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ABSTRACT Despite the growing interest in student-teachers’ research engagement, little is known about
the political significance and representation of research-oriented organization and
pedagogies in pre-service English language teacher education (ELTE) programs. Likewise,
in Turkey, the predominant scholarly discourse surrounding initial teacher education (ITE)
has thus far focused heavily on issues other than the teaching of research knowledge and
skills to would-be teachers. This paper attempts to address this gap in knowledge by
proposing a preliminary exploration of the officially documented history of I(EL)TE
reforms and curriculum development in Turkey through the lens of basic research-oriented
teacher education principles. Key outcomes indicate that at the national level, explicit
research orientation is underrepresented in the standardized ELTE curriculum and the
justifications provided for its integration are nebulous and shallow. Incongruousness
between the claims to intensified research-inclusive visions in teacher education and the
corresponding manifestation of these in the curricula is a noteworthy conclusion.
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Tiirkiye ulusal 6gretmen egitimi reform tarihi boyunca arastirmada
yetkin Ingilizce 6gretmenlerinin tasvirlenmesi

0Z Ogretmen adaylarinin arastirma faaliyetleri konusundaki artan ilgiye ragmen, hizmet éncesi
Ingilizce dili egitimi programlarindaki (IDEP) arastirmaya yonelik organizasyon ve
pedagojilerin politik 6nemi ve temsili hakkinda ¢ok az sey bilinmektedir. Ay sekilde,
Tiirkiye'de hizmet Oncesi 0gretmen egitimini ¢evreleyen akademik tartigmalar cogunlukla
Ogretmen adaylarina arastirma bilgisi ve becerilerinin kazandirilmasi disindaki konularda
yogunlagmustir. Bu ¢alismada, arastirma odakli 6gretmen egitiminin temel ilkeleri 1s1ginda,
resmi olarak belgelenmis Ogretmen egitimi reformlarinin ve takibi miifredat gelistirme
geemisi hakkinda bir 6n aragtirma yapilmis, bahsi gegen bilgi boslugu irdelenmistir. Temel
bulgular, ulusal diizeyde, sarih arastirma yoneliminin standart IDEP miifredatinda yeterince
temsil edilmedigini ve entegrasyonu i¢in sunulan gerekgelerin belirsiz ve ylizeysel oldugunu
gostermektedir. Ogretmen egitiminde kapsamli arastirma yonelimi vizyonunu yansitan
iddialar ile bunlarin miifredattaki tezahiirii arasindaki uyusmazlik ise ¢aligmada kayda deger

bir vargidir.
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INTRODUCTION

Excellence in education is actualized principally by the tireless efforts of ‘excellent’ teachers. Today,
there is an ever-growing scholarly interest in how modern-day teacher excellence is construed and
justified globally in view of the peculiarities of local education systems enfolded in their socio-
political and -economic milieu. Unsurprisingly, international research into teacher education policies
concerning prospective teachers’ equipment of desirable knowledge and skills has also gained much
currency in this regard (Lindsay & Ginsburg, 1995; McBride, 1996; Furlong, Cochran-Smith &
Brennan, 2009; Earley, Imig & Michelli, 2011).

The Republic of Turkey is but one of those contexts wherein pre-service (initial) teacher education
(TE) historically underwent dramatic reforms in the light of evolving national education visions and
missions, especially since the 1980s. It is widely recognized that the EU accession process the country
is undergoing has played a particularly key role in the (re)shaping of national education and
subsequently, teacher education, in the name of national advancement (Cakiroglu & Cakiroglu, 2003).
Set against the backdrop of ‘professionalism’, the institutionalization and standardization of teacher
education in the country have together been one of the most substantial outcomes of these educational
development efforts.

In fact, formal teacher education practices in Turkey are rooted in the 1800s. However, the unification
and transfer of the responsibility to the nation’s universities dates back to 1982 — a date that also marks
the foundation of the Turkish Higher Education Council (HEC) as part of a significant tertiary
education reform at the national level. Following a relevant constitutional law passed in 1981, the
scattered Turkish higher education system of independent schools, institutes, academies etc.
(exclusively governed by the Turkish Ministry of Education, MoE) had been united under the roof of
HEC. As part of this transformation, all of the academies were transformed into universities and the
previous education institutes, where teacher education had been implemented, were converted into
today’s Faculties of Education (FoEs). HEC, at present, holds the sole supervisory responsibility
toward all of the public and private universities in Turkey as well as North Cyprus. In the purview of
this supervision lays the key, centralized protocols of accreditation, standardization and inspection for
individual faculties and departments at these institutions. Initial TE programs implemented in FOEs are
likewise subject to close-monitoring by HEC. The standards set for these programs include — among
several other domains — program structures, length and curricula as well as module proportions, credits
and even core descriptions of module content. It is also known that the fulfilment of these
requirements plays a particularly critical role in HEC’s verdict of approving the launch of any
proposed university-based initial teacher education (UBITE) program of studies (Grossman, Sands &
Brittingham, 2010; Yuksel, 2012).

