri 6gretmenin daha hazirlikh davranmasi, isini ciddiye almasi, miifettislerin
daha tarafsiz, adil ve esit bir teftis yapmalari, ayni branstan maarif mifettislerinin teftis yapmasinin
kaliteyi artirmasi, maarif mufettislerinin denetim isinin uzmani olmalari, 6gretmene rehberlik yapmalari,
yeniliklerin ve degisiklerin 6gretmene hizli ve dogru bir sekilde ulastiriimasi seklinde ortaya ¢ikmistir.

Ders Denetimlerinin Miifettisler Tarafindan Yapilmasinin Olumsuz Yénleri

Bu arastirmanin bir diger sonucuna gore ders denetimlerinin mifettisler tarafindan yapilmasinin
olumsuz yonleri; sistem kaynakh, 6gretmen kaynakh ve mifettis kaynakli olumsuzluklar seklinde
siniflandirilmigtir. Sistem kaynakh olumsuzluklar, denetim elemaninin kontroliinde olmayan olumsuz
yonlerdir. Denetim siresinin kisa olmasi, mifettislerin egitim 6gretim siirecinin tamamina hakim
olamamalari, mifettislerin okulu, 6gretmeni ve cevreyi yeterince tanimamalari, mifettis kavraminin
o6gretmen ve 6grencide olusturdugu kaygi, mufettislerin branslari disindaki derslerin denetimini yapmak
durumunda kalmalari sistem kaynakli olumsuzluklar olarak ortaya ¢cikmistir. Mifettisler hakkindaki 6n
yargilar ve 6gretmenlerin 6grencilerinde yarattigi mifettis fobisi de 6gretmen kaynakli olumsuzluk
olarak ortaya ¢ikmistir. Arastirma sonucunda ders denetiminin yapilmasinda miufettis kaynakli
olumsuzluklarla ilgili olarak okul idarecileri ve mifettisler ile 6gretmenlerin biyilk bir kismina goére
herhangi bir olumsuzlugun séz konusu olmadigi gérilmastir. Arastirmanin bu sonucu ile ilgili olarak
Demirtas ve Akarsu (2016) tarafindan yapilan arastirma sonucunda ders denetimlerinin mufettisler
tarafindan yapilmasinin olumsuz yonleri olarak; mifettislerin 6gretmenle yilda bir kez bir araya
gelmeleri, mifettislerin sadece evrak kontroliini yapmalari, mifettislerin tarafli davranmalari, ayni
branstan miufettislerinin teftis yapmamasi, mifettislerinin kendilerini tatmin igin teftis yapmalari,
miifettislerin tutum ve davranislarinin yanlis olmasi, derste tGglincii bir kisinin varliginin, 6gretmeni ve
ogrencileri rahatsiz etmesi, strese sokmasi, maarif mifettislerinin 6nyargih olmalari gibi alt kategoriler
ortaya cikarimistir. Bu alt kategorilere bakildiginda olumsuzluk durumlarinin sistem kaynakli, 6gretmen
kaynakli ve mifettis kaynakl olumsuzluklar oldugu ve bu iki arastirma sonucunun ortistugi
gorilmektedir. Yapilan farkh arastirmalar irdelendiginde ders denetimlerinin mifettisler tarafindan
yapilmasinin olumlu ve olumsuz yonleri ile ilgili olarak elde edilen arastirma bulgulariyla bu arastirmanin
bulgularinin ortlistigl gorilmektedir. Ders denetimlerinin mifettisler tarafindan yapilmasinin olumlu ve
olumsuz yonlerinin oldugu ve bu olumsuz yonlerin bliyiik oranda mufettis disi etkenlerden kaynaklandigi
gorilmektedir.

Ders Denetimlerinin Kim ya da Kimler Tarafindan Yapilmasi Gerektigi

Arastirmanin bir diger sonucuna gore katilimcilar ders denetimlerinin kim ya da kimler tarafindan
yapilmasinin uygun olacagina iliskin olarak en fazla mifettislerin ders denetimi yapmalari gerektigini
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belirtmislerdir. Ogretmenlik deneyimlerinin bulunmasi, denetim isinde uzman olmalari, alana hakim
olmalari, disaridan birinin yaptig denetimin ise ciddiyet katmasi, mifettis denetiminin 6gretmenin
dikkatini arttirmasi ve mifettis denetimiyle 6gretmenin kontrol altina alinabilecegi gerekgelerinden
oturu ders denetimlerinin mifettisler tarafindan yapilmasi gerektigini belirtilmistir. Rosenfeld, Giacalone
ve Riordan da (1995) yaptiklari arastirmada; 6gretmenlerin, en etkin katilim slrecinin mufettislerle
gerceklesebilecegine inandiklari sonucuna ulasmislardir. Ders denetimlerinin okul middrleri tarafindan
yapilmasi gerektigini ifade eden katiimcilar bunun gerekgesini mifettislerin kurumlara c¢ok sik
gidememeleri, okul mudurlerinin slirecin tamamina hakim oluslari ve 6gretmeni daha iyi tanimalariyla
aciklamiglardir.

Bu arastirmanin sonucuna gore ders denetiminin mifettisler tarafindan yapilmasi gerektigi goriisii 6n
plana gikmistir. Mfettis seceneginden sonra sirasiyla okul miduri, mufettis-okul miduri, mifettis-okul
middiri-veli, 6gretmenler, 6zel kuruluslar tarafindan yapilmasi gerektigi gorislerinin oldugu tespit
edilmistir. Ders denetimlerinin kim ya da kimler tarafindan yapilmasi gerektigine iliskin olarak yapilan
arastirma sonuglarina bakildiginda farklh sonuglarin ortaya ¢iktig gérilmektedir. Demir ve Tok (2015)
yaptiklari arastirma sonucunda 6gretmenlerin, daha objektif olacaklari ve alanlarinda uzman olduklari
icin maarif mifettiglerini; gevreyi, ortamin sartlarini ve kendilerini daha iyi taniyabilecekleri dngorisu ile
de midurlerin denetim yapmasini uygun gorduklerini ortaya koymustur. Glindliz, Aslan ve Bozkus (2015)
tarafindan yapilan arastirma sonucunda okul yoneticilerinin 6gretmeni denetleme, ona rehberlik etme,
onun mesleki gelisimini saglama gorevlerini yerine getirmeleri gerektigi sonucuna ulagiimistir. Okutan’in
(2015) yaptig1 arastirma sonucunda 6gretmen ve okul middrlerinin, ders denetimlerinin okul muddrleri
tarafindan vyapilmasina olumlu baktiklari, maarif miufettislerinin ise ders denetimlerinin okul
middrlerince yapilmasinin yanlis oldugu gorisiinde olduklari ortaya konulmustur. Demirtas ve Akarsu
(2016) tarafindan yapilan arastirma sonucuna gore 6gretmenlerin maarif mifettisleri tarafindan yapilan
teftis uygulamalarini olumlu bulmadiklari, bunun yerine bazi kaygilara ragmen midir teftisine olumlu
baktiklari ortaya cikmistir. Aslanargun ve Goksoy (2013) tarafindan yapilan arastirma sonucunda
objektiflik kaygisi tasimalarina karsin mevcut 6gretmenlerin midir degerlendirmesine daha yakin
durdugu, siire¢ degerlendirmesi ve performansin daha vyakindan izlenmesi acilarindan mudar
degerlendirmesinin tercih edildigini ortaya koymustur. Yildiz, Akbasl ve Uredi (2015) tarafindan yapilan
arastirma sonucunda ilkokul ve ortaokul 6gretmenlerinin, kurum mudirlerinin yaptigi rehberlik ve
denetim uygulamalarinin etkililigine ve gerekliligine iliskin olumlu yonde gorus bildirdikleri bulunmustur.
Altun (2014) tarafindan yapilan arastirma sonucunda 6gretmen denetimini kimin yapmasi gerektigine
iliskin oncelikli tercihlerinin okul midirs, okul midir yardimcisi, zimre baskani ve mufettis oldugu
sonucu ortaya ¢ikmistir. Yilmaz (2009) tarafindan yapilan arastirma sonucunda ders denetimlerinin okul
middrleri tarafindan yapilmasinin uygun olacagi ifade edilmistir. Topcu’nun (2010)calismasina gore
gerek yoneticiler gerekse 6gretmenlerin ¢ogu, sinif i¢i etkinliklerin ve 6gretmenlerin degerlendirilmesinin
en iyi okul yoneticileri tarafindan yapabilecegini diisiindiikleri ortaya ¢ikarilmistir. Alay (2006) tarafindan
vapilan arastirmada ise 6gretmenlerin klasik degerlendirme sistemini yetersiz bulduklari, sadece okul
middrleri ve mufettisler tarafindan degerlendirilmelerini olumsuz olarak degerlendirdikleri sonucu
ortaya ¢ikmistir. Basol ve Kaya (2009) tarafindan yapilan arastirma sonucunda ise 6gretmenlerin okul
midiri tarafindan degerlendirilmeyi mifettis tarafindan degerlendiriimeye tercih ettikleri gortlmustar.
Akbaba ve Memisoglu (2008) tarafindan yapilan arastirmada ise 6gretmenlerin ¢ogunlugunun okul
midurlerinin denetimde daha aktif rol almalari gerektigini, bazi 6gretmenlerin de okul muddrlerinin
subjektif olma durumlarinin s6z konusu olabileceginden midiir denetimine slipheyle yaklastiklarini
ortaya koymustur. Farkli arastirma sonuglarindan anlasilacagi lizere ders denetimlerinin kim ya da kimler
tarafindan yapilmasi gerektigine iliskin farkli gorusler olmakla birlikte bu goruslerin mufettis ve/veya
okul middrleri Gzerinde yogunlastigi gorilmektedir.

Oneriler
1. Bu arastirma sonucunda 6gretmenlerin, okul idarecilerinin ve mufettislerin ders denetiminin
gerekli olduguna iliskin ortak bir inanglarinin bulundugu, ders denetimlerinin yapilmasinin bireysel ve
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orgitsel agidan bir gereklilik oldugu sonucu ortaya ¢ikmistir. Bu bakimdan egitim 6gretim hizmetlerinin
niteliginin tespiti ve bu niteligin arttirilabilmesi igin ders denetimlerinin yapilmasina devam edilmelidir.

2. Arastirma sonucunda ders denetiminin uzmanlik gerektiren bir alan oldugu ortaya c¢ikmistir.
Denetim isinin uzmanhk gerektiren bir alan olmasi denetimde gorev alacak olanlarin uzmanhgini
gerektirmektedir. Ders denetimleri konusunda gerekli olan uzmanhg! elde edebilmeleri icin denetim
elemanlarinin hizmet igi egitim faaliyetleri ve kurslarla yetistirilmeleri ve gelistirilmeleri saglanabilir.

3. Arastirmada ders denetimlerinin daha ¢ok mufettisler tarafindan yapilmasi yoniinde sonug ortaya
cikmistir. Denetime muhatap olan okul idarecileri ve 6gretmenlerin bu géruslerinden hareketle mevcut
uygulamaya gore okul idarecileri tarafindan yapilan ders denetimlerinde mifettislerin etkin olarak gérev
almalari saglanabilir, bu yolla hem denetim alaninin uzmani olan mifettislerin bu uzmanliklarindan
faydalanilarak denetim alaninda yetismis insan kaynaginin daha etkin kullaniimasi saglanabilir hem de bu
yolla denetim siirecinin niteligi arttirilabilir. Ayrica okul mudirlerinin de mufettislerle birlikte denetim
stirecinde aktif rol Ustlenerek yer almalari saglanabilir.

4. Arastirma sonucuna goére 6gretmenler, okul idarecileri ve mufettislerin, ders denetimi konusunda
okul muddurlerinin uzman olmadiklarini distindiikleri ortaya ¢ikmistir. Okul idarecilerinin, ders denetimi
konusunda okul mudurlerinin yetersiz oldugu yoniindeki inanglari manidar bir sonug olarak
degerlendirilebilir. Okul mudirlerinin ders denetimi konusunda uzman olmamalarinin sebepleri ise genel
olarak okul mudurlerinin denetim formasyonuna sahip olmamalari ya da bu konudaki yetersizlikleri,
degerlendirmede objektif olmamalari ya da olamamalari ve 6gretim programlarina yeterince hakim
olamamalari gerekcelerine dayandirilmistir. Ayrica arastirma sonucunda ders denetimlerinin okul
middrleri tarafindan yapiimasinin olumlu yoénleri olarak; okul maddirlerinin kurumunu, personelini ve
okul gevresini daha iyi tanidiklari, okuldaki egitim sirecinin basinda olmalarindan dolayl bu sirecin
tamami hakkinda bilgi sahibi olmalari seklinde ortaya g¢ikmistir. Bu olumsuz ve olumlu durumlar goéz
onliinde bulunduruldugunda ders denetimlerinin sadece okul mudurlerine birakilmasi yerine okul
middrlerinin aktif olarak gorev aldigi ve mdifettisler tarafindan gergeklestirilecek olan dis denetim
yoluyla ders denetimlerinin yapilmasi saglanabilir. Bu yolla ders denetimlerinin okul mdaddrleri
tarafindan yapilmasinin olumsuz yonleri ortadan kaldirilabilir ve olumlu yoénleri denetim silrecine
yansitilabilir.

5. Halihazirda ders denetimleri okul mudurleri eliyle yirutilmektedir. Bu uygulamaya devam
edildigi sire icerisinde, yapilacak olan okul midiri secimlerinde aday yoneticilerin  denetim
yeterliklerinin de dikkate alinmasi saglanabilir.

6. Arastirma sonucunda ders denetimlerinin gerek yil icerisinde yapilma sayisinin gerekse ders
denetimi saatinin yetersiz oldugu ortaya c¢ikmistir. Ders denetimi periyotlarinin arttirilarak ve ders
denetimi sirelerinin uzatilarak (stirece yayilarak) mifettislerin egitim 6gretim silirecine daha fazla hakim
olmalari boylece mifettislerin 6gretmeni, okulu ve okul ¢evresini daha fazla tanimalari saglanabilir.

7. Arastirma sonucunda ders denetimlerinin agirlikh olarak mifettisler tarafindan yapilmasi
gerektigi yoniinde bir sonuc¢ ortaya cikmistir. Bunu sirasiyla mifettis ve okul mudirinin birlikte
denetimi, okul midiria denetimi, 6gretmen denetimi, veli denetimi, bagimsiz kuruluslarca yapilacak
denetim gibi farkh gorisler izlemistir. Ders denetimlerinin kim ya da kimler tarafindan yapilmasi
gerektigine iliskin olarak Milli Egitim Bakanliginca paydaslarin tamamindan alinacak gorisler
dogrultusunda yeni bir denetim uygulamasi ortaya konulabilir, akabinde pilot uygulama yapilabilir, pilot
uygulamanin sonuglari degerlendirilebilir.

8. Bu calismada ders denetimine iliskin 6gretmen, okul idarecileri ve miufettislerin gorusleri
incelenmistir. Yapilacak farkh arastirmalarda oOgrenci, veli ve diger egitim yoneticilerinin gorusleri
incelenebilir.

9. Bu galismada ders denetimi sorunsali 6gretmen, okul idarecisi ve mifettis gorislerine dayali
olarak nitel arastirma yaklasimi ile incelenmistir. Yapilacak farkl bir ¢alismada konu ile ilgili yapilan
arastirmalar metaanaliz yontemiyle incelenebilir.
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This article addresses theories and studies related to the effect of media violence on
aggressive behaviors in the children and adults. According to social learning theory,
people can learn aggression by observing and imitating violence on the mass media.
Observational learning contribute to both the short- and the long-term effects of
media violence on aggressive behaviors in the children. Children make inferences from
repeatedly observing the violent behaviors and they can develop schemas about a
hostile world and normative beliefs that more approving of aggression. The
experimental studies indicated that the children who watched the violent film
exhibited physical, verbal and indirect aggression. The longitudinal studies found
significant correlations between frequent viewing to violence on the media in
childhood and physical, verbal and indirect aggression during young adulthood for
both men and women later in life. Often exposure to violent on television during
childhood can promote aggression in later childhood, adolescence and young
adulthood.
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Bu makale medyadaki siddetin ¢ocuklarda ve genglerde saldirgan davraniglar
Gzerindeki etkisi ile iliskili teorileri ve arastirmalari ele almaktadir. Sosyal 6grenme
teorisine gore insanlar kitle iletisim araglarindaki siddeti gozlemleyerek ve taklit ederek
saldirganligl  6grenebilmektedirler. Gozlemsel 06grenme medyadaki siddetin
¢ocuklardaki saldirgan davraniglar Gzerine hem kisa siireli hem uzun sireli etkilere
katki yapmaktadir. Cocuklar siddet davraniglarini tekrar tekrar goézlemlemekten
¢ikarimlar yapmaktalar ve saldirganligi daha ¢ok onaylayan normatif inanglar ve
diismanca dinya semalari gelistirebilmektedirler. Deneysel ¢alismalar siddet filmi
seyretmis cocuklarin fiziksel, s6zli ve dolayli saldirganlik gosterdiklerine isaret
etmiglerdir.Boylamsal galismalar hem erkekler hem kizlar i¢in ¢ocuklukta medyadaki
siddeti sik sik izleme ile daha sonraki yasamda geng vyetiskinlikte fiziksel, s6zIi ve
dolayli saldirganlik arasindaki anlamli iliskileri bulmuslardir. Cocuklukta televizyondaki
siddete ¢ok kez maruz kalma, daha sonraki g¢ocukluktaki, ergenlikteki ve geng
yetiskinlikteki saldirganhgi ilerletebilmektedir.
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Introduction

Increasing availability of new and interactive communication technologies and mass communication
media in the 20" and 21%" centuries has been seen as a radical and noteworthy change in not only the
society but also the social world. Media sources such as the television, radio, films, video games, tape
cassettes and computer web sites play important roles in the lives of children and adolescents and
largely affect values, beliefs and behaviour. Research studies have revealed that watching violence in
television is one of the factors independently contributing to the development of aggressive
behavior.Exposure to media violence increases the risk of aggressive and violent behaviour in viewers.
Aggression has been defined as a certain act carried out and directed to intentionally inflict harm on
another individual. The aggressive person believes that the aggressive behavior will inflict harm on the
target individual and that he is motivated to avoid such aggressive behaviours (Anderson and Bushman,
2002b; Berkowitz, 1993; Geen, 2001; Swing and Anderson, 2010). Aggressive behaviour does not always
occur in physical form and nature. Psychologists distinguish less serious forms of aggression such as
verbal retaliation, engagement in spreading rumors or insulting people, and profanity (Ostrow and
Godleski, 2010). Relational or social aggression intends to inflict emotional rather than physical harm on
a person. Social aggression is observed more among girls as compared to girls boys (Spieker, Campbell,
Vandergrift et al., 2012). Media violence has been defined as visual portrayal of physical aggression
carried out by a person to harm another and refers to aggressive and violent behaviour portrayed
through story characters in the media. Those characters could be human or non-human and cartoonish
or visually realistic, emerging as unrealistic, fictional, animated or realistic violence (Huesmann and
Taylor, 2006; Gentile, Saleem and Anderson, 2007; Swing and Anderson, 2010).The results of over 2,000
scientific studies and reviews has shown that higher habitual exposure to media violence increases the
risk of aggressive behaviour in certain children and adolescents, desensitizesthem towardsviolence,and
leads them to believe thatthe world is a “crueler and more terrifying place” to live in (Strasburger,
Wilson and Jordan, 2014).

TV viewing frequency in the family or leisure time TV viewing frequency affects the degree of children’s
exposure to the violence portrayed on television.Children and youth between the ages 13 and 19 spend
more time with various media compared to certain activities they engage in except for sleeping
(American Academy of Pediatrics, 2010). Young people spend more than 7 hours a day using various
different media. A study conducted by Kaiser Family Foundation on over 2,000 individuals between the
ages 8 and 18 (2010) has revealed that children and young people in the United States of America
spend an average of over 7 hours a day with media (Rideout, Foehr and Roberts, 2010).According tothe
United StatesofAmericaNational Report, approximately two thirds of children and babies under the age
of 2 are exposed to TV viewing for a period of 30-60 minutes a day. Spending time with media has been
replacing engagement in creative, active and social activities (Vandewater, Rideout, Wartella et al.,
2007). Preschool kindergarten children spend a lot more time for watching shows-entertainments
compared to reading, learning new things and playing outdoor games (Rideout, Vandewater and
Wartella, 2003). Preschoolers and school-age children watch TV for 2 to 4 hours a day and during those
prime-time evening programs, five violent acts are portrayed each hour. Children’s Saturday morning
programs have the highest rate of violence during which an average of 20-25 violent acts are portrayed
in a period of one hour.The children’s programs have a higher frequency of violence compared to
comedy programs, music videos and reality shows (Gentile, Saleem and Anderson, 2007). A study
conducted by Radio and Television Supreme Council (RTUK) on 2570 people revealed that daily TV
viewing frequency was an average of over 4 hours for adults and children (RTUK, A Study on Television
Viewing Trends-2, 2009). In another study on levels of violence, in which a total of 5,600 seconds from
80 films shown in five private television channels in Turkey was examined during 16.00-21.30 on
weekdays and 09.00-21.30 on weekends, the rate of violence was found to be 33.1% (Ayranci,
Kosgeroglu, Glinay, 2004). The study also emphasized the prevalence of media violence and the ways in
which violence was portrayed on television. While 60% of television programs contain violence (Wilson,
Kunkel, Linz et al., 1998), violence is portrayed in 90% of video games (Children Now, 2001).Television
violence is often made attractive for the viewers and 96% of all violent programs use aggression as a
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cinematographic tool for the sole purpose of entertaining viewers.44% of violence interactions were
made through aggressive individuals who had certain valuable attractive characteristics to encourage
imitation. 40% of those who displayed aggressive behaviour were people who served as role models for
young viewers and who had “good” characters or characteristics.Thus, television violence has been
made attractive for the viewers. 71% of violent scenes did not portray regret, remorse, criticism or
punishment for the person displaying violent behaviours and 86% did not include scenes showing
bloody wounds and horn butting. Approximately one half of television violence did not inflict any harm
or cause any pain in the victim and only 16% of violence programs reflected long-term negative impacts
related to the victim or the victim’s family. Better half of the violence scenes included physical violence,
which can be lethal in real-life, by trivializing violence and approximately 40% portrayed direct violence
or used characters committing violence; whereas 75% gave priority to scenes punishing or convicting
the person who were involved in violence. Almost 45% of all the programs included “bad” characters
that were never punished or rarely punished for the aggressive acts they committed. 40% of the
violence scenes contained some forms of comedy and entertainment and only less than 5% delivered
anti-violence messages. All the violence in the main stories on television was portrayed as something
attractive and appraisable. In television, films and video games, aggression was used as a form of
punishment given to bad people for supposedly good reasons. 44% of violent acts were presented in a
manner that could be described as “justified” (Wilson, Kunkel, Linz et al., 1998). Television violence
targeted children in particular. While 57% of the shows not targeting children contained violence,
approximately 70% of children’s shows were quite violent. 36% of people demonstrating violent acts
had attractive personality traits. 30% of violence was described as “justified” and 81% of violent scenes
did not portray any punishment for aggressors(Wilson, Smith, Potter et al., 2002). In 34% of violent
scenes, harm inflicted upon the victim was portrayed in an unrealistic way. Unrealistic harm was most
frequently seen in children’s programs as was the case in the cartoons(Wilson, Kunkel, Linz et al., 2002,
1998). Another analysis of violence content revealed that some forms of aggression were portrayed in
most (88%) of the television programs that were popular among the 5t grade girls. 77% of the programs
portrayed indirect aggression, 71% contained physical aggression and 69% included verbal aggression.
On the other hand, 60% of all the acts were portrayed as physical aggression, 23% as indirect aggression
and 17% as verbal aggression. At this point, 10 acts of physical aggression were observed per hour.
When compared to other programs in which 6 acts of violence were portrayed, a typical hour of
programs targeting children contained 14 different acts of violence. Violence in children’s programs was
portrayed in a more humorous manner as in the cartoons (Linder and Lyle, 2011). In a content analysis
of 50 programs most popular among children between the ages of 2 and 11, it was shown that social
aggression was quite prevalent and 92% of the shows contained social aggression. While all other
programs contained 4 violent acts per hour, 14 different violent acts were portrayed in children’s
programs (Martins and Wilson, 2012a). Violent roles were portrayed more in children’s programs as
entertainment. Most of the programs targeting children were animated cartoons (Strasburger and
Wilson, 2014).

Objective and Significance of the Study
The present article aims to deal with not only experimental and field studies but also theories seeking to
explain the effects of viewing media violence in childhood on aggressive behaviour in later years.
Relationships between more frequent and intensive exposure to media violence in childhood and
demonstrating aggressive behaviour in later years have been discussed within the framework of
observational learning and imitation and on the basis of experimental and field studies as a theoretical
background. In today’s society, proliferation of violence and aggressive behaviour continues to exist as a
social problem. When the contribution of viewing media violence to violence and aggressive behaviours
in later years is exposed on the basis of theoretical views as well as experimental and longitudinal, some
of the underlying causes of violence and aggressive behaviours can be understood to a certain extent.
Once the underlying causes and mechanisms of violence and aggressive behaviours developing in
viewers as a result of harmful effects of exposure to media violence are known, governments,
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politicians, the media industry, schools and families can generate solutions to this problem by taking
certain initiatives aimed at protecting children from the harmful effects of media violence.

Method, Data Collection Technique and Research Process in the Studies Examined
Longitudinal research dealing with experimental research studies on the short-term effects of viewing
violence and aggressive behaviours in the media and films on the aggressive behaviours in children and
youths as well as the impact of greater exposure to media violence in childhood on aggressive
behaviours in late childhood, adolescence and emerging adulthood are introduced and described in this
study. Data in experimental research are obtained by observing physical aggressive behaviours such as
hitting, wrestling, hassling when children viewing and not viewing violence play together in a room
(Bjorkqvist, 1985) or aggressive behaviours such as hitting, tripping, kneeing, elbowing, hair pulling and
insulting during a game of floor hockey (Josephson, 1987). Aggressive behaviours in children were
observed by comparing the periods before and after the introduction of TV into the household (Joy,
Kimball and Zabrack, 1986). Longitudinal studies included interviews with school children between the
ages of 6-11 and their parents, and each child reported peers engaged in 10 aggressive behaviours in a
classroom environment such as “starting a fight over nothing” and “pushing and shoving other children”
within the frame work of a scale in which children reported aggressive peers; namely, the Peer-Rate
Index of Aggression. The data related to the frequency of viewing violence were obtained by presenting
children with a list of television programs with and without physical violence and asking them to check
the programs they watched “all the time”, “sometimes but not all the time” or “once in a while”
(Huesmann and Eron, 1986). Presenting two aggressive males and two aggressive females such as “The
Bionic Woman” and “The Six Million Dollar Man”, children were asked how much they loved the various
adult aggressive characters or how much they acted like them. The data related to children’s identifying
themselves with the aggressive behaviour on television were collected by receiving different answers
such as “2=a lot, 1=a little, O=not at all” (Huesmann and Eron, 1986). Children were asked to rate how
realistic they judged various violent programs to be. The rating scale was as follows: “3= just like as it in
real life, 2= a little like as it in real life; 1= not at all as it in real life”. Data related to intellectual ability,
assumed to be effective on the television viewing habits of children, were obtained from school records.
The California Achievement Test (Tiegs and Clark, 1970)was administered to all third grade students and
the Oak Park Reading Readiness Test was used for the first and second grade students in order to assess
the intellectual ability in childhood. Warner, Meeker and Eells’ Socio-economic Status (SES) Scale (1960)
was used to collect data related to the parent variable based on information provided by the parents on
their levels ofsocio-economic status and education. Aggressive behaviours of the parents were assessed
using the Minnesota Multiphasic Personality Inventory (Huesmann, Lefkowitz and Eron, 1978), and
aggressive behaviours were measured by three items about how many times in the last year the parents
(1) had choked, punched or beaten another adult; (2) slapped or kicked another adult; or (3) threatened
or actually cut someone with a knife, or threatened or shot at someone with a gun(Huesmann, Eron,
Lefkowitz et al., 1984). Fantasizing about aggression was assessed with the adult version of the
Aggression Scale of the Children’s Fantasy Inventory (Rosenfeld, Huesmann, Eron et al., 1982). While
child-rearing methods and attitudes were assessed using criteria such as (1) rejection of the child, (2)
rearing of the child, (3) severe punishment of the child, (4) mobility direction (e.g. desire for success),
the television viewing frequency of the parents were determined by means of holding interviews with
the parents themselves, their reporting the programs they watched and their assessing those programs
(Huesmann and Eron, 1986). As longitudinal investigations required comparison of childhood and
adolescence, data related to both periods of the same participants were collected.Most of the boys and
girls were contacted by tracing the records in order to complete the research. Moreover, these
individuals, their spouses and friends were interviewed and certain data were obtained from the state
archives. When the children whose data belonging to the period between the ages of 6 and 11 grew up
and reached their 20s were contacted again personally or by telephone, the data related to aggressive
behaviour in adulthood were collected from three different sources, namely, self reports, other people
and state archives. Based on self-reports about three favorite television programs they regularly or
frequently watched, frequency of viewing violence was determined via a rating scheme ranging from 0
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(= no visible violence or slight invisible, or implied violence) to 4 (= high visible violence). Indirect, verbal
and slight physical aggression was rated via self-reports about various behaviours the participants were
engaged in when “they were in conflict or angry with another person”. Indirect aggression was
measured via self-reports about how often the participants engaged in behaviours such as “taking other
people’s things” and “trying to hit other people who disliked them”, and verbal aggression was
determined via self-reports about how they demonstrated behaviours such as “calling another person
names” and “despising and degrading physical abilities and appearance of another person”. Slight
aggression, on the other hand, was measured via self-reports in which the participants were asked to
answer a question consisting of three items such as “how often they hit, kicked and shoved others”
(Bjorkqvist, Osterman and Kaukiainen, 1992). The General Aggression Scale included 12 items based on
the original peer-nomination scale for children and was also adapted and rewritten for adults. It
included such questions as “How often do you give the finger to others?”, “How often do you start a
fight over nothing?” and “How often do you take other people’s things without asking?”. The response
scale for all of these frequency measures ranged from O=never to 4=very often(Huesmann and Eron,
1986). The severe physical aggression scale included three items about how many times in the last year
the participant had “choked, punched, or beaten another adult,” had “slapped or kicked another adult,”
or had “threatened or actually cut someone with a knife or threatened or shot at someone with a gun
(Huesmann, Eron, Lefkowitz et al., 1984). Using Straus’s Conflict Tactics Scale (Straus, Gelles and
Steinmetz, 1980), the participants were also asked to report how frequently they aggressed against their
spouse (or significant other) (Straus, Gelles and Steinmetz, 1980), and they were assessed on
antisocial/aggressive character traits (Huesmann, Lefkowitz, Eron et al.,, 1978). Various relevant
questions were directed to the participants and they were asked to report their frequency of traffic
violations and of committing different kinds of specific crimes and whether they had ever been arrested
or convicted.

Explaining Acquistion of Aggressive Behaviours on The Basis of Social Learning Theory
The impact of viewing media violence on aggressive behaviours was described within a theoretical
framework on the basis of observational learning and imitation. Social learning or observational learning
and imitation play a fundamental role in the acquisition of a social behaviour such as aggression;
furthermore, the learning process becomes stronger and people learn to behave aggressively by
observing or imitating others (Bandura, 1977). Children enter into social interaction with many sources
such as their parents, peers and older siblings in the playground, observe fictional characters on
television and films and then display these behaviours themselves (Bandura, 2001). It is known that
people have an internal tendency to copy what they observe and possess certain pre-designed
neurological systems, and these neurological systems include a special physiological system to learn by
imitating (Rizzolatti and Craighero, 2004; Rizzolati, Fadiga, Gallese et al., 1996). The observer (a) notices
and looks at the model behaviour, (b) symbolically retains the model behaviour in memory, and encodes
it visually and verbally, (c) replicates the behavior, and (d) considers the consequences of the behaviour
s/he will perform (Bandura, 1977). Behavioral models are retained in memory in a symbolic manner.
Observational learning is based on fantasizing and self-expression. Behaviours are retained in memory
by fantasizing. Emotional stimulation leads to perception of external events.As a result of repeated
exposure, the stimulant reflects continuous and attainable images of the model performance (Bandura,
1986), and thus images of the models can be collected and displayed in the absence of physical beings.
Based on an activity which is observed repeatedly, a fantastic replica of the model can be created
(Liebert and Spiegler, 1990).Visualisation plays a fundamental role in the first phase of observational
learning in the absence of expressive skills. Cognitive contents are generally expressive rather than
visual. Details of an observed behaviour are acquired via transformation of visual information into verbal
codes or expressions, retained in memory and then performed (Bandura, 2001). Observational learning
and retaining information in memory are made easier with symbolic codes as they carry much of the
information the way they are originally stored. Modeled activities are transformed into images and
verbal symbols of expression that can be used at once, and these memory codes serve as guides for
performance (Liebert and Spiegler, 1990).In addition to symbolic coding, repetition, or rehearsal also
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serves as an important memory support. When people repeat, rehearse or actually perform modeled
behaviours in their minds, they forget less compared to those who do not think about or perform what
they see (Bandura, 1997).

Bandura argued that imitation is the key to social learning. He also reported that individuals made
cognitive inferences based on observations as well as imitating certain social behaviors which they saw,
and that these inferential judgments led to generalization in behaviours. How children interpret events
and how they feel when they perform the actions they observe have gained importance (Bandura,
1986). Observing a parent hitting another parent increases not only the possibility of a child hitting
another but also the belief that hitting can be acceptable when a person provokes you (Bushman and
Huesmann, 2010). Children draw inferences from the behaviours they observe and develop beliefs
about the appropriateness of certain behaviours. When children see that an individual solves a social
problem by behaving aggressively, they create and retain a script in their minds about aggression and
develop a belief that such behaviours are acceptable. When they decide to use the script later, they
retrieve it and may behave in the similar manner more often (Guerra, Huesmann and Spindler, 2003;
Huesmann and Kirwil, 2007). Huesmann (1988) drew attention to scripts as concepts related to
cognitive schemata in aggressive behaviour analyses and also argued that aggressive behaviour was
controlled to a great extent by scripts that are encoded, rehearsed, stored, retained and recalled in
much the same way as are scripts for intellectual behavior.Children learn more generalizing and
complex social scripts from the models as a series of rules to interpret, comprehend and deal with
certain behaviours and various situations such as conflict (Huesmann, 1998). When learned, such scripts
function as a cognitive predictor for future behaviours. For instance, children learn that aggression can
be used for trying to solve interpersonal conflicts by observing people who exhibit violent behaviour. As
a result of mental repetitions such as fantasizing this type of behavior or multiple exposures to violence,
an attitude towards solving this conflict is retained in memory and then easily retrieved. Particularly,
observing the violence in the environment affects the children’s world schemata and causes them to
perceive other’s actions as hostile (Gerbner, Gross, Morgan et al., 1994). According to Dodge and his
colleagues (1995) inferences drawn from repeated observations have revealed that children develop
hostile or positive judgments about the world as well as beliefs related to acceptable types of
behaviour.Frequent observation of violence affects children’s world schemata with respect to
“hostility”. They consider other’s actions as hostile and such considerations increase the possibility of
children’s violent behaviors in later years. Similarly, Huesmann and Guerra (1997) emphasized that
repeated observations of violent role models in the media as well as in real life motivated children to
develop normative beliefs about the appropriateness of aggression and acquire social scripts on how
they would behave aggressively. Normative beliefs are viewed as cognitive abstractions of knowledge
acquired through observation, experience, and direct tuition, and refer to an individual's own cognitions
or cognitive standards about the acceptability or unacceptability of a behavior. Beliefs may be situation
specific or general. An example of a situation-specific normative belief would be "It's okay to hit others if
they hit you first.", whereas "It's okay to hit others.” reflects a general belief.As children develop into
adults, their social-cognitive schemata about the world around them begin to become more detailed,
normative beliefs on which social behaviors are appropriate become more distinctive and these beliefs
begin to act as filters to limit inappropriate social behaviours. Social scripts acquired via observation of
families, peers, social groups and mass communication media become more complex and automatic in
application (Huesmann and Guerra, 1997). As noted by Crick and Dodge (1994), responding is governed
by ethical standards and values related to beliefs about the acceptability of a behaviour. People who
have normative beliefs that are more approving of aggression can become more aggressive. Not only
normative beliefs approving of aggression but also actual aggressive behavior increase with age during
the elementary school years (Huesmann and Guerra, 1997).

Another approach describing the long-term effects of exposure to media violence on aggressive
behavior is called the theory of desensitization. Recent research established a relationship between
exposure to violence and desensitization (Bailey, West and Anderson, 2011). Repeated exposure to
emotional stimuli such as the media and video games may lead to habituation of certain natural
emotional responses or “desensitization”. Despite expectations that blood wounds, horn butting or
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other scenes with painful consequences would curb aggression, research has revealed that such scenes
could increase aggression in some of the viewers. Repeated exposure to such negative consequences
can desensitize individuals to blood wounds, horn butting and other scenes and images causing pain to
the victim. Behaviours that are observed in a non-habitual manner at first begin to look normative to
children after they view them repeatedly. Emotions children feel as a reaction to a certain scene tend to
decrease in intensity after exposure to that particular scene repeatedly. When they observe blood, gore,
horn butting and violence, most humans seem to have an innate negative response. Increased heart
rates, perspiration and discomfort may accompany such exposure. With repeated observation of and
exposure to violence, such negative emotional responses habituate and children become desensitized.
Such habituation may effectively eliminate the punishment for natural consequences of media violence.
Children may think about and enact an aggressive response later without experiencing such negative
emotions. Consequently, aggression becomes more likely to occur. Experimentally, violence viewers
who gave a negative emotional response less strongly behaved much more aggressively compared to
those who gave negative emotional responses more strongly(Moise-Titus, 1999; Kirwil and Huesmann,
2003). Individuals who consume a lot of violent media become less sympathetic to victims of violence. In
one study, people who played violent video games assigned less harsh penalties to criminals than those
who played nonviolent games (Deselms and Altman, 2003). People exposed to media violence
attributed less injury to the victims (Linz, Donnerstein and Adams, 1989), and showed less empathy
(Linz, Donnerstein and Penrod, 1988). People who showed less empathy to the victims of violence were
also less willing to help a victim in real life (Molitor and Hirsch, 1994). Children exposed to violent
television programs behaved less willing in intervening a fight between two little kids. Similarly, adults
were also less willing to help the needy after they were exposed to media violence (Bushman and
Anderson, 2009). Due to desensitization to violence over time, people have become more tolerant to
violence and less sympathetic to the victims of violence. Research consistent with such comments
stated that people showed less psychological arousal to real display of violence in the process of more
exposure to media violence (Carnagey, Anderson and Bushman, 2007). While empathy calls for adopting
the perspective of the victim, video games promote adopting the perspective of the aggressor. It is
observed that playing violent video games has a strong effect in decreasing the empathy the player feels
for the victim (Bushman and Anderson, 2009).

Factors Increasing The Impact of Media Violence on Children
Neurologists and cognitive psychologists maintain that human memory often functions and acts as a
network comprised of webs, nodes and connections associated with thoughts partially stimulated and
shaped by relative stimulants in their environment. Nodes represent concepts, and connections refer to
interconceptual relationships and associations. Thoughts, emotions and behavioral tendencies are all
interconnected in the memory. Exposure to stimuli can shape or activate memory concepts (Fiske and
Taylor, 1991). Giles (2003) defines this preparation phase as the stimulation or reactivation of memories
related to violent scenes when appropriate cues have been provided. A lot of factors either enhance or
diminishthe risk of harmful effects associated with viewing violent portrayals (Wilson, Kunkel, Linz et al.,
1998). According to Associative Cognitive Theory, cognitive cues may lead to more violent behaviour.
Concepts that exist in the usual way are interconnected in the memory and are used to interpret stimuli.
For example, when an individual associates a gun with killing or wounding another person rather than
with a non-violent use in the shooting sports, the gun increases the possibility of behaving in a much
more violent manner (Bartholow, Anderson, Carnagey et al., 2005). Mutlu (1999) has stated that violent
portrayals on television prepare violent thoughts for later use by viewers and trigger violent behaviour
in children. Viewers are warned against the violence observed in real life and on media as psychological
excitation such as heart rate and blood pressure might increase. It is observed that aggression can be
rapidly enhanced due to two possible causes of excitation, which are (a) excitation transfer or
conduction (Zillmann, 1983) and (b) general excitation (Berkowitz, 1993). Theories related to cognitive
development affirmed that social scripts, schemata and beliefs of smaller children became less evident
and grew more vulnerable to the effects of exposure to media violence. As children have fewer well-
developed neurological and emotional systems as well as less well-developed personality, they can
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change more readily when exposed toharmful effects associated with repeated exposure to violent
portrayals. It was observed that smaller children were more vulnerable and exposed to the long-term
effects of portrayal of violence(Huesmann, Moise-Titus, Podolski et al., 2003; Paik and Comstock, 1994).
According to some neuro-anatomists, excessive television viewing (more than five hours per day, seven
days a week) can have a serious toll on a child’s cognition. The limbic system of the brain or the sensory
part is referred to as the image-making center. They argue that the limbic system develops more slowly
when children spend half of their life in front of a television set. A strong limbic system provides a
natural defense against the constant violent images (Slotsve, del Carmen, Sarver et al., 2008). Some
neuroimaging studies have established that excessive exposure to television violence impairs
development of parts of the brain associated with prefrontal cortex and excitation. Excessive
consumption of media violence delays development of frontal and limbic regions of the brain and plays
an important role in diminishing the activity in the prefrontal mechanisms controlling emotions and
behaviours, thus causing a long-term increase in aggression and decrease in preventive control.
Emotions are regulated via activation of prefrontal regions with emotion-sensitive limbic areas (Banks,
Eddy, Angstadt et al., 2007). As prefrontal cortex doesn’t’ mature in childhood and adolescence,
excessive exposure to media violence disrupts prefrontal-limbic communication and creates some
negative impacts on emotion regulation (Hummer, 2015). As many developmental psychologists
theorized, Paik and Comstock (1994) indicated that media violence had a greater impact on children
younger than 5 years of age. Developmental psychologists assert that younger children have fewer
cognitive skills, experience difficulty differentiatingbetweenfantasyandreality,and have less real-life
experience. Nevertheless, researchers argue that there is little evidence to suggest that younger
children are more vulnerable to the harmful effects of media violence(Gentile, Saleem and Anderson,
2007). The conception that the viewer’s age is a significant variable in his/her level of liability during
exposure to media violence seems quite complex. The dimensions of the effects of media violence
consistently decrease as the age of a viewer increases (Huesmann and Taylor, 2006). The level of
vulnerability, which is generally consistent among university students, is higher than that of children in
middle childhood (ages6-11). Despite the fact that smaller children are more vulnerable to the harmful
effects of media violence, aggressiveness can change with age. In a research study aimed at measuring
responses given to the same stimulus at different ages, primary school children and university students
were assigned to play the same violent and non-violent video games and they later demonstrated the
same aggressive behaviours. Both children and adolescents became more aggressive after playing
violent video games (Anderson, Gentile and Buckley, 2007). Researchers argue that socio-economic
status and intellectual abilityof viewers play a fundamental role in consuming television violence. As
compared to children of higher socio-economic status and intellectual ability, those with lower socio-
economic status and intellectual abilitywatch more television and witness more television violence most
probably due to various reasons including disappointment with social norms, entertainment and other
tasks requiring more intellectual interest and effort. Parents’ television habits and child rearing practices
influence a child's television habits (Comstock and Paik, 1991). Such parenting factors as harsh
punishment, rejectionof the child, and lack of discipline also contribute to the child’s aggression
(Tremblay, 2000). AlthoughComstock and Paik (1991) reported that children in lower socio-economic
status viewed more television and consumed moretelevision violence on the average than did children
in higher socio-economic status,Huesmann and his colleagues (2002) emphasized that the connection
between the socio-economic status and television viewing did not provide an explanation for the
general relationship between viewing media violence and criminal behaviours of young adults.
Huesmann and Taylor (2006), on the other hand, affirmed that children in lower socio-economic status
were more likely to behave aggressively in adulthood as they had been more exposed to media violence
in childhood.

In a family atmosphere, parents play an important role in children’s consumption of media violence.
Children’s experience of exposure to media violence primarily takes place in the house. Their television
habits develop early in life and become permanent over time. Presence of other people while viewing
media violence either facilitates or prevents development of aggressive behaviour in children. In
particular, co-viewing television with other people approving of the violence that is portrayed on
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television facilitates aggressive behaviour, whereas co-viewing with other people disapproving of
violence can prevent aggressive behaviour (Berkowitz, 1986). Sometimes parents are not aware of the
contents of the programs their children constantly watch and do not control the effects of images; for
example, they miss some opportunities such as providing comments on the story and disapproving of
the tools of violence used to settle conflicts. Relatively, few parents establish explicit rules exercising
restrictions over the amount and number of shows, prevent their children from watching violence or
provide comments on the content of the programs (Wright, Peters and Huston, 1990). Parents who
watch television with their children and discuss the content of the programs are likely to approach child
rearing strategies that make use of reasoning and explain rules, and address their children’s pride
(Abelson, 1990). According to J. L. Singer and D. G. Singer (1986), in a family household with a more
imaginative, more creative and less aggressive home atmosphere, children watch less television during
preschool years and consume television less as a source of free time activity and entertainment. Parents
of these children establish rules related to television viewing, value imagination and creativity, and
rarely resort to physical punishment. The Singers believe that television promotes and reinforces
aggressive scripts. In order to deal with prohibition and social conflict situations, children need to
enhance their verbal skills, play skills as well as fantasizing and imagination skills. These skills are
developed in the best manner during early years of life via creative activities such as playing with
parents and peers, reading, and story-telling by parents. However, children devote most of their time to
television viewing instead of engaging in some creative activities (J. L. Singer and D. G. Singer, 1986).
Television viewing can hamper education and steal from the time allocated to direct performance of
activities to be successful in school (Murray, 1993). Educationalists are concerned that television viewing
can take the place of reading and impair school performance (Gunter and McAleer, 1997). Also,
Valkenburg (2001) reported that exposure to television violence led to anxiety and reduced the time of
imaginative games children play. Sanders (1994), on the other hand, asserted that television portrayals
affected children’s imagination. He also stated that children were not engaged in imaginative activities,
they did not need to make up new stories or create new games and all television studios were working
for them.

According to researchers, form and content factors that attract children’s attention are very important
in determining the magnitude of effects the presentations will have (Huesmann and Taylor, 2006).
Violence and aggression presented in form and content facilitate attention in children appear to include
rapid movement, bright colors, and loud noises, traits that are often characteristic of violent
scenes(Alvarez, Huston and Wright, 1988).Partly associated with the result brought about by imitated
behaviours, observational learning leads to long-term effects of media violence. When young people
imitate depicted behaviours, they identify themselves with the character by imagining the rewards and
punishments other people receive (Bandura, 1986; Huesmann, 1997). Adoption of a behaviour
portrayed on television becomes more likely when the model performs an exemplary or attractive
behaviour, when the viewer identifies with the model, when the context is realistic and when the
observed behaviour is rewarded (Bandura, 1977). In a global context,most media violence is rewarded
and attractive media heroes often use violence to achieve their goals providing a three-fold message:
(1) aggression is a good means to solve conflicts; (2) aggression offers status; (3) aggression can be fun
(Groebel, 1998). When a screen hero uses violence as a means to reach success, viewers are affected
and can resort to violence to settle their real-life conflicts (Giles, 2003). A television viewer is not directly
rewarded for aggressive behavior observed in violent TV or movies, whereas a video game player is
directly rewarded with points, auditory and visual effects, and progress through game levels (Gentile,
Saleem and Anderson, 2007). If the violent content is rewarded and seen as "fun,' then aggression
concepts will be classically conditioned with positive feelings. People can identify more with a character
whom they perceive as identical, heroic and attractive (Heath, Bresolin and Rinaldi, 1989). Media
characters become attractive role models especially when their violent actions are presented as justified
and socially acceptable behaviours. Viewers identify more closely with realistic portrayals as they can
more easily associate them with personal experiences (Geen, 2001). In video games with violent
content, players can strongly identify themselves with the aggressor. Aggressive central characters are
usually praised, glorified and portrayed as heroic. In recent years, the portrayal of aggressive characters
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in video games has become increasingly realistic (Gentile, Saleem and Anderson, 2007). Aggression is
positively reinforcedwhen the television violence is commended, awarded or goes unpunished, and the
aggressors are depicted as “good guys” or “super heroes”. Viewers can be motivated to acquire the
aggressive behaviour when the screen violence is portrayed as defensible, when there is no serious
harm to the victim and when the violence is made to look funny (Strasburger, Wilson and Jordan, 2014).
Violent scenes portrayed with no negative consequences are more likely to enhance viewers' aggression
levels than violence scenes that have negative consequences such as remorse, great repentance, guilt,
pain, suffering and sorrow (Comstock, 1985). Viewers watching the victim who experiences pain and
suffering in violent media interactions may feel less aggression to a real person as the pain and suffering
they feel can inhibit aggression (Baron, 1979). Television viewers observe that players resort to violence
to achieve their goals and use it as a tool. Prolonged exposure to such media portrayals results in
increased acceptance of violence as an appropriate means of solving problems and achieving one’s goals
(Hogan, 2005; Strasburger, Wilson and Jordan, 2014). Media tend to portray heroes using violence as a
justified means of resolving conflict and prevailing over others. Television violence presented as”
justified” is morelikely to elicitaggressive responses in the viewers(Hogben, 1998).

