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The purpose of this study is to determine to what extent the personality traits based
on the Five Factor Theory (extraversion, neuroticism, agreeableness,
conscientiousness, openness to experience) predict loneliness levels of university
students. The study group of the research was composed of 433 students (260 female
and 173 male students) who were attending Inonu University and Nigde University in
the academic year of 2013-2014. As the data collection tools, the UCLA Loneliness
Scale and the Five Factor Personality Inventory were used in the study. The data
analysis was performed using correlation and multiple regression analysis methods.
According to the findings of the research, the personality traits of extraversion,
neuroticism, agreeableness, and openness to experience are significant predictors of
university students' loneliness levels. Consequently, the personality traits based on the
Five Factor Theory explained 28% of the variance in loneliness scores of university
students.
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Universite 6grencileri

Bu arastirmanin amaci, Bes Faktor Kuramina dayali kisilik 6zelliklerinin (disadontklik,
nevrotiklik, uyumluluk, sorumluluk, deneyime agiklik) Gniversite 6grencilerinin yalnizlk
dizeyleri Gzerindeki yordama glictini belirlemektir. Arastirmanin galisma grubunu
2013-2014 egitim-6gretim yilinda inéni ve Nigde Universitesinde &grenim gérmekte
olan 433 (260 kiz ve 173 erkek) 6grenci olusturmustur. Calismada, veri toplama araglari
olarak UCLA Yalnizlik Olgegi ve Bes Faktor Kisilik Envanteri kullanilmistir. Arastirmada,
veri analizi korelasyon ve c¢oklu regresyon analizi yontemleriyle gergeklestirilmistir.
Arastirma bulgularina gore disadontkliik, nevrotiklik, uyumluluk ve deneyime agiklik
kisilik ~ ozellikleri ~ Universite 6grencilerinin  yalnizhk diizeylerinin anlamli  bir
yordayicisidir. Sonug olarak, Bes Faktér Kuramina dayali kisilik 6zellikleri Gniversite
ogrencilerinin yalnizlik puanlarindaki varyansin % 28’ini agiklamistir.
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Introduction

Loneliness is regarded as a general experience (Perlman & Peplau, 1981) and accepted to be
dangerous for individual's mental health when it is severe and lasts long (Perlman & Peplau, 1984).
Selgukoglu (2001) explains loneliness as one of the most common problems in modern societies. Peplau
and Perlman (1982) define loneliness as psychological distress symptoms accompanying the actual or
perceived absence of satisfaction in individual's social relationships. Bulus (1997) regards loneliness not
just as a state of being physically alone but also insufficiency of social relationships and lowness of the
level of satisfaction received from those relationships. Karnick (2005) argues that the meanings of
loneliness in the literature do not comply with each other and states that loneliness is a universal
emotion and exists in the nature of humankind.

Although loneliness is regarded as a psychological problem that may occur in any stage of human life
and be experienced by anyone (Kogak, 2003), the will to be together with others and develop close
relationships with them becomes more intense in some of the development periods (Kizildag, 2009).
Young adulthood can be considered one of these periods. Erikson (cited in, Schultz & Schultz, 2009)
explained the young adulthood, which it is thought many university students go through, as a phase of
isolation from intimacy and stated that individuals have duties such as building intimate relationships
and those who could not build such relationships may experience the feeling of isolation. When
considering these basic motivations of university students in establishing relationships, it is thought that
there is a high risk that they may experience the feeling of loneliness. Accordingly, it has been seen in
several studies aiming to examine university students' loneliness levels (Bulus, 1997; Ceyhan & Ceyhan,
2011; Orug, 2013; Saltalu, Oztiirk, & Samur, 2009; Yalaz-Segim, Alpar, & Algiir, 2014) that students
experience the feeling of loneliness.

In the studies performed with university students, it has been found that individuals with higher
levels of loneliness have lower levels of life satisfaction (Tuzg6l-Dost, 2007), and loneliness is one of the
factors that affect adjustment to university (Seving & Gizir, 2014), academic achievement (Stoliker &
Lafreniere, 2015) and academic adjustment (Lijuan, Rui, Benxian, & Xiao, 2014). Moreover, a positive
relationship has been found between loneliness and hopelessness (Girgin, 2009), depression and
suicidal behavior (Chang, Muyan, & Hirsch, 2015), anxious and avoidant attachment (Wei, Russell, &
Zakalik, 2005) and alienation (Atli, Keldal, & Sonar, 2015) whereas a negative relationship has been
found between loneliness and psychological well-being (Cegcen & Cenkseven, 2007) and psychological
resilience (Kilig, 2014). All these findings obtained by the researchers revealed that loneliness is an
important factor in university students' mental health. In this context, it can be said that it is important
to examine the relationship between university students' loneliness levels and their personality traits.

Various theories have been suggested in the literature for the personality traits. One of these
theories is the “Five Factor Theory” (Goldberg, 1990, 1992; McCrae & Costa, 1987; McCrae & John,
1992). The Five Factor Personality Theory is considered to be combining many different perspectives
uttered for personality (Bacanli, ilhan, & Aslan, 2009). The factors included in the Five Factor Personality
Theory are as follows: Extraversion, Neuroticism, Agreeableness, Conscientiousness, and Openness to
Experience (Goldberg, 1992).

Individuals with personality traits of extraversion are considered confident, and social individuals
who like talking (Barrick & Mount, 1993). It is stated that individuals with higher levels of neuroticism
are unconfident, anxious, pessimist, and angry individuals (Roccas, Sagiv, Schwartz, & Knafo, 2002). It is
suggested that individuals with higher levels of agreeableness are friendly, trustful, and helpful but
those with lower levels of agreeableness are sarcastic, insensitive, and antagonist people (Costa &
McCrae, 1992). It is argued that individuals with the personality traits of conscientiousness are
responsible, trustworthy, persistent, and success-oriented people (Barrick & Mount, 1993). And it is
stated that openness to experience involves personality traits such as being intellectual, creative,
philosophical, and non-traditional (Judge, Higgins, Thoresen, & Barrick, 1999).
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It is known that some of the factors related to loneliness are personality traits (Atak, 2009; Hensley
et. al., 2012; Long & Martin, 2000; Neto & Barros, 2003; Stephan, Fath, & Lamm, 1988; Vanhalst et. al.,
2012); however, it is seen that several studies emphasize only the personal traits of neuroticism and
extraversion. Hence, it is thought that investigating the relationship between agreeableness,
conscientiousness, openness to experience, and loneliness will contribute to the literature.

One of the most basic necessities during the development period of university students is to
establish intimacy with others. The emotion of loneliness to be experienced in this period may affect
university students' development in a negative way. Therefore, it is thought to be important to examine
personality traits, which are deemed to be related to university students' loneliness levels. Considering
the related literature, it is seen that there are limited number of studies addressing the relationship
between university students' loneliness levels and the personality traits based on the Five Factor Theory.
Hence, Atak’s (2009) study revealed that there are meanigful and significant relationships between
personality traits and loneliness. In this context, it was aimed at determining to what extent the
university students' personality traits based on the Five Factor Theory predict their loneliness levels.

Method
Research Model

This study was designed in the correlational model to determine the relationships between
university students' personality traits based on the Five Factor Theory and their loneliness levels.
Creswell (2012) stated that the correlational model allows for explaining the relationships among
variables and predicting the scores. The predictor variables of the research are the personality traits
based on the Five Factor Theory. The outcome variable of the research is university students' loneliness
levels.

Study Group

The study group in the research was selected via the convenience sampling (Fraenkel, Wallen, & Hyun,
2012) method. The study group was composed of 433 students, 260 (60%) of which are female and 173
(40%) are male, who were studying at Indnl University and Nigde University in the fall term of the
academic year of 2013-2014. Ages of the students varied between 18 and 29 (Xx=20.50; sd=1.75).

Data Collection Tools

THE UCLA Loneliness Scale: The UCLA Loneliness Scale was developed by Russell, Peplau and
Ferguson (1978) to evaluate individuals' loneliness levels. The scale was revised by Russell, Peplau and
Cutrano (1980) and adapted into the Turkish language by Demir (1989). The Likert-type scale is
composed of 10 positive and 10 negative items, 20 items in total. The lowest and highest scores that can
be obtained in the UCLA Loneliness Scale are 20 and 80 respectively. The higher scores in the scale are
accepted to be the sign of more intense loneliness. The internal consistency reliability coefficient and
test-retest reliability coefficient of the scale were calculated to be .96 and .94 respectively (Demir,
1989).

The Five Factor Personality Inventory: The Five Factor Personality Inventory was developed by
Benet-Martinez and John (1998) to evaluate personality traits in an effective and quick way. It is a 5-
Likert type inventory composed of five subdimensions (extraversion, neuroticism, agreeableness,
conscientiousness, and openness to experience) and 44 items. Its adaptation to the Turkish language
was performed by Simer through standard translation and the retranslation method in the scope of an
international project (Siimer, Lajunen, & Ozkan, 2005). In the study performed by Siimer et. al. (2005),
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internal consistency reliability coefficient of the inventory was found to be varying between .64 and .77
for the subdimensions.

Data Analysis

The data analysis of the research was conducted on SPSS 23. The significance level was accepted to
be .05 in the research. To identify the relationships among the variables, correlation analysis; to
examine to what extent the independent variables predict the loneliness levels of university students,
multiple regression analysis; and to calculate the effect size, Cohen f” statistics were used in accordance
with the purpose of the research.

Before data analysis, missing data and faulty data entries were checked. Next, outliers,
multicollinearity, normality, linearity, homoscedasticity, and independence of errors (Tabachnick &
Fidell, 2013) which are the assumptions of the multiple regression analysis were examined. The outliers
were examined with the Mahalanobis distance test and it was seen that the outliers did not exceed
(x2=20.52). For the multicollinearity problem, the relationship was examined among the predictors, and
the tolerance and VIF values were checked. According to the findings, the highest-level relationship
among the predictors was .42, the tolerance values varied between .78 and .85, and the highest VIF
value was 1.27. The fact that the relationships among the predictors were not .80 and above (Mayers,
2013), the tolerance value was higher than .10 (Field, 2009), and the VIF value was below 10 (Cohen,
Cohen, West, & Aiken, 2003) indicates that there was no multicollinearity problem.

The scatter plot graph of the residuals was examined for normality, linearity, and homoscedasticity
so it was seen that necessary assumptions were met (Tabachnick & Fidell, 2013). The Durbin-Watson
value was looked at for the independence of errors, and the value was concluded to be 1.92. Ho (2014)
stated that the Durbin-Watson value should vary between 1.50 and 2.50 for the independence of errors.
According to the finding obtained from the data, the independence of errors assumption was met, too.

Findings

To identify the relationships among the variables, correlation analysis was utilized and to find to
what extent the independent variables predict the dependent variable, the multiple regression analysis
was performed and the results are presented in Table 1 and Table 2.

Table 1.

The Correlation Coefficients between University Students' Personality Traits and Loneliness Levels
Degiskenler X sd 1 2 3 4 5 6
1. Loneliness 34.24 9.70 -

2. Extraversion 3.31 .76 - 44%* -

3. Neuroticism 2.84 .68 .35%* -32%%* -

4. Conscientiousness 3.66 .54 -.10* 13 -.19%* -

5. Agreeableness 3.73 A7 -.20** .04 -22%% A% -

6. Openness to Experience 3.63 .55 -.08 36** - 15%*  32%%  p4x*

(*)=p<.05; (**)=p<.01

In Table 1, the relationship between the loneliness levels of the university students and their
personality trait is given. There are significant and negative relationships between loneliness and
extraversion (r=-.44, p<.01), loneliness and agreeableness (r=-.20, p<.01), loneliness and
conscientiousness (r=-.10, p<.05) whereas there is a significant and positive relationship between
loneliness and neuroticism (r=.35 p<.01). There is no significant relationship between loneliness and
openness to experience (r=-.08, p>.05).
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Table 2.
The Results of the Multiple Regression Analysis Regarding the Predictors of University Students'
Loneliness Levels

Predictive Variables B SE B
Constant 47.53 5.08

Extraversion -5.36 .58 - 42%*
Neuroticism 2.90 .64 .20%*
Conscientiousness .34 .83 .02
Agreeableness -3,75 .95 -.18**
Openness to Experience 2,48 81 14%*

(**)=p<.01, R’=.28

As seen in Table 2, the personality traits based on the Five Factor Theory explained 28% of the
variance of university students' loneliness levels [F (54,7 = 33.25; p<.01]. It was seen that four of the
independent variables had statistically significant contributions to the model. The most important
contribution was made by extraversion (B=-.42, p<.01), neuroticism (B=.20, p<.01), agreeableness (B=-
.18, p<01) and openness to experience (B=.14, p<.01) personality traits considering the contributions of
the independent variables to the model.

The Cohen f° statistics was used for calculating the effect size after the regression analysis and the
Cohen f* value was found to be .39. Cohen (1988) stated that the Cohen 2 value being .35 and above is a
large effect. This reveals the importance of the result in practice.

Discussion, Conclusion and Recommendations

The purpose of this research is to determine to what extent the personality traits based on the Five
Factor Theory predict university students' loneliness levels. As a result of the multiple regression
analysis performed to this end, it was concluded that extraversion, agreeableness, neuroticism, and
openness to experience personality traits are important predictors of loneliness, and it was seen that
conscientiousness does not statistically predict loneliness.

According to the research results, the personality traits based on the Five Factor Theory were found
to be important predictors of university students' loneliness levels. In Atak's (2009) study, of which
sample partly comprised of university students, it was found out that the personality traits based on the
Five Factor Theory are important predictors of loneliness in emerging adulthood. When it is considered
that many of the university students are emerging adulthood, it can be said that these findings coincide
with the findings of this research.

The extraversion personality trait is a negative and significant predictor of university students'
loneliness levels. In other words, as university students' extraversion level increases, their loneliness
level decreases. Kong et. al. (2015) concluded that there is a negative relationship between extraversion
and university students' loneliness levels. These findings show that there is a negative relationship
between the personality trait extraversion and loneliness. Mount, Barrick, Scullen and Rounds (2005)
stated that extraverts are social, energetic and active people. In addition, Teppers et. al. (2013) argued
that extravert individuals tend to be in a positive state of mind and prefer having social relationships. In
this context, considering that individuals with the extraversion personality trait have basic motivations
such as socializing, establishing relationships with others, and being sociable, it can be said that they are
less likely to face the emotion of loneliness.

The personality trait of neuroticism is a positive and significant predictor of university students'
loneliness levels. In other words, as the personality trait of neuroticism increases, loneliness level
increases, too. Neto and Barros (2003) also concluded that neuroticism is an important predictor of
loneliness. These findings are in parallel with the findings of this research. The personality traits of
neurotics include being nervous, anxious, and angry (Barrick & Mount, 1993). Accordingly, it can be said
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that neurotics, who possess some personality traits that may make it difficult for them to communicate
with others, may be subjected to intense feeling of loneliness.

The personality trait of agreeableness is a negative and significant predictor of university students'
loneliness levels. As agreeableness increases, loneliness level decreases. It is known that individuals with
the personality traits of agreeableness are humble, kind, cooperative, agreeable, and well-tempered
people (Roccas et. al., 2002). It is thought that individuals who are more inclined to this personality
trait are less likely to experience problems in their social relationships and more likely to solve possible
problems when facing them. It can be assumed that individuals who have these skills are less likely to
face the feeling of loneliness. Individuals with the personality traits of agreeableness may experience
the feeling of loneliness less since it is possible that they adjust to new environments such as university
due to some of their traits.

The personality trait of openness to experience is a positive and significant predictor of university
students' loneliness levels. In other words, as openness to experience increases, individuals' loneliness
level increases. Atak (2009) concluded that openness to experience is not a significant predictor of
loneliness. These findings contradict with the findings of this research. It is known that individuals who
have the personality trait of openness to experience are dreamers, intellectual, and art-loving people
(Mount et. al., 2005) and exhibit the traits of creativity, curiosity, and quick understanding (Teppers et.
al., 2013). When we consider the fact that individuals with openness to experience are dreamers and
curious people who are against society's norms, it is assumed that there would not be many people
around them who would feel close to them. It is thought that individuals with this personality trait may
experience the feeling of loneliness more because their actions are considered contradictory and
extreme due to society being conservative about keeping and maintaining its habits. Difference between
the direction (sign) of the correlation coefficient and standard regression coefficient in the relationship
between openness to experience and loneliness can be explained by the fact that there may be
suppressor variable(s) in the model.

It was concluded that the personality trait of conscientiousness is not a significant predictor of
university students' loneliness levels. This result shows that conscientiousness does not play a significant
explanatory role in the variance of university students' loneliness scores. This finding coincides with the
finding gained by Atak (2009). Costa, McCrae and Dye (1991) explained subdimensions of
conscientiousness as competence, order, dutifulness, achievement striving, self-discipline, and
deliberation. In a study by Hensley et. al. (2012) performed with the elderly, it was concluded that
competence subdimensions of conscientiousness are important predictors of loneliness. In this context,
it is thought that the reason why conscientiousness is not a significant predictor of loneliness may be
about the study group.

There are some limitations to the research. One of them is about the study group. The study group
was composed of the students who were attending Nigde University in the Central Anatolia Region and
Inonu University in the Eastern Anatolia Region of Turkey. Hence, this research is limited to this study
group. By collecting data from different universities of Turkey, the relationship between university
students' loneliness levels and the personality traits based on the Five Factor Theory can be examined
again. The second limitation to the research may be considered as the method used. The quantitative
research method was used in the research. It can be recommended to the researchers to investigate the
subject with qualitative and mixed methods in future studies.

Even though the research has some limitations to it, it can be said to have important contributions.
University education is of importance for individuals to improve themselves and, therefore, contribute
to the society. It can also be said that it is important to reveal the relationship between university
students' loneliness levels and their personality traits and the direction of this relationship because how
they experience the feeling of loneliness during this period may harm them and the society. Intervention
strategies and programs can be developed and implemented by psychological counseling centers in
universities in accordance with these findings to mitigate loneliness.
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Turkge Strumii

Giris

Yalnizlik, genel bir yasanti olarak gorilmekte (Perlman & Peplau, 1981) ve yalnizlhigin hem siddetli
hem de uzun sireli olmasinin bireyin ruhsal sagligi icin tehlikeli oldugu belirtiimektedir (Perlman ve
Peplau, 1984). Selgukoglu (2001) yalnizligi modern toplumlardaki en yaygin problemlerden biri olarak
ifade etmektedir. Peplau ve Perlman (1982) tarafindan yalnizlik, bireyin sosyal iliskilerindeki doyumun
gercek ya da algilanan yokluguna psikolojik sikinti belirtilerinin eslik etmesi olarak tanimlanmaktadir.
Bulus (1997), yalnizligi, sadece fiziksel bir yalin olma durumu olarak degil bireyin sosyal iliskilerinin
yetersizligi ve bu iliskilerden elde ettigi doyum dizeyinin azligi olarak gérmektedir. Karnick (2005),
yalnizligin literatlirde birbirini tutan bir anlami olmadigini dile getirmekte, yalnizligin evrensel bir duygu
oldugunu ve insanligin dogasinda var oldugunu belirtmektedir.

Yalnizlik, insan yasaminin her evresinde ortaya ¢ikabilecek ve herkes tarafindan yasanabilecek bir
psikolojik sorun olarak degerlendirilse de (Kogak, 2003) gelisim dénemlerinin bazilarinda diger kisilerle
bir arada olmak ve onlarla yakin iliskiler gelistirme istegi daha yogundur (Kizildag, 2009). Bu
donemlerden biri olarak da geng yetiskinlik evresi gorulebilir. Birgok Gniversite 6grencisinin de igerisinde
yer aldig1 dustinilen gencg yetiskinlik evresini Erikson (Akt., Schultz & Schultz, 2009), yakinliga karsi
yalitilmishk evresi olarak nitelendirmis, bu donemde bireylerin yakin iliskiler kurma gibi gorevleri
oldugunu ifade etmis ve yakin iligkiler kuramayan bireylerin yalitilmishk duygusu yasayabilecegini
belirtmistir. Universite &grencilerinin iliski kurmadaki bu temel motivasyonlari dikkate alindiginda
yalnizlik duygusunu yasama risklerinin ylksek oldugu dusunilmektedir. Bu dogrultuda, Universite
ogrencilerinin yalnizlik dizeylerini incelemeyi amaglayan gesitli arastirmalarda (Bulus, 1997; Ceyhan &
Ceyhan, 2011; Orug, 2013; Saltalu, Oztiirk, & Samur, 2009; Yalaz-Secim, Alpar, & Algiir, 2014)
ogrencilerin yalnizlik duygusunu yasadiklari gériilmektedir.

Universite 6grencileriyle yapilan calismalarda vyalnizlik diizeyi yiiksek olan bireylerin yasam
doyumlarinin daha disik oldugu bulgusu elde edilmis (Tuzgoél-Dost, 2007), vyalnizligin Universiteye
uyumu (Seving & Gizir, 2014), akademik basariy1 (Stoliker & Lafreniere, 2015) ve akademik uyumu
(Lijuan, Rui, Benxian, & Xiao, 2014) olumsuz yonde etkileyen faktorlerden birisi oldugu gorilmistur.
Bununla birlikte, yalnizlikla umutsuzluk (Girgin, 2009), depresyon ve intihar davranisi (Chang, Muyan, &
Hirsch, 2015), kaygil ve kaginan baglanma (Wei, Russell & Zakalik, 2005) ve yabancilasma (Atli, Keldal, &
Sonar, 2015) arasinda pozitif yonde bir iliski bulunurken; yalnizlik ile psikolojik iyi olus (Cecen &
Cenkseven, 2007) ve psikolojik dayaniklilik (Kilig, 2014) arasinda negatif yonde bir iliski bulunmustur.
Arastirmacilar tarafindan elde edilen bitin bu bulgular (niversite 6grencilerinin ruhsal sagliklari
acisindan yalnizhgin  énemli bir faktor oldugunu ortaya koymustur. Bu baglamda, Universite
ogrencilerinin yalnizlik diizeyleriyle kisilik 6zellikleri arasindaki iliskinin incelenmesinin énemli oldugu
ifade edilebilir.

Literatiirde, kisilik 6zelliklerine yonelik pek ¢ok kuram 6ne siirilmustiir. Bu kuramlardan birisi olarak
da “Bes Faktor Kurami” (Goldberg, 1990, 1992; McCrae & Costa, 1987; McCrae & John, 1992)
goriilmektedir. Bes Faktor Kurami, Kkisilik ile ilgili ortaya atilan bir¢ok farklh gortsi birlestirmis olarak
nitelendirilmektedir (Bacanli, ilhan, & Aslan, 2009). Bes Faktér Kisilik Kuraminda yer alan faktérler:
Disadoniiklik, Nevrotiklik, Uyumluluk, Sorumluluk ve Deneyime Aciklik olarak ifade edilmektedir
(Goldberg, 1992).

Disaddniikliik kisilik 6zelliklerine sahip bireyler, kendine glivenen, konusmayi seven ve sosyal olan
biciminde degerlendirilir (Barrick & Mount, 1993). Nevrotiklik 6zelligi yiksek olan bireylerin glivensiz,
kaygil, karamsar ve ofkeli olduklar belirtilir (Roccas, Sagiv, Schwartz, & Knafo, 2002). Uyumluluk, kisilik
ozelliklerine yiliksek diizeyde sahip olan bireylerin cana yakin, baskalarina glivenen ve yardimsever

137



Gokay KELDAL, Abdullah ATLi — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 45(2), 2016, 131-146

olduklari; dusik dizeyde sahip olan bireylerin, alayci, duyarsiz ve antagonist 6zellikler tasidiklari ifade
edilir (Costa & McCrae, 1992). Sorumluluk kisilik 6zelliklerine sahip olan bireylerin, sorumluluk sahibi,
guvenilir, 1srarci olan ve basari yonelimli olduklari dile getirilir (Barrick & Mount, 1993). Deneyime agciklik
boyutunun, entelektiiel, yaratici, felsefi, 6zerk olma ve geleneksel olmama gibi kisilik 6zelliklerini icerdigi
aktarilir (Judge, Higgins, Thoresen, & Barrick, 1999).

Yalnizlikla iliskili faktérlerden birinin de kisilik 6zellikleri oldugu (Atak, 2009; Hensley et. al., 2012;
Long ve Martin, 2000; Neto & Barros, 2003; Stephan, Fath, & Lamm, 1988; Vanhalst et. al., 2012)
bilinmekte ancak birgok calismada nevrotiklik ve disadonuklik kisilik ozellikleri Gizerine odaklanildigi
gorilmektedir. Bu nedenle, uyumluluk, sorumluluk ve deneyime agikhk kisilik 6zelliklerinin yalnizlikla
iliskisinin arastirilmasinin literatiire katki yapacagi dislinilmektedir.

Universite 6grencilerinin bulundugu gelisim dénemleri icerisinde en temel gereksinimlerinden biri de
diger insanlarla yakinlk kurmaktir. Bu dénemde yasanacak yalnizlik duygusu Universite 6grencilerin
gelisimlerini olumsuz etkileyebilir. Bu nedenle lniversite 6grencilerinin yalnizlik dizeylerini iliskili oldugu
diistintlen kisilik 6zelliklerinin incelenmesinin  énemli oldugu dusiiniilmektedir.  ilgili alanyazin
incelendiginde Universite 6grencilerinin yalnizlik diizeyleri ile Bes Faktér Kuramina dayali kisilik 6zellikleri
arasindaki iliskiye dair ¢alismalarin sinirli sayida oldugu gérilmistir. Nitekim, Atak’in (2009) yaptig
¢alismada kisilik 6zellikleriyle yalnizlik arasinda anlamh ve ©nemli iliskilerin oldugunu ortaya
koymaktadir. Bu baglamda, bu arastirmada Bes Faktér Kuramina dayal kisilik 6zelliklerinin tniversite
ogrencilerinin yalnizhk diizeyleri Gizerindeki yordama glicliniin belirlenmesi amaglanmistir.

Yontem
Arastirmanin Modeli

Bu galisma, liniversite 6grencilerinin Bes Faktor Kuramina dayali kisilik 6zellikleriyle yalnizlik dizeyleri
arasindaki iliskileri belirlemeye yonelik korelasyonel modelde tasarlanmistir. Creswell (2012),
korelasyonel modelin degiskenler arasindaki iligskilerin agiklanmasi ve puanlarin yordanmasina olanak
sagladigini belirtmistir. Bu arastirmanin yordayici degiskenleri Bes Faktér Kuramina dayahl Kkisilik
ozellikleridir. Arastirmanin yordanan degiskeni Gniversite 6grencilerinin yalnizlik dizeyleridir.

Calisma Grubu

Bu arastirmada calisma grubu uygun o6rnekleme (Fraenkel, Wallen, & Hyun, 2012) yontemiyle
belirlenmistir. Calismaya 2013-2014 egitim-6gretim yili giiz déneminde inénii Universitesi ve Nigde
Universitesinde &grenimlerine devam eden 260’1 kiz (%60) 173’l erkek (%40) toplam 433 &grenci
katilmistir. Ogrencilerin yaslari 18-29 (2=20.50; ss=1.75) arasinda degismektedir.

Veri Toplama Araglari

UCLA Yalnizlik Olgegi: Bireylerin yalnizlik diizeylerini degerlendirmek icin kullanilan UCLA vyalnizhk
dlcegi, Russell, Peplau ve Ferguson (1978) tarafindan gelistirilmistir. Olcek, Russell, Peplau ve Cutrano
(1980) tarafindan revize edilmis ve Tiirkceye Demir (1989) tarafindan uyarlanmistir. Olgek likert tipinde
olup, 10 olumlu ve 10 olumsuz olmak Uzere toplamda 20 maddeden olusmaktadir. UCLA Yalnizhk
Olgeginden en az 20 en fazla 80 puan alinmaktadir. Olgekten, yiiksek puan alinmasi yalnizigin daha
yogun yasandiginin belirtisi olarak kabul edilmektedir. Olcegin i¢ tutarllik giivenirlik katsayisi .96, test
tekrar test guvenirlik katsayisi .94 olarak hesaplanmistir (Demir, 1989).

Bes Faktor Kisilik Envanteri: Bes Faktor Kisilik Envanteri, Benet-Martinez ve John (1998) tarafindan
kisiligin boyutlarini etkili ve hizli bir bicimde degerlendirmek amaciyla gelistirilmistir. Disadontklik,
nevrotiklik, uyumluluk, sorumluluk ve deneyime agiklik olmak Uzere bes alt boyuttan ve 44 maddeden
olusan envanter besli likert derecelendirme tarzindadir. Tiurk diline uyarlamasi Stimer tarafindan
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uluslararasi bir proje kapsaminda standart geviri ve tekrar geviri yontemiyle gerceklestirilmistir (Simer,
Lajunen, & Ozkan, 2005). Simer vd. (2005) tarafindan yapilan c¢alismada envanterin i¢ tutarlilik
guvenirlik katsayisi alt boyutlar arasinda .64 ile .77 araliginda degigmistir.

Veri Analizi

Bu arastirmanin veri analizi SPSS 23 ile yapilmistir. Arastirmada anlamhilik dizeyi olarak .05 alinmistir.
Arastirmanin amaci dogrultusunda degiskenler arasindaki iliskileri belirlemek icin korelasyon analizi;
bagimsiz degiskenlerin Universite Ogrencilerinin yalnizhk dizeyleri Uzerindeki yordayici glcini
incelemek igin ¢oklu regresyon analizi ve etki blylkligini hesaplamak igin Cohen f istatistigi
kullanilmigtir.

Arastirmada veri analizi yapilmadan once eksik veri ve hatal veri girisleri kontrol edilmistir. Bu
kontroller saglandiktan sonra c¢oklu regresyon analizinin varsayimlari olan ug degerler, coklu baglanti,
normallik, dogrusallik, esvaryanslilik ve hatalarin bagimsizligi (Tabachnick & Fidell, 2013) incelenmistir.
Ug degerler mahalanobis uzaklik testiyle incelenmis ve ug degerlerin (y2=20.52) ge¢medigi gérilmiistiir.
Coklu baglanti problemi igin yordayicilar arasindaki iliskiler incelenmis, tolerans ve VIF degerlerine
bakilmistir. Elde edilen bulgulara gére yordayicilar arasinda en yuksek iliskinin .42 oldugu, tolerans
degerlerinin .78 ile .85 arasinda degistigi ve en blylk VIF degerinin 1.27 oldugu goézlenmistir.
Yordayicilar arasindaki iliskilerin .80 ve Uzerinde olmamasi (Mayers, 2013), tolerans degerinin .10’dan
biylk olmasi (Field, 2009) ve VIF degerinin 10’dan kii¢cik olmasi (Cohen, Cohen, West, & Aiken, 2003)
coklu baglanti probleminin olmadiginin gostergesidir.

Normallik, dogrusallik ve esvaryanslilik icin artiklarin sagilm grafigi incelenmis ve gerekli sayiltilarin
karsilandigi (Tabachnick & Fidell, 2013) gorilmistiir. Hatalarin bagimsizligi igin Durbin-Watson degerine
bakilmis ve bu degerin 1.92 oldugu sonucuna ulasiimistir. Ho (2014), hatalarin bagimsizhgi i¢cin Durbin-
Watson degerinin 1.50 ile 2.50 arasinda olmasi gerektigini belirtmistir. Verilerden elde edilen bulguya
gore hatalarin bagimsizligi varsayimi da karsilanmistir.

Bulgular

Degiskenler arasi iliskileri belirlemek i¢in korelasyon analizi, bagimsiz degiskenlerin bagimh degisken
Uzerindeki yordayici glicinl belirlemek icin ¢oklu regresyon analizi yapilmis, sonuglar tablo-1 ve tablo-
2’de gosterilmistir.

Tablo-1.

Universite Ogrencilerinin Kisilik Ozellikleri ve Yalnizlik Diizeyleri Arasinda Korelasyon Katsayilari
Degiskenler X SsS 1 2 3 4 5 6
1. Yalnizhk 34.24 9.70 -

2. Digadonuiklik 3.31 .76 - 44%* -

3. Nevrotiklik 2.84 .68 35%* -.32%* -

4. Sorumluluk 3.66 .54 -.10* A3%* -.19%* -

5. Uyumluluk 3.73 A7 -.20%** .04 -22%* AQXF -

6. Deneyime Aciklik 3.63 .55 -.08 36%* -.15%* 32%*  24%*

(*)=p<.05; (**)=p<.01

Tablo-1'de Universite 6grencilerin yalnizhk dizeyleri ile kisilik 6zellikleri arasindaki iliskiler yer
almaktadir. Yalnizlik ile disadéndiikliik kisilik 6zelligi arasinda (r=-.44, p <.01), yalnizlik ile uyumluluk kisilik
ozelligi arasinda (r=-.20, p<.01), yalnizhk ile sorumluluk kisilik 6zelligi arasinda (r=-.10, p<.05) anlamh
olarak negatif yonde bir iliski varken; yalnizlik ile nevrotiklik kisilik 6zelligi arasinda (r=.35, p<.01) anlamli
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olarak pozitif yonde bir iliski vardir. Yalnizlik ile deneyime agiklik kisilik 6zelligi arasinda (r=-.08, p>.05)
anlamli bir iligki yoktur.

Tablo-2.
Universite Ogrencilerinin Yalnizlik Diizeylerinin Yordayicilarina iliskin Coklu Regresyon Analizi Sonuglari

Yordayici Degiskenler B SH B
Sabit 47.53 5.08

Disadoniiklik -5.36 .58 - 42%*
Nevrotiklik 2.90 .64 20**
Sorumluluk 34 .83 .02
Uyumluluk -3.75 .95 - 18%*
Deneyime Aciklik 2.48 81 14%*

(**)=p<.01, R°=.28

Tablo-2'de gorildugu Ulzere Bes Faktor Kuramina dayali kisilik 6zellikleri Universite 6grencilerinin
yalnizlik puanlarindaki varyansin %28’ini [F(s 7= 33.25; p<.01] aciklamistir. Bagimsiz degiskenlerden
dordiiniin modele katkilarinin istatistiksel olarak anlamli oldugu gérilmistiir. Bagimsiz degiskenlerin
modele katkilari degerlendirildiginde en 6nemli katkinin disadéniklik (f=-.42, p<.01), nevrotiklik (f=.20,
p<.01), uyumluluk (B=-.18, p<01) ve deneyime acikhk (B=.14, p<.01) kisilik 6zellikleri oldugu sonucuna
ulagilmustir.

Regresyon analizi sonucunda etki biiyiikligiinii hesaplamak icin Cohen f° istatistigi kullaniimis ve
Cohen f degeri .39 bulunmustur. Cohen (1988), Cohen f degerinin .35 ve lzerinde olmasini biyik etki
olarak belirtmistir. Bu durum, sonucun pratikteki 6nemi ortaya koymaktadir.

Tartisma, Sonug ve Oneriler

Bu arastirmanin amaci Universite 6grencilerinin yalnizlik diizeyleri lizerinde Bes Faktor Kuramina
dayal kisilik 6zelliklerinin yordama giliciiniin belirlenmesidir. Bu amacla yapilan ¢oklu regresyon analizi
sonucunda disadoniiklik, nevrotiklik, uyumluluk ve deneyime aciklik kisilik 6zelliklerinin yalnizhgin
onemli birer yordayicilari oldugu sonucuna ulasiimis, sorumluluk kisilik 6zelliginin ise istatistiksel olarak
yalnizligin 6nemli bir yordayicisi olmadig1 géralmustdr.

Arastirma sonuglarina goére Universite 6grencilerinin yalnizlik dizeylerinin Uzerinde Bes Faktor
Kuramina dayal kisilik ozelliklerinin 6nemli bir yordayici oldugu gorilmustir.  Atak (2009) yaptig
calismada Bes Faktor Kuramina dayah kisilik ozelliklerinin, 6rnekleminin bir grubunu (niversite
ogrencilerinin olusturdugu beliren yetiskinlikteki (emerging adulthood) bireylerin yalnizliklarinin 6nemli
bir yordayicisi oldugu bulgusuna ulasmistir. Universite dgrencilerinin bircogunun beliren yetiskinlik
doneminde oldugu g6z oniine getirildiginde bu bulgularin arastirma bulgularini destekler nitelikte
oldugu ifade edilebilir.

Disadonikliik kisilik 6zelligi tniversite 6grencilerinin yalnizlik dizeylerinin negatif yonli anlamli bir
yordayicisidir. Baska bir ifadeyle, Universite 6grencilerinin disadoéniklik kisilik 6zellikleri arttikga yalnizlik
diizeyleri azalmaktadir. Kong vd. (2015) Universite 6grencileriyle yaptiklari ¢calismada disadoniklik ile
yalnizlik arasinda negatif yonde bir iliski oldugu bulgusuna ulasmiglardir. Bu bulgular, disadontklik kisilik
ozelligi ile yalnizlik arasinda negatif yonde bir iliski oldugunu ortaya koymaktadir. Mount, Barrick, Scullen
ve Rounds (2005), disadoniiklerin sosyal, enerjik ve aktif olduklarini belirtmislerdir. Bununla birlikte,
Teppers vd. (2013) disadonik bireylerin olumlu bir ruh hali icerisinde olma egiliminde olduklarini ve
sosyal iliskilere sahip olmayi tercih ettiklerini ifade etmislerdir. Bu baglamda, disadontklik kisilik
ozelligine sahip bireylerin sosyallesme, baskalariyla iliski kurma, girisken olma gibi temel
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motivasyonlarinin oldugu dusindldiginde yalnizlik duygusuyla yizlesme olasiliginin az oldugu
soylenebilir.

Nevrotiklik kisilik ozelligi UGniversite Ogrencilerinin yalnizlik dizeylerinin pozitif yonli anlamli bir
yordayicisidir. Diger bir deyisle, nevrotiklik kisilik 6zelligi arttikga bireylerin yalnizlik duzeyleri de
artmaktadir. Neto ve Barros (2003), nevrotiklik kisilik 6zelliginin yalnizhgin énemli bir yordayicisi oldugu
bulgusunu ulagsmislardir. Bu bulgular arastirma bulgulariyla paralellik géstermektedir. Nevrotiklerin kisilik
ozellikleri arasinda gergin, endiseli ve sinirli olma vardir (Barrick & Mount, 1993). Bu dogrultuda,
insanlarla iletisim kurmalarini zorlastirabilecek bazi kisilik 6zelliklerine sahip olan nevrotiklerin yalnizlik
duygusuna yogun olarak maruz kalabilecekleri ifade edilebilir.

Uyumluluk kisilik 6zelligi Universite 6grencilerinin yalnizlhik dizeylerinin negatif yonlu anlaml bir
yordayicisidir. Uyumluluk, kisilik 6zelligi arttikca bireylerin yalnizlik dizeyleri azalmaktadir. Uyumluluk
kisilik 6zellikleri yiksek olan bireylerin algak gonalll, nazik, isbirlikci, uyumlu ve iyi huylu 6zelliklere sahip
oldugu bilinmektedir (Roccas et. al., 2002). Bu kisilik 6zelligine daha yatkin olan bireylerin sosyal
iliskilerinde problemlerle karsilasma olasinin dislik, problemlerle karsilastiklarinda ¢6zme becerilerinin
ylksek oldugu dustiniilmektedir. Bu becerilere sahip bireylerin yalnizlik duygusuyla yiizlesme ihtimalinin
disik bir dizeyde oldugu varsayilabilir. Uyumluluk kisilik 6zelliklerine sahip bireylerin {iniversite gibi
yeni girdikleri ortamlara, sahip olduklari bazi 6zellikler sayesinde uyum saglamalarinin muhtemel bir
durum olmasindan dolayi yalnizlik duygusunu daha az yasayabilmektedirler.

Deneyime agikhk kisilik 6zelligi tiniversite 6grencilerinin yalnizlik diizeylerinin pozitif yonli anlamh bir
yordayicisidir. Baska bir ifadeyle, deneyime aciklik kisilik 6zelligi arttikca bireylerin yalnizlik dizeyleri
artmaktadir. Atak (2009) calismasinda deneyime agiklik kisilik 6zelliginin yalnizligin anlamli bir yordayicisi
olmadig bulgusuna ulagsmistir. Bu bulgular arastirma bulgulariyla celismektedir. Deneyime aciklik kisilik
ozelliklerine ylksek oranda sahip olan bireylerin hayalperest, entelektiiel, sanata duyarh olduklar
(Mount et. al.,, 2005) bilinmekte ve yaraticilik, merakh olma, ¢abuk anlama (Teppers et. al., 2013)
ozellikleri sergiledikleri goriilmektedir. Deneyime agiklik kisilik 6zelliklerine sahip bireylerin hayalperest,
merakli ve toplum normlarina aykiri insanlar olduklar géz 6niinde bulunduruldugunda gevrelerinde
kendilerine yakin hissedecekleri ¢ok fazla insan olmayacagl varsayilmaktadir. Toplumun kendi
aliskanliklarini koruma ve sirdirme istegi konusundaki tutuculugu nedeniyle deneyime aciklik kisilik
ozelligine sahip bireylerin eylemleri aykirt ve ug¢ davranislar olarak gorilebileceginden, bu kisilerin
yalnizligr daha fazla yasayabilecegi dusinilmektedir. Deneyime aciklik ile yalnizlk arasindaki iliskide
korelasyonun katsayisinin isaret yoniyle standart regresyon katsayisinin isaret yoninin farkh olmasi
modelde baskilayici degisken ya da degiskenlerin olabilecegi durumuyla agiklanabilir.

Sorumluluk kisilik 6zelliginin Gniversite 6grencilerinin yalnizhk duzeylerinin anlamli bir yordayicisi
olmadigl sonucuna ulasiimistir. Bu sonug, lniversite 6grencilerinin yalnizlik puanlarindaki varyansta
sorumluluk kisilik 6zelliginin 6nemli bir aciklayici roli olmadigini géstermektedir. Bu bulgu, Atak’in
(2009) bulgusuyla 6rtismektedir. Costa, McCrae ve Dye (1991) sorumlulugun alt boyutlarini; yeterlilik
(competence), diizen (order), sorumlulugun farkinda olma (dutifulness), basari arayisi (achievement
striving), oz-disiplin (self-discipline) ve tedbirli olma (deliberation) olarak belirtmislerdir. Hensley vd.
(2012), yaslilarla yaptiklari ¢alismada sorumlulugun alt boyutlarindan yeterliligin yalnizhgin 6nemli bir
yordayicisi oldugu bulgusuna ulasmislardir. Bu baglamda, sorumluluk kisilik 6zelliginin yalnizhigin anlaml
bir yordayicisi olmamasinin galisma grubu ile ilgili olabilecegi diisinilmektedir.

Bu arastirmanin bazi sinirliliklari bulunmaktadir. Bu sinirliliklardan biri arastirmanin ¢calisma grubuyla
ilgilidir. Calisma grubunu, Tiirkiye’nin i¢ Anadolu Bélgesinde bulunan Nigde Universitesi ve Dogu Anadolu
Bolgesinde bulunan indni Universitesinde &grenim goéren o6grenciler olusmustur. Bu nedenle bu
arastirma bu ¢alisma grubuyla sinirhdir. Turkiye'nin farkh Gniversitelerinden veriler toplanarak tniversite
ogrencilerinin yalnizlik duzeyleriyle Bes Faktor Kuramina dayah kisilik 6zellikleri arasinda iliski tekrar
incelenebilir. Arastirmanin ikinci sinirhligi olarak kullanilan yontem gosterilebilir. Bu ¢alismada nicel
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arastirma yontemi kullanilmistir. Arastirmacilara bu konuyla ilgili yeni ¢alismalarda nitel ve karma
yontemi kullanarak arastirmalar yapmasi 6nerilebilir.

Bu arastirmanin bazi sinirliliklarinin bulunmasina ragmen 6nemli katkilari oldugu ifade edilebilir.
Universite egitimi, bireylerin kendilerini gelistirmesi ve bu sayede topluma katki saglamalari agisindan
énem arz etmektedir. Universite 6grencilerinin bu dénemde vyalnizlik duygusunu yogun olarak
yasamalarinin kendilerine ve topluma zarari olacagindan Universite 6grencilerinin yalnizhk dizeyleriyle
kisilik 6zelliklerinin iliskisinin ve bu iliskinin yoniiniin ortaya konulmasinin 6nemli oldugu séylenebilir. Bu
bulgular dogrultusunda Universitelerde bulunan psikolojik danisma merkezleri tarafindan yalnizhg
azaltict midahale stratejileri ve programlari gelistirilip uygulanabilir.
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The goal of this research was to study the violent and empathic tendencies of
adolescents according to different variables and to determine the correlation levels
between these tendencies. For this purpose, the relational survey and causal-
comparative model were used. The research was conducted on 513 adolescents (319
females and 194 males), with no disabilities, from two-parent families, and attending
the 9th, 10th, and 11th grades of Anadolu high schools and Anadolu teacher-training
high schools in Yozgat, which are affiliated with the Ministry of Education. The data
were collected by means of the Student Information Form, the Violent Tendency Scale,
and the adolescent form of the Child and Adolescent KA-SI Empathic Tendency Scale.
All the results at a level of (p<0.05) have been accepted as statistically significant. The
results of the research have revealed that the type of school, sex, and grade create
statistically significant differences between aggression score values (p<0.05). While the
type of school and grade do not lead to any statistically significant difference between
emotional, cognitive, and total empathy scores (p>0.05), gender does. The correlation
analysis results have established that there is a statistically significant weak positive
correlation (p<0.05) between the aggression score and the following: emotional
empathy score, cognitive empathy score, and total empathy score (p<0.05).
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Ergenlerin siddet egilimlerinin ve empatik egilimlerinin cesitli degiskenler agisindan
incelenmesi ve siddet egilimi ve empatik egilim arasindaki iliski diizeylerini belirlemeyi
amaglayan bu arastirmada iliskisel tarama ve nedensel karsilagtirma modeli
kullanilmigtir. Arastirma, Yozgat ilinde bulunan Milli Egitim Bakanhgi'na bagh Anadolu
lisesi ve Anadolu 6gretmen lisesinde 9, 10 ve 11. siniflara devam eden tam aileye sahip
herhangi bir engeli olmayan 319 kiz 194 erkek olmak lizere toplam 513 ergen lzerinde
yuritilmustir. Arastirmada veriler Ogrenci Bilgi Formu, Siddet Egilim Olcegi ve KA-S
Cocuk ve Ergenler icin Empatik Egilim Olcegi-Ergen Formu ile toplanmistir. Tim
sonuglar (p<0.05) dlzeyinde istatistiksel anlamh olarak kabul edilmistir. Arastirma
sonucunda; Okul tdrd, cinsiyet ve sinifin saldirganlik puan degerleri Uzerinde
istatistiksel agisindan anlamli derecede farkliliga neden oldugu (p<0.05) saptanmistir.
Okul tird ve sinifin duygusal, bilissel ve toplam empati puan degerleri Gzerinde
istatistiksel agisindan anlamli derecede farkliliga neden olmazken (p>0.05), cinsiyetin
duygusal, biligsel ve toplam empati puan degerleri lzerinde istatistiksel agisindan
anlaml derecede farklilik yarattigi tespit edilmistir. Yapilan korelasyon analizi
sonucunda da saldirganlik puani ile duygusal empati puani, bilissel empati puani ve
toplam empati puani arasinda istatistiksel olarak negatif yonll, anlaml derecede zayif
bir iligki oldugu belirlenmistir (p<0.05).
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Introduction

Violence has been considered a reflection of anger and one manifestation of aggression. It may
largely affect the daily lives of individuals and interpersonal relationships, and threaten their
psychological and physical wellbeing (Anderson & Bushman, 2002; Koknel, 2000). Incorporating a
spectrum of forms as an indication of its definition as a multidimensional notion, violence is
demonstrated through a variety of contexts (De Haan, 2009). Therefore, violent tendency is an
important factor underlying the fights and quarrels at home, at school, and in the streets, as well as of
other occurrences of violence. The aforementioned concepts have remained among the top research
topics on the grounds that societies have been increasingly exposed to and experienced highly
unresolved problems of anger, aggression, and violence (Haskan, 2009). As such, violence is considered
to be an issue that requires the immediate attention of the scientific approach (Turpin & Kurz, 1997, as
cited in De Haan, 2009).

Researchers have frequently used the terms violence and aggression interchangeably and a variety
of definitions have been provided for the violence concept. The most widely accepted definition of
violence has been established by the World Health Organization: “The intentional use of physical force
or power, threatened or actual, against oneself, another person, or against a group or community,
which either results in or has a high likelihood of resulting in injury, death, psychological harm,
maldevelopment, or deprivation” (WHO, 1996). Stanko’s frequently cited definition states that violence
is “any form of behavior by an individual that intentionally threatens to or does cause physical, sexual or
psychological harm to others or themselves” (Felson, 2009; Stanko, 2001, as cited in Ray, 2011). One of
the most common ways of defining violence is to consider only forms of criminal violence and to argue
that violence is the use of force that has been prohibited by law (Riedel & Welsh, 2002). However, many
definitions of violence commonly include components of the abuse of physical power and harm against
those exposed to violence (Haskan & Yildirim, 2012)

Which behavior is to be considered violent in a specific society is generally determined in accordance
with the cultural structure and prevalent value judgment of that society. Adolescent violence has been
found to be closely associated with other types of violence. Previous studies showed that individuals
who have witnessed domestic violence during their early development, are more likely to resort to
violence during adulthood. Social isolation of families has also been reported as another risk factor
(Heitmeyer & Hagan, 2005). Domestic violence has been observed in diverse populations and
communities, suggesting that it is a pervasive problem affecting all ethnic and cultural groups
worldwide, including Latin Americans, or Latinas (Crandall, Senturia, Sullivan & Shiu-Thornton, 2005).
Deprivation and frustration as a result of adolescents’ failure or inability to properly engage in self-
expression, in being understood by their circles, and in coping with individual and social repression have
been indicated as the important factors resulting in violent behavior. In particular, adolescents can react
negatively to frustration and not being understood, they can perceive authority in a hostile manner, and
thus, they may tend to act violently (Gordon, 1999; Gézltok, 2008). In addition, as it means a lot to
adolescents to have a good position among their school friends, popularity, leadership, and control, as
well as the need for gaining such power and status may sometimes lead adolescents to violent behavior
(Cowie, 2000; Gini, 2006). Another important factor leading to violence in adolescence has been
considered inadequately developed communication skills. When adolescents fail to communicate
effectively with their those in their environment, including peers, families, and teachers, they may resort
to violence (Cuhadaroglu, 2006). Research on adolescence tyranny indicates that lonely adolescents are
more likely to be victims of peer violence (Buhs & Ladd, 2001).

Adolescents, as social entities, feel the need to communicate with other people. Relationships with
others, the quality of such relationships, and feedback from others regarding the individual through the
said relationships are all references for one’s self-perception. Success in such relationships depends on
one’s understanding and acceptance of oneself and others. Empathy, which can be defined as the
potential of an individual to understand others in a relationship, is an important quality (Kaya & Siyez,
2010; Yuksel, 2004). Although many definitions of empathy have been hitherto introduced (Dékmen,
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1988; Eisenberg & Strayer, 1987; Hoffman, 1987; Palmeri-Sams & Truscott, 2004; Pecukonis, 1990), one
of the most widely accepted is that empathy is composed of both cognitive and emotional elements that
interact with each other. Emotional empathy means that one can sense the emotion the other person is
feeling and one can provide the most appropriate reaction to the other’s emotional situation (De Kemp,
Overbeek, De Wied, Engels & Scholte, 2007; De Wied, Goudena & Matthys, 2005; Kaya & Siyez, 2010).
Whereas cognitive empathy is defined as understanding the other’s thoughts, and evaluating the
situation from the other’s perspective. Both cognitive and emotional empathy are among the effective
factors that mitigate violent and aggressive behavior (Lovett & Sheffield, 2007; Mehrabian, 1997; Van
Heerebek, 2010). Empathy has been reported to mitigate aggressive behavior in two ways: The first is
associated with cognitive empathy. Based on their perspective-taking skills, individuals evaluate others’
behavior from their perspectives, and thus, they can tolerate others. As a result, the frequency of
aggressive behavior decreases (Feshbach, 1978). The second way is related to emotional empathy. It has
been established that feeling the pain that the victim goes through can help one avoid behavior that
would harm him (Eisenberg & Fabes, 1998; Ozkan & Gokgearslan Ciftci, 2009). The foundation of
hypotheses suggesting that there should be a relationship between low empathic tendency and peer
violence is the fact that low empathic level and various anti-social behaviors are correlated
(Garaigordobil, 2009; Siyez & Kaya, 2011).

It has been suggested that empathy has a positive correlation with pro-social behaviors, such as
being helpful, peaceful conflict resolution and problem-solving skills, social consensus, advanced level
awareness, communication skills, and emotional skills, as well as helping with controlling antisocial
behaviors, such as anger and nervousness (Barnett, 1987; Kalliopuska, 1992; de Wied, Branje & Meeus,
2007). Ciceloglu (2000) also argued that being empathic incorporates a highly therapeutic effect in
psychological terms. It is widely believed that empathy has an important role in understanding social
behavior and human attitudes (Haigh, 2009; Hunter, 2003). Bearing in mind that adolescents could be
both the source and the victim of violence, the relevant developmental period should be addressed
thoroughly. In this period, through which many rapid changes are experienced in many areas of
development, it is vitally important that adolescents acquire skills for managing emotions and
developing behaviors so that they are not only able to function well during their development process
but also be prepared for their psychological and social roles in the following periods (Arslan, 2010).
Therefore, more research should be conducted to study and prevent adolescent violent tendencies.

Studies have been conducted internationally on violence and empathy (Endresen & Olweus, 2001;
Espelage, Mebane & Adams, 2004; Harris & Picchioni, 2013; Palmeri-Sams & Truscott, 2004), aggression
and empathy (Lesure-Lester, 2000), offending and empathy (van Langen, Wissink, van Vugt, van der
Stouwe & Stams, 2014), delinquency and empathy (Ashraf, Khalid & Ahmed, 2014; Robinson, Roberts,
Strayer, & Koopman, 2007) and bullying and empathy (Jolliffe & Farrington, 2006). However, an
overview of the Turkish literature revealed that there were only a limited number of studies that
investigated the personality traits of adolescents, who have resorted to violence or who have been the
victims of violence. These studies provide information about the aggression and anger levels of
adolescents (Kesen, Deniz & Durmusoglu, 2007), their violent tendencies and emotional awareness
(Elmaci, 2007), self-respect and levels of aggression (Hisman, 2007), violent behavior and loneliness
(Yildirnm, 2007), and violent tendency, loneliness, and social support perception (Haskan, 2009). As
regards empathic skills, relevant studies included the impact of music education and the identity status
of adolescents on their empathic skills (Erlanger, 1998; Koksal, 1997), empathic skills of adolescents
(Hasdemir, 2007; Sahin, Ersanli, Kumcagiz, Barut & Ak, 2014), empathic tendencies and levels of
empathic skills, and self-perception of vocational health school students (Ergiil, 1995), and finally, the
relationship between peer violence and empathic tendency (Siyez & Kaya, 2011).
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Problem

In the Turkish literature, the violent tendency and the empathic tendency adolescents have not been
addressed together; however, authors have examined how adolescents have been the largest source of
violence (Everett & Price, 1995; Marvin, Malek, Chang & Davis, 1998; Yurtal & Cenkseven, 2007) and
that adolescents have largely been exposed to sources of violence (Janosz, Archambault, Pagani, Pascal,
Morin & Bowen, 2008). A study on secondary education students suggested that the level of peer
pressure in adolescents that resort to violence was higher compared to those who did not resort to
violence (Yildinnm, 2007). Taking into consideration the developmental characteristics and the fact that
adolescents spend a significant period of time at school, they constitute a high risk group. It has been
considered that an insight into such factors as the type of school, grade, and sex that affect the violent
tendency of adolescents and the association between the empathic and violent tendency may be key for
taking functional measures in response to different aspects of the violence problem, introducing new
preventive services, improving existing measures and ongoing services, and, therefore, resolving the
problem. Thus, a positive contribution to the quality of education provided to adolescents can be
ensured by making schools a safer environment. The main purpose of the present study is to examine
the violent and empathic tendencies of adolescents with regard to certain variables and to find out the
levels of relation between these tendencies. In line with the main purpose, answers were sought for the
following questions:

1- Does the violent tendency differ by the type of school the adolescents attend?
2- Does the violent tendency differ by the sex of adolescents?

3- Does the violent tendency differ by the grade level?

4- Does the empathic tendency differ by the type of school the adolescents attend?
5- Does the empathic tendency differ by the sex of adolescents?

6- Does the empathic tendency differ by the grade level?

7- Is there any relationship between adolescents’ violent and emphatic tendencies?

Method
Research Model

Relational survey and the causal-comparative model have been used in this research, which aimed to
examine the violent and empathic tendencies of adolescents in terms of different variables and to
determine the level of relationship between these tendencies. A screening model is a study method that
aims to describe a past or present situation, as it existed or exists. In the screening model, the person or
the object, which is the research subject, is examined in his/her/its own conditions (Karasar, 2005).

Participants

High schools reporting to the Ministry of National Education in Yozgat provincial center constituted
the population of the present study. A total of 513 adolescents, 319 female and 194 male, as selected
using the appropriate sampling method, who were attending grade 9, 10, and 11 of Anatolian High
Schools (Anadolu Lisesi) and Anatolian Teacher Training High Schools (Anadolu Ogretmen Lisesi), who
had all parents alive, neither separated, nor divorced, and who had no disabilities constituted the
sample group of the study. Sampling was based on the voluntary participation of the students. Some of
the male students refused to participate in the study. Demographic information of the study group is
presented in Table 1.
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Table 1.
Study Sample Descriptive Statistics

Variables Frequency %
Anatolian High Schools 270 52.6

Type of School Anatolian Teacher Training High Schools 243 47.4
9 171 33.3

Grade 10 176 34.3
11 166 32.4

Female 319 62.2

Sex Male 194 37.8
15 172 33.5

Age 16 175 34.1
17 166 32.4

First child 216 4.1

Birth Order Middle child 141 27.5
Last child 156 30.4

Single child 16 3.1

2 children 168 32.7

Number of children in the 3 hildren 192 37.4
Family 4 children or more 137 26.7
Illiterate 13 2.5

Primary School Graduate 229 44.7

Mother’s Level of Education  gecondary School Graduate 74 14.4
High School Graduate 139 27.1

Two-year College 58 11.3

Illiterate 1 2

Primary School Graduate 97 18.9

Father’s Level of Education Secondary School Graduate 70 13.6
High School Graduate 135 26.3

Two-year College 210 40.9

26-30 years 2 4

31-35 years 67 13.1

Mother’s Age 36-40 years 227 44.2
41-45 years 160 31.2

46 years and above 57 11.1

26-30 years 1 2

31-35 years 9 1.8

Father’s Age 36-40 years 9% 18.7
41-45 years 248 48.3

46 years and above 159 31.0

As seen in Table 1, the study group was composed of adolescents, 52.6% of which attended
Anatolian High Schools and 47.4% attended Anatolian Teacher Training High Schools. Of the
participants, 33.3% were in the 9th grade, 34.3% in the 10th grade, and 32.4% in the 11th grade. In this
study, 62.2% of the adolescents were female and 37.8% were male. Of the participants, 33.5% were
aged 15 years, 34.1% aged 16 years, and 32.4% aged 17 years. 42.1% of the participants were firstborn
children, 27.5% were middle children, and 30.4% were the last children. 37.45% had 3 siblings in the
family, 32.7% had 2 siblings, 26.7% had 4 or more siblings, and 3.1% were only children. Of the
adolescents, 44.7% had primary school graduate mothers and 40.9% had university graduate fathers. Of
the participants, 44.2% had mothers between 36 and 40 years and 48.3% had fathers between 41 and
45 years.
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Data Collection

For the purposes of data collection, the Student Information Form, the Violent Tendency Scale, and
the KA-SI Empathic Tendency Scale—Adolescent Form were used in this study.

Student Information Form

The Student Information Form developed by the researcher was used to determine the demographic
characteristics (including the type of school, grade, sex, age, birth order, number of siblings in the
family, and age and level of education of parents) of children involved in the study.

Violent Tendency Scale

The construct validity of the Violent Tendency Scale (VTS) as developed by Haskan and its use to
measure the violent tendencies of middle school students was examined by factor analysis. It was stated
that the scale accounted for 55.45% of the total variance. The reliability of the Violent Tendency Scale
was tested in two ways: First, the Alpha reliability coefficient was calculated (Alpha = .87). Second, the
VTS was administered to 140 students twice with an interval of three weeks and thus the test-re-test
reliability coefficient was calculated as (r=.83). Such evidence validated that the VTS could be
confidently used to measure the violent tendency in secondary school students. In the three-degree
scale (3=always, 2=sometimes, 1=never), there were 20 items, one of which was a reverse item. The
straight items were scored as they were and the reversed item was scored in a reversed manner. The
minimum and maximum scores of the scale were 20 and 60, respectively, with higher scores suggesting
higher violent tendencies (Haskan & Yildirim, 2012). The duration for answering the scale, which could
be administered individually or in a group, was nearly 15 minutes. Additionally, the reliability
coefficients of the Violent Tendency Scale are provided in Table 2 for this study. The total reliability
coefficient (Alpha) of the scale was computed as .89. Based on the computed Alpha value, it can be
asserted that the Violent Tendency Scale was a reliable data-collecting tool.

KA-SI Empathic Tendency Scale-Adolescent Form

The scale was developed by Kaya and Siyez (2010) to determine the empathic tendencies of children
in the 6th to the 12th grades. The scale consists of 17 items, and has two sub-dimensions of emotional
empathy (10 items) and cognitive empathy. The higher the score, the higher the level of empathic
tendency. In the construct validity studies of the scale, first, separate factor analyses were carried out
for each grade; then, data from grades 6 to 12 were combined and the factor analysis was repeated. The
KA-SI ETS Adolescent Form is made up of 17 items, 10 of which measure emotional empathy and 7 of
which measure cognitive empathy. The factor loads of the 10 items within the emotional empathy sub-
dimension range between .49 and .66; their correlations with the total score of the sub-dimension range
between .51 and .83; and the correlations with the total scores range between .52 and .79. The factor
loads of the 7 items at the cognitive empathy sub-dimension range between .56 and .76; their
correlations with the total score of the sub-dimension range between .52 and .81; and the correlations
with the total scores range between .47 and .70. The Cronbach’s Alpha coefficient that shows internal
consistency was found to be .87 for the total scale, .82 for emotional empathy, and .82 for the cognitive
empathy sub-dimension. The test-re-test reliability coefficient was .75 for the total scale, .73 for
emotional empathy, and .69 for the cognitive empathy sub-dimension. The calculations made using the
data from the test-re-test reliability study group yielded the following results for the scale altogether:
Cronbach’s Alfa coefficient .91, for emotional empathy .89, and for cognitive empathy .81. The
correlations were .95; .87; and .68 between the scores of the emotional empathy sub-dimension and
the total score; between the scores of cognitive empathy sub-dimension and the total score; and
between the emotional empathy and cognitive empathy sub-dimension scores, respectively. The higher
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the score, the higher the level of empathic tendency, and vice versa (Kaya & Siyes, 2010). The reliability
study of the scale was repeated within the scope of this study. Additionally, in this study, the reliability
coefficients of the KA-SI Empathic Tendency Scale—Adolescent Form and its sub-dimensions are
provided in Table 2. The total reliability coefficient (Alpha) of the scale was computed as .88. Based on
the computed Alpha value, it can be asserted the KA-SI Empathic Tendency Scale—Adolescent Form is a
reliable data-collecting instrument.

Table 2.

The Reliability Values of the Violent Tendency Scale and the Child and Adolescent KA-SI Empathic
Tendency Scale=Adolescent Form

SCALES Cronbach’s Alpha Item
Number
Violent tendency Scale .89 20
Emotional Empathy Score .84 10
Empathic Tendency  Sub-dimensions  Cognitive Empathy Score .83 7
Scale Total Empathy Score .88 17

Procedure and Administration

The required permission and verbal consent for the study were obtained from the provincial
administration and the students, respectively. The scales were administered at the Anadolu High
Schools and Anadolu Teacher Training High Schools in the central district of Yozgat. The school
administrators were informed about the application and the content of the study was explained before
it commenced. Then, the data collection tools were administered to the students in a classroom
environment for 20-25 minutes.

Data Analysis

After the administration of the data collection tools, they were reviewed, classified, ranked, and
coded according to the entry formatting, and data entry was performed accordingly. They were
analyzed by means of the social sciences SPSS 15 statistical software. As a result of the normality test,
nonparametric statistical methods were used in the data analysis on the grounds that the p values (as
seen in Table 3) were less than (p<.05) and thus failed to meet normality hypothesis. In analyzing the
data, the Mann Whitney U Test was used for double comparisons in the examination of the differences
between the groups and in groups with more than two variables that do not distribute normally;
Bonferroni corrected Kruskal Wallis H test was used for multiple comparisons. A significance level of
0.05 was used in the examination of the differences between groups where p<.05 would suggest a
significant difference between groups, and p>0.05 would not suggest a significant difference. Moreover,
the Spearman Correlation Coefficient Significance Test was conducted (Blylikoztiirk, 2002) to determine
whether there was a statistically significant difference between the scores received from the Violent
Tendency Scale and the Child and Adolescent KA-SI Empathic Tendency Scale—=Adolescent Form. All
results were considered statistically significant at a level of (p<.05).
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Table 3.

One-Sample Kolmogorov-Smirnov Test

Statistics Scale Scores

Emotional Empathy  Cognitive Empathy  Total Empathy Violent Tendency

N 513 513 513 513
Normal Parameters X 30.32 21.66 51.99 33.85
SS 5.76 4.02 8.68 7.32
Kolmogorov-Smirnov Z 1.85 2.02 1.48 1.80
P .002" .001" 024" .003"
*p<.05
Findings

The present study aimed to investigate violent and emphatic tendencies in adolescents by the type
of school, sex, and grade variables and to determine the association between these tendencies in
adolescents. In this section, the findings of the study are presented.

Findings as regards the Adolescents’ Mean Scores from the Sub-Dimensions of the Violent Tendency
Scale by Type of School

Table 4.

Mann Whitney U Test Results for the Adolescents’ Mean Scores from the Sub-Dimensions of the Violent
Tendency Scale by Type of School

Type of School Mann Whitney U Test
Rank U
N Mean Med  Min Max SD Means P

Anadolu High Schools 270 34.95 34 21 73 8.11 275.36
Violent Anadolu Teach

nadolu Teacher-
;e”dency Training High Schools 243 3264 32 21 54 613 23660

core

Total 513 33.86 33 21 73 7.32 27848 .003

p<.05

Table 4 shows the Mann Whitney U Test results for the adolescents’ mean scores from the sub-
dimensions of the Violent Tendency Scale by type of school. In the violent tendency scores, the rank
mean of students attending Anadolu High Schools (275.36) is higher than that of those attending
Anadolu Teacher-Training High Schools (236.60). The Mann Whitney U Test results indicate that there is
a statistically significant difference between the violent tendency scores of children by their type of
school (p<.05).
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Findings for the Adolescents’ Mean Scores from the Sub-Dimensions of the Violent Tendency Scale by
Sex

Table 5.

Mann Whitney U Test Results for the Adolescents’ Mean Scores from the Sub-Dimensions of the Violent
Tendency Scale by Sex

Sex Mann Whitney U Test
n Mean Med Min Max SD Rank Means u p
Female 319 31.62 31 21 53 6.45 210.22
Violent Male 194 3754 37 24 73 7.21 333.93
Tendency Score
Total 513 33.86 33 21 73 7.32 16019.0 .000

p<.05

Table 5 shows that the rank mean of male students (333.93) is higher than that of female students
(210.22). The Mann Whitney U Test results indicate that there is a statistically significant difference
between the violent tendency scores of children by their sex (p<.05).

Findings for the Adolescents’ Mean Scores from the Sub-Dimensions of the Violent Tendency Scale by
Grade Level

Table 6.

Kruskal Wallis H Test and Mann Whitney U Test Results for the Adolescents’ Mean Scores from the Sub-
Dimensions of the Violent Tendency Scale by Grade Levels

Class Kruskal Wallis H Test Binary
n Mean Median Min Max SD Rank Means H p Comparison

9 171 34.42 33 21 59 7.74 264.66
Violent 10 176 34.52 34 21 73 725  273.66
Tendency
Score 11 166 32.57 31 22 55 682 23145

Total 513 33.86 33 21 73 732 7.626 .02 2-3
p<.05

The rank mean of violent tendency scores of those attending grade 10 (273.66) is higher than that of
those attending grade 11 (231.45). According to the Kruskal Wallis H Test results, there is a statistically
significant difference between the violent tendency scores of children by grade (p<.05). The violent
tendency score for the 10th grade is significantly higher than the score for the 11th grade (Table 6).
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Findings for the Adolescents’ Mean Scores from the Sub-Dimensions of the KA-SI Child and Adolescent
Empathic Tendency Scale—Adolescent Form by Type of School
Table 7.

Mann Whitney U Test Results for the Adolescents’ Mean Scores from the Sub-Dimensions of the KA-SI
Child and Adolescent Empathic Tendency Scale—Adolescent Form by Type of School

Types of School Mann Whitney U Test
Rank U
n Mean Med Min Max Sd Means P
Anadolu High Schools 270 30.55 31 12 40 5.93 262.99
Emotional Anadolu Teacher-
E:;’::thy Training High Schools 243 3007 30 10 a0 557 29034
Total 513 30.33 31 10 40 5.76 31186.5 .33
- Anadolu High Schools 270 21.70 22 8 28 4.07 259.56
Cognitive
Anadolu Teacher-
Empathy L . 254.15
Score Training High Schools 243 21.63 22 7 28 3.98
Total 513 21.67 22 7 28 4.02 321125 .67
Anadolu High Schools 270 52.25 52.5 20 68 8.83 261.44
Total Anadolu Teacher-
::;’::thy Training High Schools 243 5171 52 17 68 852 20207
Total 513 51.99 52 17 68 8.68 31606.5 A7

Table 7 shows that rank means do not differ significantly by school type for emotional empathy,
cognitive empathy, and total empathy scores. The Mann Whitney U Test results suggest no statistically
significant difference between emotional empathy, cognitive empathy, and total empathy scores by
type of school (p>.05).

Findings for the Adolescents’ Mean Scores from the Sub-Dimensions of the KA-SI Child and Adolescent
Empathic Tendency Scale—Adolescent Form by Sex

Table 8.

Mann Whitney U Test Results for the Adolescents’ Mean Scores from the Sub-Dimensions of the KA-SI
Child and Adolescent Empathic Tendency Scale—Adolescent Form by Sex

Sex Mann Whitney U Test
n Mean Med Min Max SD Rank Means U p
Emotional Female 319 31.89 32 14 40 5.00 295.97
Empathy Male 194 27.76 28 10 40 6.02 192.93
Score Total 513 30.33 31 10 40 5.76 18512.5 .000
Cognitive Female 319 22.49 23 11 28 3.55 285.91
Empathy Male 194 20.31 20 7 28 4.38 209.46
Score Total 513 21.67 22 7 28 4.02 21719.5 .000
Total Female 319 54.38 55 26 68 7.29 296.37
Empathy Male 194 48.07 48 17 67 9.36 192.27
Score Total 513 51.99 52 17 68 8.68 18385.5 .000

p<.05

In the emotional empathy sub-dimension, the rank mean of females (295.97) is higher than that of
males (192.93); in the cognitive empathy sub-dimension, the rank mean of females (285.91) is higher
than that of males (209.46); and in total empathy, the rank mean of females (296.37) is higher than that
of males (192.27). The Mann Whitney U Test results indicate a statistically significant difference
between emotional empathy, cognitive empathy, and total empathy scores by sex (p<.05) (Table 8).

Findings for the Adolescents’ Mean Scores from the Sub-Dimensions of the KA-SI Child and Adolescent
Empathic Tendency Scale-Adolescent Form Grade Levels
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Table 9.

Kruskal Wallis H Test Results for the Adolescents’ Mean Scores from the Sub-Dimensions of the KA-SI
Child and Adolescent Empathic Tendency Scale—Adolescent Form by Grade Levels

Class Kruskal Wallis H Test
n Mean Median Min Max SD  Rank Means H p
9 171 29.88 31 13 40 6.13 248.86
Emotional 10 176 30.29 30.5 12 40 5.86 255.20
Empathy Score 11 166 30.82 31 10 40 5.24 267.30
Total 513 30.33 31 10 40 5.76 1.34 .51
9 171 21.29 22 10 28 4.30 245.26
Cognitive 10 176 21.69 22 8 28 3.96 256.47
Empathy Score 11 166 22.03 22 7 28 3.78 269.65
Total 513 21.67 22 7 28 4.02 2.29 31
9 171 51.18 52 27 68 9.10 244.75
Total Empathy 10 176 51.98 52 20 68 8.84 255.97
Score 11 166 52.85 53 17 68 8.02 270.72
Total 513 51.99 52 17 68 8.68 2.60 .27

As can be seen in Table 9, the Kruskal Wallis H Test results suggest no statistically significant
difference between emotional empathy, cognitive empathy, and total empathy scores by grade levels
(p>0.05).

Findings of the Correlation Coefficient Significance Test for the Adolescents’ Scores from Sub-
Dimensions of Violent Tendency Scale and Sub-Dimensions of KA-SI Child and Adolescent Empathic
Tendency Scale—Adolescent Form

Table 10.

Results of the Correlation Coefficient Significance Test for the Adolescents’ Scores from Sub-Dimensions
of Violent Tendency Scale and Sub-Dimensions of KA-SI Child and Adolescent Empathic Tendency Scale—
Adolescent Form

Violent Tendency Score

Scales n r P

Emotional Empathy Score 513 -0.31 .000

Cognitive Empathy Score 513 -0.22 .000

Total Empathy Score 513 -0.31 .000
p<.05

A review of Table 10 provides a statistically significant weak correlation in the negative direction as
seen between the aggression scores and emotional, cognitive, and total empathy scores (p<.05).

Discussion and Comments

This study aimed to investigate violent and emphatic tendencies in adolescents in regards to the type
of school, sex, and grade variables and to determine the level of association between adolescents’
violence and emphatic tendency. Below, the results are discussed in accordance with the purpose of the
study.

157



Giines SALI — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 45(2), 2016, 147-180

Discussion and Comments about the Adolescents’ Mean Scores from the Sub-Dimensions of the Violent
Tendency Scale by Type of School

The violent tendency scores of Anadolu High School students are significantly higher than those of
students at Anadolu Teacher-Training High Schools. While this finding is similar to some other research
findings, there are also differences. In Haskan’s (2009) study, although the difference between the
frequencies of violent tendencies by school type is not significant, it was observed that the percentage
of adolescents with high violent tendencies was higher among Anadolu High School students than those
at Anadolu Teacher-Training High Schools. In the study by Karakaya (2008), which examined the violent
tendencies in high school students, no statistically significant relationship between the type of school
and adolescents’ violent tendencies was found. Nevertheless, it was not possible to obtain an adequate
number of studies that addressed the type of school variable and violent tendency together. While
Anadolu Teacher-Training High Schools are partially aimed at training students for a career, Anadolu
High School students have not yet decided on a career area. For this reason, they might be experiencing
uncertainty and anxiety, which might account for their higher violent tendency scores.

Discussion and Comments about the Adolescents’ Mean Scores from the Sub-Dimensions of the Violent
Tendency Scale by Sex

The aggression score of male students is significantly higher than that of female students. The results
of Haskan’s (2009) study indicate that a high violent tendency is more frequently seen among male
students compared to female students, and that the difference between the percentages of the groups
is significant. Other research has yielded similar results. In a study that examined violence and sex
variables in terms of peer aggression and sibling violence in adolescents, significant differences were
found between sexes, showing that male students have more aggressive tendencies than female
students. In their study on male adolescents, Lopez and Emmer (2002) found that the “manhood”
conception triggered violence in fights that involved physical defense and in crimes committed by gangs.
In their research, Thomas and Smith (2004) found that, compared with females, male students were
more prone to violence and more vulnerable to provocation when they got angry. They stated that
female students expressed violence implicitly instead of showing it explicitly.

Scharf’s (2000) study suggested that males resorted to physical aggression more frequently. Efilti
(2006) found that males were more aggressive than females and Amedahe and Owusu-Banahene (2007)
revealed that males more frequently demonstrated aggressive behaviors compared to females. Aral,
Butln, Turkmenler and Akbiyik, (2004) and Compano and Munakata (2004) suggested in their respective
studies that male students were more aggressive than female students and, generally, they liked using
more physical power. The above findings support those of the present study. Investigating the anger
and aggression levels of adolescents, Kesen, Deniz, and Durmusoglu (2007) found a positive significant
relationship between anger and aggression sub-domains. Furthermore, the mean physical aggression
scores of males were higher than those of females. EImaci (2007) studied the emotional intelligence
levels of adolescents from 15-18 years who had received disciplinary punishment for being prone to
violence, and investigated whether the emotional awareness and emotional management skills in
adolescents were associated with a significant difference in their likelihood of being prone to violence.
As a result of the study, it was suggested that the adolescents who were prone to violence had lower
levels of emotional awareness and emotional management skills. Babaoglan, who made a research on
anger concluded that the anger scores of teacher candidates (2007) do not differ meaningfully according
to their gender.

The situation suggested by the above studies can be associated with the fact that male children are
encouraged to engage in aggressive behavior as a manifestation of superiority, violent role-models are
perceived as powerful, and manhood is identified with violence and being tough, bravery and fearless,
especially in male-dominant societies. Many types of male adolescent behavior can be labelled as
“masculine,” and thus consolidated. For example, in our society, parents may react to a female sibling,
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who has been exposed to her brother’s violence, by saying something such as “you shouldn’t defy your
big brother,” which not only consolidates violent behavior in male children but also teaches female
children to obey and remain passive when faced with violence. Similarly, in our society, mothers are
usually insensitive towards violence applied by fathers, and they even try to control situations that they
cannot cope with by threatening the child, saying, “When your father comes home, he’ll beat you up.”
As fathers are important role models for the sexual identity development of male adolescents, if the
father’s domestic violence is perceived as normal, this may cause an increase in the violent tendencies
of an adolescent (Haskan, 2009). Likewise, as mothers are important role models for the sexual identity
development of female adolescents, they may identify themselves with the mother role model, who is
usually insensitive towards the violence used by the father.

Discussion and Comments about the Adolescents’ Mean Scores from the Sub-Dimensions of the Violent
Tendency Scale by Grade Levels

The violent tendency score of 10th graders is significantly higher than the score for 11th graders. The
research conducted by Ogel, Taner, and Yilmazcetin Eke (2006) concluded that child and adolescent
violence reaches its peak between the ages of 15 and 16 and becomes a risk factor for further violence.
Between the ages of 16 and 17, the risk of getting involved in a gang increases. After 17, this ratio starts
declining. In a study, which examined the attitudes of adolescent students toward violence, Cetin (2004)
asserted that the attitudes of those in the 14—-17 age group were more positive compared to the age
group. In contrast, the study carried out by Ozgiir, Yériikoglu and Baysan Arabaci (2011) reported that
the mean violent tendency scores of 11th grade students are statistically significantly higher than those
of 10th grade students. The contrast between the results may be due to sample differences.

Discussion and Comments about the Adolescents’ Mean Scores from the Sub-Dimensions of the KA-SI
Child and Adolescent Empathic Tendency Scale—Adolescent Form by Type of School

The Mann Whitney U Test results show no statistically significant difference between emotional
empathy, cognitive empathy, and total empathy scores by type of school (p>0.05). The result may be
due to the fact that the curriculums of both school types are similar. Sayin (2003) performed research
on undergraduates at education faculties (i.e., teacher candidates) and found that their empathic
tendency levels did not differ by their departments (Elementary School Teaching, Social Sciences,
Science, Preschool Teaching, and Turkish).

Discussion and Comments about the Adolescents’ Mean Scores from the Sub-Dimensions of the KA-SI
Child and Adolescent Empathic Tendency Scale-Adolescent Form by Sex

The emotional, cognitive, and total empathy scores are significantly higher for females compared
with males (Table 7). The difference between the means of empathic skills scores by sex is in favor of
females. Sex is a determinant variable for cognitive empathy and emotional empathy tendencies and
adolescent girls had more positive attitudes in both subscales. Studies on empathic skills suggested that
sex was associated with a difference in empathic skills. Kalliopuska (1983), examining the relationship
between empathy and ethical judgment, found that the empathy scores of girls were significantly higher
than those of boys. Similarly, Bryant’s (1982) study, which aimed to develop an empathy scale to be
used in children and adolescents, observed that girls were more empathic than boys. Kéksal Akyol, Sali
and Koruke, (2011) concluded, in line with their findings on a study examining the empathic tendencies
of children, that the children’s sex had an effect on their empathic tendencies. In the literature, many
other studies have determined that the empathy skills and tendency levels of females are higher than
those of males, in support of our findings (Aydin, 1996; Bozkurt, 1997; Hoffman & Levine, 1976;
Hoffman, 1977; Rehber, 2007).
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Discussion and Comments about the Adolescents’ Mean Scores from the Sub-Dimensions of the KA-SI
Child and Adolescent Empathic Tendency Scale-Adolescent Form by Grade Levels

Although no statistically significant difference has been found, the emotional empathy, cognitive
empathy, and total empathy scores of 11th grade students are higher when compared with the scores
of 9th and 10th grade students. Bryant (1982) established that the empathy levels of 7th grade students
are higher than empathy levels of 4th grade students. In her research, Kdksal (1997) suggested that the
empathic skills scores of 3rd grade students are higher than those of 1st and 2nd grade students. The
findings of Alver’s (2005) study indicate that the empathic skills scores differ significantly in favor of
students in higher grades. Nelson (1985) found that age has a significant effect on empathy. Kdksal
Akyol et al. (2011) concluded, in line with their findings on a study examining the empathic tendencies
of children by grade level, that 3rd graders had higher emotional sensitivity and total empathy tendency
scores than 4th and 5th graders. Thus, it can be seen as usual that 3rd grade students have higher
empathic skills than those in lower grades. The maturation that accompanies aging as grade levels
increases can facilitate adolescents’ understanding of each other and help to overcome adolescent
selfishness.

Discussion and Comments about the Correlation Coefficient Significance Test concerning the
Adolescents’ Scores from the Sub-Dimensions of Violent Tendency Scale and the Sub-Dimensions of
KA-SI Child and Adolescent Empathic Tendency Scale—Adolescent Form

A statistically significant weak correlation in the negative direction is seen between the aggression
scores and emotional, cognitive, and total empathy scores. As the violent tendency score increases,
emotional, cognitive, and total empathy scores tend to decrease. Some studies conclude that a low level
of empathy is highly correlated with aggression (Eisenberg & Strayer, 1987) and antisocial behavior
(Ohbuchi, Ohno & Mukai, 1993). Filiz (2009) determined a significant correlation between the empathic
tendency scores and aggression scores of students. Warden & Mackinnon (2003) investigated the
empathic reactions of children, who were classified as violent, victim, and pro-social, and found that
pro-social children were more empathic than violent children. Gini, Albiero, Benelli and Altoe (2007)
asserted that violent behavior was associated with low empathy levels for male students. Siyez and Kaya
(2011) also found a negative correlation between adolescent violence and empathic tendency. Jolliffe
and Farrington (2006) concluded that low affective empathy was significantly related to bullying for
females, but not for males. However, for both males and females, low affective empathy was related to
frequent as opposed to occasional bullying. Low total empathy was related to violent bullying by males
and to indirect bullying by females. Cognitive empathy was not significantly associated with any type of
bullying by males or females. Ashraf, Khalid and Ahmed (2014), consistent with expectations, obtained a
significant negative correlation coefficient of -.28 (p<.001) between the Emotional Empathy Scale (EES)
and Self Reported Delinquency Scale (SRDSG).In addition, all EES subscales were also found to be
significantly and inversely correlated with delinquency (ranging from r=.21 to -.29, p<.001). The negative
relation found between the two scales supports the notion that affective empathy inhibits delinquent
actions towards others.