The history of HEC’s various main acts and interventions within UBITE is well documented and has
long been a matter of heated debate among Turkish scholars (Kucukahmet, 1986; Karagozoglu, 1991;
Altan, 1998; Simsek & Yildirim, 2001; Cakiroglu & Cakiroglu, 2003; Guven, 2008; Yuksel, 2012;
Ozcan, 2013). In this paper, however, the officially documented history of national UBITE will be
explored through the lens of basic research-oriented teacher education principles. This has been a
remarkably neglected aspect of the possible interpretations of UBITE policy-making in Turkey,
especially as far as English language teacher education (ELTE) is concerned. This is particularly
important a research area to be recognized and advanced in the context because, as the current paper
aims to highlight, research-oriented teaching and teacher education (including ELT(E)), in keeping
with the international interest and activity concerning the subject, has been ingrained increasingly in
the national education agenda.

LITERATURE REVIEW

Evidence-Informed Practice and Teacher Research

Over the past sixty years, the political and practical utility of education research has received
considerable critical attention. The existing literature abounds on a polarized opinion on the subject.
On the one hand is the assertion that, ideally, all educational inquiry must target direct relevance for
and measurable impact on teaching (Hargreaves, 2007). On the other hand, lays the conviction that
this vision, ‘diagnostic’ in nature, is neither plausible nor desirable, given the contexuality and
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complexity of educational activity (Davies, 1999); and also the argued misconception of ‘context-free
evidence’ in education research to supply purely impartial guidelines for practice (Hammersley, 2007).
The former outlook on educational inquiry endorses the ‘engineering model’ for the envisioned
corresponding research activity. In this view, the primary function of rigorous educational inquiry is to
‘exert a direct influence on educational action in the areas of policy and practice, generating evidence
of what works’ (Elliot, 2007, p. 67). The latter position, however, does not accept this model of
research as the precept of educational inquiry but as a desirable mode, underscoring the significant
value of the ‘enlightening model’ of research in education. As such, the priority set for rigorous
educational inquiry is ‘to shape the way people think about situations and the problems they raise’
(Elliot, 2007, p. 67). Although several well-argued and convincing accounts exist for both ends of the
research-practice continuum, common ground seems to have been found as to a shared, fundamental
aspiration of enhancing the quality of both of the concerned domains and forging a closer and more
productive interlink (i.e. evidence-informed practice/education). Slavin (2002)’s reasoning captures
these perceived needs in education concisely. He wrote: ‘Education is an applied field. Research in
education should ultimately have something to do with improving outcomes for [learners]’ (p. 20).
Likewise, Cordingley (2004) (among several others) accentuates the potential value of encouraging
practitioners in education ‘to look at [research]| evidence as a means of improving practice and
enhancing learning’ (p. 83). The field of language teaching in particular has also had its share of
debates concerning the most needed and potentially conclusive modes and sources of related research
that would maximize learning outcomes. According to some, the future advancement of the enterprise
lies in neuro-scientific developments, research on the biology of the human brain and cognition studies
(Stapleton, 2014). Whereas others assert that insights from the psychology, linguistics and social
sciences research in general must continue to construct awareness and understandings of ‘effective’
pedagogy in the social and dynamic context of the individual language classroom (Kiely, 2014). At the
practitioners’ end, in turn, language teachers’ conceptions of research and its practical relevance has
correspondingly grown in importance as a subject of empirical research (Brindley, 1991; Reis-Jorge,
2007; Borg, 2009; Gao, Barkhuizen & Chow, 2011; Tabatabaei & Nazem, 2013).