Children’s perceiving and accepting violent media images as “just like it is seen in real life” motivated
them to model and imitate violent and aggressive behaviour. Like portrayals, identification and realism
is also associated with viewers. Relatively realistic portrayals aremore likely to increase viewers'
aggressionthan those presented in a morefictionalized or imaginary fashion. Children who thought
violent shows they watched were “just like the violence in real life” or who identified themselves with
violent TV characters had higher physical and verbal aggression scores(Huesmann, Moise-Titus, Podolski
et al., 2003). As emphasized before, researchers and theoristshave been discussing factors increasing
the impact of media violence on children. Media themes that encourage the learning of aggression
includes (a) “Good guys” or superheroes as perpetrators of violent acts; (b) violence that is celebrated
or rewarded; (c) violence that goes unpunished; (d) violence that is portrayed as defensible; (e) violence
that results in no serious harm to the victim; and (f) violence that is made to look funny. On the other
hand, media themes that are thought to discourage the learning of aggression are (a) evil or bad
characters as perpetrators of violent acts; (b) violence that is criticized or penalized: (c) violence that is
portrayed as unfair or morally unjust; (d) violence that causes obvious injury and pain to the victim; and
(e) violence that results in sorrow and suffering for the victim’s loved ones (Strasburger, Wilson and
Jordan, 2014).

Findings and Discussions Related to the Effects of Exposure to Media Violence on the Acquisition of
Aggressive Behavior
Researchers assert that short-term effects of exposure to media violence are due to processes including
priming, excitation and immediate imitation of specific behaviours (Bushman and Huesmann, 2001;
Huesmann, 1998). An external observed stimulus activates a brain node representing a cognition,
emotion or behaviour (Berkowitz, 1993). When an individual is exposed to a violent act at a specific
time, excitation spreads to other nodes and activates them. This process concerning the spreading
activation in the brain’s neural network is called priming. Exposure to media violence primes all sorts of
nodes associated with aggression and increases the probability of aggression in the short run. In another
important neural process, a child’s observation of violence increases the risk of short-term aggressive
behavior through mimicry (Huesmann, 2007; Huesmann and Kirwil, 2007). Many experiments have
demonstrated that exposure to violent media increases children’s and youth’s likelihood of direct
aggressive behaviour later (Bushman and Huesmann, 2001; Paik and Comstock, 1994). Bjorkqvist (1985)
exposed 5- and 6-year-old Finnish children to either violent or nonviolent films. Children who had
watched the violent film displayed significantly more physical aggression, such as hitting other children
or wrestling, than those who had watched the nonviolent film.Josephson (1987) exposed that 7-9 year
old boys who watched a violent film demonstrated more aggressive behaviour in a game of floor hockey
they played at school. In another study conducted by Leyens and his colleagues (1975) at a school for
juvenile delinquents in Belgium, there was an increased level of physical aggression among the boys
who watched the violent films, than those who watched the nonviolent films. In another experimental
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study, male high school students witnessed an aggressive film depicting a prize fight. Then they
delivered electric shocks to an experimental accomplice when provoked by another student and
exposed to loud noise (Geen and O’Neal, 1969). Donnerstein and Berkowitz (1981) reported that males
who had viewed a violent sex film punished the woman more intensely than did those who had watched
either a neutral film or a non-violent sex movie. Researchers have examined the impact of violence on
aggressive thoughts and emotions and shown that the risk of physically aggressive behavior against
other people is increased among youth who believe that violence against others is acceptable
(Huesmann & Guerra, 1997), in part because they believe that their targets are “bad” people and that
punishing them is justified.People who are at high risk for physical aggression against others were found
to have an increased acceptance of physical aggression toward women (Lackie and de-Man, 1997),
attributed hostile intent to others (Dodge and Frame, 1982), believed that taking revenge was
“valuable” (Nisbett and Cohen, 1996) and fantasized about violence (Rosenfeld, Huesmann, Eron et al.,
1982). Exposure to violence can directly increase aggressive thoughts in both children and older youth
and thus make them more tolerant of aggressive behaviour. In another study, children who had
watched a violent TV program were less ready to intervene and call an adult when a pair of preschool
kids broke into a fight than were children who had seen a neutral film (Thomas and Drabman, 1975).
Similarly, Malamuth and Check (1981) obtained findings showing that exposure to the sexually violent
scenes increased the male subjects' acceptance of physical violence against women in the course of the
next few days. Researchers have also conducted some studies to test the impact of violent video games
on adolescents. In a research they conducted on 14-year-old Dutch male adolescents, Konijn, Bijnank
and Bushman (2007)found that adolescents who played violent video games and who particularly
identified with the video game character behaved more aggressively and delivered more intense and
louder noise blasts that could cause permanent hearing loss in other boys than those who had played
nonviolent games. A longitudinal study with elementary school students revealed that violent video
game exposure early in the school year almost doubled the risk of children being involved in physical
fights by later in the school year (Anderson, Gentile and Buckley, 2007). In a study of 607 adolescents
conducted by Gentile and his colleagues (2004), students who were in the top quartile of aggressive or
hostile personality trait doubled their risk of physical fights if they played a lot of violent video games,
compared to high hostile students who did not play violent games. Whereas, the least hostile students
(bottom quartile) were almost ten times more likely to get into fights if they played violent video games
compared to other low hostile students who did not play violent games (Gentile, Lynch, Linder et al.,
2004). In a study surveying electronic game-playing habits of fourth through eighth graders in
elementary schools, it was found that two thirds of the children preferred violent games as their
favorites (Funk, Flores, Buchman et al., 1999). Shibuya and Sakamoto (2003) stated that a great majority
of the most popular video games played by Japanese fifth graders contained violent content. It has been
reported that the rate of violence per minute is much higher in video games than in most violent TV
programs or movies. In comparison to girls, boys are more attracted to and show a greater interest in
violent media (Valkenburg and Janssen, 1999). However, males may be more strongly attracted to
violent entertainment media than are females because media tend to cater to male audiences and use
males as lead characters, such as “X-Men, Batman, Spiderman and Superman”. It was found that
although there was no gender difference in overall preference for violent video games, girls preferred
fantasy violence, while boys preferred human violence (Funk and Buchman, 1996). Compared to
females, males were more attracted to “justice restoring” violent programs, such as Batman; however,
males and females were equally attracted to “comedic violence” (Cantor, 1998). Field and longitudinal
studies also refer to the impact of media violence on viewers. In another field study conducted in
Canada, the researchers found that both verbal and physical aggression significantly increased among
children after the introduction of television in the Canadian town of Notel (Joy, Kimball and Zabrack,
1986). The relationship between television violence and aggressive behaviour has been documented in
other nations as well. In a large-scale survey of more than 30,000 adolescents from 8 countries,
Kuntsche and her colleagues (2006) established that heavy television viewing was significantly
associated with increased verbal aggression and verbal bullying. In one of the earlier studies, Huesmann
and his colleagues observed a group of children for a period of 22 years (Huesmann and Eron, 1986;
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Lefkowitz, Eron, Walder et al., 1977). The first study started in 1963 with sampling of 875 third graders
(8 years of age) in New York. Their exposure to media violence at the age of 8 years correlated with their
aggressive behaviour 11 and 22 vyears later, when potentially relevant factors including 1Q,
socioeconomic status, aggression displayed by parent as well as punishment and care used by parents
were statistically controlled for. Findings revealed that repeated exposure to violence in early childhood
was predictive of higher levels of aggression at age 19. The same group was surveyed 10 years later and
the results revealed that there was a relationship between viewing TV violence at age 8 and self-
reported aggression at age 30 among males (Huesmann and Miller, 1994). In a separate cross-cultural
study, Huesmann and Eron (1986) observed more than 1,000 middle-class children aged 6 to 8 and 8 to
11 over a period of three years in Australia, Finland, Israel, Poland and the United States. For every
country except Australia, early viewing of TV violence was significantly associated with higher
subsequent aggressive behavior, even after controlling for a child's initial level of aggressiveness
(Huesmann and Eron, 1986; Huesmann, Moise-Titus, Podolski et al., 2003). In a longitudinal study,
Huesmann and his colleagues (2003) interviewed over 500primary school childrenat ages six to nine and
surveyed them again 15 years later. Again, for both boys and girls, researchers found significant
reciprocal relations between heavy exposure to media violence during childhood and a composite
measure of physical, verbal and indirect violent behaviour in young adulthood (Huesmann, Moise-Titus,
Podolski et al., 2003). Singer and Singer (1981) surveyed 141 children from nearly 50 different
kindergartens for a period of one year. Researchers reported that children’s viewing television violence
was associated with their subsequent aggressive behaviour as observed during free play at school. In a
subsequent study, Singer, Singer and Rapaczynski (1984) followed 63 boys and girls from age four to
agenine. Again, they revealed that preschoolers who watched programs with most violent content
displayed most aggressive behavior when they were nine years old. Ostrov and colleagues (2006) on the
other hand, found that kindergarten children’s violent media exposure was positively associated with
the subsequent physical aggression among boys and with subsequent social and relational aggression
among girls. In a large-scale study conducted inDunedin, NewZealand, Robertson and his colleagues
(2013) determined 1037 individuals born in 1972-1973 and assessed them at regular intervals from
birth to age 26. The results revealed that young adults who had spent more time watching television
between the ages of 5 and 15 were likely to have more antisocial personality disorder, more criminal
convictions, and more aggressive personality traits compared with those who viewed less television. In a
survey of 7" and 8" graders in Germany, Krahe and Moller (2010) asserted that adolescents who self-
reported more habitual media violence exposure displayed higher physical aggression and lower
empathy. In another research, exposure of 3" 4™ and 5™ grade children to violent media early in the
school year predicted higher verbally aggressive behavior, higher relationally aggressive behavior, higher
physically aggressive behavior, and less prosocial behavior later in the school year (Gentile, Coyne and
Walsh, 2011).Non-delinquent high school students and juvenile delinquents who viewed media violence
in childhood and adolescence were at an increased risk for development of violent behaviour and
general aggression in adulthood (Boxer, Huesmann, Bushman et al., 2009). Meta-analyses also reported
a positive, significant and consistent relationship between exposure to violent media and aggressive
behaviour observed during all studies. Paik and Comstock (1994) reviewed 217 studies and found an
overall effect size of 0.31, which is considered medium in size.A large-scale meta-analysis by Bushman
and Anderson (2001) examined 212 studies on the effects of media violence and also found that the
effects of media violence on aggression have been increasing over time since 1975. Exposure to media
violence increases the likelihood of aggressive thoughts, emotions, psychological arousal and
subsequent aggressive or anti-social behaviour in viewers. Theoreticians and researchers maintain that
repeated exposure to media violence gradually increasing in intensity is a risk factor playing a
substantial role in developing aggressive behaviour over time.

Conclusion
Observational learning and imitating plays an important role for acquiring violent and aggressive
behaviors throughout childhood and adolescence. Children can learn to behave aggressively in physical
and verbal ways by observing and imitating the violent behaviors in the mass media. The laboratory and
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field experimentshave demonstrated that exposing children and youth to violent behaviors in films and
on television increases the likelihood that they will behave aggressively immediately afterwards.
Children can develop scripts for social problem solving, schemas about a hostile world, hostile
attributional biases and normative beliefs approving of aggression through inferences they make from
repeated observations of violent and aggressive behaviors on the mass media. The aggressive scripts,
hostile attributional biases and normative beliefs increase the likelihood of children behaving
aggressively. Children can establish well and easily retrieve from memory by imagining and rehearsing
violent and aggressive behaviors on the mass media. Repeated exposures to violence on the mass media
can lead to habituation of certain natural emotional reactions, or desensitization to later violence.
Several other factors besides desensitization enhance the effects of media violence on children. Children
can more identify with the observed models and encode in memory when they observe aggressive
behaviors are rewarded and perceive the observed aggressive behaviors as just like it is in real life and
justify using violence against the bad guys.

Recommendations

The trend toward increased amount and severity of aggression and violent on the media undermines
the healthy development of the children in our contemporary world. The health and well-being of
children and adolescents is at risk because they are exposed to media violence, including television,
movies, computer games, and videotapes. Up until age seven or eight, children have great difficulty
distinguishing fantasy from reality. Young children are particularly vulnerable to the negative and
harmful influences for social, emotional, cognitive, and physical development during early childhood.
Researches indicate that watching violent programs is related to less imaginative play and more
imitative play in which the children simply mimic the aggressive acts observed on television (NIMH,
1982). The violent programs encourage children to imitate and reproduce in their play the behaviors
seen on television or in movies. These situations undermine creative and imaginative plays of the
children and thus children deprive of the benefits of necessary plays for their development (Carlsson-
Paige and Levin, 1990). In their play, children imitate those characters reinforced for their aggressive
behaviors and repeat scripts of the characters without creative or reflective thought (Eron and
Huesmann, 1987). Parents should take an active role in counteracting the potentially harmful effects of
media violence on children. They ought use strategies that guide children interactions with television
and prevent their children exposure to media violence. Parents establish the rules for household media
use and the extent to which they use the media with their children. Parents should evaluate the shows
together while they watch television and other media with their children. They can reduce the harmful
effects of media violence on children via they talk to their children about media content and discuss
what they see with their children. Parental efforts to interpret, elaborate, and provide supplemental
information on violence presented by media have been found to be successful in countering negative or
harmful effects of media violence on children. As noted earlier, researches have found that parents
viewing and commenting on the programs together with the children reduce the effects of television
violence on the children (Nathanson, 1999). Government or media industry must encourage positive
media content and public education about the effects of media on children. Schools should teach media
education because it may be useful in mitigating harmful effects of the media. Teachers have a
responsibility to assist children in developing skills in nonviolent conflict resolution and support children
to become critical viewers of media. They can improve critical viewing skills in the children and teach
nonviolent strategies for resolving conflicts. Schools, the entertainment industry, or the government
must protect children and adolescents from harmful media effects and maximize powerfully prosocial
aspects on the modern media. The media industry and parents ought use the media constructively in
order to expand the knowledge and develop the positive social values in the children. Parents should
monitor television viewing habits of their children and protect their children from unhealthy exposure to
media violence and the negative effects of viewing violent programs.
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Turkge Stirumii

Giris

20. ve 21. ylzyilda yeni, etkilesimli iletisim teknolojilerinin ve kitle iletisim araglarinin artan varligi sadece
toplumda degil sosyal diinyada da kokli ve dikkat cekici bir degisme olarak goriilmektedir. Televizyon,
radyo, filmler, video oyunlari, teyp kasetleri ve bilgisayar web siteleri gibi medya kaynaklari ¢cocuklarin ve
ergenlerin yasamlarinda énemli roller oynamaktalar ve degerleri, inanglari ve davranislari blyiik 6l¢lide
etkilemektedirler. Arastirma calismalari televizyondaki siddeti izlemenin, saldirgan davranisin gelisimine
bagimsiz olarak katki yapan faktorlerden biri oldugunu ortaya ¢ikarmaktadirlar. Medyadaki siddete
maruz kalma izleyicilerde saldirgan ve siddet davranis riskini arttirmaktadir. Saldirganhk diger bireye
zarar vermek amaciyla dogrudan yapilan ve yoéneltilen belirli bir davranis olarak tanimlanmaktadir.
Saldirgan kisi saldirgan davranisin hedefteki bireye zarar verecegine ve onun boyle saldirgan
davranislardan kacinmak icin motive olduguna inanmaktadir (Anderson ve Bushman, 2002b; Berkowitz,
1993; Geen, 2001; Swing ve Anderson, 2010). Saldirgan davranis her zaman fiziksel bicimde ve 6zellikte
olmamaktadir. Psikologlar sézle intikam alma, misilleme yapma, dedikodular yaymayla mesgul olma ya
da insanlara hakaret etme ya da kiflr gibi saldirganligin daha hafif bigimlerini ayirt etmektedirler
(Ostrow ve Godleski, 2010). iliskisel ya da sosyal saldirganlik bir kisiye fiziksel olarak zarar vermekten ¢ok
duygusal olarak aci ¢ektirmeyi amaglamaktadir. Sosyal saldirganlik erkek ¢ocuklarla karsilastirildiginda kiz
gocuklari arasinda daha ¢ok goézlemlenmektedir (Spieker, Campbell, Vandergrift ve digerleri, 2012).
Medyadaki siddet, bir kisinin digerine zarar vererek yaptigi fiziksel saldirganligin gorsel betimlemeleri
olarak tanimlanmakta ve medyadaki 6yki karakterleri yoluyla betimlenen saldirgan ve siddet
davranislarina isaret etmektedir. Bu karakterler insan ya da insan olmayan, cizgi filimsi (cartoonish) ya da
gorsel olarak gercege uygun olabilmekteler, gercekei olmayan, kurgusal, hayali, ya da canh ya da gergekgi
siddet olarak ortaya ¢ikmaktadirlar (Huesmann ve Taylor, 2006; Gentile, Saleem ve Anderson, 2007;
Swing ve Anderson, 2010). 2000’den daha fazla bilimsel arastirmalarin ve yeniden incelemelerin
sonuglari medyadaki siddete aligkanlhkla daha ¢ok maruz kalmanin belirli gocuklarda ve ergenlerde
saldirgan davranis riskini arttirdigini, onlar siddete duyarsizlastirdigini ve diinyanin igcinde yasamak icin
“daha acimasiz ve daha korkutucu” bir yer olduguna inandirdigini géstermislerdir (Strasburger, Wilson
ve Jordan, 2014).

Ailede televizyonu izleme sikhg1 ya da bos zamanda televizyonu seyretme sikligi, cocuklarin televizyonda
betimlenen siddete maruz kalma derecesini etkilemektedir. Cocuklar ve 13-19 yas arasi gengler uyuma
disinda mesgul olduklari belirli bir etkinliklerle karsilastirildiginda gesitli medya ile daha ¢ok zaman
gecirmektedirler (American Academy of Pediatrics, 2010). Geng insanlar bir glinde gesitli farkli medyayi
kullanmaya 7 saatten daha ¢ok zaman ayirmaktadirlar. 8-18 yaslarinda 2000’den daha ¢ok birey lzerinde
Kaiser Aile Kurulusunun yirattaga bir arastirma (2010) Amerika Birlesik Devletlerinde ¢ocuklarin ve
genclerin medyayla bir giinde ortalama 7 saatten daha fazla zaman gecirdigini ortaya c¢ikarmaktadir
(Rideout, Foehr ve Roberts, 2010). Amerika Birlesik Devletleri ulusal raporuna gore yaklasik ¢ocuklarin
lcte ikisi ve 2 yasindan kiglik bebekler bir giinde 30-60 dakika televizyon izlemeye maruz
birakilmaktadir. Medya ile zaman gecirme yaratici, aktif ve sosyal etkinliklerle mesgul olmanin yerini
almaktadir (Vandewater, Rideout, Wartella ve digerleri, 2007). Okul 6ncesi ana sinifi cocuklari okuma,
yeni seyler 6grenme ve disarida oyunlar oynama ile karsilastirildiginda televizyondaki gosterileri-
eglenceleri izlemeye ¢ok daha fazla zaman harcamaktadirlar (Rideout, Vandewater ve Wartella, 2003).
Okul oncesi cocuklari ve okul-¢cagi cocuklari, bir giinde 2-4 saat televizyon seyretmekteler ve bu en ¢ok
izlenen aksam programlarinda her bir saatte 5 siddet eylemi betimlenmektedir. Cocuklarin cumartesi
sabah programlari bir saatlik stirede ortalama 20-25 siddet eyleminin betimlendigi en ylksek siddet
oranina sahiptirler. Komedi programlari, mizik videolari ve gercek, realite gosterileri ile
karsilastirildiginda ¢ocuklarin programlari daha yiiksek bir siklikta siddete sahiptirler (Gentile, Saleem ve
Anderson, 2007). 2570 insan {izerinde Radyo Televizyon Ust Kurulu (RTUK) tarafindan yiriitiilen bir
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arastirma gunlik televizyon izleme sikhginin yetiskinler ve cocuklar igin ortalama 4 saatin Uzerinde
oldugunu ortaya cikarmistir (RTUK, Televizyon izleme Egilimleri Uzerine Bir Arastirma-2, 2009). Siddetin
dizeyleri Gizerine diger bir arastirmada hafta i¢i 16.00-21.30 ve hafta sonu 09.00-21.30 saatleri stiresince
incelenen Tirkiye’de bes 0Ozel televizyon kanalinda gosterilen 80 filmden, toplam 5600 saniyesinde
siddetin oraninin % 33,1 oldugu bulunmustur (Ayranci, Késgeroglu, Glinay, 2004). Arastirma medyadaki
siddetin yayginhgini ve siddetin televizyonda betimlenme bigimlerini de vurgulamistir. Televizyon
programlarinin % 60’1 siddeti icermekte iken (Wilson, Kunkel, Linz ve digerleri, 1998), siddet video
oyunlarinin % 90’inda betimlenmektedir (Children Now, 2001). Televizyondaki siddet siklikla seyirciler
icin c¢ekici hale getiriimekte ve tim siddet programlarinin % 96’si saldirganligl seyircileri sadece
eglendirme amacinda o6yku tlrinden sinemaya 06zgl bir ara¢ olarak kullanmaktadir. Siddet
etkilesimlerinin % 44’G taklidi tesvik etmek icin belirli degerli gekici niteliklere sahip olan saldirgan
bireylerle yapiimistir.Saldirgan davranis sergileyenlerin % 40’1 geng seyirciler igin rol modeller olarak
hizmet eden ve “iyi” karakterlere ya da karakteristiklere sahip olan insanlardir. Boylece televizyondaki
siddet izleyiciler icin gekici yapilmaktadir. Siddet sahnelerinin % 71’i siddet davranislarini sergileyen kisi
icin GzlintQ, pismanlik, elestiri ya da ceza betimlememis ve % 86’si kanh yaralamayi ya da boynuzla
vurmayi gosteren sahneleri icermemistir. Televizyondaki siddet eylemlerinin yaklasik bir yarisi kurbani
zarara ugratmamis ya da kurbanda belirli aclya neden olmamis ve siddet programlarinin sadece % 16’si
kurban ya da kurbanin ailesi ile iliskili olan uzun-sireli olumsuz etkileri yansitmistir. Siddet sahnelerinin
yarisindan daha c¢ogu siddeti 6nemsizlestirerek gercek-yasamda oldirtcil olabilen fiziksel siddeti icermis
ve yaklasik % 40"1 ya dogrudan siddeti betimlemis ya da siddeti yapan karakterleri kullanmistir. Oysa %
75’i siddete karisan kisiye ceza veren ya da suglu bulan sahnelere dncelik vermistir. Hemen hemen tim
programlarin % 45’i yaptigl saldirgan eylemlerinden dolayl hi¢ cezalandiriimayan ya da seyrek
cezalandirilan “kotli” karakterleri icermistir. Siddet sahnelerinin % 40’1 bazi gildiri ve eglendirme
bigimlerini icermis ve sadece % 5’den daha azi siddete-kargi mesajlari vermistir. Televizyonda ana
oykilerde tum siddet gekici ve deger verilir bir sey olarak betimlenmistir. Televizyonda, filmlerde ve
video oyunlarinda saldirganlk sézde iyi nedenlerle kot insanlara verilmis bir ceza bicimi olarak
kullanilmigtir. Siddet eylemlerinin % 44’ “hakli” olarak betimlenebilir bir tutumda sunulmustur (Wilson,
Kunkel, Linz ve digerleri, 1998). Televizyondaki siddet 6zellikle cocuklar hedef almistir. Cocuklari hedef
almayan gosterilerin % 57’si siddeti icermisken, ¢ocuklara yonelik gosterilerinin yaklasik % 70’i tamamen
siddet icerikli olmustur. Siddet eylemlerini gbdsteren insanlarin % 36’si ¢ekici kisilik 6zelliklerine sahip
olmustur. Siddetin % 30’u “hakl” olarak tanimlanmis ve siddet sahnelerinin % 81’i saldirganlar icin belirli
bir cezayl betimlememistir (Wilson, Smith, Potter ve digerleri, 2002).Siddet sahnelerinin % 34’Gnde
kurbana verilen zarar gercek¢i olmayan bir bicimde betimlenmistir. Gercek¢i olmayan zarar, cizgi
filmlerindeki (cartoons) durumda oldugu gibi en ¢ok cocuklarin programlarinda gértlmistir (Wilson,
Kunkel, Linz ve digerleri, 2002, 1998). Siddet igeriginin bir baska ¢dzlimlemesi bazi saldirganhk
bicimlerinin 5. sinif kiz 6grencileri arasinda popiler olmus televizyon programlarinin ¢ogunda (% 88)
betimlendigini ortaya g¢ikarmistir. Programlarin % 77 si dolayh saldirganhgl betimlemis, % 71'i fiziksel
saldirganligl icermis ve % 69’u sozli saldirganligi kapsamistir. Diger yandan, biitin eylemlerin % 60’
fiziksel saldirganlik olarak, % 23’G dolayh saldirganlik olarak ve % 17’si sozIli saldirganhk olarak
betimlenmistir. Bu noktada, saat basina 10 fiziksel saldirganlik goézlenmistir. 6 siddet eyleminin
betimlendigi diger programlarla karsilastirildiginda, ¢ocuklari hedef alan programlarin tipik bir saati 14
farkh siddet eylemini icermistir. Cocuklarin programlarinda siddet cizgi filmlerindeki gibi daha guldirici
bir tutumda betimlenmistir (Linder ve Lyle, 2011). 2-11 yas arasinda c¢ocuklarda en c¢ok-izlenen 50
programin bir icerik ¢ozimlemesinde sosyal saldirganligin olduk¢a yaygin oldugu ve gosterilerin %
92’sinin sosyal saldirganhg icerdigi gosterilmistir. TUm diger programlar saat basina 4 siddet eylemi
icermisken, ¢ocuklarin programlarinda 14 farkh siddet eylemi betimlenmistir (Martins ve Wilson, 2012a).
Siddet rolleri gocuklarin programlarinda eglence olarak daha ¢ok betimlenmistir. Cocuklari hedef alan
programlarin ¢cogu cizgi filmlerini canlandirmistir (Strasburger ve Wilson, 2014).

Calismanin Amaci ve Onemi
Var olan makale sadece deneysel ve alan arastirmalarina degil, cocuklukta medyadaki siddeti izlemenin
daha sonraki yillarda saldirgan davranis lzerindeki etkilerini agiklamaya calisan teorilere deginmeyi
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amaglamaktadir. Cocuklukta medyadaki siddete daha sik ve yogun olarak maruz kalma ile daha sonraki
yillarda saldirgan davranisi gosterme arasindaki iliskiler teorik bir arkaplan olarak gézlemsel 6grenme ve
taklit etme cergevesinde ve deneysel ve alan arastirmalari temelinde tartisilmaktadir. Glinimuz
toplumunda siddetin ve saldirgan davranisin yayginlasmasi bir sosyal sorun olarak varligini
sirdirmektedir. Medyadaki siddeti izlemenin daha sonraki yillarda siddet ve saldirgan davranislara
katkisi teorik gorusler kadar deneysel ve boylamsal arastirmalar temelinde ortaya cikarildiginda, siddet
ve saldirgan davranislarin altinda yatan nedenlerin bir bolimi belirli bir dlgiide anlasilabilmektedir.
Medyadaki siddete maruz kalmanin zararh etkilerinin bir sonucu olarak izleyicilerde gelisen siddet ve
saldirgan davraniglarin temelinde yatan nedenler ve mekanizmalar bilindiginde, hikiimetler,
politikacilar, medya endistrisi, okullar ve aileler gocuklari medyadaki siddetin zararli etkilerinden
korumayi amaglayan belirli girisimlerde bulunarak bu soruna ¢oéziimler Uretebilmektedirler.

incelenen Arastirmalardaki Yontem, Veri Toplama Teknikleri Ve Arastirma Siiregleri
Bu calismada medyada ve filmlerde siddet ve saldirganlik davranislarini izlemenin cocuklarda ve
genclerde saldirganlik davranislara kisa sireli etkileri kadar ¢ocuklukta televizyondaki siddete daha ¢ok
maruz kalmanin daha sonraki c¢ocukluktaki, ergenlikteki ve ortaya c¢ikan vyetiskinlikteki saldirgan
davraniglara etkisi ile ilgili deneysel arastirma ¢alismalarini ele alan boylamsal arastirma tanitilmakta ve
betimlenmektedir. Deneysel arastirmada veri siddeti seyreden ve seyretmeyen c¢ocuklar bir odada
birlikte oynadiklarinda vurma, gliresme, miicadele etme gibi fiziksel saldirganhk davranislari (Bjorkquvist,
1985) ya da bir salon hokeyi oyununda vurma, ¢elme takma, diz ile vurma, dirsekle vurma, sa¢i cekme,
hakaret etme, asagilama gibi saldirganlik davranislari gozlemleyerek elde edilmektedir (Josephson,
1987). Cocuklardaki saldirgan davraniglar ailelere televizyonun girisi 6ncesi ve sonrasi donemler
karsilastirilarak gozlemlenmistir (Joy, Kimball ve Zabrack, 1986). Boylamsal arastirmalar 6-11 yas arasi
okul ¢ocuklari ve onlarin anneleri-babalari ile gérismeleri icermis ve Saldirganhigin Akran-Degerlendirme
Gostergesi olarak adlandirilan ¢ocuklarin saldirgan akranlari bildirdigi bir 6lgek ¢ercevesinde her bir
cocuk bir sinif cevresinde “hicbir sey yokken kavga-dovis baslatma” ve “diger cocuklari itme ve kakma”
gibi 10 saldirgan davranisla mesgul olan akranlarini bildirmistir. Siddeti izleme sikhgr ile iliskili olan veriler
cocuklara fiziksel siddetli ve siddetsiz televizyon programinin bir listesi sunularak ve “bitiin zaman”
“bazen fakat bitin zaman degil” ya da “arada bir” seyrettikleri programlari isaretlemesi icin onlara
sorular sorarak elde edilmistir (Huesmann ve Eron, 1986). “The Bionic Woman” ve “The Six Million Dollar
Man” gibi iki saldirgan erkek ve iki saldirgan kadin sunularak, cocuklara onlarin gesitli yetiskin saldirgan
ozelliklerini ne kadar sevdikleri ya da ne kadar onlar gibi davrandiklari sorulmustur. Cocuklarin
televizyondaki saldirgan davranis ile kendilerini 6zdeslestirmeleri ile iliskili olan veriler “2= ¢ok, 1=biraz,
0=hic degil” gibi farkli cevaplar alarak toplanmistir (Huesmann ve Eron, 1986). Cocuklardan onlarin karar
verdikleri cesitli siddet programlarinin ne kadar gercek¢i oldugunu degerlendirmeleri istenmistir.
Degerlendirme Olcegi asagidaki gibidir: “3=gercek yasamda oldugu gibi hakli, 2= gercek yasamda oldugu
gibi biraz ve gercek yasamda oldugu gibi hicte degil”. Cocuklarin televizyon izleme aliskanhklarini
etkiledigi varsayilan entelektiiel yetenek ile iliskili olan veriler okul kayitlarindan elde edilmistir.
Cocukluktaki entelektiiel yetenegi degerlendirmek igin Kaliforniya Basari Testi (Tiegs ve Clark, 1970) tim
Uglncu sinif 6grencilerine uygulanmis ve “The Oak Pak Okumaya Hazirlik Testi”i birinci ve ikinci sinif
ogrencileri icin kullanilmistir. Warner, Meeker ve Eells’in Sosyo-Ekonomik Statii (SES) Olcegi (1960)
annelerin-babalarin sosyo-ekonomik statii ve egitim dizeyleri hakkinda sagladiklari bilgiye dayanan
anne-baba degiskeni ile iliskili olan verileri toplamak igin kullanilmistir. Annelerin-babalarin saldirgan
davranislari Minnesota Coklu Asamal Kisilik Envanteri (Huesmann, Lefkowitz ve Eron, 1978) kullanilarak
degerlendirilmis ve saldirgan davranislar annelerin-babalarin son yilda ka¢ kez (1) diger bir yetiskini
bogdugu, yumruk attigi ya da dévdigu, (2) diger bir yetiskine tokat attigl ya da tekme attigi ya da (3)
birini bir bicakla tehdit ettigi ya da gercekten yaraladigi ya da birini bir silahla tehdit ettigi ya da vurdugu
ile ilgili G¢ maddeyle 6lgilmustir (Huesmann, Eron, Lefkowitz ve digerleri, 1984). Saldirganhgi hayal
etme, cocuklarin hayal etme envanteri ile ilgili saldirganhk 06lceginin yetiskin versiyonu ile
degerlendirilmistir (Rosenfeld, Huesmann, Eron ve digerleri, 1982). Cocuk yetistirme yontemleri ve
tutumlari, (1) ¢ocugun reddedilmesi, (2) cocugun vyetistiriimesi, (3) ¢ocugun sert cezalandirilmasi, (4)
hareketlilik yonelimi 6rnegin basarili olma istegi gibi 6lgltler kullanilarak degerlendirilirken, annelerin-
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babalarin televizyon izleme sikhigi, annnelerin-babalarin kendileri ile goriismeleri surdiirme, seyrettikleri
programlari bildirmesi ve bu programlari degerlendirmesi ile belirlenmistir (Huesmann ve Eron, 1986).
Boylamsal arastirmalar gocuklugu ve yetiskinligi karsilastirmayi gerektirdigi igin, ayni katilimcilarin her iki
doénemine iliskin veriler toplanmistir. Arastirmayi tamamlamak icin kayitlar takip edilerek erkek ve kiz
cocuklarin cogu ile iletisime gecilmistir. Ayrica, bu bireylerle, onlarin esleriyle ve arkadaslariyla
gorasiilmis ve belirli veriler devlet arsivlerinden elde edilmistir. 6-11 yaslar arasindaki doneme ait
verilerine sahip ¢ocuklar buyiduginde ve 20’li yaslara ulastiginda tekrar kisisel olarak ya da telefonla
iletisime gecilmis, yetiskinlikteki saldirgan davranisa iliskin olan veriler lg¢ farkli kaynaktan, yani,
kendilerinin-verdigi bilgilerden, diger kisilerden ve devlet arsivlerinden toplanmistir. Dlizenli olarak ya da
siklikla seyrettikleri G¢ favori televizyon programlari hakkindaki kendilerinin-verdigi bilgilere dayanarak,
siddeti izleme sikligi, 0’dan (=gorinir siddet yok ya da gérlinmemesi zayif ya da ifade edilen siddet) 4’e
(=yUksek gorunir siddet) kadar siralanan bir degerlendirme semasi yoluyla belirlenmistir. Dolayli, s6zli
ve hafif fiziksel saldirganlik “onlar diger bir kisi ile ¢atistiginda ya da kizdiginda” katilimcilarin mesgul
oldugu cesitli davranislar hakkinda kendilerinin-verdigi bilgiler yoluyla degerlendirilmistir. Dolayh
saldirganlik katilimcilarin “diger kisinin esyalarini alma” ve “onlari sevmeyen diger insanlara vurmaya
¢alisma” gibi davranislarla ne kadar siklikla mesgul olduklari hakkinda kendilerinin-verdigi bilgiler yoluyla
Ol¢lilmis ve s6zIU saldirganlik onlarin “diger kisiye ad takarak ¢agirma” diger kisinin fiziksel yeteneklerini
ve gorinimuni kiigimseme ve asagilama” gibi davranislari ne kadar gosterdikleri hakkinda kendilerinin-
verdigi bilgiler yoluyla belirlenmistir. Diger yandan, hafif fiziksel saldirganlik katilimcilardan “onlarin ne
kadar siklikla digerlerine vurduklari, tekme attiklari ve itip kaktiklar1” gibi 3 maddeden olusan bir soruya
cevap vermelerini gerektiren kendi-raporlari yoluyla olgtilmustir (Bjorkqvist, Osterman ve Kaukianen,
1992). Genel Saldirganlik Olcegi cocuklar igin orijinal akran-aday gésterme &lcegine dayanan 12 maddeyi
icermis ve yetiskinler icin uyarlanmis ve yeniden yazilmistir. O “Ne kadar siklikla digerlerine parmak
sallarsiniz?” “Ne kadar siklikla hicbir sey yok iken kavgayi baslatirsiniz?” ve “Ne kadar siklikla sormadan
insanlarin egyalarini alirsiniz?” gibi boyle sorulari igermistir. Bu siklik lgulerinin timu igin cevap Olgegi
“O=asla degil”’den “4=cok sik sik”a kadar siralanmistir (Huesmann ve Eron, 1986). Sert fiziksel saldirganhk
son yilda katiimcilarin kag¢ kez “diger bir yetiskini bogdugu, yumruk atttigi ya da dovdigu”, “diger bir
yetiskine tokat attigl ya da tekme attig1” ya da birini bir bicakla tehdit ettigi ya da gercekten yaraladigi ya
da birini bir silahla tehdit ettigi ya da vurdugu” ile ilgili i¢ maddeyi icermistir (Huesmann, Eron, Lefkowitz
ve digerleri, 1984). Straus’un Catisma Taktikleri Olgegi (Straus, Gelles ve Steinmetz, 1980) kullanilarak,
katiimcilardan ne kadar siklikla eslerine (ya da 6nemli digerine) karsi saldirdigini (Straus, Gelles ve
Steinmetz, 1980) bildirmeleri istenmis ve onlarin anti-sosyal/saldirgan  kisilik  ozellikleri
degerlendirilmistir (Huesmann, Lefkowitz ve Eron, 1978). Konuyla ilgili cesitli sorular katilimcilara
yoneltilmis ve onlardan onlarin trafik ihlallerini ve belirli farkh sug tirlerini isleme sikligini ve onlarin
tutuklanip tutuklanmadigini ya da suglu bulunup bulunmadigini bildirmeleri istenmistir.

Saldirgan Davranislar Kazanmayi Sosyal Ogrenme Teorisi Temelinde Agiklama
Medyadaki siddeti izlemenin saldirganlik davranislari Gzerindeki etkisi gbozlemsel 6grenme ve taklit etme
temelinde bir teorik gergeve iginde tanimlanmistir. Sosyal 6grenme ya da gozlemsel 6g§renme ve taklit
etme saldirganlik gibi sosyal davranislari kazanmada 6nemli bir rol oynamakta; ayrica, 6grenme siireci
daha glicli olmakta ve insanlar digerlerini gozlemleyerek ya da taklit ederek saldirgan bicimde
davranmayi 6grenmektedirler (Bandura, 1977). Cocuklar oyun alaninda anneleri-babalari, akranlari ve
daha biyiik kardesleri gibi bircok kaynakla sosyal etkilesimlere girmekteler, televizyondaki ve filmlerdeki
kurgusal karakterleri goézlemlemekteler ve sonra bu davranislarin kendilerini sergilemektedirler
(Bandura, 2001). insanlarin gézlemlediklerini taklit etmek icin icsel bir egilime ve dnceden-tasarlanan
belirli sinir sistemlerine sahip oldugu ve bu sinir sistemlerinin taklit ederek 6grenmek igin 6zel bir
fizyolojik sistemi icerdigi bilinmektedir (Rizzolatti ve Craighero, 2004; Rizzolati, Fadiga, Gallese ve
digerleri, 1996). Gozlemci (a) model davranisa dikkat etmekte ve bakmakta, (b) sembolik olarak model
davranisi bellekte tutmakta ve gorsel ya da sozli olarak onu kodlamakta, (c) davranisin aynisini
yapmakta ve (d) yaptigi davranisin sonuglarina deger vermektedir (Bandura, 1977). Davranis modelleri
sembolik bir tutumda bellekte tutulmaktadirlar. Gozlemsel 6grenme hayal etmeye ve kendini ifade
etmeye dayanmaktadir. Davranislar, hayal edilerek bellekte tutulmaktadirlar. Duyularin uyarilmasi, digsal
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olaylarin algilanmasina yol agmaktadir. Tekrar tekrar maruz kalmanin bir sonucu olarak uyarici, model
performansin sirekli, kazanilabilir goruntilerini yansitmakta (Bandura, 1986), bdylece modellerin
goruntlleri fiziksel varliklarinin yoklugunda toparlanabilmekte ve gosterilebilmektedir. Tekrar tekrar
gozlemlenen bir etkinlige dayanarak modelin hayali bir kopyasi yaratilabilmektedir (Liebert ve Spiegler,
1990). Gorsel canlandirma, hayalinde canlandirma, ifade edilen becerilerinin yoklugunda goézlemsel
o6grenmenin ilk asamasinda énemli bir rol oynamaktadir. Bilissel icerikler gorsel olmaktan cok genellikle
ifade etmeye dayanmaktadir. Gézlemlenen bir davranisin ayrintilari, gorsel bilginin s6zel kodlara ya da
ifadelere donlsimi yoluyla kazanilmakta, bellekte tutulmakta ve daha sonra performans
sergilenmektedir (Bandura, 2001). Gozlemsel 6grenme ve bilgiyi bellekte tutma bilginin cogunu orijinal
olarak depolanan bigimde tasimalari nedeniyle sembolik kodlarla daha kolay yapilmaktadir. Model
alinan etkinlikler hemen kullanilabilen ifadenin goériintilerine ve s6zli sembollerine dénusturiilmekte ve
bu bellek kodlari performans igin yol gostericiler olarak hizmet etmektedirler (Liebert ve Spiegler, 1990).
Sembolik kodlamaya ek olarak tekrarlama ya da prova yapma da 6nemli bir bellek destegi olarak hizmet
etmektedir. Gordikleri seyi diisinmeyenlerle ya da uygulamayanlarla karsilastirildiginda insanlar, model
aldiklari davraniglari zihinlerinde tekrarladiklarinda, prova yaptiklarinda ya da gercekten yaptiklarinda,
onlar daha az unutmaktadirlar (Bandura, 1997).

Bandura taklit etmenin sosyal 6grenme icin anahtar oldugunu tartismaktadir. O bireylerin gordukleri
belirli sosyal davraniglari taklit etme ile birlikte gozlemlere dayanan biligsel ¢ikarimlar yaptiklarini ve bu
cikarimsal yargilarin davranislarda genellestirmelere yol actigini da bildirmektedir. Cocuklarin
gozlemledikleri eylemleri yaptiklarinda olaylari nasil yorumladiklari ve nasil hissettikleri 6nem
kazanmaktadir (Bandura, 1986). Bir annenin-babanin diger bir anneye-babaya vurdugunu goézlemleme
sadece bir gocugun digerine vurma olasiligini degil ayni zamanda bir kisi sizi provoke ettiginde vurmanin
kabul edilebilir oldugu inancini da arttirmaktadir (Bushman ve Huesmann, 2010). Cocuklar
gozlemledikleri davraniglardan c¢ikarimlar yapmaktalar ve belirli davraniglarin uygunlugu hakkinda
inancglar gelistirmektedirler. Cocuklar bir bireyin saldirgan bigimde davranarak bir sosyal problemi
¢O6zdugunl gordiklerinde, onlar saldirganlikla ilgili bir senaryoyu zihinlerinde yaratmaktalar ve
tutmaktalar ve boyle davranislarin kabul edilebilir olduguna iliskin bir inanci gelistirmektedirler. Daha
sonra senaryoyu kullanmaya karar verdiklerinde, onlar onu yeniden bulup getirmekteler ve ¢ogunlukla
benzer tutumda davranabilmektedirler (Guerra, Huesmann ve Spindler, 2003; Huesmann ve Kirwil,
2007). Huesmann (1988) saldirgan davranis ¢oziimlemesinde bilissel sema ile iliskili kavramlar olarak
senaryolara dikkat ¢ekmis ve saldirgan davranisin entelektiiel davranis icin olan senaryolar gibi ayni
bicimde cogunlukla kodlanan, tekrarlanan, depolanan, tutulan ve hatirlanan senaryolarla biyik bir
olcide kontrol edildigini tartismistir. Cocuklar belirli davranislari ve catisma gibi cesitli durumlari
yorumlamak, anlamak ve (stesinden gelmek icin bir dizi kurallar olarak modellerden daha cok
genellestirmeyi ve karmasik sosyal senaryolar égrenmektedirler (Huesmann, 1998). Ogrenildiginde,
boyle senaryolar gelecekteki davranislar icin bir bilissel bir tahmin edici olarak islev gormektedirler.
Ornegin, cocuklar siddet davranisi sergileyen insanlari gdzlemleyerek saldirganligin kisiler arasi
catismalan ¢ozmeye c¢alismak icin kullanilabildigini 6grenmektedirler. Bu tiir davranisi hayal etme gibi
zihinsel tekrarlamalarin ya da siddete ¢ok maruz kalmanin bir sonucu olarak bu ¢atismayl ¢ézme
yoniindeki bir tutum bellekte tutulmakta ve sonra kolayca yeniden edinilmektedir. Ozellikle cevredeki
siddeti gozlemleme cocuklarin diinya semalarini etkilemekte ve onlarin digerlerinin eylemlerini
dismanca olarak algilamasina neden olmaktadir (Gerbner, Gross, Morgan ve digerleri, 1994). Dodge ve
meslektaslarina (1995) goére tekrar tekrar gozlemlemelerden yapilan cikarimlar cocuklarin diinya
hakkinda diismanca ya da olumlu yargilari kadar kabul edilebilir davranis tiirleri ile iliskili olan inanglar
gelistirdigini ortaya koymaktadir. Siddetin sik gbzlemlenmesi ¢ocuklarin diinya semalarini “dismanlik” ile
ilgili olarak etkilemektedir. Onlar digerlerinin eylemlerini diismanca olarak disiinmekteler ve boyle
disiinmeler gocuklarin daha sonraki yillarda siddet davranislarinin olasiligini arttirmaktadirlar. Benzer
olarak, Huesmann ve Guerra (1997) hem gercek yasamdaki hem medyadaki siddet rol modellerinin
tekrar tekrar gozlemlenmesinin cocuklarin saldirganligin uygunlugu konusunda normatif inanglar
gelistirmesi ve saldirgan bicimde davranmasi yoniinde sosyal senaryolar edinmesi icin motive ettigini
vurgulamistir. Normatif inanglar, gézlemleme, deneyim ve dogrudan 6gretim yoluyla kazanilan bilginin
bilissel soyutlamalar olarak gorilmekte ve bir davranisin kabul edilebilirligi ya da kabul edilemezligi
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hakkinda bireylerin kendi bilislerini ya da bilissel standartlarini ifade etmektedir. inanglar duruma ézel ya
da genel olabilmektedirler. “Eger onlar sana ilk olarak vurur ise digerlerine vurmak uygundur” bir
duruma-6zel normatif inang 6rnegi olabilmekte, oysa “digerlerine vurmak uygundur” genel bir inanci
yansitmaktadir. Cocuklar yetiskinlige dogru biyidikce, cevrelerindeki diinya hakkindaki sosyal-bilissel
semalari onlara daha ayrinti olmaya baslamakta, hangi sosyal davranislarin uygun oldugu ile ilgili
normatif inanglar daha belirgin olmakta ve bu inanglar uygun olmayan sosyal davranislari sinirlamak icin
slizgecler olarak harekete ge¢cmeye baslamaktadirlar. Ailelerin, akranlarin, sosyal gruplarin ve kitle
iletisim araglarinin gézlemlenmesi yoluyla kazanilan sosyal senaryolar uygulamada daha karmasik ve
otomatik olmaktadir (Huesmann ve Guerra, 1997). Crick ve Dodge’un (1994) dikkat ¢ektigi gibi, cevap
verme bir davranisin kabul edilebilirligi hakkindaki inanglarla iliskili olan ahlaki standartlarla ve degerlerle
yonetilmektedir. Saldirganhg daha c¢ok onaylayan normatif inanglara sahip insanlar daha saldirgan
olabilmektedirler. Sadece saldirganligl onaylayan normatif inanclar degil ayni zamanda gercek saldirgan
davranis da ilkokul yillari boyunca yasla birlikte artmaktadirlar (Huesmann ve Guerra, 1997).