Palmeri-Sams and Truscott (2004) investigated the relationships between the use of violence,
empathy, and exposure to community violence among urban at-risk adolescent males. Their results
indicate that while low empathy alone does not predict the use of violence, low empathy coupled with
high levels of exposure to community violence is a significant predictor of the use of violence. Low levels
of empathy can increase the frequency of anti-social behavior, aggression, and violence. It is known that
being empathic has a psychologically healing effect. Owing to empathic skills, one can evaluate others’
behavior from their perspective and thus tolerate their behavior. Accordingly, frequency of aggressive
behavior can go down. An individual with empathic skills can feel the pain that the victim is experiencing
and this may help him to avoid harmful behaviors. Additionally, according to Palmeri-Sams and Truscott
(2004), the literature suggests that a negative relationship exists between empathy and violent
behavior.
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Conclusion and Recommendations

In the present study, whose goal was to examine the violent and empathic tendencies in adolescents
by different variables and to determine the level of correlation between these tendencies, it was found
that type of school, sex, and grade level were associated with statistically significant differences in
aggression scores. Contrary to the type of school and grade level, sex was associated with a statistically
significant difference in emotional, cognitive, and total empathy scores. The correlation analysis results
show that there is a statistically significant weak correlation in the negative direction between the
aggression scores and emotional, cognitive, and total scores. In the light of these findings, the following
recommendations can be made:

Given that violent tendencies in adolescent mainly stem from violence as experienced or observed
during the early childhood period, seminars can be arranged to develop communication and relations
between family members and their way of raising children. According to Nalbant and Karabeyoglu
(2011), if the proper communication is established with children who experience problem with friends
and parents, it may be easier to motivate, navigate and road show to them.

Before the anger of an adolescent turns into aggression and violence, their excess energy could be
channeled in a positive direction, such as sports or social activities at school or youth centers. According
to Celik (2016), correct use of time is very important for socialization of person, for the acquisition of
knowledge and skills regularly and have a happy profession.

Empathic skill development activities can be included in studies for the prevention of adolescent
violence at schools or in other places.

Given that parents’ empathic skills are highly influential in developing the empathic skills of their
children, part of the school activities may involve families. In the present study, a scale based only on
self-expression was applied to the participants in order to investigate violent tendencies. In addition,
friends’ (or peers’) and teachers’ evaluations may also be used to make more comprehensive
assessments. Violence and empathic tendencies of younger age groups, and correlations between them,
can be examined. The relationship between violence and empathic tendencies can be examined with
other personal traits.
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Turkge Strumii

Giris

Ofkenin bir yansimasi ve saldirganligin bir tiirii olarak kabul edilen siddet, bireylerin giindelik
yasamini, kisiler arasi iliskilerini 6nemli 6lclide etkilemekte, insanlarin psikolojik ve bedensel sagliklarini
tehdit etmektedir. (Koknel, 2000; Anderson & Bushman, 2002). Cok yonlu bir kavram olarak birgok
formu oldugu icin siddet, ¢ok cesitli baglamlarda sergilenmektedir (De Haan, 2009). Dolayisiyla Siddet
egilimi, glinlik yasamda evlerde, okullarda ve sokakta bireylerin yasadigi kavga ve siirtismelerin, siddet
olaylarinin temelinde yer alan 6nemli bir etmendir. Toplumlarin 6fke, saldirganhk ve siddetle ilgili
yasadiklari sorunlar nedeniyle bu kavramlar, arastirmalara konu olmaya devam etmektedir (Haskan,
2009). Hatta siddet bilimsel anlayisin ¢cézmesi gereken acil gérevlerinden biri olarak kabul edilmektedir
(Turpin & Kurz, 1997: Akt: De Haan, 2009).

Siddet ve saldirganlk terimleri siklikla birbirinin yerine kullaniimasinin yani sira, literatiirde siddet
kavrami ile ilgili farkli tanimlamalar bulunmaktadir. En ¢ok kabul géren Diinya Saglik Orgiitiiniin
tanimlamasidir. Bir bireyin fiziksel glicini bilingli olarak kendisine, baskasina ya da bir grup ve topluluga
karsi gercekten ya da tehdit amaciyla kullanmasi sonucunda 6lim, psikolojik zarar verme, yoksun
birakma ve gelismesini engelleme gibi zararl sonuglara yol agcan ya da muhtemel zarar iceren davranislar
olarak tanimlanmistir (WHO, 1996). Stanko’nun en sik bahsedilen tanimi; “ siddetin bir kisi tarafindan
yapilan kasten tehdit ya da baskalarina veya kendine fiziksel, cinsel veya psikolojik zarar vermeye
yonelik davranisin herhangi bir formu” dur (Fels, 2009; Stanko, 2001, Akt., Ray, 2011) . Siddeti
tanimlamanin en yaygin yollarindan biri, suga yonelik siddet bigimleri ve hukuk tarafindan yasaklanmis
guc kullanimi oldugunu iddia etmektir (Riedel & Welsh, 2002). Kaba kuvvetin, fiziksel glicin kéti amagla
kullaniminin ve siddet uygulanan kimse veya kimselerin zarara ugratiimasinin, siddete iliskin tanimlarda
dikkat ceken ortak noktalar oldugu goriilmektedir (Haskan & Yildirim, 2012).

Bir toplumda hangi davranisin siddet olarak nitelendirilecegi o toplumun kiltirel yapisina ve gecerli
deger yargilarina gore belirlenmektedir. Ergen siddetinin, toplumda goriilen diger siddet tirleri ile
yakindan iligkisi vardir. Ailede siddete tanik olarak gelisen bireylerin yetiskin siddet uygulayicilarina
donistiikleri yapilan ¢alismalarda gorilmektedir. Ayrica ailenin sosyal agidan izole olmasi da siddet
egilimi igin risk faktori olarak belirtilmektedir (Heitmeyer & Hagan, 2005). Cesitli toplumlarda ve
topluluklarda gozlemlenen aile igi siddetin, diinya ¢apinda Latin Amerikalilari da iceren tim etnik ve
kalturel gruplan etkileyen yaygin bir sorun oldugu distintlmektedir (Crandall, Senturia, Sullivan Shiu —
Thornton, 2005). Siddet davranislarinin 6nemli bir diger nedeni ise, ergenlerin kendilerini uygun bicimde
ifade edememesi veya c¢evresi tarafindan anlasilamamasi, karsilastiklari bireysel ve toplumsal
engellenmeler ile bas edememesi sonucunda ortaya ¢ikan yoksunluk ve engellenmislik duygusudur.
Ergenler, 6zellikle engellenme ve anlasilmama karsisinda tepkisel davranabilmekte, otorite figiirlerini
diismanca algilayabilmekte ve bdylece siddet egilimi gosterebilmektedirler (Gordon, 1999; Gozitok,
2008). Bunlarin disinda, ergenler icin, okul arkadaslari arasinda iyi bir konuma sahip olmak, popiilerlik,
liderlik ve gli¢c sahibi olmak biiylik anlamlar icerdiginden, zaman zaman bu gilicli ve prestiji elde etme
ihtiyaci, ergenleri siddet iceren davranislara yoneltebilmektedir (Cowie, 2000; Gini, 2006). Ergenlik
doéneminde siddete yonelmede iletisim becerilerinin yeterince gelismemis olmasi da 6énemli bir etken
olarak goriilmektedir. Ergenler, cevreleriyle, arkadaslariyla, aileleriyle, 6gretmenleriyle etkili bir sekilde
iletisim kuramadiklarinda siddete basvurabilmektedirler (Cuhadaroglu, 2006). Akran zorbaligi ile ilgili
yapilan arastirmalar, yalniz ergenlerin akranlari tarafindan daha fazla siddet kurbani edildigini
gostermektedir (Buhs & Ladd, 2001).

Sosyal bir varlik olmasi nedeniyle ergen, diger insanlarla iletisim kurma ihtiyaci hissedebilir. Diger
insanlarla kurulan iliskiler, bu iliskilerin niteligi, iliski icinde bireyin kendine iliskin almis oldugu
geribildirimler, onun kendine iliskin algilari icin bir referans olusturmaktadir. Bu iliskilerinde basarih
olabilmesi ise kendisini ve baskalarini anlayabilmesine ve kabul etmesine bagldir. insan iliskilerinde
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bireyin karsisindakini anlama potansiyeli olarak degerlendirilebilecek olan empati énemli bir niteliktir
(Kaya & Siyez, 2010; Yiksel, 2004). Gilinimiize kadar empatinin birgok tanimi yapilmis olmakla birlikte
(Dokmen, 1988; Eisenberg & Strayer, 1987; Hoffman, 1987; Palmeri-Sams, Truscott, 2004; Pecukonis,
1990) en yaygin kabul géren goriuslerden birisi empatinin hem bilissel hem de duygusal 6gelerden
olustugu ve bu 6gelerin birbirleri ile etkilesim icerisinde oldugu gorusidir. Duygusal empati, diger
kisinin yasadigl duyguyu hissedebilme ve digerinin duygusal durumuna en uygun tepkiyi verebilme
anlamina gelmektedir (De Kemp, Overbeek, De Wied, Engels & Scholte, 2007; De Wied, Goudena &
Matthys, 2005; Kaya & Siyez, 2010). Bilissel empati ise diger kisinin diisiincesini anlama, durumu onun
bakis acisindan degerlendirme olarak tanimlanmaktadir. Hem biligsel hem de duygusal empatinin siddet
ve agresif davranislari azaltmada etkili faktorler arasinda yer aldigi gériilmektedir (Lovett & Sheffield,
2007; Mehrabian, 1997; Van Heerebek, 2010). Empatinin agresif davraniglari iki sekilde azaltabilecegi
belirtiimektedir. Birincisi bilissel empati ile ilgilidir. Buna gore; perspektif alma becerisi sayesinde bireyler
digerlerinin davranislarini onlarin bakis agisindan degerlendirerek digerlerinin davranislarini tolere
edebilir, buna bagl olarak da bireylerin agresif davranislarda bulunma sikligi azalir (Feshbach, 1978).
ikincisi ise duygusal empati ile ilgilidir. Kisinin, kurbanin yasadigi aciy1 hissetmesinin, ona zarar verecek
davranislardan kaginmasina yardimci olabilecegi belirtilmektedir (Eisenberg & Fabes, 1998; Ozkan &
Gokgearslan Ciftgi, 2009). Empatik egilimin distik olmasi ile akran zorbalig arasinda iliski bulunacagina
dair hipotezlerin temeli, empati diizeyinin disik olmasi ile gesitli anti-sosyal davranislar arasinda iligki
bulunmasina dayanmaktadir (Garaigordobil, 2009; Siyez & Kaya, 2011).

Empatinin yardim etme, bariscil catisma ¢o6ziimdi, problem ¢dzme becerisi gibi prososyal davranislar,
sosyal uzlasma, ileri diizeyde farkindalik, iletisim becerisi ve duygusal beceri ile pozitif yonde bir iliskisi
oldugu, sinirlilik ve kizginlik gibi diger antisosyal davranislarin da kontrol altina alinmasina yardimci
oldugu (Barnett, 1987; Kalliopuska, 1992; de Wied at. al., 2007), empatik olmanin psikolojik olarak son
derece iyilestirici bir etkisi oldugu (Ciceloglu, 2000) ifade edilmektedir. Empatinin, sosyal davranislari
anlama ve insan davranislarini agiklamada 6nemli bir yere sahip oldugu konusunda yaygin bir goris
birligi bulunmaktadir (Haigh, 2009; Hunter, 2003). Siddetin hem kaynagi, hem de magduru olabilen
ergenler, icinde bulunduklari gelisim donemi agisindan bakildiginda da 6zel bir 6neme sahiptir. Gelisimin
bircok alaninda hizl bir degisimin yasandigi bu donemde, ergenlerin duygularini ydnetme, davranislarini
sekillendirme becerilerine kavusmalari, hem iginde bulunduklari gelisim donemindeki gelisim gorevlerini
yerine getirmeleri baglaminda hem izleyen dénemlerdeki psikolojik ve toplumsal rollerine hazirlanmalari
acisindan hayati gérinmektedir (Arslan, 2010). Bu nedenlerle ergenlerde siddet egilimine ve siddeti
onlemeye yonelik daha fazla calisma yapilmasi 6nemli gériilmektedir.

Yurt disinda siddet ve empati (Endresen & Olweus, 2001; Espelage, Mebane & Adams, 2004; Harris &
2013; Palmeri-Sams &Truscott, 2004), saldirganlik ve empati (Lesure-Lester, 2000) kusur ve emphati
(van Langen, Wissink, van Vugt, Van der Stouwe & Stams, 2014), saldirganlik ve emphati (Ashraf, Khalid
& Ahmed, 2014; Robinson, Roberts, Strayer & Koopman, 2007), zorbalik ve emphati (Jolliffe &
Farrington, 2006) vb. konularina iliskin yapilmis ¢calismalara rastlanmaktadir. Fakat Turkiye’deki literattr
incelendiginde, siddet uygulayan veya siddet magduru olan ergenlerin kisilik 6zelliklerinin irdelendigi
sinirll sayida arastirma bulgusuna rastlanmaktadir. Bu galismalar, ergenlerin saldirganlik ve ofke
diizeyleri (Kesen, Deniz & Durmusoglu, 2007), siddet egilimleri ve duygusal farkindaliklari (Elmaci, 2007),
benlik saygisi ile saldirganlik dizeyleri (Hisman, 2007), siddet davranisi ile yalnizlik (Yildirnm, 2007),
siddet egilimi, yalnizlik ve sosyal destek algilari (Haskan, 2009) gibi 6zellikleri hakkinda bilgi
saglamaktadir. Empatik beceri ile ilgili olarak da ergenlerin miuzik egitimi almalarinin ve kimlik
statiilerinin empatik becerilerine etkisinin (Erlanger, 1998; Koksal, 1997), ergenlerin empatik
becerilerinin (Hasdemir, 2007), saglk meslek lisesi 6grencilerinin empatik egilim ve empatik beceri
diizeyleri ile benlik algi diizeylerinin (Ergil, 1995), Siyez ve Kaya (2011) tarafindan ise akran zorbaligi ile
empatik egilim arasindaki iliskinin incelendigi gérilmektedir.
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Problem

Yapilan ulusal literatiir taramasinda ergenlerin siddet egilimleri ile empatik egilimlerini bir arada ele
alan bir ¢alismaya rastlanmamistir. Ergenlerin karsilastiklari siddet kaynaklarinin en blyGgl, siddete
basvuran diger ergenlerdir (Everett & Price, 1995; Marvin, Malek, Chang & Davis, 1998; Yurtal & Cenkse-
ven, 2007). Ogrencilerin siddetin bu kaynagindan yogun bicimde etkilendikleri gézlenmektedir (Janosz,
Archambault, Pagani, Pascal, Morin & Bowen, 2008). Ortadgretim ogrencileri lizerine yapilan bir
arastirmada siddete basvuran ergenlerin akran baskisi diizeyleri siddete basvurmayan ergenlere gére
daha yiiksek bulunmustur (Yildirim, 2007). Zamanlarinin dnemli bir kismi okulda gecen ergenlerin iginde
bulunduklari dénemin gelisimsel 6zellikleri de dikkate alindiginda risk grubu oldugu soylenebilir.
Ergenlerin siddet egilimlerine etki eden okul tird, sinif dizeyi, cinsiyet gibi faktorlerin etkisinin ve
empatik egilimleri ile siddet egilimleri arasindaki iliskinin bilinmesi, siddet sorunun farkh boyutlari
hakkinda islevsel énlemler alinmasina, onleyici yeni hizmetlerin baslatilmasina, var olan énlemlerin ve
ylratilmekte olan hizmetlerin iyilestirilmesine, dolayisiyla sorunun ¢6ziilmesinde yol gosterici ve katki
saglayici  olabilecegi diisiinilmektedir.  Boylece okullarda daha glivenli egitim ortamlarinin
diizenlenmesiyle, ergenlere verilen egitimin kalitesine de olumlu katki saglanabilecektir. Bu nedenlerle
bu ¢alismanin temel amaci, ergenlerin siddet egilimlerinin ve empatik egilimlerinin gesitli degiskenler
agisindan incelenmesi  ve siddet egilimi ve empatik egilim arasindaki iliski dizeylerinin
belirlenmesidir. Bu temel amag dogrultusunda su sorulara cevap aranmistir:

1- Ergenlerin devam ettikleri okul tiirline gore siddet egilimleri farkhlasmakta midir?
2- Ergenlerin cinsiyetlerine gore siddet egilimleri farkhlasmakta midir?

3- Ergenlerin sinif diizeylerine gore siddet egilimleri farklilasmakta midir?

4- Ergenlerin devam ettikleri okul tirtine gore empatik egilimleri farklilasmakta midir?
5- Ergenlerin cinsiyetlerine gére empatik egilimleri farklilasmakta midir?

6- Ergenlerin sinif diizeylerine gére empatik egilimleri farklilagsmakta midir?

7- Ergenlerin siddet egilimleri ile empatik egilimleri farklilasmakta midir?

Yontem
Arastirma Modeli

Ergenlerin siddet egilimlerinin ve empatik egilimlerinin cesitli degiskenler agisindan incelenmesi
empatik egilim ve siddet egilimi arasindaki iliski dizeylerini belirlemeyi amaglayan bu arastirmada
iliskisel tarama modeli kullaniimistir. Tarama modeli gegmiste veya simdi var olani oldugu gibi agiklamayi
amaglayan bir ¢alisma yontemidir. Tarama modelinde, arastirmaya konu olan kisi veya nesne, kendi
kosullari iginde incelenir (Karasar, 2005).

Katilimcilar

Arastirmanin evrenini Yozgat il merkezinde bulunan Milli Egitim Bakanhg’na bagh liseler
olusturmustur. Uygun drnekleme yéntemiyle secilen Anadolu Lisesi ve Anadolu Ogretmen Lisesi’nde 9,
10 ve 11. siniflara devam eden tam aileye sahip herhangi bir engeli olmayan 319 kiz 194 erkek olmak
lizere toplam 513 ergen, arastirmanin drneklemini olusturmustur. Orneklem belirlemede &grencilerin
gonalla katihmi saglanmistir. Erkek 6grencilerin bir kismi katiimayi kabul etmemistir. Calisma grubuna ait
demografik bilgiler Tablo 1'de verilmistir.
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Tablo |

Calisma Grubunu Tanimlayici Istatistikler

Degiskenler Frekans %
Anadolu Lisesi 270 52.6
Okul Tard Anadolu Ogretmen Lisesi 243 47.4
9 171 33.3
Sinif 10 176 34.3
11 166 324
Kiz 319 62.2
Cinsiyet Erkek 194 37.8
15 Yas 172 33.5
Yag 16 Yas 175 34.1
17 Yas 166 324
ilk Cocuk 216 4.1
Dogum Sirasl Ortanca veya Ortancalardan Biri 141 27.5
Son GCocuk 156 30.4
Tek Cocuk 16 3.1
2 Cocuk 168 32.7
Ailedeki Cocuk Sayisi 3 Cocuk 192 37.4
4 ve Daha Fazla Cocuk 137 26.7
Okur Yazar Degil 13 2.5
) ilkokul Mezunu 229 44.7
Anne Ogrenim Dizeyi Ortaokul Mezunu 74 14.4
Lise Mezunu 139 27.1
Yiksekokul Mezunu 58 11.3
Total 1 2
Okur Yazar Degil 97 18.9
Baba Ogrenim Duzeyi llkokul Mezunu 70 13.6
Ortaokul Mezunu 135 26.3
Lise Mezunu 210 40.9
26-30 Arasi 2 4
31-35 Arasi 67 13.1
Anne Yagl 36-40 Arasi 227 44.2
41-45 Arasi 160 31.2
46 ve Ustii 57 11.1
Total 1 .2
26-30 Arasi 9 1.8
Baba Yasi 31-35 Arasi % 18.7
36-40 Arasi 248 48.3
41-45 Arasi 159 31.0

Tablo 1 incelendiginde ¢alisma grubunun %52,6’sinin Anadolu lisesine devam eden, %47,4’lGnln
Anadolu 6gretmen lisesine devam eden ergenlerin olusturdugu goérilmektedir. Katimcilarin %33,3'G 9.
sinifa, %34,3’t 10. sinifa, %32,4’G 11. sinifa devam etmektedir. Arastirmaya katilan ergenlerin %62,2’si
kiz, %37,8'i erkektir. Katihmcilarin %33,5’i 15, %34,1’i 16, %32,4’ i 17 yasindadir. Katilimcilarin %42,1i ilk
cocuk, %27,5’i ortanca ¢ocuk, %30,4’li son cocuktur. %37,4’Gnilin ailesinde 3 cocuk, %32,7’sinde 2
cocuk, %26,7’sinde 4 ve daha fazla gocuk, %3,1’'inde tek ¢ocuk bulunmaktadir. Arastirmaya katilan
ergenlerin %44,7’sinin annesinin ilkokul mezunu, %40,9’unun babasinin Universite mezunu oldugu
gorulmektedir. %44,2’sinin annesinin yasi 36-40 yas arasinda, %48,3’linlin babasinin yasi 41-45 yas

arasinda yer almaktadir.

165



Giines SALI — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 45(2), 2016, 147-180

Veri Toplama Araglari

Arastirmada veri toplama araci olarak arastirmaci tarafindan gelistirilen Genel Bilgi Formu, Haskan ve
Yildinm (2012) tarafindan gelistirilen Siddet Egilim Olcedi ve Kaya ve Siyez (2010) tarafindan gelistirilen
KA-SI Cocuk ve Ergenler icin Empatik Egilim Olcegi-Ergen Formu kullanilmigtir.

Odrenci Bilgi Formu

Arastirmaci tarafindan gelistirilen Ogrenci Bilgi Formu arastirmaya katilan 6grencilere iliskin
(6grencilerin devem ettigi okul tird, sinif diizeyi, cinsiyeti, yasi, dogum sirasi, ailedeki ¢cocuk sayisi, anne
baba 6grenim dlizeyi ve yasi gibi) demografik 6zelliklerin belirlenmesinde kullaniimistir.

Siddet Egilim Olcegi

Haskan ve Yildirim (2012) tarafindan ortadgretim 6grencilerinin siddet egilimlerini 6lgmek amaciyla
gelistirilen Siddet Egilim Olcegi'nin yapi gegerligi faktér analizi ile incelenmistir. SEQ’ye iliskin KMO
katsayisi .898 ve Bartlett testi anlamh ¢ikmistir. Faktorlerin her bir degisken Gzerindeki ortak faktor
varyansinin .45 ile .68 arasinda degistigi gorilmistiir. Olgegin, toplam varyansin % 55.45’ini acikladig
ifade edilmistir. Siddet Egilimi Olcegi’nin giivenirligi iki yolla test edilmistir: Birincisi, SEO’nin Alpha
glivenirlik katsayisi bulunmustur (Alpha = .87). ikincisi, SEQ (¢ hafta ara ile 140 &grenciye iki kez
uygulanmis ve boylece test tekrar test gilivenirlik katsayisi (rXX=.83) olarak hesaplanmistir. Gegerlik ve
giivenirligine iliskin elde edilen bu kanitlarin, Siddet Egilim Olgegi’'nin orta &gretim &grencilerinin siddet
egilimlerini 8lgmek amaciyla giivenle kullanilabilecegini gésterdigi belirtilmistir. Ugli derecelendirmeli
(3=her zaman, 2= bazen, 1=hi¢bir zaman) olan 6lcekte, bir tanesi tersine cevrilmis (reverse) olmak lizere
toplam 20 madde bulunmaktadir. Diz maddeler, oldugu gibi; tersine cevrilmis madde ise tersinden
puanlanmaktadir. Olcekten alinabilecek puan 20 ile 60 arasinda degismektedir. Yiiksek puan bireyin
siddet egiliminin yiiksek oldugu anlamina gelmektedir (Haskan & Yildirim, 2012). Bireysel ve grup halinde
uygulanabilen &lgegin cevaplandiriima siiresi yaklasik 15 dakikadir. Olgegin, ayrica bu arastirma
kapsaminda tekrar giivenirlik calismasi yapilmistir. Siddet Egilim Olgegi’'ne ait giivenirlik katsayilari Tablo
2. de verilmistir. Toplam 6lgek gilivenirlik katsayisinin (Alpha) .89 oldugu belirlenmistir. Hesaplanan Alpha
degerine gore Siddet Egilim Olcegi’nin giivenilir bir veri toplama araci oldugu séylenebilir.

KA-Si Cocuk ve Ergenler icin Empatik Egilim Olgedi — Ergen Formu

6-12. sinifa devam eden ¢ocuklarin empatik egilimlerinin belirlenmesi amaciyla Kaya ve Siyez (2010)
tarafindan gelistirilen KA-Si Cocuk ve Ergenler icin Empatik Egilim Olcegi -Ergen Formu’nun yapi
gecerligine iliskin ¢alismalarda 6nce her sinif diizeyinde ayri ayri faktoér analizi yapilmistir, sonra 6-12.
siniflarin verileri birlestirilerek faktér analizi tekrarlanmistir. KA-Si EEQ Ergen Formu 10’u duygusal, 7’si
bilissel empatiyi 6lcen 17 maddeden olusmaktadir. Duygusal empati alt boyutundaki 10 maddenin faktor
ylkleri .49 ile .66, ait olduklari alt boyut toplam puanlari ile korelasyonlari .51 ile .83, 6l¢egin timiinden
alinan puanlar ile korelasyonlari .52 ile .79 arasinda degismektedir. Bilissel empati alt boyutundaki 7
maddenin ise faktor yikleri .56 ile .76, ait olduklari alt boyut toplam puanlari ile korelasyonlari .52 ile
.81, Olgcegin timinden alinan puanlar ile korelasyonlari .47 ile .70 arasinda degismektedir. Empatik
Egilim Olgegi Ergen Formu’nun Giivenirligi igin yapilan calismalar sonucunda i¢ tutarlligini gdsteren
Cronbach Alfa katsayisi, 6lgegin timu icin .87, duygusal empati igin .82 ve bilissel empati alt boyutu igin
ise .82 bulmuslardir. Olgegin test-tekrar test giivenirlik katsayisini lgegin tiimi icin .75, duygusal empati
alt boyutu icin .73 ve bilissel empati alt boyutu icin .69 olarak bulmuslardir. Test-tekrar test glivenirlik
calismasinin yapildigr grubun verileri Gizerinden yaptiklari hesaplamalarda 6lgegin timi i¢in Cronbach
Alfa katsayisi .91, duygusal empati icin .89 ve bilissel empati icin .81 bulmuslardir. Duygusal empati alt
boyutunun puanlari ile tiim 6lgek puanlari arasinda .95, bilissel empati alt boyutunun puanlari ile tim
olgek puanlar arasinda .87, duygusal ve bilissel empati alt boyutlari arasinda ise .68 korelasyon
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bulmuslardir. Olgekten alinan puanlar arttikga empatik egilim artmakta, diistiikge empatik egilim
azalmaktadir (Kaya & Siyez, 2010). Ayrica bu arastirma kapsaminda 6lgegin, tekrar gilivenirlik ¢alismasi
yapilmistir. KA-Si Empatik Egilim Olcegi-Ergen Formu ve alt boyutlarina ait giivenirlik katsayilari Tablo 2.
de verilmistir. Toplam 6lgek giivenirlik katsayisinin (Alpha) .88 oldugu belirlenmistir. Hesaplanan Alpha
degerine goére KA-Si Empatik Egilim Olcegi-Ergen Formu’nun giivenilir bir veri toplama araci oldugu
soylenebilir.

Tablo 2.

Siddet Egilim Olcedi ve KA-SI Cocuk ve Ergenler igcin Empatik Egilim Olgedi-Ergen Formu’nun Giivenirlik
Degerleri

Olgekler Cronbach's Alpha Madde sayisi
Siddet Egilim Olgegi .89 20
Duygusal Empati Puani .84 10
Empatik Egilim Alt Boyutlar Biligsel Empati Puani .83 7
Olcegi
Toplam Empati Puani .88 17

islem ve Uygulama

Arastirma igin gerekli izinler ilgili kurumlardan alinmistir. Uygulama 2011-2012 egitim-6gretim yilinda
ikinci dénem Yozgat il merkezindeki Anadolu Lisesi ile Anadolu Ogretmen Lisesi’nde gergeklestirilmistir.
Arastirmada, uygulamaya baslamadan once okul yodneticileri bilgilendirme goérismeleri yapilarak
arastirmanin niteligi genel olarak aciklanmis, veri toplama araglari 6grencilere sinif ortaminda
uygulanmistir. 20-25 dakika stirmustdr.

Verilerin Analizi

Veri toplama araglari uygulandiktan sonra gozden gegirilmis, siniflandiriimig, siralanmisg ve giris
formatina uygun olarak kodlanarak veri girisi yapilmis, SPSS 15 (Statistical Paket of Social Science)
istatistik paket programi kullanilarak analiz edilmistir. Normallik testi sonucunda, Tablo 3’de gorildig
gibi p-degerleri .05’den kicik (p<.05) oldugu ve normallik varsayimini saglamadigi icin verilerin
analizinde parametrik olmayan istatistiksel yontemler kullanilmistir. Verilerin analizinde gruplar arasinda
farkhlik incelenirken ikili gruplarda Mann Whitney U Testi, ikiden fazla gruplarda normal dagilmayan
degiskenlerde ise Bonferroni dizeltmeli Kruskal Wallis H Testi kullanilmistir. Gruplar arasi farklilik
incelenirken; anlamhlik seviyesi olarak .05 kullaniimis olup p<.05 olmasi durumunda gruplar arasi anlaml
farkhhgin oldugu, p>.05 olmasi durumunda ise gruplar arasi anlaml farkhhgin olmadigi belirtilmistir.
Ayrica Siddet Egilim Olcedi, KA-Si Cocuk ve Ergenler icin Empatik Egilim Olgedi-Ergen Formu’ndan
aldiklari puanlar arasinda istatistiksel agidan herhangi bir iliskinin olup olmadigini belirlemek igin
Spearman Korelasyon Katsayisi Onemlilik Testi yapilmistir (Biyiikodztiirk, 2002). Tim sonuclar (p<.05)
diizeyinde istatistiksel anlamli olarak kabul edilmistir.
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Tablo 3.

One-Sample Kolmogorov-Smirnov Testi

istatistikler Olgek Puanlari
Duygusal Empati Bilissel Empati Toplam Empati Siddet Egilimi
N 513 513 513 513
Normal Parameters X 30.32 21.66 51.99 33.85
SS 5.76 4.02 8.68 7.32
Kolmogorov-Smirnov Z 1.85 2.02 1.48 1.80
p .002" .001° 024" .003°
*p<.05
Bulgular

Bu ¢alismada, okul tiirii, cinsiyet ve sinif degiskenlerine gore ergenlerin siddet ve empatik egilimlerini
incelemek ve ergenlerin bu egilimleri arasindaki iligkiyi belirlemek amaglanmistir. Bu bdlimde
arastirmanin bulgularina yer verilmistir.

Ergenlerin Okul Tiiriine Gére Siddet Egilim Olgedi’nin Alt Boyutlarindan Aldiklari Puan Ortalamalarina
iliskin Bulgular

Tablo 4.

Ergenlerin okul tiiriine gére Siddet Egilim Olcedi’nin alt boyutlarindan aldiklari puan ortalamalarina
iliskin Mann Whitney U Testi sonuglari

Okul Tard Mann Whitney U Testi
Medi Sira U
n Mean an Min Max SS Ort. P
Anadolu Lisesi 270 34.95 34 21 73 8.11 275.36
?dll(?;tl Anadolu Ogretmen 536,60
& Lisesi 243 3264 32 21 54 613 :
Puani
Toplam 513 33.86 33 21 73 7.32 27848 .003
p<.05

Tablo 4’de ergenlerin okul tiiriine gore Siddet Egilim Olcegi’nin alt boyutlarindan aldiklari puan
ortalamalarina iliskin Mann Whitney U Testi sonuglari gérilmektedir. Siddet egilimi puanlarinda Anadolu
lisesine devam eden gocuklarin sira ortalamalarinin (275,36) Anadolu 6gretmen lisesi devam eden
cocuklarin sira ortalamalarindan (236,60) daha yiksek oldugu, yapilan Mann Whitney U Testi
sonuglarina gore ¢ocuklarin siddet egilimi puanlarinda devam edilen okul tiiriine gére istatistiksel agidan
anlaml bir farkhlik oldugu tespit edilmistir (p<.05).
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Tablo 5.

Ergenlerin cinsiyete gére Siddet Egilim Olcegi’nin alt boyutlarindan aldiklari puan ortalamalarina iliskin
Mann Whitney U Testi sonuglari

Cinsiyet Mann Whitney U Testi
n Mean Median Min Max SS Sira Ort. U p

Kiz 319 31.62 31 21 53 6.45 210.22
Siddet Egilimi

Erkek 194 37.54 37 24 73 7.21 333.93
Puani

Toplam 513 33.86 33 21 73 7.32 16019.0 .000
p<.05

Tablo 5’de goruldiigi Uzere, siddet egilimi puanlarinda erkek gocuklarin sira ortalamalarinin (333.93)
kiz ¢ocuklarin sira ortalamalarindan (210.22) daha yiksek oldugu, yapilan Mann Whitney U Testi
sonuglarina gore cocuklarin siddet egilimi puanlarinda cinsiyete gore istatistiksel acidan anlamh bir
farkhlk oldugu tespit edilmistir (p<.05).

Tablo 6.

Ergenlerin sinif diizeyine gére Siddet Egilim Olgedi’nin alt boyutlarindan aldiklari puan ortalamalarina
iliskin Kruskall-Wallis H Testi ve Mann Whitney U Testi sonuglari

Sinif Kruskal Wallis H Test ikili
N Mean Median Min Max SS Sira Ort. H p Karsilastirma
9 171 34.42 33 21 59 7.74  264.66
Siddet 10 176 34.52 34 21 73 7.25 273.66
Egilimi
Puani 11 166 32.57 31 22 55 6.82 23145
Total 513 33.86 33 21 73 7.32 7.62 .02 2-3
p<.05

Siddet egilimi puanlarinda 10. sinifa devam edenlerin sira ortalamalarinin (273.66) 11. sinifa devam
edenlerin sira ortalamalarindan (231.45) daha yiiksek oldugu ve yapilan Kruskal Wallis H Testi
sonuglarina gore ergenlerin siddet egilimi puanlari arasinda devam edilen sinifa gore istatistiksel olarak
anlamli derecede farkhlk oldugu belirlenmistir (p<.05). Siddet egilim puaninin onuncu siniflarda,
onbirinci siniflara gére anlamli derecede yiksek oldugu gorilmektedir (Tablo 6).
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Tablo 7.

Ergenlerin okul tiiriine gére KA-Si Cocuk ve Ergenler icin Empatik Egilim Olcedi Ergen Formu’nun alt
boyutlarindan aldiklari puan ortalamalarina iliskin Mann Whitney U Testi sonuglari

Okul Tari Mann Whitney U Testi
n Mean N Mean n Mean n Mean n
Anadolu Lisesi 270  30.55 31 12 40 5.93 262.99
Duygusal s
. Anadolu Ogretmen
Empati L & 250.34
Lisesi 243 30.07 30 10 40 5.57
Puani
Toplam 513 30.33 31 10 40 5.76 31186.5 .33
Anadolu Lisesi 270  21.70 22 8 28 4.07 259.56
Bilissel "
. Anadolu Ogretmen
Empati L & 254.15
Lisesi 243 21.63 22 7 28 3.98
Puani
Toplam 513 21.67 22 7 28 4.02 32112.5 .67
Anadolu Lisesi 270  52.25 52.5 20 68 8.83 261.44
Toplam "
. Anadolu Ogretmen
Empati L & 252.07
Lisesi 243 51.71 52 17 68 8.52
Puani
Toplam 513 51.99 52 17 68 8.68 31606.5 47

Tablo 7 de duygusal empati, bilissel empati ve toplam empati puan degerlerinde devam edilen okul
tlrlne gore sira ortalamalari arasinda belirgin bir fark olmadigi goriilmektedir. Yapilan Mann Whitney U
Testi sonuglarina gére ¢ocuklarin duygusal empati, bilissel empati ve toplam empati puanlarinda devam
edilen okul turtine gore istatistiksel olarak anlamli derecede farkhlik tespit edilmemistir (p>0,05).

Tablo 8.

Ergenlerin cinsiyetlerine gére KA-SI Cocuk ve Ergenler icin Empatik Egilim Olcedi Ergen Formu’nun alt
boyutlarindan aldiklari puan ortalamalarina iliskin Mann Whitney U Testi sonuglari

Cinsiyet Mann Whitney U Testi
n Mean n Mean n Mean n Mean n
Kiz 319 31.89 32 14 40 5.00 295.97
Duygusal
Empati Erkek 194 27.76 28 10 40 6.02 192.93
Puani
Toplam 513 30.33 31 10 40 5.76 18512.5 .000
. Kiz 319 22.49 23 11 28 3.55 285.91
Biligsel
Empati Erkek 194 20.31 20 7 28 4.38 209.46
Puani
Toplam 513 21.67 22 7 28 4.02 21719.5 .000
Kiz 319 54.38 55 26 68 7.29 296.37
Toplam
Empati Erkek 194 48.07 48 17 67 9.36 192.27
Puani
Toplam 513 51.99 52 17 68 8.68 18385.5 .000
p<.05
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Duygusal empati alt boyutunda kiz gocuklarin sira ortalamalarinin (295.97) erkek ¢ocuklarin sira
ortalamalarindan (192.93), bilissel empati alt boyutunda kiz gocuklarin sira ortalamalarinin (285.91)
erkek gocuklarin sira ortalamalarindan (209.46), toplam empatide kiz ¢ocuklarin sira ortalamalarinin
(296.37) erkek gocuklarin sira ortalamalarindan (192.27) daha yiiksek oldugu goérilmektedir. Yapilan
Mann Whitney U Testi sonuglarina gore ¢ocuklarin duygusal empati, bilissel empati ve toplam empati
puanlarinda cinsiyete gore istatistiksel agidan anlamh bir farkhlk tespit edilmistir (p<.05). Duygusal,
bilissel ve toplam empati puan degerlerinin kizlarda erkeklere gére anlaml derecede yiiksek oldugu
gorilmektedir (Tablo 8).

Tablo 9.

Ergenlerin sinif diizeylerine gére KA-Si Cocuk ve Ergenler icin Empatik Egilim Olgedi Ergen Formu’nun alt
boyutlarindan aldiklari puan ortalamalarina iliskin Kruskall-Wallis H Testi sonuglari

SINIF Kruskal Wallis H Testi
n Mean n Mean n Mean n Mean n
9 171 29.88 31 13 40 6.13 248.86
Duygusal 10 176 30.29 30.5 12 40 5.86 255.20
Empati Puani 11 166 30.82 31 10 40 5.24 267.30
Toplam 513 30.33 31 10 40 5.76 134 51
9 171 21.29 22 10 28 4.30 245.26
Bilissel 10 176 21.69 22 8 28 3.96 256.47
Empati Puani 11 166 22.03 22 7 28 3.78 269.65
Toplam 513 21.67 22 7 28 4.02 2.29 31
9 171 51.18 52 27 68 9.10 244.75
Toplam 10 176 51.98 52 20 68 8.84 255.97
Empati Puani 11 166 52.85 53 17 68 8.02 270.72
Toplam 513 51.99 52 17 68 8.68 2.60 27

Tablo 9’da gorildugi gibi Kruskal Wallis H Testi sonuglarina goére ¢ocuklarin duygusal empati, bilissel
empati ve toplam empati puanlari arasinda devam edilen sinifa gore istatistiksel olarak anlamli derecede
farklilik tespit edilmemistir (p>.05).

Tablo 10.

Ergenlerin Siddet Egilim Olcedi alt boyutlarindan aldiklari puaniar ile KA-Si Cocuk ve Ergenler icin Empatik
Egilim Olcedi Ergen Formu’nun alt boyutlarindan aldiklari puanlara iliskin Korelasyon Katsayisi Onemlilik
Testi sonuglari

Siddet Egilim Puani

OLCEKLER N r P
Duygusal Empati Puani 513 -0.31 .000
Biligsel Empati Puani 513 -0.22 .000
Toplam Empati Puani 513 -0.31 .000
p<.05

Tablo 10 incelendiginde saldirganlik puani ile duygusal empati, bilissel empati ve toplam empati
puanlari arasinda istatistiksel olarak negatif yonli anlaml derecede zayif bir iliski goriilmektedir (p<.05).
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Tartigma ve Yorumlar

Bu galismada, okul tiir, cinsiyet ve sinif degiskenlerine gore ergenlerin siddet ve empatik egilimlerini
incelemek ve ergenlerin bu egilimleri arasindaki iliskiyi belirlemek amaglanmistir. Bu bélimde, ¢alismada
elde edilen bulgular tartisiimigtir.

Ergenlerin Okul Tiiriine Gére Siddet Egilim Olgedi’nin Alt Boyutlarindan Aldiklari Puan Ortalamalarina
fliskin Bulgular

Siddet egilim puaninin Anadolu lisesi 6grencilerinde, Anadolu 6gretmen lisesi 6grencilerine gore
anlamli derecede yiiksek oldugu gorilmektedir. Bu bulgu, yapilan diger arastirma bulgularinin bir kismi
ile benzerlik goésterirken, bir kismindan farklilasmaktadir. Haskan’in (2009) yaptigi arastirmada okul
tirline gore siddet egiliminin gérulme sikhgina iliskin yuzdeler arasindaki fark anlamli olmamakla birlikte,
ylksek siddet egilimi olan ergenlerin ylizdesinin Anadolu liselerinde 6grenim géren ergenlerde, meslek
liselerinde 6grenim goren ergenlere oranla daha ylksek oldugu belirlenmistir. Karakaya (2008)
tarafindan lise 6grencisinin siddet egilimlerinin incelendigi arastirmada okul tlrQ ile ergenin siddet
egilimi ifadeleri arasinda istatistiksel olarak anlaml bir iliski bulunamamistir. Bununla beraber, okul tiiri
degiskeni ile ergenlerde siddeti bir arada ele alan yeterli sayida arastirmaya ulagilamamistir. Anadolu
O0gretmen lisesi 6grencileri kismen belli bir alana ydnelmis olmalari, buna karsin Anadolu lisesi
ogrencileri heniiz bir alan belirlememis olmalarindan dolayi gelecege iliskin bir belirsizlik ve kaygi icinde
olabilirler. Bu nedenle siddet egilim puanlari daha yiksek olabilir.

Ergenlerin Cinsiyete Gére Siddet Egilim Olcedi’nin Alt Boyutlarindan Aldiklari Puan Ortalamalarina
iliskin Bulgular

Saldirganlik puaninin erkeklerde kizlara goére anlaml derecede yiksek oldugu tespit edilmistir.
Haskan’in (2009) yaptigl arastirma sonucunda yiksek siddet egiliminin erkek 6grencilerde goériilme
sikliginin, kizlara oranla daha yiksek oldugu, gruplara iliskin gdzlenen yiizdeler arasindaki farkin anlamli
oldugu bulunmustur. Yapilan bazi baska arastirmalar da da benzer sonuglar elde edilmistir. Siddet ile
cinsiyet degiskeninin ele alindig! bir arastirmada, ergenlerde yasitlar arasi saldirganlik ve kardesler arasi
saldirganlik agisindan cinsiyet gruplari arasinda anlamli farklilik bulunmus, erkeklerin kizlara gére daha
fazla saldirgan davrandiklari belirlenmistir. Lopez ve Emmer (2002) tarafindan erkek ergenler Gzerinde
yaptiklari calismada, hem fiziksel savunma iceren kavgalarda hem de cetelerden kaynaklanan suglarda,
“erkeklik” anlayisinin siddeti tetikledigi goriilmistir. Thomas ve Smith (2004) yaptiklari ¢alismalarda,
erkek 6grencilerin kiz 6grencilere gore, 6fkelendiklerinde siddete daha egilimli ve provakasyonlara daha
actk olduklarini bulmuslardir. Kiz 6grencilerin ise agikga kaba kuvvet gostermek yerine daha ¢ok ortiik
siddet yasadiklari belirtmislerdir.

Scharf (2000), ¢alismasinda fiziksel saldirganligin erkekler tarafindan daha ¢ok kullanildigini ortaya
koymustur. Efilti (2006), yaptigi arastirmada erkeklerin kizlardan daha saldirgan oldugunu tespit etmis,
Amedahe ve Owusu-Banahene (2007), yaptiklari ¢alismada erkeklerin kizlardan daha fazla saldirgan
davranis sergiledigini ortaya koymustur. Aral, Butlin, Tuarkmenler ve Akbiyik (2004), Compano ve
Munakata (2004), yaptiklari ¢alismalarda erkek 6grencilerin kiz 6grencilerden daha fazla saldirgan
olduklarini ve genellikle daha ¢ok fiziksel kuvvet kullanmaktan hoslandiklarini ortaya koymuslardir. Bu
arastirma bulgulari bu c¢alismanin bulgusunu destekler niteliktedir. Durmusoglu (2007) tarafindan
ergenlerin saldirganlik ve ofke dizeyleri incelenmis, arastirma sonucunda 6fke ve saldirganlk alt
boyutlari arasinda pozitif yonde anlamli bir iliski bulmustur. Ayrica erkek ergenlerin fiziksel saldirganlik
puan ortalamalarinin kizlarinkinden daha yuksek oldugu gorilmastir. Elmaci (2007) 15-18 yas araliginda,
siddet egilimi nedeniyle disiplin cezasi almis olan ergenlerin duygusal zeka dizeyleri incelenmis ve
ergenlerin duygusal farkindaliklari ile duygularini yonetebilme becerilerinin siddet egilimine gore anlamli
bir farkhhk gosterip gostermedigi incelenmistir. Arastirma sonucunda siddet egilimi gosteren ergenlerin
duygusal farkindaliklarinin ve duygularini yonetebilme becerilerinin diisiik diizeyde oldugu saptanmistir.
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Aday ogretmenlerde o6fke konulu bir arastirma yapan Babaoglan ise aday Ogretmenlerin ofke
diizeylerinin (2007), cinsiyete gore anlamli fark géstermedigi sonucuna ulagmistir.

Yukarida verilen arastirmalarin ortaya koydugu durum, 6zellikle erkek egemen toplumlarda erkek
¢ocuklarinin fiziksel olarak uUsttnlik bildiren, saldirgan davranislarinin 6zendirilmesi, kaba kuvvet
kullanan modellerin gicli, yeterli olarak algilanmasi, erkeklik kavraminin sert, cesur, korkusuz olmak,
kaba kuvvet ile 6zdeslestirilmesi ile iliskilendirilebilir. Erkek ergenlerin siddetle ilgili pek ¢ok davranisi
“erkeksi” bulunarak pekistirilebilmektedir. Erkek kardesi tarafindan siddete maruz birakilan kiz kardese,
anne babanin “Agabeye karsi ¢cikilmaz” gibi tepkilerde bulunmasi toplumumuzda erkek ¢ocuklarin siddet
davranislarinin pekistirildigini, ayni zamanda kiz ¢ocuklarina itaat etmenin, siddet karsisinda pasif
davranmanin 6gretildigini gdstermektedir. Benzer sekilde, toplumumuzda babanin uyguladigi siddete
anne ¢ogu kez duyarsiz kalmakta; hatta anneler ¢ocuklarinin basa ¢ikamadiklari davranislarini “baban
eve gelince seni dover” gibi tehditlerle kontrol altina almaya galismaktadir. Erkek ergenlerin cinsel kimlik
gelisiminde baba 6nemli bir model oldugundan, babanin aile iginde siddet davranislarinin normal
karsilanmasinin, ergende siddet egiliminin artmasina neden oldugu disindlebilir (Haskan, 2009). Yine
kiz ergenlerin cinsel kimlik gelisiminde ise anne 6nemli bir model oldugundan, babanin uyguladig
siddete ¢cogu kez duyarsiz kalan anne modeli ile 6zdesim kurduklari da distnulebilir.

Ergenlerin Sinif Diizeyine Gére Siddet Egilim Olgegi'nin Alt Boyutlarindan Aldiklari Puan
Ortalamalarina iliskin Bulgular

Yapilan istatistiksel analizler sonucunda siddet egilim puaninin onuncu siniflarda, on birinci siniflara
gore anlamli derecede yiiksek oldugu belirlenmistir. Ogel, Tan ve Yilmazgetin Eke’nin (2006) yaptiklari
arastirma sonuglarina goére, ergen ve cocuklarda gorilen siddet 15-16 yaslari arasinda en yilksek
seviyeye ulagsmakta ve risk faktéri olmaktadir. 16-17 yaslari arasinda cetelere katilma riskleri
artmaktadir. 17 yasindan sonra bu oran diismeye baslamaktadir. Cetin (2004) 68renci ergenlerin siddete
yonelik tutumlarini inceledigi ¢alismasinda, 14-17 yas grubundaki ergenlerin, 18-21 yas grubundaki
ergenlere gore siddete yonelik tutumlarinin daha olumlu oldugunu belirtmistir. Ancak bunun aksine,
Ozgiir, Yorikoglu ve Baysan Arabaci, (2011) tarafindan yapilan arastirmada onbirinci sinifta 6grenim
goren ogrencilerin siddet egilim puan ortalamalarinin, dokuzuncu sinifta ve onuncu sinifta 6grenim
goren ogrencilerin siddet egilim puan ortalamalarindan istatistiksel olarak anlaml derecede yliksek
oldugu da belirlenmistir. Bu sonucun 6rneklem farkindan kaynaklandigi dislnulebilir.

Ergenlerin Okul Tiiriine Gére KA-Si Cocuk ve Ergenler igin Empatik Egilim Olgegi Ergen Formu’nun Alt
Boyutlarindan Aldiklari Puan Ortalamalarina iliskin Bulgular

Yapilan analiz sonuglarina gére c¢ocuklarin duygusal empati, bilissel empati ve toplam empati
puanlarinda devam edilen okul tiirline gore istatistiksel olarak anlamli derecede farklilik tespit
edilmemistir. Her iki okul tliriinin programlarinin farkhlik tasimamasinin, boyle bir sonuca neden
oldugunu distndirmektedir. Sayin (2003) tarafindan farkli programlarda okuyan 6gretmen adayi
iniversite ogrencileri Gzerinde yapilan arastirma sonucunda, 6grencilerin okuduklari boéliimlere gore
(ilkégretim Bolimi’ne bagh Sinif Ogretmenligi, Sosyal Bilgiler Egitimi, Fen Bilgisi Egitimi, Okul Oncesi
Egitimi Anabilim Dallari ve Turkge Egitimi Boliimii) empatik egilim diizeyleri arasinda fark olmadigi tespit
edilmistir.

Ergenlerin Cinsiyetlerine Gére KA-Si Cocuk ve Ergenler icin Empatik Egilim Olcedi Ergen Formu’nun Alt
Boyutlarindan Aldiklari Puan Ortalamalarina iliskin Bulgular

Duygusal, bilissel ve toplam empati puan degerlerinin kizlarda erkeklere gore anlaml derecede
yiiksek oldugu belirlenmistir (Tablo 7). Cinsiyete gore, empatik beceri puan ortalamalari arasinda kizlarin
lehine anlamli bir farkhlasma oldugu gorilmektedir. Cinsiyet, bilissel empati ve duygusal empati
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egilimlerinde belirleyici bir degiskendir ve her iki alt boyutta ergen kizlarin daha olumlu tutumlara sahip
oldugunun belirleyicisidir. Empatik beceriler ile ilgili yapilan ¢alismalar, cinsiyetin empatik becerilerin bir
farklilagmasi ile iligkili oldugunu gostermistir. Empati ve etik yargi arasindaki iliskiyi inceleyen Kalliopuska
(1983), kizlarin empati puanlarinin erkeklerden anlamli olarak daha yiksek oldugunu bulmustur. Benzer
sekilde, cocuk ve ergenlerde kullanilmak (izere bir empati 6lgegi gelistirmeyi amaglayan Bryant (1982)
calismasinda, kizlarin erkeklerden daha empatik oldugunu gézlemlemistir. Koksal Akyol, Sali ve Koriikgi,
(2011), cocuklarin empatik egilimlerini inceleyen calismalarinin bulgulari dogrultusunda, ¢ocuklarin
cinsiyetlerinin onlarin empatik egilimleri tzerinde etkili oldugu sonucuna varmiglardir. Bu arastirma
bulgusunu destekler nitelikte literatlirde kizlarin empatik beceri ve empatik egilim diizeylerinin erkeklere
gore daha ylksek oldugunu saptayan ¢ok sayida arastirma sonucuna rastlanmaktadir (Aydin, 1996;
Bozkurt, 1997; Hoffman & Levine, 1976; Hoffman, 1977; Rehber, 2007).

Ergenlerin Sinif Diizeylerine Gére KA-Si Cocuk ve Ergenler igin Empatik Egilim Olcedi Ergen Formu’nun
Alt Boyutlarindan Aldiklari Puan Ortalamalarina iliskin Bulgular

Analiz sonuglarina gore istatistiksel olarak anlaml farkhlik gérilmemekle birlikte duygusal empati,
biligsel empati ve toplam empati puan degerlerinin onbirinci sinif 6grencilerinde, dokuzuncu ve onuncu
siniftakilere gore daha yuksek oldugu tespit edilmistir. Bryant (1982), yedinci sinifta okuyan gocuklarin
empati dizeylerinin, dordiinci sinifta okuyanlara oranla daha yiiksek oldugunu saptamigtir. Kdksal
(1997), yaptig arastirmada lise lglinci sinifta okuyan ergenlerin empatik beceri puanlarinin, birinci ve
ikinci siniflarda olan ergenlerin puanlarindan daha yilksek oldugunu tespit saptamistir. Alver’in (2005)
yaptigl arastirma sonucunda da sinif diizeylerine gore, empatik beceri puanlarinin Gst diizey siniflarin
lehine anlamli dizeyde farkhlastigi tespit edilmistir. Alver (2005)'in calismasinin bulgularina gore,
empatik beceri puanlari, daha Ust siniflardaki 6grencilerin lehine anlamli derecede fark oldugunu
gostermistir. Nelson (1985) ise yasin empati Uzerinde etkisinin anlamh oldugunu saptamistir. Kdksal
Akyol vd.’nin (2011) sinif dlizeyine gore gocuklarin empatik egilimlerini inceleyen galismalarinin bulgulari
dogrultusunda Uglincl sinifta duygusal empati egiliminin daha yiksek, dérdiincii ve besinci siniflarda ise
toplam empati egilim puanlarinin daha yiiksek oldugu sonucuna varilmistir. Boylece lise son sinifin
ogrencilerinin, lise birinci ve ikinci siniflara oranla daha yiksek diizeyde empatik beceriye sahip
olmalarinin dogal oldugu dusindlebilir. Sinif dizeyi ylkseldikce artan yasla birlikte gelen olgunlasma,
ergen bencilligini asmalarini, ergenlerin birbirlerini anlamalarini kolaylastirabilir.

Ergenlerin Siddet Egilim Olgegi Alt Boyutlarindan Aldiklari Puanlar ile KA-Si Cocuk ve Ergenler igin
Empatik Egilim Olgegi Ergen Formu’nun Alt Boyutlarindan Aldiklari Puanlara iliskin Korelasyon
Katsayisi Onemlilik Testi Sonuglari

Ergenlerde saldirganlik puani ile duygusal empati, bilissel empati ve toplam empati puanlari arasinda
istatistiksel olarak negatif yonlii anlamli derecede zayif bir iliski tespit edilmistir. Siddet egilim puani
arttikca duygusal empati puani, bilissel empati puani ve toplam empati puani azalmaktadir. Yapilan bazi
calismalarda empatinin disik dizeyi, saldirganlik (Eisenberg & Strayer, 1987) ve antisosyal davranislar
(Ohbuchi, Ohno & Mukai, 1993) ile yliksek diizeyde iliskili bulunmustur. Filiz (2009) tarafindan yapilan bir
arastirmada, 6grencilerin empatik egilim puanlari ile saldirganhk puanlari arasindaki iliski olup olmadigi
incelenmis, arastirma sonucunda, 6grencilerin saldirganlik puanlari ile empatik egilim puanlari arasinda
anlamh bir iliski oldugu saptanmistir. Warden ve Mackinnon (2003) tarafindan yapilan c¢alismada
akranlari tarafindan zorba, kurban ve pro-sosyal olarak siniflandirilan c¢ocuklarin empatik tepkileri
degerlendirilmis, prososyal cocuklarin zorbalara goére daha empatik olduklari belirlenmistir. Gini,
Albiero, Benelli ve Altoe (2007) tarafindan yapilan ¢alismada da erkek 6grenciler igin zorbalik davranisi
empati dizeyinin disiuk olmasi ile iliskili bulunmustur. Siyez ve Kaya (2011) da yaptiklari arastirma
sonucunda akran zorbaligi ile empatik egilim arasinda negatif iliski oldugunu tespit etmislerdir. Jolliffe ve
Farrington (2006), erkekler icin, diisiik duygusal empatinin zorbalik ile dnemli dlgiide iliskili oldugu ancak
kadinlar icin boyle olmadigl sonucuna varmistir. Ancak disiik toplam empati erkekler ve kadinlar igin
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dolayli ve zorbalik siddet ile ilgili bulunurken, bilissel empatinin zorbaligin herhangi bir tlrayle iliskili
olmadigi belirlenmistir. Ashraf, Khalid ve Ahmed (2014), Kendini ifade Sugluluk Olcegi (SRDSG) ile
Duygusal Empati Olgegi (EES)'nin puanlari arasinda beklentileri ile tutarli bir sekilde anlamli negatif
korelasyon katsayisi -.28 (p <.001) elde etmislerdir. Buna ek olarak, tiim EES alt dlgekleri de belirgin ve
ters oranda (r dan = .21 -.29, p <.001 arasinda degisen) sug ile iliskili bulunmustur. iki 6lgek arasinda
bulunan negatif iliski empati digerlerine karsi suglu eylemleri inhibe duygusal durumu desteklemektedir.

Palmeri-Sams ve Truscott (2004), siddetin kullanimi ile empati ve kentsel alanda risk altindaki erkek
ergenlerde toplumsal siddete maruz kalma arasindaki iliskiyi arastirmislardir. Bu arastirmanin sonucu
dusik empati yalniz siddet kullanimini yordamaz iken, yiiksek diizeyde toplumsal siddete maruz kalmak
disik empati ile birlestiginde, siddet kullaniminin énemli bir belirleyicisi oldugunu g&stermistir. Duslik
empati dizeyi anti-sosyal davraniglari, saldirganligi ve siddet sikligini artirabilir. Empatinin psikolojik
iyilestirici bir etkiye sahip oldugu bilinmektedir. Empatik becerileri sayesinde, kisi baskalarinin bakis
acisindan onlarin davranislarini degerlendirebilir ve bdylece davranislarini tolere edebilir. Buna gore,
saldirgan davranis sikligi azalabilir. Empatik becerileri ile bireysel kurbanin yasadigi agri hissedilebilir ve
bu onun zararli davranislarini énlemek icin yardimci olabilir. Ayrica, Palmeri-Sams ve Truscott (2004),
edebiyat, empati ve siddet davranisi arasinda negatif bir iliski oldugunu ifade etmektedir.

Sonug ve Oneriler

Ergenlerin siddet egilimlerinin ve empatik egilimlerinin gesitli degiskenler agisindan incelenmesi ve
siddet egilimi ve empatik egilim arasindaki iliski dizeylerinin belirlenmesi amaciyla yapilan bu
arastirmada okul tird, cinsiyet ve sinifin saldirganlik puan degerleri Uzerinde istatistiksel agisindan
anlamli derecede farkhliga neden oldugu saptanmistir. Okul tird ve sinifin duygusal, bilissel ve toplam
empati puan degerleri Gzerinde istatistiksel agisindan anlamh derecede farklliga neden olmazken,
cinsiyetin duygusal, bilissel ve toplam empati puan degerleri lizerinde anlamli derecede farkhhk yarattig
tespit edilmistir. Yapilan korelasyon analizi sonucunda da saldirganlik puani ile duygusal empati puani,
biligsel empati puani ve toplam empati puani arasinda istatistiksel olarak negatif yonlii anlaml derecede
zay!if bir iliski oldugu belirlenmistir. Elde edilen bu bulgular dogrultusunda bazi 6nerilerde bulunulabilir;

Ergenlik doneminde gozlenen siddet egilimlerinin, 6nemli 6l¢lide erken ¢ocukluk déneminde goriilen,
yasanan, gozlemlenen siddet olaylarindan kaynaklandigi gerceginden hareketle, aile lyeleri arasindaki
iletisimi, iliskiyi ve cocuk yetistirme bicimlerini gelistirmeye yonelik seminerler diizenlenebilir. Nalbant ve
Karabeyoglu’na (2011) gore arkadaslari ve ailesiyle sorunu olan ¢ocuklarla dogru iletisim kuruldugu
takdirde onlari motive etmek, yonlendirmek ve yol gdstermek daha kolay olabilmektedir.

Ergenlerdeki 6fke, saldirganliga ve siddete doniismeden dnce, onlardaki enerji fazlaligi okullarda veya
genclik merkezlerinde sportif, sosyal vb. faaliyetlerle olumlu yéne kanalize edilebilir. Celik’e (2016) gore
kisinin sosyallesmesinde, diizenli ve amacl bilgi ve beceri edinmesinde, mutlu olmasinda gelismesinde
zamani dogru kullanma anlayisi blyiik bir 6neme sahiptir.

Okullarda veya diger mekanlarda ergenlerde siddeti dnlemeye yonelik olarak yapilan ¢alismalarinda
empatik egilimlerin gelistiriimesine yonelik ¢calismalara yer verilebilir.

Ebeveynlerin empatik becerilerinin gocuklarinin empatik becerilerinin gelisiminde olduk¢a 6nemli
oldugu bilindiginden, okullarda yapilacak calismalarin bir pargasini da ailelerle yapilacak galismalar
olusturabilir.

Bu arastirmada siddet egiliminin belirlenmesinde katilimcilara sadece kendini ifade etme tiirlinde
olgek uygulamasi yapilmistir. Bu o6lcek uygulamasinin yani sira arkadas (veya akran) ve o6gretmen
degerlendirmeleri de kullanilarak daha kapsamli degerlendirmeler yapilabilir.

Daha kuiglik yas gruplarinin siddet egilimi ve empatik egilimi ve bunlar arasindaki iliski incelenebilir.

Siddet egilimi ve empatik egilimin baska kisilik 6zellikleri ile iliskisi incelenebilir.
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Introduction

Le Cadre européen commun de référence pour les langues (CECR), publié en 2001 par le Conseil de
I'Europe, a défini une nouvelle approche qui prend le relai sur I'lapproche communicative. Il s’agit de la
perspective actionnelle qui constitue le dernier des 4 axes de réflexions proposés par le Cadre. Ces axes
sont: 1-les 6 niveaux (Al, A2, B1, B2, Cl, C2); 2-les 5 activités langagieres (production écrite,
compréhension écrite, production orale, compréhension orale, production orale en interaction); 3-les 3
compétences de communication (compétence linguistique, compétence socio-linguistique, compétence
pragmatique); 4-la perspective actionnelle. Cette derniere est une approche d’enseignement des
langues, qui, loin de rompre avec I'approche communicative (AC) si longtemps pronée, la prolonge en
reprenant d’un coté sa terminologie (compétence de communication, centrage sur I'apprenant...) et,
d’un autre c6té, en ajoutant de nouveaux concepts (tdche non langagiére, agir avec I'autre, projets,
acteur social...). Outre cela, la perspective actionnelle se fixe aussi un nouvel objectif: faire acquérir aux
apprenants de langue une compétence plurilingue et pluriculturelle afin de les « rendre capable
d’activer une compétence communicative [..] et une compétence compréhensive des éléments
culturels dont toute langue est porteuse. » (Bertocchini & Costanzo, 2008, p.85). Cette compétence
compréhensive consiste, en fait, en le développement d’une dimension interculturelle nommée
compétence interculturelle qui permettra de promouvoir une meilleure compréhension mutuelle et
d’accepter les différences qui existent dans les sociétés qui sont aujourd’hui plurilingues et
multiculturelles. L'apprenant de langue doit entretenir des relations avec des locuteurs de la langue
cible en leur faisant prendre conscience de sa propre identité et, a la fois, en étant conscient de celles de
ses interlocuteurs (Byram, Gribkova & Starkey, 2002, p.7). Il est question en fait de préparer les
apprenants a entrer en contact avec les individus des autres cultures, a accepter les/leurs différences
(valeurs, points de vue...) et a interpréter la culture d’un autre a partir de la sienne. La notion de culture,
associée a la civilisation (ensemble des caractéristiques sociales, économiques, spatiales telle la
géographie d’une société) et considérée comme étant un simple savoir a transmettre, n’est donc plus
favorisée. De méme que la culture dite cultivée/savante (la littérature, I'Histoire, les usages religieux, la
géographie, etc. du pays cible) et la culture dite partagée/anthropologique (les modes de vie, les
habitudes, etc. du public de la lange cible), intégrées dans les cours de langue particulierement avec
I’apparition de I'approche communicative, ont cédé leur place a I'interculturalité. Ainsi, ce dont il est
question dorénavant, c’est certes encore d’un ensemble de savoirs et de pratiques mais en méme temps
d’un ensemble proposé a partir d’une démarche dite interculturelle qui consiste a faire prendre
conscience des caractéristiques, des cultures différentes de la langue cible et de la langue source, des
points de vue, des valeurs, des comportements différents des locuteurs de la langue cible et de la langue
source. Cette prise de conscience se réalise en faisant réfléchir sur la culture d’origine de fagon a ce que
I'apprenant de la langue cible se dirige vers I'Autre, vers I'altérité (Byram et al., 2002 ; Byram (ed.),
2003 ; Springer, 2015). Il faut préciser que cette démarche interculturelle n’est pas une simple
« comparaison entre deux cultures basées sur les différences ou les similitudes entre des faits, des
pratiques, des coutumes, etc. » (Windmdiller, 2011, p.20). Il est question de confrontation entre la
culture maternelle et la culture cible mais aussi d’un retour sur soi de I'apprenant qui consiste a se
connaitre afin de se faire connaitre, a se faire comprendre par I'Autre et ainsi de mieux connaitre,
comprendre et accepter dans ses différences cet Autre. C'est dans ce « souci » d’appropriation d’une
conscience interculturelle qu’outre une compétence de communication (capacité a produire et a
comprendre un discours dans une situation donnée), le CECR, a travers la perspective actionnelle,
amplifie les travaux sur I'acquisition d’'une compétence interculturelle : il revendique le développement
des ouvrages, manuels de langue reposant sur I'acquisition de cette compétence qu’il considére comme
la « composante clé de I'éducation a la citoyenneté européenne. » (ibid., p.21) et comme le moyen de
préparer «les apprenants a vivre dans une société pluriculturelle » (ibid.). A cette compétence
interculturelle, sont associées quatre composantes que I'apprenant se doit de maitriser pour accomplir
un acte de communication interculturelle. Ces composantes sont : 1-les savoirs ; 2-le savoir-étre ; 3-le
savoir-comprendre ; 4-le savoir-apprendre/faire. Les savoirs concernent les connaissances déclaratives,
la connaissance du monde, la connaissance de soi et de I’Autre. Le savoir-étre, ce sont les nouvelles
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attitudes a adopter pour s’ouvrir a 'altérité, c’est savoir se décentrer, accepter qu’il existe d’autres
valeurs valables. Le savoir-comprendre, consiste en la capacité d’interpréter et d’expliquer un
évenement de la culture cible et de la mettre en relation avec sa culture. Quant au savoir-
apprendre/faire, c’est étre capable de mobiliser les trois savoirs précédents dans le but de nouvelles
expériences et pour s’ouvrir a I’Autre (Byram et al., 2002, p.13-14 ; Chaves, Favier & Pélissier, 2012,
p.110). Ainsi, dans les legons de langue étrangere, I'enseignant se doit désormais de faire cours en
préconisant I'acquisition d’'une compétence interculturelle. Dans cette optique, c’est-a-dire pour
promouvoir la dimension interculturelle, Byram et al. (2002) explique qu’il serait préférable que les
enseignants optent pour des manuels scolaires congus « sous un angle interculturel et critique » (p.26).
Par contre, lorsque nous nous référons aux manuels de frangais langue étrangére utilisés dans
I’enseignement secondaire en Turquie, nous voyons qu’il en existe seulement trois qui correspondent
chacun a une classe : Salut 10 congu pour la seconde classe du lycée, Salut 11 congu pour la troisieme
classe du lycée et Salut 12 congu pour la quatrieme classe du lycée. Les enseignants n’ont donc pas le
choix : ils sont dans I'obligation de faire usage de ces manuels qui ont été réalisés sous la direction du
Ministére de I'Education Nationale turque. Rappelons que la durée de I'enseignement secondaire en
Turquie est de quatre ans (classes 9, 10, 11 et 12), que le FLE y est enseigné en tant que seconde langue
étrangere et qu’il n’existe pas de cours de FLE en premiére année.

Dans cette étude, notre objectif est de déterminer si ces manuels/méthodes de FLE (Salut 10,11, 12)
utilisés en Turquie dans I'enseignement secondaire et élaborés aprés le CECR permettent I'acquisition
d’une compétence interculturelle qui parait désormais primordiale non seulement parce que le Cadre y
accorde une grande importance, mais aussi en raison du flux croissant de la mobilité internationale des
individus.

Méthodologie
Modeéle de la Recherche

Cette étude est de type descriptif. Elle vise a mettre au jour dans Salut 10, 11 et 12 I'existence ou
non d’éléments autorisant I'acquisition d’une compétence interculturelle, la présence ou non de la
démarche nommée interculturelle. Précisons que deux études similaires portant sur l'interculturalité
ont été réalisées par Agildere & Candemir (2012) et Savli (2013). Cependant alors que la premieére s’est
focalisée sur Salut 10 et 11 et leurs textes visant le travail de la compréhension écrite, la seconde s’est
seulement focalisée sur Salut 10. L'originalité de notre étude par rapport a celles mentionnées réside
dans le fait qu’elle prend en compte Salut 10, Salut 11 et Salut 12 et se distingue par la démarche
utilisée dans I'analyse de ces 3 manuels.

La Démarche utilisée pour I’Analyse

Pour l'analyse des trois manuels, nous avons eu recours a 15 questions qui ont constitué la
démarche de deux études antérieures: la premiére est celle de Lange (2011), auteur initiale de ces
questions formulées en anglais dans sa recherche, qui a analysé un manuel d’allemand langue étrangere
dans I'objectif de repérer la présence ou non de l'interculturalité ; la seconde est celle de Aslim-Yetis &
Elibol (2014) qui ont analysé « Latitudes 1 », « Latitudes 2 », « Alter Ego 1 » et « Alter Ego 2 » dans les
mémes objectifs. Nous avons d’ailleurs repris de cette derniére étude les questions traduites en francais
ainsi que les explications complémentaires données par ces deux chercheurs concernant ces questions.

Présentation des Trois Manuels

Salut 10, 11 et 12 sont tous trois des manuels (livre de I'éléve) publiés par le Ministére de I'Education
Nationale turque. Salut 10 s’adresse au niveau Al.1, Salut 11 au niveau A1.2 et Salut 12 au niveau A2.1.
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Ils sont chacun accompagnés d’un livre d’activités, d’un guide enseignant et d’enregistrements audio. En
dehors des experts en langue de Salut 10 et 11 qui sont de nationalité frangaise (Eric Cotro pour Salut
10, Cathy Planet pour Salut 11), les auteurs de ces deux méthodes sont Turcs. Pour Salut 12, les auteurs
ainsi que I'expert en langue sont tous Turcs. Les manuels ont été publiés respectivement en 2007, 2008
et 2009. Nous voudrions préciser que dans le tableau des contenus, ou sont mentionnés le nombre de
lecons, les objectifs communicatifs et notionnels, il y est fait part de la notion « interculturalité » dans
« Salut 10 et 11 » mais aucunement dans « Salut 12 ». Cependant, afin de mieux cerner la situation,
nous avons quand méme tenu a parcourir cette méthode a I'aide de ces 15 questions.

Analyse des Trois Manuels FLE

Sous chaque question (Lange, 2011) et explicitation (Aslim-Yetis & Elibol, 2014) figurent les réponses
données en fonction de I'analyse des manuels qui sont présentées par ordre : Salut 10, 11 et 12.

1. Quels sujets et themes culturels sont traités? Est-ce qu'il existe des aspects de la vie du pays cible?
Est-ce qu'ils sont pertinents et intéressants pour I'apprenant ?

Cette question a pour objectif de mettre en évidence les types de sujets culturels traités par les manuels
analysés dans cette recherche, tels que les fétes traditionnelles, les relations familiales, ou encore la
littérature, le cinéma ou le thédtre par exemple. On cherche a savoir si le manuel s’intéresse a la vie
quotidienne des Francgais. Enfin, on s’interroge sur la pertinence et 'intérét pour I'apprenant des sujets
culturels traités. En fait, la question vise a révéler la présence des éléments relatifs a la culture dite
cultivée et partagée.

Salut 10:

A travers Salut 10, des sujets/thémes relatifs a la culture francaise sont présents mais ils ne semblent
pas étre pertinents et ne se manifestent qu’a partir de legon 5 (unité 2) ou il y est fait part du systéeme
scolaire francais mais qui traite, en fait, seulement de I'enseignement secondaire (collége + lycée). A la
lecon 10 (unité 3), il est question de faire les courses mais les produits présentés ne sont pas des
produits typiquement frangais, ni turc d’ailleurs. Dans le dialogue, qui a pour principale fonction
I’enseignement des adverbes de lieu, s’y trouvent « la confiture, les biscuits, les oranges... ». Dans la
lecon 16 (unité 4), des fétes sont présentées mais, parmi elles, il n’y en a qu’une seule qui est en rapport
direct avec la culture francaise : il s’agit du 14 Juillet (Révolution francaise, féte nationale). Les deux
autres présentées en tant que féte frangaise ne le sont pas puisque qu’il s’agit du jour de I'an et de la
féte des meres, toutes deux fétées dans presque le monde entier. Dans cette méme legon, se trouvent
des données chiffrées concernant la géographie et la population de la France : connaissances de la
catégorie dite « cultivée ».

Précisons aussi qu’a la lecon 0, il y a une activité concernant les pays francophones et réalisée a partir
d’une carte géographique; activité qui pourrait se classer dans la catégorie dite « cultivée ».

En fait les activités les plus pertinentes relatives a la culture frangaise sont la présentation de St-Malo
(lecon 1-unité 4) et celle de la ville de Paris (legon 20- unité 5).

Les relations familiales sont traitées en termes de vocabulaire, les fétes francaises mentionnées sont
limitées, on ne parle pas du cinéma, ni de la littérature francaise.

Salut 11 :

Dans Salut 11, il y a des sujets/thémes relatifs a la culture frangaise. Il est question de célébrités
francaises (lecons 2 et 11) ; de la ville de Lyon (lecon 3) ; de faire-part (élément important de la culture
francaise ; lecon 5) ; de billet de train et donc de la SNCF (Société nationale des chemins de fer francais)
et du TGV (train a grande vitesse) (lecon 6); d’un menu de restaurant, ce qui référe donc a la vie
quotidienne (legon 8) ; de la ville de Marseille (legon 9) ; d’un programme d’un centre culturel (lecon 13)
dans lequel sont mentionnés les titres d’un livre, d’un film, d’'une exposition, d’'une piéce de théatre...
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Ainsi, il est question de Moliére, de Lynda Lemay (chanteuse québécoise) mais aussi de la féte de la
musique (féte typiquement francaise). La legcon 11 présente des artistes, sportifs frangais ayant regu des
prix ou ayant obtenu une qualification. A la legon 14 est présenté le systeme éducatif francgais et a legon
15, des régions, des communes de France a l'aide d’une carte géographique de la France. La legon 18
traite des Antilles et donc de la France d’outre-mer, ce qui est un sujet important.

Ces sujets sont tous en réalité pertinents et présentent un intérét pour les apprenants de FLE. Ils doivent
étre connus par ces derniers car ce sont des sujets réellement ancrés dans la culture frangaise et
certains sont susceptibles d’étre rencontrés dans des situations de communication en France.
Cependant, certains ne sont pas exposés dans le détail et perdent donc de leur pertinence. Par exemple,
il n’y a aucune explication en ce qui concerne la SNCF bien que ce sigle soit mentionné, ni une tache
visant a le faire découvrir. La description de la ville de Marseille est si minime qu’il en ressort trés peu
d’informations et a travers la présentation du systeme éducatif, seul I'enseignement secondaire est
davantage détaillé.

Salut 12 :

Salut 12 ne semble pas présenter beaucoup de sujets relatifs a culture francaise. Dés la legon 1, il est
question d’un achat de ticket de transport et on s’attend a ce qu’il soit question de la SNCF, du TGV qui
est devenu depuis 1981 'un des symboles de la France, mais le dialogue audio ne se limite qu’a la
présentation identitaire de la cliente, de I'épellation de son nom... Ainsi, ces notions culturelles qui
n'avaient pas été déja travaillées dans Salut 11, sont encore une fois de plus effleurées. Lors des
questions a choix multiples (QCM) se rapportant au dialogue, il est donné parmi les réponses le choix
« carte bleue » et le choix « cheque » qui sont deux modes de paiement les plus utilisés en France. Il
revient donc a I'enseignant de les expliciter afin que les apprenants acquiérent un savoir relatif a la
France.

A la legon 2, figure un emploi de temps scolaire d’une lycéenne. Les matiéres, bien que redondantes et
insuffisantes, peuvent donner une idée des disciplines suivies au lycée.

La legon 14 fait part de 3 menus de restaurants qui présentent expressément des repas universels (steak
frites, pizzas, saumon...) et donc ne refletent pas suffisamment la gastronomie frangaise. Un repas
typiquement frangais n’apparait qu’une fois dans le deuxieme menu : le boeuf bourguignon (boeuf
cuisiné au vin rouge), repas traditionnel de la région de Bourgogne.

Dans le dialogue de la lecon 17, la personne explique qu’elle passera ses vacances a Marseille, I'autre dit
gu’elle ira en Cappadoce. Aucune explication n’est donnée concernant Marseille. De plus qu’il n’est pas
du tout question d’activités concernant la Cappadoce, ce qui permettrait pourtant a I'apprenant Turc de
porter un regard sur sa propre culture.

Le dialogue audio de la lecon 19 se limite a faire référence a deux sections scolaires qui sont en fait des
sections de I’enseignement secondaire. On parle de section scientifique et littéraire et les questions s’y
rapportant ne donnent ni d’informations complémentaires, ni n’incitent en aucun cas les apprenants a
faire des recherches sur cela. Ces informations sont pourtant des savoirs utiles et probables d’étre
pertinents pour les apprenants turcs.

2. Est-ce qu'il y a une grande variété de statut social, de sexe, d’age, de culture et d’ethnie ? Est-ce que
les personnes sont représentées de fagon stéréotypée ou non ?

Est-ce que différents individus de différents milieux sociaux sont présents dans les manuels ? En ce qui
concerne les stéréotypes, le Frangais, par exemple, est-il représenté par le trio cliché : baguette de pain,
camembert et béret ?

Salut 10:
A travers le manuel, des individus de différentes nationalités et d’origines géographiques (frangais, turc,

allemand, italien, danois...) sont présents. Les illustrations démontrent aussi un éventail d’individus de
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différents sexe, culture et ethnie. Mais, en ce qui concerne le statut social, nous nous confrontons pour
la plupart du temps a des lycéens (publics de ce manuel), des enseignants. Dans tout le manuel, il y est
présenté seulement deux fois des personnages célébres (Cousteau-scientifique; Goscinny-auteur
d’Astérix et de Lucky Luke).

Aucune personne n’est présentée de facon stéréotypée.
Salut 11:
Dans Salut 11 les individus ne sont pas présentés de fagon stéréotypée.

A travers les illustrations il est, la plupart du temps, question d’éleves, de lycéens, d’enseignants, de
parents. L'accent n’est pas mis essentiellement sur différentes nationalités et origines géographiques, ni
sur le statut social. Il est fait part dans quelques legcons seulement de célébrités frangaises et turques ;
de différentes professions (conducteur de train, hotesse...)

Salut 12 :

Il n’est en aucun cas fait part de stéréotypes, tout comme il n’est présenté une grande variété de statut
social, de sexe, d’age, de culture et de race.

3. Le travail contient-il des aspects positifs et négatifs de la culture cible ?

Il va de soi que toute culture présente des aspects positifs et négatifs. Cette double facette de la culture
se doit d’étre exposée afin d’éviter une représentation idéalisée de la culture cible, une représentation
comme supérieure a la culture des apprenants. Dévoiler seulement les bons c6tés et dissimuler les
mauvais cétés d’une culture ne seraient qu’un obstacle pour I'objectivité dans le travail interculturel.
Ainsi, existent-ils dans les manuels a analyser des sujets traitant, par exemple, aussi bien des problemes
d’immigration, de racisme que des bons moments, des loisirs des Francais.

Salut 10:

La culture frangaise n’est ni idéalisée, ni sous-estimée. Elle est présentée dans une totale neutralité.
Salut 11 :

La culture frangaise n’est aucunement idéalisée. Il n’est pas non plus question d’aspects négatifs.
Salut 12 :

Du fait que la culture francaise n’est pas présentée de fagon appropriée et méme pas présentée du tout,
il va de soi qu’il n’est pas non plus question d’aspects négatifs.

4. La culture de I'apprenant natif/local est-elle prise en compte ? Si oui, de quelle maniére ?

Nous cherchons a savoir si la culture turque, culture de I'apprenant natif/local, a une place parmi les
thémes et les sujets culturels traités dans les manuels. Par exemple, est-ce que le manuel parle des fétes
nationales turques ? Ou bien, les relations entre les deux pays sont-elles discutées ? En fait, il est cherché
a savoir si la culture turque est prise en compte ?