Indeed, numerous scholars have long been deliberating the possible ways of re-positioning the
teachers (and other education practitioners alike) amid these epistemological tensions concerning the
argued ‘disagreeable’ disjunction between educational practice and research. Central to these
discussions is the widely renowned idea of what is broadly understood today as ‘teacher research’, or
more inclusively, ‘(education) practitioner research’. One of the several definitions of the notion reads;
‘all forms of practitioner inquiry that involve systematic, intentional, and self-critical inquiry about
one’s work’ (Cochran-Smith & Lytle, 1999, p. 22). Other compatible conceptualizations also highlight
that teacher-initiated inquiry must be systematic and informed by the teacher’s own previous or on-
going practice or, at minimum, their own professional context (Freeman, 1998; Borg, 2010). At heart,
teacher research aspires to facilitate a fruitful and preferably inartificial interfusion of research activity
— in terms of both following/reading published research and undertaking it individually or
collaboratively — with the teachers’ ‘way of working’. It is seen by its proponents as a much needed
balancing act in the quest of evidence-informed practice in education by preparing and empowering
teachers, alongside researchers and other stake holders, to actively engage with and contribute to the
professional discourse, knowledge production and decision-making in the field. In Munthe and Rogne
(2015)’s words, advancing the ‘scholarship agenda of the teaching profession’ (p. 17) is in the purview
of enabling research engaged teachers who are not only adept at mediating the complexities of their
workplace but also can venture collaborative innovation and positive change in a systematic and
accountable manner.

Conceptualizations and Reported Practices

Unsurprisingly, inspirations from the aforesaid ‘research-engaged teacher’ visions have had
noteworthy repercussion in initial teacher education (ITE) in diverse contexts, commonly in the form
of an increased integration of research elements (compulsory or elective) into the program curricula
such as research methods/skills courses and ‘teacher research’ projects/dissertations (van der Linden,
Bakx, Ros, Beijaard & Vermeulen, 2012). However, a review of previous literature suggests that
considerably more is known about the latter mode of student-teacher research learning and
engagement. Both in language teaching particularly and social sciences generally, views have been
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expressed as to a lack of substantial and cumulative scholarly dialogue concerning the detailed types,
objectives, pedagogies and provision of introductory research methods/skills units designed for would-
be practitioners (Garner, Wagner & Kawulich, 2009; Borg, 2013). Likewise, in ELT, Nguyen (2013)
argued relatively recently that the existing knowledge-based models of teacher education, four of
which she scrutinized in her comparative study, must be expanded to represent more explicitly the
‘increasing attention to research knowledge and skills as an important part of language teacher
professional development’ (p. 49). Borg (2003) has proposed the term ‘research education’ (RE) to
conceptualize such provision of methodical instructional processes to pre- and in-service language
teachers oriented for building ‘the attitudes, knowledge and skills which they require to engage in an
informed way with research in the course of their professional lives’ (p. 41). For the purposes of this
paper, this term is adopted to characterize possible research and research-related pedagogical
organization and activity in pre-service (E)LTE as represented and justified at the national policy
level.

As mentioned earlier, previous studies have revealed that research education in ITE can be ‘teacher
research’ oriented — that is, delivered as modular units immediately before or at the time of school
placements and teaching practice (usually in the final year of studies) so that STs are equipped and
aided by the teacher educators to systematically investigate an aspect of their personal teaching
experience (Wallace, 1996; Volk, 2009; Trent, 2012). However, a limited number of alternative
studies have also shown that not all ST research will be designed for simulating teacher research at the
pre-service level (Jones, 2004; van der Linden, 2012; Lombard & Kloppers, 2015; Oztabay, 2015).
Darling-Hammond (2006) used the term ‘research inquiries’ to categorize these complementary
pedagogical activities that enable STs to further engage in research about teaching and education in
generic terms but not necessarily their own teaching practice (e.g. ‘shadowing’ tasks and classroom
observations, randomized surveys, small-scale interview studies, stand-alone literature reviews, article
critiques, proposal writing exercises etc.) (p. 107). Underpinning these research education efforts is,
the author states, a commitment at the program level to help STs to develop the data collection, careful
observation, analytical thinking and questioning skills necessary to nourish a critical and reflective
outlook towards practice in general — skills deemed crucial for facilitating ideally a life-long
disposition of ‘adaptive expertise’ beginning from the earliest stage of the STs’ professional lives.
Loughran (2006) similarly argues for the adoption of a ‘student teacher as researcher stance’ in initial
teacher education. He underscores a pressing need for enabling STs to acquire ‘a growing
understanding of the diversity of approaches to conducting and portraying research’ in education
(including modes of teacher research) as reflecting ‘the diverse possibilities for bridging the theory-
practice gap’ and novel, personally meaningful ways of ‘conceptualizing and articulating professional
knowledge and learning’ (p. 146). He further argues that through this approach, STs ‘may be
encouraged to grow beyond the technical and into the independent, autonomous and sophisticated
professional pedagogues primed to teach for understanding’ (p. 148). Munthe and Rogne (2015) refer
to the principal objective of research-oriented ITE as emphasizing inquiry into school practices as well
as teaching and learning in general. Aulls and Shore (2008) describe ‘inquiry-driven’ educational
organization whereby activities like research, problem solving, project-based investigations and
discovery learning are all ‘curricular imperatives’ rather than ‘optional add-ons’ (p. 23). However,
Toom, Kynaslahti, Krokfors, Jyrhama, Byman, Stenberg, Maaranen and Kansanen (2010) argue that it
is perhaps the inquirer’s disposition and mindset towards teaching and professional development that
should be prioritized in research-oriented ITE over — but alongside, nevertheless — technical research
skills and knowledge. In a similar vein, Borg (2013) questions the extent of authenticity and
‘representativeness’ (p. 210) of the (teacher-) research projects undertaken as part of already
demanding and compartmentalized award-bearing courses. Numerous empirical studies further
provide substantial evidence regarding the challenges of implementing student-teacher research during
field placements including time-management, feasibility, relevance, rigour, support and cooperation,
‘identity’ issues and so forth (Goodman, 1991; Wallace, 1996; Ur, 1998; Labaree, 2003; Kotsopoulos,
Mueller & Buzza, 2012; Oztabay, 2015).