Medyadaki siddete maruz kalmanin saldirganhk davranisi Gzerindeki uzun-sireli etkilerini tanimlayan
diger bir yaklasim duyarsizlasma teorisi olarak adlandirilmaktadir. Yeni arastirma medyadaki siddete
maruz kalma ile duyarsizlasma arasindaki bir iliskiyi belirlemistir (Bailey, West ve Anderson, 2011).
Medyaya ve video oyunlari gibi duygusal uyaricilara tekrar tekrar maruz kalma belirli dogal duygusal
tepkilere alismaya ya da “duyarsizlasmaya” yol agabilmektedir. Aci verici sonuglari ile kanh
yaralanmalarin, boynuzla vurmanin ya da diger sahnelerin saldirganhg! engelleyebilecegi beklentilerine
karsin, arastirma boyle sahnelerin izleyicilerin bazilarinda saldirganligi arttirabildigini ortaya
cikarmaktadir. Boyle olumsuz sonuglara tekrar tekrar maruz kalma bireyleri kanl yaralanmalara,
boynuzla vurmaya ve kurbana aci vermeye neden olan diger sahnelere ve goriintllere
duyarsizlastirabilmektedir. ilk &nce alisiimamis bir bicimde gézlemlenen davranislar onlari tekrar tekrar
izledikten sonra ¢ocuklara normatif gériinmeye baglamaktadirlar. Cocuklarin, belirli bir sahneye bir tepki
olarak hissettigi duygular bu belirli sahneye tekrar tekrar maruz kaldiktan sonra yogunlukta azalma
egilimindedirler. Kani, boynuzla yaralanmayi, boynuz vurmayi ve siddeti gézlemlediginde bircok insanin
dogustan olumsuz bir tepkiye sahip oldugu goériinmektedir. Artan kalp atis hizi, terleme ve rahatsizlik
bodyle maruz kalmayla birlikte olabilmektedir. Siddeti tekrar tekrar gézlemleme ve maruz kalmayla, boyle
olumsuz duygusal tepkilere alisiimakta ve cocuklar duyarsiz duruma gelmektedir. Boyle bir alisma,
medyadaki saldirganhgin dogal sonuglari icin cezalandirmayi etkili olarak yok edebilmektedir. Cocuklar,
daha sonra bodyle olumsuz duygulari yasamaksizin saldirgan bir tepkiyi disinebilmekteler ve
gosterebilmektedirler. Sonug olarak, saldirganlik daha olasi olmaktadir. Deneysel olarak, olumsuz
duygusal tepkileri daha glcli bicimde verenlerle karsilastirildiginda olumsuz duygusal bir tepkiyi daha az
glcli olarak veren siddet izleyicileri cok daha fazla saldirgan bicimde davranmislardir (Moise-Titus, 1999;
Kirwil ve Huesmann, 2003). Medyadaki siddetle cok mesgul olan bireyler siddetin kurbanina daha az
sempatik olmaktadirlar. Bir arastirmada, siddet icerikli olmayan oyunlari oynayanlara gore siddet icerikli
video oyunlari oynayan insanlar suglulara daha az sert cezalar vermislerdir (Deselms ve Altman, 2003).
Medyadaki siddete maruz kalan insanlar kurbanlarin yaralanmasina daha az inanmislar (Lingz,
Donnerstein ve Adams, 1989) ve onlara daha az empati gostermislerdir (Linz, Donnerstein ve Penrod,
1988). Siddetin kurbanlarina daha az empati gosteren insanlar gergcek yasamda bir kurbana yardim
etmeye daha az istekli olmuslardir (Molitor ve Hirsch, 1994). Siddet igerikli televizyon programlarina
maruz kalan cocuklar iki kiiciik cocuk arasindaki bir dévise, kavgaya midahale etmede daha az istekli
davranmislardir. Benzer bicimde, medyadaki siddete maruz kaldiktan sonra yetiskinler yoksullara yardim
etmek icin daha az istekli olmuslardir (Bushman ve Anderson, 2009). Zamanla siddete duyarsizlasma
nedeniyle, insanlar siddete daha c¢ok hosgoriili ve siddetin kurbanlarina daha az sempatik duruma
gelmiglerdir. Boyle yorumlarla tutarli arastirma insanlarin medyadaki siddete daha ¢ok maruz kalma
surecinde siddetin gergek gosterisine daha az psikolojik uyariima gosterdigini ifade etmistir (Carnagey,
Anderson ve Bushman, 2007). Empati kurbanin perspektifini edinmeyi gerektirirken, video oyunlari
saldirganin perspektifini benimsemeyi ilerletmektedir. Siddet icerikli video oyunlarini oynamanin
oyuncunun kurban icin duyduguempatiyi azaltmada giicli bir etkisi oldugu gézlenmektedir (Bushman ve
Anderson, 2009).
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Medyadaki Siddetin Cocuklar Uzerindeki Etkisini Arttiran Faktorler
Norologlar ve bilissel psikologlar insan belleginin ¢ogu kez onlarin ¢evresindeki ilgili uyaricilarin kismen
uyardigl ve bigimlendirdigi duslinceleri gagristiran, diisiincelerle iligkili olan aglardan, diglimlerden ve
baglantilardan olusan bir ag-sebeke olarak harekete gectigini ve islev gordiigiini iddia etmektedirler.
Duaglimlerkavramlart temsil etmekteler ve baglantilar kavramlar arasi iliskileri ve cagrisimlari ifade
etmektedirler. Disiinceler, duygular ve davranissal egilimler timiu bellekte birbiriyle baglantili
olmaktadirlar. Uyaricilara maruz kalma bellekte kavramlari bicimlendirebilmekte ya da aktif hale
getirebilmektedir (Fiske ve Taylor, 1991). Giles (2003) bu hazirlama asamasini uygun ipuglar
saglandiginda siddet sahneleri ile iliskili olan belleklerin uyarilmasi ya da yeniden harekete gegirilmesi
olarak tanimlamaktadir. Birgok faktor siddet betimlemelerini izleme ile iligkili olan zararh etkilerin riskini
ya arttirmakta ya da azaltmaktadir (Wilson, Kunkel, Linz ve digerleri, 1998). Bilissel Cagrisimsal teoriye
gore bilissel ipuclar daha c¢ok siddet davranisina yol acabilmektedirler. Alisilmis bicimde var olan
kavramlar bellekte birlikte baglantili olmaktalar ve uyaricilari yorumlamak icin kullaniimaktadirlar.
Ornegin, bir birey bir tabanca ile atis sporlarindaki siddet-icermeyen bir kullanimdan ¢ok diger bir kisiyi
oldirmeyi ya da yaralamayl dusindigiinde, tabanca ¢ok daha fazla siddete basvuran bir tutumda
davranma olasihgini arttirmaktadir (Bartholow, Anderson, Carnagey ve digerleri, 2005). Mutlu (1999)
televizyondaki siddet betimlemelerinin izleyicilerin daha sonra kullanimi igin siddet distincelerini
hazirladigini ve gocuklardaki siddet davranigini tetikledigini ifade etmektedir. Kalp atis hizi ve kan basinci
gibi psikolojik uyarilma artabildigi gibi izleyiciler gercek yasamda ve medyada gozlemlenen siddete karsi
uyariimaktadir. Saldirganligin uyarilmanin iki olasi nedeni olan (a) uyari aktarmayla ya da iletmeyle
(zZillmann, 1983) ve (b) genel uyarilmayla (Berkowitz, 1993) hizla artabildigi gézlenmektedir. Bilissel
gelisim ile iliskili olan teoriler daha kiigiik cocuklarin sosyal senaryolarinin, semalarinin ve inanglarinin
daha az belli oldugunu ve medyadaki siddete maruz kalmanin etkileri yoniinde daha ¢ok korunmasiz,
daha ¢ok yaralanabilir oldugunu ileri sirmuslerdir. Cocuklar daha az -iyi- gelismis kisilikler kadar daha az
- iyi- gelismis norolojik ve duygusal sistemlere sahip olduklari igin, onlar siddet betimlemelerine tekrar
tekrar maruz kalmalarn ile iliskili olan zararl etkilere maruz kaldiklarinda daha c¢ok kolayca
degisebilmektedirler. Daha kii¢lik cocuklarin siddet betimlemelerinin uzun-siireli etkilerine daha cok
korunmasiz, yaralanabilir olduklari ve ve maruz kaldiklari gézlemlenmistir (Huesmann, Moise-Titus,
Podolski ve digerleri, 2003; Paik ve Comstock, 1994). Bazi sinir-anatomi uzmanlarina goére televizyonu
asiri izlemenin (giinde 5 saatten, haftada 7 glinden daha fazla) bir cocugun bilisi tizerinde ciddi bir bedeli
olabilmektedir. Beynin limbik sistemi ya da duyusal bolimi hayal-yaratma merkezi olarak
adlandiriimaktadir. Onlar ¢ocuklar yasamlarinin yarisini bir televizyon aygitinin éniinde gegirdiklerinde
limbik sistemin daha yavas gelistigini tartismaktadirlar. Glgli bir limbik sistem sirekli siddet
gorintilerine karsi dogal bir savunma saglamaktadir (Slotsve, del Carmen, Sarver ve digerleri, 2008).Bazi
sinir goriintileme arastirmalari televizyondaki siddete asiri maruz kalmanin prefrontal korteks ve uyari
ile iliskili olan beyin bolgeleriningelisimine zarar verdigini belirlemektedirler.Medyadaki siddetle asiri
mesgul olma beynin frontal ve limbik bolgelerinin gelisimini geciktirmekte ve duygulari ya da davranislari
kontrol eden prefrontal mekanizmalardaki etkinligi azaltmada 6nemli bir rol oynamakta, boylece
saldirganlikta uzun-sireli bir artisa ve engelleyici kontrolde azalmaya neden olmaktadir. Duygular duygu-
duyarh limbik alanli prefrontal bolgelerin aktiflesmesi yoluyla diizenlenmektedirler (Banks, Eddy,
Angstadt ve digerleri, 2007). Prefrontal kortekscocuklukta ve ergenlikte olgunlasmadigi icinmedyadaki
siddete asiri maruz kalma prefrontal-limbik iletisimini bozmaktave duygu diizenlemesi lzerinde bazi
zararh etkiler yaratmaktadir (Hummer, 2015). Birgok gelisim psikologlarin teorize ettikleri gibi, Paik ve
Comstock (1994) medyadaki siddetin 5 yasindan daha kiiglk ¢ocuklar Gzerinde daha buyik etkisinin
olduguna isaret etmislerdir. Gelisim psikologlari daha kii¢lik cocuklarin daha az bilissel becerilere sahip
olduklarini, hayal ve gercekligi ayirt etmede giigliigli yasadiklarini ve daha az gergek-yasam deneyimine
sahip olduklarini ileri stirmektedirler. Bununla birlikte, arastirmacilar burada daha kiglik ¢ocuklarin
medyadaki siddetin zararli etkilerine karsi daha ¢ok korunmasiz olduklarini ileri siiren kanitin az
oldugunu tartismaktadirlar (Gentile, Saleem ve Anderson, 2007). izleyicilerin yasinin medyadaki siddete
maruz kalmada onun sorumluluk diizeyinde anlamli bir degisken oldugu disilincesiolduk¢a karmasik
gorinmektedir. Medyadaki siddetin etkilerinin boyutlar bir izleyicinin yasi arttikca tutarli olarak
azalmamaktadir (Huesmann ve Taylor, 2006). Universite 6grencileri arasinda genellikle tutarli olan
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korunmasizlik, yaralanabilirlik diizeyi orta ¢ocukluktaki (6-11yas) cocuklarinkine gére daha yuksektir.
Daha kiiclik cocuklarin medyadaki siddetin zararh etkilerine karsi daha ¢ok korunmasiz, yaralanabilir
olmasi gergegine karsin, saldirganlik yas ile birlikte degisebilmektedir. Farkh yaslarda ayni uyaricilara
verilen tepkileri 6lgmeyi amaclayan bir arastirmada, ilkokul cocuklarina ve tniversite 6grencilerine siddet
iceren ve icermeyen ayni video oyunlari oynamalari icin gérev verilmis ve onlar daha sonra ayni saldirgan
davranislari gostermislerdir. Hem ¢ocuklar hem ergenler siddet igerikli oyunlarini oynadiktan sonra daha
cok saldirgan olmuslardir (Anderson, Gentile ve Buckley, 2007).Arastirmacilar izleyicilerin sosyo-
ekonomik statistiniin ve zekasinin televizyondaki siddet ile mesgul olmada énemli bir rol oynadigini da
tartismaktadirlar. Daha yilksek sosyo-ekonomik statlili ve entelektiiel yetenekli g¢ocuklarla
karsilastinldiginda, daha disik sosyo-ekonomik statlliler ve entelektiiel yetenekliler sosyal normlar,
eglenme ve entelektiiel ilgi ve caba gerektiren diger gorevlerde umdugunu bulamama olmak Ulzere
biyuk olasilikla gesitli nedenler yiiziinden televizyonu daha ¢ok seyretmekteler ve televizyondaki siddete
daha c¢ok tanikhk etmektedirler. Annelerin-babalarin televizyon aliskanhklar ve c¢ocuk yetistirme
uygulamalari bir cocugun televizyon aliskanliklarini etkilemektedirler (Comstock ve Paik, 1991). Sert
cezalandirma, ¢ocugu reddetme ve disiplin yoklugu gibi cocuk yetistirme faktorleri de g¢ocugun
saldirganligina katki yapmaktadirlar (Tremblay, 2000). Comstock ve Paik (1991) daha disuk sosyo-
ekonomik statlideki ¢ocuklarin daha yiksek sosyo-ekonomik statlideki ¢ocuklarin yaptiklarina gore
ortalama olarak televizyonu daha ¢ok izlediklerini ve televizyondaki siddetle daha gok mesgul olduklarini
bildirmelerine karsin, Huesmann ve meslektaslari (2002) sosyo-ekonomik statli ve televizyon izleme
arasindaki baglantinin medyadaki siddeti izleme ile geng yetiskinlerin su¢ davranislari arasindaki genel
iliski icin bir aciklama saglamadigini vurgulamislardir (Huesmann, Eron ve Dubow, 2002). Diger yandan,
Huesmann ve Taylor (2006) ¢ocukluktaki medyadaki siddete daha ¢ok maruz kaldiklari igin daha dustk-
sosyoekonomik statiideki cocuklarin yetiskinlikte saldirgan bicimde davranmalarinin daha buyik olasilik
oldugunu ileri sirmuglerdir.

Bir aile ortaminda, anneler-babalar ¢ocuklarin medyadaki siddetle mesgul olmasinda 6nemli bir rol
oynamaktadirlar. Cocuklarin medyadaki siddete maruz kalmanin deneyimi 6ncelikle evde olmaktadir.
Onlarin televizyon aliskanliklari yasamda erken gelismekte ve zamanla kalici olmaktadir. Medyadaki
siddeti izlerken diger insanlarin varligi cocuklarda saldirgan davranisin gelisimini ya kolaylastirmakta ya
da engelleyebilmektedir. Ozellikle, televizyonda betimlenen siddeti onaylayan diger insanlarla
televizyonu birlikte izleme saldirgan davranisi kolaylastirmakta, oysa siddeti onaylamayan diger
insanlarla birlikte izleme saldirgan davranisi engelleyebilmektedir (Berkowitz, 1986). Bazen anneler-
babalar ¢ocuklarinin sirekli izledikleri programlarin igeriklerinin farkinda olmamaktalar ve gorintilerin
etkilerini kontrol etmemektedirler; 6rnegin, onlar 6ykiu hakkinda yorumlar saglama ve c¢atismalari
¢6zmek icin kullanilan siddet araglarini onaylamama gibi bazi firsatlari gozden kagirmaktadirlar. Gorece
olarak, az sayida anne-baba gosterilerin miktarina ve sayisina sinirlamalari uygulamada belirgin kurallari
koymakta, ¢cocuklarinin siddeti seyretmesini engellemekte ya da programlarin igerigi hakkinda yorumlar
saglamaktadir (Wright, Peters ve Huston, 1990). Cocuklari ile televizyon seyreden ve programlarin
icerigini tartisan annelerin-babalarin akil yiritmenin kullanimina girisen ve kurallari agiklayan ve
gocuklarinin gururuna seslenen gocuk yetistirme stratejilerine yaklasmasi olasidir (Abelson, 1990). J. L.
Singer ve D. G. Singer (1986) géredaha ¢ok hayal glici kuvvetli, daha yaratici bir aile ev halkinda ve daha
az saldirgan ev ortaminda, cocuklar okul 6ncesi yillarda televizyonu daha az seyretmekteler, bos zaman
etkinligi ve eglenmenin bir kaynagi olarak televizyonla daha az mesgul olmaktadirlar. Bu ¢ocuklarin
anneleri-babalari televizyon izleme ile iliskili olan kurallarini belirlemekteler, hayal glicline ve yaraticiliga
deger vermekteler ve fiziksel cezalandirmaya seyrek olarak basvurmaktadirlar. Singer’ler televizyonun
saldirgan senaryolari tanittigina ve pekistirdigine inanmaktadirlar. Engellenme ve sosyal gatisma
durumlari ile bas etmeleri igin c¢ocuklarin hayal kurma ve yaratma glici becerileri kadar sozli
becerilerini, oyun becerilerini arttirmasi gerekmektedir. Bu becerileryasamin ilk yillarinda anneler-
babalar ve akranlar ile oynama, annelerin-babalarin okumasi ve dyki-anlatmasi gibi yaratici etkinlikler
yoluyla en iyi bicimde gelistiriimektedir. Bununla birlikte, cocuklar bazi yaratici etkinliklerle mesgul olma
yerine zamanlarinin ¢ogunu televizyon izlemeye ayirmaktadirlar (J. L. Singer ve D. G. Singer, 1986).
Televizyon izleme egitime engel olabilmekte ve okulda basarili olmak igin etkinliklerin yerine
getirilmesine dogrudan ayrilan zamandan c¢alabilmektedir (Murray, 1993). Egitimciler televizyon
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izlemenin okumanin vyerini alabildiginden ve okul performansini zayiflatabildiginden endise
duymaktadirlar (Gunter ve McAleer, 1997). Valkenburg (2001) da televizyondaki siddete maruz kalmanin
endiseye yol actigini ve gocuklarin oynadigl hayal giicine dayali oyunlarla ilgili zamani azalttigini
bildirmistir. Diger yandan, Sanders (1994) televizyon betimlemelerinin c¢ocuklarin hayal gicilini
etkiledigini ileri sirmustir. O ¢ocuklarin hayal glicline dayal etkinliklerle mesgul olmadiklarini, onlarin
yeni oOykiler olusturmaya ya da yeni oyunlar yaratmaya gerek duymadiklarini ve tim televizyon
stidyolarinin onlar igin ¢alistiklarini ifade etmistir.

Arastirmacilara gore cocuklarin dikkatini ¢eken bicim ve icerik faktorleri gosterimlerin iddia edilen
etkilerinin blylkligini belirlemede ¢ok 6nemlidir (Huesmann ve Taylor, 2006). Cocuklarda dikkati
kolaylastiran bicimde ve igerikte sunulan siddetin ve saldirganhgin cogu kez siddet sahnelerinin 6zelligi
olan hizli hareketi, parlak renkleri ve yiksek ses guriltilerini, 6zelliklerini igerdigi gorlinmektedir
(Alvarez, Huston ve Wright, 1988). Taklit edilen davranislarin getirdigi sonugla bir dereceye kadar iliskili
olan gobzlemsel 6grenme medyadaki siddetin uzun- sireli etkilerine yol agmaktadir. Geng insanlar
betimlenen davranislarn taklit ettiklerinde, onlar diger insanlarin aldiklari odilleri ve cezalari hayal
ederek kendilerini karakterle 6zdeslestirmektedirler (Bandura, 1986; Huesmann, 1997). Model 6rnek
alinacak ya da c¢ekici bir davranis yaptiginda, izleyici model ile 6zdeslestiginde, baglam gercgekgei
oldugunda ve gozlemlenen davranig o&dillendirildiginde televizyonda betimlenen bir davranigin
edinilmesi daha olasi olmaktadir (Bandura, 1977). Global bir baglamda, medyadaki ¢ogu siddet
odullendirilmekte ve gekici medya kahramanlari (1) saldirganligin catismalari ¢o6zmek icin iyi bir arag
oldugu, (2) saldirganhgin stati sundugu, (3) saldirganligin eglenceli olabildigi yoninde lg¢la bir mesaji
saglayarak amaclarini basarmak icin cogu kez siddeti kullanmaktadirlar (Groebel, 1998). Ekrandaki bir
kahraman basariya ulagsmak i¢in siddeti bir arag olarak kullandiginda, izleyiciler etkilenmekte ve gergek-
yasam catismalarini ¢ézmek igin siddete basvurabilmektedirler (Giles, 2003). Bir televizyon seyircisi
televizyondaki ya da filmlerdeki gozlemlenen saldirgan saldirgan davranis i¢in  dogrudan
odullendirilmemekte, oysa bir video oyuncusu puanlarla, isitsel ve gorsel etkilerle ve oyun diizeyleri
boyunca ilerleme ile dogrudan édillendirilmektedir (Gentile, Saleem and Anderson, 2007). Siddet icerigi
odullendirilmekte ve “eglence” olarak goriilmekte ise o zaman saldirganlik dislinceleri olumlu duygular
ile klasik bicimde kosullanmaktadir. insanlar benzer, kahraman ve cekici olarak algiladiklari bir karakter
ile daha ¢ok 6zdeslesebilmektedirler (Heath, Bresolin ve Rinaldi, 1989). Onlarin siddet eylemleri hakli ve
sosyal olarak kabul edilebilir davranislar olarak sunuldugunda medya karakterleri 6zellikle gekici rol
modelleri olmaktadirlar. izleyiciler kisisel deneyimlerle onlari daha kolay iliskilendirebildikleri igin
gercege uygun betimlemeler ile daha yakin olarak 6zdeslesebilmektedirler (Geen, 2001). Siddet icerikli
video oyunlarinda, oyuncular saldirgan ile gli¢li bicimde 6zdeslesebilmektedirler. Saldirgan merkezi
karakterler genellikle kahraman olarak 6vilmekteler, yiceltilmekteler ve betimlenmektedirler. Son
yillarda, video oyunlarinda saldirgan karakterlerin betimlenmesi gittikce artan bicimde gercege uygun
olmaktadir (Gentile, Saleem ve Anderson, 2007). Televizyondaki siddet 6viildiginde, 6dillendirildiginde
ya da ceza almadiginda ve saldirganlar “iyi adamlar” ya da “stiper kahramanlar” olarak betimlendiginde
saldirganlik olumlu olarak pekistirilmektedir.Ekrandaki siddet savunulabilir olarak betimlendiginde,
kurbanda ciddi zarar olmadiginda ve siddet eglendirici gériinmesi igin yapildiginda izleyiciler saldirgan
davranisi kazanmak igin gilidilenebilmektedirler (Strasburger, Wilson ve Jordan, 2014). Vicdan azabi,
biyuk pismanlik, sucluluk, sikinti, eziyet, aci cekme ve Uzlintl gibi olumsuz sonuglara sahip siddet
sahnelerine gore olumsuz sonuglarla betimlenmeyen siddet sahnelerinin izleyicilerin saldirganlik
dizeylerini arttirmasi daha olasidir (Comstock, 1985). Medyadaki siddet etkilesimlerindeki Gzlintlyl ve
aclyl yasayan kurbani seyreden izleyiciler onlarin duydugu tzlintl ve aci saldirganhgi engelleyebildigi icin
gercek bir kisiye karsi daha az saldirganlik hissedebilmektedirler (Baron, 1979). Televizyon izleyicileri
oyuncularin amaglarina ulagsmak igin siddete basvurduklarini ve onu bir ara¢ olarak kullandiklarini
gozlemlemektedirler.Medyadaki bdyle betimlemelere uzun siireli maruz kalma problemleri ¢ozmenin ve
birilerinin amaclarina ulasmasinin  uygun bir araci olarak siddetin artan kabuline vyol
acmaktadir(Strasburger, Wilson ve Jordan, 2014). Medya catismayi ¢ézmenin ve digerlerini yenmenin
hakl bir araci olarak siddeti kullanan kahramanlari betimlenme egilimindedir (Comstock ve Strasburger,
1993). “Hakli” olarak sunulan televizyondaki siddetin seyircilerde saldirgan tepkileri ortaya c¢ikarmasi
daha olasidir (Hogben, 1998).
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Cocuklarin medyadaki siddet goriintllerini tipki “gercek yasamda goriilen siddet” gibi ayni oldugu
yoniinde algilamasi ve kabul etmesi, onlari siddet ve saldirgan davranisi model almaya ve taklit etmeye
motive etmektedir. Betimlemeler gibi, 6zdeslesme ve gergekgilik de izleyicilerle iligkili olmaktadir.
Gorece olarak gercekei betimlemeler daha ¢ok oykiilestirilen ya da hayali bir bicimde sunulanlara gore
izleyicilerin saldirganligini arttirmasi daha c¢ok olasidir. Seyrettikleri siddet gosterilerini “gercek
yasamdaki siddet gibi ayni” oldugunu disiinen ya da kendilerini televizyondaki siddet karakterleri ile
ozdeslestiren ¢ocuklar daha yiiksek fiziksel ve sdzll saldirganlik puanlarina sahip olmuslardir (Huesmann,
Moise-Titus, Podolski ve digerleri, 2003). Once vurgulandigi gibi, arastirmacilar ve teorisyenler
medyadaki siddetin c¢ocuklar (izerindeki etkisini arttiran faktorleri tartismaktadirlar. Saldirganligin
ogrenilmesini tesvik eden medya konulari (a) siddet eylemlerini yapan “iyi adamlar”i ya da “stper
kahramanlar”i, (b) kutlanan ya da édillendirilen siddeti, (c) cezalandiriimayan siddeti, (d) savunabilir
olarak betimlenen siddeti, (e) kurbanda ciddi olmayan zarara yol acan siddeti ve (f) eglenceli gériinmesi
icin yapilan siddeti icermektedir. Diger yandan, (a) siddet eylemlerini yapan zararli ya da koti
karakterler, (b) elestirilen ve cezalandirilan siddet, (c) adaletsiz ya da ahlaki olarak haksiz olarak
betimlenen siddet, (d) kurbanda belli yaraya ve aciya neden olan siddet (e) kurbani seven bireylerin
GiziintUslne ve acl gekmesine yol agan siddet saldirganhgin 6grenilmesini engelledigi disliniilen medya
konularidir (Strasburger, Wilson ve Jordan, 2014).

Medyadaki Siddete Maruz Kalmanin Saldirgan Davranisin Kazanimina Etkisi ile iliskili Bulgular ve
Tartigmalar
Arastirmacilar medyadaki siddete maruz kalmanin kisa-siireli etkilerinin hazirlanmayi, uyarilmayi ve
belirli davranislarin dogrudan taklidini iceren siiregler nedeniyle oldugunu ileri sirmektedirler (Bushman
ve Huesmann, 2001;Huesmann, 1998). Gozlemlenen dissal bir uyarici beyinde bir bilisi, duyguyu ya da
davranigi temsil eden bir beyin digiimiini harekete gegirmektedir (Berkowitz, 1993). Bir birey belirli bir
zamanda bir siddet eylemine maruz kaldiginda, uyarilma diger diigiimlere yayillmakta ve onlari harekete
gecirmektedir. Beynin sinirsel aginda aktiflesmenin yayilmasi ile ilgili bu sire¢ hazirlanma olarak
adlandirimaktadir. Medyadaki siddete maruz kalma saldirganlikla iliskili tim digum tirlerini
hazirlamakta ve kisa siirede saldirganlk olasiligini arttirmaktadir. Diger bir 6nemli sinirsel sirecte, bir
cocugun siddeti gézlemlemesi taklit etme yoluyla kisa-sireli saldirgan davranis riskini arttirmaktadir
(Huesmann ve Kirwil, 2007). Bircok deney medyadaki siddete maruz kalmanin gocuklarin ve genglerin
daha sonra dogrudan saldirgan davranis olasiliklarini artirdigini géstermektedir (Bushman ve Huesmann,
2001; Paik ve Comstock,1994). Bjorkqvist (1985) 5-6 yas Finlandiya’li ¢ocuklari ya siddet ya da siddet
icermeyen filmlere maruz birakmistir. Siddet icermeyen filmi seyretmis cocuklara gore siddet filmi
seyretmis cocuklar diger ¢cocuklara vurma ya da giresme, miicadele gibi daha c¢ok fiziksel saldirganlig
anlamli olarak sergilemislerdir. Josephson (1987) bir siddet filmi seyretmis 7-9 yas erkek c¢ocuklarin
okulda oynadiklari salon hokeyi ile ilgili bir oyunda daha ¢ok saldirgan davranis gosterdiklerini ortaya
cikarmistir. Leyens ve meslektaslarinin (1975) yuruttigu diger bir arastirmada Belgika’da sug isleyen
cocuklarin bir okulunda siddet icermeyen filmleri izleyenlere gore siddet filmleri izlemis erkek ¢ocuklar
arasinda artan bir dizeyde fiziksel saldirganhk vardir. Baska bir deneysel arastirmada, liseli erkek
ogrenciler 6dulli dovisl betimleyen saldirgan bir filme taniklik etmislerdir. Sonra onlar diger bir 6grenci
tarafindan kiskirtildiklarinda ve ylksek sese maruz kaldiklarinda bir su¢ ortagina elektrik soku
vermislerdir (Geen ve O’Neal, 1969).Donnerstein ve Berkowitz (1981) ya nétr bir filmi ya da siddet
icermeyen bir seks filmini seyredenlere gore siddet icerikli bir seks filmini seyretmis erkeklerin kadini
daha yogun olarak cezalandirdiklarini bildirmislerdir. Arastirmacilar medyadaki siddetin saldirgan
dusinceler ya da duygular tizerine etkisini incelemekteler ve diger insanlara karsi fiziksel olarak saldirgan
davranis riskini digerlerine karsi siddetin kabul edilebilir olduguna inanan gengler arasinda (Huesmann ve
Guerra, 1997) ve kismen hedeflerinin “k6ti” insanlar olduguna ve onlari cezalandirmanin hakli olduguna
inanmalari nedeniyle arttirdigini gostermektedirler. Digerlerine karsi fiziksel saldirganlk icin buyik riskte
olan insanlarin kadinlar yoniindeki fiziksel saldirganhgi artan bir bicimde kabul ettikleri (Lackie ve de-
Man, 1997), digerlerine diismanca amacg atfettikleri (Dodge ve Frame, 1982), intikam, 6¢ almanin
“degerli” olduguna inandiklari (Nisbett ve Cohen, 1996) ve siddetin hayalini kurduklari bulunmustur
(Rosenfeld, Huesmann, Eron ve digerleri, 1982). Medyadaki siddete maruz kalma hem ¢ocuklarda hem
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daha blyik genglerde saldirgan dislinceleri dogrudan arttirabilmekte ve bdylece onlari saldirgan
davranisa daha hosgorilti yapmaktadir. Diger bir arastirmada, notr bir filmi seyretmis cocuklara gore
televizyondaki bir siddet programini seyretmis cocuklar bir kavgaya bir dévise baglamis bir ikili okul
oncesi ¢ocuga midahale etmeye ve bir yetiskini cagirmaya daha az istekli olmuslardir (Thomas ve
Drabman, 1975). Benzer olarak, Malamuth ve Check (1981) siddet icerikli seks sahnelerine maruz
kalmanin erkek bireylerin birka¢ giin sonra kadinlara karsi fiziksel siddeti kabul etmesini arttirdigini
gosteren bulgulari elde etmislerdir. Arastirmacilar siddet iceren video oyunlarinin ergenler tzerindeki
etkisini test etmek icin bazi ¢alismalar da yiritmektedirler. 14 yasinda Hollandali ergen erkekler
Uzerinde yurGttukleri bir arastirmada, Konijn, Bijnank ve Bushman (2007) siddet icermeyen oyun
oynayanlara gore siddet igerikli video oyunlari oynayan ve 6zellikle video oyun karakteri ile 6zdeslesen
ergenlerin daha ¢ok saldirgan bicimde davrandiklarini ve diger erkek gocuklarda kalici isitme kayibina
neden olabilecek daha yogun ve daha giiriiltili ses patlamalarini verdiklerini bulmuslardir. ilkokul
ogrencileri ile ilgili bir boylamsal ¢alisma okul yilinda siddet icerikli video oyununa ilk maruz kalmanin
daha sonraki okul yilinda g¢ocuklarin fiziksel doviismelerle mesgul olma riskini yaklasik olarak iki kat
arttirdigini ortaya gikarmistir (Anderson, Gentile ve Buckley, 2007). Gentile ve meslektaslarinin (2004)
ylrttiglu 607 ergenle ilgili bir arastirmada, siddet icerikli video oyunlari oynamayan ¢ok dismanca
ogrencilerle karsilastirildiginda saldirgan ya da diismanca kisilik 6zelliginin Ust ¢eyreginde olan 6grenciler
siddet igerikli video oyunlarini gok oynadiklarinda fiziksel dévuslerinin riskini iki kat arttirmiglardir. Oysa,
siddet icerikli video oyunlari oynamayan diger diisiik derecede diismanca 6grencilerle karsilastirildiginda
en az derecede diismanca 6grenciler (alt ceyrek) siddet icerikli video oyunu oynadiklarinda dovislere
girme olasilig 10 kat daha ¢ok olmustur (Gentile, Lynch, Linder ve digerleri, 2004). ilkégretim okullarinda
4. siniftan 8. sinifa kadar 6grencilerin elektronik oyun-oynama aliskanhklarini inceleyen bir arastirmada,
¢ocuklarin Ggte ikisinin favorileri olarak siddet oyunlarini segtikleri bulunmustur (Funk, Flores, Buchman
ve digerleri, 1999). Shibuya ve Sakamoto (2003) Japon 5. sinif 6grencilerinin oynadiklari en popiler video
oyunlarinin biyik bir ¢ogunlugunun siddet icerdigini ifade etmiglerdir. Siddetin dakika basina oraninin
en c¢ok siddet icerikli televizyon programlarina ya da filmlere gére video oyunlarinda ¢ok daha fazla
oldugu bildirilmektedir. Kizlarla karsilastirildiginda, erkekler medyadaki siddeti daha c¢ekici bulmaktalar
ve daha blyik bir ilgi géstermektedirler (Valkenburg ve Janssen, 1999). Bununla birlikte, medyanin “X-
Men, Batman, Spiderman, Superman” gibi, basrol karakterler olarak erkek seyircilere hitap etme ve
erkekleri kullanma egilimi nedeniyle kadinlara gore erkekler medyadaki siddet icerikli eglenceleri daha
glcli bicimde ¢ekici bulabilmektedirler. Burada siddet iceren video oyunlarini genelde tercih etmede
cinsiyet farkliligi olmamasina karsin, erkekler insan siddetini tercih ederlerken, kizlarin kurgu siddeti
tercih ettikleri bulunmustur (Funk ve Buchman, 1996). Kadinlarla karsilastirildiginda, erkeklere “Betmen”
gibi “adaleti yeniden kuran” siddet icerikli programlar daha ok cekici gelmistir. Bununla birlikte erkekler
ve kadinlar “komedi siddeti”’ni esit bicimde cekici bulmuslardir (Cantor, 1998). Alan ve boylamsal
arastirmalar da medyadaki siddetin izleyiciler Gzerindeki etkisine isaret etmektedirler. Kanada’da
ylratilen bir diger alan galismasinda, arastirmacilar Kanada’in Notel kasabasina televizyon girisinden
sonra hem sozlu hem fiziksel saldirganligin gocuklar arasinda anlamli olarak arttigini bulmuslardir (Joy,
Kimball ve Zabrack, 1986). Televizondaki siddet ve saldirgan davranis arasindaki iliski diger uluslarda da
belgelenmektedir. 8 farkli tlkeden 30.000’den daha ¢ok ergenle ilgili genis-6lgekli bir arastirmada,
Kuntsche ve meslektaslari (2006) cok televizyon izlemenin artan s6zIu saldirganlikla ve s6zli zorbalikla,
kabadayilikla anlamh olarak iliskili oldugunu belirlemislerdir. Daha dnceki ¢calismalarin birinde Huesmann
ve meslektaslari 22 yillik bir dénem siresince bir grup ¢ocuk goézlemlemislerdir (Huesmann ve Eron,
1986; Lefkowitz, Eron, Walder ve digerleri, 1977). ilk calisma 1963’de New York’da 875 {iciincii sinif
Ogrencisi (8 yas) ile ilgili bir 6rneklemle baslamistir. Annenin-babanin kullandigi cezalandirma ve bakim
kadar zekayi, sosyo-ekonomik statliyl, annenin-babanin sergiledigi saldirganligi iceren potansiyel ilgili
faktorler istatistiksel olarak kontrol edildiginde, onlarin medyadaki siddete 8 yaslarinda maruz kalmasi
11 ve 22 yil sonra onlarin saldirgan davranisi ile karsilikl iliskili olmustur. Bulgular ilk ¢cocuklukta siddete
tekrar tekrar maruz kalmanin 19 yasta daha yliksek dizeylerdeki saldirganligi tahmin edici oldugunu
ortaya cikarmistir. Ayni grup 10 yil sonra arastirilmis ve sonuglar burada 8 yasta televizyondaki siddeti
izleme ile erkekler arasinda 30 yasta kendisinin-bildirdigi saldirganlik arasindaki bir iliskinin oldugunu
ortaya cikarmistir (Huesmann ve Miller, 1994). Ayri bir kiltir ¢alismasinda, Huesmann ve Eron (1986)
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Avustralya’da, Finlandiya’da, isral’de, Polonya’da ve Birlesik Devletler’de ii¢ yillik bir dénemde 6-8 ve 8-
11 yas 1000’den daha fazla orta-sinif cocuklari gézlemlemislerdir. Bir cocugun baslangictaki saldirganhk
diizeyi kontrol edildikten sonra bile, Avustralya digsinda her ulke igin, televizyondaki siddeti ilk olarak
izleme ile sonraki daha yiiksek saldirgan davranis anlamli bicimde iliskili olmustur (Huesmann ve Eron,
1986; Huesmann, Moise-Titus, Podolski ve digerleri, 2003). Bir boylamsal arastirmada, Huesmann ve
meslektaslari 6-9 yaslarda 500 ilkokul cocugu ile goriismusler ve onlari 15 yil sonra tekrar incelemislerdir.
Yine, hem erkekler hem kadinlar i¢in, arastirmacilar cocuklukta medyadaki siddete ¢ok maruz kalma ile
geng yetiskinlikteki fiziksel, s6zli ve dolayh siddet davranisinin bilesik bir Olgilisi arasindaki anlamli
karsilikli iliskileri bulmuslardir (Huesmann, Moise-Titus, Podolski ve digerleri, 2003). Singer ve Singer
(1981) bir yil siresince yaklasik olarak 50 farkli anaokulundan 141 &grenciyi incelemislerdir.
Arastirmacilar ¢ocuklarin televizyondaki siddeti izlemesinin okuldaki serbest oyunda gozlendigi gibi
onlarin sonraki saldirgan davranisi ile iliskili oldugunu bildirmislerdir.Sonraki bir arastirmada, Singer,
Singer ve Rapaczynski (1984) 4 yastan 9 yasa kadar 63 erkek ve kiz cocugunu izlemislerdir.Tekrar, onlar
en ¢ok siddet icerikli programi seyretmis okul 6ncesi cocuklarin 9 yaslarinda en ¢ok saldirgan davranis
sergilediklerini ortaya ¢ikarmislardir. Diger yandan,Ostrov ve meslektaslari (2006) anaokulu gocuklarinin
medyadaki siddete maruz kalmasinin erkekler arasinda sonraki fiziksel saldirganlik ile ve kizlar arasinda
sonraki sosyal ya da iligskisel saldirganlik ile olumlu bigimde iliskili oldugunu bulmuslardir. Yeni
Zelanda’da, Dunedin’de yiritiilmis genis-Olcekli bir arastirmada, Robertson ve meslektaslari (2013)
1972-1973 dogumlu 1037 bireyi belirlemisler ve onlari dogumdan 26 yasa kadar diizenli araliklarla
degerlendirmislerdir. Sonuglar televizyonu daha az izleyenlerle karsilastirildiginda 5 ve 15 yaslar arasinda
televizyonu seyretmeye daha ¢ok zaman harcamis gencg yetiskinlerin buyik olasilikla anlamh bigimde
daha ¢ok anti-sosyal kisilik bozukluklarina, daha ¢ok sugla ilgili yargilanmalara ve daha ¢ok saldirgan
kisilik 6zelliklerine sahip olduklarini ortaya g¢ikarmislardir (Robertson, McAnally ve Hancox, 2013).
Almanya’da?. ve 8. sinif 6grencileri ile ilgili bir arastirmada, Krahe ve Méller (2010) medyadaki siddete
ahskanlikla daha ¢ok maruz kaldiklarini bildiren ergenlerin daha yiiksek fiziksel saldirganlik ve daha disik
empati gosterdiklerini ileri sirmuslerdir. Diger bir arastirmada 3. 4. 5. sinif cocuklarinin okul yilinda
medyadaki siddete ilk maruz kalmasi daha sonraki okul yilindaki daha yiliksek s6zIi saldirgan davranisi,
daha yiiksek iliskisel saldirgan davranisi, daha yulksek fiziksel saldirgan davranisi ve daha az sosyal yanli
davranisi tahmin etmistir (Gentile, Coyne ve Walsh, 2011). Cocuklukta ve ergenlikte medyadaki siddeti
seyretmis suclu-olmayan lise Ogrencileri ve suglu c¢ocuklar yetiskinlikte siddet davranisi ve genel
saldirganligin gelisimi igin artan bir risktedirler (Boxer, Huesmann, Bushman ve digerleri, 2009). Meta-
¢6zimlemeler de tim arastirmalarda gozlemlenmis medyadaki siddete maruz kalma ile saldirgan
davranis arasindaki olumlu, anlamh ve tutarh bir iliskiyi bildirmislerdir. Paik ve Comstock (1994) 217
arastirmayi yeniden incelemisler ve orta boyutta distnilen 0.31 genel bir etki boyutunu bulmuslardir.
Bushman ve Anderson’in (2001) biyik 6lcekli bir meta-¢6ziimlemesi medyadaki siddetin etkileri Gzerine
212 arastirmayi incelemis ve medyadaki siddetin saldirganlik lzerine etkilerinin 1975’den beri zaman
icerisinde arttigini bulmustur. Medyadaki siddete maruz kalma izleyicilerde saldirgan dislinceleri,
duygulari, psikolojik uyarilmayi ve sonraki saldirgan ya da anti-sosyal davranis olasiligini arttirmaktadir.
Teorisyenler ve arastirmacilar yogunlukta derece derece artan medyadaki siddete tekrar tekrar maruz
kalmanin zamanla saldirgan davranisi gelistirmede 6énemli bir rol oynayan bir risk faktéri oldugunu ileri
sirmektedirler.

Sonug

Gozlemsel 6grenme ve taklit etme ¢ocuklukta ve ergenlikte siddet ve saldirgan davraniglar kazanmak igin
onemli bir rol oynamaktadir. Cocuklar kitle iletisim araglarindaki siddet davranislarini gézlemleyerek ve
taklit ederek fiziksel ve sozIU bigcimlerde saldirgan olarak davranmayi 6grenebilmektedirler. Laboratuvar
ve alan deneyleri g¢ocuklarin ve genclerin filmdeki ve televizyondaki siddet davranislarina maruz
kalmasinin daha sonra dogrudan saldirgan bicimde davranma olasiligini arttirdigini géstermektedir.
Cocuklar kitle iletisim araglarindaki siddet ve saldirgan davranislarin tekrar tekrar goézlemlerinden
yaptiklari ¢ikarimlar yoluyla sosyal problemleri ¢6zme senaryolarini, dismanca diinya semalarini,
dismanca nitelendirme egilimlerini ve saldirganligl onaylayan normatif inanclari gelistirebilmektedirler.
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Saldirgan senaryolar, diismanca nitelendirilen egilimler ve normatif inanglar ¢ocuklarin saldirgan bigimde
davranma olasiligini arttirmaktadirlar. Cocuklar kitle iletisim araclarindaki siddet ve saldirgan davranislari
hayal ederek ve tekrar ederek bellegine iyice yerlestirebilmekteler ve belleginden kolayca geri
getirebilmektedirler. Kitle iletisim araclarindaki siddete tekrar tekrar maruz kalma belirli dogal tepkilere
alismaya ya da daha sonra siddete duyarsizlasmaya yol acabilmektedir. Duyarsizlasmanin yaninda bircok
faktér medyadaki siddetin gcocuklar tGzerindeki etkilerini arttirmaktadir. Cocuklar édillendirilen saldirgan
davranislari gézlemlediklerinde ve gozlemlenen saldirgan davranislari tipki gercek yasamdaki gibi ayni
oldugu yoninde algiladiklarinda ve kotlu insanlara karsi siddet kullanmayi haklh gordiklerinde
gozlemlenen modellerle daha ¢ok 6zdeslesebilmektedirler.

Oneriler

Medyadaki saldirganhgin ve siddetin artan miktari ve sertligi yonindeki egilim glinimiz diinyasinda
cocuklarin saglikli gelisimine zarar vermektedir. Cocuklarin ve ergenlerin sagligi ve iyi olmasi, televizyon,
filmler, bilgisayar oyunlari ve video kasetler olmak lizere medyadaki siddete maruz kalmalari nedeniyle
risk altindadir. 7 ve 8 yaslarina kadar ¢ocuklar hayal ve gergegi ayirtetmede biyik gigliik cekmektedir.
Kiguk cocuklar 6zellikle ilk ¢ocuklukta sosyal, duygusal, bilissel ve fiziksel gelismesi olumsuz ve koti
etkilerden kolayca zarar goérebilmektedirler. Arastirmalar siddet programlarini daha cok seyrederek
televizyonda gordukleri saldirgan eylemleri sadece taklit eden gocuklarin taklit edici oyunla daha ¢ok
iliskili ve yaratici oyunla daha az iliskili olduguna isaret etmektedirler (NIMH, 1982). Siddet programlari
cocuklarin televizyonda ya da filmlerde gordikleri davranislari oyunlarinda taklit etmeye ve yeniden
yapmaya tesvik etmektedirler. Bu durumlar ¢ocuklarin yaratici ve hayal gliciine dayali oyunlarina zarar
vermekte ve boylece ¢ocuklari gelisimleri icin gerekli oyunlarin yararlarindan yoksun birakmaktadir
(Carlsson-Paige ve Levin, 1990). Oyunlarinda, gocuklar saldirgan davranislari igin pekistirilen boyle
karakterleri taklit etmekteler ve yaratici ya da refleksif diislince olmaksizin karakterlerin senaryolarini
tekrarlamaktadirlar (Eron ve Huesmann, 1987). Anneler-babalar medyadaki siddetin ¢cocuklar Gzerindeki
potansiyel zararl etkilerini 6nlemede aktif bir rol almalidirlar. Onlar c¢ocuklarin televizyon ile
etkilesimlerine yol gosteren ve cocuklarinin medyadaki siddete maruz kalmasini engelleyen stratejileri
kullanmalidirlar. Anneler-babalar evde bireylerin medya kullanimi igin kurallari ve ¢ocuklarla medyayi
kullanma derecesini belirlemektedirler. Anneler-babalar ¢ocuklari ile televizyonu ya da diger medyayi
izlerken gosterileri birlikte degerlendirmelidirler. Onlar medya igerigini cocuklari ile konusma ve
gordiklerini  ¢ocuklari ile tartisma vyoluyla medyanin c¢ocuklar Uzerindeki zararli etkilerini
azaltabilmektedirler. Annelerin-babalarin medyanin sundugu siddeti yorumlama, ayrintili olarak
lizerinde durma ve ek bilgi saglama cabalarinin, medyadaki siddetin cocuklar izerindeki olumsuz ya da
zararh etkilerini yok etmede basarili oldugu bulunmaktadir. Daha 6nce de isaret edildigi gibi, arastirmalar
annelerin-babalarin g¢ocuklarla birlikte programlari izlemesinin ve yorum yapmasinin televizyondaki
siddetin cocuklar lzerindeki etkilerini azalttigini bulmaktadirlar (Nathanson, 1999). Hikimet ya da
medya endustrisi olumlu medya icerigini ve medyanin ¢ocuklar Gzerindeki etkileri konusunda kamu
egitimini tesvik etmelidir. Okullar medyadaki zararli etkileri yok etmede yararli olabildigi icin medya
egitimini vermelidirler. Ogretmenler cocuklarin catismalari siddet icermeyen bigcimde ¢6zmede beceriler
gelistirmesine ve medyanin elestirel okuyuculari olmasina yardim etmede bir sorumluluga sahiptirler.
Onlar cocuklarda elestirel bakma becerileri gelistirebilmekteler ve catismalari ¢ézmek icin siddet
icermeyen stratejileri 6gretebilmektedirler. Okullar, eglence enddstrisi ya da hikimet cocuklari ve
ergenleri medyanin zararli etkilerinden korumali ve modern medyada sosyal yanl yonleri glicli bicimde
gerceklestirmelidirler. Medya endUstrisi ve anneler-babalar medyayi ¢ocuklarda bilgiyi genisletmek ve
olumlu sosyal degerleri gelistirmek icin yapici bicimde kullanmalidirlar. Anneler-babalar g¢ocuklarinin
televizyon izleme aligkanliklarini kontrol etmeli ve cocuklarini medyadaki siddete sagliksiz maruz
kalmasindan ve siddet icerikli programlarin olumsuz etkilerinden korumalidirlar.
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Special relativity has been started to be taught in high schools in addition to
universities. Moreover, it attracts the attention of scientifically literate individuals. The
purpose of this study is to determine high school and university students’ levels of
difficulty understanding of special relativity. Furthermore, if it made a difference
according to gender or educational level was also searched. In our previous study,
which formed a basis for this research, the students’ opinions about difficulty
understanding were determined by the interviews. The opinions obtained from the
previous research were compiled and a Likert test with 5 option was prepared. This
scale was applied to 691 student (446 science teacher candidates and 245 high school
students). When the data obtained from the scale with 23 items applied was analyzed,
it consisted of three factors. These factors are the perception of the topic,
mathematical difficulties and the teaching methods difficulties. According to the
general results, the students think that this topic is easy as much as they think it is
difficult. High school students remarked that they had more difficulties than the
university students and women remarked that they had more difficulties than men
from some points of view.