Salut 10:

Dans le manuel, nous rencontrons aussi des thémes relatifs a la culture maternelle de I'apprenant : ils ne
sont pas non plus trées nombreux. Il est question par exemple d’Atatlirk (Commandant des armées lors
de la guerre d’indépendance et 1% Président de la République turque) a la lecon 4 (unité 1) ou
I'apprenant est amené a le décrire dans le cadre de I'objectif communicatif « donne des informations
sur quelqu’un ». Dans la legon 10 (unité 3), il est aussi question de trois repas turcs mais le travail a
effectuer est tres bref. A la legcon 12 de la méme unité, il est demandé a I'apprenant de parler, de
décrire, de donner des informations sur Anitkabir (mausolée d’Atatiirk). La lecon 14 (unité 4) nous fait
part des monuments présents a Istanbul et de quelques repas turcs. Les repas sont repris a la legon 16
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(unité 4) qui traite aussi des fétes nationales. Contrairement aux fétes francaises, celles turques sont
présentées avec plus d’attention.

Salut 11 :

Dans Salut 11, il est fait référence a la culture de I'apprenant dans, en tout, quatre legons. Dans la legcon
4, on demande a l'apprenant de comparer Ankara et Lyon a partir d’informations données et a la legon
7, il est amené a donner des conseils en fonction du climat de la ville d‘Antalya (ville au climat chaud) et
de celui du mont Uludag, lieu touristique pour les sports d’hiver. A la lecon 11, le nom du réalisateur
turc Nuri Bilge Ceylan est mentionné dans une seule phrase rapportant son exploit : prix de la meilleure
mise en scéne au Festival de Cannes. A la legon 12 il est réservé une page et demie a Atattirk (travail sur
sa biographie, les réformes réalisées et les principes).

Salut 12 :
Une activité de la lecon 11 demande que I'apprenant donne des informations sur Istanbul.
Dans le premier menu de la legon 14, le « baklava » est mentionné en tant que dessert.

Dans le dialogue de la legon 17, un des locuteurs dit qu’il ira en Cappadoce et que c’est une région
turque.

5. Quels types d'activités sont proposés pour I'apprentissage de la culture frangaise ?

Dans cette question, nous cherchons a mettre en évidence les types d’activités qui sont en relation avec
I"apprentissage de la culture frangaise tels que les remue-méninges pour activer les connaissances
culturelles, la réécriture de poémes ou de chansons de la culture cible selon la culture source qui
permettrait donc a I'apprenant de réfléchir sur sa culture. Ecrire des textes en se mettant dans la peau de
différents personnages et donc de différents caracteres.

Salut 10:

Les activités visant a faire travailler la culture, outre le fait qu’elles sont de quantité minime, sont d’autre
part plutét de genre classique. Il est question d’appariement (lecon 16-unité 4) de production écrite
(lecon 20-unité 5), de jeux de roles et la plupart du temps I'apprenant est invité a découvrir un fait
culturel a travers les dialogues/textes présentés au début de chaque legon.

Salut 11 :

Parmi les activités visant a faire travailler la culture francaise, il y a des activités d’appariement, des
activités demandant de faire des comparaisons a I'écrit ou a l'oral, des activités de compréhension
écrite, des exercices lacunaires, un travail sur une carte géographique mais aussi des activités mettant
les apprenants en interaction : des jeux de roles, des travaux en tandem. Par exemple, a la legcon 15, il
leur est demandé de choisir une région et de la faire deviner aux autres apprenants en leur donnant des
indices (a I'ouest, a coté de, ...).

Salut 12 :
Ce type d’activité n’est pas présent dans « Salut 12 ».

6. Est-ce que les taches comportant un point culturel déclenchent un engagement actif chez les
apprenants ? Est-ce qu’elles encouragent dialogue et interaction ?

Parce que « Engagement actif » ou « savoir s’engager » est une notion « qui fait appel a des aptitudes
d’évaluation critique (critical cultural awareness) des deux cultures » (Audras & Chanier, 2007, p.3), avec
la premiere partie de cette question 6, il est cherché a comprendre si les tdches proposées mettent
I'accent sur les sujets culturels qui impliquent des comparaisons avec la langue maternelle (LM), la
culture source.
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Parce qu’une tdche se doit d’impliquer « les apprenants dans la compréhension, production et/ou
Iinteraction en langue cible. » (Nunan, 2003 cité par Mangenot & Louveau, 2006, p.39), la seconde
partie de la question vise a démontrer si les comparaisons a réaliser permettent aux apprenants
d’interagir, de s’engager a travailler entre eux/avec les autres membres. En d’autres termes, est-il
question de travaux de groupe, d’accomplissement des compétences de production et de compréhension
orales et écrite pour comparer la culture cible et la culture source ?

Salut 10:

Un engagement actif se dévoile seulement a la legon 16 (unité 4). Les apprenants découvrent des
différences entre la France et la Turquie a travers la lecture du dialogue donné a la premiére page de la
lecon. Par la suite, l'activité 11 demande qu’ils comparent les données géographiques et
démographiques des deux pays en produisant des phrases a I'écrit. Enfin, I'activité 13 veut que les
apprenants écrivent un texte dans le but de comparer la vie en Turquie et celle dans un autre pays qui
pourrait étre la France.

Cependant, méme si dans les trois cas, l'apprenant use de compétences de production et de
compréhension écrite comme le préconise la notion de tache, il est question d’activités individuelles et
non de travaux de groupes. Par contre, une correction collective pourrait entrainer a un travail en
interaction.

Hormis ces trois activités, Salut 10 ne semble présenter de taches permettant réellement un
engagement actif.

Salut 11 :

Un engagement actif apparait deux fois : I'un dans la lecon 4 ol il est demandé de comparer la ville de
Lyon et celle d’Ankara en utilisant les informations données (population, climat...) ; I'autre dans la lecon
14 ou, apreés la petite description du systeme éducatif frangais, I'apprenant doit préparer un petit texte
décrivant le systeme turc.

Ces taches entrainent a I'accomplissement des compétences de production mais ne donnent pas lieu a
un travail en groupes, a une interaction entre les apprenants.

Salut 12 :
Aucun engagement actif ne se dévoile.

7. Est-ce que le manuel présente des taches qui requierent la connaissance d’aspect culturel pour
comprendre un contenu relatif a la culture frangaise ? Des taches qui permettent le travail de
mésententes/malentendus interculturels ?

Du fait que la communication entre les individus de langue étrangére implique bien plus qu’un probleme
de langue, I'objectif de cette question est tout d’abord de montrer s’il existe des tdches dans les manuels
pour lesquelles I'apprenant a besoin de connaitre des éléments de la culture cible pour donner un sens a
un fait/une situation. Par exemple, s’il est traité de racisme, I"apprenant doit savoir que la France a
été/est un pays d’accueil pour beaucoup d’immigrés de différentes nationalités. En d’autres mots,
I"apprenant est-il appelé a mettre en relation ses connaissances antérieures relatives a la culture cible
avec les tdches pour les comprendre et les effectuer ?

Salut 10, Salut 11 et Salut 12 :

Les trois manuels ne se présentent pas de taches pour lesquels I'apprenant a besoin de mettre en
relation avec ses connaissances antérieures pour comprendre le contenu de ces taches, pour leur
donner un sens.

8. Est-ce que la culture et la langue sont mises en relation ?
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Rappelons en premier lieu que la langue est un instrument de communication et le vecteur de la culture,
c’est-a-dire l'outil qui assure sa diffusion. C’est par I'intermédiaire de la langue que la culture, les regles,
les traditions, les coutumes se transmettent d’individu en individu.

Ici, I'objectif de cette question est de voir s’il existe a travers les manuels des activités qui aident les
apprenants a travailler I'interculturalité de facon a leur permettre de produire un comportement
langagier, d’utiliser les bons mots, de produire les énoncés adéquates dans les situations culturelles de la
langue cible. En d’autres termes, cette question se place dans le cadre de la question de Charaudeau
(2001, p.41) :« Est-ce que lorsqu’un sujet change de langue, il change de comportement, de pensée, et de
mentalité culturelle? », il est cherché a savoir si les activités des manuels permettent aux apprenants
d’adopter des comportements, des modes de pensée et de mentalité culturelle relatifs a la culture
francgaise.

Salut 10:

Le travail sur le tutoiement et vouvoiement, sur les expressions de la politesse sont des sujets de travail
ayant pour objectif la production de comportements langagiers adéquates dans les situations de
communication. Savoir comment vouvoyer en frangais est important pour entrer en communication
avec un médecin par exemple. Quant aux expressions de politesse, elles serviront dans toutes
situations.

Mais, bien qu’utiles, en dehors de ces deux sujets, I'apprenant n’est pas suffisamment confronté a des
activités, taches mettant en relation la langue et la culture, permettant a I'apprenant d’adopter un
comportement langagier relatif a la culture francaise.

Salut 11 :

Dans la legon 5, nous nous confrontons a une petite activité qui veut que les apprenants apparient des
événements (mariage, anniversaire...) avec les expressions adéquates telles « Joyeux anniversaire ! »,
« Félicitations ! ». Il est question d’une petite activité permettant I'enseignement des comportements
langagiers a produire selon les situations de communication. Dans la méme legon, il est aussi question
de savoir comment répondre (accepter ou refuser une invitation) a un faire-part.

Salut 12 :
Aucune activité pertinente a ce sujet.
9. Les apprenants sont-ils amenés a discuter et a débattre de leurs attitudes et a négocier le sens?

Avec cette question, I'objectif est de voir s’il y a des tdches qui amenent les apprenants a donner leurs
opinions, leurs impressions et leurs attitudes a I'égard d'un certain sujet.

Par dilleurs, cette question réfere aussi a la « négociation de sens » c’est-a-dire I'interaction qui se met
en place entre les apprenants lorsqu’ils sont face a un probléme de sens, lorsqu’ils cherchent a trouver
ensemble la signification d’un mot, d’une notion, d’une phrase.

Ici, dans le cadre des concepts de culture et d’interculturalité, il est davantage question de discuter en
interaction la signification, la compréhension des éléments culturels présentés, donnés dans les manuels,
de confirmer leur sens pour que tous accédent au sens. En d’autres mots, les apprenants sont-ils amenés
a clarifier communément le sens des éléments culturels ?

Salut 10:

Dans le manuel, il n’y a pas d’activités qui donnent aux apprenants de travailler ensemble sur le sens
d’un élément culturel frangais.

Salut 11 :

Nous n’avons trouvé de taches qui amenent les apprenants a donner leurs opinions, leurs impressions et
leurs attitudes a I'égard d'un certain sujet.
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Pour ce qui de la négociation du sens, le travail de la legon 4 concernant les enseignes des commerces et
services et celui de la legon 2 en rapport avec les expressions frangaises et leur clarification (ex : « Etre
tétu comme une mule ») se placent, en réalité, dans ce cadre mais leur consigne n’est pas formulée de
fagon a mettre les apprenants en interaction, de fagon a discuter ensemble ou en groupes de leur sens,
leur signification.

Salut 12 :

Dans le manuel, il n’y a pas d’activités qui donnent aux apprenants de travailler ensemble sur le sens
d’un élément culturel frangais.

10. Les apprenants sont-ils amenés a réfléchir sur leur propre culture et la mettre en relation avec la
culture cible ?

Les tdches culturelles entrainent-elles les apprenants a s’interroger sur leur propre culture en se basant
sur ce qui existe dans la culture cible, entrainent-elles a les faire réfléchir sur les similitudes ou les
différences entre les deux cultures, demandent-elles si c’est pareil dans leur culture ? Parler de la vie
étudiante turque apres un travail sur la vie étudiante francaise par exemple.

Salut 10:

Il'y a dans le manuel quelques taches qui entrainent les apprenants a réfléchir sur leur propre culture. Il
y a par exemple I'activité 3 de la legon 0 ou sont présentés des éléments culturels de la France (La
Sorbonne, le croissant, les Champs-Elysées, le TGV...) et ou il est demandé aussi aux apprenants de
trouver des éléments culturels similaires représentant la Turquie. Il y a aussi I'activité 11 (unité 4) qui
permet de comparer des données chiffrées (géographie et population de la France et de la Turquie).

Salut 11 :

Il y a dans le manuel encore une fois peu de taches qui entrainent les apprenants a réfléchir sur leur
propre culture en se basant sur ce qui existe dans la culture cible. L'une d’elle est la comparaison a faire
entre la ville de Lyon et d’Ankara (legon 4). Une autre activité est celle ou I'apprenant doit parler du
systéme éducatif turc aprés avoir étudié le systéme frangais (lecon 14).

Enfin, rappelons la petite référence a Nuri Bilge Ceylan. En effet, méme s’il n’est pas question d’une
activité, cette petite référence d’une ligne a ce réalisateur apres le travail sur les célébrités francaises
ayant recu différents prix ou qualifications, permet a I'apprenant de se remémorer du réalisateur turc
ayant obtenu un prix au festival de Cannes et qui, dans ce cas, se place dans la méme lignée que les
premiers.

Salut 12 :

Il y a dans le manuel une seule activité qui entraine, a proprement parler, les apprenants a réfléchir sur
leur propre culture. Il s’agit de I'activité 8 de la legon 11. L’apprenant doit donner des conseils a un ami
francais qui demande des informations sur les lieux a visiter a Istanbul.

11. Quelle est la fonction sociale de I'apprenant ?

Les apprenants sont-ils traités seulement comme des apprenants de langue, ce qui signifierait alors que
les manuels mettent I'accent essentiellement sur la compétence de communication ? Ou bien, les tdches
exigent-elles que les apprenants entrent dans des réles qui permettent de jouer des réles de médiateur
ou d’intermédiaire de leur langue maternelle ? « Devenir médiateur représentant sa culture » signifie
« étre a amené a la présenter dans la langue de ses correspondants ».

Par exemple, les apprenants sont-ils amenés a entrer dans le réle d’un étudiant turc se trouvant en
France ? Et donc, deviennent-ils des individus transmettant un savoir sur leur culture, établissant une
relation entre eux/les individus de sa culture et les individus de la culture cible ?
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Salut 10:

Dans tout le manuel, une seule activité permet a I'apprenant de jouer un role de médiateur, c’est-a-dire
de présenter sa culture dans la langue cible. L’activité 13 de la lecon 4 demande aux apprenants de se
mettre dans la peau d’un étranger qui habite en Turquie et d’écrire un texte décrivant la Turquie,
parlant du mode de vie de la Turquie, de la culture de la Turquie.

Salut 11 et Salut 12 :
Les deux manuels ne présentent pas d’activités menant I'apprenant a jouer un réle de médiateur.
12. Y a-t-il des suggestions pour les stratégies d’apprentissage interculturel ?

Les apprenants sont-ils entrainés a utiliser des stratégies, des moyens pour établir le contact avec des
gens d’une autre culture ? Par exemple, recoivent-ils des conseils sur la fagon dont ils peuvent maitriser
les malentendus interculturels, des suggestions concernant le comportement a adopter en situation
interculturelle ?

Salut 10, Salut 11 et Salut 12 :
Non, les trois manuels ne suggérent rien pour I'acquisition des stratégies d’apprentissage.
13. Quelles parties du manuel encouragent le développement de la compétence interculturelle ?

La compétence interculturelle nécessite un travail spécifique qui ne peut étre présent dans la totalité
d’un manuel de méthode ; cette question vise a découvrir ces parties par le biais desquelles ce travail
interculturel pourra étre fait.

Salut 10 :

A travers les pages du manuels (dans les unités et les lecons), il n’y a pas de parties, de rubriques ayant
pour titre « Interculturalité » mais lorsque nous analysons le tableau des contenus, nous voyons que
dans la colonne « savoir-faire » se trouve la mention « Interculturel ». Par exemple, dans la partie du
tableau exposant le contenu de la legon 16, il y est écrit pour le savoir-faire interculturel : « Fétes
officielles frangaises et turques ». Ainsi, méme si le terme et les themes qui lui sont relatifs apparaissent
dans le tableau, le travail sur I'interculturalité ne se fait pas de fagon explicite a travers le manuel.

Salut 11 :

Tout comme pour Salut 10, dans les pages de Salut 11 aussi, il n’y a pas de rubriques ayant pour titre
« Interculturalité » mais lorsque nous analysons le tableau des contenus nous voyons que dans la
colonne « savoir-faire » se trouve la mention « Interculturel ».

Salut 12 :

Salut 12 ne présente ni de rubriques ayant pour titre « Interculturalité », ni une mention
« Interculturel » dans le tableau des contenus.

14. Est-ce que tous les domaines de la compétence interculturelle (connaissance, aptitude et attitude)
sont représentés dans les manuels ?

La compétence interculturelle requiert des connaissances concernant la langue cible et sa culture
(données géographiques, démographie, Histoire, vie quotidienne, systéeme éducatif...).

Elle requiert aussi une attitude, c’est-a-dire un savoir-étre de la part de "apprenant. Ceci référe a la
décentration, en d’autres termes, a la capacité de I'apprenant a réfléchir sur ce qu’il apprend, sur les
connaissances, comparer avec son systéme culturel. La compétence interculturelle sollicite, enfin, un
savoir-faire : aptitude a établir un contact avec I'altérité, a entrer en communication en tenant compte
des aspects culturels de la langue cible, a gérer les malentendus (Chaves et al., 2012, p.20).
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Les trois composantes citées sont les éléments indispensables pour I'acquisition de la compétence
interculturelle. Nous allons essayer a travers cette question, de voir si elles sont présentes dans les
manuels que nous analysons.

Salut 10:

Parmi les composantes de la compétence interculturelle, celle qui se présente beaucoup dans Salut 10
est la composante « connaissance », c’est-a-dire celle en rapport avec les données géographiques,
démographiques, I’histoire, la vie quotidienne...

La composante « savoir-étre » est présente dans trés peu d’activités. Lors de I'enseignement de
I'alphabet frangais, on demande aux apprenants de comparer I'alphabet turc et frangais, de déterminer
le nombre de lettres, les lettres existantes dans |'alphabet frangais mais pas dans I'alphabet turc et vice-
versa. L’activité 13 de la legon 4 (se mettre dans la peau d’un étranger qui habite en Turquie pour parler
de la Turquie) permet aussi de procéder a une décentration.

Quant a la composante « savoir-faire », elle ne semble étre présente dans le manuel.
Salut 11:

Dans Salut 11, la composante « connaissance » est largement présente : célébrités francaises, villes et
régions de France, France d’outre-mer, systeme éducatif francais...

En ce qui concerne la composante « savoir-étre » qui préconise la décentration de 'apprenant, elle est
présente dans toute tache demandant une comparaison des éléments de la culture cible avec ceux de la
culture source. Mais ces taches ne sont pas de grand nombre. Nous pouvons encore une fois citer ici, en
guise d’exemple, I'activité de la page 16 (Lecon 4) qui demande a I'apprenant de citer les commerces et
services qui se trouvent dans son quartier en Turquie. Cette question est posée aprées |’activité portant
sur les commerces, les services et leurs enseignes pouvant se trouver en France.

Quant a la composante « savoir-faire », il n’est pas sollicité de I'apprenant d’entrer en communication
en tenant compte des aspects culturels de la langue cible

Salut 12 :

Dans Salut 12, nous ne pouvons dire que les composantes de la compétence interculturelle sont
présentes. Il est seulement question de savoirs a un faible niveau et le manuel se concentre davantage
sur I'enseignement des savoirs linguistiques. En tant que connaissances concernant la culture cible, nous
pouvons seulement citer la référence faite aux matieres enseignées au lycée a la page 19 de la lecon 2
et les petites références faites aux sections littéraire et scientifiques (qui sont bien plus, section sciences
économiques et sociales, par exemple) que les lycéens Francais peuvent décider de suivre a la legon 19.
Dans cette méme legon, il est aussi question dans un texte du Bac blanc. Des informations plus précises
n’étant pas mentionnées, il revient a I'enseignent de documenter ses éleves.

15. Est-ce qu'il y a des outils pour évaluer la compétence interculturelle (tests, questions, activités) ?

Les tests, questions, exercices sont importants dans 'observation du progrés accompli. Le but de cette
question est de voir si des outils d’évaluation de la compétence interculturelle sont présents dans les
manuels et s’ils sont, qualitativement et quantitativement, suffisants.

Salut 10, Salut 11 et Salut 12 :

Non, il n’existe pas d’outils visant directement |'évaluation de la compétence interculturelle dans les
trois manuels.
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Conclusion, Discussion et Suggestions

Dans cette étude, notre but était de voir si « Salut, 10, 11 et 12 » étaient des manuels satisfaisant
I'acquisition d’une compétence interculturelle. Nous avons tenu essentiellement a analyser ces trois
manuels car ils sont ceux utilisés dans I’enseignement secondaire en Turquie selon le Ministére de
I’'Education Nationale turque. Les enseignants de FLE du secondaire ne peuvent opter pour d’autres
manuels mais sont, certes, dans la possibilité d’intégrer d’autres documents (authentiques ou non) selon
les objectifs de la legon tout en continuant de faire usage de « Salut ». Cette intégration de nouveaux
documents s’en tient bien s(r a leur volonté professionnelle et les enseignants peuvent donc choisir de
ne pas y avoir recours du tout. Par ailleurs, une autre raison qui nous a incités a analyser « Salut »
repose sur le fait qu’au contraire des nombreuses méthodes de FLE existantes publiées par des éditeurs
francais tels Clé International, Hachette FLE, etc., qui ont pour public cible tous les apprenants de FLE
quel que soit leur nationalité, leur langue source..., « Salut » est une méthode réalisée en Turquie pour
un public d’apprenants turcs. Donc, nous avons pensé que la référence a la langue et culture sources
pouvait étre plus ample, notable. En effet, les manuels tels Alter Ego, Taxi (Hachette FLE), Campus, Ado,
Panorama (Clé International), Latitudes (Didier FLE), etc. étant réalisés pour un public universel, il n’est
pas possible aux auteurs et éditeurs de prendre en compte toutes les langues et cultures sources de
chacun.

Lorsque nous nous référons aux réponses données en fonction de I'analyse de « Salut 10,11 et 12 »
aux 15 questions qui visent a mesurer l'interculturalité, nous voyons que « Salut 12 » ne semble pas
permettre I'acquisition d’'une compétence interculturelle. En fait, ceci est un résultat auquel nous nous
attendions car aucune mention culturelle et interculturelle n’était faite dans le tableau des contenus de
« Salut 12 ». Cependant, nous avons quand méme voulu le parcourir par curiosité mais aussi pour le
comparer de fagon effective avec les deux autres méthodes « Salut 10 et 11 » qui, elles, font preuve
d’'un grand effort de travail interculturel en présentant beaucoup d’aspects propres a la culture
francaise, a la culture turque qui permettent aux apprenant de rapprocher les deux. Tout apprenant turc
ayant suivi des legons avec ces deux manuels semble étre grandement favorisé méme s’il est vrai que
certains points ne sont pas suffisamment ou complétement traités comme par exemple, le systeme
éducatif francais. Dans les deux manuels, il n’est fait allusion qu’a I’enseignement secondaire mais il est
vrai que I'enseignant peut aussi compléter ces lacunes ou demander aux apprenants de les compléter
en faisant une recherche sur le sujet. De plus, méme si les sujets culturels francais traités ne donnent
pas de larges informations, ils sont en méme temps assez pertinents et intéressants pour les
apprenants : le 14 Juillet, des villes comme Paris, Lyon, Marseille...la féte de la musique, des chanteurs,
etc. La culture locale est bien prise en compte dans les deux manuels : il s’agit d’éléments importants
pour la culture turque et en méme temps d’éléments sur lesquels I'apprenant turc possede déja des
informations, des connaissances déclaratives et donc des savoirs qui sont, rappelons-le, une des
composantes que l'apprenant se doit de maitriser pour accomplir un acte de communication
interculturelle. Cependant, les activités a visée interculturelle auraient pu étre plus créatives, plus
interactionnelles et davantage centrées sur la notion de tache afin que les apprenants s’éloignent des
activités classiques auxquelles ils sont si habitués mais aussi afin que la notion de « tache » soit valorisée
du fait qu’elle est 'un des mots-clés de la perspective actionnelle. Il y a tache lorsque I'action réalisée
« est le fait d’'un (ou plusieurs) sujets qui y mobilisent stratégiquement les compétences [cognitives,
affectives, volitives] dont il(s) dispose(nt) en vue de parvenir a un résultat déterminé. » (Conseil de
I’'Europe, 2001, p.15). Par contre, ce qui est particulierement estimable, louable dans « Salut 10 » et
« Salut 11 », c’est que les deux cultures, frangaise et turc, ne sont aucunement idéalisées ou sous-
estimés. De plus, comme le préconise la démarche interculturelle, il n’est fait allusion a aucun
stéréotype que cela soit pour 'une ou I'autre culture. Ceci est un point positif car les stéréotypes sont
des images mentales qui s’intercalent « entre la réalité et notre image de la réalité. » (Chaves et al.,
2012, p.111) et donc peuvent conférer une représentation erronée de la réalité, donner une vision
générale, simplifiée et réductrice sur les membres d’un groupe. « Salut 10 et 11 » expose donc une
vision loin du jugement, de la critique et de I’ethnocentrisme (=jugement favorable par I'individu de son
groupe d’appartenance qu’il considére comme supérieur). Lorsque nous avons continué notre analyse,
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nous avons vu que dans « Salut 10 et 11 », méme si au sein des legons ou unités il n’existe pas de pages
spécifiguement interculturelles ou titrées « interculturel », ce terme se positionne dans le tableau des
contenus des deux manuels : ceci montre que ces deux manuels ne perdent pas de vue la perspective
interculturelle. Mais, lorsque les composantes (savoirs, savoir-étre, savoir-comprendre et savoir-
apprendre/faire) de la compétence interculturelle sont recherchées a travers les pages, nous voyons
que c’est essentiellement les savoirs et savoir-étre qui y sont présents. Il est essentiellement question
de connaissances déclaratives concernant la langue/culture cible et de travail de décentration (capacité
de déployer des attitudes pour s’ouvrir a I'altérité, d’accepter qu’il existe d’autres valeurs valables). Les
savoir-comprendre et savoir-apprendre/faire sont négligés. Or, « La compétence interculturelle contient
un certain nombre de «savoirs», mais c'est surtout les savoir-faire et les savoir-étre qui décident de la
capacité d'entrer en relation avec les autres, de communiquer avec eux, d'interagir. » (Bedynska (coor.),
2007).

Ainsi, il est vu que malgré certaines lacunes, I'acquisition d’une compétence interculturelle se
présente parmi les objectifs de « Salut 10 » et « Salut 11 ». Mais, afin de mieux cerner cet objectif, il
aurait été favorable que les activités ou explicitations visant la communication non verbale, que les
taches entrainant les apprenants a débattre et discuter sur les valeurs culturelles de langue cible et
source, les taches qui initient les apprenants a parler sur leur culture dans la langue cible soient plus
nombreux. De méme qu’il aurait été approprié que ces manuels présentent a son public des moyens
d’auto-évaluer leur compétence interculturelle, de s’auto-corriger a ce propos. La suggestion, par la
suite, de stratégies d’apprentissage interculturel, serait aussi propice car ceci pourrait contribuer a un
des grands principes de la pédagogie interculturelle : « 'autonomie de I'apprenant dans le processus
d’apprentissage » (ibid., 2007).

Avec tout cela, « Salut 10 et 11 » contribueraient beaucoup plus a ce que les apprenants turcs de FLE
deviennent de meilleurs médiateurs culturels. En ce qui concerne « Salut 12 », notons qu’il revient
essentiellement a I'enseignant d’enrichir les lecons de FLE a I'aide, par exemple, de documents écrits,
audio, vidéo, authentiques s’il désire que ses apprenants acquiérent/continuent d’acquérir une
compétence interculturelle.

En revanche, lorsque nous nous référons a I'étude réalisée par Aslim-Yetis & Elibol (2014) qui avaient
analysé « Latitudes 1 et 2 » et « Alter Ego 1 et 2 », nous pouvons dire que les méthodes de FLE « Salut 10
et 11» impliguent davantage les apprenants de FLE turcs a l'acquisition d’une compétence
interculturelle car ils font davantage référence a la culture turque du fait, tout simplement, qu’elles ont
été congues expressément pour ce public méme. Comme nous l'avions mentionné auparavant, les
méthodes de FLE publiées par des éditeurs frangais pour un public universel ne peuvent subvenir aux
besoins culturels/interculturels de tous les publics apprenant le francais en tant que langue étrangeére.
Dans ces manuels, la référence culturelle a la langue cible, au monde francophone est, bien

évidemment, plus ancré méme si des efforts de présentation de différentes cultures s’y présentent.

En conclusion, nous dirons qu’alors que « Salut 10 » et « Salut 11 » sont des méthodes de FLE
étayant I'acquisition d’'une compétence interculturelle, « Salut 12 » devrait étre révisé et complété en
fonction d’'une démarche interculturelle.
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Turkge Strumii

Giris

Avrupa Konseyi tarafindan 2001’de yayimlanan Diller igin Avrupa ortak Basvuru Metni (DAOBM)
iletisimsel yaklagiminin devami niteligini tasiyan yeni bir yaklagim betimlemistir. Bu yaklasim,
DAOBM'’nin 4 temel eksenin sonuncusu olan eylem odakli yaklasimdir. Bu eksenler: 1-alti dil seviyesi (A1,
A2, B1, B2, C1, C2; 2-bes dil becerisi (yazma, okuma, konusma, sézIi anlama, etkilesim igcinde konusma);
3-li¢ iletisim becerisi (dilsel beceri, sosyodilbilim becerisi, edimbilim becerisi); 4-eylem odakli
yaklasimdir. Eylem odakh vyaklasim, dil 6gretimi alaninda uzun slredir benimsenen iletisimsel
yaklasimindan ayrilmaktan 6te, bir yandan onun temel terimlerini koruyarak (iletisim becerisi, 6grenci
odaklilik...), diger yandan da yeni kavramlar ekleyerek (dilsel olmayan bildirisimsel gérevler (tache), Oteki
ile anlagsmak, projeler, sosyal aktor...) iletisimsel yéntemin bir uzantisi olmustur. Bunlarin yani sira, eylem
odakli yaklagim “iletisim becerisini [...] ve her dilin tasidigi kiiltiirel 6gelere yonelik bir anlayis becerisini
etkin hale getirmek” (Bertocchini & Costanzo, 2008, s.85) igin yabanci dil 6grencilerine ¢okdillilik ve
cokkultarlulik becerilerini edindirmeye yonelik yeni bir amag¢ da benimsemistir. Bu anlayis becerisi
aslinda, kaltirlerarasilik becerisi olarak adlandirilan ve gliniimizde artik ¢okkiltirli ve cokdilli hale
gelmis toplumlarda var olan farkhhklari kabul etmeyi ve karsilikli anlasmayi en iyi sekilde destekleyen
kalturlerarasi bir boyutun gelisimini icermektedir. Dil 6grencisi, kendi kimligini iletisim icinde oldugu
bireylerin g6z oniinde bulundurmalarini saglayarak ve kendisinin de onlarin kimliklerini gz 6niinde
bulundurarak hedef dilin konusurlariyla iletisim kurmalidir (Byram, Gribkova & Starkey, 2002, s.7). Yani
Ogrenciler, diger kiltirlerin mensubu olan bireylerle temas kurmaya, farklari/farkliliklarini (degerler,
bakis acilari...) kabullenmeye ve bir baskasinin kiiltiirini kendi kiltiirinden yola gikarak yorumlamaya
hazirlanmalidir. Dolayisiyla medeniyet (cografya gibi sosyal, ekonomik ve uzamsal 6zellikler) kavramiyla
iliskilendirilen ve sadece aktarilmasi gereken basit bilgiler bitlinl olarak sinirlandirilan kiltiir kavrami
artik benimsenmemektedir. Ayni sekilde, 6zellikle iletisimsel yaklasimla birlikte dil derslerine entegre
edilen bilgi kilttri ([culture savante] hedef llkenin edebiyati, tarihi, dini adetleri, cografyasi, vb.) ve
paylasilan (antropolojik) kaltir ([culture partagée] hedef dilin vatandaslarinin yasam tarzlari,
aliskanlhiklari, vb.) yerini kiiltUrlerarasiliga birakmigtir. Kisacasi artik dil 6gretiminde, bu bilgilerin yani sira,
kiilturlerarasi yaklasima dayanan bilgilerin de aktarilmasi amaglanmaktadir. Bu yaklasim, 6grencilerde
hedef dilin ve anadilin farkh ozelliklerini, kalttr farkhliklarini, hedef dilin ve anadilin konusurlar
arasindaki bakis agisi, deger ve davranis farkliliklari konusunda farkindalik yaratmayi hedeflemektedir.
Bu farkindalik, hedef dil 6grencisinin kendi kiiltiirii (izerinde disiinmesini saglayarak Otekine, Otekilige
yonelmesiyle gerceklesir (Byram et al.,, 2002; Byram (ed.), 2003; Springer, 2015). Kilturlerarasi
yaklasimin “olaylar, gérenekler, adetler, vs. arasindaki benzerlik ve farkliliklari esas alan iki kaltiiriin basit
bir mukayesesi.” (Windmdiiller, 2011, s.20) olmadigini da belirtmek gerekir. Burada, 6grencinin kaynak ve
hedef kiiltir arasinda bir karsilastirma yapmasi ve kendisine yonelmesi s6z konusudur. Bu ydnelme,
kendini Otekine tanitmasini ve Oteki tarafindan anlasilmasini, béylece de Otekini daha iyi tanimasin,
anlamasini ve onu tum farkliliklariyla kabullenmesini saglayacaktir. DAOBM'nin iletisim becerisi (belli bir
durumda soylem Uretme ve anlama becerisi) edinimi disinda kdltlrlerarasi biling edindirmeyi
amaclamasi, kilttrlerarasi beceri edinimi ¢alismalarinin artmasini saglamis ve Avrupa Konseyi, “Avrupa
vatandaslik egitiminin anahtarl” (a.g.e., s.21) ve “6grencileri ¢cokkultlrli bir toplumda yasamaya” (a.g.e.)
hazirlama araci olarak degerlendirdigi bu becerinin edinimini destekleyen eserlerin, ders kitaplarinin
gelistiriimesini talep etmistir. Kiltlrlerarasilik becerisi dort bilesenden olusmakta, 6grencinin ise
kalturlerarasi iletisimde bulunabilmesi icin bu doért bilesene hakim olmasi gerekmektedir. Bu
bilesenlerden: bilgi (savoir), bildirime dayah bilgi (connaissance déclarative), diinya bilgisi, kendini ve
Oteki’ni bilme ile ilgilidir. Davranislar (savoir-tre), 6tekilige acilmak icin yeni tutumlar sergilemek, kendi
kiiltirini merkeze almamayi bilmek, gecerli baska degerlerin de var oldugunu kabul etmektir. iliski
kurma ve yorumlama yeterligi, hedef kiltirdeki bir olayi yorumlama, agiklama ve bunu kendi kiltirtyle
iliskilendirme kabiliyetidir. Karsilikli etkilesim ve kesfetme ise, yeni deneyimler yasamak ve Oteki’'ne
aciimak amaciyla, bir dnceki lg¢ beceriyi harekete gecirme yetenegine sahip olmaktir (Byram et al., 2002,
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s.13-14; Chaves, Favier & Pélissier, 2012, s.110). Kisacasi, yeni yaklasim, yabanci dil 6gretmeninin
dersinde, kiltirlerarasi becerinin edinimini 6n planda tutmasini gerekli kilmaktadir. Kultirlerarasi
boyutun sinif igerisinde gergeklestirilebilmesi igin ise Byram et al. (2002, s.26) o6gretmenlerin
“kulturlerarasi ve elestirel bir bakis agisiyla” tasarlanmis ders kitaplarini kullanmalarinin daha uygun
olacagini belirtmislerdir. Buna karsin, Tlirkiye’de ortadgretim seviyesinde Fransizca derslerinde kullanilan
kitaplar incelendiginde, bu yonde tasarlanmis yalnizca 3 kitabin oldugu gériilmektedir. Bu kitaplar: lise 2
icin “Salut 10”, lise 3 igin “Salut 11” ve lise 4 igin “Salut 12"”’dir. Bu nedenden dolayi 6gretmenler, ders
kitabi secememekte ve Milli Egitim Bakanhg tarafindan 6nerilen bu kitaplari kullanmak durumunda
kalmaktadirlar. Turkiye’de 4 vyilik ortadgretim siresince, Fransizca ikinci yabanci dil olarak
ogretilmektedir. Lise 1 dlizeyinde ise Fransizca dersleri bulunmamaktadir.

Bu arastirmada, Diller igin Avrupa ortak Basvuru Metninin yayimindan sonra ortadgretim diizeyine
yonelik hazirlanmis olan ve Tirkiye’de Fransizca 6gretimi icin kullanilan ders kitaplarinin (Salut 10, 11,
12), kultlrlerarasi becerinin edinimine yonelik hedefleri kapsaminda incelenmesi amaglanmistir. DAOBM
icerisinde bu becerinin ediniminin 6nemli bir yer almasi ve gliniimizde uluslararasi hareketliligin giderek
artmasi bu ¢alismanin gergeklestiriimesinin baslica sebeplerini olusturmustur.

Yoéntem
Arastirma Modeli

Arastirma betimsel model deseninde tasarlanmistir. Calisma kapsaminda, Salut 10, 11 ve 12
Fransizca ders kitaplarindaki kaltirlerarasi beceri edinimini saglayan 0Ogelerin kazandirilmasinda,
kalturlerarasi bir yaklasimin var olup olmadigi incelenmistir. Alanda benzer iki calisma oldugu literatir
taramasl sonucunda saptanmistir. Agildere & Candemir (2012) tarafindan gergeklestirilen birinci calisma
Salut 10 ve 11’indeki okuma metinlerine, Savli (2013) tarafindan gergeklestirilen ikinci calisma ise sadece
Salut 10’a odaklanmaktadir. Bu kapsamda, bu ¢alismanin 6zginlGgi Salut 10, Salut 11 ve Salut 12
kitaplarinin timini ele almasinda ve incelenmelerinde kullanilan yontemin farklilik géstermesinde
yatmaktadir.

inceleme i¢in Kullanilan Yéntem

Ders kitaplarinin incelemesinde daha o6nce iki farkli ¢alismada kullanilmis 15 soru kullanilmistir.
Birincisi, Almanca 6gretimi ders kitabinda kulturlerarasiligina deginilip deginilmedigini analiz eden Lange
(2011)un galismasidir. S6z konusu 15 soru bu arastirmaci tarafindan ingilizce olarak ve literatiire
dayanarak olusturulmustur. ikincisi ise, ayni amagla Aslim-Yetis & Elibol (2014) tarafindan “Latitudes 1”,
“Latitudes 2”, “Alter Ego 1” ve “Alter Ego 2” Fransizca Ogretimi ders kitaplarinin incelendigi ¢alismadir.
Calismamizda da bu iki arastirmaci tarafindan Fransizcaya cevirdikleri sorular ve bu sorulara iliskin
actklamalari kullanilmistir.

Ucg Ders Kitabinin Tanitimi

Salut 10, 11 ve 12 kitaplari, Tark Milli Egitim Bakanligi tarafindan 6grencilere yonelik yayimlanan 3
Fransizca ogretimi ders kitaplaridir. Salut 10 A1.1, Salut 11 Al1.2 ve Salut 12 A2.1 seviyelerine yonelik
hazirlanmislardir. Her birine bir alistirma kitabi, bir 6gretmen kitabi ve sesli kayitlar eslik etmektedir.
Salut 10 ve 11 kitaplarinin dil uzmanlari Fransiz uyrukludur, yazarlari ise Turk’tiir. Salut 12'nin dil uzmani
dahil yazarlarin hepsi Turk’tiir. Bu 3 ders kitabi, sirayla, 2007, 2008, 2009 yillarinda yayimlanmistir. Salut
10 ve 11 kitaplarinda yer alan icindekiler tablosuna bakildiginda, ders sayisi, iletisimsel ve kavramsal
amaglarin yani sira “kiltirlerarasihk” kavrami yer alirken, bu kavramin Salut 12’de yer almadigi
gorilmektedir. Buna ragmen, durumu daha iyi incelemek amaciyla 15 soruya dayanarak bu kitap (Salut
12) yine de ¢alisma kapsaminda incelenmistir.
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Ug Ders Kitabinin incelenmesi

Her bir sorunun (Lange, 2011) ve agiklamanin (Ashm-Yetis & Elibol, 2014) altinda ders kitaplarin
incelenmesi sonucunda sorulara verilen yanitlar bulunmaktadir. Bu yanitlar her bir kitap igin ayri ayri
ama ayni sirada verilmistir: dnce Salut 10, sonra Salut 11 ve en son Salut 12.

1. Hangi kultarel icerik ve konular islenmistir? Hedef (ilkenin yasamiyla ilgili durumlar yer almakta midir?
Varsa, bunlar 6grenen igin yarali ve ilgi ¢ekici midir?

Bu soru, bu arastirmada incelenen ders kitaplarinda islenen kiiltiirel konu tiirlerini -geleneksel bayramlar,
aile baglari, sinema, tiyatro ya da edebiyat gibi- ortaya koyma amacini tasimaktadir. Kitabin, Fransizlarin
giinliik hayatina degdinip dedinmedigi 6§renmeye calisiimaktadir. islenen kiiltiirel konularin égrenci icin
yararhligina ve ilgi ¢ekiciligine bakilmaktadir. Aslinda soru, bilgi kiiltiirii ve paylasilan kiiltiirle ilintili
6gelerin varhgini aciklamayi hedeflemektedir.

Salut 10:

Salut 10’a bakildiginda, Fransiz kiltiriine yonelik konularin sinirl olarak yer aldigi goriilmektedir. Bu
konularla sadece ders 5’ten (linite 2) itibaren karsilasilmaktadir. Bu Unitede Fransiz egitimi sistemi yer
alsa da, sadece ortadgretime (ortaokul + lise) deginilmistir. Ders 10’da (linite 3), alis-verisle ilgili bir
¢alisma mevcuttur fakat sunulan Urtnler tipik Fransiz Urlinleri olmadigi gibi Tirk de degildirler. Temel
amaci yer/yon bildiren zamirleri 6gretmek olan diyalogda “regel, biskiviler, portakallar...” gibi Griinler
yer almaktadir. Ders 16’da (lnite 4), kutlamalar tanitilmistir ama iglerinden yalnizca bir tanesi dogrudan
Fransiz kaltirayle iliskilidir: 14 Temmuz (Fransiz Devrimi, Ulusal Bayram). Fransiz kutlamasi olarak
verilen diger iki kutlama ise hedef dilin kiltirine ait degildirler ¢linki her ikisi de neredeyse tim
diinyada kutlanan yilbasi ve anneler glintidir. Yine ayni derste, bilgi kiltirine ait bilgiler bulunmaktadir
(Fransa’nin nufusu ve cografyasi).

Ders 0’da Frankofon ulkeler ile alakal bilgi kiltiiri sinifinda yer alan ve harita lizerinden gergeklestirilen
bir etkinlik bulunmaktadir.

Bu kitapta Fransiz kiltirine yonelik en uygun goziiken etkinlikler, St-Malo (ders 1-tnite 4) ve Paris
sehrinin tanitimlaridir (ders 20-linite 5).

Aile baglar sozclk bilgisi 6gretimiyle kisitlanmis, Fransiz bayramlari sinirl kalmis, sinemadan, Fransiz
edebiyatindan bahsedilmemistir.

Salut 11:

Salut 11’in iceriginde Fransiz kiltird ile alakali bazi konular mevcuttur. Kitap icerisinde, Fransiz Gnliilere
(ders 2 ve 11), Lyon sehrine (ders 3), Fransiz kiltlirinin 6nemli bir 6gesi olan davetiyelere (ders 5), tren
biletine dolayisiyla da SNCF’e (Fransiz Ulusal Demir Yollari Kurumu) ve TGV’ye (ylksek hizli tren) (ders 6),
gunlik yasama iliskin bir restoran mendstine (ders 8), Marsilya sehrine (ders 9), icerisinde bir kitabin, bir
filmin, bir serginin, bir tiyatro piyesinin basliklarinin belirtildigi bir kiltiir merkezinin programina (ders
13) yer verilmistir. Ayrica Moliere, Lynda Lemay (Quebec’li sarkici) ve muzik bayrami (tipik bir fransiz
bayrami) da yer almaktadir. Ders 11’de 6dil alan ya da bir basari yakalamis oyuncular ve Fransiz
sporcular tanitilmistir. Ders 14’te Fransiz egitim sistemi tanitilmis ve ders 15'te Fransa haritasi Gzerinde
bolgeler ve bucaklar gosterilmistir. Ders 18’de, Antiller, yani énemli bir konu olan deniz asiri Fransa
islenmistir.

Bu konularin hepsi aslinda yararli ve Fransizca 6grenenler icin merak uyandiricidir. Bu konular, gergekten
Fransiz kiiltlriinG yansittigindan 6grenciler tarafindan bilinmelidir; hatta bunlardan bazilari, Fransa’da
iletisim durumlarinda rastlanabilecek konurlardir. Bununla birlikte, bazilari detayli bir sekilde
aciklanmamis olup, vyararhliklarini yitirmislerdir. Ornegin, SNCF kitap icerisinde kisaltma olarak yer
almasina ragmen hakkinda herhangi bir agiklama veya onun ne oldugunu buldurmaya yonelik bir
calismaya yer verilmemistir. Marsilya sehrinin tasviri ise ¢ok kisitlidir ve ona dair ¢ok az bilgi vardir;
egitim sistemi hakkinda yapilan agiklamada ise yalnizca ortadgretim detaylandiriimistir.
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Salut 12:

Salut 12 kitabi Fransiz kultlrine dair yeterli kiltiirel 68e barindirmamaktadir. Ders 1'de toplu tagima
biletinin satin alindigi bir durum s6z konudur; dolayisiyla da, 1981 yilindan beri Fransa’nin simgelerinden
biri haline gelmis TGV (hizli tren) veya SNCF’ten (Fransiz demir yollari) s6z edilmesi beklenmektedir. Oysa
dinleme etkinliginde sadece bileti satin alan musterinin kimligi, isminin okunusu/yazilisi gibi konulara
deginilmektedir. Boylece, Salut 11 kitabinda pek deginilmemis olan bu kiltlrel kavramlar, Salut 12’de de
bir kez daha gbz ardi edilmistir. Diyalog ile alakali ¢oktan se¢meli sorularin yanitlari arasinda ise,
Fransa’da en yaygin iki 6deme sekli olan “carte bleue” (kredi karti) ve “cek” kavramlari ile
karsilagilmaktadir; 6grencilerin Fransa ile alakal olan bu kavramlarin edinimlerinin saglanmasi igin
o0gretmenlerin gerekli agiklamalari yapmalari gerekmektedir.

Ders 2’de bir lise 6grencisinin ders programi ele alinmaktadir. Program igerisinde yer alan dersler her ne
kadar yetersiz gozikse de, Fransa’daki lise dersleri hakkinda genel bir fikir edinilmesini saglayabilecekleri
distntlmektedir.

Ders 14'te, evrensel sayilabilecek yemeklerden olusan (biftek, patates kizartmasi, pizza, somon baligi...)
U¢ ayrn restoranin mendlerini tanitilmakta ancak bu haliyle Fransiz gastronomisini yeteri kadar
yansitamamaktadir. Tipik bir Fransiz yemegi, sadece bir defa 2 numarali meniide yer almaktadir:
Bourgogne bdlgesinin geleneksel yemegi olan Burginyon usulii sigir (kirmizi sarapla pisirilen sigir eti
yemegi).

Ders 17’'nin diyalogunda, kisilerden biri tatilini Marsilya’da, diger ise tatilini Kapadokya’'da
gecireceklerinden bahsetmektedirler, fakat Marsilya hakkinda higbir agiklama bulunmamaktadir. Hatta
Tirk 6grencinin kendi kiltiiri hakkinda dislinmesini saglayabilecek Kapadokya’ya yonelik etkinlik, soru
da icerikte yer almamaktadir.

19. dersin dinleme etkinligi ortadgretimin bolimlerinden olan, fen bélimu ve sosyal bilgiler bélimiinden
bahsetmekle yetinilmektedir. Fakat bu bélimler hakkinda ne ek bilgi verilmekte, ne de 6grencilerin bu
konuyu arastirmasi tesvik edilmektedir. Oysa bu bilgiler Tirk 6grenciler igin uygun ve yararli olmasi
muhtemel bilgilerdir.

2. Genis bir sosyal statd, cinsiyet, yas, klltiir ve etnik kartela mevcut mudur? Kisiler kalip yargi biciminde
mi betimlenmislerdir?

Ders kitaplarinda farkli sosyal cevrelere mensup bireylerden séz edilmekte midir? Kalip yargilarla alakali
olarak, érnegin, Fransizlar baget ekmek, kamamber peyniri ve bere klise (i¢liistiyle mi tanitilmaktadirlar?

Salut 10:

Kitapta, farkli milliyetten ve cografi kékenli insanlardan (Fransiz, Tiirk, Alman, italyan, Danimarkali...)
bahsedilmemetedir. Ayrica, farkl cinsiyet, kiltiir ve etnik kdkenli insanlar da resmedilmistir. Fakat
sosyal statl konusunda sik¢a (kitabin hedef kitlesi olan) liseli ve 6gretmen grubuyla karsilasiimaktadir.
Tim kitapta, sadece iki kez Unllu kisiliklerden bahsedilmektedir (Cousteau - bilim adami, Goscinny -
Asterix ve Oburiks ve Red Kit'in yaraticisi).

Kimse kalip yargilar cergevesinde tasvir edilmemistir.
Salut 11:
Salut 11 kitabinda kisiler kalip yargilara gore betimlenmemistir.

Resimlerin  konusunun c¢ogunlukla Ogrenciler, liseliler, 6gretmen veya ebeveynler oldugunu
gozlemlenmektedir. Degisik milliyet, cografi koken veya sosyal statiiler (izerine vurgu yapilmamistir.
Birkag derste Fransiz ve Tirk Unlilerden, farkli mesleklerden (kondiktor, hostes...) bahsedilmektedir.

Salut 12:

Kalip yargilar s6z konusu olmadigi gibi, genis bir sosyal stati, cinsiyet, yas, kiltlir ve cografi kdken
kartelasi da bulunmamaktadir.
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3. Kitap hedef kiltiiriin olumlu veya olumsuz yonlerini icermekte midir?

Tim kiiltiirlerin olumlu ve olumsuz yénleri vardir. Hedef kiiltiirii 6grenenlerin kiiltiiriine kiyasla listiin
oldugu algisinin yaratilmamasi amaciyla, ideallestirilmis bir kiltir tanimindan kaginmak adina, kiiltiiriin
bu ¢ift yénli ézelliginin aciga ¢ikarilmasi énemlidir. Bir kiiltiiriin sadece iyi ydnlerinin ortaya serilerek
olumsuz taraflarinin géz ardi edilmesi kiiltiirlerarasi bir ¢alisma icin ancak bir engel teskil edebilir. Bu
gereklilik g6z éniinde bulunduruldugunda, ders kitabinda, 6rnegin, Fransizlarin giizel anlarindan, bos
zamanlarini degerlendirme sekillerinden bahsedildigi gibi acaba gég, irk¢ilik sorunlari da islenmekte
midir?

Salut 10:

Fransiz kultlrd ne ideallestirilmis ne de eksik degerlendirilmistir, tam bir tarafsizlik icinde verilmistir.
Salut 11:

Fransiz kaltra ideallestirilmemistir. Kaltirin olumsuz 6zelliklerinin bahsi de s6z konusu degildir.
Salut 12:

Fransiz kiltira gerektigi gibi tanitimadigindan, hatta nerdeyse hi¢ tanitilmadigindan, olumsuz
taraflarinin varligindan bahsetmemiz de mimkiin gézikmemektedir.

4. Ogrencinin kendi 6z kiiltiirii hesaba katilmig mi? Cevap evet ise, nasil?

Ogrencinin 6z kiiltiiriiniin, bu durumda Tiirk kiiltiiriiniin, ders kitabinda ele alinan tema ve konular
arasinda bulunup bulunmadidi arastinimaktadir. Ornedin, ders kitabi Ulusal Tiirk bayramlarindan
bahsetmekte midir? Veya iki iilke arasindaki iliskiler ele alinmis micir? Ozetle, Tiirk kiiltiiriiniin ddhil
edilip edilmedigine bakilmaktadir.

Salut 10:

Ders kitabinda dgrencinin kendi kiiltiirii ile alakal temalarin varligi sinirli olarak ye almistir. Ornek olarak,
ders 4’te (lnite 1), 6grencinin; “bir kisi hakkinda bilgiler verme” iletisimsel amaci cercevesinde, Atatiirk
(Kurtulus Savasi kumandani ve Tirkiye Cumhuriyeti’'nin ilk cumhurbaskani) hakkinda bilgiler verilmesi
istenmektedir. Ders 10°da (linite 3) ise, lic adet Tlrk yemegi konusu gegse de yapilmasi istenen g¢alisma
oldukga kisa bir ¢alismadir. Ayni Unitenin 12. dersinde ise, 6grenciden Anitkabir hakkinda konusmasi,
onu tanitmasi ve bilgiler vermesi istenmektedir. Ders 14’te (iinite 4) istanbul’da bulunan anitlar ve birkag
Tirk yemeginden bahsedilmektedir. Ayni yemekler ders 16’da (linite 4) tekrar ele alinmakta, bu derste
ayrica ulusal bayramlardan bahsedilmektedir. Fransiz bayramlarinin aksine, Tlirk bayramlari daha 6zenle
tanitilmistir.

Salut 11:

Salut 11 ders kitabinda 6grencinin kiltirine toplam 4 derste deginilmistir. Ders 4’te, 6grenciden verilen
bilgilere dayanarak Ankara ve Lyon sehirleri arasinda bir karsilastirma yapmasi istenmektedir. Ders 7'de
ise, Antalya ve kis sporlarinin yapildigi Uludag’in hava durumu konusunda tavsiyelerde bulunmasi
istenmektedir. Ders 11’de yapimci Nuri Bilge Ceylan’in ismi, Cannes film festivalinde en iyi yonetmen
6dilu aldigi basarisindan bahseden tek bir ciimlede gegmektedir. Ders 12’nin bir buguk sayfasi Atatilirk’e
ayrilmistir (biyografisi, gerceklestirilen reformlar ve Atatiirk ilkeleri izerine ¢alisma).

Salut 12

Ders 11’de bulunan bir etkinlikte 6grenciden istanbul hakkinda bilgi vermesi istenmektedir. Ders 14’te
verilen ilk menide baklavadan bahsedilmektedir.

Ders 17’de bulunan bir diyalogda, konusmacilardan bir tanesi Kapadokya’ya gidecegini ve Kapadokya’nin
Turkiye’'de bir yore oldugundan bahsetmektedir.
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5. Fransiz kiltlriniin 6grenimine yonelik ne tir etkinlikler mevcuttur?

Bu soruyla, Fransiz kiiltiiriiniin 6grenimine iliskin etkinlik tiirlerini (kilttirel bilgileri canlandirmak igin
beyin firtinasi, égrencinin kendi kiltiirii hakkinda disiinmesi amaciyla hedef dilde yazilmis siir veya
sarkilar1 kendi kiiltiiriine dayanarak tekrar yazma, farkh kisiliklere dolayisiyla farkli karakterlere
biiriinerek metinler yazma gibi) ortaya koymayi amaglanmaktadir.

Salut 10:

Kitap icerisinde, kiltlrel galismalar gergeklestiriimesini hedefleyen etkinlikler yetersiz ve oldukga klasik
tirdendir: eslestirme (ders 16-Unite 4), yazih anlatim (ders 20-Unite 5), rol yapma c¢alismalari.
Ogrencinin, her dersin basinda sunulan diyaloglar/metinler araciligiyla kiiltiirel bir olguyu kesfetmesi
hedeflenmektedir.

Salut 11:

Kitap icerisinde, Fransiz kiltarind tanitmayir amaglayan etkinlikler arasinda eslestirme alistirmalari, yazih
veya sOzli olarak karsilastirma yapilmasini gerektiren alistirmalar, metin okuma, bosluk doldurma
alistirmalari, bir haritadan yola cikilarak yapilan alistirmalar bulunmaktadir. Ayni zamanda, 6grenciler
arasinda etkilesim saglayan calismalar da vardir: rol yapma oyunlari, ikili calismalar. Ornek olarak, ders
15’te, 6grencilerden bir bolge segmeleri ve verecekleri ipuglarindan (batisinda, yaninda ...) yola ¢ikarak
diger 6grencilerin bu bolgeyi tahmin etmeleri istenmektedir.

Salut 12:
Salut 12 ders kitabinda bu tir etkinlikler mevcut degildir.

6. Kiltirel 6geler barindiran bildirisimsel gorevler 6grencide aktif bir katihm yaratmakta midir? Bu
etkinlikler diyaloga ve etkilesime tesvik etmekte midir?

” o«

“Aktif katiim” veya “Elestirel kiiltiirel uyaniklik becerisi (savoir s’engager)”, “iki kiiltiir arasinda elestirel
degerlendirme yeteneklerini (critical cultural awareness) ise kosma” anlamina gelen bir kavram
oldugundan, (Audras & Chanier, 2007, s.3), 6. sorunun ilk kismi, anadil/kaynak kiiltiir ile karsilastirmalar
yapmayi saglayan bildirisimsel gérevlerin var olup olmadigiyla ilgilenmektedir.

Bildirisimsel gorevler, “égrencileri hedef dilde anlama, iiretme ve/veya etkilesime” (Nunan, 2003, akt.
Mangenot & Louveau, 2006, s.39) yéneltmesi gerektiginden, sorunun ikinci kismi gercgeklestirilmesi
hedeflenen karsilastirmalarin égrencilerin etkilesimde bulunmalarina, kendi aralarinda/diger 6grencilerle
birlikte ¢calismalarina olanak saglayip saglamadigiyla ilgilenmektedir. Baska bir deyisle, grup ¢alismalari,
dinleme, anlama, yazma ve konusma becerileri calismalari hedef kiiltiir ve kaynak kiiltiirii karsilastirmak
icin ise kosulmus mudur?

Salut 10:

Aktif katihmi sadece ders 16’da (iinite 4) gériilmektedir. Ogrenciler, Fransa ve Tiirkiye arasindaki farklari
bu dersin ilk sayfasinda bulunan diyalog araciligiyla kesfetmektedirler. 11 no’lu etkinlik 6grencilerden iki
Ulkenin cografi ve demografik verilerini yazili olarak karsilastirmalarini istemektedir. 13 no’lu etkinlik,
ogrencilerden Tirkiye'deki yasamla, baska bir llkeninkini (6rnegin Fransa), yazili olarak karsilastirmalari
istenmektedir.

Fakat bu ti¢ durumda da, bildirisimsel gorevler kavraminda 6nemli yer tutan yazma ve okuma etkinlikleri
ogrencilere yaptirilsa da, bu alistirmalar bireysel galismalardir: grup ¢alismalari s6z konu degildir. Buna
karsin, 6gretmen sinifta tim o6grencilerin katihmiyla yapilacak hata analizi galismalari planlarsa,
etkilesimli bir calisma gercgeklestirmis olur.

Bu Ug¢ etkinlik disinda, Salut 10°da gercek anlamda aktif katilim saglayan bildirisimsel gorevler
bulunmamaktadir.

Salut 11:
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Aktif katilim kitap icerisinde iki defa yer almaktadir: ilki verilen bilgilerle (nifus, hava durumu...) Lyon ve
Ankara’nin karsilagtirilmasi istenen ders 4’te; ikincisi ise, Fransiz egitim sisteminin kisa bir
aciklamasindan sonra, 6grenciden Tiirk egitim sistemini tanitan kisa bir metin yazmasinin istendigi ders
14’te.

Bu bildirisimsel gorevler, her ne kadar Uretim becerilerini ise kossa da, grup c¢alismasina olanak
vermemekte, 6grenciler arasinda etkilesim yaratmamaktadir.

Salut 12:
Aktif katilm s6z konu degildir.

7. Ders kitabinda Fransiz kiiltird ile alakal bir icerigin anlasilmasi amaciyla, kilttrel 6gelerin bilgisini de
gerektiren bildirisimsel gorevler var midir? Kiltlrlerarasi uyusmazlik/anlagmazliklarin galisiimasina,
incelenmesine olanak taniyan bildirisimsel gérevler var midir?

Hedef dili konusan bireyler arasindaki iletisim sadece dilsel engellerle iliskili olmadidindan, bu sorunun
amaci kitapta hedef kiiltiirle ilgili bir durumun/olgunun anlasiimasini saglayan kiiltiirel 6gelere yénelik,
bunlari ¢alistiran bildirisimsel gérevlerin varligini tespit etmektir. Ornedin, konu irkgilik ise, 6grenci bu
duruma daha iyi bir anlam yiikleyebilmek igin, Fransa’nin bircok milletten, sayisiz gé¢gmene ev sahipligi
yaptigini bilmelidir. Baska bir deyisle, kitaplarda yer alan bildirisimsel gérevleri anlamak ve yerine
getirmek icin 6grenciden kiiltir ile alakali 6nbilgilerini/var olan bilgilerini ise kosmasi istenmekte midir?

Salut 10, Salut 11 ve Salut 12:

Ug ders kitabinda da dgrencinin bildirisimsel gérevlerin igerigine anlam yiikleyebilmesi icin kiltir ile
alakali 6nbilgilerini kullanmasini gerektiren gorevler mevcut degildir.

8. Dil ve kdiltur iliskilendirilmis midir?

Her seyden dénce, dilin bir iletisim araci ve kiiltiiriin tasiyicisi oldugunu, yani kiltiiriin yayilmasini saglayan
ara¢ oldugunu hatirlatmak gerekir. Kiiltiir, kurallar, adetler, ananeler bireyden bireye dil araciligiyla
aktarilmaktadir.

Bu sorunun amaci ders kitaplarinda &grencilerin dilsel davranislar lretmelerini, dogru kelimeleri
kullanmalarini, uygun ifade (iretmelerini saglayarak, kiiltiirlerarasilik ¢alisiimasina olanak veren
etkinliklerin varligini saptamaktir. Bu soru Charaudeau’nun (2001, s.41) sorusuyla da értiismektedir: “Bir
insan dil degistirdiginde, davranisini, diistincesini, kiiltiirel anlamda anlayisini da dedgistirir mi?”. Yani sé6z
konusu ders kitaplarindaki etkinlikler, 6grencilerin Fransiz kiiltiiriine iliskin/6zgii davranis, diislince ve
anlayis sergilemelerini saglamakta midir?

Salut 10:

Sizli-bizli/senli-benli konusma, kibarlik kaliplari ¢alismalari mevcuttur ve bunlar iletisim durumlarinda
uygun dilsel davranisin gerceklestiriimesini hedeflemektedir. Fransizcada sizli/bizli konusmayi bilmek
uygun bicimde iletisime gecebilmek icin 6nemlidir (6rnegin, bir hekimle konusmak). Kitapta verilen
kibarhk ifadeleri ise tim durumlarda ise yarayacaktir.

Her ne kadar yararli goziikseler de, bu iki konu disinda, 6grencinin kiltir ve dil iliskisini iliskilendirerek,
Fransiz kaltirine uygun bir dilsel davranis icine girmesini saglayacak yeterince gorev, etkinlik
bulunmamaktadir.

Salut 11:
Ders 5’te, dgrencilerden, bazi olaylarla (evlilik, dogum giindi...) “lyi ki dogdun!”, “Tebrikler!” gibi uygun

ifadelerin eslestirilmesi istenen kiiclk bir etkinlik bulunmaktadir. Bu etkinlikte iletisim durumlarina gore
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retilecek dilsel davranislarin 6gretimi s6z konusudur. Ayni derste, ayrica, bir davetiyenin nasil
cevaplanmasi (kabul etmek/reddetmek) gerektigi de yer almaktadir.

Salut 12:

Bu konu ile ilgili bir etkinlik saptanmamistir.

9. Ogrenciler, tutumlari hakkinda konusma, tartismaya ve anlamda uzlasmaya yénlendirilmekte
midirler?

Bu sorudaki amag; égrencilerin, bir konu hakkindaki fikirlerini, duygularini ve tutumlarini ifade etmeye
sevk eden bildirisimsel gérevlerin olup olmadigini gézlemlemektir.

Bu soru, ayrica, “anlamda uzlasmaya” degdinmektedir; yani anlam ile alakali bir sorunla
karsilastiklarinda, bir kelimenin, bir kavramin, bir climlenin anlamini beraber bulmaya ¢alistiklarinda,
6grenciler arasinda gergeklesen etkilesimi de ele almaktadir.

Burada séz konusu olan, kiiltiir ve kiiltiirlerarasilik kavramlari gercevesinde, ders kitaplarinda verilen
kiiltiirel &6gelerin anlamlarini etkilesim icinde tartisarak onlari anlamlandirmak, tim égrencilerin
anlamlarina ulasabilmesi icin bu égelerin anlamlarini hep birlikte dogrulamaktir.

Baska bir deyisle, 6grenciler, kiiltiirel 6gelerin anlamini ortaklasa agiklamaya sevk edilmekte midirler?
Salut 10:

Bu ders kitabinda, 6grencilerin kiltiirel bir 6genin anlami Gzerine ortaklasa ¢alismalarini gerektiren bir
etkinlik bulunmamaktadir.

Salut 11:

Ogrencilerin belli konularda fikir beyan etmelerini veya duygularini dile getirmelerini gerektirecek
herhangi bir gérev bulunmamaktadir.

Anlamda uzlasma konusunda ise, isyerleri tabelalarini ele alan galisma (ders 4) ve Fransizca deyimlerle
anlamlari ele alan (6r: Etre tétu comme une mule/ Bir katir kadar inat¢i olmak) ders 2’deki ¢calisma, bu
kapsamda degerlendirilmeye uygundur. Ancak her iki etkinligin yonergeleri 6grencileri etkilesime sokup,
gruplar halinde anlamlari ve ifade ettikleri hakkinda iletisime sokacak sekilde olusturulmamistir.

Salut 12:

Bu kitapta 6grencilerin kiltirel bir 6genin anlami Gzerine ortaklasa calismasini saglayacak bir etkinlik
bulunmamaktadir.

10. Ogrenciler, kendi kiiltiirleri hakkinda diisiiniip, bunu hedef kiiltirle iliskilendirmeye sevk edilmekte
midir?

Kiiltirel bildirisimsel gérevler, hedef kiiltiirde var olanlar temel alinarak 6grencilerin kendi kiiltiirlerini
sorgulamalarini tesvik ediyor, &grencileri iki kiltiir arasindaki benzerlik ve farkliliklar (izerine
dlsiindiiriiyor, onlara kendi kiiltiirleriyle olan benzerlikleri ¢alistiriyorlar mi? Fransiz égrenci hayati
tizerine yapilan bir calismadan sonra Tiirk 6grenci hayatindan bahsetmek gibi.

Salut10:

Ders kitabinda, 6grencilerin kendi kiltrleri hakkinda diisiinmelerini saglayacak birkag bildirisimsel gérev
bulunmaktadir. Mesela, ders 0’in 3. etkinligi bu tir bir goreve 6rnek gosterilebilir; burada Fransa’yla
alakali kiiltiirel 6geler tanitilmakta (Sorbonne Universitesi, kruvasan, Champs-Elysée, Fransiz yiiksek hizli
treni...) ve 6grencilerden Tirkiye ile ilgili benzer kiiltirel 6geleri bulmalari istenmektedir. Ayrica, 11.
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etkinlikte (Unite 4) sayisal verilerin (cografi bilgiler, Turkiye ve Fransa nifus verileri) karsilastiriimasi
istenmektedir.

Salut 11:

Salut 11’'de, bir kez daha, 6grencilerin, hedef kiltiir hakkinda verilen bilgiler aracihgiyla kendi kulturleri
hakkinda dusiinmelerini saglayacak ¢ok az bildirisimsel gérev mevcuttur. Var olan birka¢ gérevden bir
tanesi Lyon ve Ankara sehirleri arasinda yapilmasi beklenen karsilastirmadir (ders 4). Bir baska etkinlik
ise, 6grencinin Fransiz egitim sistemini 6grendikten sonra Tirk egitim sistemi hakkinda konusmasinin
beklendigi etkinliktir (ders 14).

Son olarak, Nuri Bilge Ceylan’la ilgili bolimi hatirlatabiliriz. Bir etkinlik s6z konusu olmasa da, farkli
oduller kazanan veya basarilar elde eden Fransiz {inlilerinin isimlerinin gectigi calismadan sonra, bir satir
da Nuri Bilge Ceylan’dan s6z etmek, 6grencinin Cannes Film Festivali'nde 6dil kazanan y&netmeni
hatirlanmasini saglamaktadir.

Salut 12:

Ders kitabinda, 6grencinin kendi kaltlrd hakkinda distinmesini saglayacak tek bir etkinlik bulunmakta:
ders 11’in 8. etkinliginde, 6grencinin istanbul’da gezilecek yerler hakkinda bilgi isteyen Fransiz bir
arkadasina tavsiyeler vermesi gerekmektedir.

11. Ogrencinin sosyal gérevi nedir?

Ogrenciler sadece dil égrencisi olarak mi dederlendirilmektedirler? Cevap evet ise, ders kitaplarinin
ozellikle iletisim becerisine yogunlastiklari anlamina gelir. Ya da 6grencilerin, kendi ana dillerinin aracisi
veya temsilcisi rollerine girmelerini isteyen bildirisimsel gérevler mi mevcut? “Kiiltiiriinii temsil eden”
olmak demek ayni zamanda “onu iletisimde oldugu kisilere onlarin dilinde ifade etmek” anlamina
gelmektedir.

Ornedin, 6drencilerin Fransa’da bulunan bir Tiirk égrenci roliine biiriinmeleri istenmekte midir?
Béylelikle, kiiltiirleri hakkinda bilgi aktaran, kendi kiiltiirii ve hedef kiiltiire sahip insanlar arasinda bir
képrii vazifesi tistelenen bireyler konumuna sokulmakta midirlar?

Salut 10:

Tim kitapta, yalnizca tek bir etkinlikte 6grencinin temsilci roliinii, yani kiltiirini hedef dilde tanitma
roliini Gstlenmesini saglanmaktadir. Ders 4’lGn 13.etkinligi, 6grenciden Tirkiye’de bulunan bir yabanci
roliine birlintip, Turkiye'yi tanitan bir yazi yazmasini, Tlrkiye’deki yasam tarzini agiklamasini ve Tirk
kilthrind tanitmasini istemektedir.

Salut 11 ve Salut 12:

Bu iki kitap 6grencinin temsilci rolline biirtinecegi etkinlik barindirmamaktadir.

12. Kiltlrlerarasi 6grenim stratejileri 6nerileri mevcut mudur?

Baska bir kiiltiiriin bireyleriyle iletisim kurabilmeleri icin 6grenciler strateji, yol/yéntem kullanmaya
calistirtyorlar mi? Ornedin, kiiltiirlerarasi anlasmazliklarin iistesinden gelmelerini sadlayacak tavsiyeler,
kiltiirlerarasi bir durum mevcut oldugunda gelistirmeleri gereken tutumlar konusunda éneriler veriliyor
mu?

Salut 10, Salut 11 ve Salut 12:

Ug kitap da kiiltiirlerarasi 8grenim stratejileri edinimi hakkinda herhangi bir éneride bulunmamaktadir.
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13. Ders kitabinin hangi bolumleri kiltirlerarasilik becerisinin gelisimini desteklemektedir?

Kiiltiirlerarasilik becerisi, bir ders kitabinin tim igerigini olusturmasi, bir ders kitabinin tamaminda
bulunmasi miimkiin olmayan 6zel bir ¢alisma gerektirmektedir. Bu soru, kiiltiirlerarasi ¢alismanin
gergeklestirilebilecedi kisimlari kesfetmeyi saglamaktadir.

Salut 10:

Ders veya Unitelere bakildiginda, “kiltirlerarasilik” bashgi veya kategorisi bulunmamakla birlikte, kitabin
basinda yer alan igerik tablosunun beceriler sitununda “kultlrlerarasi” teriminin gectigi gortilmektedir.
Ornegin, bu tabloda ders 16 icin ayrilan béliimiin kiiltiirlerarasi beceri siitununda su ifade vardir: “Resmi
Fransiz ve Tiurk bayramlan”. Dolayisiyla, her ne kadar bu tabloda kiltiirlerarasi deginilse de,
kiltarlerarasilik konusunda yapilan galismalar kitap iginde agikca ifade edilmemektedir.

Salut 11:

Salut 10’da oldugu gibi Salut 11’de de, kitabin sayfalarinda “kiltirlerarasilik” bashgi bulunmamakta ama
icerik tablosunun beceriler sitununda “kaltlrlerarasi” terimi yer almaktadir.

Salut 12:

Salut 12’de ne kdltirlerarasilik bolimd, ne de igerik tablosunda “kiltirlerarasi” terimi bulunmaktadir.

14. Kulturlerarasilik becerisini olusturan tim o6geler (bilgi, beceri ve tutum) ders kitaplarinda mevcut
mudur?

Kaltirlerarasilik becerisi, hedef dil ve kiiltiirii (cografi veriler, demografik bilgiler, Tarih, giinliik yasam,
editim sistemi...) konusunda bilgiler gerektirmektedir. Ayni anda, tutum, “davranis” da gerektirmektedir.
Bu, égrencinin kendi kiiltiiriiniin merkezinde olmamayi/kalmamayi, 6grendikleri konusunda diisiinmesini,
kendi kiiltiirel sistemiyle karsilastirmalar yapmasi anlamina gelmektedir. Kiltirlerarasilik becerisi ayrica,
“beceri” yani hedef dilin kiiltiirel 6gelerini dikkate alarak 6tekiyle temas kurabilme, iletisime gecebilme,
anlasmazhiklari idare edebilme becerisi (Chaves et al., 2012, s.20) ister.

Bu (g beceri/bilesen kiiltiirlerarasilik becerisinin edinilmesinde gereklidir ve analizini yaptigimiz
kitaplarda mevcut olup olmadiklarina bakilacaktir.

Salut 10:

Salut 10 ders kitabinda, en cok karsilasilan kiltiirlerarasi beceri bileseni, cografik, demografik, tarih ve
ginlik yasami kapsayan “bilgi” bilesenidir.

“Tutum” bileseni ise ¢cok az etkinlikte yer almaktadir. Fransiz alfabesinin 6gretiminde 6grencilerden Tirk
ve Fransiz alfabelerini karsilastirmalari, harf sayisini sdylemeleri, Tirk alfabesinde bulunan fakat Fransiz
alfabesinde bulunmayan harfleri gbzlemlemeleri ve tersi islemi gerceklestirmeleri istenmektedir. Ders
4’Gn 13. etkinligide (Turkiye’yi anlatmasi istenilen 6grenciden Tirkiye’de yasayan bir yabanci roliine
blrinmesi) kisinin kendi kiltirine mesafe alarak, ona disaridan bir gozle bakarak anlatmasini
saglamaktadir. “Beceri” bilesenine ise ders kitabinda rastlanilmamaktadir.

Salut 11:

Salut 11 kitabinda, Fransiz Unliler, Fransa’nin bolgeleri ve sehirleri, Denizasiri Fransa, Fransiz egitim
sistemi gibi “bilgi” bilesenlerine ¢okga rastlaniimaktadir.

Ogrencinin kendi kiiltiiriine uzaktan bakmasini saglayan “tutum” bileseni ise, hedef kiiltiirle kaynak
kaltirin karsilastirilmasinin gerektigi her ¢alismada mevcuttur. Buna karsin, bu calismalarin yeterli
sayida oldugunu séylemek mimkiin degildir. Ornek olarak bir kez daha 16. etkinligi (ders 4) verebiliriz.
Bu etkinlik, 6grenciden, Tiirkiye’de, mahallesinde bulunan alisveris yerlerini ve verilen hizmetleri
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saymasini istemektedir. Bu soru, Fransa’da bulunabilmesi muhtemel alisveris yerleri, verilen hizmetler ve
tabelalar hakkindaki bir etkinlikten sonra sorulmaktadir.

“Beceri” bilesenine gelince, 6grenciden hedef dilin kiltlrel 6gelerini hesaba katarak iletisime gegcmesinin
beklendigi bir etkinlik mevcut degildir.

Salut 12:

Salut 12 kitabinda kiiltirlerarasilik becerisinin bilesenlerinin varligindan bahsedilmesi mimkiin degildir.
Sadece ara sira disiuk dizeyde bilgiler verilmekte ve daha ¢ok dilsel bilgilerin 6gretimine
yogunlasiimaktadir. Hedef kiltir ile alakah bilgiler konusunda ders 2’in 19. sayfasinda lisede 6gretilen
derslere yonelik verilen kisa bilgilerden ve Fransiz liseli 6grencilerinin segebilecekleri edebiyat veya fen
bolimlerine kisaca deginilen ders 5’in igeriginden s6z edilebilir. Ders 19°da, Bac (lise bitirme ve
yuksekogretime gegis final sinavi) deneme sinavi hakkinda bir kissm da bulunmaktadir. Fakat ayrintih
bilgiler verilmediginden, 6gretmenin bu eksiklikleri doldurmasi beklenmektedir.

15. Kalturlerarasilik becerisini 6lcen degerlendirme araglari (test, soru, alistirma) var midir?

Test, soru ve alistirmalar égrencilerdeki gelismeyi gézlemeyi saglayan énemli araglaridir. Bu sorunun
amaci kultlrlerarasilik becerisinin dederlendirmesine yénelik araglarin varligini saptamak ve varsa,
nitelik ve nicelik acisindan, yeterli olup olmadiklarini gézlemleyebilmektir.

Salut 10, Salut 11 ve Salut 12:

Bu (¢ ders kitabinda kultirlerarasilik becerisinin oOlglilmesini dogrudan saglayan herhangi bir arag
bulunmamaktadir.

Sonug, Tartisma ve Oneriler

Bu calismadaki amacimiz “Salut 10, 11 ve 12” ders kitaplarinin kiiltirlerarasilik becerisinin
ediniminde vyeterli olup olmadiklarinin incelenmesi amaclanmistir Ozellikle bu (¢ ders kitabinin
secilmesinin nedeni, Milli Egitim Bakanligi (MEB) tarafindan ortadgretim kademesinde okutulmasindan
kaynaklanmaktadir. Ortadgretimde goérev yapan Fransizca Ogretmenlerinin bunlarin digsinda kitap
okutmasi pek mimkin olmamasina karsin, bu kitaplara ek olarak ders materyalleri (6zgiin veya degil)
dahil etme imkanlari bulunmaktadir. Bu arastirmayi, “Salut” kitabinin analizine yénelten bir diger sebep
ise Hachette FLE, Clé international gibi Fransiz editérlerce yayinlanmis olan, uyruklari, ana dilleri ne
olursa olsun tiim Fransizca 6grenenlere hitap eden Fransizca ders kitaplarinin aksine, Turkiye’de ve Turk
ogrencileri icin hazirlanmis bir ders kitabi olmasidir. Bu durum kitaplarda, anadile ve kaynak kdltiire ait
referansin daha genis ve anlamli yer bulabilecegini disindirmustir. Zira Alter Ego, Taxi (Hachette FLE),
Campus, Ado, Panorama (Clé international), Lattitudes (Didier FLE) vs. gibi genis bir kitle i¢in hazirlanmis
olan ders kitaplarinin editérlerinin tim 6grenenlerin kaynak kiltlriint ve kaynak dillerini dikkate almasi
mimkdn degildir.

Kaltarlerarasihgin varligini tespit etmeyi amaglayan ve “Salut 10, 11 ve 12” ders kitaplarinin analizi
sonucunda yanitlanan 15 soru’ya goére “Salut 12”’nin kdltlrlerarasi edinimi pek saglamadig
belirlenmistir. Gergekte, bu kitabin icindekiler tablosunda kiltiir ve kultlrlerarasihga iliskin hicbir
olgunun bulunmamasi boyle bir sonucu beklenir kilmaktaydi fakat igerigini incelemek ve “Salut 10” ve
“Salut 11” kitaplariyla daha etkili bir bicimde karsilastirabilmek icin, “Salut 12” yine de analize dahil
edilmistir. “Salut 10 ve 11” ise, Fransiz ve Tiirk kiltiriiniin bircok yonine deginerek 6grencilerin her
ikisini tanimalarini saglayan kiiltlrlerarasiligi calistirma konusunda bu iki kitabin blyik bir ¢caba sarf
ettigini soyleyebiliriz. Kimi konular (Fransiz egitim sistemi gibi) yeterince agiklanmamis olsa da, bu
kitaplarla ders goren Tirk 6grencilerinin kiltirlerarasiliga iliskin kazanimlarda bulunacaklari agiktir. Her
iki kitapta sadece ortadgretimle ilgili bilgiler yer alsa da, 6gretmenin bu eksiklikleri tamamlamasi veya
ogrencilerden bu konuda arastirma yapmalarini istemesi mimkindir. Ayrica, her ne kadar islenen
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konular genis bilgiler vermese de, yine de 6grencile igin, 14 Temmuz, Paris, Lyon, Marseille...gibi sehirler,
muzik bayrami, sarkicilar gibi konular yararl ve ilgi gekicidir. Bunun yani sira, yerel kiltur her iki ders
kitabinda da cok guzel ele alinmistir: verilen bilgiler hem Tiik kiiltlirinde 6nem tegkil eden bilgilerdir,
hem de Turk 6grencinin hali hazirda sahip oldugu, yani bildirimsel bilgilerdir. Unutulmamali ki, bilgi,
dgrencinin kiltlirlerarasi iletisimde bulunabilmesini saglayan bilesenlerden birisidir. Ote yandan,
kitaplarin icinde kultirlerarasihgl hedefleyen etkinliklerin daha yaratici, daha etkilesimsel olmalari ve
bildirimsimsel gorev kavramini daha ¢ok merkeze alabilmeleri beklenirdi. Bu durumda 6grenciler hem
aliskin olduklari klasik etkinliklerden uzaklastiriimis olurdu, hem de eylem odaklh yontemin anahtar
kelimelerinden biri olan “bildirisimsel gorev” kavrami degerlendirilmis olurdu. Eylem, “belirli bir sonuca
ulasmak igin bir (ya da birgok) kisinin sahip oldugu becerilerini stratejik bir bigimde seferber etmesi”
(Conseil de I'Europe, 2001, p.15) durumunda gergeklestirildiginde bildirisimsel gorevden séz edilir. Buna
karsin, “Salut 10” ve “Salut 11” kitaplarinda dikkat cekici ve 6vgliye deger olan unsur, her iki kiltiirin
(Fransiz ve Tiirk) ideallestiriimemis veya kiigimsenmemis olmamalari ve kdltirlerarasilik yaklasimin da
o6ngordiglu gibi her iki kdltdr icin kahp yargilar bulunmamasidir. Kalip yargilar “gerceklik ve bizim
gerceklik algimiz” (Chaves et al., 2012, s.111) arasinda bulunan zihinsel resimlerdir ve bu yizden,
carpitilmis bir gergeklik algisi yaratabilir, bir grubun mensuplari hakkinda ylzeysel, basitlestirilmis ve
sinirlayict bir bakis agisi sunmaktadir. Bu tespitlere ilave olarak, “Salut 10 ve 11” yargilamadan,
elestiriden ve etnik merkezcilikten (kisinin ait oldugu grubu Ustln bir grup olarak degerlendirmesi) uzak
bir bakis agisi sunmakta. Analizimizin devaminda, “Salut 10 ve 11” kitaplarinin {inite veya derslerinde
ozellikle kalarlerarasiigina ayrilmis veya “kultirlerarasihk” basligiyla sayfalar bulunmasa da, her iki
kitabin icindekiler tablosunda bu terimin yer aldig1 gértlmistiir. Bu ibarenin varligi iki ders kitabinin da
kalturlerarasi yaklasimini goz ardi etmediklerini gostermektedir. Buna karsin sayfalarin iceriklerine
bakildiginda ve bu iceriklerde kiiltiirlerarasilik becerisinin her bir bileseni (bilgi, davranislar, iliski kurma
ve yorumlama yeterligi, karsilikli etkilesim ve kesfetme.) tespit edilmeye galisildiginda, sadece bilgi ve
davranis bilesenlerinin daha ¢ok var oldugu da anlasimistir. Gergekten de ozellikle hedef dil/kiltiir
hakkinda bildirimsel bilgiler ve dgrencinin kendi kiiltiiriinii merkeze almamay (Otekine agiklamak igin
gerekli tutumlari sergileme, baska degerlerin var oldugunu kabul etme becerisi) saglayan calismalar goze
carpmaktadir. Anlama yeterligi ile 6grenme yeterligi/beceri bilesenleri ise g6z ardi edilmistir. Oysa
“kalturlerarasilik becerisi bir takim “bilgi” icermektedir, fakat 6zellikle, digerleriyle iliski icine girme ve
onlarla iletisime ge¢me asamasinda karar verici nitelikte olan davranislar ve karsilikh etkilesim ve
kesfetme yeterligidir. ” (Bedyriska (coor.), 2007).