Variation in the conceptualizations of research and research-oriented pedagogies in different ITE
programs is naturally foreseeable and hence worth scrutiny. However, as empirical research into the
political significance and representation of the phenomenon as a whole has received scant attention in
the geographical context of this study (Turkey), the foregoing insights into some of the most

99

I = N T SIRUE|, VVolume 6, Issue 3, 2017 www.turje.org


http://www.turje.org/

OZTABAY; Profiling research-capable English teachers throughout Turkey’s national teacher education reform history

rudimentary modes of research orientation in ITE pedagogies will inform the focused policy and
curricular design-related analysis this paper presents. While a variety of definitions of the constructs
‘inquiry’ and ‘research’ have been suggested in the relevant literature, for the purposes of the paper,
they will be used interchangeably.

Turkey’s Pre-Service Teacher Education Reforms

As mentioned earlier, the majority of existing debates pertaining to university-based initial teacher
education (UBITE) in Turkey are situated centrally within the reform history of the enterprise,
commenced with the establishment of HEC in 1982 and continued with the major restructuring and
minor revising acts in 1997 and 2006 respectively. Multiple ‘insider’ expositions by program
implementers of the ‘aftereffect’ and accommodation of the 1997 reform movement especially, owing
to its gravity, have played a pivotal role in casting the current understanding of UBITE in the country
(Kucukahmet, 1986; Karagozoglu, 1991; Altan, 1998; Simsek & Yildirim, 2001; Cakiroglu &
Cakiroglu, 2003; Guven, 2008; Grossman et al., 2010; Yuksel, 2012; Ozcan, 2013). A full discussion
of these accounts lies beyond the scope of this paper. However, Simsek and Yildirim (2001) usefully
summarise the key reform areas wherein change was most momentous. According to the authors, the
pre-reform ‘anomalies’ somewhat rectified included the shortage and oversupply of teachers of certain
subjects, scarcity of teacher educators specialised in pedagogy and teaching methods, malfunctioning
collaborative infrastructure between FoEs, HEC, MoE and schools, inadequate school experience
provided for STs and an overreliance on theory input at the expense of practical application. As
regards ELT, the year also marks the date when English was introduced to primary schools (Grade 4
rather than the previous Grade 6 onwards) and made a compulsory study subject, increasing the
demand for more qualified English teachers in turn (Kirkgoz, 2007).

The 2006 UBITE reform (or so-called modernisation) in Turkey was inspired by the European
Union’s report titled as the Green Paper on Teacher Education in Europe published in 2000; and was
driven with an aim of updating the previously modelled curricula to address those aspects that proved
inefficacious or ‘too restrictive’ in time (Kavcar, 2003). One of the main inspirations taken from the
EU countries” TE approach was the vision of an elevated profile for teaching as a profession and
teachers as professionals. Correspondingly, a considerable increase in the overall proportion of the
‘General Culture’ modules in the UBITE curricula was implemented, which, as an objective, aspired
to delineate a ‘modern’, knowledgeable teacher profile, aware of contemporary developments in
education and information technologies (Oztabay, 2015). As for the teachers and teacher candidates of
English and other languages, this EU-inspired vision brought about a requisite to teach more
communicatively and assess more formatively than before (Kirkgoz, 2007). Expectations of
accountability concerning professional decision-making and self-development also rose higher
(Koksal & Convery, 2013).