Ogrencilerin Ozel Goérelilik Konularinda Zorlanma Nedenlerinin

Arastirilmasi

Makale Bilgisi

Oz
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Anahtar Kelimeler:
Ozel gorelilik,
Likert olgek,
Anlama zorluklari.

Ozel gorelilik, son vyillarda Universite seviyesine ek olarak lisede de ®gretilmeye
baslanan bir konudur. Ayrica fen okur-yazari bireyler tarafindan da ilgi gérmektedir. Bu
arastirmanin amaci lise ve Universite 6grencilerinin 6zel gorelilik konusunda daha
onceden belirlenmis olan zorlanma nedenlerine katilma derecelerini belirlemektir.
Ayrica zorlanma nedenlerine katimin egitim duzeyi ve cinsiyete gore farkhlik
olusturup olusturmadigl arastirilmistir. Bu arastirmaya temel olusturan 6&nceki
galismada, ogrenciler ile gorusmeler yoluyla, 6zel gorelilikte zorlanma sebepleri
hakkinda gérisleri belirlenmisti. Onceki arastirmadan elde edilen gériisler derlenerek 5
dereceli Likert bir 6lgek hazirlanmistir. Bu 6lgek, 6zel gorelilik konularini iceren ders
almis olan 446 fen bilgisi 6gretmen adayina ve 245 lise 6grencisine olmak Uzere,
toplam 691 kisiye uygulanmistir. Uygulanan 23 maddelik o6lgegin verileri analiz
edildiginde Ug¢ faktorden olustugu belirlenmistir. Bunlar, konuya yoénelik algi,
matematiksel nedenlerden kaynaklanan zorluklar ve &gretim ydnteminden
kaynaklanan zorluklardir. Arastirmanin genel sonuglarina gére, 6grenciler bu konuyu
zor oldugu kadar kolay oldugunu da disiinmektedir. Olcek maddelerinin faktérlere
gore ayrintili incelenmesi zorluklara katihm hakkinda daha ayrintili bilgiler vermektedir.
Her bir maddede yer alan ifadenin zor veya kolay olarak 6grenciler tarafindan
nitelendirilmesi; cinsiyete, 6grenim dlzeyine bagh olabilecegi gibi, bunlardan bagimsiz
olarak da degisebilmektedir. Lise 6grencileri, Gniversite 6grencilerine gére, kadinlar ise
erkeklere gore bazi agilardan daha ¢ok zorlandiklarini belirtmislerdir.
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Introduction

Einstein’s Theory of Relativity radically changed our opinions about the physical world. Our concepts
of absolute time and space until the 20th century changed and the concept of spacetime took their
place. Teaching the theory of relativity has become obligatory with this change. The Theory of Relativity
consists of concepts which are difficult to be taught and learnt. For example, Penrose (1959), Terrell
(1959) and Weisskopf (1960) remarked that a photograph of an object which moves relatively is
different from what Lorentz’s contraction anticipated. Diessler (2005) indicated the importance of
emphasizing on the words such as “measurement” and “observer” while explaining the time dilation
and length contraction in teaching special relativity and he recommended the use of words such as
“seeing” for the length contraction. The reasons are the optical effects originating from the different
parts of the object being at different distances for the observer. What makes Einstein’s theory of
relativity so deep is the fact that the length really contracts and the time really dilates. It is not only a
matter of appearance. There are studies in which the exercises to be done in the classroom to indicate
this circumstance known as Terrell’s effect in order to indicate that Lorentz’s contraction is different
from the photographic appearance of an object moving relatively (Burke va Strode, 1991).

Most of the difficulties in understanding the theory of relativity originate from the relative effects’
not being a part of daily experiences and their looking like as if conflicting with daily experiences.
Moreover, it is not possible to directly observe the relative effects by show experiments (Kraus, 2008).
Special relativity has bizarre effects outwardly and it is mainly about the situations outside the daily
experiences. Use of thought experiments in teaching the theory of relativity enable the students to
recognize the situations beyond daily experiences. It will make understanding the laws of relativity easy
for them (VelentzasveHalkia, 2013). In relation to that, Al-Khalili (2003) claims that using the idea of
time travelling in teaching the relativity will give an opportunity in revealing the imagination and
understanding the nature of spacetime, contrary to many. He expresses that there are good examples to
be used in emphasizing the interesting features of Special Relativity. Cacioppo and Gangopadhyaya
(2012) who drew attention to the importance of Special Relativity presented two thought experiments
about length contraction for university students and he remarked that they would provide the students
a deep understanding about the topic. Simulations and computer games in which relative effects are
experienced virtually are used in coming over the deficiencies about daily experience. Wegener,
Mclintyre, McGrath, Savage and Williamson (2012) successfully used a teaching package in which virtual
reality similar to a game simulating a World conforming to special relative physics. Kortemeyer, Fish,
Hacker, Kienle, Kobylarek, Sigler, Wierenga, Cheu, Kim, Sherin, Sidhu and Tan (2013) developed a
computer games to be used in teaching the students special relativity. Savage, Searle and McCalman
(2007) state that the students will discover the relativity of the contraction of length and
simultaneousness with a computer program which provides the opportunity of movement in a
simulated World where movement at relative speeds exist. Carr and Bossomaier (2011) remarked that
there was an improvement in the students’ motivations and their comprehending the topic in an
application they made placing the special relativity effects. Sherin, Cheu, Tan and Kortemeyer (2016)
remarked that the abstract concept and topics of special relaivity would provide first hand experiences
thanks to a computer game in which the effects of special relativity could be experienced. They
reported that the computer game they developed drew interest at the internet environment and there
were positive feedbacks. Belloni, Christian and Dancy (2004) introduced the Physlet based exercises to
be useful in visualizing the abstract concepts of special relativity.

Another difficulty in teaching relativity is the classical physics-relative physics paradigm change’s not
being perceived by the students. According to Arriassecq and Greca (2012), students cannot understand
the difference between the classical physics and the concepts special relativity contains. In his study,
Gim (2016) searched how the theory of special relativity taught at high schools in South Korea took
place in textbooks and he remarks that the theory does not emphasize on its revolutionary aspect in
terms of physics theories. In his article, Ireson (1996) remarks that the traditional way in teaching special
relativity is to mention the Michelson-Morley experiment’s results about the speed of light, to propound
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the need for frames of reference and to define the two prinicples of special relativity. Instead, he
recommends to expose the students to the situation in which they will recognize its deficiencies and
teach the special relativity by helping them to find a solution for the problem, starting from the
Newtonian and Aristotelian worldview. Dimitriadi and Halkia (2012) state that the students deepen the
idea of absolute movement they learned in classical mechanics and it caused the students to include the
relativity in classical physics in teaching relativity. It was according to the results of their research about
the high school students’ processes of learning the theory of special relativity. The study conducted by
Pietrocola and Zylberztajn (1999) indicated that the students did not feel the need to use the
interpretative structures except classical mechanics and common sense in the problems about special
relativity. According to Arriassecq and Greca (2012), use of the historical and epistemological context
has positive effects in making the students understand the change between classical physics and relative
physics. In addition, in the qualitative study he conducted on a documentary containing the theory of
relativity, SeckinKapucu (2016) remarked that the documentary could be used in teaching some themes
and concepts of the nature of the science. Moreover, it was said that the use of this kind of
documentaries in education will increase the students’ motivations for learning. VillaniveArruda (1998)
state that the experimental results and applications which can be interpreted with Lorentz’s
transformation equations and Einstein’s equations should be more focused on and it is important to
emphasize the differences between the classical and modern ideas in teaching special relativity. They
express the necessity of a teaching environment where they will recognize the existence of the
conceptual change in the World of science and its basic features.

One of the reasons why relativity is difficult to learn is the students’ deficiency in classical physics.
Scherr, Shaffer veVokos (2001) searched the students’ conceptual and logical difficulties about the
concept of time in relativity and the role of the frames of reference. The results indicate that the
students experience serious difficulties in the topics of the relativity of the simultaneity and the role of
the observer in the inertial reference systems. The students make a conceptual framework where
absolute simultaneity and the relativity of simultaneity exist simultaneously. It was seen that even the
students at advanced levels were unsuccessful in interpreting the effects of special relativity in
understanding the physical World. The students remark that the reason underlying these failures of
theirs is the deficiency in their understanding the basic topics.

The Theory of Relativity is a topic which is interesting and intriguing beside its being difficult to learn.
Angell, Guttersrud, Henriksen and Isnes (2004) searched the opinions of both teachers and students
about physics and physics education in Norway. According to this study, relativity is the second most
interesting one among the other physics topics. According to Ogborn (2005), the students are quite
enthusiastic when they start to learn relativity but they lose this enthusiasm of theirs when they face
Lorentz’s transformation and some complicated algebraic operations. According to the results of the
study conducted by Angell (2004), teachers complain about the students’ weak mathematical skills and
the students do not regard mathematics as an important problem in physics lessons.

Arriassecq and Greca (2007) studied high school and university textbooks in Argentina in terms of
content and they drew attention to the inadequacy of the teachers’ course materials about the theory
of special relativity started to be taught at high schools in terms of contextual perspective. He remarked
that preparing contextually suitable and motivating materials in teaching special relativity will be
effective in enabling the students’ learning meaningfully. Smith (2011) emphasized on the benefits of
visualization for the students to understand the special relativity concepts better. He remarked that the
graphics and simple calculations used for visualizing an electric dipol moving with relative speeds in an
electromagnetic area indicated the phenomenna such as the light’s stability within inertial frames of
reference and Doppler effect. Ogborn (2005) recommended a teaching material which teachers could
utilise in teaching special relativity, consisting of four steps and the teacher could stop at the stage he
wanted according to his choice. He warned the teachers about teaching less could achieve more in
terms of teaching the essence of relativistic thought. Scherr, Shaffer and Vokos (2002) made a teaching
material which improved the students’ understanding special relativity concepts, the relativity of
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simultaneity and the role of the observer in the inertial frames of reference. They remark that this
material improves the students’ skills of recognizing and solving some of the classical paradoxes in
special relativity. Guisasola, Solbes, Barragues, Morentin and Moreno (2009) reported that a visit to the
exhibition prepared because of the first century of the theory of special relativity increased the
students’ knowledge about the theory of special relativity and their interest in it and it improved their
comprehension of the theory. Increase was determined in the students’ levels of knowledge about the
speed of light, time and the reference system, mass and energy after the visit.

Recently, the importance attached to teaching this theory has increased and it has started to take
place in high school physics teaching programs. The theory of special relativity is taught in the tenth year
in the 2007 physics teaching program (MEB, 2007) and it was taught in the twelfth year with reduced
mathematics in the 2013 physics teaching program (MEB, 2013). The theory is also taught in science
teaching departments other than physics and physics teaching departments of universities. In parallel to
the increasing interest about teaching relativity in Turkey, science teaching researches have increased in
the recent years (Demir and Akarsu, 2014; Didiskérhasan and Ozcan, 2015; Selcuk, 2011; Ozcan, 2011;
UnliiYavas and Kizilcik, 2016; Yildiz, 2012).

Researches were made about the theory of relativity ususally with university students in Turkey.
Selguk (2011) determined the difficulties of the university students in the concepts of time, time
dilation, length, mass and density within the theory of special relativity. Ozcan (2011) analysed physics
teachers’ problem solving approaches about the theory of special relativity and he concluded that the
participants’ problem solving approaches were not scientifical and strategical. The results of the
qualitative research made by Turgut, Gurbuz, Salar and Toman (2013) about teacher candidates’
understanding the theory of special relativity propounds that the teacher candidates have problems in
understanding and interpreting the concepts of special relativity. Moreover, mathematical difficulties
are also seen about this topic. Didiskérhasan and Ozcan (2015) remarked that university students had
difficulties in using mathematical models in their problem solvings about special relativity. It was
reported that mathematical difficulties and difficulties about transition from classical physics to relative
physics became prominent in the qualitative study in which the ideas about the teacher candidates’
reasons of having difficulties were searched (UnliiYavas and Kizilcik, 2016). The study conducted by
Demir and Akarsu (2014) with both high school and university students indicate that special relativity is
one of the topics which the students found difficult among modern physics topic. In another research
made with high school students, conceptual delusions about special relativity were searched (Korkmaz,
AybekveOriicii, 2016). Yildiz (2012) remarks that writing to learn activities make contributions to the
teacher candidates’ understanding the theory of special relativity.

In the studies in which the students’ difficulties about relativity were researched, the difficulties
were determined usually based on the students’ answers to the questions about relativity. Although
there are many studies in which the students’ reasons of having difficulties in physics are researched, no
studies in which the students were asked questions about the reasons of their having difficulties about
relativity were found. Because of this reason, this research is different than the other researches in
terms of determining the students’ difficulties in relativity topics. In this research, a qualitative scale
which was formed using the students’ answers about the reasons of difficulties was utilised. The
purpose of the research is to determine the high school and university students’ frequency of the
reasons of having difficulties about special relativity. Moreover, if any difference existed in the
frequency of these reasons according to educational level or gender was also analysed.

Method

The research was started utilising the data from a qualitative atudy we conducted previously
(UnliiYavas&Kizilcik, 2016). The previous study was conducted with 25 physics teacher candidates after
teaching the special relativity topics.
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Instrument

The opinions of the participants about the easiness or difficulty of the topics of relativity in time,
relativity in length, Lorentz’s transformation equations, Lorentz’s speed transformation equations,
relative momentum and relative energy were determined with the interviews made. During the
interviews, it was seen that the reasons for having difficulties were based on various reasons, the
students’ teaching methods, mathematical problems, problems experienced in transition from classical
physics to relative physics foremost. We arranged the 28 opinions obtained from the qualitative analysis
of these interviews and and we made them the items of a Likert type scale. Thus, we obtained a 5 point
Likert scale in which the students could mark their levels of participation in the difficulty indicated in the
items. The scoring of the scale was prepared to indicate the level of agreement between 5 and 1. If the
item was notifying an easiness the scoring was made making it reverse. In other words, contribution to
the difficulty participation for each mentioned item became 5 points as the highest score and 1 point as
the lowest score.

Participiant

We applied the mentioned scale to totally 961 people, 446 science techer candidates and 245 high
school students, who took lessons containing special relativity topics. Our purpose here is to determine
the commonness level of the difficulty reasons we determined in our previous study among the
students. Definitive data about the sample were given in Table 1.

Table 1.
Definitive characteristics of the sample
Group Subgroup Number of students
. High school 245
E Level
ducation Leve University 446
Female 450
Gender Male 220
Unknown 21

Exploratory factor analysis was made with the data obtained. According to it, the common variances
of the scale consisting of 28 items range between 0,399 and 0,634. 4 factors whose eigenvalue is higher
than 1 explain the 50,637 % of the total variance. However, when the cyclical items (1st, 8th, 9th, 20th
and 28th items in the test of 28 items) were deleted, the scale indicated a structure with 3 factors.
These three factors explain the 48,06 % of the total variance. According to the test data consisting of the
remaining 23 items, the first factor consists of the 1st, 2nd, 4th, 5th, 6th, 8th, 10th, 11th, 12th, 13th,
15th, 19th, 20th and 23rd items. The second factor consists of the 3rd, 7th, 9th, 14th, 16th and 21st
items. The third factors consists of the 17th, 18th and 22nd items. Generally, when the items forming
the first factor were regarded, it is seen that they generally contain the student’s perception of the
topic, the second factor contains the instruction tecnique of the topics and the third factor contains the
difficulties.

We analysed the data by statistical software. We found the reliability coefficent of the data we
obtained as 0,91. It was determined that the correlation between the items was generally high.
According to this, it can be said that the internal validity of the scale is high.

We made comparisons between the descriptive analyses and subgroups. The Likert items’ effect
on difficulty was graded because the lowest difficulty level was 1 and the highest difficulty level was 5.
The degrees applied while evaluating the data are given in Table 2.
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Table 2.

Evaluation degrees of the data

Criterion Its effect on difficulty
1.00-1.79 Very easy

1.80-2.59 Easy

2.60-3.39 Moderate
3.40-4.19 Difficult

4.20-5.00 Very difficult

We looked at the scores of each Likert type item to see into which ranges they could be included
among the ranges we indicated in Table 2. We made comments according to it. Moreover, we analysed
it to see if there was a significant difference according to educational levels or gender, utilising the
independent sample t-test.

Result

Firstly, we made a descriptive analysis of the Likert scale. We found the dispersion of the students’ in
the 1-5 range according to difficulty grading taking the average of all of the items of the scale and we
gave them in the graphic in Figure 1.
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Figure 1.
Percentage dispersion of the difficulty level

According to Figure 1, the students marked the 2nd, 3rd and 4th options most. When the “3” in the
middle is based on according to the difficulty grading of the graphic, its having a dispersion which is
almost symmetric indicates that the students think that the topic of general relativity is easy as much as
they have difficulties in it. It is seen that no option’s rate of being marked exceeds 30 %.

When the average scores of all items were calculated, it was seen that all of them had difficulty at
middle level according to the criterion indicated in Table 2.

The item scores at middle levels does not give us much information in terms of the students’ reasons
of having difficulties. So, it will be useful to approach the items forming each factor together and making
commentations according to it.
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Analysis of the Data AccordingtotheFactors

We remarked that the data of the Likert scale with 23 items applied consisted of three factors when
they were wereanalysed. These factors were analysedseperately and they were presented in tables. The
highest value determined in the graphic of the percentage dispersions of the difficulty level given in
Figure 1 was 28,5 %. Because of this reason, 197 answers which made the 28,5 % of the total answers
and the answers over it were marked as oblique and thick lines. This situation will make commenting
easy.

The data from the first factor, the factor in which the perception about the topic mainly takes place
are seen in Table 3.

Table 3.
Frequency dispersion of the answers given to the items in the first factor

VeryEasy ¢ -> VeryDiffucult

Item Item Avr.
No 1 2 3 4 5  Null " Range
Score

1 Itis dlfflcul't to ynderstand the connections and 40 172 124 274 77 4 326 Mod.
keep them in mind.

It is difficult because it requires too much effort

2 . 49 186 159 228 67 2 3,11 Mod.
and time.

4 Itis difficult to interpret relativity. 50 159 176 232 68 6 3,16 Mod.

5 It is difficult to understand why relativity is 80 178 188 179 64 2 2,96 Mod.

needed.

Its being not a situation faced in daily life made it

difficult for me to understand. >> 164 134 243 55 - 3,23 Mod.

The stage of transition from the quantities in
8 classical physics to the relative quantities caused 39 164 195 226 67 - 3,17 Mod.
me to have difficulties.

| had difficulties because | had general

10 L . .
deficiencies in classical physics.

43 160 155 250 80 3 3,24 Mod.

I had difficulties in associating classical and

11 .
relative concepts.

43 167 182 232 61 6 3,15 Mod.

I had difficulties in distinguishing classical and

12 ) 52 201 192 189 53 4 2,99 Mod.
relative concepts.
13 | found the topic difficult because it was abstract. 60 165 157 224 79 6 3,14 Mod.
15 | have prejudices about the topic’s being difficult. 60 158 182 200 82 9 3,13 Mod.
19 Itis dlfflcul't to d'etermlne which quantity is 27 154 236 202 68 4 3,19 Mod.
measured in which reference system.
Its having results contradictory to my reason /
20 anticipations made it difficult for me to 53 181 189 203 60 5 3,05 Mod.

understand.

It is difficult to understand because it requires a

23 new perception and philosophy.

51 191 173 225 50 1 3,05 Mod.

Averages 50,1 171,4 174,4 221,9 69,4 4,3 3,13 Mod.

When the Table 3 is analysed and the general average of the first factor consisting of the items about
the students’ perception about the topic is regarded, it can be said that there is a difficulty in the
“moderate” level. However, it is seen that the answers conglomerate towards “4” which indicates
difficulty in the fivefold grading, except two items. It is seen that most of the items here are about the
students’ difficulties in perceiving the differences between classical physics and relative physics,
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adapting themselves to a new understanding and adapting it to their daily experiences and reason.
Besides, it was determined that there were items to be associated with mathematics even if they were
few. Conglomeration was seen in the items about the difficulties caused by the classical physics —
relative physics paradigm change (Items 4, 8, 11, 23) and in the items about requiring extra effort, time
and endeavor (ltems 3, 8). It was also seen in the item about prejudices about the difficulty of the topics
(Madde 15) at high difficulty level. Moreover, problems because of classical physics (Item 10), problems
about the association of the topic with daily life and its being regarded as an abstract topic (ltems 6, 13)
were also indicated as difficulty reasons.
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Figure 2.

Dispersion of the average difficulty level for the first factor

As it is seen in Figure 2, the general difficulty levels of the students about the first factor are inclined
to “4” in the fivefold grading. In other words, even if the averages indicate a difficulty at “moderate”
level, it can be said that there is an inclination to “difficult’ in this factor.

Table 4.
Frequency dispersion of the answers given to the items in the second

9

VeryEasy < VeryDiffucult

Item Noltem Ar
1 2 3 4 5  Null " Range
Score

It is easy because the relative quantities are

more logical than the classical ones.

4 The dgcumentaries / animations | watched 133 265 135 102 50 6 2,52 Easy
made it easy for me to understand.

It was easy for me to understand because it

was close to classical mechanics.

The way the topic was explained made it

easy for me to understand.

16 Itis easy to understand the topic. 64 178 202 169 67 11 3,00 Mod.

It was easy for me because | understood the

logic of relativity.

85 236 202 136 30 2 2,70 Mod.

47 190 227 178 47 2 2,98 Mod.

14 76 253 181 126 49 6 2,74 Mod.

21 66 244 190 151 37 3 2,78 Mod.

Averages 78,5 227,7 189,5 143,7 46,7 5,0 2,79 Mod.
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In Table 4, when the general average of the second factor consisting of the items about the way the
topics are explained is regarded, it can be said that there was difficulty at “Moderate” level except one
item. However, it can be said that easy answers conglomerate towards “2" (“Easy”) in all of the items
except two of them. According to it, it can be thought that the students are inclined to characterize the
topic as “Easy” after they understand once the logic and philosophy of relativity generally. It was
determined that the difficulty level was often high in the items seen about the teaching technique (ltem
7).

250 227,7
500 189,5
143,7
150 '
100 78,5
46,7
50
. 5’0
0 [ |
1 2 3 4 5 Null

Figure 3.
Dispersion of the average difficulty level for the second factor

As it is seen in Figure 3, the general difficulty levels of the students about the second factor are
inclined to “2”. In other words, even if it indicates that there is difficulty at a moderate level in the
average, it can be said that there is an inclination to “Easy’’ in this factor.

Table 5.
Frequency dispersion of the answers given to the items in the third factor
9
Item VeryEasy < VeryDiffucult
No Item

1 2 3 4 5 Null Avr. Range
Score

Its requiring mathematical knowledge / skills

17 made it difficult for me to understand. 81 227 181 153 47 2 279 Mod.
18 Itis difficult to solve the problems. 52 205 163 209 57 5 3,02 Mod.
22 | have difficulties in converting the units. 72 170 161 205 78 5 3,07 Mod.

Averages 68,3 200,7 168,3 189,0 60,7 4,0 2,96 Mod.

In Table 5, when the general average of the third factor consisting of the items about the students’
mathematical difficulties is regarded, it can be said that there is difficulty at “moderate” level. However,
it is seen that the answers given to the 22nd item conglomerate towards “4’” and they conglomerate
towards “2” in the 17th item. The mentioned mathematical skills’ being different skills can be the
reasons for it. Conglomeration towards both to “2”” and “4” in the 18th item indicate that there is a
balanced dispersion in the students’ perception of problems as easy and difficult.
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Figure 4.
Dispersion of the average difficulty level for the third factor

As it is seen in Figure 4, a balance is in question in the students’ difficulty levels about the third factor.
However, it is seen that the inclination is a little more dominant towards “2”. In other words, even it
indicates that there is difficulty at a moderatelevel, it can be said that there is an inclination towards
“Easy” in this factor.

It is seen that the participation is high in the difficulty of interpreting relativity in the 4th item in the
first factor. In the 21st item in the second factor, the students agree with the opinion which states that
relativity is not difficult when its logic is understood. If these two items are approached together, it can
be concluded that it is a topic which is understood hardly by the students but they think that it is a topic
which they see as not difficult when it is understood. We can aslo connect the high participation in
having prejudices about the topic’s being difficult mentioned in the 15th item to this result.

On the basis of frequency, it was seen that the difficulty level increased in the items directly or
indirectly about the mathematical difficulties in the first and third factors (Iltems 1, 19, 22). However,
intensity is seen in the item indicating that the students did not have difficulties in terms of mathematics
(Iltem 17). Similarly, conglomeration at high level was seen in the items about extra effort, time and
endeavor (ltems 3, 8) and the item about the prejudices about the difficulty of the topics (Item 15) in
the first and second factors at high difficulty level.

Comparison of the Data AccordingtoEducational Level andGender

Whether the students’ answers differed depending on gender or educational level or not was
analysed. For this purpose, the averages of the answers of the male and female students and high
school and university students were approached seperately.
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Figure 5.

Average scores of the groups

As it is seen in Figure 5, there are small differences between the averages of the answers given by
the groups to the scale. Because of this reason, it will be useful to make a more detailed comparison of
the answers according to factors and the items in the factors. Dispersion of the averages of the answers
of the male and female students and the high school and university students according to the factors is
given in Table 6.

Table 6.
Average Scores According to Sex and Educational Level

Factors Female Male High School University General
Avr. Level Avr. Level Avr. Level Avr. Level Avr. Level
First Factor 3,19 Mod. 3,00 Mod. 3,12 Mod. 3,13 Mod. 3,13 Mod.

Second Factor 280 Mod. 2,72 Mod. 2,86 Mod. 2,47 Easy 2,79 Mod.
Third Factor 3,00 Mod. 2,87 Mod. 298 Mod. 2,95 Mod. 2,96 Mod.
General 3,06 Mod. 2,91 Mod. 304 Mod. 301 Mod. 3,02 Mod.

When the Table 6 is analysed, it is seen that all difficulty levels in terms of gender and educational
level are in the “moderate” level range except one. The university students’ average was found in the
“easy” range only in the second factor. It indicates that university students have less difficulties than the
high school students about the teaching methods of the topic.

When all of the scale items were analysed, if there was a meaningful difference between the
answers of the high school and university students was determined with t test. According to the results
of the t test made, a significant difference was seen in high school students in Item 2 in the first factor
and the Item 7 and Item 14 in the second factor and in the university students in Item 13 in terms of
difficulty reasons. The t value of the mentioned items whose significance value is below 0,05 and their
significance value according to it are as follows: 2nd item (2,126; p: 0,034), 7th item (2,496; p: 0,013),
13th item (-2,320; p: 0,021), 14th item (2,044; p: 0,042). In other words, university students have
difficulties at a lower level about the teaching methods. On the contrary, it is understood that university

409



Kizilcik ve Yavas — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 46(2), 2017, 399-426

students characterize the topics as abstract topics more than the high school students in a significant
way.

Results of the t test according to gender indicate that women have more difficulties than men at a
significant level in some items. They are the Items 1, 4, 6, 8, 11, 13, 23 in the first factor, Item 16 in the
second factor and Item 22 in the third factor. The t value of the mentioned items whose significance
value is below 0,05 and their significance value is as follows: 1st item (t: 2,275; p: 0,023), 4th item (t:
2,855; p: 0,005), 6th item (t: 2,936; p: 0,004), 18th (t: 2,064; p: 0,040), 11th item (t: 2,919; p: 0,004),
13th item (t: 2,988; p: 0,003), 16th item (t: 2,110; p: 0,036), 22nd item (t: 2,296; p: 0,022), 23rd item (t:
4,978; p: 0,000). According to this, it was determined that women had more difficulties in the items
about the mathematical difficulties and the perceptive difficulties because of the classical physics —
modern physics paradigm change.

Conclusion & Discussion

The findings obtained from the answers given by the high school and university students who have
learned special relativity in their classes to the difficulty reasons scale indicate that the students think
that this topic is easy as much as it is difficult. When the specific part of the topic is analysed,
characterization of the expressions in each item as difficult or easy by the students can depend on
gender or educational level but it can also change independently other than them.

When the findings of the high school students and university students are compared, no distinct
difference is seen in terms of scale scores. However, when the difficulties for each other were compared
seperately for high school and university students, it was seen that high school students had more
difficulties in terms of its requiring more efforts and time in terms of explanation of the subject. We
think that it was because different teaching methods were not used during teaching in respect to the
topic’s being more narrow-scoped. In order to explain this subject, teaching methods used in teaching
relativity can be searched with an additional exercise. Because if special relativity is taught only in a
mathematical way, students cannot understand what the difference between special relativity and
classical relative concepts is (Arriassecq and Greca, 2012). In the body of literature, it is remarked that
students have various conceptual difficulties in learning the theory of relativity (Dimitriadi and Halkia,
2012; Villani and Pacca, 1987; Korkmaz et al, 2016; Sherr et al, 2001; Sherr, 2007). In the
recommendations for overcoming these difficulties in the body of literature, usually the variety of
teaching methods are emphasized. For example, thought experiments and use of paradoxes (Cornier
and Steinberg, 2010; Cacioppo and Gangopadhyaya, 2012; Velentzas and Halkia, 2013), computer
simulations and games (Kraus, 2008; Wegener et al, 2012; Savage et al, 2007; Carr and Bossomaier,
2011) and use of some experiments (Singh and Hedgeland, 2015) are recommended for teaching special
relativity.

Findings about the factor of perception about the topic indicate that the students agree with the
expression of difficulty about understanding the differences between classical physics and relativity.
Moreover, from the findings, it is understood that there is a conglomeration in the high difficulty level of
the answers given to the related items about the difficulties caused by the paradigm change about the
transition from classical physics to modersn physics. It attracts attention that especially female students
have more difficulties than male students in this topic. According to the body of literature, the students
are inclined to use classical physics while answering the questions about relativity (Turgut et al, 2013;
Pietrocola and Zylberztajn, 1999). Even if the students solve the problems about special relativity, they
have difficulties in changing the classical ways of thinking in the process of comprehending the main
concepts of relativity (Arriassecq and Greca, 2012). Sherr (2007) remarks that the experiences we have
in daily life cause this difficulty. Moreover, the findings of this study indicate that the students’ rates of
agreeing with the idea of their having deficiencies in classical physics is high. Similar results are also seen
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in the study conducted by Selguk (2011). Sherr et al (2001) indicated that the reason underlying the
failures of the students in special relativity were the deficiencies in their understanding the basic topics.

One of the students’ reasons of difficulties in special relativity is the mathematical difficulty. In the
items about mathematical difficulties making the third factor, it is understood that the students had
mathematical difficulties. However, the number of the people who think that the mathematics of the
topic is not difficult is quite high, even most of the students did not agree with the idea of having
difficulties in terms of mathematical skills in the 17th item. When the finding of the significant
difference between the high school and university students is added to this situation, it can be
commented that the scope and the mathemaical content of the topic taught at high school and
university being different caused it. In addition, a significant difference was found in the expressions
containing mathematical difficulties. Women remarked that they had more difficulties in the items
containing mathematical skills. Studies should be made to research the reasons of it. In the body of
literature, attention is drawn to the difficulties of the students about the theory of relativity
(Didiskérhasan and Ozcan, 2015; Turgut et al, 2013; Ogborn, 2005). Angell et al (2004) remark that the
students did not regard mathematics as a problem but the teachers complained about the deficiencies
in the mathematical skills of the students, in the results of their study in which they searched the
students’ and tearchers’ opinions about physics lessons. Again, the results of this research indicate that
the students found the topic of relativity interesting. We think that reducing the mathematical content
and arranging the main concepts of the topic in a way the students can understand will be more
effective in teaching the theory of relativity. In relation to that, Velentzas and Halkia (2013) drew
attention to the advantages of using thought experiments in teaching special relativity in terms of its
being in story style and containing less mathematics. Arriassecq and Greca (2007) remarked that
preparing suitable and motivating materials in teaching special relativity would be effective in enabling
the students to learn meaningfully.
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Turkge Stirumii

Giris

Einstein’in Gorelilik Teorisi fiziksel diinyaya dair disuncelerimizi kékten degistirmistir. 20. yuzyila
gelinceye kadar sahip oldugumuz mutlak zaman ve uzay kavramlari degiserek yerini yeni uzay-zaman
kavrami almistir. Bu degisimle birlikte gorelilik teorisinin 6gretimi de zorunlu hale gelmistir. Gorelilik
teorisi dgrenilmesi ve dgretilmesi zor olan kavramlar ve olgulardan olusmaktadir. Ornegin, Penrose
(1959), Terrell (1959) ve Weisskopf (1960) goreli olarak hareket eden bir nesnenin fotografinin Lorentz
kisalmasinin 6ngordigiinden farkh oldugunu belirtmistir. Diessler (2005) 6zel goreliligin 68retiminde
zaman genislemesi ve boy kisalmasini agiklarken ‘6lgiim’ ve ‘gbzlemci’ gibi s6zclklere vurgu yapmanin
onemini belirterek boy kisalmasi igin ‘gdérmek’ gibi sézciklerin kullanilmamasini 6nermistir. Bunun
sebebi cismin farkh kisimlarinin gézlemciye farkh uzakliklarda olmasindan kaynaklanan optik etkilerdir.
Einstein'in 6zel gorelilik kuramini bu kadar derin yapan sey, uzunlugun gercekten kisaldigi ve zamanin
gercekten yavasladigl gercegidir. Bu sadece gorinis meselesi degildir. Lorentz kisalmasinin goreli
hareket eden bir cismin fotografik gorintisinden farkh oldugunu gostermek icin Terrell etkisi olarak
bilinen bu durumun gosterilmesi igin sinifta yapilacak alistirmalarin sunuldugu c¢alismalar vardir
(BurkevaStrode, 1991).

Gorelilik teorisini anlama giligliklerinin ¢ogu, goreli etkilerin glnliik tecriibelerin bir pargasi
olamamasindan ve giinliik tecribelerle gelisiyor gibi gérinmesinden kaynaklanmaktadir. Ayrica, goreli
etkileri gdsteri deneyleri yoluyla dogrudan gdzlemlemek miimkiin degildir (Kraus, 2008). Ozel gérelilik
goriniste tuhaf etkilere sahiptir ve agirlikh olarak giinlik deneyimin disindaki durumlarla ilgilidir.
Gorelilik teorisinin 6gretiminde distince deneylerinin kullaniimasi 6grencilerin glinlik yasantilarinin
otesindeki durumlari fark etmelerini saglamaktadir. Bu da goreliligin ilke ve yasalarini kavramalarini
kolaylastiracaktir (Velentzas ve Halkia, 2013). Bununla ilgili olarak, Al-Khalili (2003) goreliligin
Ogretiminde birgoklarinin aksine zaman yolculugu fikrini kullanmanin, hayal glcini ortaya gikarma ve
uzay-zamanin dogasini anlamada bir firsat sunacagini iddia etmektedir. Ozel géreliligin ilging ézelliklerini
vurgulamada kullanilabilecek giizel érnekler oldugunu ifade etmektedir. Ozel goreliligin 6gretiminde
paradokslarin 6nemine dikkat ceken Cacioppo ve Gangopadhyaya (2012) tGniversite 6grencilerine yonelik
uzunluk kisalmasi hakkinda iki diistince deneyi sunarak bunlarin 6grencilere konu hakkinda daha derin
bir anlama saglayacagini belirtmistir. Goreli etkilerin sanal olarak deneyimlendigi similasyonlar ve
bilgisayar oyunlari, goreliligin 6gretiminde glnlik tecrtbelerle ilgili eksikliklerle basa ¢ikmada
kullanilmaktadir. Wegener, Mcintyre, McGrath, Savage ve Williamson (2012), 6zel goreli fizige uyan bir
diinyayi simiile eden oyun benzeri sanal gergekligin kullanildigi bir 6gretim paketini basaril bir sekilde
kullanmuglardir. Kortemeyer, Fish, Hacker, Kienle, Kobylarek, Sigler, Wierenga, Cheu, Kim, Sherin, Sidhu
ve Tan (2013) 6grencilerin 6zel goreliligin 6gretiminde kullanilacak bir bilgisayar oyunu gelistirmislerdir.
Savage, Searle ve McCalman (2007) goreli hizlarda hareketin oldugu, simile edilmis bir diinyada hareket
imkani saglayan bilgisayar programiyla, uzunluk kisalmasi ve ayniandaligin goreliligini 6grencilerin
kesfedeceklerini soylemektedir. Carr ve Bossomaier (2011) bilgisayar oyununa 6zel gorelilik etkilerini
yerlestirerek yaptiklari uygulamada 6grencilerin konuyu kavrayislarinda ve motivasyonlarinda iyilesme
gerceklestigini belirtmistir. Sherin, Cheu, Tan ve Kortemeyer (2016) 06zel goreliligin etkilerinin
deneyimlenebilecegi bilgisayar oyunu sayesinde 6zel goreliligin soyut kavram ve konularinin ilk elden
deneyimler saglayacagini belirtmistir. Gelistirdikleri oyunun internet ortaminda ilgi gérdiagiini ve olumlu
geri dondtler oldugunu rapor etmisler. Belloni, Christian ve Dancy (2004) o6zel goreliligin soyut
kavramlarini gorsellestirmede yararli olacak Physlet tabanli alistirmalari tanitmistir.

Goreliligin o6gretiminde bir diger zorluk klasik fizik-goreli fizik paradigma degisiminin 6grenciler
tarafindan algilanamamasidir. Arriassecq ve Greca (2012)'a gore 6grenciler klasik fizik ile 6zel goreliligin
icerdigi kavramlar arasindaki farki anlayamamaktadir. Gim (2016) Gilney Kore’de lisede 6gretilen 6zel
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gorelilik teorisinin ders kitaplarinda nasil yer aldigini arastirdigi ¢alismasinda, teorinin fizik teorileri
acisindan devrimsel yoniine vurgu yapmadigini belirtmektedir. Ireson (1996) makalesinde, 6zel
goreliligin 6gretiminde geleneksel olan yolun, Michelson-Morley deneyinin isik hizi ile ilgili sonuglarindan
bahsetmek, referans cergevelerine olan ihtiyaci ortaya koymak ve 6zel goreliligin iki ilkesini tanimlamak
oldugunu belirtmistir. Bunun yerine Newtoncu ve Aristocu diinya gértsinden baslayarak, 6grencileri
bunun eksiklerini fark edebilecekleri durumla karsi karsiya birakip, soruna ¢6zim bulmalarinda yardimci
olma yoluyla 6zel goreliligin 6gretilmesini dnermektedir. Dimitriadi ve Halkia (2012) lise 6grencilerinin
ozel gorelilik teorisini 6grenme siireglerine yonelik arastirmasinin sonuglarina gore, 6grenciler klasik
mekanikte 6grendikleri mutlak hareket fikrini derinlestirdikleri, bunun da goreliligin 6gretilmesinde
ogrencilerin klasik fizige goreliligi dahil etmeye ¢alismalarina sebep oldugunu sdylemektedirler.
Pietrocola ve Zylberztajn (1999)'in ¢alismasi, 6grencilerin 6zel gorelilik ile ilgili problemlerde klasik
mekanik ve sagduyu disindaki yorumlayici yapilar kullanma ihtiyaci hissetmediklerini gostermistir.
Arriassecq ve Greca (2012)'ya gore klasik fizik ile goreli fizik arasindaki degisimin 6grencilere
kavratilmasinda tarihsel ve epistemolojik baglamin kullanilmasinin olumlu etkileri s6z konusudur. Ek
olarak, Seckin Kapucu (2016) gorelilik teorisini iceren bir belgesel lzerinde yaptigi nitel ¢alismada,
belgeselin bazi bilimin dogasi temalarinin ve kavramlarin 6gretiminde kullanilabilecegini belirtmistir.
Ayrica bu tur belgesellerin 6gretimde kullanilmasinin 6grencilerin 6grenmeye ydnelik motivasyonlarini
arttiracagini soylemistir. Villani ve Arruda (1998) o&zel goreliligin 6gretiminde Lorentz dénlsim
denklemleri ve Einstein’in denklemleri ile yorumlanabilecek deneysel sonuglar ve uygulamalara daha
fazla odaklaniimasi gerektigini ve klasik fikirler ile modern olanlar arasindaki farklarin vurgulanmasinin
onemli oldugunu séylemektedirler. Bunun igin bilim tarihindeki kavramsal degisimin varliginin ve temel
ozelliklerinin farkina varabilecekleri bir 6gretim ortaminin gerekliligini ifade etmektedir.

Goreliligin 6grenilmesinin zor olmasinin sebeplerinden biri de 6grencilerin klasik fizikteki eksikleridir.
Scherr, Shaffer ve Vokos (2001) 6zel gorelilikte zaman kavrami ve referans gergevelerinin roli hakkinda
ogrencilerin kavramsal ve mantiksal zorluklarini arastirmistir. Sonuglar, tim akademik kademelerde
ogrencilerin eszamanhligin goreliligi ve eylemsiz referans sistemlerinde gézlemcinin rolii konularinda
ciddi zorluklar yasadigini géstermektedir. Ogrencilerin mutlak eszamanlilik ile eszamanliligin géreliliginin
bir arada bulundugu kavramsal bir cerceve olusturmaktadir. ileri seviyedeki 6grencilerin bile fiziksel
diinyayl anlamada 6zel goreliligin etkilerini yorumlamakta basarisiz oldugu gériilmustiir. Ogrencilerin bu
basarisizliklarinin altinda yatan sebep daha temel konulari anlamalarindaki eksiklikler oldugunu
belirtmektedirler.

Gorelilik teorisi 6grenilmesinin zor olmasi yaninda ilgi ¢ekici ve merak uyandirici bir konudur. Angell,
Guttersrud, Henriksen, ve Isnes (2004) Norvec¢'te hem 6gretmenler hem de 6grencilerin fizik ve fizik
o6gretimine yonelik distincelerini arastirmistir. Bu calismaya gore, gorelilik diger fizik konulari icerisinde
ilging olmasi bakimindan ikinci siradadir. Ogborn (2005)'e gore o6grenciler goreliligi 6grenmeye
basladiklarinda oldukga hevesliyken Lorentz dontsimleri ve bazi karmasik cebirsel islemlerle
karsilastiklarinda bu heveslerini kaybetmektedirler. Angell (2004) c¢alismasinin sonuglarina gore
ogretmenler 6grencilerin zayif matematik becerilerinden yakinmakta, 6grenciler ise fizik derslerinde
matematigi dnemli bir sorun olarak gérmemektedirler.

Arriassecq ve Greca (2007) Arjantin’de lise ve Universite ders kitaplarini igerik yoniinden incelemis ve
lisede 6gretilmeye baslanan 6zel gorelilik teorisinin 6gretmenlere yonelik ders materyallerinin baglamsal
perspektif ydniinden yetersizligine dikkat cekmistir. Ozel goreliligin 6gretiminde kavramsal olarak uygun
ve motive edici materyallerin hazirlanmasinin 6grencilerin anlamh 6grenmesini saglamada etkili
olacagini belirtmistir. Smith (2011) 6grencilerin 6zel goérelilik kavramlarini daha iyi anlayabilmesi igin
gorsellestirmenin yararlarina vurgu yaparak, elektromanyetik alan icinde goreli hizlarla hareket eden bir
elektrik dipollini gorsellestirmek tzere kullanilan grafiklerin ve basit hesaplarin, 1518in eylemsiz referans
cercevelerinde sabitligi, Doppler etkisi gibi olgulari agikga gosterdigini belirtmistir. Ogborn’a gore (2005)
o6grenciler goreliligi 6grenmeye basladiklarinda olduk¢a hevesliyken Lorentz donlisimleri ve bazi
karmasik cebirsel islemlerle karsilastiklarinda bu heveslerini kaybetmektedir. Yazar, 6zel goreliligin
ogretiminde 6gretmenlerin yararlanabilecegi dort adimdan olusan ve 6gretmenin se¢imine bagl olarak
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istedikleri asamada durabilecekleri bir 6gretim materyali 6nermistir ve daha az sey 0Ogretmenin
rolativistikdlistincenin 6zlini kavratmak acisindan daha fazlasini basarabilecegi konusunda uyarida
bulunmustur. Scherr, Shaffer ve Vokos (2002) 6grencilerin 6zel gorelilik kavramlarini, ayniandaligin
goreliligini ve eylemsiz referans cergevelerinde gozlemcinin rollinii anlamalarini gelistiren bir 6gretim
materyali olusturmustur ve bu materyalin 6grencilerin 6zel gorelilikteki klasik paradokslarin bazilarini
tanima ve ¢6zme becerilerini 6nemli 6l¢tide gelistirdigini belirtmektedirler. Guisasola, Solbes, Barragues,
Morentin ve Moreno (2009) 6zel gorelilik teorisinin birinci ylzyih dolayisiyla hazirlanan sergi ziyaretinin
ogrencilerin 6zel gorelilik teorisi hakkindaki bilgi, ilgi ve anlayislarini arttirdigini rapor etmistir.
Ogrencilerin 15181n hizi, zaman ve referans sistemi, kiitle ve enerji konularinda ziyaret dncesi ve sonrasi
bilgi dizeylerinde artis belirlenmistir.

Son zamanlarda Ullkemizde bu teorinin 0Ogretimine verilen 6nem artmis lise fizik 6gretim
programlarinda yer almaya baslamistir. Ozel gorelik teorisi 2007 fizik 6gretim programinda (MEB, 2007)
onuncu sinifta, gincellenen 2013 fizik 6gretim programinda (MEB, 2013) matematigi azaltilmis olarak on
ikinci sinifta bulunmaktadir. Teori Universitelerin fizik ve fizik 6gretmenligi bolimlerinden baska fen
bilgisi dgretmenligi bolimlerinde de okutulmaktadir. Ulkemizde goreliligin 6gretimine olan ilginin
artmasina paralel olarak bu konu hakkinda fen egitimi arastirmalari da son yillarda artis gostermistir
(Demir ve Akarsu, 2014; Didis Kérhasan ve Ozcan, 2015; Selcuk, 2011; Ozcan, 2011; Unli Yavas ve
Kizilcik, 2016; Yildiz, 2012).

Ulkemizde &zel gorelilik teorisi ile ilgili, genellikle tiniversite 6grencileri ile arastirmalar yapilmistir.
Selcuk (2011) Universite Ogrencilerinin 6zel gorelilik teorisinin icinde yer alan has zaman, zaman
genislemesi, has boy, kiitle ve yogunluk kavramlarinda giicliiklerini belirlemistir. Ozcan (2011) fizik
ogretmen adaylarinin 6zel gorelilik kurami ile ilgili problem ¢6zme vyaklasimlarini incelemis ve
katilimcilarin problem ¢ézme yaklasimlarinin bilimsel ve stratejik olmadigi sonucuna varmistir. Turgut,
Gurbuz, Salar ve Toman (2013) fizik 6gretmen adaylarinin 6zel gorelilik teorisini anlamalari hakkinda
yaptiklari nitel arastirmanin sonuglari, 6gretmen adaylarinin 6zel gorelilig§in kavramlarini anlama ve
yorumlamada sorunlari oldugunu ortaya koymaktadir. Ayrica bu konularla ilgili matematiksel zorluklar
da goriilmektedir. Didis Kérhasan ve Ozcan (2015) iiniversite dgrencilerinin ézel gorelilik ile ilgili problem
¢6ziimlerinde matematiksel model kullanmada zorluklari oldugunu belirtmistir. Ogretmen adaylarinin
zorlanma sebepleri ile ilgili fikirlerinin arastirildigi nitel ¢alismada matematiksel giiclikler ve klasik
fizikten goreli fizige gegis ile ilgili giicliiklerin 6ne ciktigi rapor edilmistir (Unlii Yavas ve Kizilcik, 2016).
Demir ve Akarsu (2014)'nun hem lise hem de Universite 6grencileri ile yaptigi ¢calisma, 6zel goreliligin
modern fizik konulari igerisinde 6grencilerin zorlandiklari konulardan biri oldugunu géstermektedir. Lise
ogrencileriyle yapilmis bir diger arastirmada o0zel gorelilikle ilgili kavram yanilgilari arastiriimistir
(Korkmaz, Aybek ve Oriicli, 2016). Yildiz (2012) 6grenme amacl yazma etkinliklerinin, 6gretmen
adaylarinin 6zel gorelilik teorisini anlamalarina katkisi oldugunu belirtmektedir.