Bazi eksikliklere ragmen, kilturlerarasilik becerisinin ediniminin “Salut 10” ve “Salut 11” Fransizca
ders kitaplarinin amaglari arasinda var oldugunu séylemek miumkindir. Yine de, bu hedefin daha iyi
vurgulanabilmesi adina, sozsiz iletisimi hedefleyen calismalarin veya agiklamalarin, 6grencilerin hedef
ve kaynak dilin kiltirel degerleri hakkinda konusmalarini ve tartismalarini gerektiren ve kendi
kiltlrlerini hedef dilde ifade etmelerini saglayan bildirisimsel goérevlerin daha fazla olmalari
beklenebilirdi. Ayni sekilde, bu kitaplarin hitap ettigi hedef kitlenenin kiltirlerarasilik becerilerini kendi
kendine degerlendirebilecegi, kendi kendine hatalarini diizeltebilecegi araglarin sunabilmesi uygun
olurdu. Ayrica, kiltlrlerarasi 6grenme stratejileri 6nerilerinin bulunmasi da yararh olabilirdi: bu tirden
tavsiyeler, kiltlrlerarasi pedagojinin énemli prensiplerinden biri olan “6grenme sirecinde 6grencinin
otonomisi” (a.g.e., 2007) prensibini de karsilamis olurdu.

Tespit edilen bu eksikliklerin giderilmesi durumunda, “Salut 10” ve “Salut 11”’in Fransizca 6grenen
Turk o6grencilerinin kendi kiltlrlerinin aracilari olma yolunda daha fazla katki saglayabilmeleri
muhtemeldir. ““Salut 12” kitabi icin ise, bu kitabi kullanan ve &grencilerinin iletisimsel beceri
kazanmasini/kazanmaya devam etmesini isteyen 6gretmenin, 6zglin yazili, sozll, video ek materyaller
bulmak ve kullanmak gibi yeni gorevler tGstlenmesi gerekmektedir.

Buna karsin, « Latitudes 1 ve 2 » ile « Alter Ego 1 ve 2 »’yi inceleyen Aslim-Yetis ve Elibol (2014)
calismasina bakildiginda, « Salut 10 ve 11 » Fransizca Ogretimi ders kitaplarinin Tirk 6grencilerinin
kiltlrlerarasilik becerisi edinimini daha ¢ok desteklediklerini sdylenebilir. Bunun sebebi bu kitaplarin
hedef kitlesi olan Tik oOgrencilerinin kiltlrlilerine daha fazla referansta bulunmasindan
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kaynaklanmaktadir. Daha 6nce de belirtildigi gibi, Fransiz editorler tarafindan evrensel bir kitle igin
hazirlanan Fransizca 6gretimi ders kitaplarinin, Fransizcay! yabanci dil olarak 6grenen tum kitlelerin
kultarel/kulturlerarasi gereksinimlerine cevap vermeleri mimkin degildir. Bu kitaplarda her ne kadar
degisik kilturleri tanitma gabalari gorilse de, hedef dile, Frankofon diinyaya yonelik yapilan referanslar
elbette daha yogun bigimdedir.

Sonug olarak, “Salut 10” ve “Salut 11” kdaltlrlerarasilik becerisinin edinimini destekleyen birer
Fransizca 6gretimi ders kitabi olduklarini, “Salut 12”’nin ise kiltlrlerarasi yaklasim ¢ergevesinde yeniden
gbzden gecirilmesi gerektigini sdylenebilir.
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The scientific literacy requires ability to use scientific knowledge, to comprehend the
world through identifying problems and making results based on evidence, and to
make decisions as to the changes caused by human activities. Each person fulfilling the
requirements of scientific literacy can be scientifically literate. However, there is a
prejudice in the society that visually impaired person cannot not be scientifically
literate due to the lack of power of vision. Therefore, a descriptive case study was
conducted to identify the perceptions of academicians (teacher educators) regarding
the development of scientific literacy by visually impaired people. Semi-structured
interviews were conducted with teacher educators and data gathered from interviews
was analyzed and presented in descriptive manner. According to the results, there is a
consensus among teacher educators which visually impaired people can be
scientifically literate provided that necessary training is provided.
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GoOrme yetersizligi olan 6grenciler.

Bilimsel okuryazarlk bilimsel bilgiyi kullanabilmeyi, problemleri tanimlayip kanita
dayali sonuglar ¢ikararak dinyayl anlamayi ve insan faaliyetlerinin neden oldugu
degisimler konusunda karar verebilmeyi gerektirmektedir. Bilimsel okuryazarlk igin
gereklilikleri yerine getiren her birey bilimsel okuryazar olabilecek potansiyele sahiptir.
Fakat gérme yetersizligi olan bireylerin gérme yetisine sahip olmayisi, toplumumuzda
gérme yetersizligi olan bireylerin bilimsel okuryazar olamayacaklari hatta
okuryazarliklarinda bile sikinti olabilecegi 6nyargisini olusturmaktadir. Bu nedenle
6gretmen egitimcilerinin bilimsel okuryazarhk hakkindaki diistincelerinden yola gikarak
gorme yetersizligi olan bireylerin bilimsel okuryazarliklarinin 6gretmen egitimcileri olan
akademisyenler tarafindan nasil algilandigi betimsel bir durum g¢alismasi yapilarak
ortaya konulmaya calisiimistir. Gorme yetersizligi olan 6grencilerde bilimsel
okuryazarlk olgusunun olusturulmasinda gérme yetersizligi olan 6grencileri yetistiren
ogretmenlerden o6nce 6gretmenleri yetistiren 6gretmen egitimcilerinin goruslerinin
oldukga 6nemlidir. Bu amagla egitim fakiltesinde ders veren 6gretmen egitimcileriyle
yari-yapilandirilmis gériismeler yapilmis ve gériismeler sonucunda elde edilen bilgiler
icerik analizine tabi tutulmustur. Elde edilen verilere gore 0gretmen egitimcilerinin
gerekli alt yapilarin (gérme engelli bireylerin eksik kalan yanlarini tamamlayacak
materyallerin saglanmasi; moral motivasyon; anlamalarini kolaylastiracak materyaller
gibi) saglanmasi durumunda gérme yetersizligi olan bireylerin de géren bireyler kadar
bilimsel okuryazar olabilecekleri konusunda hem fikir olduklari gérilmustir.
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Introduction

Knowledge is constantly progresses and changes. This comes up at us as a benefit of the era and
individuals should have the ability to access, use and generate information, which is available for
keeping up with the times (Guler, 2013), that is to say, have the high level cognitive skills (Hsu, 2004).
Individuals with these skills will contribute to formation of society and the nation to reach a modern and
scientific level. Scientific literacy stands out in individuals accessing, using and comprehending the
knowledge. Scientific literacy covers the processes of comprehending and using scientific concepts,
comprehending the world by defining problems and drawing conclusions based on evidence and
deciding on changes caused by human activities (Bybee, 1997; Mertoglu & Oztuna, 2004).

A scientifically literate person displays more sensitive attitude and behaviors against what is
happening in their social environment; has the knowledge and skills containing science and technology
responsibility; understand science and its applications; suggests concrete and rational ways of solution
towards the problems they encounter and lives in harmony with the cultural environment; can access
knowledge, contribute the creation of new knowledge, use modern technologies effectively and
efficiently, develop new systems and technologies; can present their opinions and thoughts on current
issues or problems faced in both natural and social environment (Geng, 2015; Hurd, 1985; Kilig,
Haymana and Bozyilmaz, 2008; Norris and Phillips, 2003; Yasar, 2009). In short, scientifically literate
individuals gather, evaluate, interpret the knowledge and draw a conclusion by themselves instead of
obtaining it ready (Ryder, 2001). Thus, scientific literacy starts with the education of individuals received
in primary school rather than developing later. Besides the education process, informed teachers or
parents being with individuals also contribute to formation of foundations of this process. As for the
later stages, huge responsibility falls on to universities and instructors working in universities, in raising
and educating of these individuals. Accordingly, teachers, parents and even academicians educating
individuals working in many professions of life should have sufficient knowledge regarding scientific
literacy and be able to infuse scientific literacy to individuals for making them raised as individuals who
improve themselves and know to make sense of life, in accordance with expectations and requirements
of society.

The number of studies regarding the individuals without any disability related to the fact of scientific
literacy being more (Akgiin, 2010; Dogan and Yilmaz, 2013; Godek, Kaya and Polat, 2015; Kili¢ et al.
2008), causes us to think that scientific literacy is for individuals without disabilities. However, according
to research results of World Health Organization (WHO) and Prime Ministry Department of the
Administration of the Disabled (BOIB), about 12% of our nation's population consists of individuals with
physical and mental disabilities (BOIB, 2006). As is seen, there are a considerable number of individuals
within society, who have been affected with various disabilities. Including these individuals who are part
of the society into education researches and addressing their problems in a scientific framework is
highly important in terms of solving problems and ensuring effective participation of them into society
(Kizilaslan, Zorluoglu, Yicel and Sozbilir, 2016).

Individuals with visual impairment among the physically disabled individuals: are characterized as
individuals who can't utilize visual perception or whose visual acuity is less than normal individuals
(Ozyiirek, 1981). About 0.5% of the individuals in our nation constitute individuals with visual
impairment (Oguz, 2015). Individuals with a considerable potential of visual impairment are obliged to
carry out the requirements of education programs in training processes in the same way as their peers.
But, in cases when the accessibility difficulties resulting from disabilities are not taken into
consideration, they may be disadvantaged compared to their peers and become disabled most of the
time. Because it is presumed that 83-85% of the information in the learning process are obtained by
means of vision (Cavkaytar and Diken, 2012; Kizilaslan and Zorluoglu, 2015). This causes a serious
disadvantage for individuals affected by visual impairment. But, lack or impairment in the visual senses
does not mean these individuals are obtaining less information compared to individuals with normal
vision. An individual affected by visual impairment tries to learn by using other sensory organs. Thus,
although they cannot see like normal individuals, they are using education methods where tactile and
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aural senses become prominent to obtain and make sense of the information. But, since there are not
many studies on how to prepare an educational environment in the field of science towards other
senses in the case of visual impairment, neither in our nation nor in the world, they way to do this is
mostly provided with approaches deprived of scientific systematicity developed by means of trial and
error. Therefore, science education for visually impaired individuals is important in terms of ensuring
development of scientific literacy of these individuals.

In this era, in which science and technology is progressing rapidly, it is becoming impossible for
individuals to learn all kinds of scientific knowledge and follow closely the developments in the field of
science-technology. To access and use scientific knowledge, it is necessary not to stay away from science
and technology, every individual, disabled or not, to become scientifically literate to keep up with the
times. Therefore, scientific literacy of disabled individuals who live in the life shaped by science and
technology should be improved to prevent them from becoming estranged, prevent psychological
disorders to form in relation to becoming estranged and to make sense of the life they are living. By this
means, they will use the nature of science and technology in appropriate ways by comprehending the
basic science concepts, principles, laws and theories; use scientific process skills when solving problems;
understand the interaction between science, technology, society and environment; show that they have
the scientific attitude and values (Ministry of National Education (MEB), 2006).

For the students with visual impairment to learn science and scientific knowledge in a meaningful
way, suitable learning on the nature of science is needed like normal individuals (Karaman and Apaydin,
2014). The role of observation, thinking, experimentation and proving regarding how the ideas and
concepts about physical world changes and develops in this process should be explained to individuals
with visual impairment. In this case, it is the important task for teacher educators training the teachers
of individuals with visual impairment.

The beliefs of a teacher and teacher educator regarding the nature of science, attitudes regarding
scientific attitude and method affects the attitudes of students against science. As a result of literature
review, majority of the studies conducted on the nature of science are about the teachers’
understanding of the nature of science. One of the subjects, of which the teachers and teacher
educators should have command on the nature of science, is what the foundation of scientific
knowledge and science are, how it is explained and how individuals can understand this. Teachers
grasping the nature of science and scientific knowledge very well and transfer these concepts in in-class
practices with appropriate strategies is very important for the training of scientifically literate students
and development of scientific literacy (Tuan and Chin, 1999; Godek, Kaya and Polat, 2015). Accordingly,
the thoughts of teacher educators, who are the highest step in training of individuals, regarding the
scientific literacy and opinions on likelihood of individuals with visual impairment to become
scientifically literate, will be of the characteristic to form a base to scientific literacy works concerning
the individuals with visual impairment. Because, the expert opinions on a subject forms the base of that
subject.

As a result of literature reviews, no studies were found on scientific literacy of individuals with visual
impairment. However, studies such as application of education program to visually impaired students
used for normal students and the effect of material use on success are frequently encountered:

Navarro and Millan (2007) have studied the inferential abilities of visually disabled children towards
making inference in facts and events in an event presented visually and verbally. As a result of research,
the inferential diversity of children with visual impairment was identified to be more than children with
normal vision. It was identified that children with visual impairments use verbal clues and children with
normal vision use visual inference. Tuncer and Altunay (2009), in the study they conducted to examine
the effect of structured and traditional homework to learning performances of visually impaired
students in science lesson, have presented the students with traditional and structured homework and
examined the effects of these two situations in obtaining information. Aydin (2012) have researched the
sources of information used by visually impaired university students, services they receive from
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university libraries, problems they are having in use of university libraries and problems concerning the
websites. According to research, the results of libraries within the universities in our nation not fulfilling
the needs of students with visual impairment and the accessibility of individuals with visual impairments
are not taken into consideration.

Studies in the literature are studies oriented to increasing the disabled individuals' hold on life who
are isolated or being isolated from society, making sense of lessons they took, suitability of materials in
their environment to visually disabled individuals and receiving effective education. There being no
studies in the literature on the likelihood of visually impaired individuals becoming scientifically literate
and opinions of teacher educators on scientific literacy of visually impaired individuals is thought to be
lead the drive for realize the fact of individuals with visual disabilities may become scientifically literate
just like normal individuals. On the other hand, among the lessons that individuals affected by visual
impairment have difficulty in learning are the lessons such as science and mathematics, which shapes
and drawings are commonly used (Smith and Rosenblum, 2013). According to observations of
researchers during the period of studies carried out on science education to individuals affected from
visual impairment, there is a perception about these individuals that they cannot be scientific literate.
The main reason of this perception is the applications in education environments being designed as
based on mainly visual and aural senses. Therefore, inspection of whether such perception is present in
teacher educators is aimed within scope of this research. In accordance with this purpose, it is thought
to be important in terms of enabling the organization of education environment and methods oriented
to individuals with visual impairment, how teacher educators perceive scientific literacy and revealing
the thoughts on likelihood of individuals with visual impairment to become scientifically literate.

Research Problem

In the study, likelihood of 14.000 individuals that have a considerable number in our society
(Presidential State Supervisory Council, 2009) becoming scientifically literate or likelihood of possessed
scientific literacy being at the same level with individuals without disabilities. In accordance with this, to
find an answer to the question of "What are the opinions of teacher educators on the scientific literacy
of students with visual disabilities?" which forms a base to the purpose of the study, thoughts and
opinions of teacher educators training teachers were consulted.

Method
Research Method

Descriptive case study from qualitative case study designs was used in the research method.
Descriptive case study is researcher making descriptions in accordance with a certain framework with
research questions on a predetermined case (Yin, 2003). Accordingly, qualitative research method was
determined as the research method due to interview being the most appropriate tool to identify and
collect the opinions of 10 teacher educators.

Study Group

The study group of the research consists of teacher educators working in the fields of science and
mathematics of Hacettepe University and Artvin Coruh University, due to easy accessibility. The
attributes of study group was given in the Table 1 below.
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Table 1.
Attributes of teacher educators constituting the study group

Teacher Gender Branch Status of Knowledge on Visual Working
Educator Having Impairment Term
Disabled
Students
Mathematics No Has general 4
Arif Male Education knowledge
Mathematics No Has small knowledge 4
Cenk Male Education
) Chemistry Yes Has general 10
|zzet Male Education knowledge
Science No Has small knowledge 8
Kazim Male Education
Science No Has general 2
Leyla Female Education knowledge
Mathematics No Has small knowledge 4
Meltem  Female Education
Science Yes Has general 6
Nazli Female Education knowledge
Chemistry No Has no knowledge 3
Pelin Female Education
Physics No Has small knowledge 7
Sevgi Female Education
Physics Yes Has general 3
Zeki Male Education knowledge

The names are aliases and were coded by researchers.

Since academicians working in faculty of education were included in the study, the concept of
teacher educators were used. Due to interviews requiring voluntary participation, 42 teacher educators
working in two universities were asked about their participation status by explaining the purpose of the
interview. Interviews were made with the teacher educators desiring to participate in the interview.

Knowledge levels of the teacher educators forming the study group on visual impairment were
determined according to their answers to the question "What do you know about visually disabled
people?". Those with knowledge about some or all of the classification, education, life, skills, etc. of
visually disabled people were placed in "Has general knowledge" category, those which have knowledge
due to what they have seen or read in general were placed in "Has small knowledge" category and those
who didn't provide an answer or provided a wrong answer to this question were placed in "Has no
knowledge" category.

Data Collection Tools

In the study, data were collected by means of interview technique and semi-structured interview
form (Appendix 1) as used for data collection. “In all of these situations, the interview is used to gather
descriptive data in the subjects' own words so that the researcher can develop insights on how subjects
interpret some piece of the world.” (Bogdan and Biklen, 2007, p.103). Interviews allow us to delve into
students’ understandings and views, therefore it is a useful technique for collecting data.
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Following a literature review is made on the subject forming the research problem, interview form
towards revealing the views of teacher educators on scientific literacy was developed. Validity of the
data collection tool was established by developing the items of interview form in parallel to research
question. Also, the interview form was examined by two researchers who are experts on science
education and qualitative research in terms of scope, language and questions being clear and
understandable. In the light of expert opinions, the interview form was revised and the final form was
established.

Before the interviews are conducted, teacher educators were talked face to face and the purpose of
the research was explained and they were asked whether they would like to participate in the interview
voluntarily or not. The interviews were carried out in a quiet place, care was taken for the environment
to be silent and conversations were recorded by a voice recorder to prevent data loss and ensure a
reliable analysis in the research (Bogdan and Biklen, 2007). For the teacher educators to present their
opinions comfortably, they were told before the interview that their names will not be used in the study
and the interviews will take 30 to 45 minutes. In order to ensure the internal validity, conceptual
framework was used as a guidance in preparation of data collection tools and collection of data. As for
the external validity, attributes of the study was defined (Bogdan and Biklen, 2007). Thus, generalization
of research results to similar environments will increase.

Data Analysis

Content analysis technique was used in analysis of the data, which was obtained by means of semi-
structured interviews. Content analysis required in-depth analysis of data collected and enables
revealing the themes and dimensions that were previously not distinct (Creswell, 2007; Yildirrm and
Simsek, 2011). The main purpose of content analysis is to gather similar data within framework of
certain concepts and themes and organize these in a way which reader can understand and interpret
(Buytkoztirk et al., 2008). Therefore, the data obtained are described systematically and clearly
(Yildirnm and Simsek, 2011). According to McMillan and Schumacher (2010), content analysis consists of
collection of data, coding of collected data, establishing coded categories and themes and visualization
of data. The codes as a result of analysis of interview data were gathered and categories were formed.
The findings found in the last stage of the interview data were presented in tables and interpreted.

Findings

In this section, according to the purpose of the study, analysis results of the interviews conducted
with teacher educators are found. Findings on each item and sub-items of these items were summarized
in tables. There are categories regarding each item in the tables. Categories regarding each item are
found under the relevant research question. Interview results were analyzed by using research
guestions as base and presented:

Opinions of Teacher Educators on Literacy

In the interviews made with teacher educators, the question "What is literacy?" was asked to collect
data about scientific literacy and identify whether there is misunderstandings resulting from
misconceptions about scientific literacy?". According to the responses given to the questions: four
teacher educators has made a "simple definition" by telling basic concepts required for literacy, five
teacher educators has made "interpreted definition" on the basis of lexical meaning.

In the opinions taken on literacy, teacher educators have made the following explanations for simple
definition of literacy:
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Arif: “Procedures, which are possible for person who have earned the reading and writing
ability and can read and write as a whole.”

Cenk: “We can think of it as a child to learn reading and writing as in the primary school.”
Kazim: “Being able to read and write.”

izzet: “If we think in simple dimension, err, literate is an individual who reads.”

Meltem: “Literacy is a component of being able to read and write.”

Teacher educators who have made the interpreted definitions of literacy as not only consisting of
reading and writing have expressed as such:

Zeki: “Reading and writing is important but comprehending and interpreting what he
reads is more important.”

Pelin: “Reading and comprehending, and put into sentences or explain what you
understood.”

Nazli: “Literacy is reading, writing, comprehending, explaining.”

Leyla: “comprehending something and also producing a return as well as comprehending.
Reading reminds me of comprehending, writing producing what you understood,
producing a product.”

As for a teacher educator confusing literacy with scientific literacy has expressed an
opinion as such:

Sevgi: “lI am thinking it is being able to make research on the subject, access any
publication, having an opinion on the subject.”

Knowing the meaning of literacy is important in terms of how a person defines scientific literacy and
whether they confuse scientific literacy with literacy. In this sense, the teacher educators whose
opinions obtained were asked "What is scientific literacy?". Five teacher educators, who have defined
scientific literacy similar to the definition in literature, have used "general scientific literacy" definition
and six teacher educators, who have suggested that it is required for only those making academic works
or for making academic works, have used "academic scientific literacy" definition.

Those who have made both definitions of literacy are found in the study. These have defined literacy
as “having the knowledge background to be able to understand scientific products and being able to
produce a scientific product when necessary. Scientific knowledge background is not a must for
scientific literacy.”

Those who have made the general scientific literacy definition, have put emphasis on individuals
comprehending nature, events around them and life rather than scientific explanations:

Pelin: “A literate person being interested in science, even a little, or comprehending what
is being told when there are scientific words present, even though he is not interested.”

Nazl: "People who are related or not with science comprehending when they read a
scientific paragraph, even apply or understand the events of life. Examining with cause
and effect relation.”

As for those who made Academic scientific literacy definition, made the following
definitions by only focusing on science:

Meltem: “We can read what we get write what we think but | think scientific literacy will
be in any of these having a scientific quality.”
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Cenk: "What | understand from scientific literacy is a person forming a certain background
related to the field of interest. That is to say, | think forming of a certain scientific
infrastructure.”

To learn the requirements of scientific literacy, answers were searched to the question "What are
the requirements to be scientifically literate?" and the results were presented in Table 2.

Table 2.
Requirements for being scientifically literate

Category Frequency*
Scientific knowledge systematic 2
Curiosity 3
Literacy 3
Reading comprehension and interpreting with life 4
Infrastructure and prerequisite knowledge 15

*Shows the number of instructors expressing opinion on frequencies. Due to participants expressing different
opinions in similar subject, total frequency may exceed number of participants.

Suren (2008) has reported that having scientific process skills is required for scientific literacy.
Teacher educators in our study have expressed scientific process skills as scientific knowledge
systematic:

Zeki: "In the past, there were people who didn't have scientific knowledge but scientific
knowledge systematic. These are people who can interpret events and improve the works
they perform like a scientifically literate despite not being scientifically literate, such as
platers or tinsmiths.”

Cenk: "For scientific literacy, one has to know the rudimentary first, then it is a must to
form new things based on rudimentary, analyze and synthesize."

Scientific literacy is interest, attitude and knowledge required for sustaining the curiosity which is
necessary to comprehend how the events around us are happening. So, it is understood that the theme
of curiosity is a required condition for scientific literacy. The opinions of teacher educators on curiosity:

Leyla: “In my opinion, the most basic requirement of scientific literacy is curiosity. A
curious person will make effort to comprehend what are the scientific methods to satisfy
his curiosity.”

Meltem: "Snowflakes falling in different shapes | won't have the urge to research the
reason for this without knowing this event. Thus, | have to have knowledge first, then | will
wonder about this why it falls in different shapes.”

When we say scientific literacy, literacy comes to one's mind due to the term literacy in it. Although
literacy category was not mentioned much, it was defined by our teacher educators in different ways:

Pelin: "Scientifically literate, as the name implies, being literate is an important condition.
It can't be expected that an illiterate person being scientifically literate.”

izzet: “Anyone who can read and write can be scientifically literate”

Arif: “Knowledge and skills towards basic literacy should be established, so that he can be
scientifically literate.”

Comprehending what you read and associating this comprehension with the environment you live in
is one of the basic conditions of scientific literacy as much as establishing infrastructure. This condition is
expressed by teacher educator in different ways:
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Pelin: "It should establish scientific structure, even for a little bit. And should associate
scientific knowledge with daily life”

izzet: "Reading comprehension is also important for scientific literacy. That is to say, we
may not comprehend everything we read. To comprehend something scientific by reading,
we need to have scientific infrastructure. 10. You can't have a child in a class read
something on quantum. It is very difficult for him to understand its contents and interpret
with life.”

Nazli: "In my opinion, a certain accumulation of knowledge on the subject or subjects is
required. Only accumulation of knowledge is not even enough, experience to use the
accumulation of knowledge in comprehending the life is also needed.”

In the interviews, opinions on mostly there should be background about the subject to be interested
and if more special subjects will be interested in, pre-requisite knowledge should be available were
presented:

Arif: “Pre-requisite knowledge and skills are required. When we consider pre-requisite
skills, primarily operational skills or information should be available. If we consider this in
knowledge dimension, knowledge and skills towards basic literacy should be established.
Then, the skill of researching the scientific skills according to this subject to become
scientifically literate can be established.”

Kazim: "In my opinion, a repertoire is required about that subject. However, this
repertoire should be at a useable level and in a way to be interpreted, so that they won't
have difficulty in comprehending what they use.”

Nazli: "A certain accumulation of knowledge on the subject or subjects is required.”

Meltem: “To be scientifically literate, knowledge about a subject is required.”, “Putting
forward an idea without knowing, namely, without an infrastructure, would be empty.”

Cenk: “One has to know the basic knowledge. If have to speak for my own department: if
we keep this at the lowest level for a mathematics department, being able to perform four
operations, being able to define is required. If we think as high level, they are equations,
derivative and availability of such pre-requisite knowledge is a must for scientific literacy.”

To reveal the scientific literacy opinions of teacher educator a bit more and to learn the effect of
demographical attribute age on scientific literacy term “Do you think there is an age limit in scientific
literacy?” question was asked. As a result of the answers provided to the question, Table 3 was created.

Table 3.
Opinions on scientific literacy age limit

Category Frequency
Literacy is not required (reading and writing) 1
Having started primary school

2
No age limit being literate is important 3
No age limit infrastructure is important 7

Those defending the literacy is not required for scientific literacy category:

Zeki: “One can be scientifically literate without being literate. If one has knowledge on
science and can systematize the events in life, age limit is not needed.”

Those defending the having started primary category:
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Pelin: “I guess it would be fine if | said it is the time when he starts reading and writing and
comprehends what he reads and writes. So it is of course age 7 and above.”

Zeki: “The requirement of having started primary school and being able to read and write
must be fulfilled.”

Those who suggest no age limit, being literate is important category:

izzet: "We can start scientific literacy by the child learning reading and writing. If we turn
this into literacy then | believe this will start together with the individual reading and
writing.”

Kazim: "If the repertoire of a person is sufficient, no age limit, but if the repertoire is
insufficient then that person needs to know reading and writing for a repertoire to form.”

Those who suggest no age limit, infrastructure is important category:

Arif: "Age limit for scientific literacy and people who has the abilities to recognize the
circumstance of scientific problem, collect data about the problem situation, being able to
analyze these data and interpret before literacy may become scientifically literate."

Leyla: "There is no age limit in scientific literacy. A curious child may also be scientifically
literate but also an adult without curiosity may also not be a scientifically literate. Thus,
along with this curiosity, self-improvement, receiving necessary training and such
processes are also needed”

Nazli: "Even a small child can be scientifically literate if raised well. As long as he
comprehends why it happens, knows and infers the same in similar events.”

To learn the thoughts on who may become scientifically literate and to form a base for their
thoughts on scientific literacy of individuals with visual impairment, teacher educators were asked the
question "Who may become scientifically literate?" and according to the answers provided, the Table 4
below is created.

Table 4.
Opinions of teacher educators on the question Who may become scientifically literate?

Category Frequency
Housewives and people with disabilities cannot become scientifically 1
literate
There is a interprofessional level differentiation 6
Scientific literacy can be differentiated by type of disability 6
People with pre-requisite learning 8

Housewives and people with disabilities cannot become scientifically literate:

Sevgi: "l believe housewives and people with mental retardation, people with visual
impairment and people whose physical disabilities are very advanced cannot be
scientifically literate.”

Scientific literacy can be differentiated by type of disability:

Arif: "As long as no mental retardation is present, people with disabilities can be
scientifically literate. Group with aural disability can of course be scientifically literate.
Physician disability does not hinder scientific literacy. We can take out some groups with
mental disabilities but they can also be scientifically literate."

Kazim: "It is quite natural for people with disabilities to become scientifically literate. They
can become scientifically literate by self-improvement. As long as they care about what is
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happening and how, in accordance with their disabilities. If they give a meaning to what
changes when something happens, they can become scientifically literate.”

There is interprofessional level differentiation according to professions using the training they
received and science:

Arif: “In profession groups which use these abilities actively, scientific literacy will happen
differently. For example, scientific literacy skills of an academician and a worker's scientific
literacy skills, or a worker employed in social services or a merchant's scientific literacy
skills will be different”

Nazli: "Individuals who went to university is in an advance point in scientific literacy
because they are trained to better comprehend life and use what they have learned in a
meaningful way. Accordingly, each profession group is scientifically literate on its own.”

Any individual with pre-requisite learning completed can become scientifically literate:

Cenk: "Each individual, housewife included, due to having reached a certain accumulation
in their work, due to being able to do even little scale things, may be considered as
scientifically literate.”

Kazim: "Everyone can be. If they can read and write or improve themselves, everyone can
become scientifically literate.”

Pelin: "Everyone can become that is literate. Of Couse, on the condition of scientific
infrastructure. ”

Opinions of teacher educators on a person with visual impairment and a person without a disability
becoming scientifically literate are given in Table 5.

Table 5.
Comparison of scientific literacy of student with visual impairment and students without a disability

Category Frequency
Individuals with disability can become scientifically literate themselves 1
If the requirements are met, differences are removed 4
Visually disabled are disadvantaged in the process 6
Existence of missing circumstances in individuals with visual disabilities 7

becoming scientifically literate

Individuals with disability can become scientifically literate themselves:

Zeki: "Individuals with disability can become scientifically literate themselves after you
teach them reading and writing. But it is difficult for people with visual impairment to
become scientifically literate even if reading and writing is taught.”

If the requirements are met, differences are removed:

Meltem: "l believe desire is very important in scientific literacy, that is to say, if both are
willing probably the individuals who can see will be more advantageous but | don't think
there are any obstacle for students with visual disabilities to close this gap.”

Kazim: "If there were no families, teachers who formed a strong infrastructure for visually
disabled, they are no different than students who don't want to learn. One can see but
don't want to comprehend, other cannot see and tries to comprehend. Be sure that if they
are given a good education, blind students can be even better scientifically literate.”

Individuals with visual disabilities are disadvantaged in the process:
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Arif: “It is not possible to say that visually disabled cannot become scientifically literate, of
course they can. | can say that visually disabled individual starts the process with a
disadvantage and completes it with a disadvantage.”

Sevgi: “Whatever we do, it would be difficult for both of them to learn at the same level.
Therefore, while the individual with visual impairment learns 1, normal individual will
learn maybe 2, maybe 3 times, thus individuals with visual impairment becoming
scientifically literate is more difficult compared to individuals with normal vision.”

Existence of missing circumstances in individuals with visual disabilities becoming scientifically
literate:

Leyla: “Individuals with visual impairment are physically deficient compared to normal
individuals. While the likelihood of a normal individual becoming scientifically literate is
high, it is certain that theirs is significantly lower compared to normal individuals.”

Cenk: "Activities of a researcher with visual impairment will be different than those of a
normal researcher. May be the same in terms of effort but in terms of science, in terms of
accessing to science, individual with visual impairment will surely have difficulties. This
difficulty will hinder the friend. In this term, it seem that individuals without disability
becoming scientifically literate is easier.”

Nazli: "For a student with visual impairment to comprehend life, he should touch first. But
a seeing student can recognize objects easier, without the need to touch. A visually
disabled person has to listen a few times to comprehend the subject and while he needs
to touch things that will make him grasp the subject, the seeing person watching a video
on the subject while listening, checking education materials, will help him to grasp the
subject. If we consider these, while a person without disability can become scientifically
literate easier, person with visual impairment will be interrupted in becoming scientifically
literate.”

Opinions of teacher educators on what are the requirements for visually disabled to become
scientifically literate and if these requirements are fulfilled, their likelihood of becoming scientifically
literate like individuals without visual impairment are presented in table 6.

Table 6.
Requirements for students with visual impairment to become scientifically literate and likelihood of
becoming scientifically literate

Category Frequency

Different teaching methods and techniques
Aware family and equipped teacher
Computer technologies
Materials suitable for vision level
Infrastructure
Courage and motivation
Tactile and aural teaching materials
Individuals with visual impairment can become scientifically literate but
not as much as normal individuals
If the requirements are fulfilled, people with visual impairment can 7
become scientifically literate
Opinions on different teaching methods and techniques:

Wi o O WN K

Meltem: "Actively including different methods and techniques to enable them to feel the
events, such as drama, will enable people with visual disabilities to actively learn. ”
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Opinions on aware family and equipped teacher:

Kazim: "First of all, they should have a good, attentive and informed family. An
academically aware and methodically full teacher is required.”

Defending the opinion providing necessary computer technologies is a requirement for
individuals with visual impairment to become scientifically literate:

izzet: "I believe the benefits of the technology should be utilized. For example, there is a
program presenting each book electronically or verbally, this is an indicator that visually
disabled people will learn many things with their other dominant sense, hearing.”

Meltem: "Use of technological products and participation of visually disabled individuals
will increase comprehension of them.”

Opinions on materials suitable for vision level:

Zeki: “Materials should be developed for each lesson and should be suitable for vision
level of the student for making definitions.”

izzet: "Materials that will serve the organs that are dominant other than eye should be
developed.”

Nazl: “Materials suitable to the structure of each student should be identified so that
their learning become easier.”

Opinions on providing infrastructure:

Kazim: “Rich and sophisticated accumulation of knowledge to increase scientific literacy
should be established.”

Cenk: “Visually disabled will need to have their own classes, conditions to remove the
disabilities of people with disabilities should be available.”

Leyla: “If popularization of the use of computer technologies for visually disabled,
simplifying the learning infrastructures, establishing required intimate environment and
necessary encouragements, they will become scientifically literate absolutely, it will be
inevitable even to reach the scientific literacy of a normal individual.”

Opinions on encourage and motivation:

Leyla: “Most important of all, making them feel they can do it. Because in our society, a
perception of it is not something everyone can do, suitable for certain communities.”

Nazli: “Making suggestions or increase their self-confidence that they can also become
scientifically literate and being visually disabled is not a very bad thing.”

Opinions on the requirement of providing tactile and aural learning materials to individuals with
visual impairment to fulfill the requirement of scientific literacy in individuals with visual impairment:

Pelin: "Material circumstances which visually disabled can access necessary information
should be improved by improving tools and materials that will let them easier to
understand. In short, something to act as eyes to those without eyes.”

Kazim: “Helpers that would explain the events to those who can't see as if they can see
would let them become scientifically literate.”

There was two categories created about the individuals with visual impairment to become
scientifically literate in case of fulfilling conditions specified by teacher educators. Most of the teacher
educators defend the opinion that if the requirements are fulfilled, they can become as scientifically

literate as individuals without disability:
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Leyla: “In case of the conditions | have specified are fulfilled, visually disabled become
scientifically literate, in fact, reaching the scientific literacy of a normal individual would be
inevitable.”

Kazim: “If an opportunity is provided, | am sure that they would become more
scientifically literate than students who don't want to comprehend life and don't study
their lessons. In fact, if they make an effort, | am sure they can progress scientific literacy
to advanced levels.”

Those defending the opinion individuals with visual impairment can become scientifically literate but
not as much as normal individuals:

Cenk: “People we call visually disabled also have individuals with potential to achieve
scientific literacy. If they are given the chance, they may have a chance but this bar may be
kept low, they cannot be as scientifically literate as normal individuals.”

izzet: “If we care about education of visually disabled and provide necessary conditions, |
believe they can achieve scientific literacy, even though not as much as normal seeing
people.”

Conclusion and Discussion

Current literature indicates scarcity of studies focusing on individuals with visual impairment. In this
study, views of teacher educators on scientific literacy levels of individuals with visual impairment are
investigated. All of the teacher educators participating in the research have some knowledge about
scientific literacy. But their knowledge levels show differences. When asked they were asked "what is
scientific literacy?" the answers obtained from teacher educators are in parallel with the definition of
Yasar (2009), in which scientific literacy was defined as "displaying sensitive attitude and behavior
against what is happening in natural and social environment; suggesting concrete and rational solutions
to problems encountered in daily life; accessing faster to information, generate new information, use
modern technology effectively and efficiently, developing new system and technologies." (p.155) In the
study, Sevgi, who is a teacher educator, has expressed that literacy and scientific literacy is the same
thing. However, it is known that literacy is a must for scientific literacy (Bybee, 1997) and supports
scientific literacy (Oztiirk and Giinel, 2015).

For an individual to attain scientific literacy level, he must have the necessary skills. In the study,
infrastructure and pre-requisite knowledge for scientific literacy, scientific knowledge systematic, skills
like reading comprehension and interpret in life should be obtained was resulted. This is supportive to
the result of Siren's (2008) study, which is that for an individual to become a scientifically literate, he
should know the knowledge and science relation, be able to interpret science, use knowledge in daily
life, have the skills of scientific process and scientific thinking.

In the study, the thought of no age limit in scientific literacy, need for infrastructure for scientific
literacy and this infrastructure should start at young ages is prominent. Holt (1991), children in the age
group of 2-6 are children as curious as a scientist. That is to say, they are willing to carry out the
conditions of researching, learning and create new things, which are the requirements of scientific
literacy. Scientific literacy starts at young ages and increases cumulatively. In other words, scientific
literacy instilled to individuals in early ages will provide an opportunity for their future life due to
expanding their horizons (Kaya, Bahceci and Altuk, 2012). Opinions presented in our study about the
scientific literacy age limit are supportive of the literature.

7 of the teacher educators are of the thought that individuals with pre-requisite learning can be
scientifically literate without their disabilities and professions being important. However, the thought of
scientific literacy levels displaying differences according to professions and disabilities even though pre-
requisite learning is fulfilled was defended. Each individual may become scientifically literate but they
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may not become scientifically literate at the same level. Accordingly, scientific literacy of the individual
with visual impairment and scientific literacy of the individual without visual impairment may be
different. In such case, individuals do not need to have same level of knowledge and skills to be
scientifically literate, they need to be able to use learned knowledge in daily life and have scientific
knowledge sufficient enough to participate in scientific talks (Shwartz, Ben-Zvi and Hofstein, 2006).

The opinion of every individual can become scientifically literate by presenting opportunities to
individuals is being defended. Screen (1988) reports that in case of presenting opportunities to
individuals for improving scientific process skills for scientific activities, individuals can maximize their
scientific process skills. In case of providing knowledge on scientific processes to individuals with visual
disabilities, it is thought that the scientific literacy level of an individual with visual impairment will be
increase. Also, developing tactile and aural materials to ensure or increase the likelihood of individuals
with visual impairment in becoming scientifically literates, establishing computer technologies and
practicing different teaching method-techniques is necessary in accordance with the results of the
study. In addition to these, encouraging and motivating situations should be created to provide self-
confidence to individuals with visual disabilities as reported by teacher educators in the study. Also, the
opinion of families should be informed and equipped teachers should provide education to visually
disabled have emerged.

In the literature (MEB, 2006, Screen, 1988, Turgut, 2007) it is reported that each individual may
become scientific literates. In case of requirements reported by teacher educators for individuals with
visual disabilities to become scientific literates are fulfilled, the opinions of students with visual
disabilities may become as much scientifically literate as individuals without visual disabilities, and even
may achieve the same level as long as they made the necessary effort was focused on.

To train scientifically literate individuals, teachers and teacher educators who know what scientific
literacy and requirements of becoming scientifically literate are needed first (Abd-El-Khalick and
Lederman, 2000; Godek et al. 2015). Because a student is trained by a teacher and a teacher is trained
by teacher educators. So, for a student to become scientifically literate, first teacher educators should
be scientifically literate by knowing what scientific literacy is and accordingly train scientifically literate
teachers. Teachers aware of scientific literacy are expected to train scientifically literate individuals
without making discrimination of sighted or blind student. When evaluated in this respect, providing the
necessary infrastructure for individuals with visual impairment will remove the obstacle in becoming a
scientifically literate individuals by using scientific infrastructure in their natural and social
environments.

Aware teachers are required to increase the amount of scientifically literate individuals and provide
scientific literacy of individuals with visual disabilities. Awareness of a teacher in this subject should be
established in university years with teacher educators. For this, teacher educators should be provided
with scientific literacy seminars in their academic life or it must be ensured that they receive scientific
literacy lessons in postgraduate lessons. Teacher educators equipped in terms of scientific literacy will
ensure training of equipped teachers, equipped teachers in turn will ensure students equipped in terms
of scientific literacy.

For individuals with visual disabilities to become scientifically literate:

¢ Tactile and aural materials that will make education effective,

* Computer technologies to facilitate comprehension of subjects, concepts and facts,
* Education materials suitable to the differences of visual impairment levels,

* Families with awareness in scientific literacy and equipped teachers,

e Encouragement and motivation to make them believe that they can become
scientifically literate,
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« Different teaching methods and techniques to facilitate their learning

would be beneficial. Thus, an infrastructure may be created for the scientific literacy of individuals with
visual disabilities and they can improve their scientific literacy.

This study representing the opinions of a small teacher educators group may be considered as a
restriction. Only one of the teacher educators from those whose opinions are examined, having
experience of working with a disabled student may also be considered as a restriction. Because the
opinions of the participants are based on theoretical knowledge rather than experience. Therefore

repeating of this study with teacher educators who have worked with students with visual impairment
will remove this restriction.
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Tiirkge Siirimui

Giris

Bilgi, surekli gelisim ve degisim gostermektedir. Bu durum ise ¢agin bir getirisi olarak karsimiza
¢ikmakta ve bireylerin ¢aga ayak uydurmalari igin var olan bilgiye ulasma, bilgiyi kullanma ve lretme
becerilerine sahip olmasi (Giler, 2013), yani Ust dilizey bilissel becerilere sahip olmasi gerekmektedir
(Hsu, 2004). Bu becerilere sahip bireyler, toplumun olusumuna katkida bulunacak, tlkenin ¢agdas ve
bilimsel bir seviyeye ulasmasina katki saglayacaklardir. Bireylerin bilgiye ulasmasinda, bilgiyi
kullanmasinda ve bilgiyi anlamasinda bilimsel okuryazarlik 6n plana ¢ikmaktadir. Bilimsel okuryazarlik
bilimsel kavramlari anlama ve kullanma, problemleri tanimla ve kanita dayal sonuglar gikararak diinyayi
anlamayi, insan faaliyetlerinin neden oldugu degisimler konusunda karar verme sireglerini
kapsamaktadir (Bybee, 1997; Mertoglu ve Oztuna, 2004).

Bilimsel okuryazar birey, dogal ve toplumsal ¢evrelerinde olup bitenlere karsi daha duyarh tutum ve
davranislar sergiler; bilim ve teknoloji sorumlulugu iceren bilgi ve beceriye sahiptir; bilimi ve
uygulamalarini anlar; glinlik yasamda karsilastiklari sorunlara yonelik somut ve akilci ¢éziim vyollari
onerir ve kultlrel ¢evre ile uyumlu bir sekilde yasar; bilgiye daha hizli ulasabilir, yeni bilgiler tretebilir,
¢agdas teknolojileri etkili ve verimli kullanabilir, yeni sistem ve teknolojiler gelistirebilir; gerek dogal
cevrede gerekse toplumsal yasamda karsilagilan giincel konu ya da sorunlara yonelik goéris ve
dislncelerini her ortamda yansiz, agik ve anlasilir bir bigimde ortaya koyabilirler (Geng, 2015; Hurd,
1985; Kilig, Haymana ve Bozyilmaz, 2008; Norris ve Phillips, 2003; Yasar, 2009). Ozetle bilimsel okuryazar
bireyler bilgiyi hazir almak yerine veriyi kendi toplar, degerlendirir, yorumlar ve sonuglar ¢ikarir (Ryder,
2001). Dolayisiyla bilimsel okuryazarlik sonradan gelismesinden ziyade bireylerin ilkokul siralarinda
aldiklari egitim ile baslamaktadir. Egitim slreci ile bireylerin yaninda bilingli 6gretmen veya velilerin
bulunmasi da bu siirecin temellerinin olusmasina katki saglamaktadir. Daha sonraki asamalarda ise bu
bireylerin yetistirilmesinde ve yonlendirilmesinde lniversitelere ve lniversitelerde gorev yapan 6gretim
elemanlarina biylk goérevler dismektedir. Bu dogrultuda 6gretmenlerin, velilerin hatta sivil hayattaki
bircok meslek dallarinda gorev yapan bireyleri yetistiren akademisyenlerin bilimsel okuryazarlik
hakkinda yeterli bilgiye sahip olmalari ve toplumun beklentilerine, gereksinimlerine uygun olarak,
kendini gelistiren ve hayati anlamlandirmayi bilen bireyler yetismesi icin onlara bilimsel okuryazarhgi
astlayabilmesi gerekmektedir.

Bilimsel okuryazarlk olgusu ile ilgili herhangi bir yetersizlige sahip olmayan bireylerle ilgili
calismalarin daha gok yer almasi (Akglin, 2010; Dogan ve Yilmaz, 2013; Godek, Kaya ve Polat, 2015; Kilig,
Haymana ve Bozyilmaz, 2008), bilimsel okuryazarhigin yetersizligi olmayan bireyler igin oldugunu
diisindiirmektedir. Ancak Diinya Saglk Orgiitii ve Basbakanlik Ozirliler idaresi Baskanhg [BOIB]’nin
arastirma sonuglarina gore Ulkemiz nifusunun yaklasik %12’sini gesitli sekilde bedensel ve zihinsel
yetersizligi olan bireyler olusturmaktadir (BOIB, 2006). Gérildigi lizere toplum igerisinde
azimsanmayacak bir oranda ¢esitli yetersizliklerden etkilenmis birey mevcuttur. Toplumun bir pargasi
olan bu bireylerin egitim arastirmalarina dahil edilerek sorunlarinin bilimsel cercevede ele alinmasi
sorunlarin ¢6zimu ve onlarin topluma etkin katiliminin saglanabilmesi agisindan son derece énemlidir
(Kizilaslan,Zorluoglu, Yiicel ve Sozbilir , 2016).

Bedensel yetersizligi olan bireyler arasinda goérme yetersizligi olan bireyler: gérme algisindan
yararlanamayan veya gorme keskinligi normal goren bireylerden daha az olan bireyler olarak
nitelendirilmektedir (Ozyiirek,1981). Ulkemizde ki bireylerin yaklasik %0.5’ini gérme yetersizligine sahip
olan bireyler olusturmaktadir (Oguz, 2015). Azimsanamayacak potansiyele sahip olan gérme yetersizligi
olan bireyler, egitim slireclerinde 6gretim programlarinin gereklerini géren akranlariyla ayni sekilde
yerine getirmekle yukimladirler. Fakat yetersizliklerinden kaynaklanan erisim sorunlari dikkate
alinmadigl durumlarda akranlarina nazaran dezavantajli duruma disebilmekte, ¢ogu zamanda engelli

225



S. Levent ZORLUOGLU, Mustafa SOZBILIR, Aydin KIZILASLAN — Gukurova Universitesi Egitim Fakiiltesi Dergisi, 45(2), 2016, 209-242

konumuna gelebilmektedirler. Clinki 6grenme siirecinde bilgilerin % 83-85'inin géorme yoluyla edinildigi
tahmin edilmektedir (Cavkaytar ve Diken, 2012; Kizilaslan ve Zorluoglu, 2015). Bu durum, gbérme
yetersizliginden etkilenen bireyler i¢in ciddi bir dezavantaj olusturmaktadir. Fakat gérme duyularinin
eksikligi veya yetersizligi bu bireylerin normal géren bireylerden daha az bilgi edinmeleri anlamina
gelmemektedir. Gorme yetersizliginden etkilenen bir birey, diger duyu organlarini kullanarak 6grenmeye
calismaktadir. Dolayisiyla normal bireyler gibi géremeseler de bilgiyi almak ve anlamlandirmak igin
dokunsalligin ve isitselligin 6n plana ¢iktigi 6gretim yontemleri kullanmaktadirlar. Fakat hem tlkemizde
hem de diinyada fen bilimlerinin 6gretiminde gérme duyusundan yoksun kalindiginda diger duyulara
hitap eden bir 6gretim ortaminin nasil hazirlanacagl konusunda ¢ok fazla arastirma olmadigindan bu isin
nasil yapilacagi daha ¢ok deneme yanilma yoluyla gelistirilmis bilimsel sistematiklikten yoksun
yaklasimlarla saglanmaktadir. Bu yiizden gérme yetersizlig§inden etkilenen bireylere fen 6gretimi, bu
bireylerin bilimsel okuryazarliklarinin gelisiminin saglanmasi agisindan 6nem arz etmektedir.

Bilim ve teknolojinin hizla ilerledigi bu c¢agda, bireylerin her tiirli bilimsel bilgiyi 6grenmesi
imkansizlasmakta, bilim-teknoloji alanindaki gelismeleri yakindan takip etmesi gliclesmektedir. Bilimsel
bilgiye ulasmak ve kullanabilmek icin bilim ve teknolojiden kopulmamasi; engelli, engelsiz her bireyin
¢aga ayak uydurmasi igin bilimsel okuryazar olmalari gerekmektedir. Bu nedenle bilim ve teknolojinin
sekillendirdigi hayatta yasayan engelli bireylerin toplumda yabancilasmamalari, yabancilagsmaya bagli
olarak psikolojik rahatsizliklarinin olusmamasi ve yasadiklari hayati anlamlandirmalari igin bilimsel
okuryazarlik seviyelerinin arttirilmasi gerekmektedir. Bu sayede bireyler, bilimin ve bilimsel bilginin
dogasini, temel fen kavram, ilke, yasa ve kuramlarini anlayarak uygun sekillerde kullanir; problemleri
¢Ozerken bilimsel slire¢ becerilerini kullanir; fen, teknoloji, toplum ve gevre arasindaki etkilesimleri anlar;
bilimsel tutum ve degerlere sahip oldugunu gosterirler (Milli Egitim Bakanligi [MEB], 2006).

GoOrme yetersizligi olan 6grencilerin bilimi ve bilimsel bilgiyi anlamli bir sekilde 6grenebilmeleri igin,
normal bireyler gibi biliminin dogasina dair uygun 6grenmelere ihtiya¢ vardir (Karaman ve Apaydin,
2014). Fiziksel dinyayla ilgili fikir ve kavramlarin nasil degistigi ve gelistigi ile ilgili gbzlem, disinme,
deney ve ispatin bu sirecteki rolii kapsamli olarak gérme yetersizligi olan bireylere agiklanmalidir. Bu
durumda goérme vyetersizligi olan bireylerin 6gretmenlerini yetistiren 6gretmen egitimcilerine énemli
gorevler dismektedir.

Bir 6gretmenin ve O0gretmen egitimcisinin bilimin dogasi hakkinda sahip oldugu inanglar; bilimsel
tutum ve yontemle ilgili davranislari 6grencilerin bilime karsi tutumlarini etkilemektedir. Alanyazin
taramasi sonucunda bilimin dogasiyla ilgili yapilan ¢alismalarin geneli 6gretmenlerin bilimin dogasiyla
alakali kavramlara hakimiyeti ile ilgilidir. Ogretmenlerin ve &gretmen egitimcilerinin bilimin dogasiyla
ilgili hakimiyet saglamasi gereken konulardan bir tanesi bilimsel bilgi ve bilimin temelinin ne oldugu,
nasil agiklandigi ve bireylerin bunu nasil anladigidir. Ogretmenlerin bilimin ve bilimsel bilginin dogasini iyi
bir sekilde kavrayip, bu kavramlari da sinif i¢i uygulamalarinda uygun stratejilerle aktarabilmeleri,
bilimsel okuryazar 6grencilerin yetistirilmesi ve bilimsel okuryazarligin gelisimi icin olduk¢a 6nemlidir
(Tuan ve Chin, 1999; Godek, Kaya and Polat, 2015). Buna bagl olarak bireylerin yetistiriimesinde en st
basamak olan 6gretmen egitimcilerinin bilimsel okuryazarlik hakkindaki diistinceleri ve gérme yetersizligi
olan bireylerin bilimsel okuryazar olabilirlikleri hakkindaki goérusleri, gorme yetersizligi olan bireyler
hakkindaki bilimsel okuryazarlk calismalarina temel olusturacak nitelikte olacaktir. Clnkl bir konu
hakkinda ki uzman gorisleri o konunun temellerini olusturmaktadir.

Alanyazin incelemeleri sonucunda gérme yetersizligi olan bireylerin bilimsel okuryazarligi ile ilgili
herhangi bir calismaya rastlanilmamistir. Fakat géorme yetersizligi olan 6grencilere de normal 6grenciler
icin uygulanan 06gretim programinin uygulanmasi, materyal kullanilmasinin basariya etkisi gibi
calismalarla alanyazinda siklikla karsilasiimaktadir:

Navarro ve Millan (2007) goérsel ve sozel formatta, sunulan bir etkinlikte gérme yetersizligi olan
cocuklarin olgu ve olaylarla ilgi c¢ikarimlarda bulunmasina yonelik c¢ikarimsal yeteneklerini
arastirmiglardir. Arastirma sonucunda gérme yetersizligi olan ¢ocuklardaki ¢ikarimsal gesitliligin normal
goren cocuklara gore daha fazla oldugu belirlenmistir. Gorme vyetersizligi olan c¢ocuklarin sozel
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cikarimlar, normal goren cocuklarin goérsel cikarimlar kullandiklar belirlenmistir. Tuncer ve Altunay
(2009) yapilandiriimis ve geleneksel ev odevlerinin gérme engelli 6grencilerin fen bilgisi dersinde
0grenme performanslarina etkisini incelemek igin yaptiklari galismada 6grencilere geleneksel ve
yapilandiriimis 6devler sunularak, bu iki durumun bilgiyi edinmedeki etkileri incelenmistir. Aydin (2012)
gorme engelli Universite o6grencilerinin kullandiklart bilgi kaynaklari, kitlphaneler, Universite
katiphanelerinden aldiklari hizmetler, tGniversite kitiphanelerinin kullaniminda yasadiklari problemler
ile web sitelerine iliskin sorunlar arastirmistir. Arastirmaya bagh olarak ulkemizdeki (niversite
biinyesinde bulunan kitiphanelerinin gérme yetersizligi olan 6grencilerin ihtiyaglarini karsilayamadigi,
gérme yetersizligi olan bireylere yetersizligi olan bireylerin erisilebilirliginin géz ©6niine alinmadigi
sonucuna varilmaktadir.

Alanyazinda yer alan ¢alismalar, toplumdan soyutlanmis ya da soyutlanmakta olan engelli bireylerin
hayata bagliligini arttirmalarina, aldiklari dersleri anlamlandirmalarina, cevrelerindeki materyallerin
gorme yetersizligi olan bireylere uygunluguna ve etkili egitimler almalarina yonelik ¢alismalardir. Gorme
yetersizligi olan bireylerin bilimsel okuryazar olabilirlikleri hakkinda alanyazinda ¢alisma bulunmamasi ve
gorme yetersizligi olan bireylerin bilimsel okuryazarliklari hakkindaki 6gretmen egitimcilerinin gorusleri,
gorme vyetersizlig§inden etkilenen bireylerin de normal bireyler gibi bilimsel okuryazar bireyler
olabilecekleri gergeginin farkina varilmasina onciliik edebilecegi diisinlilmugtir. Diger taraftan gérme
yetersizliginden etkilenen bireylerin 6grenmekte en ¢ok zorlandiklari dersler arasinda fen ve matematik
gibi sekil ve gizimlerin yaygin olarak kullanildigi dersler yer almaktadir (Smith & Rosenblum, 2013).
Arastirmacilarin gérme yetersizliginden etkilenen bireylere fen 6gretimi tGzerine ylrattikleri calismalar
sirecindeki gozlemlerine gére bu durumdaki bireylerin bilimsel okuryazar olamayacaklari seklinde bir
alginin oldugu anlasiimistir. Bu alginin temel sebebi, egitim ortamlarindaki uygulamalarin agirlikli olarak
gorme ve isitme duyularina dayali olarak tasarlanmasindan kaynaklanmaktadir. Bu yiizden bu arastirma
kapsaminda 0Ogretmen egitimcilerinde de bdyle bir alginin olup olmadiginin incelenmesi
amagclanmaktadir. Bu amag dogrultusunda (llkemizde gorme yetersizligi olan bireylere yonelik egitim
ortam ve yontemlerinin diizenlenmesine olanak saglamasi agisindan 6gretmen egitimcilerinin bilimsel
okuryazarligi nasil algiladiklari ve goérme yetersizligi olan bireylerin bilimsel okuryazar olabilirligi
hakkindaki distincelerini gesitli boyutlarda aciga ¢ikarmak agisindan 6nemli oldugu distnilmektedir.

Arastirma Problemi

Calismada toplumumuzda azimsanmayacak bir saylya sahip olan 14.000 gérme yetersizligi olan
bireyin (Cumhurbaskanhgi Devlet Denetleme Kurulu, 2009) bilimsel okuryazar olabilme durumu ya da
sahip olunan bilimsel okuryazarligin engeli olmayan bireylerle ayni seviyede olabilme durumu
incelenmektedir. Buna bagh olarak, calismanin amacina temel olusturan “Gérme yetersizligi olan
o6grencilerin bilimsel okuryazarliklari hakkinda 6gretmen egitimcilerinin goérisleri nelerdir?” sorusuna
cevap bulabilmek icin Ogretmenleri yetistiren Ogretmen egitimcilerinin dislince ve goérislerine
basvurulmustur.

Yontem
Arastirma Yontemi

Arastirma yonteminde nitel durum calismasi desenleri igerisinde yer alan betimsel durum c¢alismasi
kullanilmistir. Betimsel durum c¢alismasi 6nceden belirlenmis bir durum (zerine arastirma sorulariyla
arastirmacinin belli bir ¢erceve dogrultusunda betimlemeler yapmasidir (Yin, 2003). Bu dogrultuda
calismamizda 10 6gretmen egitimcisinin gorislerini toplamak ve goérislerin belirlenmesinde en uygun
aracin gérisme olmasi nedeniyle arastirma yontemi nitel yontem olarak belirlenmistir.
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Calisma Grubu

Aragtirmanin ¢alisma grubunu erisilebilirligi kolay oldugu icin Hacettepe Universitesi ve Artvin Coruh
Universitesi'nde fen ve matematik egitimi alanlarinda gérev yapan &gretmen egitimcileri
olusturmaktadir. Calisma grubunun 6zellikleri asagidaki Tablo 1’de verilmistir.

Tablo 1.
Calisma grubunu olusturan 6gretmen egitimcilerinin 6zellikleri

Ogretmen  Cinsiyet Brans Engelli Gorme Yetersizligi  Gorev
Egitimcisi Ogrencisi Hakkindaki Bilgileri  Siresi
Olma Durumu

Arif Bay Ma'E(.er.na.tlk Yok Genel bilgiye sahip 4
Egitimi

Cenk Bay Ma’E(.er.na.tlk Yok Az bilgiye sahip 4
Egitimi

izzet Bay Kvlfn'ya. Var Genel bilgiye sahip 10
Egitimi

Kazim Bay Fen Egitimi Yok Az bilgiye sahip 8

Leyla Bayan Fen Egitimi Yok Genel bilgiye sahip

Meltem Bayan Ma’Et.er'na.tlk Yok Az bilgiye sahip 4
Egitimi

Nazli Bayan Fen Egitimi Var Genel bilgiye sahip 6

Pelin Bayan Kvlfn'ya. Yok Bilgi sahibi degil 3
Egitimi

Sevgi Bayan Iv:!z.lk . Yok Az bilgiye sahip 7
Egitimi

Zeki Bay I:!Z.Ik . Var Genel bilgiye sahip 3
Egitimi

Isimler takma isimler olup arastirmacilar tarafindan kodlanmustir.

Calismada egitim fakiltesinde gorev yapan akademisyenler yer aldigindan 6gretmen egitimcileri
kavrami kullanilmistir. Gérismeler gondlli katilim gerektirdiginden dolayi iki Gniversitede gorev yapan
toplam 42 6gretmen egitimcisine goérismenin amaci soylenerek goriismeye katilma durumlari
sorulmustur. Gorlismeye katilmak isteyen 6gretmen egitimcileri ile gérismeler yapilmistir.

Calisma grubunu olusturan 6gretmen egitimcilerinin gérme yetersizligi hakkindaki bilgi diizeyleri
“Gorme engelliler hakkinda ne biliyorsunuz?” sorusuna verdikleri cevaba goére belirlenmistir. Gorme
engellilerin siniflanmasi, egitimi, yasantisi, becerileri vb. durumlarin bir kismi veya tamami hakkinda bilgi
sahibi olanlar “Genel bilgiye sahip” kategorisine, etrafinda gérdikleri ve genel olarak okuduklariyla
aklinda kalanlar “Az bilgiye sahip” kategorisine ve soruya hicbir cevap vermeyenler ya da yanls cevap
verenler “ Bilgi sahibi degil” kategorisine yerlestirilmistir.

Veri Toplama Araglari

Calismada veriler goriisme teknigi ile toplanmis, veri toplamak igin yari yapilandirilmis gériisme
formu (Ek 1) kullanilmistir. Gorlisme, insanlarin olay veya durumlara karsi bakis acilarini, duygularini,
algilarini ve bilgilerini agik bir sekilde ifade ettikleri bir yontemdir (Bogdan ve Biklen, 2007; Akt. Yildirim
ve Simsek, 2011). Gorismede glnlik yasamda kullandigimiz ve iletisim araci olan konusma ile veri
toplanmaktadir.
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Arastirma problemini olusturan konu ile ilgili alanyazin incelemesi yapildiktan sonra 6gretmen
egitimcilerinin bilimsel okuryazarlik hakkindaki dislincelerini ortaya ¢ikarmaya yonelik gorisme formu
gelistirilmistir. Gorisme formunun maddelerinin arastirma sorusuna paralel olarak olusturulmasi ile veri
toplama aracinin gegerligi saglanmistir. Ayrica goriisme formu fen egitimi ve nitel arastirma konusunda
uzman iki arastirmaci tarafindan kapsam, dil, sorularin agik ve anlasilir olmasi agisindan incelenmistir.
Alinan uzman gorisleri ve incelemeler 1siginda gorlisme formu diizenlenmis ve son sekli
olusturulmustur.

Gorisme yapllmadan 6nce 6gretmen egitimcileri ile ylz ylize gorisllerek arastirmanin amaci
anlatilmis ve gorismeye gonilli olarak katilmak isteyip istemedikleri sorulmustur. GorUsmeler,
O0gretmen egitimcilerinin istedigi yerde gergeklestiriimis, ortamin sessiz olmasina dikkat edilmis,
konusmalar &gretmen egitimcilerinin bilgisi dahilinde ses kayit cihazina kaydedilmistir. Ogretmen
egitimcilerine, gorislerini rahat aktarabilmesi igin, ¢alismada kisi ismi kullanilmayacagi ve gorismelerin
yaklasik 30 ile 45 dakika arasinda sirecegi gbriisme oncesi bildirilmistir. Ayrica, arastirmada veri kaybinin
onlenmesi ve glvenilir bir analiz yapilabilmesi icin gériismeler kayit altina alinmistir (Bogdan & Biklen,
2007; Ekiz, 2009; Yildirm & Simsek, 2011). Arastirmanin i¢ gecerliligini saglamak icin veri toplama
araclarinin hazirlanmasinda ve verilerin toplanmasinda kavramsal cergeve rehber olarak kullaniimistir.
Arastirmanin dis gecerligi ile ilgili olarak da ¢alisma grubunun 6zellikleri tanimlanmistir (Bogdan & Biklen,
2007). Boylece arastirma sonuglarinin benzer ortamlara genelleme olanagi artacaktir.

Veri Analizi

Calismada yari-yapilandirilmis gérisme yoluyla elde edilen verilerin analizinde icerik analiz teknigi
kullanilmistir. icerik analizi, toplanan verilerin derinlemesine analiz edilmesini gerektirir ve &nceden
belirgin olmayan temalarin ve boyutlarin ortaya gikarilmasina olanak tanir (Creswell, 2007; Yildirm &
Simsek, 2011). icerik analizinde temel amag, birbirine benzeyen verileri belirli kavramlar ve temalar
cercevesinde bir araya getirmek ve bunlari okuyucunun anlayabilecegi bir bicimde diizenleyerek
yorumlamaktir (BlyUkoztirk vd., 2008). Bu nedenle elde edilen veriler sistematik ve acgik bir sekilde
betimlenir (Yildirnm ve Simsek, 2011). McMillan ve Schumacher (2010)’a gore igerik analizi verilerin
toplanmasi, toplanan verilerin kodlanmasi, kodlardan kategorilerin ve temalarin olusturulmasi ve
verilerin gorsellestiriimesinden meydana gelmektedir. Gorlisme verilerinin analizi sonucu ortaya ¢ikan
kodlar bir araya getirilerek kategoriler olusturulmustur. Gorlisme verilerinin son asamasinda ulasilan
bulgular tablolar halinde sunulmus ve yorumlanmistir.

Bulgular

Bu bolimde arastirmanin amacina bagli olarak, 6gretmen egitimcileriyle yapilan gériismelerin analiz
sonuglari yer almaktadir. Her bir madde ve bu maddelerin alt maddelerine iliskin bulgular tablolarda
Ozetlenmistir. Tablolarda her bir maddeye iliskin kategoriler bulunmaktadir. Her maddeye iliskin
kategoriler, ilgili oldugu arastirma sorusunun altinda yer almaktadir. Gorlisme sonuglari arastirma
sorulari temel alinarak analiz edilmis ve sunulmustur:

Ogretmen Egitimcilerinin Okuryazarlik Hakkindaki Goriisleri

Ogretmen egitimcileriyle yapilan gériismelerde, bilimsel okuryazarlkla ilgili bilgi toplayabilmek,
kavram yanilgilarindan kaynakh bilgi yanhshginin olup olmadigini tespit edebilmek icin “okuryazarlk
nedir?” sorusu sorulmustur. Sorulan sorudan elde dilen cevaplara gore: dort 6gretmen egitimcisi
okuryazarlik i¢in gerekli olan temel kavramlari sdyleyerek “basit tanim”, bes 6gretmen egitimcisi ise
kelimenin anlamindan yola ¢ikarak “anlamlandiriimis tanim” yapmistir.
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Okuryazarlik hakkinda alinan goruslerde, 6gretmen egitimcileri okuryazarlik basit tanimi icin su
aciklamalarda bulunmuglardir:

Arif: “Okuma, yazma becerisini kazanmig ve biitlin olarak okuyabilen, yazabilen kisinin
yapabilecegi islemlerdir.”

Cenk: “ilkokul olarak bir cocugun okumayi, yazmayi 6grenmesi seklinde diisiinebiliriz.”
Kazim: “Okumayi ve yazmayi bilmek geliyor.”

izzet: “Basit boyuttan diistiniirsek 1 okuryazar okuyan bir bireydir.”

Meltem: “Okuryazarhk okuyabilme ve yazabilmenin bir bilesenidir.”

Okuryazarligin sadece okumak ve yazmaktan ibaret olmadigini ve anlamlandirilmis tanimlarini yapan
o6gretmen egitimcileri ise soyle ifade etmislerdir:

Zeki: “Okumasi yazmasi 6énemlidir fakat okudugunu anlamasi ve anlamlandirmasi daha
onemlidir.”

Pelin: “Okuyup anlamak, anladigini da ciimlelere dokmek ya da anlatmaktir.”
Nazli: “Okuryazarlik okumaktir, yazmaktir, anlamaktir, anlatmaktir.”

Leyla: “Bir seyi anlamak, anlamanin yani sira ortaya birde doénit ortaya koyabilmek.
Okumak anlamayi, yazma kismi da anladigini ortaya koyabilmeyi, bir Uriin ortaya
koyabilmeyi aklima getiriyor.”

Okuryazarlik denilince bilimsel okuryazarlikla karistiran bir 6gretmen egitimcisi ise soéyle goris
bildirmistir:

Sevgi: “Konu ile ilgili arastirma yapabilmek, istedigin yayinlara ulasabilmek, o konu ile ilgili
bir fikir sahibi olabilmek diye disiniyorum.”

Okuryazarligin anlaminin bilinmesi bir kisinin bilimsel okuryazarhgl nasil tanimladigi ve bilimsel
okuryazarlikla okuryazarligi karistirip karistirmadigi agisindan onemlidir. Bu anlamda gorisleri alinan
ogretmen egitimcilere “bilimsel okuryazarlik nedir?” sorusu sorulmustur. Bilimsel okuryazarlik tanimini
alanyazindaki tanima benzer yapan bes 6gretmen egitimcisi “genel bilimsel okuryazarlik” tanimi, sadece
akademik galismalar yapanlar veya akademik galismalar yapmak icin gerekliligini 6ne suren alti 6gretmen
egitimcisi ise “akademik bilimsel okuryazarlik” tanimi kullanmistir.

Calismada bilimsel okuryazarligin her iki tanimi da yapanlar bulunmaktadirlar. Bu kisiler bilimsel
okuryazarligl “bilimsel Grlnleri anlayabilecek altyapiya sahip olma ve gerekirse istedigi zaman kendisi de
bilimsel bir Grind ortaya koymaktir. Bilimsel okuryazarlik i¢in bilimsel altyapinin olmasi sart degildir.”
seklinde tanimlamiglardir.

Genel bilimsel okuryazarlik tanimi yapanlar bilimle ilgili agiklamalardan ¢ok bireylerin dogayi,
cevresindeki olaylari ve hayati anlamalari tizerine durmuslaridir:

Pelin: “Okuryazar bir insanin bilimin bir kenarindan tutup onunla ilgilenmesi, ilgilenmese
bile bilimsel icerikli cimleler gectiginde soylenilenleri anlamasidir.”

Nazli: “Bilimle alakal olan ya da alakali olmayan kisilerin bilimsel icerikli bir paragrafi
okudugunda anlamasi hatta uygulayabilmesi ya da hayatta olan olaylari anlamasidir.
Neden sonug iliskisi ile irdeleyebilmesidir.”

Akademik bilimsel okuryazarlik tanimi yapanlar ise sadece bilim Uzerine yogunlasarak tanimlar
yapmislardir:
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Meltem: “Elimize aldigimiz her seyi okuyabiliriz kafamizdan gecen herhangi bir seyleri
yazabiliriz fakat bunlarin belirli bilimsel bir niteligi olmasinda bilimsel okuryazarlik olacagini
diistiniyorum.”

Cenk: “Bilimsel okuryazarliktan benim anladigim sey kisinin ilgilenmis oldugu alanla alakali
belirli bir backround’i olusturmasidir. Yani belirli bir bilimsel altyapinin olusturmasi olarak
distntyorum.”

Bilimsel okuryazarligin gerekliliklerini 6grenmek icin “Bilimsel okuryazar olabilmek icin gerekli sartlar

nelerdir?” sorusuna cevap aranmis, elde edilen cevaplar Tablo 2’de sunulmustur.

Tablo 2.
Bilimsel okuryazar olabilmek igin gerekli sartlar

Kategori Frekans*
e  Bilimsel bilgi sistematigi 2
e Merak 3
e  Okuryazarhk 3
e  Okudugunu anlama ve hayatla anlamlandirma 4
e  Altyapi ve 6n kosul bilgiler 15

*Frekanslar ilgili gorisu ifade eden Ogretim elemani sayisini gostermektedir. Bir katiimci benzer
konuda farkli gérusler ifade ettiginden dolayi toplam frekans katilimci sayisini gegebilir.

Stiren (2008) bilimsel okuryazarlik igin bilimsel siire¢ becerilerine sahip olmasi gerektigini soylemistir.

Bilimsel siirec¢ becerilerini calismamizdaki 6gretmen egitimcileri bilimsel bilgi sistematigi seklinde ifade
etmislerdir:

Zeki: “Eski zamanlarda yasayan ama bilimsel bilgiye sahip olmayan fakat bilimsel bilgi
sistematigine sahip insanlar vardi. Bunlar kaplamacilar ya da kalaycilar bilimsel okuryazar
olmamalarina ragmen bilimsel okuryazar gibi olaylari yorumlayabilen ve yaptiklar
¢alismalarti iyilestirebilen kisilerdir.”

Cenk: “Bilimsel okuryazarlk icin bir kisi oncelikle 6n bilgileri bilecek daha sonra
onbilgilerden yola ¢ikarak yeni seyler olusturabilmesi, analiz ve sentez yapabilmesi sarttir.”

Bilimsel okuryazarlik, etrafimizda gerceklesen olaylarin nasil gerceklestigini anlamak icin gerekli olan

merak duygusunun sirdirilebilmesinde gerekli olan ilgi, tutum ve bilgilerdir. Yani merak temasinin
bilimsel okuryazarlik icin gerekli bir sart oldugu anlasiimaktadir. Merak ile ilgili 6gretmen egitimcilerinin
gorusleri:

Leyla: “Bilimsel okuryazarhgin en temel sarti meraktir bence. Merakli olan bir kisi
merakini gidermek igin bilimsel ydntemin ne oldugunu anlamak igin ¢caba sarf edecektir.”

Meltem: “Kar tanelerinin farkli sekillerde diismesini ben bu olayi bilmeden bunun
nedenini arastirma istegim gelmez. Dolayisiyla 6ncelikle bir bilgim olacak, daha sonra
ben bunu merak edecegim neden farkli sekillerde diistiyor diye.”

Bilimsel okuryazarlik denilince icinde okuryazarlik gectiginden dolayr akillara okuryazarlik

gelmektedir. Okuryazarhk kategorisi fazla sdylenmemis olsa da o6gretmen egitimcilerimizce farkh
sekillerde agiklanmistir:

Pelin: “Bilimsel okuryazar adi Ustlinde okuryazar olmak onemli bir sarttir. Okuryazar
olmayan bir kisinin bilimsel okuryazar olmasi beklenemez.”

izzet: “Okuma yazma bilen herkes bilimsel okuryazar olabilir.”

Arif: “Temel okuma yazmaya yonelik bilgi ve becerilerini saglamis olmasi gerekir ki bilimsel
okuryazar olsun.”
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Alt yapinin saglanmasi kadar okudugunu anlama ve anladiklarini yasadigi cevreyle iliskilendirme
bilimsel okuryazarligin temel sartlarindan birisidir. Bu sart 6gretmen egitimcileri tarafindan degisik
sekillerde ifade edilmektedir:

Pelin: “Bilimsel yapiy! az olsa bile olusturmasi gerekir. Ve bilimsel bilgileri glinlik hayatla
bagdastirmasi gerekir.”

izzet: “Bilimsel okuryazarlik igin okudugunu anlama da énemlidir. Yani her okudugumuz
seyi anlayamayabiliriz. Bilimsel bir seyi okuyup anlayabilmek icin bilimsel alt yapimizin
olmasi gerekir. 10. Siniftaki bir cocuga kuantum ile ilgili bir seyler okutamazsiniz. Onun
icindeki bilgileri onun anlamasi ve hayatla anlamlandirmasi ¢ok zordur.”

Nazh: “Bence konu ya da konularla ilgili belirli bir bilgi birikimi olmasi gerekir. Sadece bilgi
birikimi de yetmez, bilgi birikimini yasami anlamak igin kullanacak deneyime sahip
olmalidir.”

Yapilan gorismelerde daha ¢ok éncelikle ilgilenilecek konuyla ilgili alt yapilarin olmasi ve daha 6zel
konular incelenecekse 6n kosul bilgilerin olmasi gerektigi ile ilgili gériisler sunulmustur:

Arif: “On kosul bilgi ve beceriler lazim. On kosul becerileri diisiindiigiimiizde ise dncelikle
islemsel beceri veya bilgiler olmasi lazim. Bunu bilgi boyutunda distinlrsek temel okuma
yazmaya yonelik bilgi ve becerilerini saglamis olmasi lazim. Sonrasinda bilimsel becerilerini
artik bu bilimsel okuryazar olacagi konuya gore arastirma becerisi saglanabilir.”

Kazim: “Bence o konuyla ilgili bir dagarcigi olmahdir. Ama bu dagarcik kullanilabilir
seviyede ve anlam verecek sekilde olmalidir ki kullandigi seyleri anlamada zorluk
cekmesinler.”

Nazli: “Konu ya da konularla ilgili belirli bir bilgi birikimi olmasi gerekir.”

Meltem: “Bilimsel okuryazar olmasi igin bir konu hakkinda bilgisi olmasi lazim.”, “Bir seyi
bilmeden yani altyapimiz olmadan bir fikir yurtitmek bos olur.”

Cenk: “Kisinin temel bilgileri bilmesi gerekiyor. Kendi b6limim adina konusacak olursam:
bir matematik bolimi icin bu isi en alt seviyeden tutacak olursak dért islem yapiyor
olabilmesi, tanimliyor olabilmesi gerekir. Ust diizey olarak disiinecek olursak da iste
denklemlerdir, tUrevlerdir bu tir seyleri ifade ediyor ve kullaniyor olmasi gibi 6n kosul
bilgilerinin olmasi bilimsel okuryazarligin olmazsa olmazidir.”

Ogretmen egitimcilerindeki bilimsel okuryazarlik gérislerini biraz daha agiga ¢ikarmak ve bilimsel
okuryazarlik terimine demografik 6zelliklerden yasin etkisini 6§renmek igin “Sizce bilimsel okuryazarlikta
yas siniri var midir?” sorusuna cevap aranmistir. Soruya verilen cevaplar sonucunda Tablo 3
olusturulmustur.

Tablo 3.
Bilimsel okuryazarhk yas siniri ile ilgili gérisler

Kategori Frekans

e  Okuryazarhk sart degil (okuma ve yazma) 1
e ilkokula baslamis olmak 2
e  Yas sinir yok okuryazar olmak énemli 3
e  Yas siniri yok alt yapi 6nemli 7

Bilimsel okuryazarlk icin okuryazarhk sart degildir kategorisini savunanlar:

Zeki: “Okuma yazma bilmeden de bilimsel okuryazar olunabilir. Eger bilimle ilgili bilgisi
varsa ve hayattaki olaylari sistematiklestirebiliyorsa yas sinir gerekmez.”
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ilkokula baslamis olmak kategorisini savunanlar:

Pelin: “3Gyle desem olur herhalde okuma ve yazmaya baslayip okudugunu anlayip yazdig
zamandir. Bunun igin tabi ki 7 yas ve ustuddr.”

Zeki: “Ilkokula baslamis olup okuma yazmayi ¢cézmek sarti saglanmalidir.”

Yas siniri yok, okuryazarlk énemlidir kategorisini 6ne stirenler:

izzet: “Bilimsel okuryazarlig cocugun okuma yazmayi 6grenmesi ile baslatabiliriz. Onu da
bireysel okuryazarliga cevireceksek bunu bireyin okuyup yazmaya baslamasiyla beraber
baslayacagini distinliyorum.”

Kazim: “Kisinin bilgi dagarcigi yeterli ise yas siniri yoktur ama dagarcigi yetersizse bence o
zaman bilgi dagarcigi olugmasi igin kisinin okuma yazma bilmesi gerekir.”

Yas sinir1 yok, altyapi énemlidir kategorisini 6ne siirenler:

Arif: “Bilimsel okuryazarlik icin yas siniri ve okuma yazmadan 6nce o becerileri bilimsel
problem durumunu tanilayabilme, problem durumu hakkinda veri toplama, bu verileri
analiz edebilme ve yorumda bulunabilme gibi becerileri olan insanlar bilimsel okuryazar
olabilir.”

Leyla: “Bilimsel okuryazarlikta yas siniri yoktur. Meraki olan bir gocukta bilimsel okuryazar
olabilir, fakat meraki olmayan bir yetiskin de bilimsel okuryazar olmayabilir. Dolayisiyla bu
merakin yaninda kendini yetistirme, gerekli egitimleri alma gibi sireclerde gereklidir.”

Nazh: “lyi yetistirildikten sonra kiiglik cocuk bile bilimsel okuryazar olabilir. Yeter ki
yaptigini anlasin neden gergeklesiyor onu bilsin ve ona benzer olaylarda ayni ¢ikarimlara
varabilsin.”

Ogretmen egitimcilerine gére kimlerin bilimsel okuryazar olabilecegi hakkindaki disiincelerini

ogrenmek ve gorme yetersizligi olan bireylerin bilimsel okuryazarlig ile ilgili distincelerine zemin

olusturmasi agisindan

dogrultusunda Tablo 4 olusturulmustur.

Tablo 4.
Kimler bilimsel okuryazar olabilir? sorusuna ait 6gretmen egitimcilerinin gorisleri

Kategori Frekans
e Ev hanimlari ve engelliler bilimsel okuryazar olamazlar 1
o Meslekler arasi seviye farklilagsmasi vardir 6
e Engel cesidine gore bilimsel okuryazarhk farkhlasabilir 6
e  On kosul 6grenmesi olan bireyler 8

Ev hanimlari ve engelliler bilimsel okuryazar olamazlar:

Sevgi: “Ev hanimlari ve engelliler sinifinda zihinsel geriligi olanlar, gorme engeli olanlar ve
bedensel engeli cok ileri olanlarin bilimsel okuryazar olamayacaklarini distiniyorum.”