Empirical Work on Research-Oriented Pedagogy in Turkey’s Teacher Education

As the following analysis of the officially documented evolution of the curricular accommodation of
UBITE reforms aim to highlight, in harmony with the ‘professional teacher’ stance taken politically,
explicitly intended research education has also had some coverage in the reformed and revised
curricula. Despite this, however, a limited number of Turkish authors eclectically voiced opinions
concerning an observed, prevalent dearth or marginalisation of research orientation in UBITE
pedagogies, including the mode of teacher research simulations. Cakiroglu and Cakiroglu (2003)
assert that national UBITE’s curriculum content does not reflect sufficiently ‘the intellectual
movements in the field of education’ (p. 260). They further argue that in-service teachers are offered
few opportunities, if any, to explore the possible, systematic ways of screening, evaluating and
improving their performance. In an interview study with in-service teachers, Balkar (2014) found that
the participants perceived the theory-practice connections made during their pre-service education as
weak and irrelevant, expressing positive views towards the idea of more research-informed teacher
education policies and pedagogies. The author goes on to argue that explicitly intended research
education units (e.g. research methods modules) as well as the ‘clinically-based’ units in the curricula
(e.g. Teaching Practice, School Experience) ‘should [therefore] be given more importance in teacher
education’ (p. 28). Similarly, Akyel (2015) reports on a recent effort of running concomitantly two
final-year research education units, namely, an innovative teacher research module and the
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standardised practicum module in the ELTE curriculum. Following a qualitative investigation, the
author found that the participant STs benefitted from their teacher research experiences in terms of the
ability to problematize aspects of their practice in particular and reframe their conceptions of teaching
and learning in general. Akyel (2015) posits that the STs illustrated raised awareness of the classroom
as a ‘site of inquiry to examine’ (p. 1) as well as an increased appreciation of research activity as
relevant to and important for teachers’ performance and professional development. At the level of
policy-making, in a recent documentary study of teacher education standards, Koksal and Convery
(2013) found that the ability and capacity to reflect on practice with a view of improvement is not
covered as a desirable teacher competence by MoE. In a comprehensive proposal report promoted and
published by the Turkish Industrialists’ and Businessmen’s Association’s (TUSIAD) Social Policies
Commission, Ozcan (2013) argues, in great detail, how the current four-year-long national UBITE
model must be extended and completely reformed to restore the ‘respectability’ of the teaching
profession and practitioners. As part of his proposal, Ozcan (2013) envisions UBITE curricula wherein
theory and practice are equated and addressed in tandem. He further suggests that school-based
experiences for STs must start from year-one and comprise several activities and assignments which
would help them to observe, reflect on, analyse, discuss, inquire into and conduct research on their
own and others’ practice as well as professional learning experiences.

METHODOLOGY

Research Design

The present analysis has a focus on the national four-year-long BA in English Language Teaching
degree and its previously documented national curriculum versions. Currently, there are 58 modules in
the national, standardised BA in ELT curriculum, which populate three main module categories. These
are, namely, Subject Matter (Alan ve Alan Bilgisi), Pedagogical Formation (Meslek Bilgisi) and
General Culture (Genel Kiiltiir) categories. The overall distribution of the module categories across the
curriculum is 59%, 22% and 19% respectively. In total, 175 hours of study is schemed of which 143 is
theoretical (teorik) and 32 is application/practice (uygulama). Some examples for the Subject Matter
modules include Linguistics, Language Acquisition, English Literature, Translation Studies, ELT
Approaches and Methods, Morphology, Language Skills, Teaching Young Learners, Electives, and so
on. The Pedagogical Formation module category consists of such modules as Classroom Management,
Assessment and Evaluation, School Experience and Teaching Practice, Education Psychology,
Teaching Principles and Techniques, Counselling etc. The modules that populate the General Culture
category include Computer Skills, Effective Communication, Community Service, Turkish Education
History and Principles of Atatiirk, and so forth.

The majority of the BA in ELT modules are ‘fixed’, meaning that a module becomes available only in
the academic term that it is due (either autumn or spring term). Therefore, for example, if a student-
teacher fails or withdraws from a given spring term module, they need to await the next spring term to
re-take it.