Gorelilik ile ilgili 6grenci glgluklerinin arastinldigi calismalarda, genellikle 6grencilerin gorelilik ile ilgili
sorulara verdikleri cevaplara dayanarak zorluklar belirlenmistir. Literatlirde, 0Ogrencilerin fizikte
zorlanmalarinin sebeplerinin arastirildigi bircok ¢alisma olmasina karsin, gorelilik ile ilgili 6grencilerin
zorlanma nedenlerinin yine Ogrencilere soruldugu bir ¢alismaya rastlanmamistir. Bu nedenle bu
arastirma, gorelilik konularinda 6grenci gligliklerinin  sebeplerini  belirleme agisindan diger
arastirmalardan farklidir. Bu arastirmada, 6grencilerin nitel olarak énceden verdikleri glglik nedenleri
ile ilgili yanitlardan yararlanarak olusturulan nicel bir 6lcekten yararlanilmistir. Arastirmanin amaci lise ve
Gniversite 6grencilerinin 6zel gorelilik konusunda zorlanma nedenlerinin gorilme sikhgini belirlemektir.
Ayrica, egitim dlzeyi ve cinsiyete gore bu nedenlerin sikliginda farklilik olup olmadiginin da
incelenmesidir.

Yontem
Arastirma tarama cgalismasi olarak tasarlanmistir. Arastirmaya, onceden yazarlarca yapilannitel bir

calismanin (Unli Yavas ve Kizilcik, 2016) verilerinden yararlanarak baslanmistir.
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Veri Toplama Araci

Onceki calisma 6zel gorelilik konularinin dgretiminden sonra 25 fizik 6gretmen adayiyla yapilmisti.
Katilimcilarin zamanda gorelilik, uzunlukta gorelilik, Lorentz donlisim denklemleri, Lorentz hiz déniisiim
denklemleri, goreli momentum ve goreli enerji konularinin zorluk veya kolayligi hakkindaki gorisleri
yapilan gorismelerle belirlenmisti. Gorlismeler sirasinda zorlanma nedenlerinin; 6grencilerin 6gretim
yontemi, matematiksel sorunlar, klasik fizikten gorelilige geciste yasanan sorunlar basta olmak (zere
cesitli nedenlere dayandigi gorilmisti. Bu gorismelerin nitel analizinden elde edilen 28 gorlsu
dizenlendi ve uzman goérisi sonrasinda Likert tirl bir 6lgegin maddeleri haline getirildi. Boylece
ogrencilerin maddelerde belirtilen zorluga katilma derecelerini isaretleyebilecekleri 5 dereceli Likert bir
dlcek elde edilmis oldu. Olgegin puanlanmasi 5 ile 1 arasinda katilma derecesini belirtecek bicimde
hazirlanmistir. Madde kolaylik bildiriyorsa bu puanlama ters gevrilerek yapilmistir. Yani s6z konusu her
bir madde icin belirtilen zorluga katki en yiiksek 5 puan en disik ise 1 puan olmustur.

Orneklem

S6z konusu 6lcek, 6zel gorelilik konularini iceren ders almis olan 446 fen bilgisi 6gretmen adayina ve
245 lise Ogrencisine olmak Uzere, toplam 691 kisiye uygulandi. Burada amag, onceki c¢alismada
arastirmacilarca belirlenen zorlanma nedenlerinin 6grenciler arasinda ne derecede yaygin oldugunu
belirlemektir. Ornekleme iliskin tanimlayici veriler Tablo 1’de verilmistir.

Tablo 1.

Orneklemin tanimlayici ézellikleri

Grup Altgrup Odrenci Sayisi

Ogretim Lise 245

Diizeyi Universite 446
Kadin 450

Cinsiyet Erkek 220
Bilinmiyor 21

Elde edilen verilerle agimlayici faktor analizi yapilmistir. Buna gore, 28 maddelik 6lgegin ortak
varyanslari 0,399 ile 0,634 arasinda degismektedir. Ozdegeri 1’den biiyiik 4 faktdr toplam varyansin
%50,637’sini agiklamaktadir. Ancak binisik maddeler (28 maddelik testte: 1, 8, 9, 20, 28. maddeler)
silindiginde 6lgcek 3 faktorll yapi gostermistir. Bu (¢ faktdr toplam varyansin %48,06’sin1 agiklamaktadir.
Geriye kalan 23 maddeden olusan test verilerine gore, birinci faktor 1, 2, 4, 5, 6, 8, 10, 11, 12, 13, 15, 19,
20, 23. maddelerden, ikinci faktor 3, 7, 9, 14, 16, 21. maddelerden, Gglnct faktor 17, 18, 22.
maddelerden olusmaktadir. Genel olarak, birinci faktéri olusturan maddelere bakildiginda 6grencinin
konuya yonelik algisini, ikinci faktér konularin anlatim bigcimini ve Uglincli faktor matematik zorluklar
icermektedir.

Verileri istatistik yazilimlari araciligi ile analiz edilmistir. Elde ettigimiz verilerin guvenilirlik katsayisini
0,91 olarak bulunmustur. Maddeler arasinda korelasyonun genelde ylksek oldugu saptanmistir. Buna
gore Olcegi i¢ gecerliliginin yiksek oldugu séylenebilir.

Betimleyici analizler ve altgruplar arasi karsilastirmalar yapilmistir. Likert maddelere, segilebilecek en
dusik zorluk duzeyinin 1, en yiksek zorluk diizeyinin ise 5 olmasi nedeniyle zorlanmaya etkisi
derecelendirilmistir. Verileri degerlendirirken uygulanan dereceler Tablo 2’de verilmistir.
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Tablo 2.
Verilerindegerlendirilmedereceleri
Olciit Zorlanmaya etkisi

1.00-1.79 Cok kolay
1.80-2.59 Kolay
2.60-3.39 Orta
3.40-4.19 Zor
4.20-5.00 Cok zor

Likert tari maddelerin her birinin puanlarinin Tablo 2’de belirttigimiz araliklardan hangisine
dustigine bakilmistir. Buna gore veriler bulgular boliminde yorumlanmistir. Ayrica 6gretim diizeyine
gore ve cinsiyete gore anlamli fark olup olmadigi bagimsiz 6rneklem t-testinden yararlanarak incelendi.

Bulgular

Bu kisimda, verilerden elde edilen bulgular sunulmus ve yorumlanmustir. ilk olarak Likert tiirii 6lcegin
betimleyici analizi yapilmistir. Ogrencilerin yaptiklari secimlerin 1-5 araliginda zorluk derecelendirmesine
gore dagihmi Olgegin tim maddelerinin ortalamalari alinarak bulunmustur ve Sekil 1'deki grafikte
verilmistir.

%

30 27,5 28,5

25,7
25
20
15

10

(9]

0,6

0 —

1 2 3 4 5 Bos

Sekil 1. Zorluk derecesinin ylizdelik dagilimi

Sekil 1’e gore, 6grencilerin daha ¢ok 2, 3 ve 4. segenekleri isaretledigi goriilmektedir. Grafigin zorluk
derecelendirmesine gore ortadaki secenek olan “3” baz alindiginda simetrige yakin bir dagilima sahip
olmasi 6grencilerin genel olarak gorelilik konusunun zorlandiklari kadar kolay oldugunu da
dusinduklerini gostermektedir. Higbir segcenegin isaretlenme oraninin %30’u agsmadig gorilmektedir.

Tim maddelerin ortalama puanlari hesaplandiginda, Tablo 2’de belirtilen Glglite gére timinin orta
diizeyde gliglige sahip oldugu gorilmistir. Buna gore, 6grencilerin 6zel goreliligi genel olarak ¢ok zor
veya ¢ok kolay olarak nitelendirilmedigi sdylenebilir. Madde puanlarinin ortalamalarinin orta dizeyde
olmasi, 6grencilerin gorelilikte zorlanma nedenleri agisindan bize fazla bir bilgi vermez. Bu yiizden, her
bir faktori olusturan maddeleri birlikte ele almak ve buna goére yorum yapmak yararl olacaktir.
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Faktorlere Gore Verilerin incelenmesi

Uygulanan 23 maddelik Likert tirt Olgegin verileri analiz edildiginde ¢ faktérden olustugunu
belirtmistik. Bu faktérler ayri ayri incelenmis ve tablolar halinde sunulmustur. Sekil 1'de verilen zorluk
derecesinin yizdelik dagihmlar grafiginde belirlenen en ylksek deger %28,5 idi. Bu nedenle tablolarda,
toplam yanitlarin %28,5’i olan 197 yanit ve lizerinde olanlar yatik ve kalin olarak isaretlenmistir. Bu
durum, yorum yapmay! kolaylastiracaktir.

Birinci faktor olan konuya yonelik alginin agirlikh olarak yer aldigi faktoriin verileri, Tablo 3'te
gorilmektedir.

Tablo 3.
Birincifaktérdeyeralanmaddelereverilenyanitlarinfrekansdagilimi

Madde odde Cok Kolay <« - Cok Zor —
No 1 2 3 4 5 Bos Aralik
Puan
1  Bagintilari anlayip akilda tutmak zor. 40 172 124 274 77 4 3,26 Orta
5 'Fa'lzla ¢aba ve zaman harcamak gerektirdigi 49 186 159 228 67 2 311 Orta
icin zor.
4  Goreliligi yorumlamak zor. 50 159 176 232 68 6 3,16 Orta
5 ZG:rrellllge neden ihtiya¢ duyuldugu anlamak 80 178 188 179 64 2 2,96 Orta

Gunluk hayatta karsilasilan bir durum

6 55 164 134 243 95 - 3,23 Orta
olmamasi anlamami zorlastirdi.

3 Klas.|k fizikteki niceliklerden goreli niceliklere 39 164 195 226 67 317 Orta
gecis asamasl zorlanmama neden oldu.

10 Kla5|lf f|'2|!< konularinda da genel eksikliklerim 43 160 155 250 80 3 324 Orta
oldugu icin zorlandim.

11 Klasik ve goreli kavramlari iliskilendirmekte 43 167 182 232 6l 6 315 Orta
zorlandim.

12 Klasik ve goreli kavramlarin ayrimini 52 201 192 189 53 299 Orta

yapmakta zorlandim.

13 Konu soyut oldugu igin zor geldi. 60 165 157 224 79 3,14 Orta

Referans sistemlerinin hangisinde hangi

4
6
15 Konunun zor oldugu hakkinda 6nyargiliyim. 60 158 182 200 82 9 3,13 Orta
niceligin 6lguldiigiini belirlemek zor.

19 27 154 236 202 68 3,19 Orta

Sagduyuma/dngorilerime aykiri sonuglari

20
olmasi anlamami zorlastirdi.

53 181 189 203 60 5 3,05 Orta

Yeni bir algi ve felsefe gerektirdiginden

2
3 anlamak zor.

51 191 173 225 50 1 3,05 Orta

Ortalamalar 50,1 171,4 174,4 221,9 69,4 4,3 3,13 Orta

Tablo 3 incelendiginde, 6grencilerin konuya yonelik algisina iliskin maddelerden olusan birinci
faktoriin genel ortalamasina bakildiginda, “Orta” diizeyde zorlanmanin oldugu sdylenebilir. Ancak,
maddelerin ikisi hari¢ timinde besli derecelendirmenin zorlanmayi belirten “4”e dogru yanitlarin
yigildigi gérilmektedir. Buradaki maddelerin blylk cogunlugunun 6grencilerin klasik fizik ile goérelilik
arasindaki farklari algilamakta, yeni anlayisa uyum saglamakta zorlanmalari ve glinlik deneyimleri ve
sagduyularina uydurmakta zorlanmalari ile iliskili oldugu goérilmektedir. Bunun yani sira, az da olsa
matematik ile iliskilendirilebilecek maddeler de oldugu belirlenmistir. Klasik fizik-modern fizik paradigma
degisiminin ortaya cikardigi gigliikler ile ilgili maddelerde (Madde 4, 8, 11, 23); fazladan ¢aba, zaman ve
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emek harcama ile ilgili maddelerde (Madde 3, 8) ve konularin zor olduguna iliskin &nyargi ile ilgili
maddede (Madde 15) yiksek giicliik dizeyinde (Zor ve Cok zor) yigilma oldugu goérilmustir. Ayrica klasik
fizikten kaynaklanan sorunlar (Madde 10), konunun giinliik yasamla iliskilendirilememesi ve soyut olarak
gorilmesi ile ilgili sorunlar (Madde 6, 13) da zorlanma nedeni olarak belirtilmistir.

250
221,9
2
00 171,4 1744
150
100
69,4
50,1
50
. 4,3
O —
1 2 3 4 5 Bos

Sekil 2. Birinci faktor icin ortalama zorluk derecesinin dagilimi

Sekil 2’de gorulduga gibi, birinci faktére ait 6grencilerin genel zorluk derecelerinin, besli
derecelendirmede “4”e egilimli oldugu gorilmektedir. Yani, her ne kadar ortalamalar “Orta” diizeyde bir
zorluk oldugunu gosterse de, bu faktorde “Zor”a dogru bir egilimin oldugunu séylenebilir.

Tablo 4.
ikincifaktérdeyeralanmaddelereverilenyanitiarinfrekansdadilimi

Cok Kolay ¢ - Cok Zor

Madde
No Madde 1 2 3 4 5 Bos O aralik
Puan

Goreli nicelikler, klasik niceliklerden daha

3 ) 85 236 202 136 30 2 2,70 Orta
mantikli oldugundan kolay.

7 Izledigim belgeseller/animasyonlar 133 265 135 102 50 6 252 Kolay
anlamami kolaylastirdi.

9 Klasik mekanige yakin bir konu oldugu igin 47 190 227 178 47 2 298 Orta
anlamam kolay oldu.

14 Konunun anlatim bigcimi anlamami 76 253 181 126 49 6 274 Orta
kolaylastirdi.

16 Konuyu anlamak kolay. 64 178 202 169 67 11 3,00 Orta

21 :(:)I;eillllgln mantigini anladigim icin kolay 66 244 190 151 37 3 278 Orta

Ortalamalar 78,5 227,7 189,5 143,7 46,7 5,0 2,79 Orta

Tablo 4’te, konularin anlatim bicimine iliskin maddelerden olusan ikinci faktoriin genel ortalamasina
bakildiginda, bir madde hari¢ “Orta” diizeyde zorlanmanin oldugu séylenebilir. Ancak, maddelerin ikisi
hari¢ timinde “2”ye (“Kolay”a) dogru yanitlarin yigildig1 séylenebilir. Buna goére, 6grencilerin genel
olarak goreliligin mantigini, felsefesini bir kez anladiktan sonra konuyu “Kolay” olarak nitelendirmeye
egilimli olduklari distndlebilir. Ogretim teknigi ile ilgili oldugu gériilen maddelerde (Madde 7)
cogunlukla gliclik diizeyinin diisik oldugu belirlenmistir.
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Sekil 3. ikinci faktér icin ortalama zorluk derecesinin dagilimi

Sekil 3’te goruldigu gibi, ikinci faktore ait 6grencilerin genel zorluk derecelerinin “2”ye egilimli
oldugu gorilmektedir. Yani, her ne kadar ortalamada orta diizeyde bir zorluk oldugunu gosterse de bu
faktorde “Kolay”a dogru egilimin oldugu soylenebilir.

Tablo 5.
Uciinciifaktérdeyeralanmaddelereverilenyanitlarinfrekansdagilimi

Madde odde Cok Kolay ¢ - Cok Zor —
No 1 2 3 4 5  Bos Aralik
Puan
17 Matematiksel bilgi/beceri gerektirmesi 81 227 181 153 47 2 279 Orta

anlamami zorlastirdi.

18 Problemleri ¢dzmek zor. 52 205 163 209 57 5 3,02 Orta
22 Birimleri cevirmekte zorlaniyorum. 72 170 161 205 78 5 3,07 Orta
Ortalamalar 68,3 200,7 168,3 189,0 60,7 4,0 2,96 Orta

Tablo 5’te, 6grencilerin matematiksel zorlanmalarina iliskin maddelerden olusan Ggiinct faktorin
genel ortalamasina bakildiginda, “Orta” diizeyde zorlanmanin oldugu séylenebilir. Ancak, 22. maddeye
verilen yanitlarin “4”e dogru yigildig1, 17. maddede ise “2”ye dogru yigildigini gérilmektedir. S6z konusu
matematiksel becerilerin farkli beceriler olmasi buna neden olabilir. 18. maddede ise hem “2”, hem de

“4"te yigilmanin olmasi, 6grenciler agisindan problemlerin zor ve kolay algisinda dengeli bir dagilim
oldugu gorilmektedir.
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Sekil 4. Ugtincii faktor icin ortalama zorluk derecesinin dagilimi

Sekil 4'te goraldugi gibi, Gglincl faktore ait 6grencilerin ortalama zorluk derecelerinde bir denge s6z
konusudur. Ancak “2”ye dogru egilimin biraz daha baskin oldugu gorilmektedir. Yani, her ne kadar
ortalamada orta diizeyde bir zorluk oldugunu gosterse de bu faktorde “Kolay”a dogru egilimin oldugu
soylenebilir.

Birinci faktorde yer alan 4. maddede goreliligin yorumlanmasinin zorluguna katilimin yiiksek oldugu
gorilmekte. ikinci faktérde yer alan 21. maddede ise égrenciler géreliligin mantiginin anlagildiginda zor
olmadigl gorisine katiliyorlar. Bu iki madde birlikte ele alinirsa goreliligin 6grenciler tarafindan zor
anlasilan ancak anlasildiginda ¢ok da zor olmadigini gérdiikleri bir konu oldugunu distindiikleri sonucuna
varilabilir. 15. maddede s6zi edilen konunun zor olmasi hakkinda onyargilara sahip olmaya yuksek
katilimi da bu sonuca baglayabiliriz.

Frekans bazinda; birinci ve lglincl faktorlerde yer alan ve dogrudan veya dolayl olarak matematiksel
gucluklerle ilgili olan maddelerde (Madde 1, 19, 22) zorluk derecesinin arttigi gériilmustir. Ancak
matematiksel agidan zorlanmadigini belirten maddede (Madde 17) yogunluk gorilmektedir. Benzer
bicimde, birinci ve ikinci faktorlerde yer alan; fazladan ¢aba, zaman ve emek harcama ile ilgili
maddelerde (Madde 3, 8) ve konularin zor olduguna iliskin 6nyargi ile ilgili maddede (Madde 15) yiiksek
gicliik dizeyinde yigilma oldugu gorilmastdr.

Ogrenim Diizeyi ve Cinsiyete Gore Verilerin Karsilastirilmasi

Ogrencilerin yanitlarinin cinsiyete veya 6grenim diizeyine bagl olarak farklilk gdsterip
gostermedigi incelenmistir. Bu amagla, kadin ve erkek ogrencilerle, lise 6grencilerinin ve Universite
ogrencilerinin yanitlarinin ortalamalari ayri ayri ele alinmistir.
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Sekil 5. Gruplarin ortalama puanlari

Sekil 5’te gorilduga gibi, gruplarin 6lcege verdikleri yanitlarin ortalamalari arasinda oldukga kiiglik
farklar vardir. Bu nedenle, verilen yanitlarin faktérlere ve faktorlerde yer alan maddelere gore daha
ayrintili bir karsilastirma yapmak yararh olacaktir. Kadin ve erkek 6grencilerle, lise 6grencilerinin ve
Universite 6grencilerinin yanitlarinin ortalamalarinin faktorlere gére dagilimi Tablo 6’da verilmistir.

Tablo 6.
CinsiyeteveOkulDiizeyineGéreOrtalamaPuanlar

Kadin Erkek Lise Universite Genel

Faktorler
Ort. Duzey Ort. Dizey Ort. Diizey Ort. Dizey Ort. Duzey

Birinci Faktor 3,19 Orta 3,00 Orta 3,12 Orta 3,13 Orta 3,13 Orta

ikinci Faktor 2,80 Orta 2,72 Orta 2,86 Orta 2,47 Kolay 2,79 Orta
Ugiincii Faktor 3,00 Orta 2,87 Orta 2,98 Orta 2,95 Orta 2,96 Orta
Genel 3,06 Orta 2,91 Orta 3,04 Orta 3,01 Orta 3,02 Orta

Tablo 6 incelendiginde, cinsiyet ve egitim diizeyi agisindan,her bir faktér icin biri disinda tim zorluk
dizeylerinin “orta” diizey araliginda oldugu gorilmektedir. Yalnizca ikinci faktorde Gniversite
ogrencilerinin ortalamasi “kolay” dilizey araliginda cikmistir. Bu da gostermektedir ki, Universite
ogrencileri, konunun 6gretim yontemleri ile ilgili lise 6grencilerine gére daha az zorluk yasamaktadir.

Tim 6lcek maddeleri incelendiginde, lise ve Universite 6grencilerinin yanitlari arasinda anlamh fark
olup olmadig t testi ile belirlenmistir. Yapilan t testi sonuclarina gore, zorlanma nedeni olarak birinci
faktorde yer alan Madde 2 ve ikinci faktorde yer alan Madde 7 ve 14’te lise 6grencilerinde, birinci
faktorde yer alan Madde 13’te ise universite 6grencilerinde anlamli bir fark gorilmustir. Anlamhhk
degeri 0,05’in altinda olan s6z konusu maddelerin t degeri ve buna gore anlamlilik degeri soyledir: 2.
madde (2,126; p: 0,034), 7. madde (2,496; p: 0,013), 13. madde (-2,320; p: 0,021), 14. madde (2,044; p:
0,042). Yani, 6gretim teknikleri ile ilgili olarak lniversite 6grencilerinin daha disiik diizeyde zorlanma
yasamaktadir. Buna karsin, Gniversite 6grencilerinin lise 6grencilerine gére anlamli olarak konulari daha
soyut olarak nitelendirdigi anlasiimaktadir.

Cinsiyete gore t testi sonuglari bazi maddelerde kadinlarin erkeklere nazaran anlaml bir bigimde
daha fazla glglik ¢ektigini gostermektedir. Bunlar; birinci faktérde yer alan Madde 1, 4, 6, 8, 11, 13, 23;
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ikinci faktérde yer alan Madde 16 ve (iglinci faktorde yer alan Madde 22’dir. Anlamlilik degeri 0,05’in
altinda olan s6z konusu maddelerin t degeri ve buna gore anlamlilik degeri soyledir: 1. madde (t: 2,275;
p: 0,023), 4. madde (t: 2,855; p: 0,005), 6. madde (t: 2,936; p: 0,004), 18. madde (t: 2,064; p: 0,040), 11.
madde (t: 2,919; p: 0,004), 13. madde (t: 2,988; p: 0,003), 16. madde (t: 2,110; p: 0,036), 22. madde (t:
2,296; p: 0,022), 23. madde (t: 4,978; p: 0,000). Buna gore, matematiksel gigcliikler ve klasik fizik-modern
fizik paradigma degisiminden ileri gelen algisal gigliklerle ilgili maddelerde kadinlarin daha ¢ok
zorlandiklari belirlenmistir.

Sonug ve Tartisma

Ozel goreliligi derslerinde gérmiis olan lise ve Universite 6grencilerinin 6zel gorelilik zorluk nedenleri
Olcegine verdikleri yanitlardan elde edilen bulgular, 6grencilerin bu konuyu zor oldugu kadar kolay
oldugunu da disiindiiklerini gdstermektedir. Ozele inildiginde, her bir maddede yer alan ifadenin zor
veya kolay olarak 6grenciler tarafindan nitelendirilmesi; cinsiyete, 6grenim diizeyine bagh olabilecegi
gibi, bunlardan bagimsiz olarak da degisebildigi belirlenmistir.

Lise ogrencilerinin bulgulari ile Gniversite 6grencilerinin bulgulari karsilastirildiginda 6lcek puan
ortalamalari agisindan belirgin bir fark gorilmemektedir. Ancak her madde igin zorluklar, lise ve
Giniversite ogrencileri icin ayri olarak karsilastirildiginda lise 6grencilerinin konunun anlatim bigimi
acisindan ve fazladan caba ve zaman harcamak gerektirmesi bakimindan daha ¢ok zorlandiklari
gorilmustir. Bunun sebebinin liselerde konunun daha dar kapsaml olmasi bakimindan 0Ogretim
sirasinda farkh 6gretim yontemlerinin kullanilmamis olabilecegini disinmekteyiz. Bu duruma aciklik
getirebilmek icin ek bir arastirma ile goreliligin 6gretiminde kullanilan 6gretim yontemleri arastirilabilir.
Cunki ozel gorelilik sadece matematiksel bir sekilde 6gretilirse, 6grenciler 6zel goreliligin kavramlarinin
klasik goreli kavramlardan ne farki oldugunu anlayamamaktadir (Arriassecq ve Greca, 2012). Alanyazinda
gorelilik teorisinin 6gretiminde 6grencilerin gesitli kavramsal zorluklara sahip oldugu belirtiimektedir
(Dimitriadi ve Halkia, 2012; Korkmaz ve digerleri, 2016; Sherr ve digerleri, 2001; Sherr, 2007, Villani ve
Pacca, 1987;). Bu zorluklarin asilmasinda alanyazinda yapilan 6neriler genellikle 6gretim yontemlerinin
cesitliligine vurgu yapmaktadir. Ornegin disiince deneyleri ve paradokslarin kullanimi (Cornier ve
Steinberg, 2010; Cacioppo ve Gangopadhyaya, 2012; Velentzas ve Halkia, 2013), bilgisayar
similasyonlari ve oyunlari (Kraus, 2008; Wegener ve digerleri, 2012; Savage ve digerleri, 2007; Carr ve
Bossomaier, 2011), bazi deneylerin kullanimi (Singh ve Hedgeland, 2015) 6zel goreliligin 6gretimi icin
Onerilmektedir.

Konuya yonelik algi faktori ile ilgili bulgular, 6grencilerin klasik fizik ile gorelilik arasindaki farklar
anlama konusundaki zorlanma ifadesine katildiklarini gostermektedir. Ayrica klasik fizikten modern fizige
gecis ile ilgili paradigma degisiminin ortaya cikardigi zorluklar ile ilgili maddelere verilen yanitlarin yliksek
zorlanma diizeyinde yigilma oldugu bulgulardan anlasilmaktadir. Ozellikle kadin 6grencilerin, erkeklere
oranla bu konuda daha fazla zorlandiklari dikkat c¢ekmektedir. Bunun nedenleri, ayrintih olarak
arastirilabilir. Alanyazina gore, 6grenciler gorelilik ile ilgili sorulara cevap verirken klasik fizik kullanma
egilimi gdstermektedir (Turgut ve digerleri, 2013; Pietrocola ve Zylberztajn, 1999). Ogrenciler ozel
gorelilikle ilgili problemlerin ¢6ziimiini yapsalar dahi goreliligin ana kavramlarinin anlasilmasi siirecinde
klasik distiinme yollarini degistirmede zorluk yasamaktadir (Arriassecq ve Greca, 2012). Sherr (2007) bu
zorluga glinlik yasamda edindigimiz tecriibelerin sebep oldugunu belirtmektedir. Ayrica bu ¢alismanin
bulgulari 6grencilerin klasik fizik konularinda eksiklikleri olmasi fikrine katilma oranlarinin yiiksek
oldugunu gostermektedir. Benzer sonuglar Selguk’un (2011) galismasinda da goérilmektedir. Sherr ve
digerleri (2001) 6grencilerin 6zel gorelilikte basarisizliklarinin altinda yatan sebebin daha temel konulari
anlamalarindaki eksiklikler oldugunu belirtmistir.

Ogrencilerin 6zel gérelilikte zorlanma nedenlerinden biri de matematiksel zorluklar oldugu arastirma
bulgulari sonucunda gériilmektedir. Ugiincii faktérii olusturan matematiksel zorluklarla ilgili maddelerde
ogrencilerin matematiksel zorluk yasadiklari anlasilmaktadir. Ancak konunun matematiginin zor
olmadigini disiinenlerin sayisi da oldukca fazladir, hatta 6grencilerin cogu 17. maddede matematiksel
beceriler bakimindan zorlandiklar fikrine katilmamistir. Bu duruma, lise ve Universite 6grencileri

422



Kizilcik ve Yavas — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 46(2), 2017, 399-426

arasinda anlamli fark olmasi bulgusu da eklendiginde, lise ve Universitede 6gretilen konularin kapsami ve
matematiksel iceriginin farkli olmasinin sebep oldugu yorumu yapilabilir. Ek olarak, cinsiyete gore
matematiksel zorluklar iceren ifadelerde anlamli fark bulunmustur. Kadinlarin erkeklere gore
matematiksel becerileri iceren maddelerde daha ¢ok zorlandiklarini belirtmislerdir. Bunun nedenlerinin
arastirilacagi calismalar yapilmalidir. Alanyazinda 6grencilerin gorelilik teorisi ile ilgili matematiksel
zorluklara dikkat cekilmektedir (Didis Kérhasan ve Ozcan, 2015; Turgut ve digerleri, 2013; Ogborn, 2005).
Angell ve digerleri (2004) fizik dersi hakkinda 6grenci ve 6gretmen goéruslerini arastirdiklari ¢alismasinin
sonuglarinda 6grencilerin matematigi bir sorun olarak gérmediklerini ancak 6gretmenlerin 6grencilerin
matematik becerilerindeki eksikliklerden yakindiklarini belirtmektedir. Yine bu ¢alismanin sonuglari
ogrencilerin gorelilik konusunu ilging bulduklarini gostermektedir. Gorelilik teorisinin 6gretiminde
matematiksel igerigin azaltilmasini ve konunun ana kavramlarini 6grencilerin anlayabilecegi tarzda
diizenlemenin daha etkili olacagini diisinmekteyiz. Bununla ilgili olarak Velentzas ve Halkia’nin (2013)
dusiince deneylerinin gorelilik teorisinin 6gretiminde kullaniimasinin hikaye tarzinda ve az matematik
icermesi bakimindan avantajlarina dikkat ¢ekmistir. Arriassecq ve Greca (2007) da ozel goreliligin
ogretiminde kavramsal olarak uygun ve motive edici materyallerin hazirlanmasinin 6grencilerin anlamli
o6grenmesini saglamada etkili olacagini belirtmistir.
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The aim of this study is to determine the effects of Student Teams Achievement Divisions
(STAD) and Learning Together (LT) methods of cooperative learning model and the
conventional methods on academic achievement and retention of the knowledge leraned in
the subject of Analytic Examination of the Circle of candidates of primary school mathematics
teaching. Quantitative research methods are used in and this study is designed according
quasi-experimental to pre-test, post-test design with control group. The sampling of the study
is formed by the 76 students in normal and evening education groups of 3rd grade in primary
school mathematics teaching department at a state university. The achievement test formed
by the researcher, module tests are used as data collection tools in the study. The study is
held with 2 experimental and 1 control groups in totally three classes. STAD method is used in
the first group, LT is used in the second group, and the conventional methods are used in the
third group. Descriptive statistics, one way variance analyses (ANOVA) and LSD multiple
comparison tests are used in the analyses of quantitative data. Consequently, it is seen that
STAD and LT methods are more effective on academic achievement of the students and the
retention of the knowledge. It is also seen that STAD is more effective on academic

achievement and LT is more effective on retention.

isbirlikli Ogrenme Yéntemlerinin Cemberin Analitik incelenmesi konusunda
Ilkégretim Matematik Ogretmeni Adaylarinin Akademik Basarilarina ve

Kalicilik Diizeylerine Etkisi
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Bu ¢alismanin amaci isbirlikli 6grenme ydntemlerinden Ogrenci Takimlari Basari Bélimleri
(OTBB) ve Birlikte Ogrenme (BO) ile geleneksel dgretim yénteminin Cemberin Analitik
incelenmesi konusunda ilkégretim matematik dgretmeni adaylarinin akademik basarilarina,
edinilen bilgilerin kalicihgina etkisini belirlemektir. Calismada nicel arastirma yontemi
kullanilmis, yari-deneysel yapida 6n test-son test kontrol gruplu desene gore tasarlanmistir.
CGalismanin 6rneklemini bir devlet Universitesinin ilkogretim matematik 6gretmenligi bolimu
normal ve ikinci 6gretim programinin 3.sinifina kayith 76 6gretmen adayi olusturmaktadir.
Calismada veri toplama araci olarak arastirmaci tarafindan gelistirilen basari testi ile modiil
testler kullanilmistir. Arastirma 2 deney 1 kontrol grubu olmak lzere 3 sinifta
gerceklestirilmistir. Bu gruplarin birincisinde OTBB ydntemi, ikincisinde BO ydntemi,
lictincuslinde ise geleneksel 6gretim yontemi kullanilmistir. Verilerin analizi i¢in tanimlayici
istatistikler, tek yonli varyans analizi (ANOVA), LSD ¢oklu karsilastirma testi kullaniimistir.
Sonug olarak; OTBB ve BO ydntemlerinin geleneksel dgretim ydntemine gére dgrencilerin
akademik basarilari ve bilgilerin kaliciligi Gizerinde daha etkili oldugu gérilmiistiir. Ogrencilerin
akademik basarilari iizerinde OTBB ydénteminin, edinilen bilgilerin kaliciiginda ise BO
yonteminin daha etkili oldugu sonucuna ulagiimigtir.
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Introduction

Education systems play the most active role in upbringing the human model required by the information
age we live in. Accordingly, education systems try to improve themselves in order to provide students with
skills to gain information and improve them, besides transferring existing knowledge to students. Students
need to have rich and effective learning experiences in order to acquire these high-level mental process skills.
These learning experiences, however, are available in active learning environments where students are
encouraged scientific thinking and self-renewal, learners interact with one another, and the responsibility of
the learning process is taken by themselves (Ozyurt, 2013).The creation of environments in which students can
be actively involved in the learning process, however, is directly related to the selection of appropriate teaching
methods and techniques. Thus, a teaching process based on consideration and investigation should be
combined with expertly prepared teaching techniques and students should be tried to be activated in the
classroom (Bonwel and Eison, 1991; as cited in Ozyurt, 2013).

Student-centered teaching methods are regarded and implemented in active learning. Active learning
makes learning an operational process where students are actively involved and teachers control this process,
rather than being person to ‘present the information’. Active learning process has significant contributions to
provide learners acquire advanced skills they may use in their life and engage in intellectual initiatives (Akpinar
and Gezer, 2010).

The objectives of active learning are to free students from the passive status in the educational process
and to create learning processes in which students are effective and actively participating (Caliskan, 2005).In
active learning, students reach their own resources in research studies, learn the ways to access information
from various sources, organize and present information they obtain, take responsibility and share in individual
and group projects. They interact and collaborate for the production of common information (Akar,
2012;Savas, Obay & Duru, 2008).Hence, learners take an active role in the learning and teaching environment.
For this reason, researchers and educators want to develop and implement learning environments in which
learners have an active role.

One of the learning approaches learners take an active role in the learning activities is the Cooperative
Learning Model. Cooperative learning is a kind of group work composed of different methods, which aims to
increase the learning capabilities of both group of friends and students themselves in small groups by common
objectives. This learning method attracts a growing interest in many countries, particularly in the United States,
around world (Ozyurt, 2013). This interest is indicated by the increasing number of studies conducted so far,
the density of activities regarding training students in cooperative learning, the number of participants in these
activities and the excessive number of publications on this subject (Timur, 2006).

Cooperative learning is used in mathematics, language education, social studies, science and many other
subjects, starting from the second grade in primary to undergraduate degree (Gomleksiz, 1997).Ural (2007)
cites Davidson (1985) that cooperative learning is regarded as an alternative method for the development of
Mathematics teaching.

Geometry constitutes an important area of mathematics. Geometry information is widely and often used
in many courses and problem solving. For these reasons, geometry teaching also constitutes an important part
of Mathematics teaching. In order for the geometric thinking to be realized, it is essential to teach geometric
concepts. For effective geometry teaching, it is vital and crucial that teachers should have skills to understand
students, diagnose the level of their learners, and use communicative language appropriate to their level/s. The
geometry success of students is closely and directly related to teacher’s geometry knowledge capacity and
ability to improve this capacity (Duru, 2010).

Because of the fact that “Faculties of Education” are the first settings where teachers began to step into
the teaching profession, teachers should be provided a quality education in universities. Quality education pre-
service Math teachers receive and different methods they learn and use in university will also contribute to
teaching analytic geometry course topics in an effective way, when they start teaching (Ozerdem, 2007).

From the very first time when the dominance of teamwork to individual work was noticed, the impact of
cooperative learning on the academic success has been the subject of numerous studies up to the present. In
the majority of these studies, cooperative learning method is compared to traditional learning method and
cooperative learning method was determined to be more effective than traditional teaching method, as
expected (Avsar and Alkis, 2007; Brahmer and Harmatys, 2009; Bilgin and Geban, 2004; Dellalbasi, 2012;
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Doymus et al., 2004; Gelici 2011; Ozdogan, 2010; Ozsari 2009; Ozyurt, 2013; Saritas, 2002; Tsay and Brady,
2010; Unlu and Aydintan, 2011).

Today, it is observed that models which activate students in the learning environment and increase the
overall level of success in classroom come forward in educational systems. Cooperative learning, the leading
one of these models, has a large number of techniques that can be applied from the primary contexts to the
undergraduate level. Literature survey (Arisoy, 2011; Arslan and Sahin, 2004; Cirakoglu, 2009; Doymus et al.,
2004; Efe, 2011; Ertekin, 2001; Gulsar, 2014; Johnson et al., 2000; Karaoglu, 1998; Marangoz, 2010; Ozsari,
2009; Ozyurt, 2013; Saritas, 2002; Ural, 2007, Unlu, 2008; Vaughan, 2002; Yildiz, 2001; Zenginobuz, 2005)
indicates that Student Teams Achievement Divisions (STAD) devised by Slavin in 1970s and Learning Together
(LT) technique developed and improved by Kurt Lewin, Morton Deutsch and Johnsons in the mid-1960s are
widely being used in Mathematics and Science classes.

As another result of the literature survey, no researches are found in the subjects of Analytic Geometry
regarding the implementation of cooperative learning at bachelor’s degree. Therefore; this present study is
expected to contribute to the field. In addition, it is expected that refreshing and enriching pre-service
teachers’ knowledge and experience which they have already accumulated throughout their academic live sand
transferred to university education, their reflection of strategies and techniques they learn to their career,
sufficient information and equipment they are provided during their undergraduate training will improve the
quality of education provided in schools. It is thought that cooperative learning methods followed in the study
will help to overcome pre-service teachers’ shortcomings related to the methods used in teaching activities
during their undergraduate education. This study examines the impact of materials designed according to STAD
and LT techniques of cooperative learning method and lectures in accordance with these techniques on pre-
service teachers' academic achievement and retention levels in the subject of Analytic Geometry. The results of
the study are expected to contribute to maths teachers and people who are interested in this field in terms of
the promotion of cooperative learning. Additionally, this study will help increase pre-service teachers’
awareness on the subject and contribute to improve their social relations

This study tries to determine the effects of Student Teams Achievement Divisions (STAD) and Learning
Together (LT) methods used in cooperative learning on pre-service primary school maths teachers' academic
achievement regarding the subject “Analytic Examination of the Circle” and retention levels of the knowledge
acquired. Within this context, the main problem statement of the research is as follows: “Is there a significant
difference between the traditional teaching method and cooperative learning method regarding the subject
‘Analytic Examination of the Circle’ in terms of pre-service primary school maths teachers' academic
achievement and retention level of the knowledge acquired?”Answers to the following sub-problems are
sought.

1. Is there a significant difference between pre-testand post-test scores of pre-service primary school
maths teachers regarding the subject ‘Analytic Examination of the Circle’?

2. Is there a significant difference between traditional teaching method and cooperative learning
methods(STAD and LT) on the retention level of the knowledge they acquired regarding the subject
‘Analytic Examination of the Circle’?

3.  Which of the methods used in teaching the subject of ‘Analytic Examination of the Circle’ is more
effective on the development of pre-service teachers?

Method
Research Model

In this research Quasi-experimental research design is used which is appropriate to determine whether
teaching materials or methods have the intended effect on participants in different schools or classes. In this
type of design, classrooms are included in the study for an educational purpose (Karasar, 2005; McMillan and
Schumacher, 2006).The main objective of the experimental design isto test the causal relationship created
between the variables (Buyukozturk et al., 2010).For this reason, this research utilizes quasi-experimental
pretest-posttest design with a control group. Quasi-experimental model is often used in conditions where it is
impossible, very difficult or sometimes unnecessary to create randomized experimental and control groups
(Basturk, 2009).Classes which followed collaborative teaching methods form "Experimental Groups" while
students in classes where teacher-centered teaching methods are used in teaching constitute "Control Group."
The experimental design of study is given Table 1.
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Tablel.Experimental design used in the research

Post Retention

Grou Pretest Procedure
P Test Test

Exp 1 « Student Teams « «
- Achievement Divisions

Exp. 2 X Learning Together X X
Control X Traditional Teaching X X
Group

Subjects

The sampling of the study is comprised of 76 pre-service teachers studying in 3rd grade in normal and
evening education groups at the Department of Primary School Mathematics Teaching in a public university.
Students in the working group were chosen using appropriate sampling method. Experimental studies can be
carried out by selecting two groups (classes) data out of groups which seem relatively most identical to each
other considering some data (Buyukozturk, 2010).In this research the average grades regarding the course
‘Analytic Geometry I’ of the students in 3 branches were first examined, and because they were found to be
very close to each other, two of them were randomly designated as ‘experimental groups’ and one other was
chosen as ‘Control group’. The study was conducted by the researcher in each group.

Data Collection Tools

‘Achievement Test for Analytical Examination of the Circle "and "Module Tests' developed by the
researchers were used to collect data in this study. The relevant literature was surveyed for this study which
aims to determine the effects of cooperative learning methods on pre-service teachers' academic achievement
and retention levels of the knowledge acquired regarding the subject “Analytic Examination of the Circle ” in
undergraduate level. Multiple choice and open-ended questions were included in the academic achievement
test after consulting a mathematics education specialist holding doctoral degree in this field.A table of
specifications regarding the analytical examination of the circle (15 items) was prepared considering
acquirements in Analytical Geometry curriculum prepared by The Board of Education and Discipline (TTK in
Turkish), Bologna process learning outcomes, and Geometry and Analytic Geometry textbooks.

48 items regarding the analytical examination of the circle were developed according to the table of
specifications prepared. These items were administered as a pilot study to 73 students who have previously
taken Analytic Geometry courses and the total scores each student obtained in the test were calculated. While
calculating the test points, correct answer for each question was calculated as 4 points. In scoring of open-
ended questions was used Holistic Rubric for Solving Problems (Ministry of National Education, MoNE, 2011).
Indices of difficulty and discrimination for test items were calculated. Item indices of multiple choice questions
included in the achievement test were calculated according to Tosun and Taskesenligil(2011) while item
analyses for the open-ended questions were done according to Bayrakceken (2008).Taking the available
information into account, items included in the test in pilot study were revised. A total of 15 questions were
excluded from the test because they were found to have an index of discrimination under .20 and 5 of the
remaining open ended questions were included into 2 of the 8 open ended questions as sub-questions. Overall
item difficulty index was found to be .582 and index of discrimination was calculated as .344 in the test.

For the provision of content validity, the remaining questions along with the table of specifications
were delivered to two experts working in the field of mathematics education and one teacher currently
working in an Anatolian high school for expert judgment. As a result of the feedback received, an achievement
test consisting of 8 open-ended and 20 multiple-choice questions for the analytical examination of the circle
was constructed. It is essential to check and analyze the reliability of the test in order to ensure that
measurement results of the test items obtained are error-free and items are consistent with each other.
Frisbee (1988) purports that Cronbach's alpha coefficient is the most ideal method for reliability of the tests
consisting of open-ended and multiple choice questions. Reliability analysis was conducted on data obtained
from the pilottest and Cronbach’s alpha value was calculated as .784. A high reliability of the test indicates that
the error involved in the test is little; a low reliability, however, suggests that the error involved in the test is
much (Ozcelik, 2010).
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Open-ended questions on the achievement test used in the pilot test assessed and evaluated by the
researcher and another expert in mathematics education utilizing Holistic Rubric for Problem Solving (MoNE,
2011), then inter-rater reliability was calculated for each question and Kappa coefficient of aggreement for
these rater scores obtained was calculated as .862. This finding regarding the assessment of coefficients
indicates 'almost perfect aggreement' according to Landis and Koch (1977).

In the study, in order to follow the development of pre-service teachers, module tests =7 multiple-
choice and 4 open-ended questions regarding the topics to be covered each week— prepared considering the
criteria taken into account when constructing the achievement test were utilized. After the questions were
prepared, they were submitted to an expert in mathematics education and necessary modifications and
corrections were made taking into consideration the feedback received. Later,module tests were administered
to students who have taken the relevant course previously and studying in their final year at the Department of
Primary School Maths Teaching and reliability of the test measurements wasanalyzed. Coefficients of reliability
of module testswere calculated by using "Cronbach's Alpha" formula in SPSS. Coefficients of reliability of the
module tests were calcualted as follows: .69 for Test onEquations of Circles, .62 for Test on Exceptions
inCircles,.71 for Test on Circlesand Lines,.66 for Test on Tangent lines in Circles and Normal Equations, .74 for
Test on Conditions for Two Circles,.61 for Test on Conditions for One Point and aCircle — Power — Power axis,
and .76 for Test on Family of Circles — Semicircle — Inequalities.

Procedure

In the first week of the study, participants were informed and delivered a briefing about the procedures,
and a pre-test was administered to experimental groups and control group. Implementation phase of the
study lasted 7 weeks (21 hours). At the end of the implementation phase, an achievement test was
administered to experimental and control groups as the post-test. One month after the post-test, the
experimental and control groups were administered a retention test. Participants in each group are shown in
group diagram using initials of their names and surnames. Distinct codes are assigned to each participant in the
group diagram. The groups created were requested to choose a head of group and a spokesperson.

STAD Implementation:

In a lesson a week before starting research on teachers in the first experimental group, a briefing session
was organized for all students in order to explain the implementation procedure of the Student Teams
Achievement Divisions (STAD) method, how to evaluate the studies and expectations from the participants.
After determining the class to implement this method, student teams were formed. Pre-service teachers’ pre-
test results for ‘Achievement Test for Analytical Examination of the Circle" were taken into consideration for
the formation of student teams. Pre-service teachers’ names were listed in descending order according to their
pre-tests results, and heterogeneous teams were formed by writing letters A, B, C, D, E, F and G forward and
back from the top to the last student in the list. Six teams of four people and one team of five people were
formed in that class comprised of 29 students. It was paid attention that every team included people at
different levels of achievement.

After all pre-service teachers comprehended the procedures and their responsibilities, the instruction was
started. In the first hour of Analytical Geometry course, three hours a week, the subject of the week was
presented in detail by the researcher using narration, question-answer and discussion techniques in class, and
participants were reminded of the preliminary knowledge they need to know. Pre-service teachers were often
asked questions about the subject and random participants were asked to answer. In the second hour of the
lesson, teams were delivered worksheets about the subject they were taught and asked to work it together
again with their friends in group. These worksheets were comprised of questions which were more challenging
and exploration-oriented or may require proof and discussion. The group (Group A only) was provided one or
two papers in order to encourage group members to work collaboratively. During group work, the researcher
walked around and observed the groups, and provided help to complete missing points he noticed. Ten
minutes prior to the end of the lesson, Answers to the worksheets were given and participants were provided
time to review and discuss about their mistakes if they had. In the third hour of the week, all students in teams
individually participated in the formative exam done after they completed learning as teams.

Learning Together Implementation:

Learning Together method was applied in the second experimental group of the research. The class was
divided into five heterogeneous cooperative groups, three of which included five members while next two
groups were comprised of four members each by taking their pre-test results for ‘Achievement Test for
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Analytical Examination of the Circle". Groups were given names and the members of the group were assigned a
code. Group members are shown in group diagram using initials of their names and surnames.

In a lesson a week before starting research, a briefing session was organized for all students in order to
explain the implementation procedure of the Learning Together (LT) method, how to evaluate the studies and
responsibilities of the participants. During implementation phase of the Learning Together (LT) technique,
before the group works, students were delivered lecture notes regarding seven sub-headings of the subject
covered in the research. Lecture notes / booklets covering different subheadings were studied each week and
the implementation phase was completed in a total of seven weeks.Three hours were allotted to the subject to
be studiedeach week. Each group member in the class, where LT methods were applied, was given various
assignments related to the subject to be studied next week and asked to write reports about the assignments.
By giving assignments and duties regarding the subject to be taught each week previously, group members
were aimed to be in the class ready and prepared. In the first hour of the courses an appropriate
environmentwas createdfor group members to be and work together. Then, the groups presented their group
assignments they prepared in relation to the subject and activities regarding that subject in groups, asked
guestions and discussed on the subject.In order to provide positive interdependence and encourage students
to work together, each group was given one worksheet. After this phase, one group was determined by lot,and
they were asked to present the assignment and activities regarding the subject in the class.As soon as that
group completed their presentation, questions were received from other groups and necessary discussion was
made on the subject.Afterwards, a second group out of remaining groups was selected by lot and was asked to
explain the subject to the class in the same way. While they were presenting their assignments, researcher
reminded the missing points and took the necessary measures in order to make learners understand the
subject better.