Engel cesidine gore bilimsel okuryazarlik farklilasabilir:

Arif: “Engellilerde zeka geriligi olmadigi sirece bilimsel okuryazar olabileceklerini
disiniiyorum. Isitme engelli grup tabi ki bilimsel okuryazar olabilir. Fiziksel bir engel
bilimsel okuryazarlik igin bir engel teskil etmez. Bazi zihinsel engele sahip olan gruplari
cikarabiliriz fakat onlarda bilimsel okuryazar olabilir.”

Kazim: “Engellilerin de bilimsel okuryazar olmasi gayet dogal. Kendini gelistirerek bilimsel
okuryazar olabilir. Yeter ki hayatta neler ne sekilde gerceklesiyor engeline uygun olarak

“ Kimler bilimsel okuryazar olabilir?” sorusu sorulmus ve verilen cevaplar
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onemsesin. Ne gerceklesince ne gibi degisiklikler olusuyor bunlara da anlam kazandirirsa
bilimsel okuryazar olabilir.”

Mesleklerin almis oldugu egitimi ve bilimi kullanmalarina gére meslekler arasi seviye farklilagsmasi
vardir:

Arif: “ Meslek olarak bu becerileri aktif olarak kullanan meslek gruplarinda bilimsel
okuryazarlik becerileri farkli gerceklesecektir. Mesela bir akademisyenin bilimsel
okuryazarlik becerileri ile bir iscinin bilimsel okuryazarlik becerileri veya bir sosyal
hizmetlerde galisan iscinin ya da bir esnafin bilimsel okuryazarlik becerileri farkli olacaktir.

”

Nazh: “Universite okuyan bireyler bilimsel okuryazarlikta ileri noktadirlar giinkii hayati
daha iyi anlamak ve 6grendiklerini anlamh kullanmalari igin egitim aliyorlar. Buna bagli
olarak her meslek grubu kendine gore bilimsel okuryazardir.”

On kosul 8grenmelerin gergeklestigi her birey bilimsel okuryazar olabilir:

Cenk: “Her birey yani bir ev hanimi dahil kendi yapmis oldugu iste belirli bir birikime
ulastigindan dolayi, kendi ¢apinda kiigclik de olsa bir seyler yapabildiginden dolayi, bilimsel
okuryazar olarak degerlendirilebilir.”

Kazim: “Herkes olabilir. Okuma yazma bilirse ya da kendini gelistirirse bilimsel okuryazar
olabilir herkes.”

Pelin: “Okuryazar olan herkes olabilir. Tabi ki bilimsel altyapisi olmak sartiile. ”

Gorme yetersizligi olan bir birey ile engeli olmayan bireyin bilimsel okuryazar olabilirligi hakkinda
o6gretmen egitimcilerinin gorisleri Tablo 5’te verilmistir.

Tablo 5.
Bilimsel okuryazarhgin gérme yetersizligi olan 6grenciyle engeli olmayan 6grencilerin kiyaslanmasi

Kategori Frekans
e  Engeli olmayan bireyler kendileri bilimsel okuryazar olabilirler 1
e  Gerekli sartlar saglanirsa farkhliklar ortadan kalkar 4
e Siiregicinde gorme engelliler dezavantajlidir 6
e Gorme yetersizligi olan bireylerin bilimsel okuryazar olabilmesinde 7

eksik durumlarin varligi

Engeli olmayan bireyler kendileri bilimsel okuryazar olabilirler:

Zeki: “Engeli olmayan bireylere okuma yazmayi Ogrettikten sonra kendileri bilimsel
okuryazar olabilirler. Fakat gorme engellilere okuma yazma Ogretilse bile kendilerinin
bilimsel okuryazar olmasi zordur.”

Gerekli sartlar saglanirsa farkliliklar ortadan kalkar:

Meltem: “Bilimsel okuryazarlkta istegin ¢ok 6nemli oldugunu diisiinlyorum, yani ikisi de
istekli olduktan sonra géren bireylerin daha avantajli olacaktir muhtemelen ama gérme
engelli 6grencilerinde bu acgigl kapatmamasi icin herhangi bir engelin oldugunu
dislinmiyorum.”

Kazim: “Gérme engellilerde saglam bir alt yapi olusturan aileleri, 6gretmenleri olmadi ise
ogrenmek istemeyen 6grencilerden farki yoktur. Birisinin gézii goérliyor ama anlamak
istemiyor, birisi ise kor ve 6grenmeye calisiyor. Emin olun gizel bir egitim verilirse kor
ogrenciler daha bilimsel okuryazar olabilirler.”
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Sireg icinde gorme yetersizligi olan bireyler dezavantajlidir:

Arif: “Gorme engelliler bilimsel okuryazar olamaz demek mimkin degil olabilirler tabi ki.
Sunu soyleyebilirim gérme engelli birey siirece dezavantajli olarak baslamaktadir ve sireci
dezavantajli bitirmektedirler.”

Sevgi: “Her ne yaparsak yapalim ikisinin esit seviyede 6grenmesi gic olur. O ylizden gérme
engelli birey 1 6grenirken normal birey belki 2 belki 3 kati 6grenecek bu ylizden gérme
engellilerin bilimsel okuryazar olmasi normal gorenlere kiyasla zordur.”

Gorme yetersizligi olan bireylerin bilimsel okuryazar olabilmesinde eksik durumlarin varlig:

Leyla: “Gorme engelli kisiler normal kisilerden bedensel olarak eksiktirler. Normal bir
bireyin bilimsel okuryazar olabilme olasiligi yuksekken onlarinki normal kisilere oranla
daha dusuk oldugu kaginilamaz.”

Cenk: “Gérme engelli bir arastirmaciyla normal bir arastirmacinin yapacagi aktiviteler farkh
olacaktir. Belki gayret agisindan ayni olabilir fakat bilim agisindan bilgiye ulasabilme
acisindan goérme engelli birey illaki zorlugu olacaktir. Bu zorluk engelli arkadasi
engelleyecektir. Bu agidan engelli olmayan bireylerin bilimsel okuryazar olmasi daha kolay
gibi gozliktyor.”

Nazh: “Gérme engelli bir 6grenci hayati anlamasi igin dncelikle dokunmasi gerekir. Fakat
goren 6grenci dokunmasina gerek kalmadan daha kolay cisimleri taniyabilir. G6rme engelli
birisi konuyu anlamasi igin birka¢ kez dinlemesi gerekir ve onu kavratacak bir seylere
dokunmasi gerekirken goren kisi bir kere dinlerken ayni anda konuyla ilgili video izlemesi,
egitim materyaline bakmasi onun konuyu kavramasina vesile olur. Bu anlattiklarima 6nem
verirsek sikintisiz bir kisi daha kolay bilimsel okuryazar olabilirken gérmeyen birinin
bilimsel okuryazar olmasi sektelere ugrar.”

Gorme engellilerin bilimsel okuryazar olmasi igin gerekli sartlarin ne oldugu ve bu sartlar saglanirsa
gorme engeli olmayan bireyler gibi bilimsel okuryazar olabilirlikleri hakkindaki 6gretmen egitimcilerinin
gorusleri Tablo 6’da sunulmustur.

Tablo 6.
Gorme vyetersizligi olan 6grencilerin bilimsel okuryazar olabilmesi icin gerekli sartlar ve bilimsel
okuryazar olabilirlikleri

Kategori Frekans

e  Farkli 6gretim yontem ve teknikler 1
e  Bilingli aile ve donanimli 6gretmen 2
e Bilgisayar teknolojileri 3
e  GOrme seviyesine uygun materyaller 4
e Altyapi 6
e (Cesaret ve glidiileme 6
e Dokunsal ve sesli 6gretim materyalleri 8
e  GoOrme yetersizligi olan bireyler bilimsel okuryazar olabilir, fakat 3

normal bireyler kadar degil
o  Gerekli sartlar saglanirsa gérme yetersizligi olan bireyler bilimsel

okuryazar olabilir” 7

Farkli 6gretim yontem ve tekniklerle ilgili gorusler:

Meltem: “Onlara olaylari hissettirebilecek drama gibi farkli 6gretim yontem ve tekniklere aktif
olarak yer verilmesi gorme engellilerin aktif olarak 6grenmesini saglayacaktir.”

Bilingli aile ve donanimh 6gretmen ile ilgili gorisler:
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Kazim: “Gizel, ilgili ve bilgili bir ailesi olmasi gerekir 6ncelikle. Akademik olarak bilingli, yontem
olarak dolgun bir 6gretmeninin olmasi gerekir.”

Gerekli bilgisayar teknolojilerinin saglanmasi gérme yetersizligi olan bireylerin bilimsel okuryazar
olmasi igin gerekli sarttir gorisiind savunan:

izzet: “Teknolojinin nimetlerinden vyararlanmak gerektigini diistiniiyorum. Mesela
distnebilir misiniz her kitabin elektronik ya da s6zli olarak sunan bir program var bu
gorme engellilerin diger baskin duyusu olan isitme ile pek cok seyi 6greneceginin bir
gostergesidir.”

Meltem: “Teknolojik Grinlerin kullanilmasi gérme engelli bireyin buna katilmasi onun
anlamasini arttiracaktir.”

Gorme seviyesine uygun materyaller ile ilgili gorusler:

Zeki: “Her ders icin materyaller gelistiriimeli ve tanimlamalarin yapilmasi icinde 6grencinin
gbrme seviyesine uygun olmali.”

izzet: “Go6z disinda hangi baskin duyu organi var ise o organlara hitap edecek materyallerin

gelistirilmesi gerekir.”

Nazh: “Her 6grencinin yapisina uygun materyaller belirlenmeli ki 6§renmeleri kolaylassin.”
Altyapinin saglanmasi ile ilgili gorusler:

Kazim: “Bilimsel okuryazarhg arttiracak zengin ve igerikli bir bilgi birikimi olugturulmahdir.”

Cenk: “Gorme engellilerin kendilerine goére siniflari olmasi gerekecek, engellerinin
kisithihklarini ortadan kaldiracak sartlar olmasi gerekir.”

Leyla: “Bilgisayar teknolojilerinin kullanimlarinin gérme engelliler icin yayginlastiriimasi,
6grenme altyapilarinin basite indirgenmesi, gerekli samimi ortamin saglanmasi ve gerekli
cesaretlendirmeler saglanirsa kesinlikle ve kesinlikle bilimsel okuryazar olurlar hatta
normal bir bireydeki bilimsel okuryazarliga erismeleri kaginilmaz olur.”

Cesaret ve glidiileme ile ilgili gorugler:
Leyla: “Her seyden 6nemlisi onlara yapabileceklerinin hissinin verilmesidir. Clnku bizim

toplumumuzda herkesin yapamayacagi belirli kitlelere uygun bir seymis gibi algi olusuyor.”

Nazli: “Onlarinda bilimsel okuryazar olabileceklerini ve gorme engelli olmanin o kadar kot
bir sey olmadigini asilamak ya da 6zgliveni saglamak gerekir.”

Gorme yetersizligi olan bireylerde bilimsel okuryazarlik sartinin saglanmasi icin gérme yetersizligi
olan bireylere dokunsal ve sesli 6gretim materyallerinin sunulmasi gerektigi ile ilgili gorisler:

Pelin: “Gérme engellilerin anlamalarini kolaylastiracak ara¢ ve geregler gelistirilerek,
gerekli bilgiye ulasabilecekleri maddi durumlar iyilestirilmesi gerekir. Kisacasi gozleri
olmayana goz olabilecek seyler saglanmali.”

Kazim: “Olaylari gérmeyenlere gorliyormus gibi anlatan yardimcilarin olmasi bilimsel
okuryazar olmalarini saglayabilir.”

Ogretmen egitimcilerinin belirtmis oldugu sartlarin saglanmasi durumunda gérme yetersizligi olan
bireylerin bilimsel okuryazar olmalari konusunda iki farkli kategori olusmustur. Ogretmen egitimcilerinin
biylk bir cogunlugu gerekli sartlar saglanirsa engeli olmayan bireyler kadar bilimsel okuryazar olabilirler
gorisiinl savunmaktadirlar:

Leyla: “Belirttigim sartlarin saglanmasi durumunda goérme engelliler bilimsel okuryazar
olurlar hatta normal bir bireydeki bilimsel okuryazarliga erismeleri kaginilmaz olur.”
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Kazim: “imkanlar saglanirsa suna eminim hayati anlamak istemeyen ve derslere
¢alismayan Ogrencilerden daha fazla bilimsel okuryazar olacaklardir. Hatta gayret
ederlerse eminim ki bilimsel okuryazarligi ileri safhalara ilerletebilirler.”

GoOrme yetersizligi olan bireyler bilimsel okuryazar olabilir, fakat normal bireyler kadar degil goriistinu
savunanlar:

Cenk: “Gorme engelli dedigimiz kisiler arasinda da bilimsel okuryazarliga ulasabilecek
potansiyele sahip bireyler vardir. Onii acgildigi takdirde &nii acilabilir fakat bunun citasi
diistk olabilir, normal kisiler kadar bilimsel okuryazar olamazlar.”

izzet: “Gérme engellilerin egitimlerine &nem verirsek ve gerekli sartlar saglarsak géren
insanlar kadar olmasa da bilimsel okuryazarliga ulasabileceklerini distiniiyorum.”

Sonug ve Tartisma

Alanyazin taramasinda goérme yetersizligi olan bireylere yonelik bilimsel okuryazarlik ¢alismalarinin
olmadig gérilmektedir. Yapilan calismada gérme yetersizligi olan bireylerin bilimsel okuryazar olabilirligi
hakkinda 6gretmen egitimcilerinin gorisleri bulunmamaktadir. Ogretmen egitimcilerinin bilimsel
okuryazarlik hakkindaki gorusleri bilimsel okuryazar &gretmenlerin yetistirilmesi agisindan oldukga
onemlidir.

Arastirmaya dahil olan 6gretmen egitimcilerinin hepsi bilimsel okuryazarlik hakkinda bilgi sahibidir.
Fakat bilgi duzeyleri farklihk géstermektedir. “Bilimsel okuryazarlik nedir?” diye soruldugunda 6gretmen
egitimcilerinden alinan cevaplar Yasar (2009)'in bilimsel okuryazarlk icin yapmis oldugu “Dogal ve
toplumsal ¢evrede olup bitenlere karsi daha duyarli tutum ve davranislar sergilemek; glinlik yasamda
karsilastiklari sorunlara yonelik somut ve akilci ¢6ziim yollari 6nermek; bilgiye daha hizli ulasabilmek,
yeni bilgiler Gretebilmek, ¢cagdas teknolojileri etkili ve verimli kullanabilmek, yeni sistem ve teknolojiler
gelistirebilmektir.” (s.155) tanimini tamamlar niteliktedir. Yapilan calismada 6gretmen egitimcisi olan
Sevgi, okuryazarlikla bilimsel okuryazarligin ayni sey oldugunu ifade etmektedir. Halbuki okuryazarligin
bilimsel okuryazarligin olmazsa olmazlarindan olmadig (Bybee, 1997) ve bilimsel okuryazarligi
destekledigi bilinmektedir (Oztiirk ve Giinel, 2015).

Bir bireyin bilimsel okuryazarlik diizeyine gelebilmesi icin gerekli becerilere sahip olmasi gerekir.
Calismada bilimsel okuryazarlk icin altyapi ve 6n kosul bilgiler, bilimsel bilgi sistematigi, okudugunu
anlama ve hayatla anlamlandirmak gibi becerilerin elde edilmesi gerektigi sonucu ¢ikmistir. Bu durum,
Stiren (2008)’in galismasinin sonucu olan bireyin bilimsel okuryazar olabilmesi igin bilgi ve bilim iliskisini
bilmesi, bilimi yorumlayabilmesi, bilgileri glinlik hayatinda kullanabilmesi, bilimsel siire¢ becerilerine ve
bilimsel diisinme becerisine sahip olmasi gerektigini destekler niteliktedir.

Calismada bilimsel okuryazarlikta yas sinirinin olmadigi, bilimsel okuryazarlik i¢in alt yapinin olmasi
gerektigi ve bu alt yapinin kiglk yaslarda baslamasi gerektigi diisiincesi 6n plana ¢ikmaktadir. Holt
(1991), 2-6 yas araligindaki cocuklar bir bilim adami kadar merakli olan ¢ocuklardir. Yani bilimsel
okuryazarligin gerekliligi olan arastirma, 6grenme ve yeni seyler yaratma sartlarini yerine getirmeye
isteklidirler. Bilimsel okuryazarlik kigik yaslarda baslayip birikimli olarak artmaktadir. Diger bir deyisle,
erken yasta bireylere asilanmis bilimsel okuryazarlk, bireylerin ufkuna genislettiginden gelecekteki
yasamlari igin firsat saglayacaktir (Kaya, Bahceci ve Altuk, 2012). Bilimsel okuryazarlik yas siniri ile ilgili
olarak ¢alismamizda sunulan goérusler alanyazini destekler niteliktedir.

Ogretmen egitimcilerinin 7’si 6n kosul 6grenmesi olan bireyler engel ve meslek tiirleri &nemli
olmaksizin her bireyin bilimsel okuryazar olabilecegi diisiincesindedirler. Fakat bilimsel okuryazarlik igin
o6n kosul 6grenmeler ne kadar saglanirsa saglansin meslekler ve engel tiirlerine gore bilimsel okuryazarlk
seviyelerinin farklilik gdsterebilecegi diisiincesi savunulmustur. Her birey bilimsel okuryazar olabilir fakat
ayni seviyede bilimsel okuryazar olamayabilir. Buna bagli olarak gorme yetersizligi olan bireyin bilimsel
okuryazarligi ile yetersizligi olmayan bireyin bilimsel okuryazarhig farkh olabilir. Boyle bir durumda
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bireylerin bilimsel okuryazar olmalari igin ayni dizeyde bilgi ve becerilere sahip olmasi
gerekmemektedir, 6grendikleri bilgileri gunlik yasaminda kullanabilmesi ve bilimsel konusmalara
katilabilecek diizeyde bilimle ilgili bilgiye sahip olmasi gerekmektedir (Shwartz, Ben-Zvi ve Hofstein,
2006).

Bireylere imkanlarin sunulmasiyla her bireyin bilimsel okuryazar olabilecegi gorlisii savunulmaktadir.
Screen (1988) bilimsel etkinlikler icin bireylere bilimsel sireg becerilerini gelistirici olanaklar sunulmasi
durumunda, bireylerin bilimsel sireg¢ becerilerini Ust dizeye ¢ikarabileceklerini belirtmektedir. Gorme
yetersizligi olan bireylere bilimsel siireclerle ilgili bilgi verilmesi durumunda goérme yetersizligi olan bir
bireyin bilimsel okuryazarlk seviyesinin arttirilabilecegi disliniimektedir. Ayrica gérme yetersizligine
sahip olan bireylerin bilimsel okuryazar olabilirligini saglamak ya da arttirmak igin altyapilarinin
saglanacagl dokunsal ve sesli materyallerin gelistirilmesi, bilgisayar teknolojilerinin olusturulmasi ve
farkh 6gretim yontem-tekniklerin uygulanmasi gerektigi calisma sonuglarina bagh olarak ¢ikmaktadir.
Bunlara ek olarak galismada 6gretmen egitimcilerinin belirttigi gibi gorme yetersizligi olan bireylerin
ozglivenlerinin saglanmasi icin onlara cesaret verici ve gudileyici durumlar olusturulmalidir. Ayrica
ailelerin bilinglendirilmesi ve donanimli 6gretmenlerin gorme engellilere egitim verilmesi gerektigi
gorusl ortaya cikmistir.

Alanyazinda (MEB, 2006; Screen, 1988; Turgut, 2007) her bireyin bilimsel okuryazar olabilecegi
belirtmektedir. Ogretmen egitimcilerinin belirtmis oldugu gérme vyetersizligi olan bireylerin bilimsel
okuryazar olabilmeleri icin gerekli olan sartlarin saglanmasi durumunda gérme engelli 6grencilerin
gorme engeli olmayan bireyler kadar bilimsel okuryazar olabilecekleri, hatta gerekli ¢cabayi gosterdikleri
slirece ayni seviyeye ulasabilecekleri gorislerinde yogunlasiimistir.

Bilimsel okuryazar bireyler yetistirebilmek icin éncelikle bilimsel okuryazarligin ve bilimsel okuryazar
olabilmenin gerekliliklerinin neler oldugunu bilen 6gretmenlere (Abd-El-Khalick ve Lederman, 2000;
Godek vd. 2015) ve 68retmen egitimcilerine ihtiyag¢ vardir. Clnk{ bir 6grenciyi 6gretmen, 6gretmenleri
ise 6gretmen egitimcileri yetistirmektedir. Yani bir 6grencinin bilimsel okuryazar olabilmesi igcin 6ncelikle
o6gretmen egitimcilerinin bilimsel okuryazarligin ne oldugunu bilerek bilimsel okuryazar olmalari ve buna
baglh olarak bilimsel okuryazar 6gretmenler yetistirmeleri gerekmektedir. Bilimsel okuryazarligin farkinda
olan Ogretmenler gbéren ya da gbérmeyen O6grenci ayrimi yapmaksizin bilimsel okuryazar bireyler
yetistirebilecekleri beklenir. Bu acidan degerlendirildiginde gérme yetersizligi olan bireyler icin de gerekli
bilimsel alt yapi saglandiginda bu bireylerin de edinmis olduklari bilimsel alt yapiyi dogal ve toplumsal
cevrelerinde kullanarak bilimsel okuryazar bireyler olmalarinin éniinde bir engel olmayacaktir.

Bilimsel okuryazar bireylerin artmasi ve gérme yetersizli§i olan bireylerin bilimsel okuryazarlik
farkindahklarini saglamak igin bilingli 6gretmenlere ihtiyag¢ vardir. Bir 6gretmenin bu konuda bilingliligi
ise 0gretmen egitimcileri ile Universite yillarinda saglanmalidir. Bunun icin 6gretmen egitimcilerine
akademik hayatlari sirecinde bilimsel okuryazarlik seminerleri verilmeli ya da lisanslstli derslerde
bilimsel okuryazarlik dersleri almalari saglanmalidir. Bilimsel okuryazarlik konusunda donanimli
6gretmen egitimcileri donanimli 6gretmenlerin yetismesini, donanimli 6gretmenler ise bilimsel
okuryazarlik konusunda donanimli 6grencilerin yetismesini saglayacaktir.

Gorme yetersizligi olan bireylerin bilimsel okuryazar olabilmeleri igin:
o Ogretimi etkili kilacak dokunsal ve sesli materyaller,

e Konulari, kavramlari ve olgularin anlasiilmasini  kolaylastiracak bilgisayar
teknolojileri,

* Gorme yetersizlik seviyelerinin farkhliklarina uygun 6gretim materyalleri,
¢ Bilimsel okuryazarlik konusunda bilingli aile ve donanimh 6gretmenler,

e Kendilerinin bilimsel okuryazar olabileceklerine inanmalari icin gidileme ve
cesaret,
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o Ogrenmelerini kolaylastirici farkli 8gretim yéntem ve teknikler

sunulmasi yararli olacaktir. Bu sayede gorme vyetersizligi olan bireylerin bilimsel okuryazarliklari igin
altyapi olusturulabilir ve bilimsel okuryazarliklar gelistirebilirler.

Bu calismanin kiigiik bir 6gretmen egitimcisinden olusan bir grubun goruslerini yansitiyor olmasi bir
sinirhlik olarak degerlendirilebilir. Ayrica gorisleri incelenen 6gretmen egitimcilerinin sadece birinin
gorme engelli bir 6grenci ile calisma deneyiminin olmasi durumu da bir sinirlilik olarak degerlendirilebilir.
Clnkt katilimcilarin gorisleri deneyime dayali olmaktan ziyade kuramsal bilgiye dayali gérisleridir. Bu
ylzden gorme engelli 6grencilerle galismis 6gretmen egitimcileri ile bu galismanin tekrarlanmasi bu
sinirliigi ortadan kaldiracaktir.
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Ek 1

Arastirma Sorusu: Gorme engelli 6grencilerin bilimsel okuryazarlklari hakkinda akademisyen gorisleri
nelerdir?

Universite:

GoOrlusme tarihi Baslangig ve Bitis zamani:
Gorusmeci:

Gorusilen kisinin akademik bolima:

Merhaba ben Levent Artvin Coruh Universitesinde Arastirma Gorevlisiyim. Gérme engelli 8grencilerin
bilimsel okuryazarlklari hakkinda akademisyen gérusleri Gizerine bir arastirma yapiyorum. Sizinle bilimsel
okuryazarlik, gérme engellilerin fen okur-yazarligi hakkinda konusmak istiyorum. Bu goériismede
amacim, hem akademisyenlerin bilimsel okuryazarlik hakkinda ki gorisleri, hem de akademisyenlerin
gorme engelli bireylerin bilimsel okuryazar olabilirligi hakkindaki dislincelerini gesitli boyutlarda agiga
cikarmaktir. Siz degerli akademisyenlerle gériisme yapmamin asil sebebi: Bilimsel okuryazar 6grenciyi
yetistiren 6gretmen adaylarini akademisyenlerin yetistirmesi dolayisiyla bilimsel okuryazarlik ile ilgili
calismalar yapilacaksa oncelikle akademisyen goruslerinin alinmasidir. Bilimsel konuda yeterlilikleri
arttinlmak istenen gérme engelli 6grencilerin bilimsel okuryazar olup olamamalariyla ilgili akademisyen
gorusleri, gérme engelliyi yetistiren bir 6gretmeni de yetistiren kisinin akademisyen oldugunu bildigim
icin, son derece 6nemlidir. Bu konuda sizin dlstincelerinizi 6grenmek istiyorum.

e Bana gorusme siiresince sodyleyeceklerinizin timi gizlidir. Arastirma sonuglari raporlastirilirken
kesinlikle gériismeci bireylerin isimleri verilmeyecektir.

e  GoOrusmeyi daha iyi analiz edebilmek icin izin verirseniz kaydetmek istiyorum.
e  Goriisme yaklasik 30- 45 dk arasi siirecegini diisiiniiyorum. izin verirseniz baslayabiliriz.
GORUSME SORULARI
Okuryazarlik deyince akliniza ne geliyor?
Sizce bilimsel okuryazarlik nedir?
Bilimsel okuryazar olabilmek igin gerekli sartlar var midir? Varsa bu sartlar nelerdir?

Sizce bilimsel okuryazarlkta yas siniri var midir?

i A W N R

Kimler bilimsel okuryazar olabilir?
e Universite agisindan?
o ilkokul, ortaokul, lise agisindan?
e  Meslek gruplari agisinda?
e  Ev hanimi bilimsel okuryazar olabilir mi?
e Engelliler bilimsel okuryazar olabilir mi?
Engelli 6grencilere egitim verdiniz mi?
Gorme engeli hakkinda ne biliyorsunuz?

Gorme engelli bir 6grenciyle normal bir 0Ogrenciyi bilimsel okuryazar olabilme agisindan
kiyaslayabilir misiniz?

9. Gorme engelli 6grencilerin normal 6grenciler gibi bilimsel okuryazar olabilmesi icin neler yapilmasi
gerekir?

e Gorme engelli 6grencilerin bilimsel okuryazar olabilmesi icin gerekli sartlar saglanirsa
bilimsel okuryazar olabilirler mi?
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Introduction

Research has detected that early childhood teachers face more adaptation problems in the early
years of their profession compared to the teachers in other fields (Oztiirk, 2008; Riojas-Cortez, Alanis, &
Flores, 2013). One of the main reasons for this is that theory is taught disjointedly from practice in the
early childhood teacher education programs (Ertiirk, Ozen-Altinkaynak, Veziroglu, & Erkan, 2014;
Kennedy & Heineke, 2014; National Association for the Education of Young Children [NAEYC], 2011).
Whereas one of the standards for teachers’ professional preparation in early childhood education claims
to encourage teacher candidates to connect theory, research and practice in early childhood teacher
education programs (NAEYC, 2009, 2011).

Universities have succeeded in connecting theory and practice thanks to qualified field experiences
(Cevher-Kalburan, 2014; Darling-Hammond, 2010; Tarman, 2012; Zeichner, 2006). For theory-practice
connection, some activities are offered such as doing methods courses in practice schools and teaching
practices (Zeichner & McDonald, 2011) and organizing block field experience with methods courses and
teaching practices (University of Delaware, 2015). However, many teacher candidates have experienced
dissonance between the teaching theory and practice in their field experiences, and they have had
negative feelings toward teaching (Rose & Rogers, 2012; Wilson, Floden, & Ferrini-Mundy, 2001).

Gllmez-Dag (2012) indicates that the major problem with early childhood preservice teacher
education in Turkey is putting too much emphasis on theory in the courses and field experiences. To
illustrate, early childhood teachers state in Ertlrk et al.’s study (2014) that throughout their preservice
education they could practice sufficiently in teaching literacy, but that they do not have enough
opportunities to practice in teaching science, teaching games, classroom management and family
participation. Kadim (2012) also relates early childhood teachers’ lower sense of teaching efficacy in
teaching games to lack of practices during their preservice education.

In the last two decades, two reforms were made regarding theory-practice connection in early
childhood preservice teacher education programs in Turkey. Within the first reform, three practice
courses were added to the program in 1998 on the grounds of “limited emphasis on practice” (MEB,
1998); practice courses were initiated in the first year of the program and practice hours were also
added to methods courses. Practice courses in this program were as follows: School Experience 1 (3
credits), School Experience 2 (3 credits) and Teaching Practice (5 credits). Since 2006, when the second
reform was made, practice courses have been as follows: School Experience (3 credits), Teaching
Practice 1 (5 credits) and Teaching Practice 2 (5 credits). The number of hours of the practice courses in
this program has been increased, but these courses start at a later stage of the program, in the third
grade. Moreover, a cooperation protocol was signed in 1998 between (Higher Education Council and
Ministry of National Education about the coordination of practice courses (MEB, 1998) and that protocol
is still valid. Even though studies are carried out with the purpose of enhancing the connection between
theory and practice in some courses or in the whole program of early childhood teacher education in
Turkey (e.g., Isikoglu, 2008; Ozcan, 2013), there is still a need for further studies on this issue.

The central 4-year- early childhood teacher education program of YOK (2006) has been implemented
in the university where present study was carried out. Teacher candidates need to succeed in 59 courses
(240 ECTS) in order to graduate from this program. Of all the courses in the program, a total of 131
hours are theoretical while 38 hours are for practice. In the practice hours of the courses, School
Experience, Teaching Practice 1 and Teaching Practice 2; teacher candidates gain experiences in a state
kindergarten. However, in the methods courses which involve practice, microteachings are carried out in
the university campus instead of practice schools. As Glilmez-Dag (2012) also states, the influence of
microteachings is quite limited when they are not done in real learning environments.

Pre-service teachers’ strong sense of teaching efficacy has significant effect on reducing their
expectations of reality shock (Kim & Cho, 2014). Bandura, Adams, and Beyer (1977) also put forward
that sense of teaching efficacy is the precursor of the performance in different tasks. In their meta-
analysis of 43 studies, Klassen and Tze (2014) found out that the biggest effect on teaching

244



Giilsen UNVER — Gukurova Universitesi Egitim Fakiiltesi Dergisi, 45(2), 2016, 243-264

performance, which was also evaluated in the analysis, was of sense of efficacy. Teachers with a high
sense of efficacy level put more effort in teaching and the goals they set; and also they have higher
aspiration in teaching (Tschannen-Moran & Hoy, 2001). They can implement appropriate teaching and
motivating techniques for all students even for the ones with high needs and they can support their
students’ sense of efficacy (Bandura, 1997).

People’s sense of efficacy is developed in four different ways which are mastery experience; social
modelling; social persuasion; and reducing anxiety and depression, building physical strength and
stamina (Bandura, 1977, 2012). However, Bandura et al., (1977) reveal that mastery experience is a
stronger factor on sense of efficacy than vicarious experience. Indeed, research shows that the mastery
experience is one of the most significant variables for early childhood teacher candidates’ sense of
efficacy (Cobanoglu, 2011; Goddard, Hoy, & Hoy, 2004; Martins, Costa, & Onofre, 2014; Seo & Moon,
2013; Tschannen-Moran & Hoy, 2007). Field experiences enable mastery experiences for teacher
candidates. Hence, some researchers declare that early childhood teacher candidates’ sense of efficacy
is increased by teaching practices in authentic settings (e.g., Giallousi, Tselfesa & Gialamasa, 2014; Seo &
Moon, 2013).

Social modelling theory tells us that observers may aspire and believe in their own capabilities when
they observe the others’ reactions to the same situations (Bandura, 2012). In field experiences, teacher
candidates observe and discuss teaching performances of cooperating teachers and their peers (Ozcan,
2013; Zeichner & McDonald, 2011). They decide on modelling after cognition process (Bandura, 1977,
Goddard et al., 2004) about the others’ reactions and their own capabilities.

Social support also contributes significantly to teacher candidates’ sense of efficacy (Bandura, 2012;
Tschannen-Moran & Hoy, 2007). Moulding, Stewart, and Dunmeyer (2014) reveal that pre-service
teachers’ perception of support during field experiences has a noteworthy moderate correlation to their
sense of teaching efficacy scores. A positive correlation between early childhood teacher candidates’
positive professional experiences and their sense of teaching efficacy has also been found out in the
studies of Aydilek-Ciftci, Ozgun, & Erden (2011). University teachers and cooperating teachers give
teacher candidates positive feedback and persuade them that their performance is satisfying and they
will progressively get better. Hereby, teacher candidates have positive feelings about their teaching
performance. Besides, gaining mastery experiences in field experiences provides teacher candidates
with opportunities to learn how to cope with teaching stress (Bandura, 1977).

Early childhood teacher candidates’ sense of teaching efficacy has been stated as high in many
studies (e.g., Gultekin, 2006; Seo & Moon, 2013; Tepe, 2011; Wertheim & Leyser, 2002). On the other
hand, early childhood teacher candidates’ sense of teaching efficacy has been notified as lower
compared to other fields of teaching (Demirtas, Cdmert, & Ozer, 2011; Wertheim & Leyser, 2002).

Bandura (2012) states that sense of efficacy influences human affects. Therefore, it can be asserted
that there is also a reciprocal influence between sense of teaching efficacy and attitude toward
teaching. For example, Er (2009) suggests that attitude toward teaching could be used to predict the
sense of teaching efficacy at a reasonable rate. In addition, Demirtas et al. (2011) find out that there is a
positive but low-level relationship between sense of teaching efficacy and attitude.

Teacher candidates’ attitudes toward teaching may well be influenced by their experiences during
field experiences. For example, teacher candidates in Alakus’s study (2005) state that School Experience
course has helped them adopt to teaching as a profession. However, as early childhood teacher
education programs lack of practice, teacher candidates have negative attitudes toward teaching
(Halmatov, Celik, & Kirmizisac, 2014).

Results of the survey reveal that early childhood teacher candidates’ attitudes toward teaching as a
profession are mostly positive (e.g., Gultekin, 2006; Tungeli, 2013). Moreover, early childhood teacher
candidates’ attitudes toward teaching are mostly positive compared to teachers of other fields (e.g.,
Caglar, 2013; Kesen & Polat, 2014).
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Consequently, theoretical bases indicate that connecting theory and practice is an effective variable
on sense of teaching efficacy and attitude toward teaching. In present small-scale, quasi-experimental
study, we aimed to enhance teacher candidates’ sense of teaching efficacy and their attitudes toward
teaching thanks to theory-practice connection in the early childhood pre-service teacher education
program in a state university in Turkey. In line with the theoretical bases, we hypothesized as follows: 1)
There is a significant difference between the sense of teaching efficacy of experimental group and
control group. 2) There is a significant difference between the attitude toward teaching as a profession
of experimental group and control group.

Method

It was not possible to randomize teacher candidates into experimental and control groups within the
scope of the present study since they had already been grouped for the courses and field experiences.
Therefore, we applied non-equivalent control group design (Gay, Mills, & Airasian, 2009; Johnson &
Christensen, 2004).

Participants

We used convenience sampling method in order for the instructors to work easily in coordination
and to mentor teacher candidates (Gay et al., 2009). Thus, the participants of the study were junior
students studying early childhood teaching as an undergraduate program in a state university, who took
the courses of School Experience, Teaching Methods for Science, and Teaching Methods for Physical and
Playing in the fall semester of 2014-2015. Sense of Teaching Efficacy Scale as both pre-test and post-test
was voluntarily completed by twenty-three out of thirty-five teacher candidates in the experimental
group and by seventeen out of thirty-five teacher candidates in control group; Attitude toward Teaching
Scale was completed by twenty-three out of thirty-five teacher candidates in the experimental group
and by sixteen out of thirty-five in control group. Of the five instructors participating in the study, two
taught School Experience to control group and one, the researcher, taught it to experimental group. The
other two instructors taught Teaching Methods for Science and Teaching Methods for Physical and
Playing to both experimental and control group.

Instruments

In order to collect data regarding the first hypothesis (There is a significant difference between the
sense of teaching efficacy of experimental group and control group), we used “Sense of Teaching
Efficacy Scale” prepared by Tepe (2011). There are 37 items in the five-point Likert-scale which
responses vary from “totally disagree” to “totally agree”. Tepe (2011) carried out validity and reliability
analysis of the scale with 862 early childhood teacher candidates in Turkey. As a result of the
exploratory factor analysis, Tepe concludes that the scale could be applied as single factor because of
explaining 45.78% of total variance in the data. Factor loads of the items in the scale are between .55
and .74. According to the results of the confirmatory factor analysis, the comparative fit index (CFl) is
.95, normed fit index (NFI) is 0.93, and the root mean square error of approximation (RMSEA) is .05
(Tepe, 2011). Those values show a good fit between the model and the observed data (Schreiber, Nora,
Stage, Barlow, & King, 2006). Moreover, Cronbach’s alpha coefficient of the scale is very high (.97).

We collected the data for the second hypothesis (There is a significant difference between the
attitude toward teaching as a profession of experimental group and control group) with the scale
“Attitude toward Teaching as a Profession” developed by Unver, Biimen, and Basbay (2008). There are
20 items in five-point Likert-scale which consists of responses from “totally disagree” to “totally agree”.
This scale was applied to 177 teacher candidates and as a result of the exploratory factor analysis, the
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scale is single factor because of explaining 47.85% of total variance. Factor loads of the items in the scale
are between .60 and .79. Furthermore, Cronbach’s alpha coefficient of the scale is high (.93).

Procedure

Department of Early Childhood Education at the university where the present study was conducted
had already applied a guide for School Experience course for two years. In the study, experimental
group and control group mainly used this guide. That’s why some activities were applied in similar ways
by teacher candidates in both groups (see Table 1). In line with the guide, experimental and control
groups got prepared for the observations in the first two weeks of the semester. Between the third and
eighth weeks, teacher candidates observed teacher behaviors, student profiles, teaching activities,
physical conditions in the practice school. Between the ninth and thirteenth weeks, they prepared a
daily plan, either individually or in small groups, and applied that plan to the class they observed. In both
groups, teacher candidates prepared daily plans one or two weeks before the application day and
instructors gave feedback to the candidates on their plans. However, there were some differences
between experimental group and control group in four aspects (see Table 1):

(1) The main principle of the field experiences in experimental group was to enable teacher
candidates to connect theory and practice. The instructors in control group also gave
importance to practice, but they intentionally did not adopt theory-practice connection as a
principle.

(2) In School Experience course, teacher candidates in experimental group filled in structured
observation logs. On these logs there were subtopics for the related week’s topic of
observation. Before going for the observation, teacher candidates wrote what they would be
observing in the practice school theoretically regarding the subtopics. They also discussed their
ideas in the seminar before the observation. On the observation day, teacher candidates wrote
on the observation logs about their observations, their comments on the differences between
what was expected theoretically and what they observed. Teacher candidates in control group
wrote a report on their observations at the end of the six-week period. The points to consider
during observations were stated in the guide. The main difference between control group and
experimental group during this process was that the former made observations from different
aspects in the same period and that observation instructions in the guide were less structured
than observation logs.

(3) In experimental group, we integrated the methods courses (Teaching Methods for Science, and
Teaching Methods for Physical and Playing) syllabi with the syllabus of School Experience
course. Teacher candidates worked with the same peers in groups of one to three in all three
courses. For instance, in Teaching Methods for Science course, teacher candidates learned the
theories of teaching methods of science in early childhood education, in School Experience
course they observed teaching activities for science in kindergartens and in both Teaching
Methods for Science and School Experience courses they discussed the similarities and
differences between the theory and practice about that subject. At the end of the observation
weeks, the instructors shared their previous studies with each other and they discussed the
teaching or reflection activities in the following weeks. Teacher candidates planned some
activities for each methods course, they did microteachings with their classmates and they got
some feedback from their instructors and peers. Then, they integrated those activities into
their daily plans in School Experience course. After they tried to apply their plans in practice
schools, they discussed field experiences for connecting theory with practice in School
Experience and methods courses. In control group there was no collaboration among the
instructors of School Experience and the methods courses.
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(4) In experimental group seminars, we discussed before and after practices what teacher
candidates wrote on their observation logs. Teacher candidates wrote reflective journals
individually after their practices. Teacher candidates were asked to relate their views to
theories in their journals. Besides, we held seminars for experimental group in groups of 8 to
10. In this way, teacher candidates had an opportunity to examine their classmates’ daily plans
and materials, listen to their observation outcomes and instructors’ feedback on their plans and
on their behaviors during practices. The fact that seminars were held on weekly basis is another
point that made experimental group different from control group. Thereby, teacher candidates
had a chance to give and get feedback more regularly and continuously. In control group, on
the other hand, feedbacks on plans and practice were given to small groups of 1 to 2. In other
words, seminars were not held regularly every week. Teacher candidates got feedback on their
observations only when they asked questions about it.

Table 1.

Summary of Procedure of the Present Study

Characteristics of the field experiences In experimental group In control group
Connecting theory and practice Exactly Not exactly
Number of the teacher candidates in a 1-3 1-2
kindergarten class
Duration of observation in practice school Six weeks (24 hours) Six weeks (24 hours)
Conducting observation logs Yes No
Practicing in authentic settings Yes Yes
Duration of the practice Five weeks (20 hours) Five weeks (20 hours)
Preparing daily plans for practices Yes Yes
Collaboration between the field experiences Yes No
and methods courses
Seminars Regularly Not regularly
Reflection on observations and practices More systematically Less systematically

In big groups (n= 8-9) In small groups (n=1-2)

Data Analysis

We administered Analysis of Covariance (ANCOVA) to analyze data. Pre-test data of Sense of
Teaching Efficacy (Kurtosis = -.881) and Attitude toward Teaching as a Profession (Kurtosis = -.845) met
the assumption of normal distribution (Tabachnick & Fidell, 2013). In Levene’s test, there was not a
significant difference between the pre-test scores of sense of teaching efficacy (F(35=.056, p= .815) and
between the pre-test scores of attitude toward teaching as a profession (Fz7 = 3.711, p = .062). In that
case ANCOVA is suggested to be administered (Johnson & Christensen, 2004).

Result

As seen in the Table 2, results of ANCOVA indicates that there is not a significant difference between
the experimental and control groups’ pre-test and post-test scores of the sense of teaching efficacy after
controlling for attitude toward teaching pre-test scores. Pre-test scores of sense of teaching efficacy and
group interaction does not affect significantly on post-test scores of sense of teaching efficacy (F(1 3=
2.819, p= .10). Besides, means for experimental group (119.17) and for control group (124.13) is quite
low when teacher candidates’ sense of teaching efficacy are compared to the maximum total score
(185) that could be obtained from the scale.
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Table 2.

Analysis of Covariance for Sense of Teaching Efficacy

Type Il
Source of Variation Sum of Mean

Squares  df  Square F p n’
Sense of teaching efficacy pre-test 2.699 1 2.699 .023 .881 .001
Sense of teaching efficacy pre-test * Group  332.430 1 332430 2.819 .102 .073
Error 4245.28 36 117.923

Table 3 demonstrates there is a significant difference between the experimental and control groups’
pre-test and post-test scores of the attitude toward teaching after controlling for sense of teaching
efficacy pre-test scores. Also, pre-test scores of attitude toward teaching and group interaction has
significant effect on post-test scores of attitude toward teaching with a medium effect size F(;.3) = 4.617,
p< .05, r]2=.11 (Green et al., 2000). However, means of attitudes toward teaching for experimental group
(67.87) and for control group (65.63) is lower than the maximum total score (100) that could be
obtained from the attitude scale.

Table 3.

Analysis of Covariance for Attitude toward Teaching

Source of Variation Type 1l Mean
Sum of Squares  df Square F p nz
Attitude pre-test 6.769 1 6.769 377 .543 .010
Attitude pre-test * Group  82.832 1 82.832 4.617 .038 114
Error 645.798 36 17.939
Discussion

It can be concluded from the study that connecting theory and practice has not a significant effect on
teacher candidates’ sense of teaching efficacy. This result support the Atay’s (2007) result that the
teacher candidates’ sense of teaching efficacy decreases from the beginning of the teaching practice to
end of. However, the result is not compatible with the statement that mastery experiences increase the
sense of teaching efficacy (Bandura et al., 1977; Giallousi et al., 2014; Goddard et al., 2004; Martins et
al.,, 2014; Seo & Moon, 2013; Tschannen-Moran & Hoy, 2007). For instance, Bandura (1977) explains
that there are hard evidences in literature concerning the statement that “sources for sense of teaching
efficacy affect self-efficacy”. But treatment of this study has some imperfections for increasing the sense
of teaching efficacy scores of teacher candidates. In fact, the instructors of the experimental group
discussed on these imperfections in division meeting. The weaknesses of the treatment are discussed
following.

The other result of the study is that teacher candidates who have had some experiences for
connecting theory and practice have higher levels of attitudes toward teaching as a profession than
those of control group at a statistically significant level. Hence, the second hypothesis of the study has
been supported. According to Bandura (1977), there are no findings in literature as valid as sense of
teaching efficacy related to the effects of resources such as mastery experiences and social persuasion
on attitude. The present study offers a proof with regard to the statement that mastery experiences are
effective for teacher candidates to develop positive attitudes toward teaching. However, it is still
essential for teacher candidates in experimental group that their attitudes toward teaching be
enhanced. For instance, Engin and Kog (2014) found out that there is a need to enhance early childhood
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teacher candidates’ attitudes toward teaching. The fact that neither scale in the study could reach
means close to the maximum score may be related to short-term application of the treatment.

Strengths of Treatment

As can be seen in Table 1, some activities that could affect theory-practice connection were carried
out in control group as well. In other words, there were activities regarding theory-practice connection
within the already existing program of the faculty of education where the present study was conducted.
In fact, for any field experience teacher candidates had a chance to make a connection between theory
and practice. However, the fact that activities regarding theory-practice connection in experimental
group were performed in a more planned, regular and systematic way enabled to get significant
difference related to attitude toward teaching with control group. Strengths of the treatment are
discussed below.

First of all, it’s important that theory-practice connection be adopted as a principle in treatment
because principles are the starting points for educational studies.

Second, teacher candidates made more structured observations in the practice school. Wilson et al.
(2001) also report that teacher candidates learn more in well-structured field experiences. As in the
experimental group of the present study, teacher candidates’ observations of a specific topic rather than
observing more than one topic concurrently could enable them to reach more detailed outcomes of
observations. Researching and writing theoretical information for observation logs before the
observation might have helped teacher candidates to remember what they had learned previously, to
observe more regularly and to analyse the outcomes of the observations more accurately because in
that case teacher candidates could observe a specific topic in practice school on that day, be conscious
of what was necessary and how things had to be.

Third, in terms of theory-practice connection and curriculum alignment it is advantageous that
treatment coordination be established between field experiences and methods courses that are taught
in the same semester. Hence, in division meeting at the end of the semester, the instructor of Teaching
Methods for Science expressed that “Collaboration method has enabled me to see that the methods |
taught in class are applicable in real life, besides it has widened the scope of the course and my horizon
on teacher education”. As stated before, the practices in methods courses in the institution where the
study was carried out are limited to microteachings in the university campus whereas doing methods
courses in real school environments is a factor that promotes theory-practice connection (Cunningham,
2014; Hart, 2006). Furthermore, if teacher candidates take coursework concurrently with fieldwork, they
can make more connections between the theories they have learned in the courses and practice
(Allsopp, DeMarie, Alvarez-McHatton, & Doone, 2006; Darling-Hammond, 2006).

Fourth, for treatment, instructors volunteered to collaborate between methods courses and field
experiences. This is important for research context because amendments in early childhood teacher
education programs in Turkey are made mostly centrally. Faculty executives generally wait for
amendments in the program to be made centrally and they hesitate to make amendments in the
program as an institution. Treatment of the present study gives instructors a chance to collaborate for
theory-practice connection regardless of central amendments in the program and of executive support.
Besides, if the executives are open and eager to try teacher education models adopting theory-practice
connection, quality of teacher education could increase.

Fifth, reflection is strength of the treatment. As NAEYC (2009) reports, reflective field experiences
are important variables for quality of teacher education programs. In literature, reflective field
experiences in the treatment are also regarded as influential on theory-practice connection (e.g.,
Giallousi et al., 2014; Oztiirk, 2008; Recchia & Beck, 2014). To illustrate, according to Martins et al.
(2014), teacher candidates can gain more mastery experiences by getting feedback for their plans.
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Last but not least strength of the treatment is that it is quite cost-effective. In most universities in
Turkey, those who work in the practice schools are paid only for School Experience and Teaching
Practice in line with the requirements of Faculty-School Cooperation Protocol (MEB, 1998). Universities
have to afford extra expenses if they make another deal for methods courses; whereas, in treatment the
syllabi of methods courses are integrated with School Experience course and it does not charge
incremental expense to the university, nor does it cause extra workload for the practice school.

Weaknesses of Treatment

First of all, lying heavily on teacher skills on observation logs used in the treatment can be regarded
as one of the weaknesses of the treatment. Teacher candidates concentrated more on what activities
their cooperating teachers conducted, what materials they used and how they dealt with classroom
management since they were going to practice on their own after their six-week observations. This
situation contradicts with Dewey’s (1927) suggestion that “Observation should at first be conducted
psychological rather than from the ‘practical’ standpoint (p. 18-19)”.

Second weakness of the treatment is on timing observation and reflection. Debriefing immediately
after observations and practices facilitates connecting theory and practice (Allsopp et al., 2006). Teacher
candidates in experimental group had a chance to discuss their writings observation logs and reflective
journals as a group with the instructors in the following week’s course. Therefore, they could not debrief
immediately about their observations and teaching performances after their practices. On the other
hand, teacher candidates’ firstly thinking over their observations and practices individually saved time
since it helped them to reflect individually and talk about well-organized thoughts in discussions during
the seminars.

Third, seminar hours of School Experience course were not sufficient for connecting theory and
practice and reflections which was also handled in the study conducted by Seger, Celikdz, and Kayili
(2010). Therefore, in experimental group, instructor and teacher candidates had to allocate time out of
seminars as well. Connecting theory and practice is a multifaceted and difficult cognitive process that
requires theoretical insight. Thus, seminar hours need to be increased in order for teacher candidates to
adopt this cognitive process and advance.

Last, doing reflection activities independently in each course where there is collaboration is also a
weakness of the treatment. Even if the instructors of these courses shared experiences out of classes,
there was a limitation in reflections in terms of coherence since they did not attend each other’s classes.
Hence, in the division meeting, instructors suggested that they meet more frequently in the following
years and that the instructors of methods courses join the activities in practice school.

Limitations

Despite carried out with the collaboration of three instructors and a small group of teacher
candidates, the generalizability of the study is limited. The fact that the treatment was carried out only
in one semester is not sufficient to reach a conclusion that such a treatment would be effective on the
whole program of early childhood preservice teacher education. In addition, the treatment lacks data
regarding the applicability of it with other courses in the program such as classroom management
because School Experience course within the program is integrated with only two methods courses in
the same semester.
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Conclusion

Results of the study proved that connecting theory and practice is effective in developing teacher
candidates’ attitudes toward teaching as a profession but is not effective in enhancing their sense of
teaching efficacy. Nevertheless, post-test scores of the participants’ sense of teaching efficacy and their
attitudes toward teaching are not still high enough. Application of connecting theory and practice in the
whole program of preservice teacher education may promote teacher candidates’ development in terms
of these two dependent variables.

The treatment of the study has some strength such as being theory-practice oriented; coordination
between thoroughly structured school observations, practices and methods courses; collaboration
among instructors; reflective field experiences; and being cost-efficient. The weaknesses of the
treatment; on the other hand, are putting emphasis on teaching skills rather than affective gains in
observations; discussions about practice studies not being made immediately after practices;
insufficiency of seminar hours; and reflections being independent of each other in School Experience
and Methods courses. Teacher educators could make use of these implications in the process of
designing and evaluating their programs.

The treatment can be applicable no matter how long the period of teacher education is and
whatever courses are in the program. Thus, teacher educators working under different circumstances
may well try this treatment in line with their working conditions and they may improve it. Testing
applicability and efficiency of the treatment in the whole program could contribute considerably to the
literature of teacher education. Moreover, the effect of the treatment on different dependent variables
such as teaching performances of teacher candidates, their reflective thinking skills and their success in
national proficiency exams may well be studied.
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Tiirkge Siirimui

Girig

Arastirmalar erken c¢ocukluk egitimi 6gretmenlerinin meslege basladiklari ilk vyillarda, diger
dgretmenlere gére daha fazla uyum sorunu yasadiklarini géstermektedir (Oztiirk, 2008; Riojas-Cortez,
Alanis, & Flores, 2013). Bu sorunun en 6énemli nedenlerinden biri 6gretmen adaylarinin uygulamadan
kopuk bir bicimde hizmet dncesi egitim gérmeleridir (Ertiirk, Ozen-Altinkaynak, Veziroglu, & Erkan, 2014;
Kennedy & Heineke, 2014; National Association for the Education of Young Children [NAEYC], 2011).
Oysa erken cocukluk egitimi 6gretmenlerini meslege hazirlama standartlarindan biri; 6gretmen
adaylarinin kuram, uygulama ve arastirma baglantisi kurmalaridir (NAEYC, 2009, 2011).

Universiteler hizmet 6ncesi dgretmen egitiminde kuram-uygulama baglantisini nitelikli 6gretmenlik
uygulamalari sayesinde gergeklestirmektedir (Cevher-Kalburan, 2014; Darling-Hammond, 2010; Tarman,
2012; Zeichner, 2006). Kuram-uygulama baglantisi icin 6gretim yontemleriyle ilgili derslerin uygulama
okulunda yapilmasi (Zeichner & McDonald, 2011) ve 6gretmenlik uygulamalari ile 6gretim yontemleri
derslerinin birlikte bloklar halinde yiratilmesi (University of Delaware, 2015) gibi etkinlikler
yapilmaktadir. Bu tlr calismalara ragmen, 6gretmen adaylari 6gretmenlik uygulamalarinda kuram ve
uygulama baglantisi kurmada sorunlar yasamaktadirlar. Bu durum onlarin 6gretmenlige yonelik olumsuz
duygular olusturmalarina neden olabilmektedir (Rose & Rogers, 2012; Wilson, Floden, & Ferrini-Mundy,
2001).

Gllmez-Dag (2012) Turkiye'deki erken gcocukluk hizmet 6ncesi 6gretmen egitimi programinin en
blylk sorununu; derslerde ve okul uygulamalarinda kurama agirlik verilmesi olarak saptamistir. Ertiirk
vd.’nin (2014) calismasinda erken cocukluk dénemi 6gretmenleri hizmet 6ncesi egitimleri sirasinda dil
ogretimi icin yeterli uygulama yapabildiklerini ancak fen 6gretimi, oyun 6gretimi, sinif yonetimi ve aile
katilimina iliskin yeterli uygulama yapma olanagi bulamadiklarini belirtmislerdir. Kadim (2012) de erken
cocukluk 6gretmenlerinin oyun 6gretimi yeterlik algilarinin diisiik olmasini hizmet dncesindeki uygulama
¢alismalarinin yetersizligine baglamaktadir.

Tirkiye’de son yirmi yilda erken cocukluk hizmet Oncesi 6gretmen egitimi programinda kuram
uygulama baglantisini ilgilendiren iki “reform” yapilmistir. Bunlardan ilkinde, 1998 yilinda “6gretmenlik
uygulamalarina yeterince agirlik veriimemesi” (MEB, 1998) gibi gerekgelerle programa li¢ uygulama dersi
konulmustur; uygulamalar programin ilk yilinda baslatilmistir ve 6gretim yontemileriyle ilgili derslere de
uygulama saatleri eklenmistir. Bu programdaki uygulama dersleri “Okul Deneyimi 1” (3 kredi), “Okul
Deneyimi 2” (3 kredi) ve “Ogretmenlik Uygulamasi” (5 kredi) seklindedir. ikinci reform galismasinin
yapildigi 2006 yilindan beri uygulanan programda uygulama dersleri “Okul Deneyimi” (3 kredi),
“Ogretmenlik Uygulamasi 1” (5 kredi) ve “Ogretmenlik Uygulamasi 2” (5 kredi) seklindedir. Bu
programda uygulama derslerinin saati arttirilmistir. Fakat uygulama dersleri geg, Uglncl sinifta
baslamaktadir. Ayrica, 1998 yilinda YOK ile MEB arasinda uygulama derslerinin koordinasyonu igin halen
gecerli olan bir isbirligi protokoll imzalanmistir (MEB, 1998). Tirkiye’de erken cocukluk 6gretmen
egitimi programinin timiinde ya da bazi derslerinde kuram-uygulama baglantisini gelistirmek amaciyla
bazi calismalar yiritilmesine (6r., Isikoglu, 2008; Ozcan, 2013) ragmen, bu konuda yeni calismalara
ihtiya¢ oldugu dusiinilmektedir.

Bu calismanin yapildigi Universitede de YOK (2006) tarafindan hazirlanan merkezi program
uygulanmaktadir. Programdan mezun olabilmek icin 6gretmen adaylarinin toplam 59 dersi (240 AKTS)
basarmis olmalari gerekmektedir. Programdaki derslerin toplamda 131 saati teorik, 38 saati
uygulamadir. “Okul Deneyimi”, “Ogretmenlik Uygulamasi 1” ve “Ogretmenlik Uygulamasi 2” derslerinin
uygulama saatlerinde 6gretmen adaylari bir devlet anaokulunda bazi deneyimler edinmektedir. Ancak
uygulama saati olan 6gretim yontemleriyle ilgili derslerde uygulama okullari yerine fakiltede mikro-
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ogretimler yapmaktadirlar. Gilmez-Dag'in (2012) da belirttigi gibi, gercek 6grenme ortamlarinda
yapilmayan mikro-6gretimlerin etkisi sinirli olmaktadir.

Ote yandan, hizmet 6ncesinde dgretmenlik yeterlik algisinin yiiksek olmasi, meslege baslandiginda
yasanan uyum sorunlarinin azalmasina anlaml dizeyde etki etmektedir (Kim & Cho, 2014). Bandura,
Adams ve Beyer (1977) ogretmenlik yeterlik algisinin farkh goérevlerdeki performansin yordayicisi
oldugunu ortaya koymuslardir. Klassen ve Tze (2014) 43 arastirma Uzerinde yaptiklari meta-analiz
calismasinda degerlendirilen 6gretim performansi tzerinde en buyik etkiyi 6gretmenlik yeterlik algisinin
gosterdigini saptamuslardir.  Ogretmenlik vyeterlik algisi yiiksek oOgretmenler 6gretim hedeflerine
ulagilmasi icin daha fazla ¢aba harcamakta ve 6gretmeye isteklilik diizeyleri daha yiiksek olmaktadir
(Tschannen-Moran & Hoy, 2001). Bu tur 6gretmenler 6grenme guigliikleri olan 6grenciler dahil bitin
Ogrenciler igin uygun 6gretim ve gudileme tekniklerini uygulayabilirler ve 6grencilerin yeterlik algilarini
da guiclendirebilirler (Bandura, 1997).

insanlarin yeterlik algilari dért yolla gelistirilebilmektedir. Bunlar dogrudan yasantilar; sosyal model
alma; sosyal ikna; kaygl ve depresyonu azaltma, bedensel gl¢ ve dayanikhligi saglamaktir (Bandura,
1977, 2012). Bununla birlikte, Bandura vd. (1977) dogrudan yasantilarin 6gretmenlik yeterlik algisi
izerinde dolayli yasantilara gore daha etkili oldugunu belirtmislerdir. Arastirmalar da dogrudan
yasantilarin erken ¢ocukluk 6gretmen adaylarinin yeterlik algilar Gzerindeki en etkili degiskenlerden biri
oldugunu gostermektedir (Cobanoglu, 2011; Goddard, Hoy, & Hoy, 2004; Martins, Costa, & Onofre,
2014; Seo & Moon, 2013; Tschannen-Moran & Hoy, 2007). Alan deneyimleri 6gretmen adaylarina
dogrudan yasantilar sunabilir. Nitekim bazi arastirmacilar erken ¢ocukluk 6gretmen adaylarinin yeterlik
algilarinin gercgek egitim ortamlarindaki 6gretmenlik uygulamalariyla yukseldigini iletmektedirler (or.,
Giallousi, Tselfesa & Gialamasa, 2014; Seo & Moon, 2013).

Sosyal 6grenme kuramina gore bireyler ayni kurumdaki diger kisilerin tepkilerini gdzlemlediklerinde
kendi yeterlikleri izerinde diisiinmeye daha istekli olabilirler (Bandura, 2012). Ogretmen adaylari, alan
deneyimlerinde uygulama 6gretmenlerinin ve arkadaslarinin 6gretim performanslarini gézlemleyebilirler
ve bunlar {izerinde tartisabilirler (Ozcan, 2013; Zeichner & McDonald, 2011). Onlarin tepkileri ve kendi
yeterlikleri lizerinde gergeklestirdikleri bilissel bir slirecin ardindan, gozlemledikleri 6zellikleri model alip
almayacaklarina karar verirler (Bandura, 1977; Goddard et al., 2004).

Toplumsal destek de 6gretmen adaylarinin 6gretmenlik 6z-yeterlik inancina 6nemli bir katki
saglamaktadir (Bandura, 2012; Tschannen-Moran & Hoy, 2007). Moulding, Stewart ve Dunmeyer (2014)
O0gretmen adaylarinin alan deneyimleri sirasinda aldiklari destege iliskin algilariyla 6gretmenlik yeterlik
algilari arasinda anlamli bir iliski oldugunu ortaya koymuslardir. Aydilek-Ciftci, Ozgun ve Erden’in (2011)
calismasinda da okuldncesi 6gretmen adaylarinin olumlu mesleki deneyimleri ile 6gretmenlik yeterlik
algilari arasinda olumlu iliski bulunmustur. Ogretim elemanlari ve uygulama 6gretmenleri 6gretmen
adaylarina olumlu geribildirim verirler ve onlari performanslarinin yeterli oldugu konusunda ikna
ederlerse, 6gretmen adaylari gittikce daha yeterli duruma gelirler. Boylelikle 6gretim performanslarina
iliskin olumlu duygular olustururlar. Bunun yaninda, alan deneyimlerinde dogrudan yasantilar edinmek
o6gretmen adaylarina 6gretim kaygilariyla basa ¢ikma yollarini 6grenme olanagi sunar (Bandura, 1977).

Cogu arastirmada erken c¢ocukluk oOgretmen adaylarinin 6gretmenlik yeterlik algisi yilksek
bulunmaktadir (6r., Giltekin, 2006; Seo & Moon, 2013; Tepe, 2011; Wertheim & Leyser, 2002). Erken
cocukluk ©6gretmen adaylarinin  6gretmenlik yeterlik algilari  diger 6gretmenlik dallariyla
karsilastirildiginda ise daha disiik ¢cikmaktadir (Demirtas, Cémert & Ozer, 2011; Wertheim & Leyser,
2002).

Bandura (2012) yeterlik algisinin duygulari da etkiledigini ifade etmistir. Buna gore, 6gretmenlik
yeterlik algisi ile dgretmenlige yénelik tutum arasinda da bir iliski &ngérilebilir. Ornegin, Er (2009)
ogretmenlik meslegine yonelik tutumun 6gretmenlik yeterlik algisini anlaml diizeyde yordadigini ortaya
koymustur. Demirtas vd. (2011) ise, 6gretmenlik yeterlik algisi ile tutum arasinda olumlu yénde ancak
diistk diizeyde bir iliski oldugunu saptamislardir.
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Ogretmen adaylarinin meslege yénelik tutumlarini uygulamalar sirasindaki yasantilari da etkileyebilir.
Ornegin, Alakug’'un (2005) calismasinda &gretmen adaylari “Okul Deneyimi” dersinin dgretmenlik
meslegine uyum saglamalarina yardimci oldugunu belirtmiglerdir. Fakat erken ¢ocukluk &gretmen
egitimi programlarindaki uygulamalarin yetersizligi nedeniyle 6gretmen adaylari 6gretmenlige yonelik
olumsuz duygular edinmektedir (Halmatov, Celik, & Kirmizisac, 2014).

Betimsel tarama c¢alismalarinin sonuglari erken c¢ocukluk 6gretmen adaylarinin 6gretmenlik
meslegine yonelik tutumlarinin ¢ogunlukla olumlu oldugunu goéstermektedir (6r., Glltekin, 2006;
Tungeli, 2013). Erken gocukluk 6gretmen adaylarinin meslege yonelik tutumlari diger dallara gére de
¢ogunlukla olumlu ¢ikmaktadir (6r., Caglar, 2013; Kesen & Polat, 2014).

Sonu¢ olarak kuramsal bilgiler kuram-uygulama baglantisinin 6gretmenlik yeterlik algisi ve
o6gretmenlige yonelik tutum Uzerinde etkili bir degisken oldugunu gostermektedir. Bu kiiglik olgekli
calismada Turkiye’deki bir devlet Universitesinin hizmet Oncesi erken c¢ocukluk 6gretmen egitimi
programinda kuram-uygulama baglantisinin 6gretmenlik yeterlik algisi ve 6gretmenlige yonelik tutum
Uzerindeki etkilerine iliskin sonugclar elde edilmesi amaglanmistir. Calismanin denenceleri su sekilde
olusturulmustur: 1) Deney ve kontrol grubunun 6gretmenlik yeterlik algisi 6n-test son-test puanlari
arasinda anlamli bir fark vardir. 2) Deney ve kontrol grubunun 6gretmenlige yonelik tutum 6n-test son-
test puanlari arasinda anlaml bir fark vardir.

Yontem

Bu calisma kapsamindaki dersler ve okul deneyimi icin 6gretmen adayi gruplar héalihazirda
olusturulmus oldugundan, 6gretmen adaylarini deney ve kontrol gruplarina tesadifi olarak atamak
mimkin olamamistir. Bu nedenle, yari-deneysel desenlerden esitlenmemis kontrol gruplu desen
uygulanmistir (Gay, Mills, & Airasian, 2009; Johnson & Christensen, 2004).

Katilimcilar

Bu calismada 6gretim elemanlarinin kolayca esgiidiim iginde calisabilmeleri ve 6gretmen adaylarina
yakin rehberlik edebilmeleri icin kolay ulasilabilir 6rnekleme yontemi kullanilmistir (Gay et al., 2009).
Buna gore, calismaya Turkiye’deki bir devlet tiniversitesinin erken cocukluk 6gretmenligi lisans programi
Ugunct sinif 6grencilerinden 2014-2015 68retim yili Gliz déneminde “Okul Deneyimi”, “Fen Egitimi” ve
“Beden Egitimi ve Oyun Ogretimi” derslerini alanlar katilmistir. Ancak hem 6n-test hem son-test olarak
Ogretmenlik Ozyeterlik inanci Olgegini goniilliiliik esasina gére deney grubunda 23/35, kontrol grubunda
17/35 &gretmen adayi; Ogretmenlige Yonelik Tutum Olcegini ise deney grubunda 23/35, kontrol
grubunda 16/35 6gretmen adayi doldurmustur. Calismaya katilan bes 6gretim elemaninin ikisi kontrol
grubunun, biri (arastirmaci) deney grubunun “Okul Deneyimi” dersini vermistir. Diger iki O6gretim
elemanti ise hem kontrol hem de deney gruplarinin “Fen Egitimi” ve “Beden Egitimi ve Oyun Ogretimi”
derslerini vermistir.

Kullanilan Veri Toplama Araglari

Calismanin birinci denencesine (Deney ve kontrol grubunun 6gretmenlik yeterlik algisi 6n-test son-
test puanlari arasinda anlamli bir fark vardir) iliskin verileri toplamak icin Tepe’nin (2011) erken ¢ocukluk
dgretmenleri igin gelistirmis oldugu “Ogretmenlik Ozyeterlik inanci Olgegi” kullanilmistir. “Hig
Katilmiyorum” ile “Tamamen Katiliyorum” arasinda segenekleri olan begsli Likert tipindeki bu olgekte 37
madde vardir. Tepe (2011) olcegin gecerlik ve glvenirlik calismalarini Tirkiye’deki 862 erken ¢ocukluk
o6gretmeniyle gerceklestirmistir. Agimlayici faktor analizi sonucunda Olcegin tek faktorli (agikladigi
toplam varyans= %45.78) olarak uygulanabilecegi sonucuna ulasmistir. Olgek maddelerinin faktor yiikleri
.55-.74 arasinda yer almistir. Dogrulayici faktor analizi sonucuna goére karsilastirmali uyum indeksleri de
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(x2/sd=3.11, p=0.00, CFI=0.95, NFI= 0.93, SRMR=0.34, RMSEA=0.05, GFI=0.92, AGFI=0.88) 6lgme modeli
ile oldukga iyi uyum gostermistir (Tepe, 2011). Besli Likert tipi 6l¢ekte toplam 37 madde vardir. Ayrica,
Olgcegin Cronbach alfa katsayisi yiiksek bulunmustur (.97).

ikinci denenceye (Deney ve kontrol grubunun &gretmenlige yénelik tutum 6n-test son-test puanlari
arasinda anlamli bir fark vardir) iliskin veriler ise Unver, Biimen ve Basbay’in (2008) gelistirdigi
“Ogretmenlik Meslegine Yénelik Tutum Olgegi” ile toplanmistir. “Hi¢ katilmiyorum”dan “Tamamen
katiliyorum”a dogru ilerleyen Besli Likert tipi 6lgekte toplam 20 madde vardir. Unver vd. (2008) bu &lcegi
177 6gretmen adayi ile denemisler; acimlayici faktor analizi sonucunda 6lgegin tek faktorli (agikladig
toplam varyans= %47.85) bir yapida oldugunu saptamislardir. Olcekteki maddelerin faktér yiikleri .60 ile
.79 arasindadir. Olgegin Cronbach alfa katsayisi oldukga yiiksek (.93) hesaplanmistir.

Veri Toplama Siireci

Bu calismanin yapildigi Gniversitenin erken cocukluk egitimi lisans programinda “Okul Deneyimi”
dersi icin iki yildir kullanilmakta olan bir kilavuz vardir. Calismanin deney ve kontrol gruplari bu kilavuzu
temel almistir. Bu nedenle, Tablo 1'de goruldigi gibi, iki gruptaki 6gretmen adaylari bazi etkinlikleri
benzer bicimde uygulamislardir. Kilavuz dogrultusunda deney ve kontrol gruplari donemin ilk iki
haftasinda gozlemler igin hazirlik yapmislardir. D6nemin 3.-8. haftalarinda uygulama okulunda 6gretmen
davranislari, 6grenci 6zellikleri, 6gretim etkinlikleri, fiziksel kosullar vb. agilardan gézlem yapmiglardir. 9.-
13. haftalarda ise bireysel ya da kiiclik gruplar halinde bir glinlik plan hazirlayip gézlem yaptiklari sinifta
bu plani uygulamislardir. Ogretmen adaylar her iki grupta da giinliik planlarini uygulama giiniiniin iki
hafta o6ncesinde hazirlamislardir; 6gretim elemanlari da glnlik planlar inceleyerek geribildirim
vermislerdir. Bununla birlikte, deney grubunun, kontrol grubundan farkli yanlari sunlardir (Bknz. Tablo
1):

(1) Deney grubunda kuram-uygulama baglantisi belirgin bir ilke olarak benimsenmistir. Kontrol
grubunun 6gretim elemanlari da uygulamaya 6nem vermis ancak kuram-uygulama baglantisini
kasitla ilke olarak benimsememislerdir.

(2) Deney grubundaki 6gretmen adaylari “Okul Deneyimi” dersinde yapilandirilmis gbzlem formlari
doldurmuslardir. Bu gézlem formlarinda o haftanin gézlem konusu igin alt basliklar yer almistir.
Ogretmen adaylari gozlem yapmaya gitmeden énce bu alt basliklarla ilgili kuram temel
alindiginda uygulama okulunda neleri gozlemleyebileceklerini yazmislardir. Gozlemden bir
onceki seminerde bu yazilar lzerinde tartismiglardir. Gézlem ginil ise bu formlara goézlem
sonuglarini ve bunlarla beklentileri arasindaki farklari yorumlamiglardir. Kontrol grubundaki
Ogretmen adaylari ise, alti haftanin sonunda gozlem sonuglarini igeren bir rapor
olusturmuslardir. Goézlem sirasinda dikkat edecekleri noktalar kilavuzda belirtilmistir. Bu
sirecte, deney grubundan temel farkliliklari gesitli agillardan ayni zaman diliminde gbzlem
yapmalari ve kilavuzdaki yonergelerin gdzlem formlarindakilere gére daha az yapilandiriimis
olmasidir.

(3) Deney grubunda 6gretim yontemleriyle ilgili derslerin (“Fen Egitimi” ile “Beden Egitimi ve Oyun
Ogretimi”) 6gretim planlari “Okul Deneyimi” dersinin plani ile bitiinlestiriimistir. Bu ti¢ derste,
dgretmen adaylari ayni arkadaslarinin yer aldigi {ic kisilik gruplar halinde ¢alismislardir. Ornegin,
“Fen Egitimi” dersinde erken ¢ocukluk doneminde fen egitimi yontemlerini 6grenmisler; “Okul
Deneyimi” dersinde bu yontemleri gozlemlemisler; sonra her iki derste fen egitimi agisindan
kuram ve uygulama arasindaki benzerlik ve farkliliklari tartismislardir. Gézlem haftalarinin
sonunda, 6gretim elemanlari o zamana kadarki ¢alismalarini paylasmislar ve sonraki haftalarin
dgretim ve yansitma ydntemlerini planlamislardir. Ogretmen adaylari dgretim yéntemleriyle
ilgili dersler icin bazi etkinlikler planlamislar; arkadaslariyla birlikte mikro-6gretimler yapmislar
ve O0gretim elemanlari ile arkadaslarindan geribildirimler almislardir. Sonra, bu etkinlikleri “Okul
Deneyimi” dersindeki giinlik planlarina yerlestirmislerdir. Bu planlarini uygulama okulunda
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denedikten sonra “Okul Deneyimi” ve Ogretim yontemleri derslerinde kuram-uygulama
baglantisina yénelik tartismalar yapmislardir. Kontrol grubunda “Okul Deneyimi” ve 6gretim
yontemleri derslerinin 6gretim elemanlari arasinda isbirligi yapilmamistir.

Deney grubunun seminer derslerinde, 0gretmen adaylarinin goézlem formlarina yazdiklari
izerinde uygulama 6ncesi ve sonrasinda tartisiimistir. Ogretmen adaylari kendi uygulamalarinin
sonrasinda bireysel olarak yansitici yazilar yazmislardir. Ogretmen adaylarindan, bu yazilarini
yazarken, kuramla baglanti kurmaya g¢alismalari istenmistir. Deney grubunun seminer dersleri 8-
10 kisilik gruplar halinde yapilmistir. Bu sekilde 6gretmen adaylari arkadaslarinin glinliik
planlarini inceleme, materyallerini goérme, onlarin gozlem sonuglarini dinleme, onlarin
planlarina ve uygulamadaki davranislarina iliskin 6gretim elemani geribildirimlerini dinleme
firsati bulmuslardir. Seminerlerin her hafta dizenli olarak yapiimis olmasi da deney grubunun
kontrol grubundan farkli bir 6zelligidir. Boylece 6gretmen adaylarinin daha dizenli ve siirekli
geribildirim alma ve verme sansi olmustur. Kontrol grubunda ise, planlara ve uygulamalara
iliskin geribildirimler 1-2 kisilik kuglik gruplara verilmistir. Yani seminerler her hafta dizenli
olarak gergeklestiriimemistir. Ogretmen adaylari gdzlemleriyle ilgili geribildirimleri ise bu

konuda herhangi bir soru sorduklarinda almislardir.

Deney ve Kontrol Gruplarinda Okul Deneyiminin Ozellikleri

Okul Deneyiminin Ozellikleri Deney Grubunda Kontrol Grubunda
Kuram-uygulama baglantisi Belirgin bir ilke Belirgin bir ilke degil
Bir uygulama sinifindaki 6gretmen adayi sayisi  1-3 1-2

Uygulama okulundaki gézlem stiresi
Gozlem formlari kullanma

Gergek siniflarda uygulama yapma
Uygulama siresi

Uygulamalar igin glinlik planlar hazirlama

Alt1 hafta (24 saat)
Evet
Evet
Bes hafta (20 saat)
Evet

Alti hafta (24 saat)
Hayir

Evet

Bes hafta (20 saat)
Evet

“Okul Deneyimi” dersi ile 6gretim yontemleri  Evet Hayir
dersleri arasinda isbirligi ve esgidim
Seminer dersleri Dazenli Daha az duzenli
Gozlemler ve uygulamalar tzerinde Sistemli Daha az sistemli
yansitmalar Biyuk gruplar halinde Kuguk gruplar halinde
(n=8-9 (n=1-2)
Veri Analizi

Calismanin verileri Kovaryans Analizi (ANCOVA) ile ¢dziimlenmistir. Ogretmenlik yeterlik algis
(Kurtosis= -.881) ve Ogretmenlige yonelik tutum (Kurtosis= -.845) on-test verileri normal dagilim
sayiltisini karsilamistir (Tabachnick & Fidell, 2013). Levene'in F testinde deney ve kontrol gruplarinin
ogretmenlik yeterlik algisi 6n-test puanlari (F35=.056, p= .815) ve 6gretmenlige yonelik tutum &én-test
puanlan arasinda anlamh fark gikmistir (Fz7) = 3.711, p = .062) Bu durumda ANCOVA’nin uygulanmasi
onerilmektedir (Johnson & Christensen, 2004).

Bulgular

Tablo 2'de gorildigu gibi, ANCOVA sonuglari 6gretmen adaylarinin 6gretmenlige yonelik tutum on-
test puanlari kontrol edildiginde, deney ve kontrol grubunun 6gretmenlik yeterlik algisi 6n-test ve son-
test puanlari arasindaki fark anlamli degildir. Ogretmenlik yeterlik algisi 6n-test ve grup ortak etkisinin de
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anlamli olmadig gériilmektedir (F(;36= 2.819, p=.10). Bunun yaninda, 6gretmen adaylarinin 8gretmenlik
yeterlik algilari, 6lgekten alinabilecek en yiiksek toplam puanla (185) karsilastirildiginda, aritmetik
ortalamalar hem deney (119.17) hem de kontrol grubunda (124.13) oldukga diistuk bulunmustur.

Tablo 2.
Ogretmenlik Yeterlik Algisina iliskin ANCOVA Sonuglari

Tip 11l Kareler
Degisimin Kaynagi Kareler Toplami  sd Ortalamasi F p r]2
Yeterlik algisi 6n-test 2.699 1 2.699 .023 .881 .001
Yeterlik algisi 6n-test * Grup 332.430 1 332.430 2.819 .102 .073
Hata 4245.28 36 117.923

Tablo 3, 6gretmen adaylarinin 6gretmenlik yeterlik algisi 6n-test puanlari kontrol edildiginde, deney
ve kontrol grubunun 6gretmenlige yonelik tutum puanlarinin 6n test ve son test ortalamalari arasinda
anlamli bir fark oldugunu géstermektedir. Ogretmenlige yonelik tutum 6n-test ve grup etkilesimi de
istatistiksel olarak anlamlidir (F;35 = 4.617, p< .05). Bu etkinin orta diizeyde oldugu (r]2=.11)
hesaplanmistir (Green et al., 2000). Ancak 6gretmen adaylarinin 6gretmenlige yonelik tutum aritmetik
ortalamalar o6lgekten alinabilecek en yiksek puana (100) gore oldukga disiik hesaplanmistir (deney
grubu igin 67.87, kontrol grubu igin 65.63).

Tablo 3.

Ogretmenlige Yénelik Tutuma lliskin ANCOVA Sonuclari

Degisimin Kaynagi Tip Il Kareler Kareler
Toplami sd Ortalamasi  F p n2
Tutum On-test 6.769 1 6.769 377 .543 .010
Tutum 6n-test * Grup 82.832 1 82.832 4.617 .038 114
Hata 645.798 36 17.939
Tartisma

Bu ¢alismanin ilk bulgusu, kuram-uygulama baglantisinin 6gretmen adaylarinin 6gretmenlik yeterlik
algilan Gzerinde istatistiksel olarak anlamli bir etki olusturmadigi seklindedir. Bu bulgu, Atay’in (2007)
ogretmenlik uygulamalari sonrasinda yeterlik algisinin diistiigiini saptayan bulgusuyla uyumludur. Ancak
bulgu, dogrudan deneyimlerin 6gretmenlik yeterlik algisini ylkselttigi yoniindeki agiklamalarla uyumlu
degildir (Bandura et al, 1977; Giallousi et al., 2014; Goddard et al., 2004; Martins et al., 2014; Seo &
Moon, 2013; Tschannen-Moran & Hoy, 2007). Ornegin, Bandura (1977), alanyazinda 6gretmenlik
yeterlik algisi kaynaklarinin, bu algiyi etkiledigine iliskin gigli kanitlar bulundugunu belirtmektedir. Bu
durumda, denel islemin 6gretmen adaylarinin 6gretmenlik yeterlik algilarini desteklemede sinirhiliklari
oldugu anlasiimaktadir. Bunlar Uzerinde denel islem sirecinde deney grubu Ogretime elemanlari
toplantisinda da tartisilmistir. Denel islemin zayif yanlari asagida tartisiimaktadir.

Calismanin diger bulgusu, kuramla uygulama arasinda baglanti kurmalarini destekleyebilecek
etkinlikler yapan o6gretmen adaylarinin 6gretmenlige yonelik tutumlarinin kontrol grubundakilere gore
istatistiksel olarak anlaml diizeyde vyiksek ¢ikmasidir. Boylece ¢alismanin ikinci denencesi
dogrulanmistir. Bununla birlikte, Bandura’ya (1977) gore, alanyazinda dogrudan yasantilar ve sosyal ikna
gibi kaynaklarin tutum Uzerindeki etkilerine iliskin, 6gretmenlik yeterlik algisinda oldugu kadar gecerli
bulgular yer almamaktadir. Bu c¢alisma 06gretmen adaylarinin 6gretmenlige yonelik olumlu tutum
gelistirmelerinde dogrudan yasantilarin etkili olduguna iliskin bir kanit sunmaktadir. Buna ragmen, deney
grubundaki 06gretmen adaylarinin da Ogretmenlige yonelik tutumlarinin halen yikseltiimesi
gerekmektedir. Nitekim Engin ve Kog¢ (2014) 6gretmen adaylarinin 6gretmenlige yonelik tutumlarinin
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yikseltilme ihtiyacini ortaya koymustur. Ayrica, bu ¢alismada kullanilan her iki 6lcekten de tam puana
yakin ortalamalara ulagilamamasi denel islemin kisa siireli uygulanmasina bagli olabilir.