According to HEC’s official student portal, 52 universities in Turkey (public and private) currently
offer the ELT degree. However, alternative sources specify that the actual number of the ELT courses
is over 90 (Mahalingappa & Polat, 2013, p. 375); albeit this number is less conclusive as it may or
may not include postgraduate-level courses (MA and PhD). Six other universities in the Turkish
Republic of Northern Cyprus — supervised by HEC — also qualify local English teacher candidates
utilising the same, core BA curriculum (Oztabay, 2015).

Research Questions

In exploring the official, historical position of educating research-capable English teachers in Turkey,
the paper addresses the following research questions:

(1) What mentions of ‘research’ are there, if at all, in the Turkish HEC’s selected documents about
UBITE history and practice?

(2) What are the modules in the initial ELTE programme’s national curricula models that are explicitly
framed to involve research education?

(3) How have these explicitly intended research education modules evolved in time as reported in the
selected HEC documents?
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Dataset and Analysis

In the current investigation, the dataset comprised three official documents published in Turkish by
HEC in 1998 and 2007 (one major and two auxiliary) (see Higher Education Council, 1998; 2007,
2007a). These were accessed from a small archive of formal HEC publications made available for
general public on HEC’s official website. The selection criterion specified prior to the archive’s
screening process was for the potential document(s) to be exclusively and explicitly about national
teacher education. Only the aforesaid documents met this criterion. Those HEC publications
concerning national higher education in general, which formed the majority of the online archive, were
hence disregarded by reason of irrelevance.

The selected documents were close-read several times before analysed inductively. Firstly, a keyword
analysis was undertaken to identify and highlight all uses of the word ‘research’ (arastirma) in the
three manuscripts (in .pdf format). Secondly, the documents (along with the in-file highlights) were
uploaded on the qualitative data management and analysis software, ™QSR-NVivo 10, for refined
thematic analysis (coding). In total, 53 uses of the keyword were identified in the major HEC
publication. 12 of these were interpreted and categorised as ‘relevant’, appropriate for reporting on in
this paper. The refinement (or selection) criteria set for the purpose was for the use(s) (in their
immediate textual context — i.e. sentence and/or paragraph) to either explicitly state or imply (1)
teaching research skills to teachers, (2) teachers’ engagement in research and/or (3) teachers’
knowledge of research. Those thematic categories eliminated as ‘irrelevant’ included such notions as
‘research staff” and ‘staff research’ in academia, ‘research centres’ and the ‘research studies’ that the
national documents cited.

The auxiliary documents were subjected to the same analytical act, with the same analytical priority.
In total, nine relevant uses of the keyword were identified in the initial ELTE related document parts.
The remainder of the content, which presented information about other local pre-service TE programs
(e.g. BA in Pre-school Education), were excluded from the analysis, given the ELT focus of the
present study.

The English translations of this final set of document extracts were shared — along with the originals in
Turkish — with two (L1) qualified Turkish speaking colleagues for peer-review and discussion.

FINDINGS and DISCUSSION

What mentions of ‘research’ are there, if at all, in the Turkish HEC’s selected documents about
UBITE history and practice?

As was mentioned earlier, three dates are considered as milestones in the reform history of UBITE in
Turkey (1982, 1997 and 2007) and HEC has thus far published one major and two auxiliary official
documents (664 pages in total) to provide a detailed history of the reform movements. Table 1 next
demonstrates the frequency and context of the relevant appearances of the keyword ‘research’
identified in HEC’s major publication.

Table 1

Relevant Uses of the Keyword ‘Research’ in HEC’s Major Publication
Context of Use Number of Appearance
Research and development activities (for teachers to engage in more)
Research-based knowledge (to be increased in teachers)
Education research (to improve UBITE)
Classroom-based education research (to improve UBITE)
Research and inquiry (to be increased in UBITE curricula)

PP NWO

These few research educations related extracts identified appeared in the contexts of the two UBITE
reforms in Turkey (1997 and 2006), in generic discussions of the reformed national teacher education
aims and objectives. Only one reference was made to RE in the context of HEC’s near-future agenda
for UBITE curricula in particular (i.e. last table item above).
A review of the original and complete extracts, which laid the groundwork of the above
categorization, revealed that an official recognition of research originating from real classrooms as
having grassroots potential of educational advancement was not secured until the 1997 UBITE reform
era. The following extract elucidates one of the key missions of the National Committee of Teacher
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Education (NCTE) appointed at the time to review the pre-reform state of the Turkish UBITE with a
vision of safeguarding the viability and efficacy of the then newly animated reform movement. The
committee was also entrusted with the sole responsibility to set and have applied national criteria for
UBITE as well as develop and deploy ‘quality control’” mechanisms. At the curriculum level, the
committee was given authority to structure the UBITE programmes and their content.