Traditional Teachinglmplementation:

Teaching of the subjects in the class designated as the control group was carried out according to
traditional teaching methods. In the control group, subjects studied were presented by the researcher using
plain narrative techniques, example questions were solved on the board and students were provided some
time to individually solve the other example problems. Then, a volunteer student was asked to present solution
on the board. As the lecture took place, students were asked several questions by the researcher where
considered necessary and researcher either continued teaching or preferred review and revision, according to
the responses received. When there were questions not solved by students, the researcher provided clues and
strived to redirect students to the solutions. It was considered to provide procedures such as immediate
feedback and reinforcements. In addition, examples solved during the lesson were paid attention to be the
same as those solved in the experimental groups. At the end of the lesson, students were given homework on
the subject discussed in class. While beginning the next lesson, the researcher strived to present and discuss
the solutions about the questions, as many as possible, which students could not do at home, and did an
overall review and revision of the previous lesson.

Data analysis

In the analysis of quantitative data obtained in this research SPSS v.18 (Statistical Package for the Social
Sciences) softwarewas utilized and the results were evaluated at .05 level of significance.Pre-test, post-test,
retention test and module tests as formative test scoresof the experimental and control groups were compared
both within themselves and others.In order to apply parametric tests such as t-test, ANOVA or ANCOVA to the
data obtained in any kind ofstudy, it is required that data are at least interval scale and normally distributed,
and the variances of the groups involved, in case of multiple groups (Can, 2014).Therefore; in the study, it was
first analyzed whether the obtained data are normally distributed or not. Owing to the fact that experimental
groups and control group of the researchinclude participants less than 30, Shapiro-Wilk test was utilized to test
whether their scores are normally distributed. Assumption of equality of variance, though, was assessed by
Levene Test. If significance value is p>.05 in Shapiro-Wilk test, it indicates normal distribution. If p-value of
Levene test is p>.05, it is then interpreted that variances are equal (Can, 2014).In the analyses of normally
distributed data in this research, t-test, ANOVA and LSD testwere used for multiple comparisons between
groups.
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Findings
Findings as results of first sub-problem

The first sub-problem of the research is stated as “Is there a significant difference between pre-test and
post-test scores of pre-service primary school maths teachers regarding the subject ‘Analytic Examination of the
Circle’? Descriptive statistics and test of normality results obtained as a result of the analysis of the groups’ pre-
test and post test scores are presented in Table 3.

Table 3.Descriptive statistics and test of normality results regarding the groups’ pre-test and post-test scores
Shapiro-Wilk Levene

Tests Group N X P Statistic df Sig. Statistic dfl  df2  Sig.
Exp.1 29 5693  14.293  .957 29 271

E:t Exp.2 23 5361 15284  .935 23 138 431 2 73 651
Control 24  50.00 12.087  .979 24 872
Exp.l 29 11148  9.230 932 29 .064

F;‘Ztt Exp.2 23 10500 16.181  .949 23 276 2617 2 73 .080
Control 24  93.75  13.241  .947 24 234

As observed in Table 3, as results of the pre-test done to determine the achievement level of the groups
on ‘Analytical Examination of the Circle’ prior to the application, the means were calculated as X =56.93 for
Experimental Group 1 where STAD method was followed, X =53.61 for Experimental Group 2 where LT method

was followed and X =50.00 for the Control Group. With respect to the Shapiro-Wilk test results, as p value for
all group is p>.05, it indicates that data are normally distributed. Besides, owing to the fact that p value is p>.05
according to Levene test, there exists no significant difference between the variances.

And also as a result of a post-test administered to determine the achievement levels of the experimental
and control groups regarding the ‘Analytic Examination of the Circle’ after the application, the means were

calculated as x=111.48 for Experimental Group 1 where STAD method was followed, x=105.00 for

Experimental Group 2 where LT method was followed and X =93.75for the Control Group. Because p value for
all groups is p>.05 in Shapiro-Wilk test results, data are normally distributed. Besides, owing to the fact that p
value is p>.05 according to Levene test, there exists no significant difference between the variances

Therefore; assumptions for ANOVA test for independent samples can be ensured for pre-test and post-test.
ANOVA test results are presented in Table 4.

Table4. Results for ANOVA Test applied to the groups’ pre-test and post-test scores

Tests Source Sum of Squares df Mean Square F Sig.
Between groups 631.397 2 315.698 1.621 .205
Pre-Test Within groups 14219.340 73 194.785
Total 14850.7 75
Between groups 4167.785 2 2083.892 12.492 .000
Post-Test Within groups 12177.741 73 166.818
Total 16345.526 75

When findings regarding the ANOVA test for independent samples applied tomean pre-test scores for
‘Achievement Test for Analytical Examination of the Circle’of the groups, presented in Table 4, are analyzed, it
is observed that there exists no statistically significant difference between groups (F(;73=1.621; p>.05). In order
an experimental study to give healthy outputs, it is anticipated that prior knowledge of the experimental and
control groups is at the same level. The findings obtained above indicate that there exists no significant
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difference between the achievement levels of the students in the experimental and control groups in terms of
knowledge about the unit studied prior to the application.

According to data presented in Table 4, One-way analysis of variance (ANOVA) for independent samples
was used to compare the post-test mean scores of the groups participated in the study regarding the ‘Analytic
Examination of the Circle’. When post-test results are examined, it is observed that there exists statistically
significant difference between groups (F(y73=12.492; p>.000). In order to identify between which groups there
is a significant difference, LSD multiple comparison test was used to compare the experimental groups and
control group.

When data are analyzed, it was found that there is no significant difference between EXP.1 which
followed STAD technique and EXP. 2 which followed LT technique in terms of post-test scores. However, there
are significant differences between experimental groups and control group which followed traditional teaching
methods. As Table 3.5 displays, academic achievement scores of the students in STAD group have a difference
of 6.483 between that of those in LT group and a difference of 17.783 between that of students in CONTROL
group.

As a result of tests applied to post-test scores, it is observed that students in EXP.1 which followed STAD
technique have been more successful than both students in EXP. 2 which followed LT technique and those in
CONTROL group which followed traditional teaching methods. It can be considered that the presentation made
by the teacher during the implementation phase of the STAD method and students’ review of the lesson after
the presentations have been significantly effective.

Findings as results of second sub-problem

The second sub-problem of the research is stated as “Is there a significant difference between traditional
teaching method and cooperative learning methods on the retention level of the knowledge they acquired
regarding the subject ‘Analytic Examination of the Circle’?”Descriptive statistics and test of normality results
obtained as a result of the analysis of the groups’ post-test scores are presented in Table 5.

Table 5.Descriptive statistics and test of normality results regarding the groups’ test scores in Retention test

_ Shapiro-Wilk Levene
GROUP N X SD
Statistic df Sig. Statistic dfi  df2  Sig.
Exp. 1 29 110.14 9.716 .938 29 .087
Exp. 2 23 112.52 11.548 .960 23 464 219 2 73 .804
Control 24 103.88 10.784 .969 24 .636

As observed in Table 5, according to the results of the retention test regarding the ‘Analytic Examination
of the Circle’ which was administered one month after the application, the means were calculated as x=110.14
for Experimental Group 1 where STAD method was foIIowed,i=112.52 for Experimental Group 2 where LT
method was followed and X =103.88 for the Control Group. Since p value for all groups is found to be p>.05in
Shapiro-Wilk test results, data are normally distributed. Besides, owing to the fact that p value is p>.05
according to Levene test results, there exists no significant difference between the variances. Therefore;
assumptions for ANOVA test for independent samples can be ensured. In order to determine whether there is a

significant difference between groups, One-Way Analysis of Variance (ANOVA) was utilized and findings are
presented in Table 6.
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Table6.Results for ANOVA Test applied to the groups’ test scores in Retention test

Source Sum of Squares df Mean Square F Sig.
Between groups 952.122 2 476.061 4211 .019
Within groups 8251.812 73 113.039
Total 9203.934 75

One-way analysis of variance (ANOVA) for independent samples was used to compare the mean scores of
the groups participated in the study regarding the retention test for ‘Analytic Examination of the Circle’ and
observed that there exists statistically significant difference between groups (F(;73) = 2.211; p>.05). In order to
identify between which groups there is a significant difference, LSD multiple comparison test was used to
compare the experimental groups and control group.

When data are examined, it is found that there is no significant difference between experimental groups.
However, there are significant differences between experimental groups and CONTROL group. According to
these findings, retention test scores of the students in EXP.2 group have a difference of 2.384than that of those
in EXP.1 group and a difference of 8.647 than that of students in CONTROL group.

Although EXP.1 which followed STAD method is the most successful group according to post-test scores,
students in EXP. 2 which followed LT technique are found to be the most successful according to the analyses
applied to retention test scores. This finding can be considered as a result of the fact that students in LT group
come together, review course materials and get ready before the lesson and do revision during the application
procedures.

Findings Regarding the Module Tests

As the third sub-problem of the research, answer for the question stated as “Which of the methods used
in teaching the subject of ‘Analytic Examination of the Circle’ has been more effective on the development of
pre-service teachers?”was sought. In order to find and answer to this question, arithmetic mean scores for the
module tests administered regarding the lesson taught in both experimental groups and control group after the
subject was covered each week during the application process are presented in Table 7.

Table 7.Mean scores for the Module tests

Group Modulel Module2 Module3 Module4 Module5 Module6 Module7
Exp. 1 31.70 31.79 29.55 32.46 33.34 41.82 24.76
Exp. 2 30.04 33.43 27.90 31.09 31.26 40.82 23.68
Control 29.00 29.45 22.19 24.65 25.42 36.45 21.21

In this research, the experimental groups and control group were administered module tests covering the
subject taught each week and their learning levels on a weekly basis weretriedto be monitored. According to
the data in Table 7, the mean scores of the experimental groups in all module tests appear to be higher than
those of the control group. It is observed that EXP. 2group has the highest mean score in Module Test 2 while
EXP. 1 group has the highest scores in all remaning module tests. It is understood that the CONTROL group has
the lowest scores in all module tests.

When these findings regarding the module tests are analyzed, they indicate that cooperative learning
methods have been more effective on the development of pre-service teachers. As for the results in the
experimental groups, STAD group is found to be more successful in six of the module tests while LT group has

the highest scores in only one test.
Results and Discussion

This study tries to determine the effects of teaching utilizing Student Teams Achievement Divisions (STAD)
and Learning Together (LT) techniques of cooperative learning methods on pre-service primary school maths
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teachers' academic achievement and retention levels of the knowledge acquired regarding the subject
“Analytic Examination of the Circle”, one of the topics in “Analytical Geometry” course which is taught junior
students studying at The Department of Primary School Maths Teaching. To this end, students’ level of
knowledge before the application, their development level during the application, and students’ level of
knowledge after the application. Additionally, retention level of the knowledge acquired was measured one
month after the applications were measured. Based on the analyses of the data obtained as results of the tests
administered before, during and after the application, the following conclusions were reached.

There exists no statistically significant difference between academic achievement pre-test scores of
participants in experimental groups followed cooperative learning method and students in the control group
which followed traditional teaching method. This finding indicates that three groups are equivalent and have
the same level of readiness before the start of the application. Keeping all the conditions equivalent in order to
follow STAD and LT techniques of cooperative learning methods is something required and essential for
interpretation of other sub-problems as it provides convenience.

It is observed through the findings obtained from the statistical analyses of academic achievement
post-test scores of the students participated in the research that STAD, LT and traditional teaching methods
followed in groups increase academic achievement, when compared to students’ pre-test scores. According to
the results of ANOVA test applied to post-test scores, academic achievement of the students in experimental
groups seems to be higher than academic achievement of those taught by traditional teaching method.
According to these findings, it can be said that cooperative learning techniques and traditional teaching
methodused within this research make a positive impact on academic achievement of the students. In this
case, the level of significance between post-test achievement scores of the experimental and control groups
appears to be of great importance in order to determine which method is more effective on the academic
achievements of students. According to LSD multiple comparison test results, students in experimental group
which applied STAD technique seem to be more successful than other groups in which LT and traditional
teaching methods were followed. This finding corresponds with the finding that cooperative learning methods
are more effective on academic achievement of students when compared to the traditional teaching method
(Akbuga,2009; Bilgin, 2004; Cirakoglu, 2009; Efe, 2011; Eskiturk, 2009; Gulsar, 2014; Marangoz, 2010; Ozsari,
2009; Tarim &Akdeniz, 2008;Ural, 2007; Unlu, 2008;Vaughan, 2002;Zenginobuz, 2005)

In addition, Slavin (1991) concludes in 11 of his 14 research that STAD is more effective than traditional
methods. In his research examining the impact of STAD technique on high school students’ achievement in
Geometry lesson, Morrow (1994) finds out that STAD technique appears to be an effective in-class teaching
method and students in groups which follow this technique in teaching shows higher achievement. Tarim
(2003) investigates 31 studies on the impact of cooperative learning methods on academic achievement and
reveals that STAD technique is the most widely used technique. Likewise, Gencosman (2011), in his study
focusing on the impact of STAD cooperative learning technique on students’ academic achievement, self-
efficacy, retention and test anxiety levels regarding the Science and Technology course, reveals that students
who participate in educational activities carried out according to the cooperative learning techniques can keep
knowledge in mind longer. Johnson, Johnson and Stanne (2000) compare and contrast the most widely used
eight cooperative learning techniques in a meta-analysis study in terms of (a) ease of learning the method,(b)
ease of initial use in the classroom, (c) ease of long-term maintenance of use of the method,(d) robustness of
the method, and (e) adaptability of method to changing conditions. They find out that STAD seems to be more
advantageous with respect to ease of learning and ease of initial use; and LT is more effective when compared
to individualistic learning.

Saritas (2002), in his research using LT technique, concludes that that students in the experimental
group are more successful in terms of the achievement level in classrooms cooperative and traditional methods
were applied.According to the results of a research by Varank and Kuzucuoglu (2007), average achievement
scores of the students who are taught by LT technique seem to be higher than that of students taught by
traditional methods.Again, Aksoy (2011), Ergun (2006), Ertekin (2001), Karaoglu (1998), Ozyurt (2013) and Yildiz
(2001) observe in their researches that LT techniqueis more effective in increasing academic achievement of
the students when compared to traditional methods. These results support finding obtained in this research
that STAD and LT methods are found to be more effective in increasing learners’ academic achievement in
comparison to the traditional teaching method. In cases where cooperative learning methods are generally
used, another finding (Bozkurt 1999) that students get higher points in both verbal and written exams is also
consistent with the results obtained here.
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At the end of the implementation phase, three groups were administered an academic achievement
test as a post-test.A month after the post-test, the same test was taken as a retention test to measure to what
extent the knowledge is kept in mind.As a result of the tests applied to the retention test scores of the
experimental groups which STAD and LT techniques of cooperative learning were followed and the control
group which followed traditional teaching method, a significant difference was observed in favor of the
experimental groups. Karaoglu (1998) investigates the effects of traditional instruction and cooperative
learning on fifth graders' achievement and retention levels in Social Scienceslesson, and observes that students
in cooperative learning groups are more successful than students in traditional learning groups. Nakiboglu
(2001)demonstrates in her study, which examines whether cooperative learning affects student achievement
and recall, that cooperative learning increases achievement and students’ level of achievement appears to be
statistically high even it's after a period of four months.Hevedanli et al. (2004) conclude that when compared
to those in the control group which followed traditional teaching methods, students in the experimental group
whichfollowed cooperative learning are more successful, in terms of post-test results and retention test scores.
Unlu (2008) studies the impact of cooperative learning on primary school 8th grade students’ academic
achievement and retention regarding the subject entitled “Permutations and Combinations” in Mathematics,
and draws conclusions according to the findings of the research that cooperative learning is more effective
than traditional learning methods and students in the experimental group bear the subjects they learn in their
mind longer. In addition, this finding seems similar and supports other research examining the impact of
cooperative learning on retention in literature (Arisoy, 2011; Buzludag, 2010; Komurkaraoglu, 2011; Pinar,
2007; Tanel, 2006; Torun, 2009; Uygur, 2009) with respect to the finding that retention of the knowledge
acquired in cooperative learning classes is much longer.

Activities regarding the cooperative learning should often be given place in teaching Analytical
Geometry, and teachers and pre-serviceteachers should be informed about such activities. Additionally, they
should be encouraged about the applicability of the method.In order to increase the validity of research results
regarding the effectiveness of Cooperative learning method and its techniques and to make more accurate
generalizations, cooperative learning techniques can be compared within themselvesand with other learning
methods excluding the traditional learning method.
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Article Info Abstract

This study aims to investigate the effect of technology use in education on classroom

DOI: 10.14812/cufe].303511 management within the scope of the FATIH project, which is a technology integration

project. The present study utilizes the descriptive mixed method which involves both
qualitative and quantitative methods. “The personal information survey”, “The Effects
of Technology Use on Classroom Management Scale” and “the semi-structured
interview form” were developed by the researchers for data collection. The scale
development study and preliminary applications were carried out before the actual
application. The application was conducted in schools which actually used interactive
board, tablet computer and software technologies within the framework of the FATIH
Project. The study group was made up of 52 teachers serving in various provinces on
the secondary education level. The content analysis method was used for analysis of
the data obtained using the semi-structured interview form. Quantitative data were
analyzed using frequency, percentage, Mann Whitney U and Kruskal Wallis H
techniques on SPSS 18.0. According to the results obtained in the study, the average
scores of intra-classroom relationship and behavior management sub-scale
proportional to item count were higher compared to other sub-scales. Average scores
obtained from the management of the classroom order and teaching sub-dimension
were the lowest. The effect level of technology use by teachers in the classroom on
classroom management was moderate. No statistically significant difference was
found in terms of effect levels of technology use by teachers in the classroom on
classroom management, except for the variable of daily internet use. Considering the

results obtained from qualitative data, the perception that interactive board use in the
classroom had positive effects on classroom management stood out. It can be said
that this perception resulted from use of interactive board as a presentation tool
during classes. In contrast, the teachers stated that tablet computer use in the
classroom led to time management issues, negative student behaviors and certain
interruptions during the class due to access problems.
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FATIH Projesi Kapsaminda Egitimde Teknoloji Kullaniminin Sinif
Yonetimi Uzerine Etkilerinin incelenmesi

Makale Bilgisi Oz

DOI: 10.14812/cufej.303511 Bu gallswada bir teknoloji entegreisyorj Qr01e5| ol'?\n }':A.TIH .Pr01e5| kapéamlnda egitimde
teknoloji  kullaniminin  sinif  yonetimine etkilerinin incelenmesi amaglanmistir.

Arastirmanin yontemi nitel ve nicel yontemlerin bir arada kullanildigi agiklayici karma
arastirma yontemidir. Veri toplamak amaciyla arastirmacilar tarafindan “kisisel bilgi

anketi”, “Teknoloji Kullaniminin Sinif Yénetimine Etkileri Olgegi” ve “yari yapilandiriimig
gorisme formu” gelistirilmistir. Uygulama oncesi 6lgek gelistirme ¢alismasi yapilarak
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6n uygulamalar yapilmistir. Uygulama FATIH Projesi cercevesinde etkilesimli tahta,
tablet bilgisayar ve v vyazihm teknolojilerini fiili olarak kullanan okullarda

gergeklestirilmistir. Arastirmanin g¢alisma grubunu, gesitli illerde ortaégretim diizeyinde
gorev yapan 52 6gretmen olusturmaktadir. Yari yapilandiriimis gériisme formu ile elde
edilen veriler igerik analiz yontemiyle analiz edilmistir. Nicel veriler ise frekans, yuzde,
Mann Whitney U ve Kruskal Wallis H tekniklerinden yararlanilarak SPSS 18.0 ile
¢ozlimlenmistir. Arastirmada ulasilan sonuglara gore sinif igi iligki ve davranig yonetimi
alt olgegi madde sayilarina oranli puan ortalamalari diger Olgeklere gére daha
yuksektir. Sinifin dlzeninin ve 6gretimin yonetimi alt 6lgeginden elde edilen puan
ortalamalari ise en disiiktiir. Ogretmenlerin sinifta teknoloji kullanimlarinin sinif
ydnetimine etki diizeyleri puanlari orta diizeydedir. Ogretmenlerin sinifta teknoloji
kullanimlarinin sinif yénetimine etki diizeyi puanlarinda giinliik internet kullanim siiresi
degiskeni disinda diger degiskenlere bagh olarak istatistiksel agidan anlamh farkhhk
olugsmamistir. Nitel verilerden elde edilen sonuglar incelendiginde sinifta etkilesimli
tahta kullaniminin genel olarak sinif yénetimi tGzerinde olumlu etkilerinin oldugu algisi
on plana ¢ikmaktadir. Bu alginin etkilesimli tahtanin genel itibariyle derste sunu araci
olarak kullaniimasindan kaynaklandigi sdylenebilir. Bunun tersine 6gretmenler sinifta
tablet bilgisayar kullandiklarinda derste teknoloji kullaniminin zaman yoénetimi,
olumsuz 6grenci davranislari ve yasanan erisim problemleri nedenleriyle derste bazen
yasanan kopukluklar gibi sinif yonetimi problemleri yasadiklarini belirtmiglerdir.

Anahtar Kelimeler:

FATIH Projesi,

sinif yonetimi,

egitimde teknoloji kullanimi,
Ogretmenler.

Introduction

In the 21st century, the use of information technologies [IT] has become a necessity in many
everyday tasks. In fact, technology is used in almost all everyday tasks (Muir-Herzig, 2004). The
reflections of the intensive use of information technologies have made it necessary to make certain
changes in the use of technology in education (Nam & Smith-Jackson 2007; Kim 2007). This process of
change in the use of technology in education is carried out by the Ministry of National Education [MoNE]
within the scope of the FATIH project.

The FATIH project aims to provide teachers and students in all schools from the secondary education
level to primary education level with interactive boards, tablet computers and internet network
infrastructure within the framework of integration of information technologies to classroom
environment. Distance and face-to-face in-service trainings are held for teachers to ensure effective use
of said technologies (MoNE, 2013).

The FATIH project consists of five main components. These are “the provision of hardware and
software infrastructure”, “provision and management of e-content”, “effective IT use in teaching
programs”, “in-service training for teachers to ensure effective IT use in classes” and “informed and
secure IT use with network infrastructure and broadband internet use”. The component of “effective IT
use in teaching programs” aims to ensure effective integration of IT tools into teaching programs
(MoNE, 2012). As an important result of this, it is believed that considerable changes occur in classroom
management in classes enriched with technology.

Use of technology in education is of great importance for both realization of effective learning-
teaching processes and raising individuals possessing competences necessary for being a member of the
21st century society. There are many variables that affect the use of technology in education. These
variables include educational institutions, infrastructure facilities, curriculum, student, teacher count,
competences of students and teachers related to technology use, skills related to classroom
management and technology use, sufficient in-service training for teachers and adequateness of
technical support (Muir-Herzig, 2004; Yildiz, Saritepeci & Seferoglu, 2013). Effective classroom
management, one of these variables, is a substantial precondition for providing meaningful technology
integration (Lim, Pek & Chai, 2005). On the other hand, it can be said that IT has also some effects on
classroom management. Teaching and management processes in classrooms, which may be defined as
an environment specific to the teacher and the learner, change shape and direction with the design of
instructional technologies (Morrison, Ross & Kemp, 2013).
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Teachers need to manage all resources in the classroom environment. Classroom management is
one of the most important factors to increase the efficiency of education, ensure interaction, and
reaching educational goals (Basar, 2003; Erdogan, 2001; Lemlech, 1988). Classroom management is
concerned with principles, concepts, theories, methods and techniques related to planning,
organization, application and assessment processes to reach educational goals (Albayrak, 2014; Brophy,
1988). Classroom management seems to have multiple dimensions and may be addressed in five main
dimensions; management of physical structure of the classroom, teaching management, time
management, management of intra-classroom relationships, and behavior management (Basar, 2003;
Saritas, 2003). These five dimensions may be defined as follows according to Basar (2003):

Management of physical structure of the classroom involves ensuring the compatibility between the
use of classroom tools and educational goals, and organizing factors related to the classroom
environment. For this reason, to make learning process more productive, the physical structure should
include motivating and interesting elements (Aydin, 1998) and allow learners to feel comfortable and
peaceful (Varank & ilhan, 2013).

Teaching management is to plan teaching methods and principles in accordance with the
environment to achieve educational goals through plans, programs and activities (Klicikahmet, 2001).
This planning must have a structure that supports the flow of learning-teaching activities and student
engagement (Celep, 2002).

Time management is to create a time plan for classroom activities. Efil (2003) described time
management as to improve qualification of learning and teaching activities carried out in a limited
period of time.

Management of intra-classroom relationships is to ensure communication between students to
allow for effective teaching in the learning environment. The warm relationship established between
teacher and students within the framework of respect and mutual trust has critical importance to
provide a positive classroom cilimate (Marzano, Marzano & Pickering, 2003; Sabanci, Ozyildirm & Imsir,
2014). Regarding this situation, Emmer and Stough (2001) emphasized to create positive relationships
between teacher and students an important element for classroom management.

Behavior management is the organization of the classroom environment in a way that negative
behaviors in the classroom atmosphere are prevented (Basar, 2003). The observed undesirable student
behaviors generally can obstruct that it from being continued the learning-teaching process as healthy
way (Cubukcu & Girmen, 2008). This situation can affect classroom management negatively. In this
context, it is required that teachers control negative student behaviours in scope of class rules for an
efficient classroom management (Erol, 2006).

The focus and Importance of the Study

It may be predicted that the structure and roles of classroom management will change as a result of
changing classroom structure and interaction types due to integration of technology in education. For
example, technical issues experienced in using IT in class can cause disruptions in course and that can
also lead to the formation of negative student behaviors (Lim et al., 2005). However, little research
exists (Bolick & Bartels, 2014; Sabanci, Ozyildirrm & Imsir, 2014; Ucar, 2017) in the literature
investigating the existence and nature of changes in tools used by teachers in classrooms enriched with
technology, reactions of teachers to positive and negative behaviors in the classroom environment,
feedbacks given by teachers, methods and techniques used by teachers, time planning in the learning-
teaching process, time allocated by teachers for each student and course engagement. In this context,
this study focuses on addressing the effect of the use of technologies provided within the scope of the
FATIH project on classroom management processes and revealing perceptions of teachers on the
subject.
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Purpose

This study aims to investigate the effect of technology use in education on classroom management
within the scope of the FATIH project, which is a technology integration project. To this end, the
following sub-problems were identified:

e How are scores related to effects of technology use by teachers on classroom management
distributed?

e Do effect levels of technology use by teachers in the classroom on classroom management
show a significant difference depending on different variables?

o

Do effect levels of technology use by teachers in the classroom on classroom
management show a significant difference depending on gender?

Do effect levels of technology use by teachers in the classroom on classroom
management show a significant difference depending on age?

Do effect levels of technology use by teachers in the classroom on classroom
management show a significant difference depending on seniority?

Do effect levels of technology use by teachers in the classroom on classroom
management show a significant difference depending on experience in computer use?

Do effect levels of technology use by teachers in the classroom on classroom
management show a significant difference depending on experience in internet use?

Do effect levels of technology use by teachers in the classroom on classroom
management show a significant difference depending on daily internet use?

e What are teacher opinions related to effects of technology integration within the scope of
FATIH Project on classroom management?

Method

The descriptive mixed method, which involves both qualitative and quantitative methods, was used
in the study. The mixed approach allows for reaching more participants with its quantitative aspect and
addressing the subject in-depth with its qualitative aspect (Yildirnm & Simsek, 2006). The most important
reason for the choice of a mixed method is that it provides depth information relatively about the
effects technology using in education on classroom management. Another important reason is that
number of participants is limited in this study.

Study Group and Characteristics

The study was carried out in the Spring semester of 2015-2016 academic year with 52 teachers who
taught in various schools on the secondary education level and used various technologies within the
framework of the FATIH project.

Table 1.

Distributions on the Demographic Characteristics of Teachers

Variables Options f %
Female 35 67.3

Gender Male 17 32.7
20-30 8 15.4

Age 31-40 22 42.3
41 and above 22 42.3

Service Time 6-10 years 16 30.8
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11-15 years 10 19.2
16-20 years 13 25.0
21 years and above 13 25.0
4-6 years 12 23.1
Computer usage experience 7-9 years 10 19.2
10 years and above 30 57.7
4-6 years 12 23.1
Internet usage experience 7-9 years 10 19.2
10 years and above 30 57.7
Less than 1 hour 26 50.0
Daily Internet usage time 2-4 hours 20 38.5
5-7 hours 6 11.5

The study was conducted with teachers working in two high schools that can relatively easier
accessible by researchers. In this context, 52 of the 107 teachers who responded to the data collection
tool participated in this study. As shown in Table 1, 67.36% of the participants were female and 32.7%
were male. The participants were mostly in the 31-40 (42.3%) and 41 and above (42.3%) age group and
had 6-10 years (30.8%) of seniority. More than half of the participants (57.7%) had 10 years of
experience or more in computer and internet use. 50% of the teachers reported a daily internet use less
than 1 hour, which was a higher percentage than the other groups.

Data Collection Tools

“The Personal Information Form” was used in the study to reveal demographic characteristics of the
study group and “The Effects of Technology Use on Classroom Management Scale” was applied to the
teachers from different branches to investigate the effects of interactive board and tablet computer use
on classroom management and lectures. In addition, a structured interview form included 6 open-ended
questions prepared by researchers was used. Data collection tools were applied to the study group by
researchers both online and face-to-face.

The personal information formwas applied with the aim of obtaining information related to
demographic characteristics of the participants such as gender, age, seniority and use of information
technologies.

The Effects of Technology Use on Classroom Management Scale was developed to determine effects
of technology use on classroom management.

The study followed four main steps. The first tree steps involved studies for the development of “The
Effects of Technology Use on Classroom Management Scale”. The last step involved the actual
application for data collection. In the first step, three sub-dimensions related to effects of technology
use on classroom management were determined using factors defined by Albayrak (2014), Basar (2003)
and Saritas (2003) in relation to traditional classroom management in the literature. A question pool
was created in accordance with these sub-dimensions and opinions of three experts were received.
Based on the data obtained from the experts, 4 items were removed from the 17-item scale and a draft
scale was created. In the second step, the scale was applied to a sample consisting of 99 teachers, who
were excluded from the actual application, and the results were analyzed with exploratory factor
analysis. 4 items were removed due to factor loadings. Confirmatory factor analysis was performed for
the resulting data and the 9-item scale was obtained. Exploratory and confirmatory factor analyses were
performed on the 9 remaining items and the results were examined. In the last step, the scale was
actually applied.

Factor analysis was performed to test the validity and reliability of the scale. The data collection tool
was developed by the researchers. The data collection total consists of 3 sub-dimensions and 9 items.
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Iltems 1, 3, 4, 6 and 9 involve negative statements and are reversely scored. During analysis, the original
grading (1-Strongly Disagree / 5-Stongly Agree) was reversed (1-Strongly Agree / 5-Stongly Disagree).
The fitness of the data for exploratory factor analysis was determined based on Kaiser- Meyer- Olkin
(KMO) coefficient and Barlett Sphericity test results (See Table 2).

Table 2.
KMO and Bartlett’s Test
Kaiser-Meyer-Olkin Sample Group Compliance 764
X? 322.308
Bartlett’s Test df 36
p .000

The data set is deemed fit for factor analysis when the KMO coefficient is higher than .60 and the
Bartlett’s test is significant (Buyukoéztilrk, 2009). The pilot application of the scale for validity testing
showed that the fit of the data for the sample was on the level of 0.001, the KMO coefficient was .764
and the significance value of the Bartlett’s test was .000, which indicates that the data were fit for factor
analysis.

Examining “Component matrix” item factor loading values in the factor analysis and assuming .32 for
loading values, the items were observed to meet this acceptance level. The ETUCM scale has 3 factors.
The first factor explains 26.731% of the total variance, the second factor explains 26.420% of the total
variance and the factor explains 16.815% of the total variance. Thus, three factors explain 69.967% of
the total variance. In this context, three factors which were found to be important in the analysis seem
to explain the majority of total variance in the items and total variance in the scale. Cronbach's Alpha
reliability coefficient of the entire scale was found to be 0.926. We can say that this is a high value.

The model identified according to the results of the exploratory factor analysis was tested with
confirmatory factor analysis (CFA). The LISREL 8.7 software was used for the analysis. There are a large
number of fitness indices used in CFA to assess the validity of the model. The most frequently used
indices include the Chi-square Fitness Test, the Goodness of Fit Index (GFl), Corrected Goodness of Fit
Index (AGFI), Standardized Root-Mean-Square Residual (S-RMSR) and Root Mean Square Error of
Approximation (RMSEA). In the literature, a rate less than 5 calculated with CFA (x2/sd) indicates a good
fitness between the model and the actual data (Siimer, 2000, as cited in Blylkoztlrk, 2009). GFI and
AGFI values are expected to be over .90 for model-data fitness. Another measure to assess the model-
data fitness is the RMSEA value. In RMSEA, a value equal to or smaller than 0.05 indicates excellent
model-data fitness, a value between 0.08 and 0.10 indicates acceptable model-data fitness and a value
over 0.10 indicates poor model-data fitness (Hayduk, 1987).

In this study, the Chi-square statistic, which is the only measure with a statistical foundation among
goodness of fit tests indicating the model-data fitness in confirmatory factor analysis, was found to be
significant (p=.000). The RMSEA value was found to be 0.076. We can say that the fitness between the
model and the data was acceptable since the RMSEA value was calculated to be 0.076. On the other
hand, a GFI value over 0.85, an AGFI value over 0.80 and a RMS value below 0.10 are accepted as
measures of fitness between the model and the actual data (Marsh, Balla & McDonald, 1988, as cited in
Blylikozturk, 2009). The standard chi-square value obtained by dividing the chi-square value by the
degree of freedom was over 5. Considering the chi-square statistic, it can be said that the model and the
data did not have a good fitness. However, the chi-square statistic is extremely sensitive to sample size.
It is necessary to determine whether this result was obtained due to the small sample size or due to the
lack of fitness between the model and the data using other fitness statistics. For this reason; GFl, AGFI,
NNFI, S-RMSR, IFl and CFI values were examined for determination of the model-data fitness. It was
found that the GFI value was 0.89, the AGFI value was 0.79, the NNFI value was 0.89, the S-RMR value
was 0.050, the IFl value was 0.96 and the CFl value was 0.96. There is a good fitness between the model
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and the data when these values are close to 1.0. Considering these criteria, it is seen that there is an
excellent fitness between the data and the research model, which was created in order to examine
relationships between the ETUCM scale and factors affecting it (Hair. 1995, as cited in Yilmaz, 2004).

Data Analysisand Interpretation

The data were analyzed using frequency, percentage and logistic regression techniques depending
on the research problem in SPSS 18.0. The significance level was accepted to be 0.05. The teachers were
coded as T1, T2 ... T52 when presenting their opinions.

For the qualitative data, the dimensions defined in the literature were used and coding was
performed based on previously identified categories. A total of 17 codes were created under 5
categories. The reliability of the coding process was determined by testing the intercoder reliability. Two
coders coded 15% of the data together. They coded the remaining data separately. The intercoder
reliability was determined by two coders agreed divided by the sum of two coders agreed and two
coders disagreed (Miles & Huberman, 2015). The intercoder reliability was found to be 82% with this
formula. Accordingly, it can be said that there was a high level of agreement between the coders.

The dependent variable did not show normal distribution. The data collected were analyzed using
arithmetic mean, standard deviation, Mann Whitney U and Kruskal Wallis H techniques on SPSS. When
interpreting scale scores; below 2 was accepted as very low, 2-2.75 was accepted as low, 2.75-3.5 was
accepted as moderate, 3.5-4.25 was accepted as high and 4.25-5 was accepted as high.

Findings
The findings were presented in the same order as the questions posed for the study in the form of
answers to them.

3.1. The Distribution of Scores Related to Effects of Technology Use by Teachers on Classroom
Management

The first sub-problem of the study was “How are scores related to effects of technology use by
teachers on classroom management distributed?” Analysis results are shown in Table 3.

Table 3.

The Effect Level of Technology Use in Classroom on Classroom Management

Subscales X SS Y/k Min  Max
The Effects of Technology Use on Classroom

Management Scale [ETUCM] 30.46 6.05 3.38 21.00 45.00
The management .Of the layout of the 956 234 318 500 15.00
classroom and teaching

Time management 10.36 2.38 3.45 6.00 15.00
Interclass  relationship  and  behavior 10.53 213 3.51 .00 15.00
management

As shown in Table 3, the average scores of intra-classroom relationship and behavior management
sub-scale proportional to item count were higher compared to other sub-scales. Average scores
obtained from the management of the classroom order and teaching sub-dimension were the lowest.
According to average scores obtained in the scale, the effect level of technology use by teachers in the
classroom on classroom management seems to be moderate.
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3.2. Effect Levels of Technology Use by Teachers in the Classroom on Classroom Management
Depending on Different Variables

The second sub-problem of the study was “Do effect levels of technology use by teachers in the
classroom on classroom management show a significant difference depending on different variables?”
Mann Whitney U and Kruskal Wallis H analyses were performed to answer this sub-problem.

Table 4 shows the distribution of scores depending on gender, Table 5 shows the distribution of
scores depending on age, Table 6 shows the distribution of scores depending on seniority, Table 7 shows
the distribution of scores depending on experience in computer use, Table 8 shows the distribution of
scores depending on experience in internet use and Table 9 shows the distribution of scores depending
on daily internet use.

Table 4.
Mann Whitney U Test Result Regarding the Distribution of the Impact Level of Teachers' Use of
Technology on Classroom Management by Gender

Scale Gender Rank averages U p
Female 26.44
ETUCM Male 26.62 295.50 .969

Table 4 shows that the mean rank (26.44) related to the effect of use of technology by male teachers
on classroom management was higher compared to mean rank (26.44) of female teachers. Although
there was difference in favor of male participants between mean ranks, this difference was not
statistically significant (U= 295.50, p=.05). Thus, it can be said that perceptions of the participants
related to effects of technology use in teaching-learning processes on classroom management
depending on age were similar.

Table 5.
Kruskal Wallis H Test Results Regarding the Distribution of the Impact Level of Teachers' Use of
Technology on Classroom Management According to Age

2

Scale Age Rank averages df X p
20-30 17.13

ETUCM 31-40 25.18 2 5.45 .065
41 and above 31.23

Table 5 shows that the 41 and above age group had the highest mean rank (31.23) related to the
effect of use of technology by teachers on classroom management depending on the age variable. The
lowest mean rank belonged to the 20-30 age group (17.13). This difference between mean ranks
depending on age was not statistically significant (X*(2)= 5.45, p=.05). Thus, it can be said that the age
variable had a similar structure in terms of the effect of technology use in classroom processes on

classroom management.

Table 6.

Kruskal Wallis H Test Result Regarding the Distribution of the Impact Level of Teachers' Use of
Technology on Classroom Management According to Service Time

Scale Service Time Rank averages df X p
6-10 years 23.59
11-15 years 29.30

ETUCM 3 3.90 272
16-20 years 22.19
21 and above 32.23
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As shown in Table 6, no statistically significant difference was found in terms of effect levels of
technology use by teachers in the classroom on classroom management depending on seniority (x2(3)=
3.90, p=.05). Although there was no significant difference, the teachers with 21 years or above seniority
had the highest mean rank, followed by the teachers with 11-15 years of seniority.

Table 7.
Kruskal Wallis H Test Results Regarding the Distribution of the Impact Level of Teachers' Use of
Technology on Classroom Management According to Computer Usage Experience

2

Scale Computer usage experience Rank averages df X p
4-6 years 34.29

ETUCM 7-9 years 24.05 2 4.19 123
10 years and above 24.20

The data given in Table 7 shows that although the mean rank of the participants with 4-6 years of
experience in computer use (34.29) was higher than the other groups, the difference was not
statistically significant (x2(2)= 4.19, p2.05). Thus, it can be said that the distribution of effect levels of
technology use in the classroom on classroom management depending on experience in computer use
had a similar structure.

Table 8.
Kruskal Wallis H Test Results Regarding the Distribution of the Impact Level of Teachers' Use of
Technology on Classroom Management According to Internet Usage Experience

Scale Internet usage experience Rank averages df X p
4-6 years 34.29

ETUCM 7-9 years 24.05 2 4.19 123
10 years and above 24.20

As shown in Table 8, no statistically significant difference was found in terms of effect levels of
technology use by teachers in the classroom on classroom management depending on experience in
internet use (x’(2)= 4.19, p=.05). Although there was no significant difference, the teachers with 4-6
years of experience in internet use had the highest mean rank, followed by the teachers with 10 years of
experience or more in internet use.

Table 9.
Kruskal Wallis H Test Results Regarding the Distribution of the Impact Level of Teachers' Use of
Technology on Classroom Management According to Daily Internet Usage Time

Olgek Daily Internet usage time Rank averages df X p
Less than 1 hour 26.27

ETUCM 2-4 hours 25.98 2 .23 .019
5-7 hours 29.25

As shown in Table 9, a statistically significant difference was found in terms of effect levels of
technology use by teachers in the classroom on classroom management depending on daily internet use
(x*(2)= .23, p< .05). Considering mean ranks, the teachers with 5-7 hours of daily internet use had the
highest classroom management effect level scores, followed by the teachers with less than 1 hour of
internet use.
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3.3.Teacher Opinions Related to Effects of Technology Integration within the Scope of FATIH Project
on Classroom Management

The third sub-problem of the study was “How has classroom management changed with the
integration of technology within the scope of FATIH Project?” The frequency distribution related to this
sub-problem can be seen in Table 10.

Table 10.
Categories and Themes Related to the Effects of Technology Integration on Classroom Management
According to Teachers Opinions

Y—
S
g g
Categories Themes g S
S o
O <
Q S
- O
L QO
Teacher's skill of using technology 9
Management in terms of Teachers' beliefs about the use of technology 5
technology In-service training inadequacies 4
Awareness about the usefulness sourced from experience 4
Motivation (+/-) 5
Time constraint to achieve goals 4
Management of Effectiveness/attractiveness 4
Teaching Curriculum /Content density 2
Lack of e-content 2
Use of uniform methods 2
Inadequacy use of technology 8
Time Management Technical problems 6
Convenience in practice 6
Interclass relationship Negative impact on teacher leadership 2
and behavior L
Reduce face-to-face communication 1
management
. Interest in extracurricular activities
Behavioral Management
Problems of courses focus 3

In the categorization based on teacher opinions shown in Table 10, “Management with Regard to
Technology”, the management of available tools by teachers with regard to technology use in the
classroom, seems to be the most important category. On this subject, teachers stated that competences
and awareness of teachers related to technology use were effective on classroom management. Some
teacher opinions related to this subject are as follows:

In the categorization based on teacher opinions shown in Table 10, “Management with Regard to
Technology”, the management of available tools by teachers with regard to technology use in the
classroom, seems to be the most important category. On this subject, teachers stated that competences
and awareness of teachers related to technology use were effective on classroom management. Some
teacher opinions related to this subject are as follows:

I have acquired a general knowledge about technology use in trainings and it helped a
little with technology use in the classroom. | believe that my skills will improve as |
practice.(T5)
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| believe | have become more informed thanks to trainings. However, | am not sure about
technology use and its benefits. (T8)

We performed an activity with the tablet in a class which | do not normally teach. What |
have learned during the activity will be useful in future.(T15)

| would be better if in-service trainings were not so theoretical, but more practical. | do not
think that an application related to tablet use in the classroom is not sufficient on its
own.(T25)

Another important category was time management. The use of technology in the classroom was
observed to negatively affect teachers most of the time. Teacher opinions on this subject are given
below.

Technology use mostly turns out to be an obstacle. Students sometimes use the tablet
during the class for unbelievable purposes. For example, an internet cafe in the district
installed some games on the tablets given to students. Some students say “We are playing
Counter Strike” during the class. However, the smart board is useful when used
effectively.(T1)

There may be some issues related to time management at first, but | believe that it will be
useful.l believe that it will allow for more effective lectures. (T14)

Technology use takes some time. (T16)

We experienced issues with internet connection of the tablet given to computer lab teachers for
classroom use. We had to perform the tablet activity on another day.

| think tablet use is a matter full of problems. Some students do not have a tablet due to
reasons such as being transferred from some other school and losing or breaking their
tablets. Also, internet connection gets lost from time to time as we have experienced
during classroom activities and it prevents us from doing what we want to do. (T20)

The biggest advantage is that | do not write questions on the board anymore. | present
questions on the interactive board. Students find the opportunity to learn solutions of a
wider variety of questions. (T22)

It allows for making adjustments specific to students with individual differences, attracts
the interest of students and allows for more efficient use of time, which | think are the
most important advantages.(T24)

The category of management of teaching points out the role of technology use in the relationship
between use of technology by teachers and achieving educational goals. The following are some
substantial teacher opinions:

It makes the course more interesting because it adds a visual aspect to the course. (T34)

All students were given a tablet, but most students say that it is broken. | believe that we
will experience certain problems with tablets. The interactive board saves time and makes
the course more interesting because it allows for using prepared colors. (T5)

A well-prepared course attracts the attention of all students, but having written notes
allows them to feel safer when studying.(T6)

I do not use a tablet. | use the smart board for presentations. (T18)
The class duration and the intensity of the content may cause problems.(T27)

The advantages are far greater than disadvantages. It is very useful to monitor students.
The disadvantage is related to the interest of the student in the class.(T27)
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Teacher opinions related to management of intra-classroom relationships are as follows:

It contributes greatly to the course. All students participate in activities. Some students
become disengaged from the activity due to technical issues. Students believe that they
have more freedom. This matter is perceived to be simple by students.(T3)

Results and Discussions

In this study, it is aimed to investigate the effects of the technology use in education on classroom
management in different perspectives according to teacher opinions and various variables (gender, age,
seniority, experience in computer use, experience in internet use, daily internet use) within the scope of
FATIH Project which is a technology integration project.

Whilst a high score obtained from the scale used to determine effects of technology use by teachers
in the classroom on classroom management indicates that effects of technology use on classroom
management are positive, a low score obtained from the scale indicates that effects of technology use
on classroom management are negative. Certain results were obtained in accordance with findings in
this study conducted to investigate effect of technology use by teachers on classroom management
depending on certain variables.

According to the results obtained in the study, the average scores of intra-classroom relationship and
behavior management sub-scale proportional to item count were higher compared to other sub-scales.
Average scores obtained from the management of the classroom order and teaching sub-dimension
were the lowest. The effect level of technology use by teachers in the classroom on classroom
management was moderate. It was found that effects of technology use by teachers on classroom
management varied significantly depending on the variable of “daily internet use”. No statistically
significant difference was found depending on variables other than daily internet use.

The effect level of technology use by male teachers on classroom management was found to be
higher compared to female teachers. Assessments made with respect to gender shows that technology
use by male teachers in the classroom had more positive effects on classroom management. On the
other hand, considering scores obtained in relation to the variable of age, the teachers in the 41 years
and above age group were found to have the highest score. A similar situation was observed for the
seniority variable as well. These two were the most noteworthy findings of the study. It is a common
idea that younger teachers have higher IT skills and give more place to technology in teaching processes
compared to older teachers (Usluel, Mumcu & Demiraslan, 2007). The expectation due to this common
idea is that younger teachers obtain a higher score from the effects of technology use on classroom
management scale. However, the opposite was observed in this study. The most important reasons
behind this finding may be that older teachers have higher experience in classroom management and
therefore experience fewer problems in relation to classroom management although they have a lower
level of technological literacy. In support of this idea, it was found in the study conducted by Usluel,
Mumcu and Demiraslan (2007) that the experience and knowledge level of the teacher related to
classroom management was effective in dealing with problems encountered during efficient integration
of technology in teaching-learning processes and use of technology in the classroom.

It was found that the positive effect of technology use on classroom management was higher among
teachers with 4-6 years of experience in computer and internet use. Teachers 5-7 hours of daily internet
use were found to have higher scores compared to other groups. The previous experience of teachers in
computer and internet use can be said to influence scores obtained from the effects of technology use
on classroom management scale. It can be said that teachers who use technology on a regular basis are
more successful in ensuring integration of technology in the classroom (Gorder, 2008; Zhao, 2007). Thus,
considering that the frequency of using IT tools affects the speed of finding a solution or number of
problems experienced during the integration of technology, regular technology use can be said to
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diminish classroom management problems encountered during the integration process. Various studies
on the subject emphasize the necessary of having a sufficient level of IT literacy for teachers in order to
ensure effective integration of technology into learning environments (Jedeskog & Nissen, 2004; Usluel,
Mumcu & Demiraslan, 2007).