Denel islemin Giiglii Yanlari

Tablo 1'de goraldigiu gibi, bu c¢alismanin kontrol grubunda da kuram-uygulama baglantisina
dogrudan ya da dolayli olarak etki edebilecek bazi etkinlikler uygulanmistir. Yani ¢calismanin yapildig
kurumda halihazirda uygulanmakta olan programda kuram-uygulama baglantisina yonelik bazi
calismalar vardir. Esasen herhangi bir alan deneyiminde Ogretmen adaylarinin kuramla uygulama
arasinda baglanti kurma sansi vardir. Ancak deney grubunda kuram-uygulama baglantisina yonelik
etkinliklerin daha planli, diizenli ve sistematik olarak yuritilmesinin, 6gretmenlige yonelik tutum
puanlarinin kontrol grubuna gore anlaml diizeyde yiiksek olmasini sagladigi distiniilmektedir. Denel
islemin glcli yanlari asagida tartisiimaktadir.

Birincisi, ilkelerin egitim uygulamalarinin ¢ikis noktalari olmalari nedeniyle, denel islemde kuram-
uygulama baglantisinin ilke olarak benimsenmis olmasi 6nemlidir.

ikincisi, 6gretmen adaylari uygulama okulunda daha fazla yapilandirilmis gdzlemler yapmislardir.
Wilson vd. (2001) iyi yapilandiriimis alan deneyimlerinde 6gretmen adaylarinin daha fazla 6grendiklerini
rapor etmislerdir. Bu ¢alismanin deney grubunda oldugu gibi, 6gretmen adaylarinin ayni zamanda birden
fazla tema igin gézlem yapmak yerine belirli bir temaya iliskin gézlem yapmalari, daha ayrintili gézlem
sonuglarina ulasmalarini destekleyebilir. Ogretmen adaylarinin gdzlem éncesinde, yapilandirilmis gézlem
formlarina kuramsal bilgileri arastirip yazmalari bu konularda 6nceki 6grenmelerini hatirlamalarini,
gozlemlerini daha dizenli yapmalarini ve gézlem sonuglarini daha isabetli yorumlamalarini saglayabilir.
Clinkl bu durumda 6gretmen adaylari o glin uygulama okulunda belirli bir tema igin nelerin, nasil olmasi
gerektigini bilerek gdzlem yapabilirler.

Uglinciisti, “Okul Deneyimi” dersi ile ayni dénemdeki 6gretim ydntemleriyle ilgili dersler arasinda
esgidim saglanmasi da kuram-uygulama baglantisi ve programin kenetliligi agisindan olumlu bir
durumdur. Nitekim paylasim toplantisinda “"Fen Egitimi” dersinin 6gretim elemani bu modelin “derste
ogrettikleri yontemlerin gercek yasamda uygulanabilirligini gérmesini sagladigini; dersin sinirlarini ve
o6gretim elemani perspektifini genislettigini” soylemistir. Daha Once belirtildigi gibi, bu c¢alismanin
yapildigi kurumda 06gretim yontemi derslerindeki uygulamalar (niversite yerleskesindeki mikro-
ogretimlerle sinirhdir. Oysa 6gretim yontemi derslerinin de gercek okul ortamlarinda yapilmasi kuram-
uygulama baglantisini destekleyici bir etmendir (Cunningham, 2014; Hart, 2006). Ayrica, 6gretmen
adaylar dersleri, alan ¢alismalariyla eszamanh olarak aldiklarinda, derslerde 6grendikleri kuramlarla
uygulama arasinda daha fazla baglanti kurabilirler (Allsopp, DeMarie, Alvarez-McHatton & Doone, 2006;
Darling-Hammond, 2006).

Dordiinct olarak, 6gretim elemanlari yontem dersleri ile uygulama c¢alismalari arasinda isbirligi
yapmaya gonilli olmuslardir. Bu durum ¢alismanin baglami agisindan dnemlidir. Clinki Tiirkiye’de erken
cocukluk 6gretmen egitimi programlarindaki degisiklikler ¢ogunlukla merkezi olarak yapilmaktadir.
Fakilte yoneticileri de genellikle programdaki degisikliklerin merkezi olarak yapilmasini beklemekte,
kurum olarak programda degisiklik yapma konusunda gekinik davranmaktadirlar. Calismanin denel
islemi, 6gretim elemanlarina merkezi program degisikligine ve ydnetici destegine ihtiya¢g duymaksizin da
kuram-uygulama baglantisi igin isbirligi yapma sansi vermektedir. Bununla birlikte, yoneticiler de kuram-
uygulama baglantisini temel alan 0gretmen egitimi modellerini denemeye acik ve istekli olurlarsa,
6gretmen egitiminin niteligi daha da yukselebilir.

Besincisi, yansitici dislinme etkinliklerinin yapilmis olmasidir. NAEYC'nin (2009) raporunda belirtildigi
gibi, yansitici okul deneyimleri 6gretmen egitimi programlarinin niteliginde 6nemli bir degiskendir.
Yansitici disinme etkinlikleri alanyazinda da kuram-uygulama baglantisi izerinde etkili gérilmektedir
(6r., Giallousi et al., 2014; Oztiirk M, 2008; Recchia & Beck, 2014). Ornegin, Martins vd.’ne (2014) gére
de, 6gretmen adaylari planlarina iliskin geribildirim alarak daha dogrudan deneyimler edinebilirler.
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Son olarak, denel islem oldukga az maliyetlidir. Tirkiye’de g¢ogu universitede Fakiilte-Okul isbirligi
Protokoli (MEB, 1998) geregince uygulama okulu c¢alisanlarina yalnizca “Okul Deneyimi” ve
“Ogretmenlik Uygulamasi” dersleri icin icret 6denmektedir. Universiteler ydntem dersleri icin de ayri bir
anlagma yaptiklari durumda ek bir maliyeti karsilamak zorunda kalacaklardir. Oysa denel islemde,
ogretim yontemleriyle ilgili derslerin planlari “Okul Deneyimi” dersinin planiyla bitunlestirildigi icin
Uiniversiteye ek maliyet getirmeyecegi ve uygulama okulu calisanlarina ek is yiiki olusturmayacagi
distntlmektedir.

Denel islemin Zayif Yanlan

ilk olarak, yapilandirilmis gézlem formlarinda 6gretmenlik becerilerine agirlik verilmesi denel islemin
zayif yani olarak nitelendirilebilir. Bu nedenle, 6gretmen adaylari alti haftalik gézlemlerin ardindan
kendileri uygulama yapacaklari i¢in uygulama 6gretmenlerinin hangi etkinlikleri uyguladiklarina, hangi
materyalleri kullandiklarina, sinif yonetimini nasil yaptiklarina daha fazla odaklanmislardir. Bu durum,
Dewey’'in (1927) gozlemlerin baslangicta uygulamadan ziyade duyussal boyutta olmasi gerektigi
Onerisine ters diismektedir.

ikincisi, yansitici disiinme etkinliklerinin gézlem ve uygulamalardan sonra kisa siire iginde
gerceklestirilememesidir. Oysa gozlemler ya da uygulamalardan sonra kisa siire icinde konusmak kuram
ve uygulama arasinda baglanti kurmayi kolaylastirmaktadir (Allsopp et al., 2006). Deney grubu 6gretmen
adaylari gézlem formlarindaki yorumlarini ve yansitici glinliiklerini bireysel olarak yazmiglardir. Bunlar
lizerinde grup olarak 6gretim elemanlariyla birlikte sonraki haftanin dersinde tartisabilmislerdir. Ote
yandan, 6gretmen adaylarinin gézlem ve uygulamalari izerinde 6nce bireysel olarak disinmeleri de
hem bireysel yansitmalar yapmalarini hem de seminer dersindeki tartismalarda daha o6rgltlenmis
distinceler Gizerinde konusuldugundan zaman tasarrufu saglamistir.

Uglinciisti, “Okul Deneyimi” dersinin seminer siiresi Seger, Celikéz ve Kayil'nin (2010) calismasinda
oldugu gibi, yansitmalar ve kuram-uygulama baglantisi igin yeterli olamamistir. Bu nedenle “Okul
Deneyimi” dersi 6gretim elemani ve 6gretmen adaylari seminer disinda da zaman kullanmak durumunda
kalmislardir. Kuram-uygulama baglantisi kurmak, kuramsal i¢ gori gerektiren ¢ok yonli ve zor bir bilissel
slrectir. Seminer siresinin 6gretmen adaylarinin bu bilissel sirece i1sinmalari ve ilerlemeleri igin
arttirilmasi gerekmektedir.

Son olarak, yansitici distinme etkinliklerinin, isbirligi yapilan her bir derste birbirinden bagimsiz
olarak yapilmasi da denel islemin zayif yanidir. Bu derslerin 6gretim elemanlari ders disinda paylasimda
bulunsalar da, birbirlerinin derslerine katilamadiklari igin yansitmalarda tutarliik agisindan sinirlilik
yasandigl gozlemlenmistir. Nitekim 6gretim elemanlari paylasim toplantisinda sonraki yillarda daha sik
goriismek ve 6gretim yontemleri ile ilgili dersleri veren 6gretim elemanlarinin da uygulama okulundaki
etkinliklere katilmalarini 6nermislerdir.

Sinirhhklar

Ug 6gretim elemaninin isbirligi ve kiigiik bir 8gretmen adayi grubuyla gerceklestirilen bu ¢alismanin
genellenebilirligi ¢ok sinirlidir. Calismanin yalnizca bir donem siirmesi denel islemin erken ¢ocukluk
egitimi hizmet Oncesi 6gretmen egitimi programinin timinde etkili olabilecegi sonucuna varmak igin
yeterli degildir. Ayrica, galisma kapsaminda “Okul Deneyimi” dersi ayni donemdeki yalnizca iki yontem
dersi ile butinlestirildiginden denel islemin programdaki “Sinif Yonetimi” vb. diger derslerle birlikte
uygulanabilirligine iliskin veri toplanamamistir.
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Sonug ve Oneriler

Bu galismanin sonuglari kuram-uygulama baglantisinin, 6gretmen adaylarinin 6gretmenlige yonelik
tutumlarini gelistirmede etkili oldugunu ancak 6gretmenlik yeterlik algilari Gzerinde anlamli etki
olusturamadigini ortaya koymustur. Bununla birlikte, katilimcilarin 6gretmenlik yeterlik algilari ve
ogretmenlige yonelik tutum son-test puanlari halen yeterince yliksek bulunmamistir. Kuram-uygulama
baglantisinin hizmet dncesi 6gretmen egitimi programinin timinde uygulanmasi 6gretmen adaylarinin
bu iki degisken agisindan gelismelerini saglayabilir.

Bu calismada uygulanan denel islemin; kuram-uygulama odakli olma, ayrintih yapilandirilmis okul
gozlemleri, uygulamalar ve 6gretim yontemleriyle ilgili dersler arasinda esgiidiim, 6gretim elemanlari
arasinda isbirligi, yansitici okul deneyimleri ve diisiik maliyetli olma gibi Ustiin yanlari oldugu
belirlenmistir. Denel islemin zayif yanlar ise, gozlemlerde duyussal kazanimlar yerine 6gretmenlik
becerilerine agirlik verilmesi, uygulama galismalari izerinde tartismanin uygulamadan kisa slre sonra
yapilamamasi, seminer siiresinin yetersizligi ve “Okul Deneyimi” dersi ile 6gretim yontemleri derslerinde
birbirinden bagimsiz yansitmalarin yapilmis olmasidir. Ogretmen egitimcileri, bu ¢ikarimlardan,
programlarini tasarlama ve degerlendirme siireglerinde yararlanabilirler.

Denel islemin; 6gretmen egitiminin siresi ne kadar olursa olsun ya da programda hangi dersler yer
alirsa alsin uygulanabilecegi o6ngorilmektedir. Dolayisiyla, farkli baglamlarda g¢alisan 0Ogretmen
egitimcileri denel islemi kendi kosullarinda deneyerek gelistirebilirler. Denel islemin hizmet 6ncesi
O0gretmen egitimi programinin timiinde uygulanabilirliginin ve etkililiginin test edilmesi 6gretmen
egitimi alanyazinina onemli bir katki saglayabilir. Ayrica denel islemin farkli bagimh degiskenler
Uzerindeki etkisi (0r., 6gretmen adaylarinin 6gretim performanslari, yansitici distinme becerileri, ulusal
yeterlik sinavlarindaki basarilari) de incelenebilir.
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The purpose of this research is to examine the effects of clinical practices, which are
used in teacher training and skill training, on self-efficacy perceptions of teachers. The
participants of the study, which is performed with Solomon Four Groups Experimental
Model, constitute 64 pre-school education teacher candidates at a state university.
‘Teachers' Self Efficacy Scale" which is developed by Tschannen-Moran and Woolfolk-
Hoy (2001) is used as the data collection tool. In analysis of data, parametric tests of
independent samples t-test and one-way analysis of covariance was used. The
experimental process lasted 14 weeks and clinical applications have been found to
have positive effects on teacher candidates’ self-efficacy perceptions. In addition,
results, it also gives hints for contributing to teacher candidates in selection of
teaching and learning strategies, ensuring the participation of students and classroom
management.
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Bu arastirmanin amaci, 6gretmen egitimi strecinde beceri egitiminde kullanilan klinik
uygulamalarin 6gretmen adaylarinin dzyeterlik algilarina etkisini incelemektir. Solomon
Dort Gruplu deneysel model ile gergeklestirilen bu arastirmanin galisma grubunu bir
devlet Universitesinde okul 6ncesi egitimi ana bilim dali 4. sinifta 6grenim goéren 64
6gretmen aday olusturmaktadir. Arastirmada veri toplama araci olarak Tschannen-
Moran ve Woolfolk-Hoy (2001) tarafindan gelistirilen “Ogretmen Ozyeterlik Olgegi”
kullanilmigtir. Verilerin analizinde parametrik testlerden bagimsiz gruplar t-testi ve tek
faktorli kovaryans analizi kullaniimistir. Deneysel islemin 14 hafta strdigu arastirma
sonucunda klinik uygulamalarin 6gretmen adaylarinin 6zyeterlik algilarina olumliu
yonde etki ettigi tespit edilmistir. Ayrica sonuglar, 6gretmen adaylarina 0gretim
stratejilerinin segiminde, 6grenci katilimini saglamada ve sinif yénetiminde katkilar
sagladigina yonelik de ipuglari vermektedir.
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Introduction

In teacher training, it is emphasized for candidate teachers to start profession after gaining the
necessary knowledge, skills and values. It is also stated that main problem in teacher training is not to
practice acquired pre-service knowledge and skills (Darling—Hammond & Bransford, 2005; Hammerness,
2006; Korthagen, 2011).

Teacher training programs in recent years have been criticized in terms of not lying heavily on
teaching practice, having irrelevant courses, disconnection between stakeholders in teacher training
system and adoption of a mainly theoretical approach. In such programs having so many flaws, new
candidate teachers will not have the chance to do an efficient practice, too (Darling-Hammond & Baratz-
Snowden, 2007). The most efficient way of teacher education is to prepare curriculums of teacher
education directly related to teaching practices (Darling-Hammond, 2005). La Master (2001) also stated
that teacher candidates gained experience relevant to profession and socialized through teaching
practice. Wagler (2007) pointed out teacher candidates could transform the gained theoretical
knowledge into practice and advance their skills through teaching practice, though.

It is thought that the strong connection set between theory and practice in teacher training will
benefit to advance teacher candidates’ professional skills (AACTE, 2013; NCATE, 2010). In this context,
the necessity of using of clinical practices in teacher training which is based on medical education and is
perceived as a new approach especially in USA recently is started to be discussed. Twenty-first century is
accepted as a milestone on which the value of high quality clinical practices in teacher training was
realized (AACTE, 2010).

Clinical practice is a learning process in which candidate teacher, practice teacher, school
administration and university counsellor work together. Teacher candidates, who are clinical
practitioners, share the learning and work responsibilities in clinical practice process with all
stakeholders in cooperation (AACTE, 2013; NCATE, 2010). Ball (2008) and Zeichner (2003, 2012)
emphasized that the profession of teaching should be observed as “profession of clinical practice™ while
associating it with the practices in fields of clinical psychology and medicine. In teaching profession
which is expressed as clinical practice profession, teacher candidates are expected to be equipped with
all relevant skills of profession when they start to profession like pre-service doctors do in medical
training.

Clinical experiments during teaching practice bring opportunities for teachers to strengthen and
advance their skills (Grossman, 2010). Teachers use their full performance in order to help students’
progress during the clinical practices used in teacher training. In clinical practices, formative assessment
is generally used to evaluate students” knowledge (TNE, 2006). Clinical practices include teaching
practice besides practices known as traditional, too. The crucial point in clinical practices is the nature
and qualification of candidates™ experience during clinical practices (CCSO, 2012).

Although clinical practice seems as medical practice, it also presents a different point of view for
teacher trainers who are interested in clinical practices. As counselling of master teachers to candidates
and hospitals of learning in USA, the schools of professional development associated with schools serve
opportunity of clinical practice to candidates (Kriewaldt & Turnidge, 2013). While the schools of
professional development enables opportunities for extended clinical practice in which teacher
candidates have chances of practice, application of knowledge, skills and abilities they gained from
initial years of profession to this moment and reflection in a similar way to teaching profession
(Bethune — Cookman University, 2013), they also offer an opportunity to do one-year internship (Levine,
2010).

If the features of clinical practice profession are to be associated with teacher training (cited in Alter
& Coggshall, 2009), it is stated that the focus on patient which is present in clinical practice profession is
substituted by students’ actions and attitudes in teacher training (Cohen, 2005; Grossman,
Hammerness, McDonald & Ronfelldt, 2008) and the qualified relationship built between teacher
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(Grossmann & McDonald,2008; Knoell, 2012; Liberante, 2012). It is possible that teachers need
teachers® awareness, ability of forming a highly qualified learning environment and classroom
management ability more than existing in order to make a pedagogical, productive relation (Irving &
Marin, 1982; Kounin & Sherman, 1979). The need for knowledge in clinical practices might be thought as
need for knowledge in education. Teaching necessitates having both specific and general knowledge
(Cohen, 1988). Teachers have to know specific knowledge for their major in depth. As a sergeant
understands psychology and anatomy of an individual, teachers should know how kids learn and their
learning styles, too (Darling-Hammond, 2006). Teachers should have a pedagogical knowledge related to
an inclusive teaching strategy about how to call different individuals, how to evaluate and how to
manage a class (Alter & Coggshall, 2009). Using judgement and proofs in clinical practice is similar to
using judgement and proofs in teaching. Like other clinical practice professions, a strong general and
specific basis is also mandatory in teaching, but it is not enough because of uncertainty in clinical
practice. A teacher should know her/his students very well. There is a need that teachers collect
information on students’ strengths and weaknesses, learning styles, interests and backgrounds.
Teachers have to analyze effectivity of practices on students’ learning outcomes (Heritage, Kim,
Vendlinski & Herman, 2009).

When teacher training programs are oriented into cooperation with local schools like teaching and
research hospitals in medicine, they might be more qualified. At this point, the possibility of meeting
with difficulties in defining and selecting schools to be cooperated with should be considered (Wilson,
Floden & Ferrini-Mundy, 2001). Another important point is, as it occurs in clinical practice professions,
learning goes on continuously and never ends. Both the result of research Balkar (2014) found and his
statement of necessity for all of domains in clinic-based teacher training approaches taking part on
policy of research based teacher training assert the importance of clinical practice in teacher training. In
the research on clinical counselling model Girsoy et al. (2013) made, it was concluded that teacher
candidates and practice teachers put forth a point of view that faculty members who had clinical
counselling training facilitated their professional skills.

While self-efficacy is defined as beliefs on how individuals perceive themselves competent to
complete any activity on any topic in a successful way ( Bandura, 1997), teacher efficacy is explained as
teacher’s judgement on (Tschannen-Moran & Woolfolk Hoy, 2001) whether a teacher , with knowledge
and skills he/she already have, can create required results such as dependence and learning of student
and teacher’s beliefs (Brouwers & Tomic, 2003) about teacher’s own capability to affect student’s
success.

There are results of researches showing teacher’s self-efficacy and student’s success is correlated
and besides a positive teacher's self-efficacy affects institutional atmosphere in a positive sense, self-
efficacy and components of teaching process is associated, self-efficacy is vital at dealing with
deficiencies in teaching process and teachers having the belief of high self-efficacy are willing to apply to
new contexts. (Caprara, Barbaranelli, Steca & Malone, 2006; Czerniak & Lumpe, 1996; Goddard, Hoy &
Woolfolk-Hoy, 2000; Jungert & Rosander, 2010; Nespor, 1987; Pajares, 2002; Ross, 1992).

Moreover, Tschannen-Moran, Woolfollk-Hoy & Hoy (1998) emphasized that theoretical classes
create self-efficacy in teacher candidates through indirect experiences; however, practice classes grow
self-efficacy through direct experiences. It might be said that using similar settings to professional skill
laboratories which is a part of clinical practice will affect teacher candidates’ self-efficacy positively at
qualifying teacher candidates with professional skill in this context. Therefore, clinical practice’s
reflection on teacher candidates and its effect on self-efficacy perceptions, which are defined as a belief
how an individual motivate himself, how he feels, how he thinks and how he acts and a quality being
effective at behaviors to be developed in an individual are thought to be important for research.
(Bandura, 1997; Zimmermann, 1995)
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The purpose of study is to research the effect of clinical practice on teacher candidates’ perceptions
about self-efficacy. In this context, the research question is verbalized as “Does clinical practice have an
effect on teacher candidates’ perceptions about self-efficacy?”.

Method
Research Model

The method of research is an experimental method of quantitative research methods.
The Solomon Four-Group Experimental Design was instructed in the study. The method consisting of
four groups as two experimental groups and two control groups is the strongest method which enables
internal and external validity together. (Cresswell, 2003, 173; Dawson, 1997, 17-18; Fraenkel & Wallen,
2009, 268; Garaziano & Raulin, 2004, 232; Kirk, 1995, 29; Sawilowsky, Kelley, Blair & Markman, 1994).

The applied measurements and operations according to research method are illustrated in table 1.

Table 1.
Operations Performed According to Research Method
Groups Pre-test Group practice Post-test
Test 1 (T4) Self-efficacy scale Observation Self-efficacy scale
Test 2 (T,) Not applied Observation Self-efficacy scale
Control 1 (C;)  Self-efficacy scale - Self-efficacy scale
Control 2 (C,) Not applied - Self-efficacy scale

Participants

The research was carried out with teacher candidates who were students in department of pre-
school education program and attended at the Teaching Practice Il course in the spring term of 2013-
2014 academic years. While including teacher candidates studying at department of pre-school
education to work group, teacher candidates’ engagement to teaching practice course for two terms
was considered. In creation of experimental and control group, candidate teachers are informed about
volunteer participation and 64 teacher candidates who wish to participate were assigned by random
sampling into 4 groups with 16 people. In order to test if there is a meaningful difference between the
averages of points obtained from pre-test measurements of teacher’s self-efficacy scale which belongs
to participants in experimental and control groups, T-test was conducted to independent groups and it
was found out that the difference between the average points of these groups teacher self-efficacy pre-
test was not meaningful (t=1.098, p> .05). Furthermore, it was determined the groups were equal to
each other on the ground of general point average (AGNO) before the experiment.

Data Collection

The Turkish adaptation, validity and reliability studies of ‘Teacher self-efficacy Scale’ of which
original form was developed by Tschannen-Moran and Woolfolk-Hoy (2001) was made by by Capa,
Cakiroglu & Sarikaya (2005). In the study of adaptation, confirmatory factor analysis and Rash
measurement method were used in the scope of validity. At the result of Rash analysis, it was conducted
that all points had reasonable adaptation values.

The scale consists of 24 points and 3 sub-dimensions as ‘enabling student’s engagement’, “classroom
management’ and ‘educational strategies’. The low point obtained in the scale refers to the belief of
low self-efficacy; the high one does to the belief of high self-efficacy, though. The Cronbach Alpha
reliability coefficients which were calculated in relation with original form of the scale are “Enabling
Student’s Engagement: .82°, "Classroom Management: .84" and ‘Educational Strategies: .86" and the
whole scale is .93, though. And some coefficients calculated in some researches in which teachers’ self-
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efficacy were used are in order of: .81,.81,.91 (Demirtas, Comert, Ozer, 2011); .80,.80,.85,.92 (Gliveng,
2011), .90, (Saragoglu, Yenice, Ozden, 2013); .88,.81,.83,.89 (Arastaman, 2013). This result shows
reliability and validity of the teachers™ self-efficacy scales’ of Turkish form. In this research, Cronbach
Alpha reliability coefficients calculated relating to the scale are “Enabling Student’s Engagement: .85”,
“Classroom Management: .85” and “Educational Strategies: .86" and for the whole scale it is .93.

Experimental Process

Prior to the experimental procedure, an e-learning module was established (Edmodo) and
documents and records have been added to this module. The activities carried out within the scope of
clinical practices were explained to candidate teachers. For the candidate teachers of the experimental
group "Clinical Practice Guidelines" were prepared. In this guide, there is theoretical knowledge related
to the topics about detailed explanations of teacher candidates’ activities to be done weekly. With
teachers in the experimental group, weekly appointments and things to do about practices were set.
Prepared e-learning module enabled the candidate teachers to share their own activities and provided
discussion on these activities. The required official permits were taken for the research. Pre-practice
associated with experimental operation was implemented for two weeks. In this period of time, the
interviews were made on purpose of informing teacher candidates and counsellors about clinical
practice and how the study to be done. The teacher’s self-efficacy scale was applied as pre-test in the
research.

During experimental process, the schools teacher candidates went in the scope of teaching practice
were visited every week during 14 weeks and teacher candidates’ to-do activities in related weeks were
observed. The points which counsellors should take into consideration in scope of the research were
explained specially. 1-2 hours meetings about related week were held with teacher candidates in
experimental group every week during 14 weeks. The discussions were made about what students can
do as giving information for the fields of competence uttered in the meetings. The faculty members who
are masters in fields attended to these meetings, too. Experimental study was done for 7 weeks in order
that acquirements taking part in prepared "Clinical Practice Guidelines" are to be implemented. During
this period of time, meetings were held in both practice school and faculty. Teacher candidates were
observed continuously during experimental process and meetings were held with teacher candidates
about practices at the end of the observation. In these meetings, both faculty member, counsellor and
other teacher candidates gave feedbacks continuously to teacher candidates. These feedbacks shaped
the activities teacher candidates did. The deficiencies during the experimental period was fulfilled
immediately. (For instance, when teacher candidate who was on schedule for activity in related week
were unable to attend to practice, one of others got ready and attended to practice.) At the end of the
experimental period, activities that some teacher candidates were unable to attend due to variable
reasons were made in 8th week. In the situations faculty member was absent, counsellors were enabled
to make observations immediately and they gave feedbacks continuously, too. The activities teacher
candidates conducted during experimental period were uploaded to e-learning module every week and
exchange of opinions was enabled between other teacher candidates. Furthermore, using e-learning
module teacher candidates stayed continuously in contact with faculty members when they met with
problems in this period of time. Post-test was applied after experimental period. Going to practice
schools every week, teacher candidates in control group implemented activities which they need to do
under the control of counsellors.

Data Analysis

Prior to start analysis of data, whether data showed normal distribution and homogeneity of data
were checked. Levene Homogeneity test was applied to define homogeneity. For normality, Shapiro
Wilk test was applied, though. Since only considering Shapiro Wilk's rate is not substantial, rates of
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“Kurtosis and Skewness® associated with data, rates of arithmetic mean and median were also analyzed.
It was stated if the situation happens in which rates of Kurtosis and Skewness are between -1 and +1,
data will show normal distribution (Morgan, Leech, Glockner & Barrett,2004).

At the end of analysis which was made with the aim of if variances relating to pre-test and post-test
points of teacher’s self-efficacy scale of experimental and control groups, it was found that variances
showed normal distribution (Student engagement pre test: Levene test, F(;30=.946, p= .339; Teaching
Strategiespre test: Levene Test, F;30= .559, p= .460; Classroom Managementpre test: Levene Test,
Fi1,30= .628, p=.434; General Totalpre test: Levene Test, F(; 30= .026, p= .873; Student engagement post-
test: Levene test, F(; 30= .645, p= .589; Teaching Strategies post-test Levene Testi, F; 30= 1.146, p=.338;
Classroom Management post-test: Levene Test, F(;30= .627, p= .600; General Total post-test: Levene
Test, F130= .824, p= .486). It was stated that relating to the points of pre-test and post-test of the
research, median and arithmetic mean were calculated with rates of kurtosis and skewness and when
median and mean were equal or very close to each other at the same time, rates of kurtosis and
skewness were also appeared in acceptable numbers. According to this, it was figured out the data set
in scope of experimental and control groups showed normal distribution.

In analysis of data, to reveal whether there is a meaningful difference between independent groups’
t-test and pre-test and post-test on comparison of experimental and control groups® (2 groups) pre-tests
solely, Analysis of One-Factor Covariance (Ancova) was used which is an analysis technique enabling
control of one other constant variable which has possibility of effecting dependent variable other than
independent variable of which effects on dependent variable are examined (Field, 2009). Before starting
to apply analysis of Covariance; whether the requirement, equality of regression slopes which is one of
the main requirements in analysis, was inspected and it was figured out the requirement, equality of
regression slopes, was enabled. The value of P placing on Group*Pre-test line for the equality of
regression slopes is to be meaningless (p>.05). So the equality of regression slopes associated with
“Student Engagement(Fy3,=.400, p>.05)" from sub-dimensions of “Teacher Self-efficacy Scale”,
"Teaching Strategies (Fy,32=.010, p>.05)", “Classroom Management(F; 35=.942, p>.05)”, and whole scale
(F(1,32=.486, p>.05) were enabled and the requirement of Covariance analysis was done. Moreover that
assumptions of homogeneity to be met was revealed in applied analysis. (Student Engagement: Levene
test, Fus0= .254, p= .618; Teaching Strategies: Levene Test, F(30= .220, p= .643; Classroom
Management: Levene Test, F(;30= .024, p= .879; General Total: Levene Test, F(;30= .009, p= .927).
Statistical operations in scope of pre-test and post-test results were analyzed through statistics package.

Findings

The results of analysis associated with equality of experimental and control groups are illustrated in
Table 2.

Table 2.
Analysis of T-test According To Experimental And Control Groups" Pre-Test Points
Sub-dimensions n X sd df t P
Control 16 54.31 7.19 30
Student Engagement - .979 .335
Experimental 16 52.00 6.13 30
. . Control 16  55.19 7.64 30
Teaching Strategies - .920 .365
Experimental 16 5294 6.10 30
Control 16  53.63 4.88 30
Classroom Management - .807 426
Experimental 16  52.00 6.41 30
Control 16 163.13 15.72 30
General Total 1.098 .281

Experimental 16 15694 16.16 30
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Pre-test point means in scope of experimental and control groups™ teaching self-efficacy scale, the
results of standard deviation, degrees of freedom and t-test analysis are seen in Table-2. According to t-
test analysis result made in scope of experimental and control groups, a meaningful difference was not
found in sub-dimensions “Student Engagement (t 30 =-.979, p> .05)”, “Teaching Strategies (t(3) =-.920,
p>.05)” and “Classroom Management (t(30)=-.807, p>.05)"” and general total (t(30) =-1.098, p> .05). These
results show groups have similar characteristics to each other in terms of teachers” self-efficacy. Post-
test points corrected according to pre-test points which belong to experimental and control groups are
in Table 3.

Table 3.
Post-Test Point Means Corrected According to Pre-Test Points
Sub-dimensions Grup n X Winsorized Mean
Control 16 54.88 54.87
Student Engagement -
Experimental 16 59.88 59.88
. . Control 16 54.06 53.90
Teaching Strategies -
Experimental 16 63.13 63.29
Control 16 53.94 54.04
Classroom Management -
Experimental 16 61.44 61.33
Control 16 162.88 162.98
General Total -
Experimental 16 184.44 184.33

In table 3, when post-test point means in the scope of teacher candidates” teaching self-efficacy in
experimental and control groups are studied, it is understood that post-test point means of
experimental group are higher than post-test point means of control group. The results of Covariance
analysis made in scope of whether this difference observed between groups™ post-test point means is
meaningful are in Table 4.

When the results of Covariance analysis, which was done in scope of whether the difference
between group’s post-test point means is meaningful, were examined in Table 4 ; a meaningful
difference was seen between sub-dimensions of “Student Engagement (F(;,5=5.726, p=.023,
n2=.165)", “Teaching Strategies (F(;,5=20.254, p=.000, n2=.411)" and “Classroom Management
(F(1,20=9.459, p=.005, n2=.246)" in post-test points corrected according to pre-test points and general
total (F(1,20=11.935, p=.002, n2=.292). The results of Covariance analysis made with aim of revealing the
effect of clinical practice on teacher candidates’ self-efficacy shows there is meaningful difference in
favor of teachers of experimental group at 3 sub-dimensions and general total when post-test point

means are StUdiEd (X student engagement experiment=59-881 X student engagement control=54-87; X teaching strategies

experiment=63'29; X teaching strategies contro|=53-90; X classroom management experiment=61-33f X classroom management control

=54.04; X general total experiment=184.33, X general total control =162.98). This finding shows that clinical practice
affects the perception of teacher candidates” teaching self-efficacy in a positive way.
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Table 4.
The Result of Covariance Analysis in Which the Effect of Pre-Test in Scope of Teaching Self-Efficacy Scale
is Controlled

Source Sum of df MeanSquare F Sig. n2
Squares
‘GEJ Corrected model 200.056 2 100.028 2.938 .069  .168
qE; Intercept 1519.412 1 1519.412 44.623  .000 .606
% Pre-test .056 1 .056 .002 .968 .000
L%D Group 194.966 1 194.966 5.726 .023 .165
2 Error 987.444 29 34.050
- Total 106528.000 32
= Corrected Total 1187.500 31
" Corrected model 687.445 2 343.722 10.148 .000 412
.%JD Intercept 1244.486 1 1244.486 36.741 .000 .559
g Pre-test 30.414 1 30.414 .898 351 .030
g Group 686.023 1 686.023 20.254 .000 411
o Error 982.274 29 33.872
% Total 111533.000 32
E Corrected Total 1669.719 31
Corrected model 467.189 2 233.595 5.319 .011 .268
Intercept 1445.866 1 1445.866 32920 .000 .532
2 Pre-test 17.189 1 17.189 391 .536 .013
£ GEJ Group 415.452 1 415.452 9.459 .005 .246
S & Error 1273.686 29 43.920
4 & Total 108232.000 32
5 § Corrected Total 1740.875 31
Corrected model 3728.694 2 1864.347 6.348 .005 .305
Intercept 9472.943 1 9472.943 32.257 .000 .527
= Pre-test 9.162 1 9.162 .031 .861 .001
E Group 3505.101 1 3505.101 11.935 .002 .292
= Error 8516.525 29 293.673
2 Total 977253.000 32
& Corrected Total 12245.219 31

Conclusion, Discussion, and Suggestions

When the findings of research were examined, the result which clinical practice has positive effects
on teacher candidates’ teaching self-efficacy. This result demonstrates self-efficacy perceptions of
teacher candidates in experimental group are higher than the ones in control group. So this result gives
tips about teacher candidates will be willing to get rid of difficulties they meet and be stronger against,
they can overcome the duties called tough instead of avoiding them. This finding shows parallelism with
the findings of Frits, Miller-Hey, Kreutzer & Macphee (1995), Gibson and Dembo (1984), Henson (2001),
Pajares (2002), Pajares & Schunk (2001) and Ross (1992) which are individuals having perception of
positive and high self-efficacy will attend to activities voluntarily, be able to approach to situations in a
problem-solving matter, be insistent, be tend to create a warm classroom atmosphere and research and
be able to respond students’ needs. On other hand, it was found that a teacher or a teacher candidate
with low self-efficacy avoids tough duties, gives up easily against difficulties, becomes more stressed,
performs low success and meets more problems (Betoret, 2006; Moalosi, 2013; Tschannen-Moran &
Hoy, 2001). Consequently, clinical practice shows teacher candidates are able to be successful in the
profession, deal with difficulties and reduce the level of stress at the initial times of profession.
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Furthermore, when the effect of teachers’ self-efficacy on student’s academic success is considered
(Auwarter & Aruguete, 2008; Brownell & Pajares, 1999; Moore & Esselman, 1992), it might be also said
that clinical practice can affect students’ success in a positive way indirectly. The results of researches
made by Charalambous, Philippou and Kyriakides (2008), Sagir, Bilen & Ercan (2014), Oksiiz & Cogkun
(2012) with Fives, Hamman & Olivarez (2007) shows similarities with this research. In related studies,
that teaching practice has a positive effect on beliefs of teacher candidates’ self-efficacy with their
perception of lecturing and raises level of their self-efficacy were found. Similarly, Hoy and Woolfolk
(1990) with Knoblauch and Woolfolk Hoy (2008) stated that teaching practice raises teacher candidates’
teaching self-efficacy.

It was found that the sub-dimensions of teachers’ self-efficacy scale, student engagement, teaching
strategies and classroom management, showed a meaningful difference in favor of teacher candidates
taking part in experimental group on sub dimension, too. This finding shows clinical practice in teacher
training benefits to selection of enabling student engagement, classroom management and teaching
strategies in teaching and learning process which are inside self-efficacy of teacher candidates. In this
context, that Bandura (1977) underlined experience of expertise as one of four factors affecting
individuals® self-efficacy beliefs is such as to support this finding. So it might also said that clinical
practice bringing experience of expertise and supporting individuals® continuous development in a
controlled progress affects teacher candidates’ beliefs on teaching self-efficacy in a positive way.
Moreover, the result on the way that clinical practice affects positively perceptions of teacher
candidates in scope of teacher candidates’ teaching strategies sub-dimension have similarities with the
result of Plourde’s research (2011). It might be also thought that teacher candidates in experimental
group who participated in clinical practices have high self-efficacy and so clinical practices became
effective on teacher candidates in the subdimension of student engagement. A research result which
deals with the effect of teacher’s self-efficacy on student engagement (Arabzadeh, ShafyNadery, Salami
& Bayanati, 2012) is such as to support this result, too. In mentioned study, having high self-efficacy has
an important effect on student engagement is stated, too. The finding showing clinical practice has a
positive effect on perception of teacher candidates about classroom management might be rationalized
in a way that individuals® having the beliefs of high self-efficacy when starting the profession will face to
adopt a more humanistic approach in terms of classroom management and use of the positive behavior
management strategies (Emmer & Hickman, 1991; Woolfolk & Hoy, 1990).

To sum up, it can be said that practices in scope of clinical practice affect the perception of teacher
candidates’ self-efficacy positively. In order to raise this sort of practice, the regulations heavily based
on practice in teacher training may be recommended. Moreover, different studies which will be done in
this extent, qualitative studies might be also preferred.
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Tiirkge Siirimui

Girisg
Ogretmen egitiminde, dgretmen adaylarinin gerekli bilgi, beceri ve degerleri kazandiktan sonra
dgretmenlige baslamalar gerekmektedir. Ogretmen egitiminin temel probleminin ise hizmet &ncesi

kazanilan bilgi ve becerilerin uygulanamamasi oldugu ifade edilmektedir (Darling-Hammond &
Bransford, 2005; Hammerness, 2006; Korthagen, 2011).

Son yillarda 6gretmen yetistirme programlari, uygulamaya agirlik verilmemesi, birbiriyle baglantisiz
derslerin programlarda yer almasi, 6gretmen yetistirme sistemindeki paydaslar arasindaki kopukluklar
ve kuramsal agirlikli bir anlayisin benimsenmesi bakimindan elestirilmektedir. Bu elestirilerin yapildig
programlarda, yetistirilecek olan 6gretmenlerin de etkili bir uygulama yapma sanslari olamamaktadir
(Darling-Hammond & Baratz-Snowden, 2007). Ogretmen egitiminin en etkili yolu ise, &gretmenlik
uygulamalari ile dogrudan baglantili olan 6gretmen egitimi programlarinin hazirlanmasidir (Darling-
Hammond, 2005). LaMaster da (2001) uygulama dersleri ile 6gretmen adaylarinin, meslege iliskin
deneyim kazandiklarini ve sosyallestiklerini belirtmistir. Wagler (2007) ise uygulama dersleri ile
o6gretmen adaylarinin edindikleri kuramsal bilgileri uygulamaya donustirebildiklerini ve becerilerini
gelistirdiklerini ifade etmektedir.

Ogretmen egitiminde kuram ile uygulama arasinda kurulan giiclii bagin, dgretmen adaylarinin
mesleki becerilerini gelistirmesine katki saglayacagi dusuniilmektedir (AACTE, 2013; NCATE, 2010). Bu
baglamda son yillarda 6zellikle Amerika’da yeni bir yaklasim olarak ele alinan ve temelini tip egitiminden
alan klinik uygulamalarin 6gretmen egitiminde kullanilmasi gerekliligi tartisiimaya baslanmistir. 21.
ylzyil, 6gretmen yetistirmede yuksek nitelikli klinik uygulamalarin 6neminin farkina varildig1 bir doniim
noktasi olarak kabul edilmektedir (AACTE, 2010).

Klinik uygulama, Ogretmen yetistirme programlarinda yer alan; 6gretmen adayi, uygulama
O0gretmeni, okul ydnetimi ve Universite danismaninin birlikte calistigi bir 6grenme sirecidir. Klinik
uygulayici olan 6gretmen adaylari, klinik uygulama siirecindeki 6grenme ve c¢alisma sorumluluklarini
isbirlikli bir sekilde butiin paydaslarla paylasirlar (AACTE, 2013; NCATE, 2010). Ball (2008) ve Zeichner
(2003, 2012), 6gretmenlik meslegini, klinik psikoloji ve tip alanindaki uygulamalara benzeterek, “kliniksel
uygulama meslegi” olarak algilanmasi gerektigini vurgulamistir. Klinik uygulama meslegi olarak ifade
edilen 6gretmenlikte, 6gretmen olacak bireylerin, doktor olacak bireylerin hizmet 6ncesinde biitln
becerileri kazandiklari gibi meslege basladiklarinda meslege iliskin biitiin becerilerle donatilmis olmalari
beklenmektedir.

Mesleki egitim esnasindaki klinik deneyimler 6gretmenlere becerilerini pekistirmede ve gelistirmede
firsatlar sunar (Grossman, 2010). Ogretmen egitiminde kullanilan klinik uygulamalar sirasinda
o6gretmenler, 6grencilerin gelisimine yardim etmek icin tiim performanslarini kullanacaklardir. Klinik
uygulamalarda, 6grencilerin bilgilerini degerlendirmede genellikle bigimlendirici degerlendirme kullanilir
(TNE, 2006). Klinik uygulamalar geleneksel olarak bilinen uygulamalarin yani sira 6gretmenlik
uygulamasini da igerir. Klinik uygulamalarda 6nemli olan sey, klinik uygulamalar esnasinda adaylarin
deneyimlerinin niteligi ve dogasidir (CCSSO, 2012).

Klinik uygulama tip uygulamalari olarak goriinse de, klinik uygulamalarla ilgilenen o6gretmen
egitimcileri icin de farkh bir bakis agisi sunmaktadir. Uzman 0Ogretmenlerin 6gretmen adaylarina
rehberlikleri ve 6grenme hastaneleri olarak okullarla iliskilendirilen Amerika Birlesik Devletleri’'nde
Mesleki Gelisim Okullari ile adaylara klinik uygulama firsati sunmaktadir (Kriewaldt & Turnidge, 2013).
Mesleki gelisim okullari, 6gretmen adaylarinin uygulama imkani yakaladiklari genisletilmis klinik
deneyimler, 6gretmen adaylarina meslegin ilk yillarinda o ana kadar edindikleri bilgi, beceri ve
yetenekleri uygulamalarina ve o6gretmenlik meslegine benzer sekilde yansitmalarina olanak tanirken
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(Bethune-Cookman University, 2013), ayni zamanda tam bir yil staj yapma olanagl da tanimaktadir
(Levine, 2010).

Klinik uygulama mesleginin 6zellikleri ile 6gretmen egitimi bagdastirilacak olursa (akt. Alter &
Coggshall, 2009); klinik uygulama mesleginde yer alan hastaya odaklanmanin yerini 6gretmen egitiminde
ogrencilerin eylemlerine ve egilimlerine odaklanmanin aldigi (Cohen, 2005; Grossman, Hammerness,
McDonald & Ronfeldt, 2008) ve 6gretmen ile 6grenciler arasinda insa edilen nitelikli iliskinin cok 6nemli
oldugu belirtilmektedir (Grossman & McDonald, 2008; Knoell, 2012; Liberante, 2012). Egitimsel retken
bir iliski olusturabilmek icin 6gretmenler 6gretmen farkindaligina, yiksek nitelikli 6grenme cevresi
olusturma yetenegine ve sinif yonetimi becerisine oldugundan daha fazla ihtiya¢ duyabilirler (Irving &
Martin, 1982; Kounin & Sherman, 1979). Klinik uygulamalardaki bilgi gereksinimi ise 6gretimde bilgi
ihtiyaci olarak dusinilebilir. Ogretmenlik hem 6zel hem de genel bir bilgiye sahip olmay gerektirir
(Cohen, 1988). Ogretmenler kendi alanlarina has bilgileri en detayina kadar bilmek zorundadirlar. Bir
cerrahin, bir bireyin psikolojisini ve anatomisini anladigi gibi, 6gretmenler de c¢ocuklarin nasil
dgrendiklerini ve onlarin 6grenme stillerini bilmelidirler (Darling-Hammond, 2006). Ogretmenler farkli
bireylere nasil hitap edecegine yonelik genis bir 6gretim stratejisi, nasil degerlendirecegi ve nasil bir sinif
yonetecegine yonelik pedagoji bilgisine sahip olmaldirlar (Alter & Coggshall, 2009). Klinik
uygulamalardaki kanit ve yargilar kullanma, 6gretimde yargi ve kanitlari kullanma ile benzerlik
gostermektedir. Diger klinik uygulama mesleklerinde oldugu gibi 6gretmenlikte de gliglu bir genel ve
Ozel bilgi altyapisi zorunludur, ancak klinik uygulamadaki belirsizliklerden dolayi yeterli degildir. Bir
dgretmen ogrencilerini ¢ok iyi tanimalidir. Ogretmenlerin 6grencilerinin giiclii ve zayif yanlarina,
dgrenme stillerine, ilgilerine ve 6zgegmislerine iliskin bilgi toplamalari gerekmektedir. Ogretmenler
ogrencilerin 6grenme ciktilari Gzerinde uygulamalarinin etkisini analiz etmek zorundadirlar (Heritage,
Kim, Vendlinski & Herman, 2009).

Ogretmen yetistirme programlari tiptaki 6gretimsel hastaneler gibi yerel bélge okullari ile ortakliklar
kurularak hazirlandiginda, muhtemelen daha nitelikli olacaktir. Burada glgli ortakliklar kurulacak
okullarin belirlenmesi ve segilmesinde de bazi zorluklarla karsilasilabilecegi bilinmelidir (Wilson, Floden
& Ferrini-Mundy, 2001). Bir diger 6nemli husus ise klinik uygulama mesleklerinde oldugu gibi
o6gretmenlik mesleginde de 6grenmenin siirekli devam etmesi, hicbir zaman bitmemesidir. Balkar’in
(2014) yaptigi arastirma sonucu da 6gretmenlerin arastirma temelli 6gretmen egitimi politikasinda klinik
temelli 6gretmen yetistirme yaklasiminin bilgi alanlarinin tamaminin yer almasi gerektigini belirtmesi de
klinik uygulamalarin 6gretmen egitimindeki 6nemini ortaya koymaktadir. Giirsoy vd. (2013) klinik
danismanlik modeli Gzerine yaptiklari arastirmada da 6gretmen adaylarini ve uygulama 6gretmenleri,
klinik danismanhk egitimi alan 6gretim elemanlarinin mesleki becerilerini gelistirdikleri yoniinde goris
belirttikleri sonucuna ulasiimistir.

Ozyeterlik, bireylerin herhangi bir konudaki etkinligi basarili bir sekilde yerine getirmede kendilerini
ne kadar yeterli gordiklerine olan inanglari (Bandura, 1997) seklinde ifade edilirken, 6gretmen
ozyeterligi ise bir 6gretmenin sahip oldugu bilgi ve becerilerle, 6grencide bagllik ve 6grenme gibi istenen
sonuglari olusturup olusturamayacagina iliskin yargisi (Tschannen-Moran & Woolfolk Hoy, 2001) ve
ogretmenlerin 6grencilerinin basarilarini etkileyebilme kapasiteleri hakkindaki inanglari (Brouwers &
Tomic, 2003) olarak agiklanmaktadir.

Ogretmen ozyeterligi ile 6grenci basarisinin iliskili oldugu (Caprara, Barbaranelli, Steca & Malone,
2006; Goddard, Hoy & Woolfolk-Hoy, 2000; Ross, 1992) ve bunun yaninda olumlu bir 6gretmen
ozyeterligininin de kurumsal atmosferi olumlu anlamda etkiledigi (Jungert & Rosander, 2010), 6zyeterlik
ile 6gretim slreci unsurlari arasinda iliski oldugu (Pajares, 2002), 68retim sirecindeki olumsuzluklarin
istesinden gelmede Gzyeterligin dnemli oldugu (Nespor, 1987) ve yiliksek ozyeterlik inancina sahip
ogretmenlerin 6gretim sirecinde yeni durumlari uygulamaya daha istekli olduklari (Czerniak & Lumpe,
1996) seklinde arastirma sonuglari yer almaktadir.

Ayrica Tschannen-Moran, Woolfolk-Hoy ve Hoy (1998) teorik derslerin dolayli yasantilar yoluyla
6gretmen adayinda Ozyeterlik olusturdugunu, uygulamal derslerin ise dogrudan yasantilar yoluyla
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ozyeterlik algisi gelistirdigine vurgu yapmislardir. Bu baglamda 6gretmen adaylarina mesleki becerileri
kazandirmada, klinik uygulamalarin bir pargasi olan mesleki beceri laboratuvarlarina benzer ortamlarin
olusturularak kullanilmasinin 6gretmen adaylarinin 6zyeterliklerine olumlu etki edecegi sdylenebilir. Bu
nedenle klinik uygulamalarin; 6gretmen adaylar tzerindeki yansimalarinin ve bir bireyde olusturulacak
olan davranislarda etkili olan bir nitelik ve bireyin kendini nasil motive ettigi, nasil hissettigi, nasil
diisindlgi ve nasil davrandigina yonelik inanci (Bandura, 1997; Zimmerman, 1995) olarak tanimlanan
ozyeterliklere etkisinin incelenmesinin 6nemli oldugu diisiintlmektedir.

Arastirmanin amaci, klinik uygulamalarin 6gretmen adaylarinin 6gretmenlik 6zyeterlik algilarina
etkisini incelemektir. Bu baglamda arastirma sorusu “Klinik uygulamalarin 6gretmen adaylarinin
ogretmenlik 6zyeterlik algilarina etkisi var midir?” olarak ifade edilebilir.

Yontem

Arastirma Modeli,

Arastirmanin yontemi nicel arastirma yontemlerinden deneysel yontemdir. Arastirmanin modeli ise
solomon dért gruplu deneysel modeldir. iki deney ve iki kontrol olmak {izere dért gruptan olusan bu
model, i¢ ve dis gegerligi birlikte saglayan en kuvvetli modeldir (Creswell, 2003, 173; Dawson, 1997, 17-
18; Fraenkel & Wallen, 2009, 268; Graziano & Raulin, 2004, 232; Kirk, 1995, 29; Sawilowsky, Kelley, Blair
& Markman, 1994).

Arastirma modeline bagh olarak gerceklestirilen islem ve vyapilan Olgcimler Tablo 1'de
gosterilmektedir.

Tablo 1.
Arastirmanin Modeline Bagl Olarak Gergeklestirilen islemler
Gruplar On test Grup uygulamasi Son test
Deney1(D;)  Ozyeterlik Olcegi Gozlem Ozyeterlik Olgegi
Deney 2 (D,) Uygulanmadi Gozlem Ozyeterlik Olgegi
Kontrol 1 (K;)  Ozyeterlik Olgegi - Ozyeterlik Olgegi
Kontrol 2 (K,) Uygulanmadi - Ozyeterlik Olgegi
Katilimcilar

Arastirma, bir devlet Universitesinin egitim fakiltesinde, 2013-2014 egitim-6gretim yili bahar
yariyilinda Ogretmenlik Uygulamasi Il dersini alan okul dncesi egitimi ana bilim dali birinci 6gretim 4.
sinif 6gretmen adaylar ile yurutilmistlir. Okul oncesi egitimi ana bilim dalinda 6grenim goren
6gretmen adaylarinin ¢alisma grubuna dahil edilmesinde, 6gretmenlik uygulamasi dersini 2 donem
olarak almalari dikkate alinmistir. Deney ve kontrol gruplarinin olusturulmasinda 6gretmen adaylarina
katilimin goéndlla oldugu belirtilmis ve katilmak isteyen 64 6gretmen adayi 16’sar kisilik 4 gruba yansiz
atama yoluyla atanmistir. Deney ve kontrol gruplarinda yer alan katilimcilarin 6gretmen 6zyeterlik
Olcegi on test olciimlerinden elde edilen puanlarin ortalamalari arasinda anlamh bir farklilik olup
olmadigini test etmek amaciyla, bagimsiz gruplar t-testi yapilmistir ve gruplarinin 6gretmenlik 6zyeterlik
on test puan ortalamalari arasindaki farkin anlamli olmadigi tespit edilmistir (t=1.098, p> .05). Ayrica
gruplarin deney oncesinde akademik genel not ortalamasi (AGNO) bakimindan da birbirlerine denk
oldugu belirlenmistir.
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Verilerin Toplanmasi

Orijinal formu Tschannen-Moran ve Woolfolk-Hoy (2001) tarafindan gelistirilen “Ogretmen
Ozyeterlik Olgegi”nin Tiirkce’ye uyarlama ve gecerlik ve giivenirlik calismasi Capa, Cakiroglu ve Sarikaya
(2005) tarafindan yapilmistir. Uyarlama galismasinda, gegerlik calismalari kapsaminda dogrulayici faktér
analizi ve Rasch 6lgme modeli kullanilmistir. Yapilan Rasch analizi sonucunda bitiin maddelerin kabul

edilebilir uyum degerlerine sahip oldugu belirlenmistir.

” o«

Olgek toplam 24 madde ve “6grenci katihmini saglama”, “sinif yénetimi” ve “6gretimsel stratejiler”
olmak iizere 3 alt boyuttan olusmaktadir. Olgekten alinan diisiik puan, diisiik dzyeterlik inancina, yiiksek
puan ise yiiksek &zyeterlik inancina isaret etmektedir. Olgegin orijinal formuna iliskin hesaplanan
Cronbach Alpha giivenirlik katsayilari “Ogrenci Katilimini Saglama: .82”, “Sinif Yénetimi: .84”,
“Ogretimsel Stratejiler: .86” ve dlcegin tamami icin ise .93'tiir. Ayrica 6gretmen dzyeterliginin kullanildigs
bazi arastirmalarda hesaplanan glivenirlik katsayilari da sirasiyla; .81, .81, .80, .91 (Demirtas, COmert &
Ozer, 2011); .80, .80, .85, .92 (Giiveng, 2011), .90 (Saracaloglu, Yenice & Ozden, 2013); .88, .81, .83, .89
(Arastaman, 2013) seklindedir. Bu sonuglar 6gretmen 6zyeterlilik algisi 6lgeginin Tiirkge formunun
gecerli ve givenilir oldugunu géstermektedir. Bu arastirmada olgege iliskin hesaplanan Cronbach Alpha
giivenirlik katsayilari “Ogrenci Katilimini Saglama: .85”, “Sinif Yénetimi: .85”, “Ogretim Stratejileri:.86” ve
Olcegin tamami igin ise .93'tlr.

Deneysel islem Siireci

Deneysel islem 6ncesinde, arastirma kapsaminda bir e-6grenme moduli kurulmus (edmodo) ve
dokiman ve kayitlar bu modile yiklenmistir. Klinik uygulamalar kapsaminda yapilacak olan etkinlikler
konusunda 6gretmen adaylarina agiklamalar yapilmistir. Deney grubunda yer alan 6gretmen adaylari igin
“Klinik Uygulama Rehberi” hazirlanmistir. Bu rehberde 6gretmen adaylarinin haftalik yapacaklari
etkinliklerin detayh acgiklamalari ile ilgili konulara iliskin kuramsal bilgiler yer almaktadir. Deney
grubundaki o6gretmen adaylari ile haftalik goriisme saatleri ve uygulamalar hakkinda yapilacaklar
belirlenmistir. Hazirlanan, e-6grenme moddli ile 6gretmen adaylarinin kendi hazirladiklari etkinliklerin
paylasilmasi ve bu etkinlikler Gzerinde tartisiilmasi saglanmistir. Arastirma icin gerekli resmi izinler
alinmistir. Deneysel isleme iliskin 2 hafta 6n uygulama yapilmistir. Bu sire igerisinde 6gretmen
adaylarinin ve rehber 6gretmenlerin klinik uygulamalar hakkinda bilgi sahibi olmalari ve ¢alismanin nasil
yapilacagi hakkinda gériismeler yapilmistir. On uygulamalarda karsilasilan problemler ve sorunlar
giderilmistir. Arastirmada 6gretmenlik 6zyeterlik 6lcegi 6n test olarak uygulanmistir.

Deneysel islem esnasinda ise arastirma kapsaminda 6gretmen adaylarinin 6gretmenlik uygulamasi
kapsaminda gittikleri okullara 14 hafta boyunca her hafta gidilmis ve 6gretmen adaylarinin ilgili haftada
yapacaklari etkinlikler gozlenmistir. Rehber 6gretmenlerin 6zellikle arastirma kapsaminda dikkat
etmeleri gereken hususlar agiklanmistir. Deney grubunda yer alan 6gretmen adaylari ile 14 hafta
boyunca her hafta 1-2 saatlik ilgili haftaya iliskin toplanti yapilmistir. Toplantilarda ele alinan yeterlik
alanlarina iliskin bilgiler verilerek 6grencilerin neler yapabilecekleri lizerinde tartismalar yapilmistir. Bu
toplantilara alan uzmani 6gretim uyeleri de katilmistir. Hazirlanan “Klinik Uygulama Rehberi”nde yer
alan kazanimlarin gergeklestirilmesi icin 7 hafta boyunca deneysel ¢calisma gergeklestirilmistir. Bu siire
icerisinde hem uygulama okulunda hem de fakiltede toplantilar yapiimistir. Deneysel siire¢ esnasinda
ogretmen adaylan sirekli olarak gozlenmis ve gbézlem sonucunda 6gretmen adaylari ile uygulamalar
hakkinda gorismeler yapilmistir. Bu gorlismelerde 6gretmen adaylarina hem 6gretim elemani hem
rehber 6gretmen hem de diger 6gretmen adaylari slirekli olarak geri bildirimlerde bulunmuslardir. Bu
donitler o6gretmen adaylarinin yaptiklari etkinliklere yonelik verilmistir. Deneysel islem sirasinda
karsilasilan aksakliklar da aninda giderilmistir. (Ornegin ilgili hafta etkinlik yapacak &gretmen adayi
uygulamaya katilamadi ise diger arkadaslarindan biri hazirlanarak uygulamaya katilmistir.) Deneysel
islem siresi sonunda bazi 6gretmen adaylarinin gesitli nedenlerden dolayi katilamadig etkinlikler 8.
haftada yapilmistir. Rehber 6gretmenlerin de deneysel islem esnasinda 6gretim elemaninin bulunmadigi
durumlarda sirekli gbzlem yapmalari saglanmis ve siirekli geri bildirimde bulunmuslardir. Deneysel islem
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sliresince 6gretmen adaylarinin yaptiklar etkinlikler e-6grenme moduliine her hafta yliklenmis ve diger
O0gretmen adaylar ile gorus alis verisi saglanmistir. Ayrica bu siirede 6gretmen adaylari karsilastiklari
problemlerde de e-6grenme modiliini kullanarak diger 6gretmen adaylari ile ve 6gretim elemani ile
surekli irtibat halinde olmuglardir. Deneysel islem sonrasinda son test uygulanmistir. Kontrol grubundaki
o6gretmen adaylar her hafta uygulama okullarina giderek rehber 6gretmenleri kontroliinde yapmalari
gereken etkinlikleri gergeklestirmislerdir.

Veri Analizi

Verilerin analizine gegmeden 6nce verilerin homojenligi ve normal dagilim gosterip gostermedigi
kontrol edilmistir. Homojenligi belirlemek icin Levene Homojenlik testi yapilmistir. Normallik testi igin ise
Shapiro Wilk testi yapiimistir. Sadece Shapiro-Wilk degerine bakmak yeterli olmayacagi icin verilere
iliskin “Basiklik ve Carpikhk (Kurtosis ve Skewness)” degerleri, aritmetik ortalama ve medyan degerleri de
incelenmistir. Basiklik ve Carpiklik (Kurtosis ve Skewness) degerlerinin -1 ile +1 arasinda olmasi
durumunda verilerin normal dagilim gosterebilecegi belirtiimektedir (Morgan, Leech, Glockner &
Barrett, 2004).

Deney ve kontrol gruplarinin 6gretmen Ozyeterlik Olgegi 6n test ve son test puanlarina iliskin
varyanslarinin homojen dagilim gosterip gostermedigine iliskin yapilan analiz sonucunda varyanslarin
homojen dagilim gésterdigi tespit edilmistir (Ogrenci Katihmi 4, wt: Levene testi, F1,30= .946, p= .339;
Ogretim Stratejileri, ost: Levene Testi, Fi130= .559, p= .460; Sinif Yonetimis, tost: Levene Testi, Fy30=
.628, p=.434; Genel Toplamg, s:: Levene Testi, Fy30=.026, p= .873; Ogrenci Katilimig, test: Levene testi,
F(1,30= .645, p= .589; Ogretim Stratejilericon test: Levene Testi, Fi1,30= 1.146, p= .338; Sinif Yénetimison test:
Levene Testi, F(;30= .627, p= .600; Genel Toplamg,, test: Levene Testi, F;30= .824, p= .486). Arastirmanin
On test ve son test dl¢im puanlarina iliskin olarak medyan ve aritmetik ortalama ile basiklik-¢arpikhk
degerleri hesaplanmis ve medyan ile aritmetik ortalamalarin birbirine denk veya ¢ok yakin olduklari ayni
zamanda basiklik ve carpiklik degerlerinin de kabul edilebilir sinirlar igerisinde yer aldigi belirlenmistir.
Buna gore deney ve kontrol gruplarina iligskin veri setinin normal dagihm gosterdigi anlagiimistir.

Verilerin analizinde deney ve kontrol gruplarinin (2 grup) sadece 6n testlerinin karsilastirilmasinda
bagimsiz gruplar t-testi ve 6n test ve son test puanlari arasinda anlamli farklihk olup olmadigini
belirleyebilmek icin, bir arastirmada bagimli degisken (izerinde etkisi incelenen bir bagimsiz degisken
disinda bagimli degiskeni etkileyebilme olasiligl bulunan baska bir stirekli degiskenin kontrol edilmesini
saglayan analiz teknigi olan Tek Faktorli Kovaryans Analizi (ANCOVA) (Field, 2009) kullaniimistir.
Kovaryans analizini uygulamaya ge¢meden Once analizin temel kosullarindan biri olan regresyon
egimlerinin estesligi sartinin karsilanip karsilanmadigi incelenmis ve regresyon egimlerinin esitligi
sartinin saglandigi tespit edilmistir. Regresyon egimlerinin estesligi icin Grup*Ontest satirinda yer alan p
degerinin anlamsiz (p> .05) olmasi gerekmektedir. Dolayisiyla “Ogretmen Ozyeterlik Olcegi” alt
boyutlarindan “Ogrenci Katilimi (F(y 3= .400, p> .05)”, “Ogretim Stratejileri (F(32= .010, p> .05)", “Sinif
Yonetimi (F(13= .942, p> .05)” ve dlcegin toplamina (F(; 3= .486, p> .05) iliskin regresyon egimlerinin
estesligi saglanmis ve kovaryans analizinin sarti yerine getirilmistir. Ayrica homojenlik varsayimlarinin da
karsilandigi, yapilan analizlerde tespit edilmistir (Ogrenci Katilimi: Levene testi, F(330= .254, p= .618;
Ogretim Stratejileri: Levene Testi, F(1,30= -220, p=.643; Sinif Yonetimi: Levene Testi, F;30=.024, p= .879;
Genel Toplam: Levene Testi, F130= .009, p= .927). On test ve son test sonuglarina iliskin istatistiki
islemler istatistik paket programi araciligiyla analiz edilmistir.
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Bulgular

Deney ve kontrol gruplarinin denkligine iliskin yapilan analiz sonuglari Tablo 2’de verilmistir.

Tablo 2.
Deney Ve Kontrol Gruplarinin On Test Puanlarina Gére T-Testi Analizi Sonuglar
Alt Boyutlar n X ss sd t P
Ogrenci Katilimi Kontrol 16 5431 7.19 30 .979 .335

Deney 16 52.00 6.13 30

.. Kontrol 16 55.19 7.64 30
greti tratejileri .92 .
Ogretim Stratejileri Deney 16 5592 6.10 30 920 365

Kontrol 16  53.63  4.88 30
fYnetimi 807 42
Sinif Yonetimi Deney 16 5200 641 30 80 6

Kontrol 16 16313 1572 30
| Topl 1. 281
Genel Toplam Deney 16 15694 16.16 30 098 8

Tablo 2’de deney ve kontrol gruplarinin 6gretmenlik 6zyeterlik 6lgegi 6n test puanlarina iliskin puan
ortalamalari, standart sapmalari, serbestlik dereceleri ve t-testi analizi sonuglari gériilmektedir. Deney ve
kontrol gruplarina iliskin yapilan t testi analizi sonucuna gére “Ogrenci Katilimi (tsq =-.979, p> .05)”,
“Ogretim Stratejileri (tg) =-.920, p> .05)” ve “Sinif Yénetimi (t;zo) =-.807, p> .05)” alt boyutlarinda ve
genel toplamda (tso) =-1.098, p> .05) anlamh bir farkhli§a rastlanmamistir. Bu sonuglar gruplarin
ogretmen oOzyeterlikleri bakimindan birbirine benzer o6zellikler tasidigini gdstermektedir. Deney ve
kontrol gruplarina ait 6n test puanlarina gore diizeltilmis son test puanlari Tablo 3’te yer almaktadir.

Tablo 3.
On Test Puanlarina Gére Diizeltilmis Son Test Puan Ortalamalar
Alt Boyutlar Grup n X Diizeltilmis ortalama

Ogrenci Katilimi Kontrol 16 54.88 54.87
Deney 16 59.88 59.88
Ogretim Stratejileri Kontrol 16 54.06 53.90
Deney 16 63.13 63.29
Sinif Yénetimi Kontrol 16 53.94 54.04
Deney 16 61.44 61.33
Genel Toplam Kontrol 16 162.88 162.98
Deney 16 184.44 184.33

Tablo 3 incelendiginde deney ve kontrol grubunda yer alan 6gretmen adaylarinin 6gretmenlik
ozyeterliklerine iliskin son test puan ortalamalari incelendiginde deney grubu son test puan
ortalamalarinin kontrol grubu son test puan ortalamalarindan yiiksek oldugu anlasiimaktadir. Gruplarin
son test puan ortalamalari arasinda gézlenen bu farkin anlaml olup olmadigina iliskin yapilan kovaryans
analizi sonuglari Tablo 4’de yer almaktadir.
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Tablo 4.
Ogretmenlik Ozyeterlik Olgegine lliskin On Test Etkisinin Kontrol Altinda Tutuldugu Kovaryans Analizi
Sonucu
Kaynak Kareler sd Kareler F p n2
Toplami Ortalamasi
Duzeltilmis Model  200.056 2 100.028 2.938 .069 .168
g Sabit 1519.412 1 1519.412 44.623 .000 .606
= Ontest .056 1 .056 .002 .968 .000
N Grup 194.966 1 194.966 5.726 .023 .165
S Hata 987.444 29  34.050
o Toplam 106528.000 32
‘O Diizeltilmig 1187.500 31
Toplam
_ Duzeltilmis Model 687.445 2 343.722 10.148 .000 412
E Sabit 1244.486 1 1244.486 36.741  .000 .559
) Ontest 30.414 1 30.414 .898 351 .030
g Grup 686.023 1 686.023 20.254 .000 411
I Hata 982.274 29 33.872
s Toplam 111533.000 32
&  Dizeltilmis 1669.719 31
Toplam
Duzeltilmis Model 467.189 2 233.595 5.319 .011 .268
—_ Sabit 1445.866 1 1445.866 32.920 .000 .532
-g Ontest 17.189 1 17.189 391 .536 .013
:g Grup 415.452 1 415.452 9.459 .005 .246
= Hata 1273.686 29 43.920
E Toplam 108232.000 32
Dizeltilmis 1740.875 31
Toplam
Duzeltilmis Model 3728.694 2 1864.347 6.348 .005 .305
c Sabit 9472.943 1 9472.943 32.257 .000 .527
© Ontest 9.162 1 9.162 .031 .861 .001
§' Grup 3505.101 1 3505.101 11.935 .002 .292
< Hata 8516.525 29 293.673
é Toplam 977253.000 32
Dizeltilmis 12245.219 31
Toplam

Gruplarin son test puan ortalamalari arasinda gozlenen farkin anlamli olup olmadigina iliskin yapilan
kovaryans analizi sonuglari Tablo 4’de incelendiginde gruplar arasinda 6n test puanlarina gore
duizeltilmis son test puanlari arasinda “Ogrenci Katiimi (F329=5.726, p= .023, n2=.165)", Ogretim
Stratejileri (F(129=20.254, p= .000, n2=.411)" ve “Sinif Yonetimi (F(;,5=9.459, p= .005, n2=.246)" alt
boyutlarinda ve genel toplamda (F;,9=11.935, p=.002, n2=.292) anlaml fark bulundugu gériilmektedir.
Klinik uygulamalarin 6gretmen adaylarinin 6gretmenlik dzyeterliklerine etkisini ortaya koymak amaciyla
yapilan kovaryans analizi sonuglari son test puan ortalamalari incelendiginde 3 alt boyutta ve genel

toplamda deney grubunda yer alan 6gretmenlerin lehine anlamli fark oldugunu géstermektedir ( X sgrenci

katihmi deney=59-881 X ogrenci katilimi kontrol=54-87; X Ogretim stratejileri deney=63-29' X Ogretim stratejileri kontro|=53-90; X

sinif yonetimi deney=61-331 X sinif yonetimi kontro|=54-04; X genel toplam deney=184-33' Ygenel toplam kontro|=162-98)- Bu
bulgu klinik uygulamalarin 6gretmen adaylarinin 6gretmenlik 6zyeterlik algilarina olumlu yonde etki
ettigini gbstermektedir.
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Sonug, Tartisma ve Oneriler

Arastirma bulgular incelendiginde klinik uygulamalarin 6gretmen adaylarinin 6gretmen 6zyeterlik
algilarina olumlu yénde etkisi oldugu sonucuna ulagiimistir. Bu sonug deney grubunda yer alan 6gretmen
adaylarinin 6gretmen 6zyeterlik algilarinin, kontrol grubunda yer alan 6gretmen adaylarinin algilarindan
daha yuksek oldugunu gostermektedir. Dolayisiyla bu sonucun 6gretmen adaylarinin karsilarina gikacak
glcliklere daha dayanikli ve asmak igin daha istekli olacaklarini, zor diye tabir edilen islerden kaginmak
yerine calisip Ustesinden gelebileceklerine yonelik ipuglari verdigi sdylenebilir. Bu bulgu, Fritz, Miller-
Hey, Kreutzer ve Macphee (1995), Gibson ve Dembo (1984), Henson (2001), Pajares (2002), Pajares ve
Schunk (2001) ve Ross’un (1992) olumlu ve yiiksek 6zyeterlik algisina sahip bireylerin faaliyetlere istekli
bir sekilde katilacaklari, sorunlarin lstesinden gelebilecek sekilde olaylara yaklasabilecekleri, israrci
olacaklari, sicak bir sinif atmosferi yaratmaya ve arastirma yapmaya egilimli olacaklari ve 6grencilerin
ihtiyaclarina yanit verebilecekleri yonindeki bulgular ile paralellik géstermektedir. Diger taraftan
ozyeterlik algisi dislik bir 6gretmen veya 6gretmen adayinin, giic islerden kagindigi, zorluklar karsisinda
cabuk pes ettigi, daha fazla stresli oldugu, diisik basari gosterdigi ve daha ¢ok problemle karsi karsiya
kaldigi tespit edilmistir (Betoret, 2006; Moalosi, 2013; Tschannen-Moran & Hoy, 2001). Dolayisiyla klinik
uygulamalarin, 06gretmen adaylarinin meslekte basarili olabileceklerini, zorluklarin Ustesinden
gelebileceklerini ve meslege ilk basladiklarindaki kaygi dizeylerini azaltacagini géstermektedir. Ayrica
Ogretmen Ozyeterliginin 6grencilerin akademik basarilarini da etkiledigi (Auwarter & Aruguete, 2008;
Brownell & Pajares, 1999; Moore & Esselman, 1992) géz 6niinde bulundurulursa, klinik uygulamalarin
ogrencilerin basarilarini da dolayli yénden olumlu olarak etkileyebilecegi séylenebilir. Charalambous,
Philippou ve Kyriakides (2008), Sagir, Bilen ve Ercan (2014), Oksiiz ve Coskun (2012) ile Fives, Hamman
ve Olivarez’in (2007) yaptiklari arastirma sonuglari ile bu arastirma sonuglari benzerlik gostermektedir.
ilgili arastirmalarda da uygulama dersinin égretmen adaylarinin égretmenlik 6zyeterlik inanglari ile ders
anlatimi algilarina olumlu etki ettigi ve 6zyeterlik dizeylerini artirdig tespit edilmistir. Benzer sekilde
Hoy ve Woolfolk (1990) ile Knoblauch ve Woolfolk Hoy (2008) da 6gretmenlik uygulamalarinin 6gretmen
adaylarinin 6gretmen ozyeterliklerini artirdigini belirtmislerdir.

Ogretmen 6zyeterligi 6lcegi alt boyutlarindan dgrenci katilimi, 6gretim stratejileri ve sinif ydnetimi alt
boyutunda da klinik uygulamalarin deney grubunda yer alan 6gretmen adaylarinin lehine anlaml bir
farkhhik gosterdigi tespit edilmistir. Bu bulgu 6gretmen egitiminde kullanilan klinik uygulamalarin,
o6gretmen adaylarina 6gretmen Ozyeterlikleri arasinda yer alan 6gretme ve 6grenme siirecinde 6gretim
stratejilerinin  seciminde, 06grenci katiimini saglamada ve sinif yonetiminde katkilar sagladigini
gostermektedir. Bu baglamda Bandura’nin (1977) bireylerin 06zyeterlik inanglarini etkileyen dort
unsurdan biri olarak uzmanlk deneyimini belirtmesi bu bulguyu destekler niteliktedir. Dolayisiyla
bireylerin kontrolli bir sirecgte stirekli gelisimini destekleyen ve uzmanlik deneyimi kazandiran klinik
uygulamalarin 6gretmen adaylarinin 6zyeterlik inanglarini da olumlu yonde etkiledigi séylenebilir. Ayrica
klinik uygulamalarin 6gretmen adaylarinin 6gretim stratejileri alt boyutuna iliskin 6zyeterlik algilarini
olumlu yonde etkilemesi yonindeki sonug, Plourde’nin (2001), arastirma sonugclariyla benzerlik
gostermektedir. ilgili arastirma sonucunda &zyeterlik inanci yiiksek olan &gretmenlerin siniflarinda
dgrenci merkezli &gretim stratejilerini kullandiklari belirlenmistir. Ogrenci katihmi alt boyutunda da
klinik uygulamalara katilan deney grubundaki 6gretmen adaylarinin 6zyeterlik algilarinin yiksek oldugu
ve dolayisiyla klinik uygulamalarin égretmen adaylari tizerinde etkili oldugu yorumu yapilabilir. Ogrenci
katihmi Gzerinde 06gretmen 0Ozyeterliginin etkisinin incelendigi bir arastirma sonucu (Arabzadeh,
ShafyNadery, Salami & Bayanati, 2012) da bu sonucu destekler niteliktedir. ilgili calismada da yiiksek
ozyeterlige sahip olmanin 6grenci katilmi Gzerinde 6nemli bir etkiye sahip oldugu belirtilmektedir. Klinik
uygulamalarin 6gretmen adaylarinin sinif yéntemi 06zyeterlik algilarini olumlu yoénde etkilemesi
yoniindeki bulgu, bireylerin meslege basladiklarinda yiiksek 6zyeterlik inancina sahip olmalarinin sinif
yonetimi agisindan daha hiimanistik bir yaklasim benimsemelerini ve olumlu davranis yodnetimi
stratejilerini kullanmalarini (Emmer & Hickman, 1991; Woolfolk & Hoy, 1990) saglayacagi seklinde
yorumlanabilir.
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Sonug olarak 6gretmen egitiminde klinik uygulamalara yonelik uygulamalarin 6gretmen adaylarinin
ozyeterlik algilarini olumlu yonde etkiledigi sdylenebilir. Bu uygulamalarin artirilmasi i¢in de 6gretmen
yetistirme programlarinda uygulamaya agirhk veren diizenlemelerin yapilmasi Onerilebilir. Ayrica bu
kapsamda yapilacak olan farkli galismalarda nitel arastirmalara da yer verilebilir.

Not: *Bu calisma, Doc. Dr. Adnan KUCUKOGLU danismanliginda yapilan doktora tezinin bir bélimiinden
tiretilmis olup, 22-24 Ekim 2015 tarihlerinde diizenlenen 3. Uluslararasi Egitim Programlari ve Ogretim
Kongresi’'nde sunulmustur.

References

Alter, J., & Coggshall, J. G. (2009). Teaching as a clinical practice profession: Implications for teacher
preparation and state policy. Washington, DC: National Professional Center for Teacher Quality.

American Association of Colleges for Teacher Education (AACTE). (2013). The changing teacher
preparation profession. Washington D.C: American Association of Colleges for Teacher Education.

American Association of Colleges for Teacher Education (AACTE). (2010). The clinical preparation of
teachers: A policy brief. Washington D.C: American Association of Colleges for Teacher Education.

Arabzadeh, M., ShafyNadery, M., Salami, M. N., & Bayanati, M. (2012). The effects of teaching self-
efficacy on student cognitive engagement. Basic Research Journal of Education Research and Review,
1(6), 99-103.

Arastaman, G. (2013). Egitim ve fen edebiyat fakiltesi 6grencilerinin 6z-yeterlik inanglari ve 6gretmenlik

meslegine karsi tutumlarinin incelenmesi. Ahi Evran Universitesi Kirsehir EGitim Fakiiltesi Dergisi, 14
(2), 205-217.

Auwarter, A., & Aruguete, M. (2008). Counselor perceptions of students who vary in gender and
socioeconomic status. Social Psychology of Education: An International Journal, 11, 389-395.

Balkar, B. (2014). Klinik temelli yaklasimin bilgi alanlarini kapsayan arastirma-temelli 6gretmen egitimi
politikasina iliskin 6gretmen algilari. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 29 (4), 28-45.
Ball, D. L. (2008). The work of teaching and the challenge for teacher education. Presented at the annual

meeting of the American Association of Colleges of Teacher Education, New Orleans, LA. Retrieved
June 10, 2013, from http://www- personal.umich.edu/~dball/presentations/020908_AACTE.pdf.

Bandura, A. (1997). Self- efficacy: The exercise of control. New York: Freeman.

Bandura, A. (1977). Self-efficacy: toward a unifying theory of behavioural change. Pyschological Review,
84,191-215.

Bethune-Cookman University. (2013). Clinical practices and field experiences handbook. Retrieved
October 23, 2014, from
http://www.cookman.edu/documents/acad_docs/education/clinicalPracticesHandbook.pdf.

Betoret, F. D. (2006). Stressors, self-efficacy, coping resources, and burnout among secondary school

teachers in Spain. Educational Psychology: An International Journal of Experimental Educational
Psychology, 26 (4), 519-539.

Brouwers, A., & Tomic, W. (2003). A test of the factorial validity of the Teacher Efficacy Scale. Research
in Education, 69, 67—-80.

Brownell, M., & Pajares, F. (1999). Classroom teachers' sense of efficacy to instruct special education
students. Teacher Education and Special Education, 22, 154-164.

Caprara, G. V., Barbaranelli, C., Steca, P., & Malone, P. S. (2006). Teachers’ self-efficacy beliefs as
determinants of job satisfaction and students’ academic achievement: A study at the school level.
Journal of School Psychology, 44, 473—490.

282



Adnan TASGIN, Adnan KOCUKOGLU — Cukurova Universitesi Egitim Fakultesi Dergisi, 45(2), 2016, 265-286

Charalambous, C., Philippou G., & Kyriakides L. (2008). Tracing the development of preservice teachers’
efficacy beliefs in teaching mathematics during fieldwork. Educational Studies in Mathematics, 67
(2), 125-142.

Cohen, D. K. (1988). Teaching practice: Plus que ¢a change. In P Jackson (Ed.). Contributing to
educational change: Perspectives on research and practice (pp. 27-84). Berkeley, CA: McCutchan.
Retrieved October 28, 2014, from http://ncrtl.msu.edu/http/ipapers/html/pdf/ip883.pdf.

Cohen, D. K. (2005). Professions of human improvement: Predicaments of teaching. In M. Nisan & O.
Schremer (Eds.). Educational deliberations (pp. 278-295). Jerusalem, Israel: Keter.

Council of Chief State School Officers (CCSSO). (2012). Our responsibility, our promise: Transforming
educator preparation and entry into the profession. Washington, DC: The Council of Chief State
School Officers. Retrieved October 11, 2014, from http://www.highered.nysed.gov/CCSSO.pdf.

Creswell, J. W. (2003). Research design: Qualitative, quantitative, and mixed methods approaches (2nd
Ed.). Thousand Oaks, CA: Sage. Retrieved June 8, 2015, from
http://isites.harvard.edu/fs/docs/icb.topic1334586.files/2003_Creswell_A%20Framework%20for%2
ODesign.pdf.

Czerniak, C. M., & Lumpe, A. T. (1996). Relationship between teacher beliefs and science education
reform. Journal of Science Teacher Education, 7, 247-266.

Gapa, Y., Gakiroglu, J., & Sarikaya, H. (2005). The development and validation of a Turkish version of the
teachers’ sense of efficacy scale. Education and Science, 30 (137), 74-81.