[...] to facilitate the widening of classroom-based educational research regarding the improvement of
the quality of teaching and learning in schools (HEC, 2007, p. 49).

Yet another NCTE mission statement, presented next, particularly underscored that the outcomes of
such classroom-based research would also be of important relevance and value for the betterment of
the UBITE programs and their overall impact.

[...] to render the pre-service teacher education process effective and productive in light of the
country’s needs and priorities as well as the contemporary developments and research findings in the
field (HEC, 2007, p. 49).

In the context of the second UBITE reform (2006) — or so-called modernization movement — a
stronger and more explicit justification for educating and having research-capable teachers was
established by HEC. As was mentioned previously, this was in view of ‘professionalism’ in education
with inspirations from the initial teacher education systems of the EU member countries.

A significant feature of the new programs is their correspondence to those in the EU countries [aiming
at] educating teachers who are not technicians doing what they are told but rather intellectuals who are
problem solvers (HEC, 2007, p. 64-65).

This re-positioning of teachers as problem-solving intellectuals seems to have provided the basis for a
(fairly) plainly articulated, official stance embracing a research-literate and research-capable teacher
profile as a desideratum of forward-looking national education.

[...] the professionalization of teaching as an occupation and moulding of professional teachers with
research-based knowledge of teaching and learning. [...] teachers [as] individuals with the ability of
professionally transferring research-based knowledge and educational experiences whose legitimacy
are evidenced by applied teaching and learning practices (HEC, 2007, p. 87-88).

Therefore, it may be speculated that at the policy-making level, the Turkish UBITE system, at present,
subscribes to the ‘scholarship agenda of the teaching profession’ (Munthe & Rogne, 2015, p. 17).
However, arbitrary and obscure uses of the constructs of acquiring and transferring ‘research-based
knowledge’ into practice (as desirable teacher skills) tend to give the audience of the formal HEC
documents the impression of more wishful thinking than precisely envisioned and exemplified solid
action in the quest. Firstly, teachers’ practices have been observed to be informed, and often obliquely
so, by reading and conducting research in a number of possible, complexly interwoven domains,
leading to the development of or change in, for instance, propositional (factual, what is), procedural
(hands-on experimentation of how to) and constructed knowledge (metacognitive, consciously
reflective and criticality-informed) (Reis-Jorge, 2005). Secondly, a recognition is missing entirely as
to whether or how research engagement is ‘officially’ surmised to ‘engineer’ (impact directly and
measurably) and/or ‘enlighten’ (inform and inspire indirectly) teachers’ professional judgement and
practice, as has been conceptualised in the relevant literature (Davies, 1999; Elliot, 2007;
Hammersley, 2007; Hargreaves, 2007). ‘Transfer’ (of research-based knowledge), as the word of
choice, however, does seem to hint at a possible favouring at the policy-making level of the former
view toward educational research and its practical function. Apparently, there is only one available
description in the HEC documents of the national UBITE’s role in the formal education, methodical
preparation and motivation of would-be teachers concerning research activity (see extract below); and
this is disappointingly shallow in terms of the nature and/or balance envisioned for pre-service
teachers’ acquisition, advancement and utilisation of ‘research-based knowledge’.

[In the EU report on initial teacher education,] it is suggested for EU member countries’ teacher
education curricula to incline more towards process, problem, research and inquiry in future (HEC,
2007, p. 90).

As we shall see shortly, nor do the documented UBITE curriculum revision outcomes project a
convincing, comprehensive organised act of rendering the programmes more research and inquiry-
driven than they have conventionally been, as had been claimed on paper.
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What are the modules in the initial ELTE programme’s national curricula models that are
explicitly framed to involve research education?

HEC’s major publication focuses on the period between 1982 and 2007 in the history of initial TE in
Turkey. Therefore, it documents three national curriculum models in total for initial ELTE (as well as
other subjects) aligned with the three significant dates — 1982 (establishment of UBITE), 1997 (first
UBITE reform) and 2006 (second UBITE reform).

In the first curriculum model presented (1983/84 academic year), no module that was explicitly
research education inclusive appeared to be present in the four-year-long ELTE programme’s
curriculum.