In the categorization based on teacher opinions, “Management with Regard to Technology”, the
management of available tools by teachers with regard to technology use in the classroom, seems to be
the most important category. Considering teacher opinions in this category, it was found that the
teachers needed more training to improve their skills related to information technologies in general.
Also, the teachers mentioned the necessity of focusing more on practice in in-service trainings related to
integration of technology. Although all of the teachers who participated in the study had received
training within the scope of the FATIH project, it does not seem possible to say that these trainings
managed to meet their needs. Usluel, Mumcu and Demiraslan (2007) noted in relation to this issue that
although teachers receive in-service trainings on technology use in the classroom, it is necessary to
question the quality of these in-service trainings due to differences between information given in
trainings and applications in real life. Considering teacher opinions related to technology use in
education in general, it seems that they mostly focused on interactive boards and tablets provided
within the scope of the FATIH project. Teachers mostly expressed positive opinions related to use of
interactive board in the classroom. According to teacher opinions, interactive board attracts the interest
of students, allows for more efficient use of time and faster progress during classes. This opinion of the
participants is consistent with Clark’s (1994) idea that technology use in education may have advantages
in terms of cost, access and speed. However, Clark mentions the innovation effect in relation to
remarkableness. The main reason why teachers do not experience problems with the use of interactive
board in the classroom and have a high satisfaction level overall is the fact that the interactive board is
usually used as a presentation tool (Albayrak, 2014; Dursun, Kuzu, Kurt, Glllipinar & Gultekin, 2013). In
relation to this subject, Chen (2008) noted that presentations are the most commonly preferred
technological applications for transferring the course content to students, because learners/participants
accept these more easily, which supports classroom management (Chen, 2008).

In contrast to positive opinions related to the use of interactive board, it seems that teachers have
concerns related to existing or potential problems related to tablet use and its effects on classroom
management. These problems include problems related to time management, students’ using tablets
during classes for other purposes, access problems and some students’ not having tablets. Considering
access problems, the teacher or the student may lose internet access or access to the virtual classroom
created using the interactive classroom management software. A certain amount of time must be spent
to regain access. It is a serious difficulty to ensure students focuses their attention on the lecture and
make up for the time lost while regaining access. In such cases, access emerges as an important
classroom management problem. Related to students’ using tablets during classes for other purposes,
which is another possible classroom management problem, it has been determined that students use
tablets in class as games and multimedia playing tools, which is a situation that can lead to classroom
management problems (Isci & Demir, 2015; Saritepeci & Durak, 2016).

It may be useful to allow all smart devices to access the virtual classroom created using the
“Interactive Classroom Management Software” (MoNE, 2015) developed for efficient use of tablet
computers to reduce existing or potential problems encountered in relation to classroom management.
Thus, in case of technical, hardware-related or access problem encountered due to the tablet computer,
the student may continue participating in the class using a different smart device (smartphone,
computer, personal tablet computer, etc.). In this way, it may be possible to overcome difficult
situations arising due to students’ breaking or losing their tablets, which were mentioned by the
teachers as well.

According to results of this study, teachers emphasized level of IT literacy as the most significant
element of classroom management in technology assisted courses. In this framework, qualified in-
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service training can be provided to develop IT literacy of teachers. Together with these trainings, in
future studies it can conduct studies examining changes in teachers' views on the effects of IT use on
classroom management.

In this study investigating effects of technology use in teaching-learning processes on classroom
management, type of technology use in the classroom was addressed as a variable. It is recommended
that further studies are conducted on how and to what degree the type of technology use in classroom
processes affects classroom management.

This study was conducted with the participation of teachers from various branches serving on the
secondary education level in order to investigate various effects of technology use in the classroom on
classroom management depending different variables and in accordance with teacher opinions.
Investigating effects of technology integration in teaching-learning processes on classroom management
at different K-12 levels (elementary school, middle school, high school) in future studies will greatly
contribute to the literature.
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Article Info Abstract

The main objective of this study is to analyze the relation between prospective
DOI: 10.14812/cufej.296276 classroom teachers’ critical thinking standards and their attitudes towards democracy.
The research was carried out with prospective teachers who are from the 1%, 2", 3

and 4" grades and who study at the Department of Elementary Teaching at Cukurova
University. The study used random sampling method. The research group holds a total
of 326 prospective teachers. The study deployed two data collection tools. "Attitude
Scale for Democracy" devoloped by Oral (2008) and "Critical Thinking Standards Scale"
devoloped by Aybek, Aslan, Dinger and Coskun-Arisoy (2015). Pearson product-
moment correlation and multivariate variance analysis were used during the data
analysis. Research results have demonstrated a positive and medium level of
significant relationship between prospective teachers' critical thinking standards and
their attitudes towards democracy. The dimensions of critical thinking standards such
as depth-breadth-sufficiency, precision-accuracy and significance-relevance-clarity

Keywords: dimensions were found to have a significant relationship with the attitude towards
Democratic attitudes, critical thinking democracy and three variables account for about 38% of the attitude towards
standards, attitude, prospective democracy. Proposals were developed based on the findings derived from the
classroom teachers. research.

Sinif Ogretmeni Adaylarinin Elestirel Diisiinme Standartlari ile
Demokrasiye Yonelik Tutumlan Arasindaki iliskinin incelenmesi

Makale Bilgisi 0z

Bu galismanin amaci, sinif 6gretmeni adaylarinin elestirel disiinme standartlari ile
DOI: 10.14812/cufej.296276 demokrasiye yonelik tutumlari arasindaki iliskiyi incelemektir. Arastirmanin evrenini
Cukurova Universitesi'nde egitim fakiiltesinde 6grenim goéren 1, 2, 3 ve 4. sinif

O0gretmeni adaylar  olusturmaktadir. Arastirmada rassal Ornekleme yontemi
kullanilmigtir. Arastirmaya 326 6gretmen adayi katilmistir. Arastirmada veri toplama
araci olarak; Oral (2008) tarafindan gelistirilen "Demokrasiye Yonelik Tutum" 6lgegi ile
Aybek, Aslan, Dinger ve Coskun-Arisoy (2015) tarafindan gelistirilmis olan "Elestirel
Dusinme Standartlan" olgegi kullanilmigtir. Verilerin analizinde Pearson Garpim
Momentler Korelasyon analizi ve ¢oklu dogrusal regresyon analizi kullaniimistir.
Arastirma sonucunda 6gretmen adaylarinin; elestirel diisiinme standartlari puanlari ile
demokrasiye yonelik tutum puanlari arasinda pozitif yonli orta dizeyde anlamh bir

iliskinin oldugu; elestirel dislinme standartlari 6lgegine ait derinlik-genislik-yeterlilik,
kesinlik-dogruluk ve 6nem-alaka-aciklik alt boyutlarinin demokrasiye yonelik tutum ile
anlamli bir iligski sergiledigi ve s6z konusu Ug¢ degisken birlikte, demokrasiye yonelik
tutumun %38'ini agikladigl tespit edilmistir. Arastirma bulgularina dayal olarak bazi
Oneriler gelistirilmistir.
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Introduction

In the 21st century, great changes and progress have been observed in science, technology, art,
literature in each part of life. These changes and progress have a great influence on education. One of
the main objective of education is to train individuals who can keep up with the changes, who have
high-level of thinking skills, and who adopt to democratic and universal values (Glines, 2012; Sahin-Kilig,
2010). Developed and developing countries remodel their curricula with the purpose of providing critical
thinking which is amongst the high-level thinking skills for individuals as well as raising individuals who
enjoy democratic values. In Turkey, high level thinking skills and democratic values were integrated into
instructional programs implemented in 2005.

Different definitions have been made by different researchers on critical thinking. Critical
thinking was defined Paul and Elder (2007:7) "an art of analyzing and assessing thinking in order to
improve it"; while Halpern (2013) described critical thinking as "the use of cognitive skills or strategies
that increase the likelihood of the desired behaviors". Drennan (2010) stated that critical thinking
consists of problem-solving, decision-making, inference, divergent thinking and reasoning. Critical
thinking, as understood from the above definitions, is a form of thinking that is experienced in all areas
of life (Kékdemir, 2003). One of the foundations of critical thinking is the ability to assess one's own
reasoning. What is needed for a successful evaluation is to categorize one's own constant thinking into
various elements and test them on the basis of quality standards (Paul & Elder, 2007).

Nosich (2011) defined that thinking must meet high standards, thus he put forth standards for
critical thinking, one of the high-level thinking skills. Nosich (2011) reported that one excludes non-
critical thinking thanks to critical thinking standards; hence, critical thinking standards serve as a kind of
filter. Also, Nosich (2011) noted that critical thinking standards are prerequisites for logical thinking. At
that point, we need to review an idea depending on the critical thinking standards so that we can
determine whether it is reasonable or not. Nosich (2011:137) categorized these standards as "clarity,
accuracy, significance/relevance, completeness, depth/breadth and precision". Clarity refers to the
expression of thought overtly; moreover, the appropriateness of thoughts for real life, the support of
thoughts with similar or parallel thinking are expressed in detail.

Accuracy makes sure that all information is correct, logical, reliable and free from an error; in
addition, it should be transferred in a correct sequence, reflect the truth and based upon reliable
sources. Significance / relevance compels individuals to emphasize crucial facts, respect others, and
highlight the main points etc. Completeness means to consider the subject thoroughly with various
examples, to provide enough time and proof, to conduct in-depth research. Depth/breadth demands to
learn basic and important concepts about a subject as well as taking additional viewpoints into account
and have different point of views. Precision implies that ideas are supported with a lot of evidence,
thoughts must be certain, the topics should be detailed enough to express the reasons for events.

Democratic individuals are those who are non-prejudiced, tolerant, respectful of differences, who
are capable of expressing their thoughts (Cavkaytar, 2013; Demir, 2010). An individual with critical
thinking ability has different perspectives, democratic value without prejudice (Aybek, 2010; Facione &
Facione, 1996). In this regard, there is a match between critical thinking and democracy. Today, an
important concept that is emphasized by all states is democracy. It is a way of life that values the
individuals and gives importance on the integrity of the humans, requires social intelligence and
understanding that act together as well as reflecting qualities such as mutual respect, cooperation,
tolerance and righteousness (Onciil, 2000: 290). Democracy is fundamental to human understanding
and equal treatment (Camkerten, 2001: 17), and It is essential in education. Baran (2010) noted that
democratic education “encompasses all activities carried out to transform the most fundamental values
of democracy such as respect for human rights, equality, participation, tolerance, cooperation and trust
into individual behaviors. Democracy also affects the attitudes of individuals. Democratic attitude is the
ensemble of behaviors that individuals carry the basic concepts and values such as opportunity and
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equality of people, freedom and justice into effect as a lifestyle within the framework of boundaries
determined by the law (Tekin, Yildiz, Lok & Tasgin, 2009).

Upon analyzing the relevant literature in Turkey, numerous studies have been conducted to
identify the relation between prospective teachers’ critical thinking dispositions (Alper, 2010; Can &
Kaymakgi, 2015), their critical thinking and empathic dispositions (Ekinci & Aybek, 2010), learning styles
(GUven & Kurum, 2008), educational beliefs (Alkin-Sahin, Tunca & Ulubey, 2014), democratic attitudes
(Ozdas, Ekinci & Bindak, 2014), and problem-solving skills (Geng¢ & Kalafat, 2007). When the literature
has been examined on this issue in Turkey, no study examines the relation between prospective
classroom teachers’ critical thinking standards and their democratic attitudes. Critical thinking skills and
democratic attitude need to be acquired by the students from primary school years. So that this skill and
attitude may be acquired by elementary school students, classroom teachers must possess critical
thinking skills and democratic attitude as they will more easily convey these skills, standards and
attitudes to the students. Thus, it will be beneficial to determine the relationship between prospective
classroom teachers' critical thinking standards and their attitudes towards democracy. This has been
observed as a shortcoming by the researchers and the present study has been carried out in this
respect. This research is thought to provide a feedback to teacher training programs since the
relationship between critical thinking standards and democratic attitudes of classroom teacher
candidates has been identified. It is most likely that the research will have a great contribution to the
literature.

In service of this goal, the main objective of the research is to analyze the relationship between
prospective classroom teachers’ critical thinking standards and their attitudes towards democracy.
Accordingly, answers for the following questions have been sought:

1. Is there a significant relationship between prospective classroom teachers’ critical thinking standards
and their attitudes towards democracy?

2. Is there a predictive relationship between prospective classroom teachers’ dimensions of critical
thinking standards and their attitudes towards democracy?

Method
Research Design

The research used relational screening method. Relational models are research models that aim
to describe the relationships between variables and analyze the relationships in depth (Karakaya, 2012:
68). Tekbiyik (2014) has reported that relational research method explains the relationship between
variables and provides an opportunity to predict the results. Hence, the relational screening model was
used in the current study so as to determine the relationship between prospective classroom teachers’
critical thinking standards and their attitudes towards democracy.

Population and Sample

The research was carried out with prospective teachers who study at the Department of
Elementary Teaching at Cukurova University and who were selected by the random sampling method. In
This method requires the selection of individuals luckily or randomly (Akarsu, 2014). The sample
consisted of 326 prospective classroom teachers from the 1%, 2" 3 and 4™ grades. Among the
prospective teachers, 243 were women and 83 were men. The research was carried out in the 2015-
2016 academic year. The data were collected by the researchers. The application of each data collection
tool lasted for one hour. Participants voluntarily participated in the research.

Data Collection Tools

The study deployed two data collection tools: Critical Thinking Standards Scale and Attitude Scale for
Democracy:
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Critical Thinking Standards Scale: This research has employed The Critical Thinking Standards Scale
(CTSS) developed by Aybek, Aslan, Dinger and Coskun-Arisoy (2015). Exploratory factor analysis has
been primarily conducted. Being a five-point likert type, the tool contains three factors and 42 items.
The dimensions- depth, breadth, sufficiency- possess 18 items; precision, accuracy dimensions have 12
items; significance-relevance clarity dimensions contain 12 items. Factor loadings designed to measure
each factor consistently range between .35 and .78. Item correlations range from .07 to .71. The three
dimensions accounted for 35.96% of the total variance. Cronbach alpha values of the dimensions are as
follows: depth, breadth, sufficiency .89, precision, accuracy .78, and significance-relevance clarity .63.
Cronbach’s alpha reliability coefficient was found to be 0.75 for the overall scale (Aybek, Aslan, Dinger &
Coskun-Arisoy, 2015). The lowest score that can be obtained from the scale is 42 while the highest is
210. The tool includes 12 negative expressions which are inverted and calculated. Confirmatory factor
analysis was also performed and that the verification of three dimensions was realized.

Attitude Scale for Democracy: This research has also deployed the Attitude Scale for Democracy (DYTO)
developed by Oral (2008) in order to measure the attitudes of prospective classroom teachers towards
democracy. Being a 5-point Likert type scale, the tool contains 27 items, seven of which are negative.
Exploratory factor analysis was conducted during scale development. The scale has 4 factors. The
Cronbach Alpha internal consistency coefficient of the tool was determined to be .90. Factor names,
sample items and Cronbach Alpha coefficients of the Attitude Scale for Democracy are as regards;
Tendency to Democracy ("l want to graduate from a program that is based upon democracy education")
.84, Commitment to Democracy ("l cannot think of a life without democracy") .81, Adopt to Democracy
Qualities ("Democracy is a form of government that provides rights, freedom and justice") .84 and
Negative Overview Towards Democracy ("Democracy is the ruling of aristocracy") .75. Four factors
accounted for 63.4% of the total variance (Oral, 2008). The variance ratio explained by four factors is
63.4% (Oral, 2008). The lowest score that can be obtained from the scale is 27 while the highest is 135.

After getting the required permission, both scales were used in the study. The Cronbach Alpha
coefficients of the scales were reexamined. Cronbach Alpha coefficient of the Critical Thinking Standards
scale was determined to be .91, while that of the scale for democracy was found to be .89. On this basis,
both scales are reliable. (Seger, 2015).

Data Analysis

The research data were analyzed through use of the statistical package program. First, the study
confirmed whether data provided the general requirements of the parametric tests. Besides, the
Kolmogorov-Smirnov test assessed whether the data were distributed normally. As a result of the
analyses, the data regarding critical thinking standards (KSZ = .049, p> .05) and attitudes towards
democracy (KSZ = .039, p> .05) demonstrated normal distribution. The relation between prospective
classroom teachers’ critical thinking standards and their attitudes towards democracy was tested
through Pearson product-moment correlation. Green and Salkind (2013) stated that normal distribution
should be ensured for the correlation analysis, that the data pairs should be randomly selected and that
the variables forming the data pairs should be independent of each other. Therefore, this study used
Pearson product moment correlation analysis as normal distribution was ensured and continuous
variables independent from each other were used. In addition, Multiple Linear Regression Analysis
(MLRA) was also used in the study. It has been examined whether some assumptions are met and
whether sample number is sufficient for performing MLRA. Pallant (2010) mentioned that there must be
at least 40 participants for each predictive variable to be able to perform MLRA. The study includes
more than 40 people in each of the dimensions of the Critical Thinking Standards scale. There is no need
for multiple linear relationships for MLRA (Field, 2009). A medium level of relationship has been
identified between the Critical Thinking Standards and attitude scale towards democracy. It has also
been noted that normality must be provided for MLRA and there should be no extreme values (Secer,
2015). Single variant normality has been achieved in the study. Mahalanobis has examined whether
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multivariate normality assumption is met via distance values (Pallant, 2010). Mahalanobis values were
examined and no extreme values were found above the value given.

Findings

This part presents findings as to whether there is a relation between prospective classroom
teachers’ critical thinking standards and their attitudes towards democracy, and whether the
dimensions of critical thinking standards predict the attitude towards democracy.

Table 1 depicts the match between prospective classroom teachers’ critical thinking standards
and their attitudes towards democracy.

Table 1.
The distribution of the match between prospective classroom teachers’ critical thinking standards and
their attitudes towards democracy

Variables Critical Thinking Standards Attitude Towards Democracy
Critical Thinking Standards 1 -
Attitude Towards Democracy .598* 1

N=326, *p<.01

The Pearson correlation analysis conducted to determine whether there is a significant relation
between prospective classroom teachers’ critical thinking standards and their attitudes towards
democracy (Tuna, 2016) has pointed a positive and medium level of significant relationship (r=.598, p
<.01) between critical thinking standards and attitudes toward democracy. Accordingly, it may be
emphasized that prospective teachers’ attitude scores towards democracy will increase as their critical
thinking standards increase.

Table 2 displays the summary as to whether the dimensions of critical thinking standards such as
depth-breadth-sufficiency, precision-accuracy and significance-relevance-clarity predict prospective
teachers’ attitudes towards democracy.

Table 2.
Multiple linear regression analysis results on how the dimensions of critical thinking standards predict
attitude towards democracy

Predicted .. . Standard

Variables Predicting Variables B Error B t P
Stable 1,015 ,213 4,770  ,00

. Depth-breadth-sufficiency ,414 ,062 ,408 6,698 ,00

Attitude

Towards Precision-accuracy ,111 ,033 ,160 3,392 ,00

Democracy Significance-relevance-Clarity 195 067 172 2,899 00
R= ,617 ’=,381  F.a02= 66,090 p=,00

Multiple linear regression analysis has been conducted to determine how the dimensions of
critical thinking standards-depth-breadth-sufficiency-precision-accuracy-significance-relevance-clarity
predict prospective teachers’ attitudes towards democracy. In this regard, depth-breadth-sufficiency,
precision-accuracy and significance-relevance-clarity dimensions were found to have a significant
relation with the attitude towards democracy (R=,617 R’= ,381) (F(3.322=66,090 p<,05). The three
variables account for about 38% of the attitude towards democracy. With respect to the standardized
regression coefficients, the order of significance of the predictive variables related to the attitude

462



Aybek ve Aslan — Cukurova Universitesi Egitim Fakdltesi Dergisi, 46(2), 2017, 458-471

towards democracy are as regards: depth-breadth-sufficiency (B=,408), significance-relevance-clarity
(B=,172) and precision-accuracy (B=,160). Taking the significance tests of the regression coefficients into
account, all dimensions of critical thinking standards are considered as the significant predictors of
attitude towards democracy.

Discussion, Result and Recommendation

This research has found a positive medium and significant relation between prospective
classroom teachers’ critical thinking standards and their attitudes towards democracy. It is of great
importance for individuals to express their thoughts clearly and freely, and to be conscious of each
other. In addition, one of the main objectives of democratic education is to educate individuals who are
inquiring, questioning, researching and examining the events depending on their beliefs, who have
different perspectives and high-level thinking skills (Ozdas, Ekinci & Bindak, 2014). Individuals with
critical thinking standards should not be prejudiced, they should look at the events with different
perspectives, they should be able to explain their thoughts clearly and understandable. Besides,
individuals need to possess critical thinking skills in order to become a democratic society. For this
reason, it is likely that there is a relationship between critical thinking and democracy. This is supported
by the fact that a medium level of positive relationship has been noted between prospective classroom
teachers’ critical thinking standards and their attitudes towards democracy. One such study conducted
by Uluginar (2012) found a relationship between prospective teachers’ critical thinking standards and
their democratic values.

This research has also examined how the dimensions of depth-breadth-sufficiency, precision-
accuracy and significance-relevance-clarity predict prospective teachers’ attitudes towards democracy.
Accordingly, a significant relation has been identified between prospective teachers’ critical thinking
standards and their attitudes towards democracy. The three dimensions account for approximately 38%
of the attitude towards democracy. The order of significance in terms of the attitudes towards
democracy is breadth-width-sufficiency, significance-relevance-clarity and precision-accuracy. Also,
width-breadth-sufficiency, significance-relevance-clarity, and precision-accuracy have been determined
to significantly predict the attitudes towards democracy. This may reveal the fact that prospective
teachers’ attitudes towards democracy increase when thoughts are clearly expressed, misunderstanding
is free from any possibility, the details are explained if required, when the subject is concrete through
examples, supported by visuals, be simple, understandable, accurate, logical and reliable, and when it
focuses on the important ones, conveys the thoughts in a comprehensive way, includes the examples as
much as the subject, presents sufficient time and evidence, and explains the causes to the finest detail
(Ennis & Norris, 1990; Nosich, 2011; Paul & Elder, 2007).

Based upon the research findings, the following recommendations are provided:

1. A significant relationship between critical thinking standards and attitudes towards democracy has
been determined. The availability of critical thinking and democratic education courses in the
education faculties or the provision of critical thinking and democratic value within the other courses
based on the subject will ensure that prospective teachers have critical thinking skills, and it will
positively influence their attitudes towards democracy.

2. Critical thinking and democracy may be examined via experimental and qualitative researches and
different measurement tools.

3. It is most likely to analyze the match between prospective teachers’ critical thinking and their
attitudes towards democracy with different scales.
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Tirkge Surimii

Giris

Yirmi birinci ylzyilda bilimde, teknolojide, sanatta, edebiyatta kisaca hayatin her alaninda biiyiik
degismeler ve ilerlemeler meydana gelmistir. Bu degismeler ve ilerlemeler egitimi de etkilemistir.
GunUmuzde egitimin amaglarindan birisi, ¢cagin gerektirdigi degisimlere ayak uydurabilen, Ust diizey
diisinme becerilerine sahip, demokratik ve evrensel degerleri benimsemis bireyler yetistirmektir
(Glnes, 2012; Sahin-Kilig, 2010). GlUnimizde Ust dizey distinme becerilerinden bir olan elestirel
disiinme becerisinin bireylere kazandirilmasi ve demokratik degerlere sahip bireylerin yetistirilmesi igin
gelismis ve gelismekte olan (lkeler 6gretim programlarinda degisiklikler yapmaktadir. Tirkiye'de de
2005 yilindan itibaren 6gretim programlarinda degisiklige gidilmis, st diizey disiinme becerilerine ve
demokratik degerlere 6gretim programlarinda yer verilmistir.

Elestirel distinme ile ilgili farkli arastirmacilar tarafindan farkl tanimlar yapilmistir. Paul ve Elder
(2007:7) elestirel distinmeyi "diisiinmeyi gelistirmek amaciyla onu analiz etme ve dederlendirme sanati
olarak" tanimlarken Halpern (2003:13) elestirel dislinmeyi "istenilen davranisiarin olabilirligini arttiran
bilissel beceri ya da stratejilerin kullaniimasi" olarak tanimlamaktadir. Drennan (2010) elestirel
dusiinmenin, problem ¢6zme, karar verme, c¢ikarimda bulunma, farkh disinme ve mantik
kavramlarindan olustugunu belirtmistir. Yukaridaki tanimlamalardan anlasildigi Gzere elestirel diisinme,
hayatin tim alanlarinda kullanilan ve hayatin tim alanlarini etkileyen bir diisinme bigimidir (Kokdemir,
2003). Elestirel disiinmenin temellerinden birisi, kisinin kendi akil ylritmesini degerlendirme
yetenegidir. Basarili bir degerlendirme igin gerekli olan, kisinin surekli olarak diigiinmesini cesitli
unsurlara ayirmasi ve bu unsurlari kalite standartlari dogrultusunda test etmesidir (Paul & Elder, 2007).

Nosich (2011) tarafindan distnmenin yiiksek standartlari karsilanmasi gerektigi savunulmus, bu
nedenle (st diizey diisiinme becerileri icerisinde yer alan elestirel disiinme ile ilgili standartlar ortaya
konulmustur. Nosich'e (2011) gore, elestirel dislinme standartlari sayesinde birey elestirel disiinmeyi
icermeyen dislinceleri disari da birakmaktadir, yani bu standartlar bir cesit filtre gérevi gérmektedir.
Ayrica Nosich’e (2011) gore, elestirel dislinme standartlari mantikh dtisinmenin 6nkosuludur. Bu
nedenle, bir duslince elestirel dusinme standartlarindan gegirildikten sonra mantikli olup olmadig
ortaya konulabilinir. Noisch'e (2011:137) goére bu standartlar "aciklik, dogruluk, 6nem/alaka, yeterlilik,
derinlik/genislik ve kesinlikten" olusmaktadir. ilk olarak agikhk standardinda, birey diisiincelerini ifade
ederken anlami acikca belirtmesi, dislncelerin gercek hayata uygun olmasi, distincelerin benzer ya da
paralel diisiincelerle desteklenmesi, acgik ve net olmasi gerekmektedir.

Dogruluk standardina gore bireyin; disiincesinin dogru olmasi, glvenilir kaynaklardan bilgi
edinmesi, mevcut bilgileri uygun bir sira halinde sunmasi, edindigi bilgileri glivenilir kaynaklara
dayandirmasi gerekmektedir. Onem/alaka standardina gére bireyin; farkli diisiincelere saygil olmasi,
farkh dlstinceleri 6nemsenmesi, kendisine ait disinceleri aktarirken diisiincelerin ana noktasini
belirginlestirilmesi vb. gerekmektedir. Yeterlilik standardinda ise birey; mevcut konu ile ilgili yeterince
arastirma yapmali, mevcut konuyu detayh bir sekilde diusinilmeli, konu hakkinda yeteri kadar 6rnek
vermeli, zaman ve kanit sunulmalidir. Derinlik/genislik standardina gore birey; bir konu hakkinda temel
ve glcli kavramlari tespit etmeli, belirlenen konuya yonelik farkli segenekler sunmali, konuya farkh bakis
acilariyla bakmalidir. Kesinlik standardinda ise birey; disiincelerini ifade ederken kanitlarla desteklemeli,
diistincelerinde kesinlik olmali, mevcut konuyu detayh bir sekilde ele almali, konunun nedenlerini kesin
bir sekilde agiklamalidir.

Demokratik bireyler; olaylara farkli agilardan bakabilen, 6n yargili olmayan, hosgoruli, farkhhklara
saygili, duslncelerini ifade edebilen bireylerdir (Cavkaytar, 2013; Demir, 2010). Elestirel disinme
becerisine sahip bir bireyde olaylara farkh agidan bakar, 6n yargisizdir, hosgoralidir, demokratik degerle
sahiptir (Aybek, 2010; Facione & Facione, 1996). Bu bakimdan, elestirel diisinme ile demokrasi arasinda
bir iliskiden s6z edilebilir. GUnimizde tim devletlerin (izerinde durdugu o6nemli bir kavramda
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demokrasidir. Onciil'e (2000: 290) gére demokrasi "bireye deder veren ve insan kisiliginin biitiinligiini
6nemli sayan, birlikte davranan insan zekd ve anlayisina ihtiya¢ duyan ve karsilikli saygi, isbirligi, hosgortii
ve dogruluk gibi nitelikleri yansitan, toplumsal iliskilere yer veren bir yasam yoludur." Camkerten (2001:
17) ise demokrasiyi "insana saygi ve esit muamele anlayisi lizerinde esas anlamini bulma" seklinde
tanimlamistir. Demokrasi kavrami egitim alaninda 6nemli bir yere sahiptir. Baran (2010) tarafindan
demokrasi egitiminin "insan haklarina saygi, esitlik, katiim, hosgérii, isbirligi, gliven gibi demokrasinin
en temel degerlerini, bireylerin davranislarina déniistiirmek icin yiiriitiilen tiim faaliyetleri kapsadigr"
belirtilmistir. Demokrasi kavrami bireylerin tutumlarini da etkilemektedir. Demokratik tutum "Bireylerin
firsat ve imkan esitligi, 6zglirliik ve adalet gibi temel kavram ve degerleri yasalarla belirlenen sinirlar
cercevesinde bir yasam tarzi olarak hayata gecirdigi davranislar biitiinidiir." (Tekin, Yildiz, Lok & Tasgin,
2009: 205-206).

Turkiye'de alanyazin incelendiginde, 6gretmen adaylarinin elestirel diisinme egilimlerini (Alper,
2010; Can & Kaymakgl, 2015), elestirel dislinme egilimleri ile empatik egilimlerini (Ekinci & Aybek,
2010), 6grenme stillerini (Gaven & Kiirim, 2008), egitim inanglari (Alkin-Sahin, Tunca & Ulubey, 2014),
demokratik tutumlarini (Gémleksiz & Cetintas, 2011), demokrasiye iligkin tutumlarini (Ozdas, Ekinci &
Bindak, 2014), demokratik tutumlari ile problem ¢6zme becerisi arasindaki iliskiyi (Geng¢ & Kalafat, 2007)
inceleyen arastirmalara rastlanilmistir. Alanyazinda sinif 6gretmeni adaylarinin elestirel diisinme
standartlari ile demokratik tutumlar arasindaki iliskiyi inceleyen herhangi bir c¢alismaya
rastlaniimamistir. Bu durum arastirmacilar tarafindan bir eksiklik olarak degerlendirilmis ve bu
calismanin yapilmasina karar verilmistir. Elestirel dislinme becerisinin ve demokratik tutumun daha
ilkokul yillarindan itibaren 6grencilere kazandirilmasi gerekmektedir. Bu becerinin ve tutumun ilkokul
ogrencilerine kazandiriimasi icin sinif 6gretmenlerinin elestirel diisinme becerisi ile standartlarina ve
demokratik tutuma sahip olmalidir. Clinkl sinif 6gretmeni elestirel disinme becerisi ile standartlarina
ve demokratik tutuma sahip olmasi durumunda bu beceriyi, standartlari ve tutumu 6grencilere daha
kolay aktaracaktir. Bu calisma ile sinif 6gretmeni adaylarinin elestirel disiinme standartlari ile
demokratik tutumlari arasindaki iliski ortaya konulacagindan, 6gretmen yetistirme programlarina da bir
donit saglayacagi disinilmektedir. Yapilan bu arastirmanin alanyazina katki saglayacagi umulmaktadir.

Bu galismanin amaci, sinif 6gretmeni adaylarinin elestirel diisiinme standartlari ile demokrasiye
yonelik tutumlari arasindaki iliskiyi incelemektir. Arastirma kapsaminda asagidaki sorulara yanit
aranmigtir:

1. Ogretmen adaylarinin elestirel diisinme standartlari ile demokrasiye yénelik tutumlari arasinda
anlamh bir iliski var midir?

2. Ogretmen adaylarinin elestirel diisinme standartlarinin alt boyutlari ile demokrasiye y&nelik
tutumlari arasinda yordayici bir iliski var midir?

Yontem
Arastirmanin Modeli

Arastirmada, tarama modellerinden biri olan iliskisel tarama modeli kullaniimistir. Karakaya
(2012: 68) iliskisel taramayi "iki veya daha fazla degisken arasindaki iliskileri betimlemek amaciyla
ylritilen ve iliskilerin derinlemesine analiz edildigi arastirmalar" seklinde tanimlamistir. Tekbiyik (2014)
iliskisel arastirma yonteminin, degiskenler arasindaki iliskileri agciklama ve sonuglari tahmin etme firsati
sundugunu belirtmistir. Bu arastirmada da, 6gretmen adaylarinin elestirel diisinme standartlar ile
demokrasiye yonelik tutumlari arasindaki iliski incelendiginden iliskisel tarama modeli kullaniimistir.

Evren ve Orneklem

Arastirmanin evrenini Cukurova Universitesi'nde Sinif Ogretmenligi ABD'de &grenim goren
o6gretmen adaylari olusturmaktadir. Arastirmada rassal 6rnekleme yontemi kullanilmistir. Bu yontemde,
bireyler toplulugundan secim sansla veya gelisiglizel gerceklestirilir (Akarsu, 2014). Yapilan bu
arastirmada da, 6gretmen adaylari gelisiglizel belirlenmistir. Arastirmaya 1, 2, 3 ve 4. siniflarda 6grenim
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gdren 326 sinif gretmeni adayi katilmistir. Ogretmen adaylarinin 243'i kadin, 83'U erkektir. Arastirma,
2015-2016 egitim-6gretim yilinda gerceklestirilmistir. Arastirmanin verileri bizzat arastirmacilar
tarafindan toplanmistir. Veri toplama araglarinin uygulanmasi yaklasik olarak bir ders saati sirmustar.
Katihmcilar gonillik esasina dayal olarak arastirmaya katilmiglardir.

Veri Toplama Araglari
Arastirmada iki tiir veri toplama araci kullaniimistir. Bunlar:

Elestirel Diisiinme Standartlari Olgegi: Arastirmada Aybek, Aslan, Dinger ve Coskun-Arisoy (2015)
tarafindan gelistirilen Elestirel Diisiinme Standartlari Olgegi (EDSO) kullanilmistir. Olgek gelistirilirken
oncelikle agimlayici faktér analizi yapilmistir. Yapilan agimlayici faktér analizi sonucunda o6lgegin (g
faktérden ve 42 maddeden olstugu tespit edilmistir. Derinlik-genislik- yeterlilik alt boyutu 18 maddeden,
kesinlik-dogruluk alt boyutu 12 maddeden ve 6nem-alaka-aciklik alt boyutu 12 madden olusmaktadir.
Olgege ait maddelerin faktér yiikleri .35 ile .78 arasinda degismektedir. Madde korelasyonlari ise .07 ile
.71 arasinda degismektedir. U¢ boyut toplam varyansin %35.96’sini aciklamaktadir. Olcegin Cronbach
Alpha katsayisi da incelenmistir. Derinlik-genislik- yeterlilik alt boyutunun Cronbach Alpha katsayisi .89,
kesinlik-dogruluk alt boyutunun Cronbach Alpha katsayisi .78, Onem-alaka-agiklik alt boyutunun
Cronbach Alpha katsayisi .63 ve toplam Cronbach Alpha katsayisi .75 bulunmustur (Aybek, Aslan, Dinger
& Coskun-Arisoy, 2015). Olcekten alinabilecek en diisitk puan 42 iken en yiiksek puan 210'dur. Olcekte
12 olumsuz ifade bulunmaktadir ve bu ifadeler ters cevrilip hesaplanmaktadir. Olcek 5'li likert seklinde
diizenlenmistir. Olcegin dogrulayici faktdr analizi de yapilmis ve dlcegin U¢ alt boyuttan olustugu
dogrulanmustir.

Demokrasiye Yonelik Tutum Olgegi: Arastirmada sinif dgretmeni adaylarinin demokrasiye yénelik
tutumlarini 8lgmek amaciyla Oral (2008) tarafindan gelistirilen "Demokrasiye Yénelik Tutum Olgegi
(DYTO)" kullanilmistir. Olgek 5’li likert tipi seklinde hazirlanmis ve 7’si olumsuz olmak lzere toplam 27
maddeden olusmaktadir. Olcek, gelistirilirken acimlayici faktér analizi uygulanmistir. Yapilan analiz
sonucunda &lcegin dért faktér altinda toplandigi tespit edilmistir. Olgegin dort faktdr altinda toplandig
ve aciklanan varyansin %63.4 oldugu tespit edilmistir. Olcege ait demokrasiye egilim alt boyutuna
“Demokrasi egitiminin agirlikh oldugu bir programdan mezun olmak isterim", demokrasiye baghlik alt
boyutuna “Demokrasinin olmadigl bir yasam diisinemiyorum”, demokrasi niteliklerini benimseme alt
boyutuna “Demokrasi hak, 6zglrliik ve adaleti saglayan bir yonetim bicimidir” ve demokrasiye Olumsuz
bakis alt boyutuna “Demokrasi elit tabakanin yonetimidir” maddeleri 6rnek verilebilir (Oral, 2008).
Olgekten alinabilecek en yiiksek puan 135 iken en disiik puan 27'dir. Olgegin genelinin Cronbach Alpha
ic tutarlilk katsayisinin .90, demokrasiye egilim alt faktériiniin .84, demokrasiye baghlik alt boyutunun
.81, demokrasi niteliklerini benimseme alt boyutunun .84 ve demokrasiye olumsuz bakis alt boyutunun
.75 oldugu tespit edilmistir.

Gerekli izin alindiktan sonra her iki Olgcekte bu arastirmada kullanilmistir. Bu arastirmada
olgeklerin Cronbach Alpha katsayilari tekrar incelenmistir. Yapilan analiz sonucunda elestirel disiinme
standartlari 6lgeginin Cronbach Alpha katsayisi .91 bulunurken, demokrasiye yonelik tutuma ait dlgegin
Cronbach Alpha katsayisi .89 bulunmustur. Bu sonuca dayali olarak her iki 6lgceginde oldukga glvenilir
oldugu soylenebilir (Secer, 2015).

Verilerin Analizi

Arastirmanin verileri, istatistik paket programi kullanilarak analiz edilmistir. Once, verilerin
parametrik testlerin genel kosullarini saglayip saglamadigi kontrol edilmistir. Verilerin normal dagihm
gosterip gostermedigine Kolmogorov Smirnov testi ile bakilmistir. Kolmogorov Smirnov testinde elestirel
dusiinme standartlari (KSZ=.049, p>.05) ve demokrasiye yonelik tutum (KSZ=.039, p>.05) 6lgeklerinin
normal dagilim gosterdigi tespit edilmistir. Arastirmada Ogretmen adaylarinin elestirel disiinme
standartlari ile demokrasiye yonelik tutum olgekleri arasindaki iliskiyi saptayabilmek icin Pearson Carpim
Momentler Korelasyon analizi kullanilmistir. Green ve Salkind (2013) korelasyon analizini uygulanmasi
icin normal dagilimin olmasi gerektigini, veri giftlerinin evrende yansiz atamayla segilmis ve veri giftlerini
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olusturan degiskenlerin birbirinden bagimsiz olmalari gerektigini belirtmislerdir. Bu arastirmada da,
normal dagilim saglandigindan ve birbirinden bagimsiz sirekli degiskenler kullanildigindan pearson
carpim momentler korelasyon analizi kullaniimistir. Ayrica arastirmada Coklu Dogrusal Regresyon Analizi
(CDRA) kullanilmistir. CDRA yapabilmek icin bazi varsayimlarin karsilanip karsilanmadigina bakilmstir.
CDRA yapabilmek icin 6rneklemin yeterli sayida olmasi gerekmektedir. Pallant (2010) CDRA yapabilmek
icin her bir yordayan degisken icin en az 40 katiimcinin olmasi gerektigini belirtmistir. Arastirmada
elestirel diisinme standartlari Olgegine ait boyutlarin her biri i¢cin 40'tan fazla kisinin oldugu
belirlenmistir. CDRA i¢cin ¢oklu dogrusal bagintinin olmamasi gerekmektedir (Field, 2009). Bu
arastirmada, elestirel diisinme standartlari dlgegi ile demokrasiye yonelik tutum &lgegi arasinda orta
dizeyde bir iliskinin oldugu tespit edilmistir. CDRA yapabilmek i¢in normalligin saglanmasi ve ug
degerlerin olmamasi gerektigi belirtiimektedir (Secer, 2015). Arastirmada tek degiskenli normalligin
saglandigi yukarida belirtilmistir. Cok degiskenli normallik varsayiminin karsilanip karsilanmadigi
Mahalanobis uzakhk degerleri yardimiyla incelenmistir (Pallant, 2010). Bu arastirmada, mahalanobis
degerleri incelenmis ve verilen degerin Ustlinde ug degere rastlanilmamistir.

Bulgular

Bu bolimde sinif 6gretmeni adaylarinin; elestirel diisinme standartlari ile demokrasiye yonelik
tutum arasinda anlamli bir iliskinin olup olmadigina ve elestirel diisinme standartlarina ait boyutlarin
demokrasiye yonelik tutumu yordayip yordamadigina iliskin bulgular yer almaktadir.

Ogretmen adaylarinin elestirel diisinme standartlari ile demokrasiye ydnelik tutumlari arasindaki
iliski incelenip Tablo 1'de sunulmustur.

Tablo 1.

Odretmen adaylarinin elestirel diisiinme standartlari ile demokrasiye yénelik tutumlari arasindaki
iliskinin dagihmi

Degiskenler Elestirel Diisiinme Demokrasiye Yonelik
Standartlar Tutum
Elestirel Dlglinme Standartlari 1 -
Demokrasiye Yonelik Tutum .598* 1

N=326, *p<.01

Ogretmen adaylarinin elestirel diisiinme standartlari ile demokrasiye ydnelik tutumlari arasinda
anlamli bir iliski olup olmadigini belirlemek i¢in yapilan pearson korelasyon analizi sonucunda; elestirel
dusiinme standartlari ile demokrasiye yonelik tutumlari arasinda pozitif yonla orta diizeyde (Tuna, 2016)
anlamli bir iliski (r=.598, p<.01) oldugu tespit edilmistir. Buna gore, 6gretmen adaylarinin elestirel
disiinme standartlari puanlarinin artmasi durumunda demokrasiye yodnelik tutum puanlarinin da
artacagi soylenebilir.

Ogretmen adaylarinin elestirel diisinme standartlari &lgegine ait derinlik-genislik-yeterlilik,
kesinlik-dogruluk ve o6nem-alaka-aciklik alt boyutlarinin demokrasiye yonelik tutumlarini yordayip
yordamadigi incelenmis ve sonuglar Tablo 2'de sunulmustur.
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Tablo 2.
Elestirel diisiinme standartlarina ait alt boyutlarin demokrasiye yonelik tutumu yordamasina iliskin ¢coklu
dogrusal regresyon analizi sonuglari

;:;:I?:: Yordayan Degiskenler B ztaatr;dart B t p
Sabit 1,015 | ,213 4,770 ,00
Derinlik-genislik-yeterlilik ,414 ,062 ,408 6,698 ,00

Demokrasiye Kesinlik-dogruluk 111 ,033 ,160 3,392 ,00

Yonelik Tutum | 50 alaka-acikiik ,195 | ,067 172 | 2,899 |00
R= ,617 R’=,381  F3.35)= 66,090 p=,00

Ogretmen adaylarinin demokrasiye yonelik tutumlari, elestirel diisiinme standartlari élcegine ait alt
boyutlarinin ne sekilde yordadigini ortaya koymaya yonelik olarak yapilan ¢oklu dogrusal regresyon
analizi sonucunda derinlik-genislik-yeterlilik, kesinlik-dogruluk ve 6nem-alaka-aciklik degiskenleri birlikte
demokrasiye yonelik tutumlari ile anlamh bir iliski (R=,617 R2=,381) sergilemislerdir (F(3-322)=66,090
p<,05). S6z konusu Ug¢ degisken birlikte, demokrasiye yonelik tutumun yaklasik %38'ini agiklamaktadir.
Standartlastirilmis regresyon katsayilarina gére yordayici degiskenlerin, demokrasiye yonelik tutum
Uzerindeki 6nem sirasi derinlik-genislik-yeterlilik (B=,408), 6nem-alaka-agiklik (B=,172) ve kesinlik-
dogruluktur (B=,160). Regresyon katsayilarinin anlamlilik testleri géz oniine alindiginda, yordayici
degiskenlerde derinlik-genislik-yeterlilik, kesinlik-dogruluk ve 6nem-alaka-agiklik degiskenlerinin
demokrasiye yonelik tutum Gzerinde anlamli yordayici oldugu goriilmektedir.

Tartisma, Sonug ve Oneriler

Ogretmen adaylarinin elestirel diisiinme standartlari ile demokrasiye ydnelik tutumlari arasinda
pozitif yonli orta dizeyde anlamh bir iliskinin oldugu bulunmustur. Demokraside, bireylerin
dusincelerini agik bir sekilde ifade etmeleri, 6zglirce dislincelerini aktarabilmeleri, birbirlerine karsi
anlayish olmalari 6nemlidir. Ayrica demokratik egitimin amaclarindan birisi de soran, sorgulayan,
cevresindeki olaylari kanita dayali olarak arastirip inceleyebilen, olaylara farkli bakis agilariyla bakabilen,
st diizey diisinme becerilerine sahip bireyler yetistirmektir (Ozdas, Ekinci & Bindak, 2014). Elestirel
dusiinme standartlarina sahip bireyler; 6nyargilari olmamali, olaylara farkl bakis acilariyla bakabilmeli,
dusincelerini agik ve anlasilir bir sekilde agiklayabilmelidirler. Ayrica demokratik bir toplum olabilmek
icin bireylerin elestirel disiinme becerilerine sahip olmalari gerekmektedir. Bu nedenle, elestirel
diistinme ile demokrasi arasinda bir iliskinin oldugu séylenebilir. Ogretmen adaylarinin elestirel diisiinme
standartlari ile demokrasiye yonelik tutumlari arasinda pozitif yénde orta diizeyde bir iliskinin ¢ikmasi bu
durumu destekler niteliktedir. Uluginar (2012) tarafindan yapilan arastirmada da, 6gretmen adaylarinin
elestirel distinme egilimleri ile demokratik degerleri arasinda iliski bulunmustur. Bu sonug da, yapilan bu
arastirmanin sonucunu destekler niteliktedir.

Ogretmen adaylarinin demokrasiye yonelik tutumlari Gizerinde, elestirel diisiinme standartlari
olgegine ait alt boyutlarin ne sekilde yordadigi incelenmistir. Arastirma sonucunda elestirel disinme
standartlari 6lgeginin alt boyutlarinin birlikte demokrasiye yonelik tutum ile anlamli bir iliski sergiledikleri
tespit edilmistir. S6z konusu U¢ boyut birlikte, demokrasiye yonelik tutumun yaklasik %38'ini
actklamaktadir. Arastirma sonucunda yordayici degiskenlerin, demokrasiye yonelik tutum Uzerindeki
onem sirasi derinlik-genislik-yeterlilik, 6nem-alaka-agiklik ve kesinlik-dogruluktur. Ayrica arastirma
sonucunda, derinlik-genislik-yeterlilik, 6nem-alaka-aciklik ve kesinlik-dogruluk degiskenlerinin
demokrasiye yonelik tutum Uzerinde anlaml yordayici oldugu gortlmustir. Bu sonuctan yola c¢ikarak
o6gretmen adaylarinin; bir konu hakkindaki distincelerini agik bir sekilde séylemeleri, disiincelerinin
yanlis anlasilma ihtimalinin olmamasi, gerektiginde ayrintiya girerek disincelerini ifade etmesi, konu
hakkinda dusiincelerini 6rnek vererek somut hale getirmesi, diisiincelerini aktarirken cesitli gorsellerle
desteklemesi, sade ve anlasilir bir sekilde diisiincelerini ifade etmesi, dislincesinin dogru ve mantiklh
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olmasi, verilen bilgilerin gilvenilir olmasi, bilginin dogru bir sira halinde verilmesi, dislincelerini
karsisindakine aktarirken 6nemli gordigli noktalari vurgulamasi, 6nemli konularin tGzerine odaklanmasi,
konusulan konular arasinda bag kurulmasi, distincelerin detayli bir sekilde aktarilmasi, Gzerinde
konusulan konu ile ilgili yeteri kadar 6rnek verilmesi, konuya yeteri kadar zaman ayrilmasi ve konuyla
ilgili olarak yeterince kanit sunulmasi, konun nedenlerinin en ince ayrintisina kadar agiklanmasi, konuyla
ilgili derinlemesine bilgi verilmesi, konuya farkli bakis agilariyla bakilmasinin (Ennis & Norris, 1990;
Nosich, 2011; Paul & Elder, 2007) demokrasiye yonelik tutumlarini arttirdigi séylenebilir.

Arastirma sonucuna dayali olarak asagidaki 6neriler gelistirilmistir:

1. Arastirma sonucunda elestirel diisinme standartlari ile demokrasiye yonelik tutum arasinda bir iliski
¢ikmistir. Bu nedenle, egitim fakiiltelerinde elestirel diisinme ve demokratik egitim ile ilgili derslerin
olmasi ya da elestirel disinmenin ve demokrasi degerinin konu temelli olarak diger derslerin
icerisinde verilmesi, 6gretmen adaylarinin elestirel diisinme becerisine sahip olmalarini saglayacak
ve demokrasiye yonelik tutumlarini olumlu yénde etkileyecektir.