Darling-Hammond, L. (2005). Teaching as a profession: Lessons in teacher preparation and professional
development. Phi Delta Kappan, 87 (3), 237-240.

Darling-Hammond, L. (2006). Constructing 21st-century teacher education. Journal of Teacher
Education, 57 (3), 300-314.

Darling-Hammond, L., & Baratz-Snowden, J. (2007). A good teacher in every classroom: Preparing the
highly qualified teachers our children deserve. Educational Horizons, 85 (2), 111-132.

Darling-Hammond, L., & Bransford, J. (Eds). (2005). Preparing teachers for a changing World: What
teachers should learn and be able to do. San Francisco, CA: Jossey-Bass. Retrieved December 10,
2014, from
http://books.google.com.tr/books?id=HOuUGKrESDUC&printsec=frontcover&hl=tr&source=gbs_ge_
summary_r&cad=0#v=onepage&q&f=false.

Dawson, T. E. (1997). A primer on experimental and quasi- experimental design. Paper presented at the
annual meeting of the Southwest Educational Research Association, Austin, TX., January.

Demirtas, H., Cémert, M., & Ozer, N. (2011). Ogretmen adaylarinin ézyeterlik inanglari ve dgretmenlik
meslegine iliskin tutumlari. Egitim ve Bilim, 36 (159), 96-111.

Emmer, E., & Hickman, J. (1991). Teacher efficacy in classroom management and discipline. Educational
and Psychological Measurement, 51,755-765.

Field, A. (2009). Discovering statistics using SPSS (3rd ed.). London: Sage.

Fives, H., Hamman, D., & Olivarez A. (2007). Does burnout begin with student-teaching? Analyzing
efficacy, burnout and support during the student-teaching semester. Teaching and Teacher
Education, 23(6), 916-934.

Fraenkel, J. R., & Wallen, N. E. (2009). How to design and evaluate research in education (7th ed.). New
York: The McGraw Hill Companies Inc.

Fritz, J. J., Miller-Hey, J., Kreutzer, J.C., & Macphee, A. (1995). Fostering personal teaching efficacy
through staff development and classroom activities. Journal of Educational Research, 88, 200-209.

Gibson, S., & Dembo, M. H. (1984). Teacher efficacy: A construct validation. Journal of Educational
Psychology, 76 (4), 569-582.

283



Adnan TASGIN, Adnan KOCUKOGLU — Cukurova Universitesi Egitim Fakultesi Dergisi, 45(2), 2016, 265-286

Goddard, R. D., Hoy, W. K., & Woolfolk-Hoy, A. W. (2000). Collective teacher efficacy: Its meaning,
measure, and impact on student achievement. American Educational Research Journal, 37 (2), 479-
507.

Grazino, A. M., & Raulin, M.L. (2004). Research methods: A Process of inquiry (5th ed.). USA: Pearson
Education Group, Inc.

Grossman, P. (2010, May). Learning to practice: The design of clinical experience in teacher preparation.
Washington, DC: American Association of Colleges for Teacher Education & National Education
Association.

Grossman, P., Hammerness, K. M., McDonald, M., & Ronfeld, M. (2008). Constructing coherence:
Structural predictors of perceptions of coherence in NYC teacher education programs. Journal of
Teacher Education, 59 (4), 273-287.

Grossman, P., & McDonald, M. (2008). Back to the future: Directions for research in teaching and
teacher education. American Educational Research Journal, 45(1), 184-205.

Glrsoy, E., Bulunuz, N., Baltaci-Goktalay, S., Bulunuz, M., Kesner, J., & Salihoglu, U. (2013). Clinical
supervision model to improve supervisory skills of cooperating teachers and university supervisors
during teaching practice. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, Ozel Sayi (1), 191-203.

Giveng, H. (2011). Ogretmen adayi &grencilerin mesleki dzyeterlilik algilar ile 6grenci basarisi
sorumluluk algilari. E-Journal of New World Sciences Academy, 6 (2), 1410-1421.

Hammerness, K. (2006). From coherence in theory to coherence in practice. Teachers College Record,
108 (7), 124-65.

Henson, R. K. (2001). Teacher self-efficacy: Substantive implications and measurement dilemmas.
Keynote address given at the annual meeting of the Educational Research Exchange. College Station,
Texas: Texas A&M University.

Heritage, M., Kim, J., Vendlinski, T. P., & Herman, J. L. (2009). From evidence to action: A seamless
process in formative assessment? Educational Measurement, 28 (3): 24-31.

Hoy, W. K., & Woolfolk, A. E. (1990). Socialization of student teachers. American Educational Research
Journal, 27 (2), 279-300.

Irving, O., & Martin, J. (1982). Withitness: The confusing variable. American Educational Research
Journal, 19 (2), 313-319.

Jungert, T., & Rosander, M. (2010). Self-efficacy and strategies to influence the study environment.
Teaching in Higher Education, 6 (15), 647-659.

Kirk, R. E. (1995). Experimental design: Procedures for the behavioral sciences (3rd ed.). Thousand Oaks,
CA: Sage.

Knoell, C. M. (2012). The role of the student-teacher relationship in the lives of fifth graders: A mixed
methods analysis. Unpublished doctorate dissertation, The Graduate College at the University of
Nebraska, Lincoln, Nebraska.

Knoblauch, D., & Woolfolk Hoy, A. (2008). “Maybe | can teach those kids.” The influence of contextual
factors on student teachers' efficacy beliefs. Teaching and Teacher Education, 24, 166-179.

Korthagen, F. A. J. (2011). Making teacher education relevant for practice: The pedagogy of realistic
teacher education. Orbis Scholae, 5 (2), 31-50.

Kounin, J. S., & Sherman, L. W. (1979). School environments as behavior settings. American Educational
Research Journal, 18 (3), 145-151.

Kriewaldt, J., & Turnidge, D. (2013). Conceptualising an approach to clinical reasoning in the education
profession. Australian Journal of Teacher Education, 38 (6), 103-115.

LaMaster, K. J. (2001). Enhancing preservice teachers field experiences through the addition of a service-
learning component. The Journal of Experiential Education, 24 (1), 27-33.

284



Adnan TASGIN, Adnan KOCUKOGLU — Cukurova Universitesi Egitim Fakultesi Dergisi, 45(2), 2016, 265-286

Levine, M. (2010). Developing principles for clinically based teacher education. Commissioned by the
National Council for the Accreditation of Teacher Education for the Blue Ribbon Panel on Clinical
Preparation and Partnerships for Improved Student Learning.

Liberante, L. (2012). The importance of teacher-student relationships, as explored through the lens of
the NSW Quality Teaching Model. Journal of Student Engagement: Education matters, 2(1), 2-9.

Moalosi, S. W. T. (2013). Teachers’ self-efficacy: Is reporting non-significant results essential? Journal of
International Education Research, 9 (4), 397-406.

Moore, W. P., & Esselman, M. E. (1992, April). Teacher efficacy, empowerment, and a focused
instructional climate: Does student achievement benefit? Paper presented at the Annual Meeting of
the American Educational Research Association, San Francisco, CA.

Morgan, G. A, Leech, N. L., Gloeckner, G. W., & Barrett, K. C. (2004). SPSS for introductory Statistics: Use
and interpretation (2nd ed.). Mahwah, NJ: Lawrence Erlbaum Associates.

Nespor, J. (1987). The role of beliefs in the practice of teaching. Journal of Curriculum Studies, 19 (4),
317-328.

Oksiiz, Y., & Coskun, K. (2012). Ogretmenlik uygulamasi I-Il derslerinin zihin engelliler 6gretmen
adaylarinin 6z-yeterlilik algilamalari {izerindeki etkisi. Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi
(KEFAD), 13 (2), 131-155.

Pajares, F. (2002). Overview of social cognitive theory and of self-efficacy. Retrieved November 3, 2014,
from http://www.uky.edu/~eushe2/Pajares/eff.html.

Pajares, F., & Schunk, D. H. (2001). Self-beliefs and school success: Self-efficacy, self-concept and school
achievement. In R. Riding ve S. Rayner (Eds.), Self-perception (pp. 239-266). London: Ablex
Publishing. Retrieved November 3, 2014, from
http://www.uky.edu/~eushe2/Pajares/PajaresSchunk2001.html.

Plourde, L.A. (2001). The genesis of science teaching in the elementary school: The influence of student
teaching. Retrieved August 7, 2006, from http://www.ed.psu.edu/c1/2001 aets/s-1-08-plourde.rtf.

Ross, J. A. (1992). Teacher efficacy and the effect of coaching on student achievement. Canadian Journal
of Education, 17 (1), 51-65.

Sagir, M., Bilen, K., & Ercan, O. (2014). Ogretmenlik uygulamasi dersinin 6gretmen adaylarinin 6z yeterlik
ve ders anlatimlarina iliskin algilarina etkisi. KSU Sosyal Bilimler Dergisi, 11 (2), 97-114.

Saracaloglu, A. S., Yenice, N., & Ozden, B. (2013). Fen bilgisi, sosyal bilgiler ve sinif 5gretmeni adaylarinin
dgretmen oz-yeterlik algilarinin akademik kontrol odaklarinin incelenmesi. Pamukkale Universitesi
Egitim Fakiiltesi Dergisi, 34, 227-250.

Sawilowsky, S., Kelley, D. L., Blair, R. C., & Markman, B. S. (1994). Meta-analysis and the Solomon four
group design. Journal of Experimental Education, 62 (4), 361-376.

Teachers for a New Era. (TNE). (2006). Transforming teacher education. New York: Carnegie
Corporation. Retrieved September 10, 2014, from
http://carnegie.org/fileadmin/Media/Publications/PDF/Carnegie.pdf

The National Council for Accreditation of Teacher Education (NCATE). (2010). Transforming teacher
education through clinical practice: A national strategy to prepare effective teachers. Retrieved June
12, 2013, from http://www.ncate.org/LinkClick.aspx?fileticket=zzeiB100qPk%3D&tabid=715.

Tschannen-Moran, M., & Woolfolk-Hoy, A. (2001). Teacher Efficacy: Capturing and elusive construct.
Teaching and Teacher Education, 17, 783-805.

Tschannen-Moran, M, Woolfolk-Hoy A., & Hoy K.W. (1998). Teacher efficacy: its meaning and
measurement. Review of Educational Research, 68 (2), 202-248.

285



Adnan TASGIN, Adnan KOCUKOGLU — Cukurova Universitesi Egitim Fakultesi Dergisi, 45(2), 2016, 265-286

Wagler, R. R. (2007). Assessing the impact of vicarious experiences on preservice elementary science
teacher efficacy and preservice elementary teacher efficacy. Unpublished doctorate dissertation,
Oklahoma State University, Oklahoma.

Wilson, S. M., Floden, R. E., & Ferrini-Mundy, J. (2001). Teacher preparation research: Current
knowledge, gaps and recommendations. Washington, DC: Center for the Study of Teaching Policy.
Retrieved May 10, 2014, from https://depts.washington.edu/ctpmail/PDFs/TeacherPrep-WFFM-02-
2001.pdf.

Woolfolk, A. E., & Hoy, W. K. (1990). Prospective teachers’ sense of efficacy and beliefs about control.
Journal of Educational Psychology, 82, 81-91.

Zeichner, K. M. (2012). The importance of strong clinical preparation for teachers. Retrieved June 12,
2014, from  http://ccte.org/wp-content/pdfs-conferences/ccte-conf-2012-fall-zeichner-clinical-
preparation.pdf.

Zeichner, K. M. (2003). The adequacies and inadequacies of three current strategies to recruit, prepare,
and retain the best teachers for all students. Teachers College Record, 105 (3), 490-519.

Zimmerman, B. J. (Eds.) (1995). Self-efficacy and educational development. Self-efficacy in changing
societies. New York: Cambridge University Press.

286



PEREN
w

Cukurova Universitesi Egitim Fakiiltesi Dergisi
Vol: 45 No: 2 pp: 287-300

www.cufej.com

Science and Technology Teachers’ Views about FATIH Project

Betiil TIMUR®", Sirin YILMAZ", Serkan TIMUR®

®Onsekiz Mart Universitesi Egitim Fakiiltesi, Canakkale/Tiirkiye
bUIudag Universitesi Egitim Bilimleri Enstitiisii, Bursa/

Article Info

@ CrossMark
Abstract

Article history:

Received 28 March2016
Revised 29 September 2016
Accepted 29 September 2016
Keywords:

FATIH project,
Science and Technology Teachers,
Science Education

The purpose of the current study was to investigate the science and technology
teachers’ views about FATIH Project. Sub-problems of the study were to determine
positive aspects of the project, the problems teachers faced during application
process, and their opinions of a technology-integrated science and technology course.
The study sample consists of 22 science and technology teachers employed in different
geographical regions in Turkey. Case study, a qualitative research method, was used to
reveal an existing possible phenomenon. Nine open-ended questions, developed by
the researchers and revised based on expert opinions, were used as the data collection
tool. Descriptive analysis was utilized in data analysis. According to the findings, the
following were concluded: teachers were not adequately trained about FATIH Project,
teachers were not adequately informed in consistence with the purpose and
implementation of the project; technological equipment was not adequate in their
schools, and constant electricity outages in these regions created problems in using
the technologies. Findings showed that teachers were not adequately informed about
the project and they experienced issues in the implementation. Suggestions towards
obtained findings and future studies were included.
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FATIH Projesi,

Fen ve teknoloji 6gretmenleri,
Fen egitimi.

Bu calismanin amaci fen ve teknoloji &gretmenlerinin FATIH projesine yénelik
goruglerini, projenin olumlu yonlerini, uygulama sirecinde karsilastiklari sorunlari,
teknoloji entegre edilmis bir fen dersine yonelik goruslerini agiga gikarmaktir.
Galismanin 6rneklemini Turkiye'nin farkh cografik bolgelerinde goérev yapmakta olan
22 fen ve teknoloji Ogretmeni olusturmaktadir.  Calismada nitel arastirma
yontemlerinden biri olan durum ¢alismasi kullanilarak var olan olasi durum agiga
¢ikarilmak istenmistir. Arastirmada veri toplama araci olarak arastirmacilar tarafindan
gelistirilen ve uzman gorisleri dogrultusunda yenilenen 9 agik uglu soru kullanilmistir.
Elde edilen bulgulara gore fen ve teknoloji dgretmenlerinin FATIH projesi ile ilgili
yeterli bir egitim almadiklar, projenin amaci ve uygulanmasina yonelik yeterli bilgi
sahibi olmadiklari, gorev yaptiklari okullarin teknolojik donanimlarinin vyeterli
olmadigi ve bu bolgelerde sirekli elektrik kesilmelerinin egitim teknolojilerini
kullanmalarinda sikinti olusturdugu, uygulama agisindan en fazla zorlandiklari kismin
ogrencilerin de bilingli ve yeterli seviyede teknoloji okuryazari olmadiklari, iyi bir fen
egitiminin ise 6grencilerin aktif katimiyla etkinlik ve gorsel/isitsel unsurlarin
kullanilarak gergeklesen bir siireg olarak belirttikleri sonuglarina variimistir.
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Introduction

Rapid technological progress affecting individuals’ daily lives is reflected in education too and the
technology has become an indispensable part of their lives. Therefore, societies have had to keep up
with the developing technology and innovations and integrated them in education. The integration of
technology in education, as in all other fields, has led to its inclusion in processes of learning-teaching,
and thus, its emphasized role in learning. In Turkey as well, informational technologies have been
integrated in educational settings and this development process continues with novel projects (Li, 2007;
Yavuz & Coskun, 2008; Cauley, Aiken, & Whitney, 2009; Yilmaz, Ulucan, & Pehlivan, 2010; Gonzalez,
Ramirez, & Viadel, 2012; Brandau-Brown, 2013). Many studies associated with targeting to bring
technology in educational settings have been conducted. These studies have aimed to develop
instruction process in order to achieve well, to positively increase individuals’ attitudes toward
technology and their self-efficiencies, to master technology use, and to improve scientific process skills
by integrating technology in science classes in order to obtain results better than expected (Alkharusi,
Kazem, & Al-Musawai, 2011; Waight & Abd-El-Khalick, 2012).

Educational technologies enabled the transition from written materials and pen and paper to
computer medium. Contents have begun to be presented on computer, smart boards, and educational
software. Activities have been visually presented and this has motivated individuals to conduct activities
themselves. Through technology-supported applications, science course contents have been embodied
and, by considering individual differences, learning opportunities have been presented (Cauley, Aiken &
Whitney, 2009; Jaffer, 2010; Marwan & Trudy Sweeney, 2010; Arapostathis, 2012; Waight & Abd-El-
Khalick, 2012).

In our country, the process of integrating technology in education is supported by many projects.
One of these projects is the FATIH (Movement for Increasing Opportunities and Improving Technology)
Project that was announced in November 2010. Objective and scope of the project are described as
providing equal opportunities in education and effective use of technology at schools through
improvement. Teachers and students, too, are assigned important roles in this project (MONE, 2011).
The project aims to provide equal opportunity in education and targets at more effective use of
informational technologies in teaching-learning process through improvement of technologies at
schools. For this purpose, laptop computers, projection devices, multi-purpose printers, smart boards,
and broad-band internet will be provided to 620.000 classrooms in pre-school, elementary and
secondary level schools (MONE, 2011). It is emphasized that, through the project, amendments in
curricula will be required; therefore, curricula will be compatible to education supported by information
and communication technologies; educational e-contents will be created; e-books and learning objects
will be prepared for each subject. Particularly teachers will face many situations where they are
informed about the project; they master using educational technologies in the classroom; and they get
to know about technology equipment in their schools.

Pacey (1983) emphasized that features and use of technological tools may be affected by interaction
between persons, their culture, social ethical and moral values, and belief systems (Waight & Abd-El-
Khalick, 2012). Therefore, it is possible to encounter some possible problems in technology use and
integration. In the integration of technology in education, some issues such as teachers’ inefficiencies in
technology, students’ inefficiencies in understanding technology and in their critical thinking skills, poor
technology infrastructure at schools without adequate information on technology, unknown functions
of technology, and single-mindedness are faced in the educational process (Cauley, Aiken, & Whitney,
2009; Waight & Abd-El-Khalick, 2012).
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It has been observed that related literature do not include many studies on FATIH Project. Demirer,
Saban, Kucuk, & Sahin (2011) examined Computer and Instructional Technologies pre-service teachers’
views on FATIH Project. Caglar (2012) compared teachers’ pedagogic practice within FATIH Project with
international teaching standards. In terms of integrating technology in education FATIH project may lead
to a new era. Therefore, a great responsibility falls to the teachers in this project. Teachers’
understanding of the FATIH project is believed to be important toward the correct application.
Therefore, this study will be revealed teachers’ views on FATIH project. The project will be shaped in
accordance with the opinion of the teachers before implementation and this study is expected to
contribute to the literature. The purpose of this research is to investigate science and technology
teachers’ views on FATIH Project and educational technologies.

Method
Research Model
Case study, a qualitative research method, was used in the research. Through case study, a current
phenomenon as a whole within its own framework is studied via multiple data sources and evidences
(Yin, 2003).

Participants

Participants of this study are 22 science and technology teachers from seven different regions of
Turkey. The majority of these teachers (f = 16) away from the city center, has been working in schools in
terms of inadequate technical equipment. The remaining six teachers are working in schools in terms of
the technical equipment and infrastructure located in city centers with better facilities. These teachers
tenure variesl1-5 years (f = 13) and 5-10 years (f = 9). Three of teachers’ from Aegean Region, five of
teachers’ from Black Sea Region, two of teachers’ from Central Anatolia Region, two of teachers’ from
Eastern Anatolia Region, four of teachers’ from Marmara Region, three of teachers’ from
Mediterranean Region, three of teachers’ from Southeastern Anatolia Region.

Data Collection Techniques

Open-ended questions prepared to collect data. In order to prepare open-ended questions the
literature related to educational technology and FATIH Project examined. Following the development of
the questions Turkish experts controlled the questions. After the relevant feedback and opinions of
academics specialized in educational technology and science education questions have been finalized.
Application was carried out at a seminar which brought together the participants on a voluntary basis.
Nine open-ended questions, developed by the researchers and revised based on educational
technologies and science education expert opinions, were used as the data collection tool.

Data Analysis

The descriptive analysis is used to analyze the obtained data. Answers given by the participants
examined in detail with descriptive analysis. Then the code and a systematic way of interpreting the
categorization is presented to the reader (Patton, 2003). This study examined the answers they gave to
each question of the teacher in interpreting and presented to the reader. In addition, the teachers
answer for each question is given directly to the quote. Descriptive analysis was utilized to analyze the
data. Findings obtained through descriptive analysis were systematically and clearly described,
organized, and interpreted. In addition, direct quotes were included in order to reflect teachers’ views.

Findings
Findings obtained as a result of data analyses, conducted in order to find responses to the problem
and sub-problems, are located in this section.
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Question 1: Have you been informed about the FATIH Project?

Science and technology teachers were asked if they had been informed about FATIH Project.
Analyses of teacher responses showed that teachers had not been informed about the project. These
teachers stated that they sought information about the project from the news sources available on the
media or on internet. Teachers who had been informed about the project on the other hand stated that
they had been informed through meetings and seminars at schools.

“I have not received any other information about FATIH Project than those | found on
media.” T1
“I have information as much as available on media. We have not yet been trained.” T5
“Effective use of technology in education...” T16
“..I attended general information meetings about FATIH Project (meetings within
National Education).” T12

Question 2: What is FATIH Project in your opinion?

Science and technology teachers were asked what FATIH Project is. Analyses of teacher responses
showed that majority of teachers stated the following ideas: use of technology in learning-teaching
process; integration of technology in education; providing equal opportunity in education through
computer-supported education and distributing tablet PC; a process of effective participation and
meaningful learning through use of technology in education. Some teachers perceive FATIH Project only
as giving tablet PCs away.

“A project made to provide technology-supported instruction in education...” T4

“...In my opinion, this is an important and great project that the ministry initiated. Through
this project, a child in a Hakkari village and another child in Konak, Izmir, will have come
closer to equal opportunity...” T9

“Smart board and tablet PC...” T11

“Inadequate infrastructure — efficient staff...”T19

Question 3: What are the difficulties in implementing the project?

Science and technology teachers were asked about issues in the implementation phase of the FATIH
Project. Analyses of the teachers’ responses showed the following issues: teachers’ and administrators’
inadequate knowledge of use of technology tools and devices; their inadequate levels of technology
literacy; inadequate technology infrastructure in relation to internet and computers at schools;
teachers’ negative beliefs towards technology; teachers’ self-inefficiencies; students’ treatment of
tablets as play or distractive objects during class; high-cost of the project in general; some related
financial issues; not implementing the project in every school; the project’s inability to address
individual differences; single-dimension learning; and technology tools incompatible to the school
conditions.

“..technology devices not lasting long, expensive cost of technology, teachers and students
unable to efficiently use today’s technology... ” T13

“.In my opinion the most serious issue is that the teachers cannot catch up with the
project...” T2

“..Issues will be rising with schools, teachers, and students. First of all, teachers need to
master informational technologies; our teachers’ current abilities are not so promising...”
T10

“..I know that there are difficulties finding the proper content for the project. In addition, |
know that students pay attention to the tablet, not the subject, during class and this
disturbs the in-class focus...” T14

“We Turkish people think of internet surf, Facebook, Twitter, etc. when computer is talked
of or we keep far from the computer since it would break. However, | think computerized
education will additionally distract students who are already uninterested in classes... ”
T20
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Question 4: Do you use educational technologies at your own school?

Science and technology teachers were asked if they used educational technologies at their schools.
Majority of science and technology teachers stated that they used educational technologies during
learning-teaching process. Mostly used devices were computer and projector; few teachers stated that
they utilized educational software. Some teachers said that due to problems with infrastructure ate
their schools they utilized limited technology consistent with content; one teacher stated that s/he was
not able to use technology because infrastructure at school was not adequate.

“..technology issues; lack of quality materials...” T3

“...I can use very little technology... ” T17

“...Educational technologies are used at our school but due to problems encountered | do
not prefer to use.” T13

“..Unfortunately | cannot use. We have one broken projector at school and it is not
working.” T19

Question 5: What are some difficulties if you use technology?

Science and technology teachers were asked what the issues were when using educational
technologies. Science and technology teachers stated that the most encountered issue was the
technology equipment problem stemming from inadequate infrastructure. Issues stemming from
technologic equipment were stated as: having no computers and projectors in the classrooms; even
when having these, they would be broken or electricity would be unavailable; and students were not
careful using the equipment. They also stated that schools did not have internet access or related
websites were blocked by the MONE. In addition, teachers pointed out to the over-crowded classrooms
which made it hard to use technology; available animation and videos were inefficient and making new
programs required technical knowledge. They said that electric outage encountered in some regions
made it even worse.

“..The most serious issue is not being able to find adequate digital content; there is much
information pollution.” T1

“..Inaccessible internet in science and technology; | have difficulty finding related
animation content and selecting the proper ones.” T15

“..Classrooms are a bit over-crowded and we experience lack of equipment. These are a
little influential. ” T18

“..I experience the most difficulty locating content and | believe | will have the same
problem with tablets in future...” T2

“..issues stemming from computers; MONE connection not allowing access to websites...”
T14

Question 6: Can you implement FATIH project in your own classroom?

Science and technology teachers were asked if they could implement FATIH project in their
classrooms. Analyses of teachers’ responses showed that their responses varied. Some teachers said
that they could implement it in their classrooms and some others stated that they were inefficient about
this and they needed related seminars/training in order to be better. Those teachers who said that they
were not able to implement the project listed the following reasons: they did not receive any training
about the project; their schools did not have adequate equipment or their schools were not included in
the project.

“..1 can utilize Fatih project if required infrastructure is provided.” T7

“..Teachers need to attend a seminar at least for an hour in order for them to be able to
implement the project.” T18

“..0ne of the most important issues is leaving tablets at home or the tablets getting
broken.” T21
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Question 7: What may be the issues in FATIH project from student and teacher perspective?

Science and technology teachers were asked about the possible issues in FATIH project. Analyses of
teachers’ responses showed that their responses varied. Teachers stated that possible issues at first
might be stemming from teachers’ inefficiencies in technology and the project. Later, they pointed out
to the following: infrastructure issues at schools; technical issues; out-of-function tablets; students
losing the tablets/forgetting at home or issues stemming from use without enough awareness. Teachers
also indicated to the fact that tablets would serve as distracters and thus classroom management would
become harder. Over-crowded classrooms, the idea that tablets would replace the teachers, and
students’ weakened research-inquiry skills due to the ready-made content on tablets were also
mentioned.

“...The belief education with tablets would distract students and replace teachers” T3
“..The worry about much radiation and inadequate knowledge and materials will be
issues.” T7

“..It can prevent focusing on the subject due to more interest in tablets than the class. The
content may not be adequate.” T13

“..Teachers’ use and controlling students may be hard. They may have difficulties
following students, using tablets, and tracking them.” T19

Question 8: How beneficial is FATIH project for students?

Science and technology teachers were asked how beneficial FATIH project would be for students.
Analyses of teachers’ responses showed that FATIH project would be beneficial in: giving students the
skills to use technology to reach knowledge and raising awareness of information and communication
technologies. Teachers’ responses also included the following: students may not need to carry a bag to
school; education would be more students-centered; the subject would be more tangibly presented,
thus, students’ interests would increase and skills would be improved. However, one teacher stated that
virtually presented information would not retain and two teachers said that the project would provide
any gains.

“..It will teach students the skill to use technology when reaching information” T6
“..As the subject presented within FATIH project will address to multiple senses, it may
attract interest and provide better learning” T15

Question 9: To increase student achievement, how should science education be organized?

Science and technology teachers were asked how science education should be organized in order to
increase student achievement. Analyses of teachers’ responses showed that teachers had provided
similar suggestions. Teachers emphasized the following: the curriculum would be reorganized as topics
would be more concretized and presentation would address to more senses; teachers’ content
knowledge needed to be adequate; teachers would need to include students in learning-teaching
process and they would need to conduct more experiments; teachers would need to emphasize hands-
on learning skills; students would need to connect topics to real life experiences; and teachers would
need to give students the skills to establish cause-and-effect relations.

“..It should be a hands-on education based on life experiences and this would retain
more; it should be a real-life-like education as students may need to realize that they
maly satisfy their needs in real life.” T9

“..Students should be provided with hands-on learning.” T11

“..It should be materialized in students; daily lives.” T16

“..The curriculum is tight but hours are very few. Therefore, we cannot conduct many
experiments.” T20
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Conclusion, Discussion & Suggestions

FATIH project is designed to be use technology effectively in the class. in teacher-centered
approaches students get bored quickly and learning is not catchy. When technology-supported learning
environments used effectively, learning will be more in can be more persistent Based on the findings, it
is concluded that science and technology teachers did not receive adequate training on FATIH project
(Demirer, Saban, Kucuk, &Sahin, 2011); teachers did not have enough knowledge in relation to the
purpose and implementation of the project (Demirer, Saban, Kucuk, &Sahin, 2011); their schools did not
have adequate technology equipment and continuous electricity outages created problems when using
educational technologies; in implementation, the hardest aspect was that students also were not
adequately technology-literate because a good science education required active participation of
students and the use of activities conducted through audio/visual effects (Demirer, Saban, Kucuk, &
Sahin, 2011). Findings showed that teachers were not adequately informed about the project and they
had difficulties in implementation. Kayaduman, Sarikaya, & Seferoglu (2011) stated that in order for
FATIH project to achieve its purpose, computer literacy should be widespread and it was vital that
teachers who were implementers of the project were provided with trainings. Akinci, Kurtoglu, &
Seferoglu (2012) in their study emphasized that improving technology infrastructure at schools would
not guarantee the effective and efficient use of informational technologies. Ciftci, Taskaya, & Alemdar
(2013) investigated classroom teachers’ views of FATIH project and found that classroom teachers do
not think that the project could be comfortably implemented; as negative points, problems could be
experiences with tablet PCs; some teachers would not be able to use technology; and they would need
technology training. As contributions of the project, they stated that students would not need to carry
school bags and the education medium would be richer with technologic infrastructure.

Following suggestions are made based on findings from the study:

4 The project should be effectively introduced to teachers who are significantly trusted in the
implementation of FATIH project and their roles and contributions should be clearly stated.

v Technology efficiencies of teachers and administrators should be determined and if needed they
should be informed about technology use.

4 Inadequacies at schools where the project will be implemented should be determined and these
should be remedied.

4 Documents and contents to be used within the project should be prepared with more attention
to the student levels.

v Contents should be prepared with more tangible subjects and consideration of individual

differences.

293



Betiil TIMUR, Sirin YILMAZ, Serkan TIMUR — Cukurova Universitesi Egitim Fakiiltesi Dergisi, 45(2), 2016, 287-300

Tiirkge Siirimui

Girisg

Teknolojinin giin gectikge ilerlemesi bireylerin glinlik yasamlarini etkilemekte ve yasantilarinin
vazgecilmez bir unsuru haline gelmistir. Teknolojinin giderek ilerlemesi egitim alanina da yansimigtir.
Bu nedenle toplumlar ilerleyen teknolojiyi ve yenilikleri takip etme durumunda kalarak teknolojinin
egitime entegrasyonu gergeklestirmislerdir. Teknolojinin her alanda oldugu egitim alanina da entegre
edilmesi, 6grenme-6gretme sireclerine dahil edilmesine, 6grenmede 6nemli bir role sahip olmasina
yol agmistir. Ulkemizde de bilisim teknolojileri egitim ortamlarina entegre edilerek gelisim siireci yeni
projelerle devam emektedir (Yavuz & Coskun, 2008; Yilmaz, Ulucan & Pehlivan, 2010; Li, 2007; Cauley,
Aiken & Whitney, 2009; Brandau-Brown, 2013; Gonzalez, Ramirez & Viadel, 2012). Teknolojiyi okul-
sinif ortamlarina getirmekle ilgilenen ve hedefleyen birgok c¢alismalar yapilmistir. Bu ¢alismalarda
ogretim slrecini gelistirerek basariya ulasma, bireylerin teknolojiye yonelik tutumlarini ve 0z-
yeterliklerini olumlu yonde arttirma, teknoloji kullanimina hakim olma, teknolojiyi fen derslerine
entegre ederek bilimsel slire¢c becerilerinin arttirilmasi ve beklenenden daha iyi sonuglar alma
hedeflenmistir (Waight & Abd-El-Khalick, 2012; Alkharusi, Kazem &Al-Musawai, 2011).

Egitim teknolojileri ile yazili materyal, kalem-kagitlardan bilgisayar ortamina gegis saglanmistir.
igerikler bilgisayar ortaminda, akilli tahtalarda ve egitim yazilimlarinda sunulmaya baslanmis, yapilan
etkinlikler gorsellestirilerek bireyleri kendilerinin yapmalarina tesvik eder konuma gelmistir. Teknoloji
destekli uygulamalar ile fen dersi igerikleri de somutlastirlmaya baslanmis, bireysel farkliliklar goz
oniinde bulundurularak 6grenme firsatlari sunulmustur (Waight & Abd-El-Khalick, 2012; Cauley, Aiken
& Whitney, 2009; Jaffer, 2010; Arapostathis, 2012; Marwan & Trudy Sweeney, 2010).

Ulkemizde de uzun yillardir devam etmekte olan teknolojinin egitime entegrasyonu siireci pek ¢ok
proje ile desteklemektedir. Bu projelerden biri 2010 yili Kasim ay1 igerisinde duyurulan FATIH (Firsatlar
Arttirma ve Teknolojiyi lyilestirme Hareketi) Projesi’dir. Projenin amaci ve kapsami egitim ve 6gretimde
firsat esitliginin saglanmasi ve okullardaki teknolojinin iyilestirilerek bu araglarin 6grenme-6gretme
siirecinde daha etkin kullanimi olarak agiklanmaktadir. Uygulanan projede 6gretmen ve 6grencilere de
biyuk roller dismektedir (MEB, 2011). Uygulanan proje ile egitim ve 6gretimde firsat esitliginin
saglanmasi, okullardaki teknolojinin iyilestirilerek Bilgisayar teknolojilerinin 6grenme-6gretme
surecinde daha etkin kullanimi amaglanmaktadir. Bu amacgla; okuldncesi, ilkogretim ile ortadgretim
diizeyindeki tiim okullarda 620.000 derslige dizistlu bilgisayar, projeksiyon cihazi, ¢cok amach yazici,
akilli tahta ve genis bant internet saglanacaktir (MEB, 2011). Uygulanan proje ile ogretim
programlarinda da degisimin kaginilmaz olacagi; bu nedenle proje kapsaminda 6gretim programlarinda
degisikliklerin yapilarak, bilgi ve iletisim teknolojileri destekli 6gretime uyumlu hale getirilecegi, egitsel
e-icerikler olusturulacagi, her ders igin yine e-kitap ve Ogrenme nesneleri hazirlanacagi
vurgulanmaktadir. Ozellikle &gretmenler proje ile ilgili bilgilendiriimeye, egitim teknolojilerini sinif
icerisinde kullanmaya hakim olmaya, bulunduklari okullarin teknolojik donanimi tanima gibi pek ¢ok
durumla karsi karsiya kalacaklardir.

Pacey (1983) teknolojik arag-gereclerin 6zelliklerinin ve kullaniminin insanlar arasi etkilesimden,
icinde bulunulan kdltirden, toplumun etik ve ahlaki degerlerinden, inang sistemlerinden
etkilenebilecegini vurgulamaktadir (Akt. Waight & Abd-El-Khalick, 2012). Bu nedenle teknoloji
kullanimi ve entegrasyonu silrecinde bir takim olasi sorunlar ile karsilasiimasi muhtemeldir.
Teknolojinin egitim alanina entegrasyonu 06gretim silirecinde Ogretmenlerin teknoloji konusunda
yetersizlikleri, 6grencilerin teknolojiyi kavrama dizeylerinin ve elestirel disiinme becerilerindeki
yetersizlikler, okullarin teknolojik alt yapilarinin yetersiz olmasi, teknoloji ile ilgili yeterli teorik bilginin
olmamasi ve Ogretim programlarinda teknoloji entegrasyonunun vyetersiz olmasi, teknolojinin
islevlerinin tam olarak bilinmemesi ve tek boyutlu olarak disinilmesi gibi bazi sorunlar ile
karsilasilmasina neden olmustur (Waight & Abd-El-Khalick, 2012; Cauley, Aiken & Whitney, 2009).
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ilgili alanyazin incelendiginde FATIH Projesi ile ilgili yapilmis gok fazla galisma olmadig goriilmiistiir.
Demirer, Saban, Kiiclik ve Sahin (2011) calismalarinda BOTE bélimiinde 6grenim gdrmekte olan
dgretmen adaylarinin FATIH Projesine yonelik gérislerini incelemislerdir. Caglar (2012) ise FATIH
Projesinde 6gretmenlerin  pedagojik uygulamalarinin uluslararasi  6gretmen standartlan ile
karsilastirmistir.

Bu calismanin amaci fen ve teknoloji dgretmenlerinin FATIH projesine ve egitim teknolojilerine
yonelik géruslerini belirlemektir.

Yontem

Arastirma Modeli

Calismada nitel arastirma yontemlerinden biri olan durum galismasi kullanilmistir. Durum galismasi
ile glincel bir olgu kendi gercgevesi icerisinde bitincil olarak, birden fazla veri kaynagi veya kanit ile
mevcut olan durum ortaya konulur (Yin, 2003).

Katilimcilar

Yapilan arastirmanin ¢alisma grubunu Tirkiye’nin yedi farkli cografi bolgesinde gérev yapmakta
olan 22 (8 bayan, 14 erkek) fen ve teknoloji olusturmaktadir. Arastirmacilar ¢calisma grubunda yer alan
ogretmenler ile daha 6nce gergeklestirmis olduklari projelerde birlikte calismiglardir. Bu nedenle
ogretmenlerin deneyimleri, egitim durumlari ve ders siireclerine yonelik yeterli bilgiye sahiptirler.
Calisma grubundaki 6gretmenlerin gorev yillari 5-15 yil arasinda degisim gostermektedir. Ayrica bu
o6gretmenlerin 5 tanesi fen bilgisi egitiminde yiiksek lisans derecesine sahiptir

Veri Toplama Teknikleri

Calismada veri toplama araci olarak agik uglu sorular kullanilmistir. Sorularin hazirlanmasi siirecinde
ilgili alan yazin taramasi, uzman gorisi ve gevrelerindeki fen ve teknoloji 6gretmenleri ile gorlismeler
vapilarak soru havuzu olusturulmustur. Soru havuzunun olusturulmasinin ardindan arastirmanin
amacina yonelik ilgili 9 adet agik uglu soru g¢alisma kapsamina alinmistir.  Sorularin belirlenme
asamasinin ardindan gecerlilik ve glivenirlik stireclerine yer verilmistir. Bu nedenle fen egitimi ve egitim
teknolojileri konularinda uzman akademisyen gorusleri alinmis, sorular gozden gegirilerek tekrar
diizenlenmistir. Son asama olarak dil gegerliligine yonelik Tiirkce egitimi alaninda uzman akademisyen
gorusleri dogrultusunda sorular son seklini almistir. Bu asamalarin ardindan sorular belirlenen fen ve
teknoloji 6gretmenlerine mail yoluyla iletilmistir. Ogretmenlerine sorulara cevap vermeleri igin belirli bir
slire taninmis ve ardindan gelen cevaplar analiz edilmek lizere hazir hale getirilmistir.

Verilerin Analizi

Arastirmada elde edilen verilerin analizinde betimsel analizden faydalaniimistir. Betimsel analiz ile
elde edilen veriler sistematik ve acik bir sekilde betimlenmis ve elde edilen bulgular diizenlenmis ve
yorumlanmistir. Ayrica gorisleri alinan 6gretmenlerin dislincelerini yansitmak amaciyla dogrudan
alintilara da yer verilmistir.

BULGULAR

Bu bolimde, probleme ve alt problemlere cevap bulmak lzere gerceklestirilen veri analizleri
sonucunda elde edilen bulgulara yer verilmektedir.

Soru 1: “Fatih projesi hakkinda bilgi aldiniz mi?”

Fen ve teknoloji 6gretmenlerine FATIH projesi ile ilgili her hangi bir bilgi alip almadiklari
sorulmustur. Ogretmenlerin vermis olduklari cevaplar analiz edildiginde 6gretmenlerin biyik
cogunlugunun proje ile ilgili bilgi almamis olduklari goriilmektedir. Bilgi almayan 6gretmenler proje
hakkinda bilgiyi kendi ¢abalari ile basindan, internette var olan haber kaynaklarindan elde ettiklerini
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belirtmislerdir. Proje hakkinda bilgi alan 6gretmenler ise katilmis olduklari toplanti ya da okullarinda
verilmis olan seminerler araciligiyla bilgi sahibi olduklarini belirtmislerdir.

“Fatih projesi hakkinda basinda duydugum bilgiler disinda bilgi almadim.” 01

“Basindan duydugum kadar bilgim var. heniiz editimini almadik.” 0 5

“Teknolojinin egitimde etkin kullanimi...” 016

“ ... Fatih projesi hakkinda genel bilgilendirme toplantilarina katildim. (milli egitim
biinyesindeki toplantilar)”’ 012

Soru 2: “Fatih Projesi sizce nedir?”’

Fen ve teknoloji 6gretmenlerine FATIH projesinin ne oldugu sorulmustur. Fen ve teknoloji
dgretmenlerinin cevaplari incelendiginde FATIH projesinin biiyiik cogunlugu ©6grenme-6gretme
sirecinde teknolojinin kullanilmasi, teknolojinin egitim alanina entegrasyonu, bilgisayar destekli
ogretim ve tablet bilgisayar dagitimi ile egitimde firsat esitliginin saglandigi, egitimde teknoloji
kullanilmasi ile etkin katilimin ve anlamli 6grenmenin saglandigi bir sire¢ olarak belirtildigi
gorilmistiir. Bazi dgretmenler ise FATIH projesini sadece tablet bilgisayar dagitiminda ibaret olarak
gormektedirler.

“Egitim égretimde teknoloji destekli egitim saglanmasi amaciyla liretilmis bir projedir..”
04

“.. Bence bakanligin firsat esitligi saglamak adina gelistirdigi ¢cok giizel ve 6nemli bir proje.
Hakkari’nin kéyiindeki bir cocukla izmir konak ta bulunan bir ¢cocuk bu projeyle biraz daha
firsat esitligine yaklasmis olacak..” 09

“Akilli tahta ve tablet bilgisayar...”011

“Yetersiz alt yapi-yetkin personel...”” 019

Soru 3: “Projenin uygulanmasindaki sorunlar nelerdir?”’

Fen ve teknoloji 6gretmenlerine FATIH projesinin uygulama asamasindaki sikintilar sorulmustur.
Ogretmenlerin vermis olduklari cevaplar analiz edildiginde; &gretmenler uygulama sirecindeki
sikintilarini 6gretmen ve yoneticilerin teknolojik arag-gere¢ kullanimi hakkinda yeterli bilgi sahibi
olmamalari ve yeterli seviyede teknoloji okuryazari olmamasi, okullarin yeterli seviyede internet,
bilgisayar gibi teknolojik donanima sahip olmamasi, 6gretmenlerin teknolojiye yonelik bir takim
olumsuz inang, 6z-yeterliklerinin bulunmasi, tabletlerin ders siireglerinde 6grenciler tarafindan oyun
araci olarak gorilmesi veya dikkat dagitici unsur olarak goérev yapmasi, projenin genelinde maliyeti
ylksek olmasi ve birtakim finansal sorunlarin yasanmasi, her okulda uygulanamamasi, bireysel
farkliliklara hitap etmemesi/tek boyutlu 6grenme saglamasi, okullarda bulunan teknolojik gereglerin
okul kosullarina dayanikli olmamasi seklinde cevap verdikleri gértlmustar.

“.. Teknolojik aletlerin saglamlik agisindan sorun teskil etmesi, teknolojinin pahali olmasi,
dgretmen ve égrencilerin giiniimiiz teknolojisini tam olarak kullanamamasi..” 013

“.. En bliyiik sorun bence é§retmenlerin projenin gerisinde kalmasidir..” 02

“.. Okul, 6gretmen ve d&grenci ayaklarinin hepsinde sorunlarla karsilasilacak. Baslangi¢
olarak 6gretmenlerin bilgisayar teknolojilerine hdkim olmasi gerekiyor, 6gretmenlerimizin
su andaki hallerine bakinca higte ic acici degil...””010

“. Projeye uygun igerik bulma konusunda sikintilar yasandigini biliyorum. Ayrica
6grencilerin ders igerisinde dikkatini derse dedil daha ¢ok tablete vermesi ders igi
konsantrasyonu bozuldugunu biliyorum..” 014

“Biz Tiirkler bilgisayar deyince internet, sérf, facebook, twitter vb. seyler anlariz. Ya da
aman elleme, dokunma bozulur gibi tutum sergileriz bununla beraber bilgisayarla egitim
zaten derslere karsi ilgisiz olan 6grencilerin egitim 6gretimden daha da uzaklasmalarina
sebep olacadi kanaatindeyim...” 020
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Soru 4: “Siz okulunuzda egitim teknolojilerini kullaniyor musunuz?”

Fen ve teknoloji 6gretmenlerinin gorev yaptiklari okullarda egitim teknolojilerini kullanma
durumlari sorulmustur. Fen ve teknoloji 6gretmenlerinin blyluk kismi 6gretme-6gretme slrecinde
teknolojiyi kullandiklarini belirtmislerdir. Teknoloji olarak en ¢ok kullandiklari arag-gerec bilgisayar,
projeksiyon; az sayida 6gretmen ise egitim yaziimlarindan faydalandigini belirtmistir. Bazi 6gretmenler
ise okullarinda yasanan alt yapi sorunlari nedeniyle sinirh olarak sadece icerige gére teknolojiden
faydalandiklarini; bir 6gretmen ise okulunun alt yapisinin eksik oldugu igin teknolojiden hig
faydalanamadigini belirtmistir.

“.. teknik sorunlar, kaliteli malzeme eksikligi..”” O3

“.. teknolojiyi cok az kullanabiliyorum...”017

“.. okulumuzda egitim teknolojileri kullaniliyor ancak sorunlar yasandigi icin ben tercih
etmiyorum.”’013

“.. Kullanamiyorum maalesef. Okulumuzda bozuk 1 tane projeksiyon cihazi var,
calismiyor.” 019

Soru 5: “Kullaniyorsaniz karsilastiginiz giicliikler nelerdir?”

Fen ve teknoloji 6gretmenlerine egitim teknolojilerini kullanirken karsilastiklari giigliklerin neler
oldugu sorulmustur. Fen ve teknoloji 6gretmenleri en fazla karsilastiklari sorunun alt yapi eksikliginden
kaynaklanan teknolojik donanim kaynakli sorunlar oldugunu belirtmislerdir. Teknolojik donanim
kaynakli olarak siniflarda bilgisayar ve projeksiyonun bulunmamasi, bulunsa bile bunlarin bozuk oldugu
ya da elektrik baglantisinin olmadigi, 6grenciler tarafindan 6zensiz kullanilmasi seklinde oldugu
vurgulanmistir. Bu sorunlar ile birlikte okullarda internet baglantisinin olmamasi ya da ilgili sitelerin
erisimlerinin MEB tarafindan engellendigi belirtilmektedir. Ayrica 6gretmenler sinif mevcutlarinin
gereginden fazla olmasi teknolojiyi kullanmayi zorlastirdigini ya da kullanmamaya sevk ettigini
belirtmislerdir. Ogretmenler konu ile ilgili arastirma yaparken ¢ok fazla bilgi kirliligi oldugunu ve secim
yapmanin zorlastigini, var olan animasyon ve videolarin yetersiz, yeni bir program yapmanin ise o
konuda teknik bilgi gerektirdigini belirtmislerdir. Bazi bolgelerde yasanan elektrik kesintilerinin ise bu
durumu daha da zorlastirdig vurgulanmaktadir.

“.. En bliyiik giicliik yeterli dijital icerikleri bulamamak. Cok fazla bir bilgi kirliligi var.” 01

“.. Fen tek ders internet baglantisinin kesilmesi, konuyla ilgili animasyon igerik bulma ve
secme konusunda zorlaniyorum.”015

“.. Siniflar biraz kalabalik ve donanimsal eksikliklerimiz var. Bunlar biraz etkiliyor.” 018

“.. En ¢ok icerik bulma konusunda sikintilar yasiyorum yarin tabletlerle bu sikintiyi benimde
daha ¢ok yasayacagima inaniyorum.”02

“. bilgisayardan kaynaklanan hatalar, MEB baglantisinin  sitelere  giris izni
vermemesi..”014

Soru 6: “Fatih projesini sinifinizda uygulayabilir misiniz?”

Fen ve teknoloji 6gretmenlerine FATIH projesini siniflarinda uygulayabilme durumlari sorulmustur.
Ogretmenlerin vermis olduklari cevaplar analiz edildiginde; 6gretmenlerin cevaplarinin gesitlilik
gosterdigi gorlilmustir. Bazi 6gretmenler uygulayabildigini, bazi 6gretmenler ise kendilerinin bu
konuda yetersiz olduklarini ve konu ile ilgili seminere/egitime katildiklari takdirde daha iyi olacaklarini
belirtmislerdir. Hayir, cevabi veren o6gretmenler ise kendilerinin bu konuda her hangi bir egitim
almadiklari igin uygulayamayacaklarini, okullarinin yeterli donamima sahip olmamasi nedeniyle
uygulayamadiklarini veya okullarinin proje kapsaminda olmamasi nedeniyle uygulayamadiklarini
belirtmislerdir.

“.. Fatih projesini gerekli alt yapilar saglandigi durumda kullanabilirim” 67

“.. Uygulayabilmemiz igin ilk énce &gretmenlere 1saat dahi olsa seminer verilmesi
gerekmekte.”018

“.. Sorunlardan en énemlisi tabletlerin unutulmasi veya bozulmasidir”’021
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Soru 7: “Fatih projesindeki sorunlar neler olabilir? Ogrenci ve 6§retmen agisindan?”’

Fen ve teknoloji &gretmenlerine FATIH projesinde aciga cikabilecek olasi sorunlarin neler
olabilecegi sorulmustur. Ogretmenlerin vermis olduklari cevaplar analiz edildiginde cevaplarin gesitlilik
gosterdigi sonucuna varilmistir. ilk olarak olusabilecek sorunlarin égretmenlerin teknoloji ve proje
konusundaki yetersizliklerinden kaynaklanabilecegini belirtmislerdir. Daha sonra okullardaki alt yapi
sorunlarindan ve teknik sorunlardan kaynakli sorunlar olusabilecegini, tabletlerin bozulabilecegi,
6grenciler tarafindan kaybedilebilecegi/evde unutulabilecegi ya da bilingsiz kullanmadan kaynakh
sorunlar olabilecegini belirtmislerdir. Tabletler ders siireclerinde dikkat dagitici unsur olarak gérev
yapabilecek, bu nedenle sinif ydnetiminin daha zor bir hale gelebileceginden bahsetmislerdir. Sinif
mevcutlarinin gereginden fazla olmasi, tabletlerin 6gretmenin yerini alabilecegi kuskusu ve tabletlerin
hazir igerik sunuyor olmasindan dolayr Ogrencilerin  arastirma-sorgulama  becerilerinin
korelebileceginden bahsedilmektedir.

“. Tablet egitimin &grencinin dikkatini dagitmasi ve d&gretmenin yerine gecebilecegi
inanc” 63

“.. ¢ok fazla radyasyona maruz kalma endisesi ve yetersiz bilgi, malzeme sorun olacaktir.”
07

“.. dersten daha ¢ok tabletlerle ilgilenilmesi agisindan derse yogunlasmayi engelleyebilir.
icerik acisindan yeterli olmayabilir.”” $13

“. Bgretmenler acisindan kullanimi 6grenci kontrolleri zor olur. Odrenci takip etmede
tabletleri kullanmada ve ona sahip ¢ikmada sikinti yasayabilirler.”” 019

Soru 8: “Fatih projesi 6grencilere ne kadar yararhdir?”

Fen ve teknoloji 6gretmenlerine FATIH projesinin égrenciler icin ne kadar yararl olabilecegi sorusu
sorulmustur. Ogretmenlerin vermis olduklari cevaplara analiz edildiginde FATIH projesinin 6grencilerin
bilgiye ulasmada teknolojiyi kullanma becerisi kazanmalari, bilgi ve iletisim teknolojilerinin farkinda
olmalari agisindan faydali olacagi sonucuna varilmistir. Bununla birlikte 6gretmen cevaplarinda
ogrencilerin canta tasimak zorunda olmayacaklari ve daha fazla 6grenci merkezli 6gretim yapilacagi,
derse olan ilgi ve becerilerin konunun somutlastirilarak verilmesi ile daha fazla artacagi belirtilmistir.
Bu duruma karsit olarak bir 6gretmen konularin sanal olarak sunulmasinin bilgileri kalici olmasini
engelleyecegini, iki 6gretmen ise projenin her hangi bir fayda katacagini distinmediklerini belirtmistir.

.. Ogrencilere teknolojiyi bilgiye ulasmada kullanma becerisini kullanmayi égretecektir.”
06

“.. Fatih projesinde islenen ders pek cok duyuya hitap edecedi icin ilgi ¢cekip 6Grenmeyi
arttirabilir.”” 015

“.. Fatih projesinde islenen ders pek cok duyuya hitap edecedi icin ilgi ¢cekip 6Grenmeyi
arttirabilir.” 017

Soru 9: “Odrenci basarisini arttirmak agisindan fen egitimi nasil olmalidir?”

Fen ve teknoloji 6gretmenlerine 6grenci basarisini arttirmak agisindan bir fen egitiminin nasil
olmasi gerektigi sorulmustur. Ogretmenlerin vermis olduklari cevaplar analiz edildiginde &grenci
basarisini arttirmak icin benzer énerilerin verilmis oldugu sonucuna variimistir. Ogretmenlerin konulari
daha fazla somutlastirarak, daha fazla duyu organina hitap edecek sekilde sunmalari, programin icerik
bakimindan hafifletilmesi gerektigini, 6gretmenlerin alan bilgilerinin yeterli seviyeye ulasmasi gerektigi,
ogrencileri siirece katarak daha fazla deney yapmalarini, yaparak yasayarak 6grenme becerilene énem
vermelerini, icerikleri giinlik yasam ile iliskilendirmeleri ve 6grencilerde neden-sonug iliskisi kurma
becerileri kazandirmalari gerektigini vurgulamislardir.

“.. Yaparak yasayarak ve yasam temelli bir egitim olmalidir ki bu da daha akilda kalici ve
glinliik hayata uyarlayici, égrenci agisindan da ihtiyaglarimi giderebilirim seklinde
diisiinmesine sebep olabilecedinden gercek yasama yakin bir editim olmaldir.”’09

“.. Ogrencilerin konuyu yaparak yasayarak 6§renmesi saglanmalhdir.”’611
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“.. Ogrencilerin giinliik hayatlarina indirgenebilmeli”016
“.. Miifredat ¢ok kalabalik ancak ders saati ¢ok az. Bu ylizden yeterli sayida deney
yapamiyoruz.” 020

Sonug, Tartisma ve Oneriler

Elde edilen bulgulara gére fen ve teknoloji 6gretmenlerinin FATIH projesi ile ilgili yeterli bir egitim
almadiklari (Demirer, Saban, Kigik & Sahin, 2011), projenin amaci ve uygulanmasina yonelik yeterli
bilgi sahibi olmadiklari (Demirer, Saban, Kuglk & Sahin, 2011) , gorev yaptiklari okullarin teknolojik
donanimlarinin yeterli olmadigi ve bu bolgelerde surekli elektrik kesilmelerinin slrecte egitim
teknolojilerini kullanmalarinda sikinti yaratigl, uygulama agisindan en fazla zorlandiklari bdlimiin
ogrencilerin de bilingli ve yeterli seviyede teknoloji okuryazari olmadiklari, iyi bir fen egitiminin ise
6grencilerin aktif katilimiyla etkinlik ve gorsel/isitsel unsurlarin kullanilarak gerceklesen bir stire¢ olarak
belirttikleri (Demirer, Saban, Kigik & Sahin, 2011) sonuglarina varilmistir. Elde edilen bulgularda
ogretmenlerin yeterince bilgi sahibi ve uygulamaya yoénelik kisimlarda sorunlar yasadiklari
gorilmistiir. Kayaduman, Sarikaya ve Seferoglu (2011) FATIH projesinin amacina ulasabilmesi igin
bilgisayar okur-yazarliginin yayginlastiriimasi ve projenin uygulayicilari olan 6gretmenlere yonelik
egitimlerin sunulmasinin hayati 6nem tasidigini belirtmislerdir. Akinci, Kurtoglu ve Seferoglu (2012)
yaptiklari calismada FATIH projesi ile okullarin teknolojik alt yapisini iyilestirmenin derslerde bilisim
teknolojilerinin etkili ve verimli bir sekilde kullanilmasini saglamanin garantisi olmayacagini ileri
sirmaslerdir.  Ciftci, Taskaya ve Alemdar (2013) Sinif 6gretmenlerinin Fatih projesine yonelik
gorislerini incelemis; sinif dgretmenlerinin  FATIH Projesi’nin  rahatlkla uygulanabilecegini
disinmedikleri, projenin olumsuz yonleri olarak tablet bilgisayarlarda sorunlar yasanabilecegini,
O0gretmenlerin bazilarinin teknolojiyi kullanamayacagl ve teknolojik egitim almalari gerekecegini
belirtmislerdir. Yine sinif 6gretmenleri projenin yararli yonleri olarak 6grencilerin ¢anta tasima
derdinden kurtulacak olmalari ve teknoloji alt yapisi sayesinde egitim ortaminin zenginlesecegi ifade
edilmistir.

Calismadan elde edilen bulgular dogrultusunda asagidaki 6neriler sunulabilir.

v FATIH projesinin uygulanmasinda dnemli bir unsur olan 6gretmenlere proje etkili bir sekilde
tanitilmali ve projedeki rolleri ve katkilari agikga belirtilmelidir.

4 Ogretmen ve yéneticilerin teknolojik yeterlikleri belirlenmeli, gerekli olan durumlarda
teknoloji kullanimi hakkina bilgi verilmelidir.

v Projenin uygulanacagi alt yapi ve okullarin teknolojik donanimlari tespit edilmeli, eksiklikler
giderilmelidir.

v Projede dahilinde kullanilacak olan dokuman ve icerikler 6grenci seviyesine daha fazla 6nem
verilerek hazirlanmalidir.

v Hazirlanan igerikler konulari daha fazla somutlastirarak ve bireysel farkhliklari gz 6ninde

bulundurarak hazirlanmalidir.
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This study aimed to investigate the effect of certain background variables (gender,
attending student club, newspaper reading, home residence, level of mother
education, and level of father education) on university students’ level of civic
engagement in university setting. The study also aimed to explore if there were any
significant differences among the three dimensions of civic engagement: students’
activism, exercising rights, and interest in politics. The study employed causal
comparative design and the sample involved 1074 undergraduate students who were
selected by stratified sampling from all faculties of a Turkish public university. The data
were collected by a self-developed Civic Engagement Scale and analyzed by Two-Way
MANOVA and One-Way Repeated ANOVA analyses. One-Way Repeated ANOVA results
indicated that there was a significant difference between the mean scores of three
dimensions of civic engagement. More specifically, the level of students’ activism was
significantly lower than the level of students’ exercising their rights and the level of
their interest in politics. On the other hand, there was no significant difference
between the level of students’ exercising their rights and interest in politics. Moreover,
Two-Way MANOVA results showed that all selected variables had a significant effect
on the three dimensions of students’ civic engagement.

Tiirkiye’deki Universite Ogrencilerinin Sivil Katihm Diizeyleri:

Bir Devlet Universitesi Ornegi
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Bu c¢alismanin amaci, gesitli demografik degiskenlerin (cinsiyet, 6grenci kullplerine
katilim, gazete okuma, ¢ocuklugun gectigi yasam yeri, anne egitim diizeyi ve baba
egitim duzeyi) Universite 6grencilerinin Universite ortamindaki sivil katilim dizeyine
etkisini incelemektir. Ayrica bu calisma, 6grencilerin (1) aktifligi, (2) haklarini
kullanmasi ve (3) politikaya ilgileri olmak Uzere sivil katihmin Ug¢ boyutu arasinda
anlamh bir fark olup olmadigini ortaya ¢ikarmayl amaglamaktadir. Nedensel
karsilastirma deseninde tasarlanan bu arastirmanin 6rneklemi Turkiye’deki bir devlet
Universitesinin tim fakultelerinden tabakali 6rnekleme yoluyla segilmis olan 1074
lisans 6grencisinden olusmaktadir. Sivil Katilim Olgegi ile toplanan veriler iki yonlii ¢ok
degiskenli varyans analizi ve tek yonlu tekrarli 6lglimler varyans analizi ile analiz
edilmistir. Arastirma sonuglarina gore sivil katilim oOlgeginin U¢ boyutu arasinda
ortalama puanlari agisindan anlamli bir farklilik oldugu gériimistiir. Ogrencilerin
aktiflik ortalama puaninin, haklarini kullanma ve politikaya ilgi ortalama puanlarindan
anlamh bir sekilde daha disik oldugu anlagilmistir. Diger taraftan, Ogrencilerin
haklarini kullanma ve politikaya ilgi duyma ortalama puanlari arasinda anlaml bir
farkhhk olmadigi ortaya ¢ikmistir. Son olarak, sivil katiimin ¢ boyutu lzerinde tim
demografik degiskenlerin anlamli bir etkisinin oldugu gortlmustir.
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Introduction

In the Democracy Index formed by Economist Intelligence Unit (2015), Turkish democracy is rated as
hybrid regime ranked 97 out of 167 countries. The Democracy Index is comprised of five indicators:
electoral process and pluralism; civil liberties; the functioning of government; political participation; and
political culture (Economist Intelligence Unit, 2015).

“

Hybrid regimes “...constitute ambiguous systems that combine rhetorical acceptance of liberal
democracy, the existence of some formal democratic institutions, and respect for a limited sphere of
civil and political liberties with essentially illiberal or even authoritarian traits.” (Ottaway, 2003, p. 3).

The lowest score of Turkish democracy on the Democracy Index belongs to civil liberties with a score
of 2.94 out of 10. In addition, the political participation has a score of 5 and political culture has a score
of 5.63 out of 10. The highest score is indicated on electoral process and pluralism with a score of 5.67
out of 10 (Economist Intelligence Unit, 2015). From these statistics, it is evident that there is much to do
for better democratic standards in Turkish society as well as in all societies. To Dewey (1916), a
democratic society depends on the conditions securing equal participation of its members which could
be achieved mainly through education. As a result of their education, individuals display active
participation in social and political arenas and know their rights as well as responsibilities, which
contributes to the powerful democracy (GozubUlyluk-Tamer, 2011). Therefore, for such ideal individuals
who will help democracy flourish in their society, providing more education is commonly considered to
be an important footstep (Dewey, 1916; Glaeser, Ponzetto, & Shleifer, 2007; Lipset, 1959).

Historically thought to be for elite, higher education has seemed to become an important
mechanism of mass education that has a potential to empower democracy (Englund, 2002). It is widely
known for pioneering the discovery and dissemination of knowledge freely, so a university is much able
to push forward the process of enlightenment that democracy assumes because universities have the
role of guiding people about how to exercise their rights (Fiss, 2012) by rejecting the oppressions
deriving from anti-democratic attitudes. Turkish higher education has a centralized system of
governance which has been subjected to criticisms due to the limited autonomy of the universities (Celik
& Gur, 2014; Dogramaci, 2007). Throughout the history, the ruling parties and the administrative unit
(Higher Education Council) have been influencial mechanisms for universities in many regards such as
the assignment of presidents and deans by the higher governing units, the regulation of student
admissions, and the recruitment of new personnel (Higher Education Council, 1981). Even if all these
matters seem to be connected to the bureaucratic processes of universities themselves, certain
experiences such as the strict ban of student protests and expelling students and faculty members from
the universities, indeed, might have been affected by the centralized structure in Turkish higher
education system. All these indicate that in addition to the hybrid democracy structure of the country
itself, Turkish higher education has also much to do for the empowerment of democracy and democratic
atmosphere in Turkish universities.

Civic Engagement for Development of Democracy

The notion of democratic society can be improved by encouraging individuals to engage in decision
making and have an interest in public policy debates within the society (Caputo, 2005). This puts
forward the fact that civic engagement is instrumental to vibrant democratic society (Checkoway, 2001;
Checkoway & Aldana, 2013; Taylor, 2007) because the purpose of civic engagement in a democracy is to
pursue democratic ideals of justice and equality in a multicultural society (Einfeld & Collins, 2008). Civic
engagement is mostly associated with community service, collective action, active citizenship, political
involvement, and citizen participation in civic issues. Relying on its varied definitions, it involves both
individual/informal activities and collective/formal actions. Besides, it includes the involvement in
community activities as well as the involvement in political activities (Adler & Goggin, 2005).
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To understand how civic engagement is actually exercised in the world, it is important to consider its
indicators. These indicators could be community problem solving, active membership in a group or
association, regular voting, persuading others, contacting officials, protesting, e-mail or written
petitions, boycotting or buycotting, displaying signs, buttons, and stickers, campaign contributions
(Adler & Goggin, 2005), newspaper readership, group memberships, allowing others to speak (Dee,
2004), performing public service, participating in the political process, working with voluntary groups
(Downs, 2012), and so on. Further, Checkoway and Aldana (2013) distinguish among four forms of civic
engagement: grassroots organizing (e.g., employing protests and demonstrations, civil disobedience,
presentations in public proceedings, and formation of coalitions), citizen participation (e.g., voting in
elections and speaking at public hearings), intergroup dialogue (e.g., face-to-face structured discussions
about social identities such as gender, race-ethnicity, religion), and sociopolitical development (e.g.,
disempowered and marginalized participants’ building their own human capacity).

Globally, youth have an essential role in social change as active citizens. In return, civic engagement
helps to develop especially a young person’s sense of belonging and commitment, sense of self-identity,
independence, and self-esteem (Shaw, Brennan, Chaskin, & Dolan, 2012). Educational institutions have a
role to encourage the youth to be concerned with the well-being of others through developing the skills
and commitments that they need. By doing so, education helps to accumulation of social capital (Brisbin
& Hunter, 2003). However, many studies reported that the levels of civic engagement among youth are
far lower than desirable (Downs, 2012; Kahne & Sporte, 2008; Putnam, 2000; Sloam, 2014). For
instance, in their study, Keeter, Zukin, Andolina, and Jenkins (2002) found out that younger generations
are less engaged overall than average of four generations. Young people are less concerned about
politics and less interested in current events than the earlier generations. In particular, they show
participation in ways that matter to them, pointing out the fact that those initiatives often take place in
marginalized settings (Checkoway, 2012; Checkoway & Aldana, 2013).

The decline in the civic engagement might be attributed to the representative democracy type of the
20" century where civic engagement of individuals has been reduced to a lowest degree. The actions of
the individuals are mostly unable to go beyond voting. Thus, they do not have an active role in decision-
making mechanisms. Neo-liberal policies might also account for a less active citizenship. As a result, the
concept of representative democracy has overshadowed the concept of participatory democracy which
suggests democratic alternatives for the problems in democracies. However, civic engagement still
cannot be confined to voting behavior; rather, other civic engagement practices need to be promoted in
the modern societies (Doganay, Cuhadar, & Sari, 2007).

Considering the context of Turkey, STRATEJI|MORI, IRI (International Republican Institute) and ARI
movement conducted a project in 1999. As part of that project, Erdogan (2001) reported that civic
engagement has been a serious problem among Turkish youth. Further, he concluded that voting (62%)
was the mostly practiced way of civic engagement among young people while other ways of civic
engagement such as participating in the ‘lights off’ action, signing petitions, boycotting, protesting, and
so on were practiced at a far less degree. The results of the project also revealed that types of civic
engagement chosen by individuals could be explained by gender and level of education. As part of the
same project, it was asserted that young people are not contended with representative democracy.
Neither are they civically engaged because representative democracy does not provide the prerequisite
conditions which are mainly based on trust. Similarly, according to global youth wellbeing index, Goldin
(2014) also asserted that Turkey has a lower level of youth satisfaction, and therefore, a lower level of
civic engagement.

Comparing the study of 1999 and later the study of 2003, Erdogan (2003) reported that civic
engagement level of individuals showed an important decrease between these years. Despite this
decrease, voting was still the most common way of civic engagement among others. On the other hand,
it was highlighted that online protesting seemed to show an increase. In addition, as a result of the same
project, Carkoglu (2001) claimed that regional differences, gender, and level of education were
considered to be important factors for the civic engagement of youth. In the study of Turkey’s Values
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Survey, which is conducted every 5-year as part of the World Values Survey developed by Inglehart,
Esmer (2012) also found that civic engagement level of individuals decreased from 1990 to 2011,
especially showing a higher decrease after 2001. In their study with prospective teachers, Doganay et al.
(2007) also concluded that civic engagement level of the young was quite poor. Similarly, one of the
recent studies (Sener, 2012) in Turkish context also revealed that university students have a low degree
of civic engagement as well as lacking the knowledge of civic engagement. According to Doganay et al.
(2007), this situation mainly has its roots in the problematic perception of good citizenship since it still
does not imply an active citizenship in Turkish society.

Civic Engagement and Higher Education

The multifaceted link between higher education and responsible citizenship has been widely
discussed over the past two decades, both at institutional and individual level, since there is a common
belief that when undergraduate students become responsible citizens during their higher education, this
eventually serves for the society (Thornton & Jaeger, 2007). Educational practices enhance students’
knowledge of civics and politics, which, in return, improves the quantity and the quality of civic
engagement outcomes such as interest in politics, the ability to apply knowledge accurately, and a range
of civic and political commitments (Kahne & Sporte, 2008). In particular, attending higher education can
significantly lead to a better account of participation in civic activities after college (Ishitani & McKitrick,
2013). However, higher education is in a state of transformation in the past decades in most parts of the
world. While higher education institutions were dominated by relatively privileged minority, it moved
towards ‘mass’ higher education, fulfilling the function of serving the needs of knowledge economy and
knowledge society. This change has been subject to the criticisms mainly because of the claim that
higher education has been growingly captured by market values (Boland, 2008). While universities were
more concerned with education for citizenship in the past, they have digressed from their civic
commitments towards a more research-oriented mission today. As a result, higher education has been
blamed for not developing civic competencies (Checkoway, 2001). It is widely documented that
universities should be engaged with the real world while preserving their core identity (Downs, 2012).
Along with the ongoing debate and criticisms and the fact that the rates of civic engagement have
declined, the civic mission of higher education has come to the fore as the most central goal (Boland,
2008; Hurtado, Engberg, Ponjuan, & Landreman, 2002; Johnson-Hakim et al., 2013; Latimer, 2012;
Ostrander, 2004; Prentice, 2011).

Most people acknowledge that students should be educated to be active citizens but in reality,
colleges and universities are failing to practice the notion of civic engagement in their settings (Smith &
Fritschler, 2009). Although preparation of citizens is a primary concern of most higher education
institutions’ mission statements, strategic plans, websites, publications, and awards implicitly or
explicitly (Boland, 2008; Caputo, 2005; Kahne & Sporte, 2008), how they actually support the ways of
civic commitments that could work to maintain a democratic society remains limited (Kahne & Sporte,
2008). There are various approaches to develop civic engagement. On the one hand, majority of the
existing attempts to promote civic engagement suggest that formal coursework or experiential
education results in an individual who is more civically engaged. Therefore, volunteerism and
community service programs are considered to be significant on many campuses (Bryant, Gaston-
Gayles, & Davis, 2012; Caputo, 2005). On the other hand, in the past few years, individual student
engagement is not seen enough as it does not assure a commitment to civic engagement on the part of
the institution. That is, a sustained commitment to civic engagement must be intrinsic to all goals of an
institution and its institutional culture (Caputo, 2005) as the extent to which a campus supports its
students to be active citizens has strong bearings on enhancing their civic commitments and skills
(Barnhardt, Sheets, & Pasquesi, 2015). At this point, factors such as civic engagement programs, faculty
commitment, curricular emphasis on civic engagement, and institutional leadership are often essential
to the success of achieving the goal (Barnhardt et al., 2015; Caputo, 2005). Besides, campuses that strive
to alter their emphases need to ensure that these strategies are coherent with the institution’s culture
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(Thornton & Jaeger, 2007) as the campus climate and the organizational culture have an effect on
individuals’ beliefs and behaviors (Barnhardt et al., 2015; Thornton & Jaeger, 2007). O’Connor (2006)
also identifies two types of focus on civic engagement: individual and institutional. Individual focus pays
more attention to students’ civic engagement, service learning and community participation, dialogue
initiatives such as study circles and inter-group dialogues, and faculty as the agents of community-based
research. On the other hand, institutional focus is an extension of individual focus where the idea of
engaged campus is at the center. Moreover, according to Smith and Fritschler (2009), civic education in
higher education settings has three elements which are the curricular dimension, volunteerism, and the
extracurricular climate that students experience. Therefore, a higher education institution can start to
develop an effective approach by examining its curriculum, campus climate and off-campus student
activities, and by a continuous evaluation on how well the institution is doing each of these aspects.

Many studies point out the need to take civic engagement into account as an important element for
the development of social inclusion and identity. Therefore, it is important for all stages of education
systems to place the notion of civic engagement at the center of educational processes. In addition, the
decisions and actions taken by educational institutions directly influence the students who are the
internal stakeholders of the universities; therefore, civic engagement of students to the educational
processes seems to be a necessity for practicing democratic values and safeguarding their interests.
Drawing upon these reasons, we believe that studying civic engagement particularly in the higher
education context is a high priority issue since universities could function as participative spaces where
students could have an opportunity to practice democratic principles and civic engagement in the real
life settings. In addition, strengthening democratic practices is indicative of quality assurance efforts for
higher education; thereby, promoting civic engagement in university settings has been of great
importance. More specifically, civic engagement of university students is one of the core values of
European higher education as the democratic model of university and the students are seen as vital
potential mechanisms both in higher education and in society at large (European Commission, 2014). As
a candidate country for European Union, Turkey has agreed to participate in Bologna process and,
thereby is committed to align its higher education system with democratic practices. However, given the
general state of Turkish democracy which is reported to have a downturn trend (Economist Intelligence
Unit, 2015), it is unavoidable also for universities not to be affected by this situation. To illustrate, in her
study, Dlindar (2013) reported that the students of a leading Turkish public university called for much
freedom at school in terms of right to speak. Moreover, it was stated that students were avoiding from
sharing their opinions for the fear of being labeled, discriminated, and having political or ethnical
debates. Similarly, it was pointed out that they did not have any authority in the administrative
processes of the university and the administrators were quite inapproachable. In addition, students
were reported to perceive their roles as passive, forgotten, consumer, and compliant. All in all, based on
the perspectives of students, the findings of this study highlighted the need for a better university
where participatory democracy, ethical principles and practices, and independence would operate
effectively. In this respect, this study aims to unravel the positions taken by university youth in the case
of a public Turkish university by having a close look at their level of civic engagement in the university
setting. More specifically, this study seeks to answer the following research questions:

1. Is there any significant difference among university students’ level of activism, exercising rights,
and interest in politics?

2. What is the effect of certain background variables (gender, attending student club, newspaper
reading, home residence, level of mother education, and level of father education) on university
students’ level of civic engagement?
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Method
Design

This study employed causal-comparative design since causal-comparative studies aim to explore the
already existing causes or consequences of the differences among individuals (Fraenkel & Wallen, 2006).
In particular, considering the findings of the previous studies in the literature, the study investigated
whether certain categorical variables (gender, attending student club, newspaper reading, home
residence, level of mother education, and level of father education, see Table 1) had a significant effect
on the dependent variable (civic engagement, described as university students’ activism, exercising their
rights, and interest in politics in higher education context). In addition, the study also explored whether
there was a significant difference among the three dimensions of civic engagement.

Table 1
Descriptions of the Variables
Variables Descriptions %
Civic engagement Active participation in democratic practices -
Gender 1 =Female 51.70
2 = Male 48.30
Attending a student club 1 = Attending 39.70
2 = Not attending 60.30
Home residence (where 1 = Metropolitan 67.40
someone raised as a child) 2 = Others (small city, district, town, village) 32.60
Newspaper reading 1 = Regularly reading 86.90
2 = Not reading 13.10
Level of mother education 1 = Ranging from being illiterate to finishing high school 58.70
2 = Having any type of higher education 41.30
Level of father education 1 = Ranging from being illiterate to finishing high school 42.60
2 = Having any type of higher education 57.40

In selecting the independent variables and also deciding on the pairings of them, the study relied on
the theoretical foundations of the variables. First, according to Coleman (1988), the family background,
regarded as an important factor for understanding student achievement, is embedded in three different
constructs; financial capital, human capital, and social capital. Within this classification, human capital
involves parents’ education which is influential in the formation of cognitive skills of a child. Drawing on
this, “level of father education” and “level of mother education” were paired as related constructs in
this study. Second, depending on Bourdieu’s concept of habitus, which refers to the system of
dispositions and evaluations reflecting the actions of individual (Bourdieu, 1977), “newspaper reading”
and “home residence” were paired as another group of independent variables because the place of
residence is suggested to be a fundamental element that has an impact on individual’s dispositions and
evaluations. In other words, the place of residence has strong bearings upon the reproduction of social
structure and social capital (Bourdieu, 1993). In this respect, as Westley and Severin (1964) discuss the
profile of daily newspaper non-readers, the place of residence is closely related to the habit of
newspaper reading. Bearing all these in mind, “newspaper reading” and “home residence” were paired
together. Lastly, the remaining two independent variables, which are “gender” and “student club”,
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were, in a similar logic, paired together in the analysis as it was thought that there might be an
interaction between them on university students’ level of civic engagement.

Participants

The data were collected from 1074 undergraduate students who were selected from all faculties of a
Turkish public university through stratified sampling. Stratified sampling allowed for maintaining the
same proportion of students from each faculty in the sample as they are in the population (Fraenkel &
Wallen, 2006). Of the sample, 51.70 % of the participants were female and 48.30 % of them were male.
The age of the participating students ranged from 16 years to 28 years and above. The students were
from all classes of five faculties (preparation, first, second, third, fourth, and fifth year classes), and 4.90
% of the participants were from faculty of architecture, 15.90 % were from faculty of arts and sciences,
14.70 % were from faculty of economics and administrative sciences, 24.40 % were from faculty of
education, and 40.10 % were from faculty of engineering.

Data Collection Instrument

For data collection, a civic engagement scale was developed by the researchers. The items of the 5-
point Likert-type scale ranged from ‘never’ (1) to ‘always’ (5). In addition to demographical questions,
the scale included items related to students’ participation in civic activities. In the piloting of the scales,
first, the opinions of three experts were asked and the instrument was revised. Then, the pilot study was
conducted with 245 university students who were from the same public university. The exploratory
factor analysis of the civic engagement scale resulted in three factors which are ‘student activism’
(factor 1), ‘exercising rights in the university’ (factor 2), and ‘interest in politics’ (factor 3), with a
Cronbach’s alpha reliability of .83 for the total scale, .86 for factor 1 (e. g., ‘I participate in political
practices.’), .70 for factor 2 (e. g., ‘I participate in university course evaluation system.’), and .68 for
factor 3 (e.g., ‘I discuss political issues with my family and friends.”). The data were collected by the
researchers who visited all faculties of the university after obtaining the necessary permissions from
Human Subjects Ethics Committee and the university administration.

Data Analysis

In the current study, to compare the factors of civic engagement scale, One-Way Repeated Measures
of Analysis of Variance (ANOVA) was conducted. In addition, to examine the effect of certain
background variables on the level of civic engagement among university students, the data were
analyzed through Two-Way Multivariate Analysis of Variance (MANOVA) for each pair of categorical
variables (gender and attending student club; home residence and newspaper reading; level of father
education and level of mother education). Prior to the data analysis, the necessary assumptions were
checked and satisfied in each analysis. Besides, descriptive statistics were used to depict the profile of
the university students involved in the sample.

Findings

In reference to two research questions of the study, the findings are presented below under two
sections:

The Mean Score Comparisons of Dimensions of Civic Engagement

Is there any significant difference among the dimensions of civic engagement (university students’
activism, exercising their rights, and interest in politics)?
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A one-way within-subjects ANOVA was conducted to see the mean difference among the factors of
civic engagement (student activism, exercising rights in the university, and interest in politics). As the
sphericity assumption was not met, the Huynh-Feldt values were checked. The main effect of factors of
civic engagement was significant, F(1.86, 1990.43) = 842.50, p = .00, nz =.44. Therefore, it was
understood that 44% of the variance in the university students’ level of civic engagement was explained
by the factors of civic engagement, namely, student activism, exercising rights in the university, and
interest in politics (see Table 2).

Table 2

ANOVA Results
Source SS df MmsS F n’
Dimensions of civic engagement 757.09 1.86 408.13 842.50* 44
Error 964.22 1990.43 .48

*p<.05

Before comparing the factors of civic engagement, the alpha level was set at .016 by dividing .05 into
three which corresponds to the number of compared groups. Regarding the paired differences, there
was a significant difference between students’ activism (M = 2.03, SD = .86) and exercising their rights
(M =3.07, SD = .87). This demonstrated that students’ scores on activism were significantly lower than
exercising the rights, t (1073) = -33.670, p < .016. Similarly, a significant difference was found out
between students’ activism (M = 2.03, SD = .86) and interest in politics (M = 3.05, SD = .76). This
indicated that students’ scores interest in politics were also higher than their state of activism, t (1073) =
-41.649, p < .016. On the other hand, it was understood that there was no significant difference
between students’ exercising their rights and interest in politics (see Table 3).

Table 3
Paired Differences of Factors of Civic Engagement
I (Factors of Civic J (Factors of Civic Engagement)  Mean Difference (I-J)
Engagement)
Activism Exercising rights -1.04*
Interest in politics -1.02*
Exercising rights Activism -1.04*
Interest in politics .02
Interest in politics Activism -1.02*
Exercising rights .02*
*p<.016

The Effect of Background Variables on the Level of Civic Engagement

Do gender and attending a student club affect university students’ level of civic engagement
(student activism, exercising rights in the university, and interest in politics)?

The results of the Two-Way MANOVA (see Table 4) indicated that the interaction between gender
and attending a student club was not significant, F(3,1055) = .31, p > .05, n.s. On the other hand, the
main effect of gender on the combination of students’ activism, exercising their rights in the university,
and interest in politics was significant, F(3,1055) = 25.86, p < .05, n? = .07. Gender explained 7% of the
variance which indicates medium to large effect (Cohen, 1988). The main effect of attending a student
club on the combination of students’ activism, exercising their rights in the university, and interest in
politics was also significant F(3,1055) = 16.07, p <.05, n? = .04. Student club explained 4% of the variance
which indicates a small to medium effect (Cohen, 1988). Therefore, compared to gender, it was seen
that attending a student club had a smaller effect on the combined dependent variables.