2. Elestirel disinme ve demokrasi ile ilgili deneysel ve nitel arastirmalarin ve farkh veri toplama
araglarinin kullanilarak arastirmalar yapilmasi alanyazina katki saglayacaktir.

3. Ogretmen adaylarinin elestirel diisiinme ile demokrasiye yonelik tutumlarinin farkl élgeklerle iliskisi
incelenebilir.
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Article Info Abstract

In this study that was conducted to determine science teachers’ and pre-service

DOI: 10.14812/cuefd. 273857 science teachers’ epistemological beliefs and opinions about the nature of science, the

study group constituted of 236 pre-service science teachers and 61 science teachers
working in secondary schools. In this study conducted with mixed research pattern, as
data collection tools, “ScientificEpistemological Beliefs Survey” and “Perspectives on
Scientific Epistemology Scale” were used. As a result of the research, according to
findings obtained from “Scientific Epistemological Beliefs Survey,” it was concluded
that science teachers and pre-service science teachers have a traditional
understanding of science and there was not significant differences between scientific
epistemological beliefs among science teachers and pre-service science teachers.
According to the findings obtained from “Perspectives on Scientific Epistemology
Scale,” it has been revealed that both groups have traditional understanding of science
based on positivist paradigm especially towards “source of scientific knowledge,
scientific theories and laws”, and non-traditional (contemporary) scientific
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Fen Bilimleri Ogretmenleri ve Fen Bilgisi Ogretmen Adaylarinin Bilimsel
Epistemolojik inanglari ve Bilimin Dogasi Hakkindaki Goriisleri

Makale Bilgisi 0z

Fen bilimleri O6gretmenlerinin ve fen bilgisi 6gretmen adaylarinin epistemolojik

DOI: 10.14812/cuefd.273857 inanglari ve bilimin dogasina dair goruslerini belirlemek igin yapilan bu arastirmanin

galisma grubunu, 236 fen bilgisi 6gretmen adayi ve ortaokullarda gérev yapan, 61 fen
bilimleri 6gretmeni olusturmaktadir. Karma arastirma deseniyle yapilan bu arastirmada
veri toplama araci olarak, “BilimselEpistemolojik inanglar Olgegi” ve “Bilimsel
Epistemoloji Uzerine Gériisler Anketi” kullanilmistir. Arastirma sonucunda, “Bilimsel
Epistemolojik inan¢ Olcegi” nden elde edilen bulgulara gére fen bilimleri

O6gretmenlerinin ve 6gretmen adaylarinin geleneksel bilim anlayigina sahip olduklari ve
fen bilimleri 6gretmenleri ile fen bilgisi 6gretmen adaylarinin bilimsel epistemolojik
inanglari arasinda anlamh bir farkin olmadigi sonucuna ulasilmigtir. “Bilimsel
Epistemoloji Uzerine Goriisler Anketi” nden elde edilen bulgulara gére ise, her iki
grubun da “bilimsel bilginin kaynagi, bilimsel teoriler ve kanunlar” 6zelliklerine yonelik
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Fen bilgisi 6gretmen adaylari,
Fen bilimleri 6gretmenleri.
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pozitivist paradigmaya dayanan geleneksel bilim anlayisina, “bilimsel bilginin
degisebilirligi, bilimsel bilginin dogasinin deney ve gozlemlerden elde edilen kanitlara
dayali olmasi, gézlemler, gikarimlar ve bilimde teorik basliklar, bilimsel bilginin yaratici
dogasi, 6znellik ve bilimsel bilginin sosyal ve kiiltirel yapisi” 6zelliklerine yonelik ise,
post-pozitivist paradigmaya dayanan geleneksel olmayan (¢agdas) bilim anlayisina
sahip olduklari tespit edilmistir.

Introduction

Epistemology can be expressed as a field of philosophy that criticizes the problems related to
knowledge, that examines where the information comes from, its structure, origin, criteria, validity and
limitations (Hangerlioglu, 1996; Yazici, 1999; Clicen, 2001; Deryakulu, 2006; Cevizci, 2010).
Epistemology, which is one of the basic structures of philosophy, analyzes the nature of human
knowledge, scope of knowledge, its origins, limitations, conceptual components, accuracy and validity in
all respects. Epistemology includes research fields that can be associated with three basic questions.
These questions include; “What are the limits of human knowledge?", “What are the resources of
human knowledge?” and “What is the nature of human knowledge?” (Muis, Bendixen & Haerle, 2006).
Belief, on the other hand, are individuals’ acceptances that constitute their perceptions, interpretation
and attitudes towards these interpretations (Deryakulu, 2006). According to Hofer and Pintrich (1997),
behind all precise judgments and exhibited behaviors lie individuals’ beliefs. Individuals’ beliefs about
knowledge, knowing and learning are called epistemological beliefs (Schommer, 1990; Deryakulu &
Buyukozturk, 2005). Scientific epistemological belief, on the other hand, covers individuals’ beliefs about
what science and scientific knowledge are, how are they produced and shared, and how should they be
taught (Deryakulu & Bikmaz, 2003).

There are two important paradigms about the formation of scientific knowledge. According to
positivist paradigm, scientific experience is quite important in the formation of scientific knowledge,
only knowledge that is observed through observed and controlled experimental studies is reliable (Ekiz,
2009) and scientific knowledge is single and absolute truths (Ozden, 2003). However, science is not the
outcome of neither pure reason nor pure observation (Yildirnm, 2014). According to post-positivist
paradigm, scientific knowledge is the knowledge that is not only based on experiment, observation and
used method, but also based on conditions of the society and age in which science is done, and scientific
truths and judgments are not absolute (Ozden, 2003). Contemporary conception of scientific
epistemological beliefs has shifted from traditional scientific understanding based on positivist paradigm
towards non-traditional conception of science based on post-positivist paradigm and based on the fact
that scholars are under the effect of culture and society they live in, and individual beliefs and values,
imagination and instincts (Pomeroy, 1993).

In particular, in studies conducted towards science education, it is seen that concepts such as
epistemological beliefs, epistemological opinions and scientific knowledge are used in the same sense
(Coban & Ergin, 2008). In addition to these terms, the nature of science is used for the same purpose. In
the study conducted by Coban and Ergin (2008), it can be seen that while the characteristic of scientific
knowledge is discussed, characteristics in questions are of the nature of science. The same study of
scientific knowledge, "the nature of scientific knowledge, the data source, the value, the accuracy limits
of debate" that supports this thesis. In this study, epistemological beliefs, scientific knowledge and
nature of science are used in the same sense.

Although Khishfe and Abd-El Khalick (2002) indicate that the nature of science cannot be defined
completely due to complex, dynamic and multiple structure of science, Lederman (2007; cited by Akgiin,
2015) defines the nature of science as the whole of beliefs and values that reflect epistemology of
science and that are included in the way of knowledge creation and production of knowledge. Features
of nature of science (scientific knowledge) can be grouped under the following topics (Dogan, Cakiroglu,
Bilican & Cavus, 2009).

v" Changeable nature of scientific knowledge
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v" Nature of scientific knowledge based on evidence obtained from experiment and
observations

Subjectivity

Creative nature of scientific knowledge

Social and cultural structure of scientific knowledge

Observations, inferences and theoretical titles in science

Scientific theories and laws

ASANENE NN

The subject of how individuals consider the nature of science draws the attention of educational
researchers day by day. There are several studies finding out that, due to individualistic differences,
individuals tend to have different perspectives towards events and facts and each individual has their
peculiar epistemology (Evcim, 2010) and these beliefs have significant effects on learning (Hofer, 2001;
Ongen, 2003; Deryakulu & Biyiikéztiirk, 2005; Deryakulu, 2006; Eroglu & Giiven 2006). For example,
Deryakulu (2004) concluded that, during the process of learning, students with developed
epistemological beliefs are more successful academically based on their increased usage of qualified
learning strategies when compared to students with underdeveloped epistemological beliefs. While
Yilmaz and Delice (2007) suggest that, despite having enough knowledge in problem solving, pre-service
teachers’ beliefs negatively affect their achievement, Izgar and Dilmag (2008) and Giirol, Altunbas and
Karaaslan (2010) suggest that teachers with high level of self-perception also have higher level of
epistemological beliefs. Schommer and Walker (1997), in their study in which they analyzed the
relationship between university students’ attitudes towards school and their epistemological beliefs,
conclude that students, who strongly believe that learning skill comes from birth and it is an irrevocable
skill, tend to care for school less and believe in the value of education less when compared to students,
who believe that learning skill can be improved.Chan (2002) has concluded in a study conducted with
pre-service teachers in Hong Kong, Institute of Education, that pre-service teachers believing that
learning depends of effort and process adopt thorough learning approach for meaning learning, on the
other hand, pre-service teachers believing that knowledge should be provided by an authority or an
expert adopt superficial learning approach. In addition, scientific epistemological beliefs have a decisive
effect on people’s preferred teaching-learning approaches, learning strategies, perception and
interpretation methods of knowledge and experiences (Deryakulu & Barge, 2003).

Educating scientific literate individuals is placed in the center of education programs in many
countries (Lederman, 1992; Abd-El-Khalick, 2001; Dogan, 2010; MEB, 2013; Akgiin, 2015). In the most
broader terms, a scientific literate person should be able to develop an understanding towards the
complex relationship between concepts, theories, principles, scientific processes and science,
technology and society, and more importantly towards the nature of science (Abd-El-Khalick &
Boulaoude, 1997). It has become important in terms of functionality of education programs to
determine opinions towards the nature of scientific knowledge (scientific epistemological beliefs)
among teachers who will educate the target population, namely students who are expected to become
scientific literate people. When the related literature is reviewed, it has been revealed that there are
many studies on epistemological beliefs among pre-service teachers (Ongen, 2003; Deryakulu &
Blylikozturk, 2005; Terzi, 2005; Eroglu & Giiven, 2006; Yilmaz & Delice, 2007; Ayaz, 2009; Meral &
Colak, 2009; Oztiirk, 2009; Oztirrk, 2011), but there are less number of studies on teachers’
epistemological beliefs (lzgar & Dilmag, 2008; Ayvaci & Nas, 2010; Akcay, 2011). In this regard, the
research sample was determined as pre-service science teachers and science teachers. In this study that
was conducted to determine science teachers’ and pre-service science teachers’ scientific
epistemological beliefs and their opinions on the nature of science, answers to the following questions
were searched:

1. What is the level of scientific epistemological beliefs among pre-service science teachers?

2. What is the level of scientific epistemological beliefs among science teachers?

3. Are there any significant differences between science teachers’ scientific epistemological
beliefs and those of pre-service science teachers?
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4. What are the opinions of science teachers and pre-service science teachers on the nature of
science?

Method

This study was based on mixed research pattern. Mixed research method is the research pattern in
which quantitative and qualitative data or techniques are combined (Christensen, Johnson & Turner,
2015). The current study, therefore, is a mixed study in terms of containing qualitative and quantitative
data. In the study, quantitative data was collected through scanning model, and qualitative data was
collected through phenomenological analysis. In the study, some measures, valid for mixed studies,
were taken to ensure validity and reliability. The first one among these measures was the weakness
minimization validity that was based on researcher’s use of another method to cover up weakness of a
method (Christensen, Johnson & Turner, 2015). In-depth knowledge, which was the lack of quantitative
data, was obtained through quantitative ways. The second one was the multiple validity that was based
on the comparison of specific validities within appropriate quantitative, qualitative and mixed methods
(Christensen, Johnson & Turner, 2015). Another measure taken for qualitative data was triangulation.
Triangulation can be in three forms including data sources, method and researcher triangulation
(Patton, 2014). In this study, data sources, researcher triangulation and method triangulation were
used. As for data source, science teachers and pre-service science teachers were selected. To ensure
diversity among participants, teachers were selected from both schools located in city center and from
central districts, on the other hand, pre-service science teachers were selected from 1st, 2nd, 3rd and
4th grades of science teaching program. For method diversity, scanning and phenomenology patterns
were used. In terms of researcher diversity, the study was conducted by two researchers. Thus, the aim
was to avoid researches’ subjective judgments as much as possible.

Participantsand Data Collection Procedure

Study group of the research consists of 61 science teachers working in secondary schools in Burdur
city center and its districts and 236 pre-service science teachers attending the 1st, 2nd, 3rd and 4th
grades of Science Teaching Program in the Faculty of Educational Sciences as of 2013-2014 academic
year and all selected through the stratified purposive sampling method. According to Bliylikéztirk,
Cakmak, Akgtin, Karadeniz and Demirel (2009:91), “Differing from stratified sampling with its feature of
not considering randomness in unit selection, the stratified purposeful sampling is also known as quota
sampling in the literature.” The reason for selecting this sampling method for pre-service teachers was
that it was considered more appropriate to include pre-service teachers from all grade levels in the
sample. All these two groups were applied with “ScientificEpistemological Beliefs Survey” in which
guantitative data was collected.“Perpectives on Scientific Epistemology Scale,” in which qualitative data
was collected, was applied to 85 pre-service science teachers and 40 science teachers selected randomly
from the study sample, but 28 of the pre-service science teachers and 10 of the science teachers were
excluded from the study since they could not fill in scales completely. In the final situation, the
qualitative data was collected from 57 pre-service science teachers and 30 science teachers.

Instruments

Scientific Epistemological Beliefs Survey. ScientificEpistemological Beliefs Survey was developed by
Pomeroy (1993). This scale is composed of 50 items under three subdimensions in English in its original
form. Translated into Turkish by Deryakulu and Bikmaz (2003), the scale consists of 30 items in total
including 22 positive items reflecting traditional conception of science and 8 negative items reflecting
non-traditional conception of science as a result of validity and reliability analyses. Alpha internal
consistency coefficient calculated for the original form of the scale translated into Turkish is .91
(Deryakulu and Bikmaz, 2003). The scale has a five point Likert-type ranging from (1) | Strongly Agree to
(5) I Strongly Disagree. The lowest score that can be obtained from the scale is 1, and the highest score
is 5. High score (>2.5) obtained from the scale indicates strong belief in traditional understanding of
science, and low score (< 2.5) indicates non-traditional (contemporary) understanding of science.
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Perpectives on Scientific Epistemology Scale. Opinions on Scientific Epistemology Scale was
developed by Abd-El-Khalick (2002). This survey consists of 10 open-ended questions. The survey was
adapted by Dogan (2010), and reviews by two experts were taken for content validity. From the scale,
consisting of 10 questions in its original form, 8 questions were used for this study. Questions cover the
following features of the nature of science;

e Changeable nature of scientific knowledge

e Nature of scientific knowledge is based on evidence and observation.

e  Subjectivity

e Creative nature of scientific information

e Social and cultural structure of scientific knowledge

e Scientific theories and laws

e Observations, inferences and theoretical titles in science (evidence and data).

Data Analysis

For analyses of scientific epistemological belief scale that constituted quantitative data of the
research, single factor analysis of variance (One-Way ANOVA) was applied for descriptive analysis and
unrelated samples by considering normal distribution of scores by pre-service teachers and teachers.
For the analysis of scores obtained from “Scientific Epistemological Beliefs Survey” that constituted
guantitative data of the research, total scores obtained from all items in the scale were used. Cronbach
Alpha reliability coefficient of the scale, in which quantitative data was obtained, was calculated as .91
for this study. Qualitative data of the research was collected from participants’ answers to “Perspectives
on Scientific Epistemology Scale”. Qualitative data was analyzed using the content analysis, one of the
qualitative analysis methods. In the content analysis, data is subjected to an in-depth examination,
similar data was combined around certain themes and concepts (Yildinm & Simsek, 2008). In this
context, surveys read repeatedly by researchers were subjected to content analysis, similar data were
encoded, and themes that would express these codes were established. To ensure reliability and
consistency in analysis of the data in the research, the same data set was encoded by both researchers,
and consistency between encoders was considered. Consistency was calculated using “Consensus
(Consensus+Dissidence)x100” formula (Miles & Huberman, 1994). As a result of this calculation, 0.87
percent consistency was determined among analysis results obtained by researchers. Besides, direct
quotes were used for external validity in data.

Results
Findings related to the First Sub-Problem

Results of descriptive analysis towards pre-service science teachers’ scores obtained from “Scientific
Epistemological Belief Survey” are presented in Table 1.

Table 1.
Results of Descriptive Analysis towards Pre-service Science Teachers’ Scientific Epistemological Beliefs
Scores

Variable N Min Max = SD
Scientific

Epistemological 236 2.97 3.93 3.48 197
Beliefs

As can be seen in Table 1, it can be said that, based on pre-service science teachers’ higher average
score (X = 3.48, SD =.197) from Scientific Epistemological Beliefs Survey, pre-service science teachers
have a traditional understanding of science.
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Findings related to the Second Sub-Problem

Results of descriptive analysis conducted to determine science teachers’ levels of scientific
epistemological beliefs are presented in Table 2.

Table 2.

Results of Descriptive Analysis towards Science Teachers’ Scientific Epistemological Beliefs Scores
Variable N Min Max = SD
Scientific

Epistemological 61 2.83 4.00 3.50 22
Beliefs

Analyzing the Table 2, it can be said that, based on higher average scores (X = 3.50, SD =.22) from
Scientific Epistemological Beliefs Survey, science teachers have a traditional understanding of science.

Findings related to the Third Sub-Problem

Results of One-Way ANOVA conducted to analyze the difference between levels of scientific
epistemological beliefs among science teachers and pre-service science teachers are presented in Table
3.

Table 3.
Results of One-Way ANOVA Test towards Science Teachers and Pre-service Science Teachers’ Scientific
Epistemological Beliefs

Source of Variance Sum of df Mean Square F P
Squares

Between Groups .024 1 .024 .594 442"

Within Groups (error)  12.089 295 .041

Total 12.114 296

"p>.05

As can be seen in Table 3, as a result of the variance analysis applied, no significant differences were
found (F1,05=0.594; p >.05) between science teachers’ scientific epistemological beliefs scores (X=3.47,
SD=.19) and pre-service science teachers’ scientific epistemological beliefs scores (X=3.50, SD=.22).

Findings related to the Fourth Sub-Problem
Findings are given in the forms of headlines associated with features of the nature of science.

Source of Scientific Knowledge. Findings obtained as a result of the analysis of data that was
obtained from opinions of the participants on the source of scientific knowledge are given in Table 4.

Table 4.
Findings related to the Theme “The Source of Scientific Knowledge”
Sub-Themes Pre-service Teachers Teachers

f % f %
Just experiment and 19 33.92 8 28.57
observation
Accidentally 13 23.21 3 10.71
Scientific method 6 10.71 6 21.42
Research and analysis 6 10.71 0 0
Curiosity 4 7.14 3 10.71
Based on needs 3 5.35 4 14.28

477



Adak ve Bakir — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 46(2), 2017, 472-502

Trial and error 3 5.35 0 0
Thinking 2 3.57 2 7.14
Technology 0 0 2 7

According to Table 4, it is observed that opinions of both pre-service teachers and teachers
concentrate on “only experiment and observation”. While experiment and observation, one of the pre-
service teachers’ opinions, is followed respectively by accidentally, scientific method, research and
analysis, curiosity, needs and trial-and-error; teachers’ opinions are also accumulated around similar
themes. It attracts attention that mostly “scientific method” opinion is common only after experiment
and observation, and teachers mentioned about the theme of “technology” that pre-service teachers
never mentioned. Besides, vast majority of teachers and pre-service teachers, who mentioned that
experiment was used is the production of scientific knowledge, answered the question of “will you use a
miraculous liquid that will grow your flower faster without using scientific ways?” by saying “they will
not try something like this”. According to these findings, it can be said that science teachers and pre-
service science teachers have a traditional understanding of science with regard to “source of scientific
knowledge.” Direct quotation example regarding this theme is given below.

“This miraculous liquid was tested with controlled experiments before their shipment to market
shelves. Therefore, there is no need for me to try. Already, it’s going to work”... (PST-41 [Traditional
understanding of science].

Changeability of Scientific Knowledge. Findings related to science teachers’ and pre-service science
teachers’ opinions on the feature of the nature of science, “changeability of scientific knowledge” can
be seen in Table 5.

Table 5.
Findings Related to the Theme “Changeability of Scientific Knowledge”
Sub-Themes Pre-service Teachers Teachers

f % f %
Changes with technological developments 17 32.69 8 28.57
Varies with the progress of science 12 23.07 7 25
Changes with research and experiment 7 13.46 2 7.14
Changes with new thinking and 6 11.53 4 14.28

interpretations

Theories vary 4 7.69 5 17.85
Law do not change 3 5.76 0 0
Information does not change 2 3.84 0 0
Changes with the requirements of the age 1 1.92 2 7.14

Analyzing the Table 5, it can be seen that, while a few opinions by pre-service teachers are towards
irrevocable feature of laws and knowledge, vast majority of opinions by pre-service teachers and all
opinions by teachers are towards that the fact that scientific knowledge can be changed with the
developments in science, technological developments, theories, new thinking and interpretations,
research and experiments or based on requirements of the age. Accordingly, it can be said that pre-
service teachers and science teachers have non-traditional conception of science with regard to features
of the nature of science “changeability of scientific knowledge”. Direct quotation examples regarding
this theme are given below.

... “Science and knowledge are not static, knowledge also varies with research and technological
developments...” (ST-29 [Non-traditional conception of science])

. “Scientific knowledge may change in accordance with newly produced ideas and hypotheses
introduced. It is not static.” (PST-37 [Non-traditional conception of science])
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Nature of Scientific Knowledge is Based on Evidence and Observation/Observations, Inferences
and Theoretical Titles in Science. Findings relating to science teachers’ and pre-service science teachers’
opinions towards the features of the nature of science such as “nature of scientific knowledge is based
on evidence and observation” and “observations, inferences and theoretical titles in science” are shown
in Table 6.

Table 6.
Findings related to Themes of “Nature of Scientific Knowledge is Based on Evidence and Observation”
and “Observations, Inferences and Theoretical Titles in Science”

Sub-Themes Pre-service Teachers Teachers

f% %
Evidence
Proof 19 38 16 59.25
Hint, trace 9 18 3 11.11
Information based on experiment and observation 7 14 4 14.81
Proof of truth 6 12 0 0
Suggestions 5 10 4 14.81
The foundation of research 4 8 0 0
Data
Gather information 23 45.09 5 19.23
Qualitative and quantitative information 10 19.60 14 53.84
Main element forming the basis of research 7 13.72 2 7.69
The values at the end of research 5 9.80 1 3.84
Written materials 3 5.88 0 0
Information divided into stages 3 5.88 0 0
Raw form of information 0 0 4 15.38
Collection of data and evidences
Observation 13 22.41 7 20.58
Questionnaire 10 17.24 4 11.76
Research / Examination 8 14.54 2 5.88
Experiment / Controlled experiment 7 12.06 5 14.70
Meeting / interview 6 10.34 2 5.88
Journey / Observation 4 6.89 3 8.82
Analysis of works 3 5.17 5 14.70
Archive investigation 3 5.17 2 5.88
Scientific methods 2 3.44 1 2.94
Internet 2 3.44 2 5.88
Nature research 0 0 1 2.94

Analyzing the Table 6, it has been determined that, while opinions of pre-service teachers focus on
themes such as evidence, tips and trails, knowledge based on testing and observation, proof of truth,
proposition and proof and the basis of research respectively, teachers’ opinions focus on similar themes
with exception of themes such as proof of truth and basis of research. In addition, it has been
determined that most of the teachers consider proof as “evidence”. It has been observed that teachers’
and pre-service teachers’ opinions towards data focus on themes such as qualitative and quantitative
knowledge, collecting information, raw form of information, values at the end of research, main
element forming the basis of research. In addition to these sub-themes, other themes such as written
materials and fragmented form of knowledge are found among pre-service teachers despite being few
in numbers. While pre-service teachers define data as “collecting information”, teachers mostly define it
as “qualitative and quantitative information”. While it is seen that the vast majority of pre-service
teachers’ answers related to data and evidence collection methods include observation, survey,
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research/review, experiment/controlled experiment and meeting/interview, on the other hand, the vast
majority of teachers’ opinions concentrate on observation, experiment/controlled experiment, analysis
of works and survey. Based on all these findings, it can be said that science teachers and pre-service
science teachers exhibit non-traditional conception understanding of science related to the features of
the nature of science such as “nature of scientific knowledge is based on evidence and observation” and
“observations, inferences and theoretical titles in science”. Below are examples of direct quotes about
this theme.

... “Evidence consists of information that we collect for solving a problem and that will verify the
hypothesis.” (ST-8 [Non-traditional conception of science])

...”Quantitative and qualitative information obtained as a result of experiments and observations is
called data...” (ST-9 [Non-traditional conception of science])

Scientific Theories and Laws. Findings related to science teachers’ and pre-service science teachers’
opinions on the feature of the nature of science, “scientific theories and laws” are given in Table 7.

Table 7.
“Scientific Theories and Laws” Theme
Sub-Themes Pre-service Teachers Teachers
% f%
Theory
Knowledge with its accuracy widely accepted 11 17.18 10 23.25
Hypothesis  proven  with  experiment and 10 15.62 15 34.88

observation

Experiment results not accepted by everybody 9 14.06 5 11.62
Facts likely to be refuted 8 12.05 2 4.65
Experiment result considered by many scientists 7 10.93 3 9.30
Hypotheses that are accepted but likely to be 6 9.37 4 9.30
falsified

Scientific proposition not yet proven 5 7.81 1 2.32
Scientific facts 3 4.68 3 6.97
Description of information 3 4.68 0 0
Vision hard to prove 2 3.12 0 0
Formation of the theory

By establishing hypothesis 22 34.37 2 6.45
Just through experiment and observation 19 29.68 11 35.48
Through controlled experiment 11 17.18 5 16.12
Scientific method 10 15.62 10 32.25
Through thinking 2 3.12 3 9.67
Law

Universalized information 20 40 8 21.62
Theories accepted by everybody 10 20 6 16.21
Researchable and provable information 6 12 2 5.40
Real information gained unchanged quality and 5 10 8 21.62
cannot be refuted

Hypothesis validated with observation and 4 8 6 16.21
experiments

Facts proven with repeating experiments (shown) 3 6 7 18.91
De facto information 2 4 0 0
Formation of law

Only controlled experiments and observations 35 54.68 25 83.33
Scientific methods 29 45.31 5 16.66
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The difference between theory and the law

Theories can be transformed into law 15 26.31 0 0

Laws are universal, theories are not universal 9 15.78 11 40.74
Theories are unprovable facts 8 14.03 2 7.40
Don’t Know 8 14.03 0 0
Laws do not change, theories may change 5 8.77 0 0
There are no differences between them 4 7.01 0 0
Law are certainly proven information, and theories 4 7.01 3 11.11
are greatly proven information

Laws are irrefutable information, theories are real 2 3.50 8 29.62
refutable information

Laws define event, theories define event 0 0 3 11.11

According to Table 7, opinions of both groups towards the definition of theory concentrate on
“hypothesis proven with experiment and observation,” “knowledge with its accuracy widely accepted”
and “experiment results not accepted by everybody”. Among other themes include answers such as
“scientific facts,” “experiment result considered by many scientists,” “explanation of knowledge,”
“scientific proposition not yet proven” and “facts likely to be refuted”. With regard to this sub-theme, it
is difficult to say that all of pre-service teachers’ and science teachers’ opinions reflects non-traditional
scientific approach. That is because answers by both participant groups are insufficient in literally
reflecting non-traditional scientific approach. For example, “explanation of knowledge,” “experiment
results not accepted by everybody,” “scientific proposition not yet proven” themes are insufficient for
non-traditional scientific approach despite being sufficient for traditional opinion. With regard to the
formation of theory, it has been observed that most of pre-service teachers’ and teachers’ opinions
focus on themes such as “just experiment and observation,” “establishing hypothesis,” “controlled
experiment”.

» u

» o u

With regard to law, pre-service teachers’ and teachers’ opinions mainly focus on “universalized
information, real information that cannot be refuted, theories accepted by everybody,” accordingly, it
can be seen that scientific approach of both groups is against non-traditional scientific understanding or
insufficient. With regard to formation of laws, pre-service teachers’ and teacher’ opinions are collected
under themes of “only controlled experiments and observations” and “scientific method”.

With regard to the difference between theory and law, most of teachers and pre-service teachers
express that laws are universal and theories are not universal. Based on all these findings, it can be said
that science teachers and pre-service science teachers have traditional understanding of science
towards features of the nature of science including “scientific theories and laws”. Below is the direct
quote about this theme.

... “Dalton indicated that, in atom theory, atom cannot be broken. But later, it was proven with
obtained information that atom could be broken (modern atomic theory). Laws are facts that cannot
be change under no circumstances. Theories, on the other hand, are facts that can change...” (ST-13
[Traditional understanding of science])

Creative Nature of Scientific Knowledge/Social and Cultural Structure of Scientific
Knowledge/Subjectivity. Findings about science teachers’ and pre-service science teachers’ opinions on
features of the nature of science including “creative nature of scientific information,” “social and
cultural structure of scientific knowledge,” and “subjectivity” are given in Table 8.
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Table 8.
Findings related to Themes of “Creative Nature of Scientific Knowledge,” “Social and Cultural Structure of
Scientific Knowledge” and “Subjectivity”

Sub-Themes Pre-service Teacher Teacher

% f %
The Reason for Reaching Different Results by Scientists Despite Having Data
Difference in personal opinions, ideas, perspectives, 25 49.01 19 63.33
special views and their difference in interpreting the
information
Lacking precise information 8 15.68 2 6.66
Imagination 6 11.76 3 10
Scientists’ having different fields of study and 6 11.76 2 6.66
having different knowledge
They established different hypotheses based on 6 11.76 2 6.66
same data
Selective perception 0 0 2 6.66
The Difference between Scientific Knowledge and Scientific Thought
Scientific knowledge is objective facts based on 22 41.50 10 38.46

experiment and observation, scientific thought is

subjective ideas

While the scientific knowledge is explained theories 15 28.30 8 30.76
and laws, scientific thought is explained with

emotions and beliefs

Scientific knowledge consists of proven facts, 8 15.09 5 19.23
scientific thoughts consists of the phase of producing

scientific knowledge based on imagination and

creativity

Don’t Know 8 15.09 3 11.53

According to Table 8, the reason for scientists’ obtaining different results despite having same data is
determined as the fact that nearly half of pre-service teachers and more than the half of teachers’
opinions constitute of the theme, “difference in personal views, perspectives and subjective views”.
Answers such as “lack of precise information, imagination and establishing different hypotheses based
on same data” are among notable themes.

With regard to the difference between scientific knowledge and scientific thought, it can be seen
that teachers’ pre-service teachers’ opinions mostly focus on answers such as “Scientific knowledge is
objective facts based on experiment and observation, scientific thought is subjective ideas” and “While
the scientific knowledge is explained theories and laws, scientific thought is explained with emotions
and beliefs”, some teachers and pre-service teachers mention about imagination and creativity. Based
on these findings, it can be said that science teachers and pre-service science teachers generally exhibit
non-traditional understanding of science towards features of the nature of science including “creative
nature of scientific knowledge,” “social and cultural structure of scientific knowledge” and
“subjectivity”. Below is an example of a direct quote about this theme.

.... “Science stems from the fact that people look at events from their own perspectives. For example,
when astronomers are those claiming the asteroid hit, natural scientists are those who say that the
cause is volcanic eruption. In other words, they interpret data in accordance with their own fields...”
(ST-13 [Non-traditional conception of science])
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Discussion & Conclusion

In the research, based on high level of pre-service science teachers’ scores obtained from scientific
epistemological beliefs scale, it can be said that pre-service science teachers have a traditional
understanding of science. In the literature, there are some studies concluding that pre-service teachers’
epistemological beliefs are towards traditional scientific understanding (Abd-El-Khalick & BoulJaoude,
1997; Abd-El-Khalick & Akerson, 2004; Terzi, 2005; Meral & Colak, 2009; Ayvaci and Nas, 2010;
Karabulut & Ulucan, 2012). For instance; Meral and Colak (2009), as a result of the study conducted with
651 students attending the teachers educational college, have determined that students have a
traditional understanding of science. Karabulut and Ulucan (2012) have determined as a result of the
study they conducted with the participation of the first and last grade pre-service physical education
teachers that pre-service teachers have high level of traditional scientific beliefs.

Another finding of the study is that science teachers’ scientific epistemological beliefs reflect
traditional understanding of science. In the literature, there are some studies available in which
teachers’ epistemological beliefs are examined (Karhan, 2007; Dogan & Abd-El-Khalick, 2008; Izgar &
Dilmag, 2009; Kurt, 2010; Aslan & Tasar, 2013; Bayir, 2016). Karhan (2007) has determined, in the study
in which teachers’ epistemological beliefs are examined, that teachers have superficial beliefs towards
the fact that facts are single and absolute. Kurt (2010), as a result of the research conducted with 256
teachers, has determined that, while teachers’ epistemological beliefs have sides suitable for partly
developed epistemological understanding, they have more traditional understanding of science. Dogan
and Abd-El-Khalick (2008) have revealed that, in addition to science teachers having traditional
understanding of science towards the nature of science, they have similar opinions and these naive
opinions independent of age, gender, geographic origin and social-economic status. Aslan and Tasar
(2013), as a result of the study conducted with science teachers, have found that teachers have naive
views about many sub-dimensions of the nature of science. Aslan (2009) indicates that naive opinion is
the one that adopts positivist paradigm. Finding that science teachers are far from many sub-dimensions
of the nature of science, Bayir (2016), based on the results of this study, claims that current findings do
not support expectations of science education in the 21th century and reform movement in the country
considering that the vision of 2004 and 2013 science programs was to raise students with science
literacy.

Another result of this research is that there are no significant differences between science teachers’
and pre-service science teachers’ scientific epistemological beliefs. Analyzing the relationship between
teachers’ and pre-service teachers’ epistemological beliefs, Alpan and Erdamar (2014), in their study
conducted with 247 senior grade students attending Gazi University and 32 teachers guiding these
students, have examined teachers’ and pre-service teachers’ epistemological beliefs before and after
the teaching application and have observed that there are no significant differences between their
epistemological beliefs before and after the implementation of the program. Sara¢ and Cappellaro
(2015) have indicated that there are no significant differences among classroom teachers’ and pre-
service teachers’ opinions towards the nature of science apart from hierarchy of hypothesis-theory-law
and consistency of inter-scientific concepts.

Science teachers’ and pre-service science teachers’ opinions towards the nature of science are
determined according to features of the nature of science. It has been observed that both pre-service
teachers’ opinions and teachers’ opinions towards “the source of scientific knowledge” focus mostly on
experiment and observation. It is a true but incomplete information that, in obtaining scientific
knowledge, scientific methods such as experiment and observation are used. This is one of myths
accepted related the nature of science. Not only are there a single scientific method in obtaining
scientific knowledge, but also are scientists’ creativity and imagination important (Palmquist & Finley,
1997; Abd-el-Khalick & Akerson, 2004; Dogan, 2010). According to Dogan (2010), thinking that scientific
knowledge is produced “through experiment” coincides with experimentalism knowledge theory,
namely positivist view, that was supported by Francis Bacon and that suggests the only source of human
knowledge as experimentalism. Accordingly, it can be said that science teachers and pre-service science
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teachers have a traditional understanding of science with regard to “the source of scientific knowledge”.
This finding shows similarities with many studies in the literature (Dickinson, Abd-El-Khalick &
Lederman, 2000; Abd-el-Khalick & Akerson, 2004; Ari, 2010; Dogan, 2010; Dursun, 2015). For example,
Abd-El-Khalick and Akerson (2004), as a result of their study conducted with 28 pre-service teachers
attending science course, have determined that 86% of participants think that scientific knowledge is
created through the scientific method constituting of single or serial phases; Dogan (2010) indicates that
vast majority of high school students say that scientific knowledge is produced by scientific method.

It has been found that all science teachers and majority of pre-service teachers have opinions
towards changeability of scientific knowledge with regard to features of the nature of science,
“changeability of scientific knowledge”. Very few of pre-service teachers’ opinions are related to fact
that information will not change. Accordingly, it can be said that pre-service teachers and science
teachers have non-traditional conception of science with regard to features of the nature of science
“changeability of scientific knowledge”. This view is consistent with the results obtained from studies
conducted by Lederman (1999), Dogan and Abd-el-Khalick (2008), Ari (2010) and Aslan (2009). For
example, in a study conducted by Aslan (2009) with regard to volatility of scientific knowledge, Aslan has
revealed that science and technology teachers hold the idea that scientific knowledge may change as a
result of scientific studies repeated with new techniques and developed tools.

It can be said that, with regard to features of the nature of science including “nature of scientific
knowledge is based on evidence and observation” and “observations, inferences and theoretical titles in
science,” science teachers and pre-service science teachers exhibit non-traditional conception of
science. Although the study group consisted of high school students, Dogan (2010) also reached similar
findings as a result of his study.

It has been determined that science teachers’ and pre-service science teachers’ opinions towards the
whole theory focus on views such as “hypothesis proven with experiment and observation,” “knowledge
with its accuracy widely accepted” and “experiment results not accepted by everybody”. With regard to
definition of theory, it is difficult to say that all of pre-service teachers’ and science teachers’ opinions
reflects non-traditional scientific approach. That is because answers by both participant groups are
insufficient in literally reflecting non-traditional scientific approach. For example, “explanation of
knowledge,” “experiment results not accepted by everybody,” “scientific proposition not yet proven”
themes are insufficient for non-traditional scientific approach despite being sufficient for traditional
opinion. With regard to law, it can be seen that pre-service teachers’ and teachers’ opinions mainly
focus on themes such as universalized information, real information that cannot be refuted, theories
accepted by everybody, and it can be seen that scientific approach of all is against nontraditional
scientific understanding or insufficient.With regard to the difference between theory and law, most of
teachers and pre-service teachers express that laws are universal and theories are not universal. Based
on all findings obtained from participants’ opinions towards theory, law, formation of theory and law
and their differences, it can be said that science teachers and pre-service science teachers have
traditional understanding of science towards the feature of nature of science, “scientific theories and
laws”. This finding coincides with the findings by Dogan (2010) and Mihladiz (2010) and Aslan
(2009).0ne of the known myths towards the nature of science is the fact that hypotheses constitute
theories, theories constitute laws (Aslan, 2009), namely, there is a hierarchy between theory and law
(Dickinson, Abd-El-Khalick & Lederman, 2000; Dogan Bora, Arslan & Cakiroglu, 2006). However, law and
theories are different information types and they cannot be transformed into each other (Dogan,
Cakiroglu, Bilican & Cavus, 2009: 25). According to Irez (2008) and Dogan (2010), one of the biggest
reasons for this error is wrong information in current course books.

” u

It is observed that science teachers, pre-service science teachers and scientists may have different
personal opinions, imagination etc., thus, different points of view; therefore, they mention about the
view that they may achieve different outcomes and about features such as “creative nature of scientific
knowledge, social and cultural structure and subjectivity”. Based on these findings, it can be said that
science teachers and pre-service science teachers, generally exhibit non-traditional understanding of
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science towards features of the nature of science including “creative nature of scientific knowledge,”
“social and cultural structure of scientific knowledge” and “subjectivity”. Consistent with these findings,
in Dogan’s study (2010), students expressed that the reason for scientists producing different theories
with regard to disappearance of the dinosaurs, different theories produced by people and inability to
adopt a common theory despite same data at hand were different studies and different interpretations.
In the study conducted by Aslan (2009), vast majority of science and technology teachers (66.2%)
expressed that “successful scientists should be always very open-minded, and they should also carry
properties like imagination, intelligence and honesty.”

In short, although, according to findings obtained from “Scientific Epistemological Scale,” it was
concluded that science teachers and pre-service science teachers have a traditional understanding of
science; according to the findings obtained from “Opinions on Scientific Epistemological Beliefs Scale,” it
was revealed that both groups have traditional understanding of science based on positivist paradigm
especially towards “nature of scientific knowledge to be based on experimentation, scientific theories
and laws” features of the nature of science, and non-traditional (contemporary) scientific understanding
based on post-positivist paradigm towards “the diversity of scientific knowledge, scientific knowledge to
be based on proof and observation, observations, inferences and theoretical titles in science, creative
nature of scientific knowledge, subjectivity and social and cultural structure of scientific knowledge”.
Abd-El Khalick and BouJaoude (1997) attribute science teachers’ still having traditional conception of
science to the fact that teachers training programs are not useful towards pre-service science teachers’
developing information towards the nature of science that they need during their science education.

Based on the results of this research, science teachers may be provided with in-service trainings to
guide them towards scientific understanding by saving them from traditional scientific understanding
towards some features of the nature of science. Dogan, Cakiroglu, Cavus, Bilican and Arslan (2011)
indicated that science and technology teachers’ opinions towards the nature of science improved
positively thanks to educational programs. Also, effective methods can be used towards the nature of
science to develop pre-service science teachers’ opinions on the nature of science. Although Abd-El-
Khalick and Lederman (2000), as a result of wide literature review they applied, have indicated that
attempts towards strengthening science teachers’ opinions on the nature of science mainly fail, there
are also studies indicating that some approaches are effective on this issue (Bianchini & Colburn, 2000;
Abd-El-Khalick, 2001; Késeoglu, Tumay & Budak, 2008; Turkoz, 2015; Tola, 2016). For example, Abd-El-
Khalick (2001) indicated that open reflective approach is effective in reflecting teachers’ opinions about
the nature of science.
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Turkge Stirumii

Giris

Epistemoloji, bilgiyle ilgili sorunlari tenkit eden, bilginin nereden geldigini, yapisini,
kokenini,kriterlerini, gegerliligini ve sinirlarini inceleyen felsefe alani olarak ifade edilebilir (Hangerlioglu,
1996; Yazici, 1999; Ciicen, 2001; Deryakulu, 2006; Cevizci, 2010). Felsefenin temel yapilarindan biri olan
epistemoloji, asil olarak insan bilgisinin dogasini, bilginin kapsamini, kaynaklarini, sinirlarini, kavramsal
bilesenlerini, dogrulugunu, gecerligini tim vyonleriyle inceler. Epistemoloji ¢ temel soruyla
iliskilendirilebilecek arastirma alanlarini kapsamaktadir. Bu sorular; “insan bilgisinin sinirlari nelerdir?”,
“Insan bilgisinin kaynaklari nelerdir?”’ ve “insan bilgisinin dogasi nedir?”’ seklindedir (Muis, Bendixen &
Haerle, 2006). inangsa bireylerin algilamalarini, anlamlandirmalarini ve bunlara yonelik tavrini olusturan
kabullenmeleridir (Deryakulu, 2006). Hofer ve Pintrich’e gére (1997), alinan bitin kesin yargilarin ve
sergilenen davranislarin ardinda, bireylerin sahip olduklari inanglari yatmaktadir. Bireylerin sahip
olduklari bilgi, bilme ve 6grenme ile ilgili inanglari epistemolojik inang olarak adlandirilir (Schommer,
1990; Deryakulu & Buyukoézturk, 2005). Bilimsel epistemolojik inang ise, bireylerin bilimin, bilimsel
bilginin ne oldugu ve nasil Uretildigi ve paylasildigl ve nasil 6gretilmesi gerektigiyle ilgili inanglarini kapsar
(Deryakulu & Bikmaz. 2003).

Bilimsel bilginin olusumuyla ilgili iki dnemli paradigma bulunmaktadir. Pozitivist paradigmaya gore
bilimsel bilginin olusumunda, bilimsel deneyim fazlasiyla 6nemli olup, sadece ve sadece gozlemlenmis ve
kontrol edilmis deneysel arastirmalar sonucunda elde edilen bilgiler giivenilirdir (Ekiz, 2009) ve bilimsel
bilgiler tek ve mutlak dogrulardir (Ozden, 2003). Oysa bilim, ne salt aklin ne de katiksiz gézlem ve
deneyin sonucudur (Yildirim, 2014). Post-pozitivist paradigmaya gore ise bilimsel bilgi sadece deney,
gozlem ve kullanilan yonteme bagli degil, bilimin yapildigl toplumun ve tarihin kosullarina da bagh olan
bilgidir ve bilimsel dogrular ve yargilar mutlak degildir, degisebilir (Ozden, 2003). Bilimsel epistemoljik
inanclara dair cagdas anlayis, 6znelligi dikkate almayan, pozitivist paradigmaya dayanan geleneksel bilim
anlayisindan, bilim insanlarinin yasadiklari kiltir ve toplumun etkisinde kaldigi, bireysel inang ve
degerlerin, hayal glicli ve sezgilerin de etkili oldugunu temel alan, post-pozitivist paradigmaya dayanan
geleneksel olmayan bilim anlayisina dogru kaymistir (Pomeroy, 1993).

Ozellikle fen egitimiyle ilgili yapilan ¢alismalarda, epistemolojik gériis, epistemolojik inang, bilimsel
bilgi kavramlarinin ayni anlamda kullanildigi gérilmektedir (Coban & Ergin, 2008). Bu terimlere ek olarak
bilimin dogasi da ayni amagla kullaniimaktadir. Nitekim, Coban ve Ergin’in (2008) galismalarinda, bilimsel
bilginin o6zelligini anlatilirken, aslinda bahsi gegcen 6zelliklerin bilimin dogasinin o6zellikleri oldugu
gorilmektedir. Ayni calismada bilimsel bilginin, “bilimsel bilginin dogasini, kaynagini, dogruluk degerini,
sinirlarini ele alan tartisma” tanimi da bu savi desteklemektedir. Bu calismada epistemolojik inang,
bilimsel bilgi ve bilimin dogasi ayni anlamda kullaniimistir.

Khishfe ve Abd-El Khalick (2002), bilimin karmasik, dinamik ve ¢oklu yapisindan dolayi bilimin
dogasinin taniminin tam olarak yapilamadigini belirtseler de, Lederman (2007; akt. Akgtin, 2015), bilimin
dogasini, bilimin epistemolojisini yansitan, bilgiyi olusturma yolu ve bilimin Uretilmesinde yer alan
inanglar ve degerler bitiini olarak tanimlamaktadir. Bilimin dogasinin (bilimsel bilginin) 6zellikleri su
basliklar altinda toplanabilir (Dogan, Cakiroglu, Bilican & Cavus, 2009).

Bilimsel bilginin degisebilir dogasi

Bilimsel bilginin deney ve gozlemlerden elde edilen kanitlara dayanmasi
Oznellik

Bilimsel bilginin yaratici dogasi

Bilimsel bilginin sosyal ve kiltlrel yapisi

Gozlemler, ¢cikarimlar ve bilimde teorik baghklar

Bilimsel teoriler ve kanunlar

Bireylerin bilimin dogasina nasil baktiklari konusunun her gecen giin 6nem kazanmasi egitim
arastirmacilarinin da ilgilerini cekmektedir.Bireysel farkhliklardan dolayi, bireylerin olay ve olgulara bakis
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actlarinin farkli olmasi, her bireyin kendine 6zgii bir epistemolojisinin olduguna (Evcim, 2010) ve bu
inancglarin, 6grenme (zerinde 6nemli etkileri olduguna dair calismalar bulunmaktadir (Hofer, 2001;
Ongen, 2003; Deryakulu & Biiyiikéztiirk, 2005; Deryakulu, 2006; Eroglu & Giiven, 2006). Ornegin,
Deryakulu (2004), 6grenme sirecinde, gelismis epistemolojik inanglara sahip 6grencilerin, gelismemis
epistemolojik inanglara sahip 6grencilere gére daha ¢ok sayida ve nitelikli 6grenme stratejilerini
kullanmalarina bagh olarak akademik yonden de daha basarili olduklari sonucunu elde etmistir. Yilmaz
ve Delice (2007), problem ¢6zmede yeterli bilgiye sahip olsalar dahi 6gretmen adaylarinin inanglarinin,
basarilarini olumsuz yonde etkiledigini iddia ederken, lzgar ve Dilmag¢ (2008) ve Girol, Altunbas ve
Karaaslan (2010), 6zyeterlilik algisi yiksek 6gretmenlerin epistemolojik inanglarinin da yiiksek oldugunu
iddia etmektedirler. Schommer ve Walker (1997), Universite 6grencilerinin okula yénelik tutumlari ile
epistemolojik inanglarini arasindaki iliskiyi arastirdiklari calismalarinda, 6grenme yeteneginin dogumla
geldigine ve degistirilemez bir yetenek olduguna glicli bigcimde inanan &grencilerin, 6grenme
yeteneginin gelistirilebilecegine inanan o6grencilere gore okuldan daha az hoslandiklarini, egitimin
degerine daha az inandiklarini sonucuna ulasmislardir.Chan(2002),HongKongEgitimEnstitUsi’ndeki
Ogretmenadaylar ile yaptigi c¢alismada, ©grenmeningabayavesirecebagloldugunainananégretmen
adaylarininanlamhégrenmeleriigcinderinlemesineégrenme
yaklasiminibenimsediklerini,digertaraftanbilgininbirotoriteyadauzmantarafindansunulmasigerektigineina
nanogretmen adaylarinin ise yiizeysel 6grenme yaklasiminibenimsedikleri sonucunubulmustur. Ayrica
bilimsel epistemolojik inanclarin, kisilerin tercih ettikleri 6grenme-6gretme vyaklasimlar