Having done Bonferroni correction and dividing the alpha level of .05 into three, the univariate
analyses for each dependent variable were performed at the new alpha level of .016. The ANOVA results
indicated that gender had a significant and small to medium effect (Cohen, 1988) on students’ exercising
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their rights in the university (F(1,1057) = 32.02, p < .016, n? = .03, explaining 3% of the variance) and
interest in politics (F(1,1057) = 23.22, p < .016, n? = .02, explaining 2% of the variance). In addition, the
pairwise comparisons demonstrated that female students scored higher on exercising the rights in
university but lower on interest in politics compared to male students. However, gender had no
significant effect on students’ activism, F(1,1057) =.58, p >.016, n.s.

The ANOVA results also revealed that attending a student club had a significant and small to medium
effect (Cohen, 1988) on students’ activism (F(1,1057) = 38.91, p < .016, n? = .04, explaining 4% of the
variance) and their interest in politics (F(1,1057) = 33.36, p < .016, n? = .03, explaining 3% of the
variance). In addition, it had a small effect (Cohen, 1988) on students’ exercising their rights in the
university (F(1,1057) = 7.26, p < .016, n? = .01, explaining 1% of the variance). All these pointed out that
the level of civic engagement was higher on all dimensions for students attending a student club than
students not attending a student club.

Do home residence and newspaper reading affect university students’ level of civic engagement
(student activism, exercising rights in the university, and interest in politics)?

The results of the Two-Way MANOVA (see Table 4) indicated that the interaction between home
residence and newspaper reading was not significant, (F(3,1060) = 2.29, p > .05, n.s. However, the main
effect of home residence on the combination of students’ activism, exercising their rights in the
university, and interest in politics was significant, F(3,1060) = 2.57, p < .05, n? = .01. Home residence
explained 1% of the variance which indicates a small effect (Cohen, 1988). The main effect of newspaper
reading on the combination of students’ activism, exercising their rights in university, and interest in
politics was also significant, F(3,1060) = 18.41, p < .05, n? = .05. Newspaper reading explained 5% of the
variance which indicates a small to medium effect (Cohen, 1988). Thus, compared to home residence of
the students, it was seen that newspaper reading had a larger effect on the combined dependent
variables.

To examine the effects of home residence and newspaper reading on exercising rights in the
university and interest in politics, Bonferroni correction was done before the univariate analyses and the
new alpha level was set at .016 by dividing the alpha level of .05 into three. On the other hand, as a
remedy for the violation of the homogeneity of variance assumption for student activism, the alpha
level was first decreased to .04 and then divided into three. Thereby, the new alpha level was set at
.013. The ANOVA results indicated that home residence (being raised in metropol or others such as city,
district, town, and village) had no significant effect on students’ activism (F(1,1062) = .04, p >.013, n.s.),
exercising their rights in the university (F(1,1062) = 3.78, p >.016, n.s.), or interest in politics (F(1,1062) =
2.38, p >.016, n.s.). However, the results revealed that newspaper reading had a significant and small to
medium effect (Cohen, 1988) on student activism (F(1,1062) = 25.79, p <.013, n? = .02, explaining 2% of
the variance) and their interest in politics (F(1,1062) = 51.35, p < .016, n? = .05, explaining 5% of the
variance). Besides, it had a small effect (Cohen, 1988) on students’ exercising their rights in the
university (F(1,1062) = 7.38, p <.016, n? = .01, explaining 1% of the variance). The pairwise comparisons
demonstrated that the level of civic engagement was higher on all dimensions for students reading
newspaper than those not reading newspaper.

Do level of mother education and level of father education affect university students’ level of civic
engagement (activism, exercising rights in the university, and interest in politics)?

The results of the Two-Way MANOVA (see Table 4) indicated that the interaction between the level
of mother education and the level of father education was not significant, £(3,1062) = .37, p > .05, n.s.
On the other hand, the main effect of the level of mother education on the combination of students’
activism, exercising their rights in the university, and interest in politics was significant, F(3,1062) = 3.79,
p < .05, n? = .01. The level of mother education explained 1% of the variance which indicates a small
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effect (Cohen, 1988). The main effect of the level of father education on the combination of students’
activism, exercising their rights in the university, and interest in politics was also significant, (F(3,1062) =
3.02, p < .05, n? = .01, explaining 1% of the variance which indicates a small effect (Cohen, 1988).
Compared to the level of mother education, the level of father education had a similar effect size on the
combined dependent variables.

Having done Bonferroni correction and dividing the alpha level of .05 into three, the univariate
analyses for each dependent variable were performed at the new alpha level of .016. The ANOVA results
indicated that the level of mother education had a significant small effect (Cohen, 1988) on students’
activism (F(1,1064) = 8.67, p < .016, n? = .01, explaining 1% of the variance) and interest in politics
(F(1,1064) = 6.46, p < .016, n? = .01, explaining 1% of the variance). Furthermore, the pairwise
comparisons demonstrated that the level of civic engagement was higher on both dimensions for
students whose mothers had a degree in higher education than those whose mothers did not have a
degree in higher education. However, the results revealed that the level of mother education had no
significant effect on students’ exercising their rights in the university, F(1,1064) = .00, p >.016, n.s.

The ANOVA results yielded that the level of father education had a significant and small effect
(Cohen, 1988) only on students’ exercising their rights in the university (F(1,1064) = 6.75, p < .016, n? =
.01, explaining 1% of the variance). Furthermore, the pairwise comparisons demonstrated that the level
of civic engagement was higher on students’ exercising their rights in the university for the students
whose fathers did not have a degree in higher education than those whose fathers had a degree in
higher education. The level of father education had no significant effect on students’ activism, F(1,1064)
=1.65, p >.016, n.s. or on interest in politics, F(1,1057) = .18, p >.016, n.s.

Table 4
Multivariate and Univariate Analyses of Variance for Activism, Exercising Rights, and Interest in
Politics by Certain Background Variables

Univariate

Multivariate Activism Exercising Rights Interest in Politics
Source F n? F n? FP n? Fb n?
Gender (G) 25.86* .07 .58 n.s 32.02** .03 23.22%% .02
(S;‘;;je”t Cub 607 04 3301%* 04 7.26%* 01 33.36%* 03
G xSC 31 n.s.
Home 2.57* .01 .04 n.s 3.78 n.s 2.38 n.s
Residence
(HR)
Newspaper 18.41* .05 25.79%* .02 7.38%* .01 51.35%* .05
Reading (NR)
HR x NR 2.29 n.s
Level of 3.79* .01 8.67** .01 .00 n.s 6.46** .01
Mother
Education
(ME)
Level of 3.02%* .01 1.65 n.s 6.75%* .01 .18 n.s
Father
Education
(FE)
ME x FE .37 n.s

Note. Multivariate F ratios were generated from Wilk’s statistic for G x SC and ME x FE; from Pillai’s
statistic for HR x NR *Multivariate (G, SC) df = 3, 1055; *Multivariate (HR, NR) df = 3, 1060; *Multivariate
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(ME, FE) df = 3, 1062. *p < .05. °Univariate (G, SC) df = 1, 1057; "Univariate (HR, NR) df = 1, 1062;
®Univariate (ME, FE) df = 1, 1064. ** p <.016 /.013

Discussion, Conclusion, and Suggestions

This study, firstly, examined university students’ level of civic engagement by comparing its
dimensions which were student activism, exercising their rights, and interest in politics. Secondly, the
study investigated the effect of certain background variables on university students’ level of civic
engagement in relation to those three dimensions. The findings were discussed in reference to those
background variables including gender, attending a student club, newspaper reading, home residence,
level of mother education, and level of father education.

First of all, the findings of this study revealed that there was a significant difference between the
mean scores of three dimensions of civic engagement which are student activism, exercising rights in
the university, and interest in politics. More specifically, it was seen that the level of students’ activism
was significantly lower than either the level of students’ exercising their rights or their interest in
politics. On the other hand, there was no significant difference between the level of students’ exercising
rights and interest in politics.

The lower level of students’ activism is not surprising considering the history of student movements
in Turkey as well as the reactions against these initiatives over the past fifty years. Dinger and Kivilcim
(2014) argue that, lately, students in many universities in Turkey have been subjected to disciplinary
treatments by their universities for being involved in such actions as boycotting, protesting, speaking at
public hearings, and displaying posters; therefore, it is concluded that students are discouraged or
intimidated with being punished for engaging in such actions. The particular case of Turkey, indeed,
shows similarities with the general trend across the globe regarding the disengagement of the youth
(Sloam, 2014) to the issues such as signing petitions, boycotting, and protesting which are examples of
student activism (Erdogan, 2001). In other words, youth do not actively participate to decision making
mechanisms beyond voting (Doganay et al., 2007). For instance, the low level of political participation in
Turkey has been reported in the recent democracy index of Economist Intelligence Unit (Economist
Intelligence Unit, 2015).

The findings also showed that gender had a significant effect on university students’ level of civic
engagement. Regarding the dimensions of civic engagement, the study pointed out that there was a
significant difference between female and male students in terms of exercising rights and their interest
in politics. In particular, it was understood that female students exercised their rights more than male
students. This result is not surprising in this particular university considering its student profile. The
selected university, depending on the centralized university placement exam and high school CGPA
(cumulative grade point average), is composed of the top 1% of the students taking the exam across the
country (Dayioglu & Turut-Asik, 2007). Therefore, the entry into this particular university is highly
competitive. As a result, it is plausible that those students have the knowledge, skills, and dispositions
essential to participate in civic life; and thereby, can empower the essence of democracy much more
compared to their peers (Burns & Carpenter, 2008). In a similar fashion, the majority of the students in
this university come from Ankara and the western cities while the number of students coming from the
east and southeast, which are the poorer regions, does not exceed 5% of the student body (Dayioglu &
Tirlt-Asik, 2007). Building on this, these students are mostly from middle to high socioeconomic status
families who are likely to have positive attitudes towards education of women, encourage their
daughters to attend university, and invest more money and effort to have them get prepared for the
very competitive standard exams conducted for the selection of students. As a result, these students
might tend to exercise their rights in the university context through different ways such as participating
in university course evaluation system or exercising the right to information act. Especially considering
that there is a patriarchal and male-dominant societal structure in the country, which is evident from
the Global Gender Gap Index introduced by the World Economic Forum (WEF), it is apparent that these
characteristics of the selected university are quite unique. According to the Global Gender Gap Report
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2015 that concerns gender-based disparities, Turkey ranks 130 out of 145 countries with a score of .62
(WEF, 2015). Keeping in mind the opposite trend between the findings of this study and the country
statistics about gender gap, it is also a plausible explanation that the climate of this university may not
favor the male-dominant trend of the country.

However, female students’ level of interest in politics was significantly lower than male students. The
gender gap in political knowledge and interest in politics has been a focus of interest in the world as well
as in Turkey. It was concluded that politics was historically a male-dominated sphere from which women
were largely excluded. The picture is no different in Turkish context. The participation and interest of
women in politics have traditionally been low compared to those of men. To illustrate, only 14% of
deputies are women in the present Turkish Parliament (TBMM, 2015). At this point, Yayli and Eroglu
(2015) contend that the existing social gender inequalities in patriarchal countries such as Turkey have
strong bearings upon women’s low level of participation in political life. For instance, discussing the
women’s employment status in Turkey in relation to gender inequalities, Dedeoglu (2009) points out
that the rate of female employment in Turkey has been considerably lower than males in comparison to
the European Union countries and the rate of female inactivity has also been extremely high.
Considering the position of women from this perspective, it is evident that the political participation of
women has not been at a desired level and they have not been adequately represented in political life
compared to men (Caglar, 2011; Yayh & Eroglu, 2015).

Although the literature on women'’s political participation shows a gap between males and females
and demonstrates that women tend to participate less in political activities and are less politically
interested or represented in parliaments, feminist and other critical researchers consider this as a
gender determinism and argue that this thesis is, in fact, socially constructed given that women
experience segregation from males in everyday political activities no matter how interested they are in
politics (Sigauke, 2012).

The current study also demonstrated that attending a student club had a significantly positive effect
on all three dimensions of civic engagement. As it is widely documented in the literature, attending
student clubs, meetings, organizations are readily some of the important ways to empower civic
engagement as peer environments influence citizenship outcomes (Bryant et al., 2012) and these
settings allow individuals to interact with each other which may act as a catalyst for demonstrating a
higher level of civic engagement (Flanagan, Levine, & Settersten, 2009; Meyer, Tope, & Sowash, 2004;
Verba, Schlozman, Brady, & Brady, 1995).

The findings of the study pointed out that home residence had a significant effect on the
combination of all dimensions of civic engagement together. On the other hand, it was seen that it did
not have a significant effect on students’ activism, exercising their rights, and interest in politics
separately. That is, students who spent most of their life in a metropolitan area were not significantly
different from the students from small cities, districts, towns, and villages in terms of their level of
activism, exercising rights, and interest in politics. This result could be explained by the student profile of
this particular public university. As mentioned earlier, students are mostly from middle to high socio-
economic status families who have more liberal attitudes in Turkish context. It might be concluded that
family background and social capital of students from small cities, districts, towns, and villages show
some similarities with those of students from metropolitan areas.

This study also revealed that newspaper reading had a significant effect on all three dimensions of
civic engagement, namely university students’ activism, exercising their rights, and interest in politics. In
particular, students reading newspaper seemed to be more civically engaged on those three dimensions
than the ones not reading. This may stem from the fact that reading newspaper helps students to be
more aware of the issues in their particular setting since newspaper reading is believed to lead people
to be more interested in public and political issues. In addition, an individual following newspapers is
more likely to gain civic awareness and become involved in such practices as voting, volunteer work,
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attending organizational meetings, working on projects, participating in clubs, formal and informal
groups, and voluntary organizations (Jeffres, Lee, Neuendorf, & Atkin, 2007; Meyer et al., 2004).

To the other findings of this study, it was seen that level of mother education had a significant effect
on students’ activism and interest in politics, but no significant effect on exercising their rights. More
specifically, students whose mother had a degree in higher education had more inclinations towards
politics and activism than those whose mother did not have a degree in higher education. This might
result from the fact that such students are more likely to experience higher awareness about civic
culture promoted by better educated mothers in the family environment especially considering that
mothers take much responsibility in raising their children in many regards such as educating, and
thereby shaping the child as well as providing care and support (Ersoy, 2012). In comparison to
exercising rights, demonstrating activism and interest in politics seem to demand more intellectual
ability which might be fostered by a better educated mother. On the other hand, exercising rights seem
to cover actions which may not require much of intellectual ability to be underpinned by a better
educated mother as opposed to demonstrating activism and interest in politics.

In addition to level of mother education, level of father education also had a significant effect on the
combination of civic engagement dimensions, but separately it had a significant effect only on students’
exercising their rights. In particular, the students whose father did not have a degree in higher education
showed more tendency for exercising their rights than the ones whose father had a degree in higher
education. Such a difference among students may originate from the fact that less educated fathers may
not provide a wealthy or stable environment for their families. This hardship may lead an individual to
seek for and practice their rights much more than those who readily live in a higher socioeconomic
status presumably provided by better educated father. On the other hand, the opposite of such an
advantage may not lend itself to the encouragement of more sophisticated actions such as
demonstrating activism and showing interest in politics which can be considered at the higher level of
the hierarchy of needs in comparison to an individual’s exercising their rights particularly for the sake of
securing more basic life standards.

The findings of the study offer insights into the ways of promoting civic engagement in the higher
education context which is believed to drive students’ civic inclinations and social change endeavors
primarily by the climate it offers to students as colleges and universities embody a common social
identity where students embrace characteristics of a social group, develop a social identity, and thereby,
hold relatively similar beliefs or actions (Barnhardt et al., 2015). It is obvious from the findings of the
study that participating in a student club significantly contributes to an increase in civic engagement
among youth in Turkish context. As the level of civic engagement is found to be crucial in the
development of democracy in a country, university administrations should provide more opportunities
for students to participate in decisions and social life through forming clubs so that they can socialize,
better tolerate the differences, belong to a group, feel secure, take responsibilities, collaborate (Kege,
2015), and thereby actively practice democracy in the university context. Given the low level of civic
engagement among Turkish youth as reported by many other studies (Doganay et al., 2007; Erdogan,
2001, 2003; Esmer, 2012; Sener, 2012), this issue is especially vital for Turkish universities. Furthermore,
as it is known that college experiences account for the political participation of college graduates and
the promotion of democracy (Lott I, Hernandez, King, Brown, & Fajardo, 2013) and they help students
become capable citizens (Barnhardt et al., 2015), students might also be encouraged to read
newspapers regularly through providing free newspapers in different locations of the university (e.g.
departments, dormitories) to help them gain more awareness on political issues of the country.

Along with the replication of this study in other university contexts, the future research might also
focus on the specific reasons of low level of civic engagement among university students through
collecting more in-depth data, particularly by triangulating the data with multiple instruments. Besides,
students’ level of civic engagement might also be examined in relation to the university atmosphere
(how democratic the university atmosphere is) to gain more insight in explaining the factors affecting
student activism and the development of democratic citizenship in higher education context.
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Tiirkge Siirimui

Girisg
Uluslararasi platformda olusturulan Demokrasi Endeksine gére (2015), Tirk demokrasisi karma rejim
olarak siniflandiriimis ve 167 llke icinde 97. sirada yer almistir. Demokrasi Endeksi beg kategoriden

olusmaktadir: se¢im sireci ve ¢ogulculuk; vatandas 6zgiirlikleri; devlet fonksiyonlari; politik katilim; ve
politik kiltir (Economist Intelligence Unit, 2015).

Karma rejimler “... liberal demokrasinin s6zde kabulli, bazi resmi demokratik kurumlarin varhgi, ve
aslen liberal olmayan hatta otoriter 6zellikler tasiyan ve sivil ve siyasi 6zgulrliiklere sinirli dlgide saygi
duyan muglak sistemlerdir.” (Ottaway, 2003, s.3).

Tark demokrasisinin Demokrasi Endeksindeki en diisik puani 10 Uzerinden 2.94 ile vatandas
ozgurlikleri kategorisindedir. Buna ek olarak, yine 10 lizerinden, politik katilim 5, politik kiiltir ise 5.63
puana karsilik gelmistir. En yiksek puan, 10 Uzerinden 5.67 ile se¢im siireci ve ¢ogulculuk kategorisinde
belirtilmistir (Economist Intelligence Unit, 2015). Bu istatistikler agikca gostermektedir ki diger tim
toplumlarda oldugu gibi Tirk toplumunda da demokratik standartlarin iyilestirilmesi konusunda
yapilacak c¢ok sey bulunmaktadir. Dewey (1916)’e goére, demokratik bir toplum, basarilmasi ancak
egitimle miimkdiin olabilecek, Gyelerinin esit katilimini glivence altina alan kosullara baghdir. Egitimlerinin
bir sonucu olarak, bireyler sosyal ve siyasi arenalarda aktif varlik gosterir ve haklari ile sorumluluklarinin
farkinda olurlar, bu ise giiglii bir demokrasinin olusumuna katkida bulunur (Goziiblyuk-Tamer, 2011).
Buradan hareketle, bulunduklari toplumda demokrasinin gelismesine yardimci olacak bu tiir ideal
bireylerin yetismesi icin daha fazla egitim imkani sunmak cok 6nemli bir basamak olarak kabul
edilmektedir (Dewey, 1916; Glaeser, Ponzetto, & Shleifer, 2007; Lipset, 1959).

Tarih boyunca toplumun seckin sinifi icin var oldugu duslinilen yiksekdgretim, demokrasiyi
giclendirme potansiyeline sahip kitlesel egitimin 6énemli bir mekanizmasi haline gelmistir (Englund,
2002). Yiksekogretimin temel rolinin bilginin kesfedilmesi ve 6zglirce yayilmasina oncilik etmek
oldugu dusltndldiginde universitelerin, anti-demokratik tutumlardan dogan baskilari reddederek
haklarini ifa etme konusunda insanlara rehber olma rolleri araciigiyla demokrasinin geregi olan
aydinlanma sirecini de ilerletmeye daha muktedir olacaklari agiktir (Fiss, 2012). Tirkiye'de
ylksekogretim sistemi, Universitelere sinirli 6zerklik taninmasina sebebiyet vermesinden dolayi
elestirilere maruz kalan merkezi bir yapiya sahiptir (Celik & Giir, 2014; Dogramaci, 2007). Ust ydnetim
birimleri tarafindan rektér ve dekan atamasi, 6grenci kabulleri ve yeni personelin ise alimi gibi bircok
alanda (Yuksek Ogretim Kurumu, 1981) iktidar partileri ve ydnetici birim (Yiksek Ogretim Kurumu) tarih
boyunca Universiteler igin etkili mekanizmalar olmuslardir. Bitiin bu konular daha ¢ok Universitelerin
kendi birokratik sistemleri ile ilintiliymis gibi gériinse de, 6grenci protestolarinin yasaklanmasi, 6grenci
ve Ogretim Uyelerinin (niversitelerden atilmasi gibi donem dénem yasanagelen tecriibeler aslinda
Turkiye'deki ylksekogretim sisteminin merkezi yapisindan etkilenerek de sekillenebilmektedir. Bitin
bunlar, Tirkiye'nin karma demokrasi yapisinin yani sira, yiksekégretim agisindan da demokrasinin ve
demokratik atmosferin gliclenmesi icin yapilmasi gereken daha ¢ok sey oldugunu géstermektedir.

Demokrasinin Gelisimi igin Sivil Katilim

Demokratik toplum anlayisi, bireylerin toplum igerisinde karar verme sireglerine dahil olmalari
cesaretlendirilerek ve kamuyu ilgilendiren politik tartismalara ilgi duymalari saglanarak gelistirilebilir
(Caputo, 2005). Bu, sivil katilimin dinamik bir demokratik toplum icin son derece gerekli oldugu gercegini
ortaya koymaktadir (Checkoway, 2001; Checkoway & Aldana, 2013; Taylor, 2007) ¢linki sivil katilimin
amaci, ¢ok kilturli bir toplum igerisinde adalet ve esitlik gibi demokratik idealleri sirdirmektir (Einfeld
& Collins, 2008). Sivil katilim, cogunlukla topluma hizmet, kolektif eylem, aktif vatandaslk, siyasi katilim
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ve vatandaslarin yurttaslikla ilgili konulara katilimi ile iliskilendirilir. Cesitli tanimlamalarina dayanarak,
sivil katilimin hem bireysel/resmi olmayan aktiviteleri hem de ortak/resmi eylemleri icerdigi sdylenebilir.
Ayrica, sivil katilim toplumsal aktivitelerin yani sira siyasi eylemlere katiimi da kapsamaktadir (Adler &
Goggin, 2005).

Sivil katihmin diinyada nasil uygulandigini anlamak igin sivil katilim gostergelerini gbz oniinde
bulundurmak 6nemlidir. Bu gostergeler, toplumsal sorun ¢dzme, bir gruba veya dernege aktif lyelik,
diizenli oy kullanma, digerlerini ikna etme, yetkililerle irtibata gegme, protesto etme, e-posta veya yazili
imza kampanyalari ylritme, boykot etme veya boykot edilen Griiniin satin alinmasina yonelik yapilan
anti-boykot, ¢ikartmalar, yaka igneleri veya dovizler/pankartlar tasima, kampanyalara katilma (Adler &
Goggin, 2005), gazete okuma, grup uyelikleri, digerlerinin sesini duyurmasina miisaade etme (Dee,
2004), topluma hizmet ¢alismalarina katilma, siyasi sureglere katihm, génulli organizasyonlarda ¢alisma
(Downs, 2012) gibi eylemlerden olusabilir. Ayrica, Checkoway ve Aldana (2013) sivil katilimi dort bélime
ayirir: tabandan gelen halk hareketleri (6rn., protestolar ve gosteriler, sivil itaatsizlik, durusmalarda
yapilan sunumlar ve koalisyon kurmak), yurttas katilimi (6rn., segimlerde oy kullanma ve durusmalarda
s6z alma), gruplar arasi diyalog (6rn., cinsiyet, irk-etnik kimlik, din gibi sosyal kimlik konularinda yiz yize
yapilan tartismalar) ve sosyopolitik gelisme (6rn., gligslzlestirilen ve oOtekilestirilen bireylerin kendi
topluluklarini insa etmesi).

Diunya capinda, aktif yurttaslar olarak gengler, sosyal degisim konusunda 6nemli bir role sahiptir.
Bunun karsiligi olarak, sivil katihm ise, geng insanlarin aidiyet ve sadakat, 6z kimlik, bagimsizlik ve 6z
saygi gibi konulardaki gelisimlerine yardimci olur (Shaw, Brennan, Chaskin, & Dolan, 2012). Bu baglamda,
gencleri baskalarinin refahi konusunda duyarli olmaya tesvik etme ve onlara bunun icin ihtiyag
duyacaklari sorumluluk ve yetenekleri kazandirma rolli egitim kurumlarina aittir. Bu sayede, egitim
sosyal sermayenin birikimine yardimci olur (Brisbin & Hunter, 2003). Ancak birgok calisma gengler
arasindaki sivil katilim dizeyinin istenenden ¢ok daha disik oldugunu belirtmektedir (Downs, 2012;
Kahne & Sporte, 2008; Putnam, 2000; Sloam, 2014). Ornegin; Keeter, Zukin, Andolina ve Jenkins (2002)
yaptiklari bir ¢calismada, incelenen dort neslin ortalamasina gére geng nesillerin sivil katilim diizeyinin
daha dusik oldugunu ortaya koymuslardir. Gengler, dnceki nesillere gore politika ve giincel olaylara
daha az ilgi duymaktadirlar. Ote yandan, kendileri icin &nem arz eden konularda katihm gésteriyor
olmalari ise bahsedilen girisimlerin cogunlukla genclerin kendileri ile iliskili bulmadiklari ya da
otekilestirilmis konularda gercgeklestiriimekte oldugunu gostermektedir (Checkoway, 2012; Checkoway &
Aldana, 2013).

Sivil katilimdaki diists, bireylerin sivil katihm diizeylerinin en alta gekildigi 20. ylizyil temsili demokrasi
bicimine atfedilebilir. Buna gore, bireylerin eylemleri g¢ogunlukla oy kullanmanin 6tesine
gecememektedir. Bu yizden de karar verme mekanizmalarinda bireyler aktif rol alamamaktadirlar.
Sonug olarak bu temsili demokrasi anlayisi, demokrasilerde olusan sorunlar icin yine demokratik
alternatiflere basvuran katilimci demokrasi anlayisini goélgelemektedir. Benzer sekilde, neo-liberal
politikalarin da daha disiik diizeyde bir aktif vatandaslik olusumuna etkisi oldugu bilinmektedir. Ote
yandan, sivil katilim kavramini oy verme davranisi ile sinirlandirmak mimkiin olmadigi icin diger sivil
katilim uygulamalarinin tesvik edilmesi de modern toplumlarda oldukg¢a 6nemlidir (Doganay, Cuhadar, &
Sari, 2007).

Turkiye baglami incelendiginde STRATEJI|MORI, IRl (International Republican Institute) ve ARI
hareketinin 1999 yilinda ylrGttigl bir proje dikkat cekmektedir. Bu projeden elde edilen bulgularin bir
parcasi olarak, Erdogan (2001) sivil katiimin Tirk gencleri arasinda ciddi bir problem oldugunu
belirtmistir. Bununla beraber, gengler arasinda en yaygin sivil katilim yénteminin oy kullanma (%62)
oldugu fakat “isik kapatma” eylemine katilma, imza kampanyasina katilma, boykot etme, protesto etme
vb. gibi diger sivil katilim yontemlerinin ¢ok daha az katiim oranina sahip oldugu gorilmdstir. Ayrica,
projenin sonuglari uyarinca, bireylerin tercih ettigi sivil katilim tirlerinin cinsiyet ve egitim diizeyine gore
degisiklik gosterdigi gorilmektedir. Bunlara ek olarak, genclerin temsili demokrasiden memnun olmadigi
ve ayrica temsili demokrasinin ¢ogunlukla glivene dayanan 6n kosullari saglayamamasindan kaynakl
olarak genglerin sivil katilimda da bulunmadiklari ifade edilmistir. Bunu destekleyecek nitelikte, Goldin
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(2014) de kiresel genglik refah endeksine gore, Tirkiye’deki geng nifusun tatmin oraninin ve dolayisiyla
sivil katiiminin daha disik dizeyde oldugunun altini gizmektedir.

1999 yilinda yurutilen bu ¢alismayi ve daha sonrasinda 2003’de yapilan ikinci bir calismayi kiyaslayan
Erdogan (2003), sozli gegen yillar arasinda bireylerin sivil katilim dizeylerinde 6nemli bir dusus
kaydedildigini belirtmektedir. Bu diisiise ragmen, digerleri arasinda en yaygin sivil katilim tirindn hala
oy kullanma oldugu gorilmastir. Diger yandan, cevrimici platformlarda yapilan protestolarda artis
oldugunun alti gizilmistir. Buna ek olarak, ayni projenin bir sonucu olarak, Carkoglu (2001) bélgeler arasi
farkhhklar, cinsiyet ve egitim dlzeyinin genclerin sivil katilimini etkileyen 6nemli faktérler oldugunu
belirtmistir. Bu bulgulara paralel olarak, Inglehart tarafindan gelistirilen Diinya Degerleri Anketinin bir
pargasl olan ve 5 yilda bir uygulanan Turkiye'nin Degerleri Anketinde, Esmer (2012) de bireylerin sivil
katim dizeylerinin 1990 ile 2011 yillari arasinda azaldigini, 6zellikle 2001’den sonra belirgin bir disus
gosterdigini ortaya koymustur. Benzer sekilde, aday 6gretmenlerle yaptiklari arastirmada Doganay vd.
(2007) de gencler arasinda sivil katilimin oldukga disiik oldugu sonucuna varmistir. Son olarak yakin
zamanda yapilan bir baska arastirmaya gore de (Sener, 2012) 6grencilerin hem sivil katilim diizeylerinin
disuk oldugu hem de bu konuda bilgi eksikliklerinin oldugu anlasiimistir. Doganay vd. (2007) gbre bu
durumun temel sebebi ise, Tirk toplumunda iyi vatandashk kavramina atfedilen anlamin problemli
olmasi ve hala aktif vatandaslik ile yakinhk gdstermemesidir.

Sivil Katihm ve Yiiksek6gretim

Yiksekogretim kademesinde Universite 6grencilerinin sorumluluk sahibi vatandaslar olarak
yetismelerinin uzun vadede topluma da etki edecegine iliskin yaygin bir inanistan dolayi ylksekogretim
ve vatandaslik arasindaki ¢ok yonli iliski son yillarda hem kurumsal hem de bireysel diizeyde yaygin
bicimde tartisilmaktadir (Thornton & Jaeger, 2007). Egitim, 6grencilerin vatandaslik ve politikaya dair
bilgilerini gelistirmekte, bu durum ise politikaya ilgi, sivil ve politik katima baglilik, edinilen bilgiyi dogru
bir sekilde uygulayabilme gibi cesitli sivil katim ¢iktilarinin niceliginin ve niteliginin iyilestirilmesine
katkida bulunmaktadir (Kahne & Sporte, 2008). Ozellikle yiiksekdgretim, bireyin yurttaslikla ilgili yer
aldig1 eylemlerin yiksekogretim sonrasinda da devamlilik géstermesi konusunda onemli bir etkiye
sahiptir (Ishitani & McKitrick, 2013). Ancak yliksekogretim diinyanin bir¢ok yerinde bir stredir dontisim
icindedir. Yuksekogretim kurumlari daha o6nceleri nispeten ayricalikli bir azinlik tarafindan domine
edilmisken, sonradan bilgi ekonomisi ve bilgi toplumuna hizmet etme fonksiyonunu gergeklestirmek
lizere “kitle” yliksekogretimine dogru kaymistir. Bu degisim, ylksekdgretimin giderek piyasa degerleri
tarafindan esir alindigi iddiasi nedeniyle elestiriye maruz kalmaktadir (Boland, 2008). Universiteler
gecmiste “yurttashk igin egitim” amacini daha fazla énemserken, bugiin, yurttaslik sorumlulugunun
disina ¢ikarak daha arastirmaya yonelik bir misyona yonelmislerdir. Sonug¢ olarak, bu durum
ylksekogretimin yurttaslikla ilgili yeterlilikleri gelistirmemekle suclanmasina yol agmistir (Checkoway,
2001). Oysaki, Universitelerin 6z kimliklerini korurken ayni anda gercek diinya ile de baglantili olmasi
gerektigi cokca ifade edilmistir (Downs, 2012). Siiregelen tartismalar, elestiriler ve sivil katilim
oranlarinin dislste oldugu gergegi ile birlikte, yliksekdgretimin yurttaslik misyonu en temel hedef olarak
one cikmistir (Boland, 2008; Hurtado, Engberg, Ponjuan, & Landreman, 2002; Johnson-Hakim et al.,
2013; Latimer, 2012; Ostrander, 2004; Prentice, 2011).

Ogrencilerin aktif vatandaslar olarak egitilmesi yéniindeki yaygin beklentiye ragmen, niversiteler
sivil vatandaslik kavramini hayata gecirme konusunda basarisiz olmaktadirlar (Smith & Fritschler, 2009).
Cogu vyiksekodgretim kurumunun amag ifadelerinde, stratejik planlarinda, internet sayfalarinda,
vayinlarinda ve odillendirme sistemlerinde iyi vatandas yetistirme konusu acik veya ortik bir bicimde
belirtilen temel hedeflerin arasinda yer almasina ragmen (Boland, 2008; Caputo, 2005; Kahne & Sporte,
2008) demokratik bir toplumun korunmasini saglayacak sivil katiim yollarini yliksekégretim kurumlarinin
gercek hayatta hangi yollarla destekledigi yontindeki bilgi oldukga sinirhdir (Kahne & Sporte, 2008). Sivil
katilmi gelistirmek igin cesitli yaklasimlar mevcuttur. Bir taraftan, sivil katihmi tesvik etmek adina var
olan yontemlerin ¢ogu verilen ddevlerin ve deneyimsel 6grenmenin sivil katilimi daha yilksek bireyleri
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beraberinde getirecegini ileri siirer. Bu sebeple, bircok Universitede gonillilik ve topluma hizmet
programlari son derece 6nemli kabul edilir (Bryant, Gaston-Gayles, & Davis, 2012; Caputo, 2005). Diger
taraftan, son birkag yilda, kurum adina baglayicihigl olmadigindan bireysel 6grenci katilimi tek basina
yeterli gorilmemektedir. Yani, sivil katilima uzun sureli baghlk ayni zamanda bir kurumun tim
hedeflerinin ve kurumsal kiltirinin esasini olusturmalidir (Caputo, 2005) ¢linkii bir Gniversitenin,
ogrencilerini aktif vatandaslar olmasi icin ne Olgiide destekledigi onlarin yurttashk baghliklarini ve
yeteneklerini gelistirmede ¢ok onemli bir yere sahiptir (Barnhardt, Sheets, & Pasquesi, 2015). Bu
noktada, sivil katilim programlari, 6gretim Uyelerinin gosterdigi baghlik, 6gretim programlarinda sivil
katiimin vurgulanmasi ve kurumsal liderlik gibi unsurlar da bu hedefe ulasmayi etkileyen &nemli
faktorlerdir (Barnhardt et al.,, 2015; Caputo, 2005). Bunun yaninda, Universitelerin kurumsal
stratejilerinin, Universitenin kurumsal kiltlrd ile de uyumlu olmasi gerekmektedir (Thornton & Jaeger,
2007) cunkd kurum iklimi ve kurum kilttriiniin de bireylerin inanglari ve davranislari lizerinde etkisi
oldugu bilinmektedir (Barnhardt et al., 2015; Thornton & Jaeger, 2007). O’Connor (2006) da sivil katilimi
iki sekilde tanimlamaktadir: bireysel ve kurumsal. Bireysel katihm, 6grencilerin sivil katilimina, 6grenmeyi
toplum hizmetiyle birlestiren ‘topluma hizmet yaklasimina, gruplar arasi diyaloglar ve ders calisma
gruplari gibi diyaloga dayali inisiyatiflere ve toplum bazl arastirmanin temsilcisi olarak 6gretim lyelerine
daha fazla 6nem verir. Ote yandan, kurumsal katilim, sivil katilimin pekistirilmis oldugu bir Gniversitenin
merkeze alindigi ikinci bir tur olarak bir anlamda bireysel odagin bir uzantisidir. Bunlara ek olarak, Smith
ve Fritschler (2009)’e gore, ylksekogretim ortamlarinda yurttashkla ilgili egitimin UGg 6nemli unsuru
vardir; egitim programiyla ilgili boyut, gondllilik ve ogrencilerin yer aldigi ders disi etkinlikler. Bu
unsurlar gbz 6éniinde bulunduruldugunda, bir yliksekogretim kurumunun etkili bir yaklasim gelistirmeye
baslamasi icin, oncelikle egitim programini, niversite ortamini ve 6grencilerin ders disi etkinliklerini
incelemesi gerektigi ve ayni zamanda bu boyutlardaki etkililigini dizenli bir sekilde degerlendirmesi
gerektigi soylenebilir.

Birgok ¢alisma, sosyal icerme ve kimlik gelisimi igin sivil katihmin énemli bir unsur oldugunun altini
¢izmektedir. Bu sebeple, egitim sisteminin bitln evrelerinde sivil katilim kavramini egitimin merkezi
haline getirmek olduk¢a 6nemlidir. Bunun yani sira, egitim kurumlari tarafindan yiratilen etkinlikler ve
alinan kararlarin oncelikle ve dogrudan (niversitelerin i¢ paydasi olan 6grencileri etkiledigi géz onlinde
bulunduruldugunda, 6grencilerin egitim sirecleri boyuncaki sivil katilimlarinin, demokratik degerlerin
hayata gecirilmesi ve kendi cikarlarinin korunmasi icin bir gereklilik oldugu aciktir. Universiteler,
ogrencilerin gercek hayatta sivil katiim ve demokratik ilkeleri uygulama firsatini bulacaklari katihimci
ortamlar goérevi gormekte ve ayrica demokratik uygulamalari giglendirmeleri yodniyle de
yiiksekogretimdeki kalite gilivencesi g¢alismalarina katkida bulunmaktadirlar. Dolayisi ile Gniversite
ortamlarinda sivil katilimin tesvik edilmesi biiyiik énem tasimaktadir. Universite dgrencilerinin sivil
katiliminin saglanmasi Avrupa yiiksekdgretim sisteminin temel degerlerinden biridir; ¢linkii hem toplum
hem de yliksekdgretim icin demokratik Gniversite modeli ve 6grenciler dnemli bir potansiyel olarak
gorulmektedir (European Commission, 2014). Avrupa Birligine tyelik icin aday tlke olan Tirkiye, Bolonya
sirecine katilmayr kabul ederek yiksekogretim sistemini demokratik uygulamalar dogrultusunda
sekillendirmek icin baghligini ortaya koymustur. Ancak Tiirk demokrasisinin genel durumuna iliskin rapor
edilen dusik degerler gz onlne alindiginda (Economist Intelligence Unit, 2015), Universitelerin de bu
durumdan etkilenmemesi zordur. Ornegin; Diindar (2013) ¢alismasindan elde ettigi bulgulara dayanarak,
onde gelen bir devlet Universitesindeki 6grencilerin okullarinda ifade 6zgirligline daha fazla yer
verilmesi icin cagrida bulunduklarini belirtmistir. Ayrica, 6grencilerin etiketlenme, ayrimciliga maruz
kalma ve siyasi veya etnik tartismaya girme korkusu nedeniyle fikirlerini paylasmaktan kagindiklarini
ifade etmistir. Benzer sekilde, 6grencilerin liniversite yonetim silreglerinde herhangi bir yetkiye sahip
olmadiklarini ve yoneticilerin 6grenciler tarafindan olduk¢a mesafeli ya da ulasilmaz bulunduklarini
sdylemistir. Bunlara dayanarak ise, 6grencilerin kendi rollerini pasif, unutulmus, tiiketen ve itaatkar
olarak algiladiklarini vurgulamistir. Sonug olarak, 6grencilerin gérusleri gcergevesinde bu arastirmanin
bulgulari katihmci demokrasinin, etik ilkelerin, uygulamalarin ve bagimsizligin etkili bir bicimde isleyecegi
daha iyi bir Universiteye ihtiyac oldugunun altini gizmistir. Tim bunlardan hareketle, sivil katilimin
ylksekogretim cercevesinde calisiimasi Oncelikli bir konu haline gelmektedir. Bu kapsamda, bu
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calismanin amaci Tirkiye'deki bir devlet Universitesindeki 6grencilerin sivil katihm dizeylerini yakindan
inceleyerek universite genclerinin mevcut durusunu ortaya ¢ikarmaktir. Arastirmada asagida belirtilen
sorulara yanit aranmigtir:

1. Universite &grencilerinin aktiflik, haklarini kullanma ve politikaya ilgi diizeyleri arasinda anlamli bir
fark var midir?

2. Cesitli demografik degiskenlerin (cinsiyet, 6grenci kullUplerine katilim, gazete okuma, ¢ocuklugun
gectigi yasam vyeri, anne egitim dlzeyi ve baba egitim diizeyi) Universite 6grencilerinin sivil katihm
diizeyine etkisi nedir?

Yoéntem
Arastirma Deseni

Bu arastirma, belli bir degisken acisindan gruplar arasindaki halihazirda var olan neden ve sonuglara
dayali farkliliklari ortaya koymayi amacladigi icin nedensel karsilastirma deseninde tasarlanmistir
(Fraenkel & Wallen, 2006). Alanyazinda daha 6nce yapilmis olan galismalarin bulgularina dayanarak,
arastirmada belirli kategorik degiskenlerin (cinsiyet, 6grenci kullplerine katilm, gazete okuma,
cocuklugun gectigi yasam yeri, anne egitim dizeyi ve baba egitim diizeyi, bkz. Tablo 1) bagimh degiskene
(sivil katihm: yliksekdgretim boyunca Universite 6grencilerinin aktiflik, haklarini kullanma ve politikaya
ilgi duizeyleri) anlamh bir etkisi olup olmadigi incelenmistir. Bununla beraber, arastirmada sivil katilimin
¢ boyutu arasinda anlamli bir fark olup olmadigi da ele alinmistir.

Tablo 1
Degiskenler
Degiskenler Tanim %
Sivil katilim Demokratik uygulamalara aktif katihm -
Cinsiyet 1=Kadin 51.70
2 = Erkek 48.30
Ogrenci kuliiplerine katihm 1 =Katiliyor 39.70
2 = Katilmiyor 60.30
Yasam vyeri (¢cocuklugun 1 = Buyuksehir 67.40
gectigi) 2 = Digerleri (kugUk sehir, ilge, kasaba, koy) 32.60
Gazete okuma 1 = Diizenli okuyor 86.90
2 = Hi¢c okumuyor 13.10
Anne egitim dizeyi 1 = Okuma yazma bilmeyen ila ortadgretim seviyesi arasinda 58.70
egitim derecesine sahip olan 41.30
2 = Yiuksekogretim derecesine sahip olan
Baba egitim dizeyi 1 = Okuma yazma bilmeyen ila ortadgretim seviyesi arasinda 42.60
egitim derecesine sahip olan 57.40

2 = Yiiksek6gretim derecesine sahip olan

Arastirmada, bagimsiz degiskenlerin belirlenmesinde ve ikili eslerin olusturulmasinda degiskenler ile
ilgili kuramsal temeller g6z ®niinde bulundurulmustur. ilk olarak, Coleman (1988)a gdre, &grenci
basarisini anlamada 6nemli bir faktor olan aile 6zge¢misi finansal sermaye, insan sermayesi ve sosyal
sermaye olmak lizere Ug farkli kavram icinde degerlendirilmistir. Aile 6zge¢misi ile iliskili olarak ele alinan
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ve ¢ocugun bilissel becerilerinin olusumunda etkili olan ebeveyn egitimi, bu siniflandirma igerisinde
insan sermayesi kapsaminda yer almaktadir. Buradan hareketle, bu arastirma kapsaminda “baba egitim
diizeyi” ve “anne egitim diizeyi” birbiriyle iliskili kavramlar olarak eslestirilmistir. ikinci olarak, “gazete
okuma” ve “yasam yeri”, bireylerin eylemlerini yansitan yonelimler ve degerlendirmeler sistemi
anlamina gelen Bourdieu’nun habitus kavramina dayanarak (Bourdieu, 1977) diger bir bagimsiz degisken
grubu olarak eslestirilmistir. Buna gore, yasam yeri, bireyin yénelimleri ve degerlendirmeleri Gzerinde
onemli bir etkiye sahip olan 6nemli bir unsurdur. Diger bir ifadeyle, yasam yeri ile sosyal sermayenin ve
sosyal yapinin yeniden (retilmesi arasinda gigcli bir iliski vardir (Bourdieu, 1993). Bu anlamda, Westley
ve Severin (1964)’'in de galismalarindaki giinliik gazete okumayanlarin profiline dair yaptiklari tartismada
oldugu gibi, yasam yeri ve gazete okuma aliskanligi birbirleri ile yakindan iliskilidir. Tim bunlarin dikkate
alinmasiyla, “gazete okuma” ve “yasam yeri” degiskenleri birlikte eslestirilmistir. Son olarak, geriye kalan
iki bagimsiz degisken olan “cinsiyet” ve “Ogrenci kuliibii” de diger degisken ciftlerinde oldugu gibi,
aralarinda bir etkilesim olabilecegi ve bunun Universite 6grencilerinin sivil katihm dizeyine bir etkisi
olabilecegi diisiinilerek birlikte eslestirilmistir.

Katilimcilar

Nedensel karsilastirma deseninde tasarlanan bu arastirmanin 6rneklemini Tirkiye’deki bir devlet
Universitesinin tim fakultelerinden tabakali 6rnekleme yoluyla segilmis olan 1074 lisans Ogrencisi
olusturmaktadir. Tabakali drnekleme yoluyla, her fakilteden segilecek 6grenci sayisinin belirlenmesinde
o fakiltedeki 6grenci sayisinin ana kutle icindeki toplam 6grenci sayisina orani dikkate alinmis ve boylece
orneklem icinde de bu oranlarin korunmasi saglanmistir (Fraenkel & Wallen, 2006). Buna gore,
drneklemdeki kiz dgrencilerin orani %51.70, erkek 6grencilerin orani ise %48.30’dur. Ogrencilerin
timiinin yas araligi 16 ila 28 ve Ustiidiir. Ogrenciler, bes ayr fakiiltenin biitiin siniflarindan (hazirlik,
birinci, ikinci, Gglinct, dordiinci ve besinci siniflar) segilmistir. Katihmcilarin %4.90"1 mimarlik, %15.90’1
fen-edebiyat, %14.70’i iktisadi ve idari bilimler, %24.40"1 egitim ve %40.10’u mihendislik faklltesindeki
o6grencilerden olugsmaktadir.

Veri Toplama Araci

Veriler arastirmacilar tarafindan gelistirilmis olan Sivil Katilim Olcegi ile toplanmistir. Bes maddelik
Likert tipi 6lcekteki maddeler ‘higcbir zaman’ (1) ve ‘her zaman’ (5) araliginda degismektedir. Olgek,
demografik sorular ve 6grencilerin yurttaslikla ilgili eylemlere katihmui ile ilgili maddelerden olusmaktadir.
Uzman gorisleri alindiktan ve gerekli diizeltmeler yapildiktan sonra ayni liniversiteden 245 6grenci ile bir
pilot calisma yapilmistir. Agiklayici faktér analizi sonuglarina gére Sivil Katilim Olgegi’ndeki maddeler (1)
aktiflik (6rn., “Politik kampanyalara katilinm.”), (2) haklarin kullanimi (6rn., “Ders degerlendirme
anketlerini doldururum.”) ve (3) politikaya ilgi (6rn., “Politik konulari ailem ve c¢evremdekilerle
tartisirim.”) olmak tzere (¢ boyutta toplanmistir. Glvenirlik katsayisi, 6lgegin tamami icin .83 iken birinci
faktor icin .86, ikinci faktor icin .70 ve Uglincl faktor icin .68 olarak bulunmustur. Veriler, arastirmacilar
tarafindan Universite yonetimi ve Uygulamali Etik Arastirma Merkezinden gerekli izinler alindiktan sonra
tum fakdlteler ziyaret edilerek toplanmistir.

Veri Analizi

Elde edilen verilerin analizinde Sivil Katiim Olcegi’nin boyutlarini karsilastirmak icin tek yoénli tekrarh
6l¢limler varyans analizi yapilirken, demografik degiskenlerin sivil katilimin ¢ boyutu lzerindeki etkisini
incelemek icin ise iki yonli ¢ok degiskenli varyans analizi yapilmistir. Veri analizleri dncesi her bir analiz
icin gerekli varsayimlarin saglanip saglanmadigi kontrol edilmis ve varsayimlarin karsilandig
gorulmistir. Bununla beraber, 6rneklemde yer alan Universite 6grencilerinin profilini tanitmak igin
betimleyici istatistik yontemleri kullaniimistir.
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Bulgular

Calismada belirtilen iki arastirma sorusuna dair bulgular iki b6liim altinda asagida sunulmustur:

Sivil Katilm Boyutlarinin Ortalama Puanlarinin Kargilastiriimasi

Universite égrencilerinin aktiflik, haklarini kullanma ve politikaya ilgi diizeyleri arasinda anlamh
bir fark var midir?

Sivil katilim faktorleri (aktiflik, haklarini kullanma ve politikaya ilgi) arasindaki ortalama puan
farklarini incelemek igin tek yonli tekrarh élglimler varyans analizi yapilmistir. Sphericity varsayiminin
saglanmadigl durumlarda yapildigi Gizere, Huynh-Feldt degerleri dikkate alinmistir. Sivil katihm faktérleri
arasinda istatiksel olarak anlamli bir farkhlik oldugu goértulmustir, F(1.86, 1990.43) = 842.50, p = .00, r;z
=.44. Buradan hareketle, Universite 6grencilerinin sivil katihm dizeylerindeki varyansin %44’{iniin
aktiflik, haklarini kullanma ve politikaya ilgi olmak tzere sivil katihm faktérleri tarafindan aciklandigi
anlasiimistir (bkz. Tablo 2).

Tablo 2
Tek Yonlii Tekrarl Ol¢iimler Varyans Analizi Sonuglari

2

Kaynak SS Df mMS F n
(Kareler (Serbestlik (Kareler (Kismf Eta
Toplami) Derecesi) Ortalamasi) Kare)

Sivil katilim boyutlari 757.09 1.86 408.13 842.50%* A4

Hata 964.22 1990.43 .48

*p<.05

Bir sonraki asama olan sivil katilim faktorleri arasinda ortalama puan karsilastirmasi yapmadan 6nce,
alfa diizeyi kiyaslanan grup sayisina yani Uge béliinerek .05'ten .016’ya indirilmistir. ikili gruplar
arasindaki ortalama puan farkliliklari incelendiginde, 6grencilerin aktifligi ile (M = 2.03, SD = .86)
haklarini kullanmasi (M = 3.07, SD = .87) arasinda anlamli bir fark oldugu gériilmustiir. Ogrencilerin
aktiflik boyutundaki ortalama puaninin, haklarini kullanma boyutundaki ortalama puanindan anlamli
derecede diistik oldugu anlasiimistir, t (1073) = -33.670, p <.016. Benzer sekilde, 6grencilerin aktifligi ile
(M = 2.03, SD = .86) politikaya ilgisi (M = 3.05, SD = .76) arasinda da anlamli bir fark bulunmustur.
Ogrencilerin aktiflik boyutundaki ortalama puaninin, politikaya ilgi boyutundaki ortalama puanindan da
anlamh derecede diisiik oldugu gériilmistiir, t (1073) = -41.649, p < .016. Ote yandan, égrencilerin
haklarini kullanma ve politikaya ilgi ortalama puanlari arasinda anlamli bir fark olmadigi anlagiimistir
(bkz. Tablo 3).

Tablo 3
Sivil Katihm Faktérlerinin ikili Farklar

I (Sivil Katihm Faktorleri) J (Sivil Katilim Faktorleri) Ortalama Fark (I-J)
Aktiflik Haklarini kullanma -1.04*
Politikaya ilgi -1.02*
Haklarini kullanma Aktiflik -1.04*
Politikaya ilgi .02
Politikaya ilgi Aktiflik -1.02*
Haklarini kullanma .02*
*p<.016
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Demografik Degiskenlerin Sivil Katim Uzerinde Etkisi

Cinsiyet ve dgrenci kuliiplerine katihm égrencilerin sivil katilim diizeyini (aktiflik, haklari kullanma
ve politikaya ilgi) etkiler mi?

iki yonlii cok degiskenli varyans analizi sonuglarina gére (bkz. Tablo 4), cinsiyet ve dgrenci kullplerine
katim arasinda istatiksel olarak anlamli bir etkilesim bulunmamistir, F(3,1055) = .31, p > .05, n.s. Bir
sonraki asamada, her bagimsiz degiskenin bagiml degiskenlerin kombinasyonu (izerindeki temel etkileri
incelendiginde, cinsiyetin; aktiflik, haklarini kullanma ve politikaya ilgi kombinasyonuna anlamli bir etkisi
oldugu gérilmustir, F(3,1055) = 25.86, p < .05, n? = .07. Orta dizey ila genis ¢apl etki arasinda kabul
edilecek sekilde, cinsiyet, varyansin %7’sini agiklamistir (Cohen, 1988). Benzer sekilde, 6grenci
kuliiplerine katilimin da aktiflik, haklarini kullanma ve politikaya ilgi kombinasyonuna anlamli bir etkisi
oldugu anlasilmistir, F(3,1055) = 16.07, p < .05, n? = .04. Az ila orta derece etki arasinda kabul edilecek
sekilde, o6grenci kulubl varyansin %4’GnlG aciklamistir (Cohen, 1988). Sonug olarak, cinsiyetle
kiyaslandiginda 6grenci kuliiplerine katiim bagimh degiskenlerin kombinasyonuna daha az etki
etmektedir.

Bonferroni diizeltmesi yapilarak .05 olan alfa degeri lice béliindiikten sonra her bir bagimh degisken
icin yeni alfa seviyesi olan .016 degeri gozetilerek tek degiskenli analizler gergeklestirilmistir. Tek yonli
varyans analizi sonuglari cinsiyetin, 6grencilerin hem haklarini kulllanma (F(1,1057) = 32.02, p < .016, n?
= .03, varyansin %3’U) hem de politikaya ilgi (F(1,1057) = 23.22, p < .016, n? = .02, varyansin %2’si)
diizeyleri tzerinde anlaml ve 6te yandan disik ila orta diizey arasi bir etkisinin oldugunu gostermistir
(Cohen, 1988). Buna ek olarak, gruplar arasindaki ikili karsilastirmalar, kiz 6grencilerin haklarini kullanma
acisindan erkek 6grencilere gore daha yuksek fakat politikaya ilgi konusunda daha disiik bir ortalama
puana sahip oldugunu ortaya koymustur. Son olarak, cinsiyetin 6grenci aktifligi Gzerinde anlamh bir
etkisinin olmadigi gérilmistar, F(1,1057) = .58, p >.016, n.s.

Tek yonli varyans analizi sonuglari, 6grenci kulGbine katilimin hem aktiflik (F(1,1057) = 38.91, p <
.016, n? = .04, varyansin %4’G) hem de politikaya ilgi (F(1,1057) = 33.36, p < .016, n? = .03, varyansin
%3’U) dizeyleri Gizerinde anlamli ve diger taraftan duslk ila orta diizey arasi bir etkisinin oldugunu
gostermistir (Cohen, 1988). Bunlara ek olarak, 6grenci kulibine katiimin Universitede haklarin
kullanimina (F(1,1057) = 7.26, p < .016, n? = .01, varyansin %1’i) anlamh ve diisiik dizeyde bir etkisinin
oldugu gorilmistir (Cohen, 1988). Ayrica, gruplar arasindaki ikili karsilastirmalar, 6grenci kulibiine
katilan 6grencilerin ortalama puanlarinin katilmayanlara gore her li¢ boyutta da daha yiiksek oldugunu
gostermistir.

Cocuklugun gegtigi yasam yeri ve gazete okuma &grencilerin sivil katiim diizeylerini (aktiflik,
haklari kullanma ve politikaya ilgi) etkiler mi?

iki yonlii cok degiskenli varyans analizi sonuclarina gore (bkz. Tablo 4), cocuklugun gectigi yasam yeri
ile gazete okuma arasinda istatiksel olarak anlamli bir etkilesim bulunmamuistir, (F(3,1060) = 2.29, p > .05,
n.s. Her bagimsiz degiskenin bagimh degiskenlerin kombinasyonu (izerindeki temel etkisi incelendiginde
ise, cocuklugun gectigi yasam yerinin; aktiflik, haklarini kullanma ve politikaya ilgi kombinasyonuna
anlamli bir etkisinin oldugu gérialmustir, F(3,1060) = 2.57, p < .05, n? = .01. Cocuklugun gectigi yasam
yeri varyansin %1’ini agiklamistir ki bu da diisiik diizeyde bir etki anlamina gelmektedir (Cohen, 1988).
Gazete okumanin da, aktiflik, haklarini kullanma ve politikaya ilgi kombinasyonuna anlamh bir etkisinin
oldugu ortaya ¢ikmistir, F(3,1060) = 18.41, p < .05, n? = .05. Dustik ila orta diizey bir etkiye isaret edecek
sekilde, gazete okuma varyansin %5’ini acgiklamistir (Cohen, 1988). Sonug olarak, 6grencilerin
cocukluklarinin gectigi yasam vyeri ile kiyaslandiginda, gazete okumanin bagimh degiskenlerin
kombinasyonu lizerinde daha biiyik bir etkisi oldugu gorilmustar.

Bir sonraki asamada, hem cocuklugun gectigi yer hem de gazete okumanin 6grencilerin haklarini
kullanma ve politikaya ilgi diizeyleri Gizerindeki etkilerini incelemek icin gerceklestirilen tek yonli varyans
analizlerinden 6nce, ilk olarak Bonferroni diizeltmesi yapilmis ve alfa .05 seviyesi lice bolinerek yeni alfa

321



Sibel AKIN et al. — GCukurova Universitesi Egitim Fakiiltesi Dergisi, 45(2), 2016, 301-330

seviyesi 0.16 olarak belirlenmistir. Ote vyandan, aktiflik boyutunda varyanslarin homojenligi
(homogeneity of variance) varsayimi saglanmamis oldugu igin bu durumda yapildigi lizere alfa diizeyi
once .04’e indirilip daha sonra Uge bolinmustiir. Dolayisi ile aktiflik boyutu igin yeni alfa diizeyi .013
olarak belirlenmigstir. Tek yonlG varyans analizi sonuglarina gore, ¢ocuklugun gectigi yasam yerinin
(buyuksehir ya da kuigik sehir, ilge, kasaba ve koy gibi digerleri) 6grencilerin aktifligi (F(1,1062) = .04, p >
.013, n.s.), tniversitede haklarini kullanma (F(1,1062) = 3.78, p >.016, n.s.), veya politikaya ilgi (F(1,1062)
=2.38, p >.016, n.s.) Gizerinde anlamli bir etkisinin olmadigi anlasiimistir. Diger taraftan, sonuglar, gazete
okumanin aktiflik (F(1,1062) = 25.79, p < .013, n? = .02, varyansin %2’si) ve politikaya ilgi (F(1,1062) =
51.35, p < .016, n? = .05, varyansin %5’i) duzeyleri tizerinde anlaml ve disik ila orta diizeyde bir
etkisinin (Cohen, 1988) oldugunu gostermistir. Bunlara ek olarak, gazete okumanin 6grencilerin
Universitede haklarini kullanma (F(1,1062) = 7.38, p < .016, n? = .01,varyansin %1’i) diizeyi Uzerinde
anlaml ve 6te yandan dislk bir etkisinin oldugu anlasiimistir (Cohen, 1988). Gruplar arasindaki ikili
karsilastirmalar, gazete okumayan 6grencilere kiyasla gazete okuyan 6grencilerin ortalama puanlarinin
her (¢ boyutta da daha yuksek oldugunu ortaya koymustur.

Anne egitim diizeyi ve baba egitim diizeyi iiniversite égrencilerinin sivil katilim diizeylerini (aktiflik,
haklari kullanma ve politikaya ilgi) etkiler mi?

iki yonli ok degiskenli varyans analizi sonuglari (bkz. Tablo 4), anne egitim diizeyi ve baba egitim
diizeyi arasinda istatiksel olarak anlamli bir etkilesimin olmadigini géstermistir, F(3,1062) = .37, p > .05,
n.s. Her bagimsiz degiskenin bagimli degiskenlerin kombinasyonu Gzerindeki temel etkisi incelendiginde
ise, anne egitim dizeyinin; aktiflik, haklarini kullanma ve politikaya ilgi kombinasyonuna anlamli bir
etkisinin oldugu anlasilmistir, F(3,1062) = 3.79, p < .05, n? = .01. Disuk dizeyde bir etki ile (Cohen, 1988)
anne egitim diizeyi varyansin %1’ini agiklamistir. Benzer sekilde, baba egitim diizeyinin de aktiflik,
haklarini kullanma ve politikaya ilgi kombinasyonuna anlamli bir etkisinin oldugu goérulmdstir, (F(3,1062)
=3.02, p <.05, n? =.01. Ayni sekilde, baba egitim diizeyi de disik bir etki ile varyansin %1’ini agiklamistir
(Cohen, 1988). Yani anne egitim dlizeyi ile baba egitim dlzeyinin bagimh degiskenlerin kombinasyonu
Gzerinde benzer biyuklukte bir etkisi oldugu gérilmustir.

Bonferroni diizeltmesi yapilarak .05 olan alfa degeri lice béliindiikten sonra her bir bagimh degisken
icin yeni alfa seviyesi olan .016 degeri gozetilerek tek degiskenli analizler gerceklestirilmistir. Tek yonli
varyans analizi sonuglari, anne egitim diizeyinin; aktiflik (F(1,1064) = 8.67, p < .016, n? = .01, varyansin
%1'i) ve politikaya ilgi (F(1,1064) = 6.46, p < .016, n? = .01, varyansin %1’i) diizeylerine olan etkisinin
anlamli ve dusuk bir etkisinin oldugunu gostermistir (Cohen, 1988). Ayrica, gruplar arasindaki ikili
karsilastirmalar, anneleri ylksekdgretim mezunu olan 6grencilerin ortalama puanlarinin anneleri
ylksekogretim mezunu olmayanlara gére hem aktiflik hem de politikaya ilgi boyutunda daha yiiksek
oldugunu ortaya koymustur. Ancak sonuglar, anne egitim dtizeyinin 6grencilerin haklarini kullanmasina
(F(1,1064) = .00, p > .016, n.s.) anlamh bir etkisinin olmadigini gostermistir.

ikinci olarak tek yénli varyans analizi sonuclari, baba egitim diizeyinin sadece dgrencilerin haklarini
kullanma (F(1,1064) = 6.75, p < .016, n? = .01, varyansin %1’i) diizeyine anlamli ve dusuk bir etkisinin
(Cohen, 1988) oldugunu ortaya koymustur. ikili gruplar arasindaki karsilastirmalar, babalari
yliksekdgretim mezunu olan 6grencilerin ortalama puanlarinin, babalari yiiksekdgretim mezunu olmayan
ogrencilere oranla haklarini kullanma boyutunda daha yliksek olduguna isaret etmistir. Diger taraftan,
baba egitim diizeyinin 6grencilerin aktifligine (F(1,1064) = 1.65, p > .016, n.s.) veya politikaya ilgisine
(F(1,1057) = .18, p > .016, n.s.) anlaml bir etkisinin bulunmadigi anlasiimistir.
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Tablo 4
Demografik Degiskenler Acisindan Aktiflik, Haklarini Kullanma ve Politikaya ilgi icin Cok Degiskenli ve
Tek Degiskenli Varyans Analizi Sonuglari

Tek Degiskenli
Cok Degiskenli Aktiflik Haklarini Politikaya lgi
Kullanma
Kaynak F n? [ n? g n? pb n?
*
Cinsiyet (C) 25.86* .07 .58 n.s 32'92 .03 23.22%* .02
OgrenCi * * %k k% %k 3k
Kulubii (OK) 16.07 .04 38.91 .04 7.26 .01 33.36 .03
Cx 0K 31 n.s.
Yasam Yeri 2.57* .01 .04 n.s 3.78 n.s 2.38 n.s
(YY)
Gazete 18.41* .05 25.79** .02 7.38** .01 51.35%* .05
Okuma (GO)
YY x GO 2.29 n.s
Anne Egitim 3.79* .01 8.67** .01 .00 n.s 6.46** .01
Duzeyi (AE)
Baba Egitim 3.02* .01 1.65 n.s 6.75** .01 .18 n.s
Duizeyi (BE)
AE x BE .37 n.s

Not. Cok degiskenli F oranlari, C x OK ve AE x BE icin Wilk istatistiklerinden, YY x GO igin Pillai
istatistiklerinden elde edilmistir *Cok degiskenli (C, OK) df = 3, 1055; °Cok degiskenli (YY, GO) df = 3,
1060; °Cok degiskenli (AE, BE) df = 3, 1062. *p < .05. *Tek degiskenli (C, OK) df = 1, 1057; ®Tek degiskenli
(YY, GO) df = 1, 1062; "Tek degiskenli (AE, BE) df = 1, 1064. ** p <.016 /.013

Sonug, Tartisma ve Oneriler

Bu calismanin amaci, dncelikle, sivil katilimin aktiflik, haklarin kullanimi ve politikaya ilgi boyutlarini
kiyaslayarak tniversite dgrencilerinin sivil katilim diizeylerini incelemektir. ikinci olarak, calisma, belirli
demografik degiskenlerin Universite 6grencilerinin bu g boyuttaki sivil katilimina etkisinin ne oldugunu
arastirmistir. Bu bolimde ise bulgular, cinsiyet, 6grenci kuliiplerine katilim, gazete okuma, cocuklugun
gectigi yasam yeri, anne egitim dizeyi ve baba egitim dlizeyi olmak lizere bu demografik degiskenlerle
baglantili olarak tartigilmistir.

Oncelikle, galismadan elde edilen bulgulara gore, sivil katilimin 8grenci aktifligi, tiniversitede haklarin
kullanimi ve politikaya ilgi olmak lzere bu li¢ boyutunun ortalama degerleri arasinda bir fark oldugu
gorulmistur. Bu farklar incelendiginde, 6grencilerin aktiflik ortalama puaninin, haklarini kullanma ve
politikaya ilgi ortalama puanlarindan anlaml bir sekilde daha disik oldugu anlasiimistir. Diger taraftan,
6grencilerin haklarini kullanma ve politikaya ilgi duyma ortalama puanlari arasinda ise anlamli bir farklilik
olmadigi ortaya ¢ikmistir.

Tirkiye'de tarih boyunca meydana gelen 6grenci hareketleri ve gectigimiz elli yilda bu girisimlere
karsi verilen tepkiler diisiintldiiglinde 6grenci aktifligi boyutunda sivil katilim dizeyinin dasiik ¢ikmasi
sasirtici degildir. Dinger ve Kivilcim (2014) Turkiye’deki birgok liniversitede 6grencilerin boykot, protesto,
halka agik alanlarda agiklama yapma, poster asma gibi eylemlere katildiklari igin disiplin islemlerine
maruz kaldigini ve cezalandiriima korkusu ile eylemlere katilma konusunda cesaretlerinin kirilmis
oldugunu belirtmektedir. Aslinda Turkiye'ye iliskin bu durum, genclerin, imza kampanyasina katiima,
boykot etme ve protesto gibi 6grenci aktifligi gostergesi olan (Erdogan, 2001) etkinliklere katilma
oraninin dislik olmasi anlaminda genel kiiresel egilimle benzerlik géstermektedir (Sloam, 2014). Diger
bir deyisle, gencler, oy kullanma hari¢ karar verme mekanizmalarina aktif olarak katilmamaktadir
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(Doganay et al., 2007). Bu anlamda, Turkiye’deki siyasi katihmin diisik olusu uluslararasi demokrasi
endeksinde de raporlanmistir (Economist Intelligence Unit, 2015).

Arastirmadan elde edilen diger bulgular, cinsiyetin 6grencilerin sivil katihm dizeyi tizerine anlamh bir
etkisinin oldugunu gostermistir. Sivil katihm boyutlari géz 6niine alindiginda, yapilan calisma, haklarin
kullanimi ve politikaya ilgi agisindan kiz ve erkek 6grenciler arasinda anlamli bir fark oldugunu ortaya
koymustur. Ozellikle, kiz &grencilerin erkek 6grencilere oranla haklarini daha fazla kullandig
anlasiimistir. Bu sonug, ¢alismanin yapilmis oldugu Universitenin 6grenci profili géz 6niine alindiginda
sasirtici degildir. Secilen Universitenin 6grencileri, liniversite segme sinavi ve lise agirlikli genel not
ortalamasina gore lilke genelinde sinava giren 6grencilerin en basarili %1’lik bolimiinden olusmaktadir
(Dayioglu & Turut-Asik, 2007). Bu yuzden, bu Universiteye giris oldukca rekabete dayalidir. Buradan
hareketle, bu 6grencilerin, akranlarina kiyasla, sivil hayata katihm igin gerekli olan bilgi, beceri ve
yonelimlere sahip olmasi ve bu sayede de, demokrasi ruhunu daha ¢ok glglendirebilmesi oldukca
makuldlr (Burns & Carpenter, 2008). Ayrica, bu Universitedeki 6grencilerin cogunlugu Ankara ve bati
illerinden gelmektedir; daha yoksul bolgeler olan dogu ve giineydogu illerinden gelen 6grenci orani ise
toplam 6grenci sayisinin %5’ini gecmemektedir (Dayioglu & Tirlt-Asik, 2007). Buna dayanarak,
ogrencilerin gogunun ayni zamanda kadinlarin egitimi konusunda olumlu bir tutuma sahip olan, kizlarini
tiniversiteye girmeleri konusunda cesaretlendiren ve girecekleri zorlu sinavlara hazirlanmalari igin daha
¢ok para ve c¢aba sarf eden bu orta ve yiksek sosyo-ekonomik diizeye sahip ailelerden geldigi
soylenebilir. Sonug olarak ise, bu 6grencilerin, Universite ders degerlendirme sistemine katilma veya bilgi
edinme hakkini kullanma gibi farkli yontemler yoluyla Universitede haklarini kullanma egilimlerinin
gelismis olmasi iddia edilebilir. Diinya Ekonomik Forumunun Kiresel Cinsiyet Ayrimi Endeksinde de yer
aldigi gibi, Glkemizin ataerkil ve erkek egemen bir toplumsal yapiya sahip oldugu gercegi gbz 6nilinde
bulunduruldugunda arastirma kapsaminda secilmis olan Universitenin bu 6zelliklere sahip olmasinin
olduk¢a benzersiz oldugu agiktir. Cinsiyet temelli farkliliklarla ilgilenen Kiresel Cinsiyet Ayrimi Raporu
(2015) uyarinca, Turkiye 145 dlke iginde .62 puan ile 130. sirada yer almistir (WEF, 2015). Bu ¢alismanin
bulgulari ve cinsiyet ayirimi ile ilgili Glke istatistikleri arasindaki zitlik dikkate alindiginda, yukarida
belirtilen agiklamadan hareketle, bu lniversitedeki mevcut genel ortamin llkedeki genel yapinin aksine
erkek egemen cizgiyi beslemeyen bir yapida oldugu ve bunun da haklarin kullanimi boyutunda kiz
ogrencileri destekler bir sonuca yol actig1 séylenebilir.

Diger taraftan, arastirmadan elde edilen bulgulara gore kiz 6grencilerin politikaya ilgisinin erkeklere
kiyasla oldukga az oldugu belirlenmistir. Politika bilgisi ve politikaya ilgi konularindaki cinsiyet ayrimcilig
diinyada oldugu gibi Tiirkiye’de de ilgi odagi haline gelmistir. Sonug olarak, politikanin tarih boyunca
kadinlarin coke¢a dislandigi erkek egemen bir alan oldugu kaniksanmistir. Bu durum Tiirkiye baglaminda
da farkli degildir. Kadinlarin politikaya katiimi ve ilgisi geleneksel olarak erkeklere kiyasla oldukga
diisuktir. Ornegin; Tirkiye Biiyiik Millet Meclisindeki milletvekillerinin sadece %14’iG kadindir (TBMM,
2015). Bu noktada, Yayli ve Eroglu (2015) Turkiye gibi ataerkil Ulkelerde toplumsal cinsiyet
esitsizliklerinin kadinlarin politik hayata katiim seviyesinin distklUgl Gzerine glgli bir etkisinin
oldugunu ifade etmektedir. Cinsiyet esitsizligi konusu baglaminda Tirkiye’de kadinlarin istihdam
durumunu inceleyen Dedeoglu (2009) da, Avrupa Birligine Gye Ulkelerle kiyaslaninca, Tiirkiye’de ¢alisan
kadin oraninin erkeklere kiyasla olduk¢a az oldugunu ve kadinlarin etkisizliginin oraninin da oldukca
yiksek oldugunu belirtmistir. Kadinlarin konumu bu cercevede ele alindiginda, erkeklere oranla,
kadinlarin politikaya katiliminin istenen dizeyde olmadigi ve politik hayatta yeterli derecede temisil
edilememekte olduklari acik¢a gérilebilmektedir (Caglar, 2011; Yayh & Eroglu, 2015).

Kadinlarin politikaya katihmi ile ilgili alanyazin, erkekler ve kadinlar arasinda bir fark oldugunu ve
kadinlarin politik eylemlere daha az katildiklarini, politikaya daha az ilgili olduklarini ve bu alanda daha az
temsil edildiklerini gosterse de, diger taraftan, feministler ve elestirel pedagoji arastirmacilari bu
durumun cinsiyet determinizmi oldugunu 6ne sirerek aslinda bu dayanagin, toplum tarafindan
olusturulmus ve sirdirilegelen bir yapi oldugunu, kadinlarin politikayla ne kadar ilgili olurlarsa olsunlar,
erkekler tarafindan ginlik politik eylemlerde sirekli ayirimciliga maruz birakildiklarini savunmaktadir
(Sigauke, 2012).
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Arastirmadan elde edilen bir baska bulgu da, 6grenci kulliplerine katilimin, sivil katilimin her Ug
boyutu lzerinde de anlamh ve olumlu bir etkisi oldugunun ortaya konmasidir. Alanyazinda da genisge
yer aldigi gibi, 6grenci kuluplerine, toplantilara, organizasyonlara katihm, akran gruplarin yurttashk
¢iktilarini etkileyen dnemli bir unsur olmasindan dolayi sivil katilimi giiglendiren 6nemli bazi yollardandir
(Bryant et al., 2012). Ayrica, bu ortamlar, bireylere birbirleriyle etkilesimde bulunma imkani sunan ve bu
sayede katalizér gorevi gorerek sivil katilim dizeyinin yikselmesini saglayan ortamlardir (Flanagan,
Levine, & Settersten, 2009; Meyer, Tope, & Sowash, 2004; Verba, Schlozman, Brady, & Brady, 1995).

Calismanin diger bulgularina gore, cocuklugun gectigi yasam yerinin sivil katiimin ¢ boyutunun
kombinasyonuna anlaml bir etkisi oldugu gorilmustir. Fakat bu degiskenin 6grencilerin aktiflik,
haklarini kullanma ve politikaya ilgi diizeylerine ayri ayri anlamli bir etkisinin olmadigi anlagiimistir. Yani,
hayatlarinin gogunu biyliksehirde gecirmis Ogrencilerle, kiicik sehir, kasaba ve koylerde gegirmis
ogrenciler arasinda aktiflik, haklarini kullanma ve politikaya ilgi dizeyi agisindan anlamh bir fark
gorilmemistir. Bu sonucun, bahsi gecen devlet lniversitesindeki 6grencilerin profili ile agiklanmasi
mimkindir; daha 6nce de deginildigi (izere, 6grencilerin blyiik bolimu Tirkiye baglaminda daha liberal
yaklasimlara sahip olduklari ileri sirilebilecek olan orta ve yiiksek sosyo-ekonomik diizeye sahip
ailelerden gelmektedir. Bu anlamda, kiguk sehir, kasaba ve kdylerden gelen 6grencilerin de aslinda
ailesel ozelliklerinin ve sosyal sermayesinin blylksehirlerden gelen 6grencilerle benzerlik gostermekte
oldugu ve bu durum sonucunda da gruplar arasinda sivil katihmin higcbir boyutunda anlamli bir fark
olusmadigi soylenebilir.

Arastirma sonuglarina gore, gazete okumanin 6grencilerin aktifligi, haklarini kullanma ve politikaya
ilgi olmak Uzere sivil katihmin tim boyutlarina anlamli bir etkisinin oldugu ortaya ¢ikmistir. Gazete
okuyan o6grencilerin okumayanlara oranla s6zi edilen l¢ boyut baglaminda sivil katihmlarinin daha
yiiksek oldugu gorilmustir. Gazete okumanin kamusal ve politik olaylara ilgiyi artirdigi géz 6nilinde
bulunduruldugunda, bu durumun sebebi, gazete okumanin 6grencilerin ¢evrelerinde olan bitenin daha
¢ok farkinda olmalarina yardimci olmasi olarak agiklanabilir. Gazete okuyan bireylerin yurttaslikla ilgili bir
farkindalk kazanma ve ayrica oy kullanma, gonilli hizmet, organizasyon toplantilari, projelerde yer
alma, kultiplere katilma ve grup calismasi gibi alanlarda yer alma olasiligi diger bireylere gore daha
ylksektir (Jeffres, Lee, Neuendorf, & Atkin, 2007; Meyer et al., 2004).

Arastirmanin diger bulgularina gore, anne egitim diizeyinin 6grencilerin aktifligine ve politikaya
ilgilerine anlamli bir etkisinin oldugu fakat haklarini kullanma konusunda anlamli bir etkisinin olmadigi
gorilmisttr. Anneleri ylUksekoégretim mezunu olan 6grencilerin, anneleri ylksekégretim mezunu
olmayanlara kiyasla politikaya ilgi ve aktiflik diizeylerinin daha yiksek oldugu anlagilmistir. Bu durum,
daha iyi egitim almis anneler tarafindan bu 6grencilerde yurttashga dair kiltir farkindaliginin daha
yiiksek diizeyde tesvik edilmis olmasinin bir sonucudur denilebilir. Ozellikle, aile ortaminda, anneler
cocuklarin egitimi gibi konularda sorumlulugun ¢ogunu Ustlenerek cocugu hem sekillendirir hem de ona
bakim ve destek saglar (Ersoy, 2012). Haklarin kullanimiyla kiyaslandiginda, aktiflik ve politikaya ilgi daha
fazla disiinsel beceri gerektirmektedir ki bu da iyi egitimli annelerin tesvik edebilecegi bir seydir. Ote
yandan, haklarin kullanimi boyutunun, aktiflik ve politikaya ilgi boyutlarinin aksine, daha iyi egitim almis
anneler tarafindan desteklenmeye bagl ve zihinsel yetenek gerektiren bir boyut olmadigi séylenebilir.

Baba egitim dizeyinin sivil katiimin U¢ boyutunun kombinasyonuna anlamh bir etkisi oldugu
gorilmekle beraber, ayri ayri incelendiginde bu degiskenin sadece Ogrencilerin haklarini kullanma
izerinde anlaml bir etkisi oldugu anlasilmistir. Ozellikle, babasi yiiksekégretim mezunu olmayan
o6grencilerin babasi yliksekogretim mezunu olanlara kiyasla haklarini kullanma dizeylerinin daha yiksek
oldugu belirlenmistir. Ogrenciler arasindaki bu fark, egitim diizeyi diisiik olan babalarin aileleri icin
zengin ve istikrarli bir ortam saglayamamasi ile agiklanabilir. Bu tur bir zorluk ise, bireyin, muhtemelen
daha iyi egitim almis babalari tarafindan saglanan daha yilksek sosyo-ekonomik cevrede yasayan
bireylere nazaran haklarini daha ¢ok aramasina ve kullanmasina yol agabilir. Diger yandan, iyi egitim
almis bir babaya sahip olma avantajinin yoklugu, bireyin aktiflik ve politikaya ilgi gdsterme gibi daha
sofistike eylemlere yonelmesine ise imkan vermemektedir; ¢linkli bu eylemler, ihtiyaclar hiyerarsisinde,
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bireyin 0Ozellikle temel yasam standartlarini giivenceye almak adina basvuracagi haklarini kullanma
eylemi ile kiyaslandiginda daha az 6ncelikli olup daha Ust sirada yer almaktadirlar.

Calismadan elde edilen bulgular, yiiksekdgretim baglaminda sivil katilimin nasil tesvik edilebilecegine
1stk tutmasi agisindan 6énem teskil etmektedir. Universitelerin, dgrencilerin bir sosyal grubu kabul
etmelerini, sosyal bir kimlik gelistirmelerini ve bu sayede benzer diislinceler ya da eylemlerde
birlesebilmelerini saglayan sosyal bir kimligi oldugu icin, 6zellikle ylksekogretimin, 6grencilere sundugu
bu ortam araciligiyla 6grencilerin yurttaslikla ilgili egilimlerini ve sosyal degisim ¢abalarini destekleyici bir
rolii vardir (Barnhardt et al., 2015). Ozellikle, calismanin bulgularinin agikca ortaya koydugu gibi, 6grenci
kuliblne katihm Tirkiye baglaminda gengler arasinda sivil katiimin artmasina 6nemli bir katki
saglamaktadir. Sivil katihm dizeyinin bir Ullkede demokrasinin gelisimi icin ¢ok ©6nemli oldugu
diisiintldiginde, Universite yonetimlerinin 6grencilere sosyallesebilecekleri, farkhliklari hosgoériyle
karsilayacaklari, bir gruba ait olacaklari, glivende hissedecekleri, sorumluluk alacaklari, isbirligi
yapacaklari kultpler kurarak onlarin sosyal hayata ve karar verme sireglerine katilmalarini saglayacak
firsatlar yaratmasi gerekmektedir (Kege, 2015). Bu sayede, 6grenciler Universite ortaminda demokrasiyi
aktif sekilde tecriibe edebileceklerdir. Ozellikle birgok calismada da ortaya kondugu gibi Tiirkiye’'de
gengler arasindaki distk sivil katihm diizeyi goz oninde bulunduruldugunda (Doganay et al., 2007;
Erdogan, 2001, 2003; Esmer, 2012; Sener, 2012), Universiteler i¢in bu konunun 6nemi daha da
artmaktadir. Dahasi, bilindigi gibi, Giniversite egitimi siiresince gegirilen yasantilarin, mezun bireylerin
politik katihmina ve demokrasiyi tesvik edici eylemlerde bulunmalarina etkisi blyuktiur (Lott II,
Hernandez, King, Brown, & Fajardo, 2013). Ayrica, bu yasantilar 6grencilerin etkili vatandaslar olmasina
katki saglamaktadir (Barnhardt et al., 2015). Tum bu sebeplerle, 6grencilerin (lkeye iliskin politik
meselelerde daha ¢ok farkindalik kazanmasini saglamak icin Universitelerin farkli noktalarinda (6rn;
bolumler, yurtlar) gazeteler Ucretsiz verilerek 6grencilerin dizenli olarak gazete okumalari tesvik
edilebilir.

Gelecekte yapilacak arastirmalar 