In the second model (1998/99 academic year, post- 97 reform), a new, compulsory module
generically titled as Research Skills was introduced with three credits (three lecture hours per week)
and to be delivered in the penultimate year of the ELT degree studies (Year 3/Term 2). This aligns
with the document extract discussed earlier regarding the up-surged interest toward the potential
relevance of educational research outcomes for initial TE in the ‘97-reform era. Additionally, a second
compulsory module titled as Advanced Writing Skills with three credits was placed in Year 2/Term 2,
whose content in part involved writing skills for research and thesis work (see Table 2). Whether a
finishing thesis/dissertation requirement did in fact exist was not stated explicitly anywhere in the
programme and module descriptions. Today, only one UBITE programme (among 14 others), namely,
pre-school education, has an explicitly-framed final-year ‘research project’ requirement (HEC, 2007a,
p. 13).

In the final (and latest after the 2006 reform) ELTE curriculum model, the previous Research Skills
module was re-titled to become Scientific Research Methods (SRM), albeit with a lowered credit of
two. Also, the module was re-located to Year 2/ Term 2 (from Year 3). This reduction of module
credits can be interpreted as a rather surprising move given the concurrent, scaled-up HEC plans of
developing TE curricula that were ‘more research and inquiry-driven’. However, the re-location of the
module to the second year of studies may suggest an intention of an earlier introduction to research
skills for student-teachers. The Year 2/Term 2 Advanced Writing Skills module was re-titled as
Advanced Reading and Writing Skills 11 (ARaWS Il) and hauled down to Year 1/Term 2. The
module’s credit remained unchanged.

Historically, therefore, two modules in the national curricula versions of the local BA in ELT degree
studies have ever proclaimed an explicit role of RE. In harmony with some of the RE practices
reported in the previous literature, both modules were compulsory (van der Linden et al., 2012).
Among the three curriculum models documented, only the latest specified the module category that
each module belonged to (i.e. Subject Matter, Pedagogical Formation and General Culture). While
ARaWS 1l has so far been a Subject Matter module, which envisions only partial and basic research
education (Table 2), SRM, which has comprehensive research education at heart, is a General Culture
module. The only, relatively rich description below offered by the corresponding auxiliary HEC
document illuminates the officially construed role of the General Culture module category as follows.
One of the most important assets of the new programmes is the increased proportion of the general
culture modules. The aim of this alteration is to equip the teacher candidate being educated at the
university level with the intellectual competence required to exist as a cultured individual. A versatile
teacher candidate who has a certain amount of knowledge and capability regarding general culture and
information technology and who can conduct scientific research and is able to utilise already-
conducted research, will be more successful at meeting the requirements of contemporary education.
This quality in the teacher will reflect positively on the preparation of the students s/he is educating for
future. With this purpose, general culture modules such as [...] scientific research methods [...] have
been included in the curricula (HEC, 20074, p. 8).

It can be inferred from the extract above that a picture of an ‘intellectual’, research-capable teacher is
portrayed for the future of Turkish education. The suggested teacher abilities of both conducting and
utilising research are presumed to be of benefit for the teachers’ future learners and for a better quality
education. Even so, it can also be observed in the above conceptualisation — and the remainder content
of the official documents — that how such a benefit would be realised in practice has remained
unexplained at the policy-making level. Additionally, the categorisation of research skills development
as ‘general culture’, which, as a module category, is endued with the smallest proportion — and
perhaps the highest level of dissimilarity among member modules — in the curriculum, might imply
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that a teacher candidate’s knowledge and ability of engaging in/with research is conceptualised as a
desirable quality rather than an essential one.

In support of the above interpretation, it is also important to note that these ‘general culture’ modules
are represented in the HEC documents as relatively unstable components of the core UBITE curricula.
This representation (below) is besides expressed in such a way that the dispensability of these modules
in fact comes across as a virtue of the ‘flexible’ and hence, commendable, programme structuring.
Within the extent of programme flexibility, (Education) Faculties will be able to implement different
general culture modules as well as make changes in these modules in time (HEC, 2007, p. 64).

Owing to the flexible formation of the programmes, Education Faculties will be able to implement
different general culture modules and replace the previous ones in time (HEC, 20074, p. 9).
Paradoxically, however, the very programme structure favourable (in principle) for its underscored
flexibility seems to in fact marginalise the already-underrepresented research education practices in
the initial ELTE curriculum. Previously, scholars argued for the mainstreaming of RE inclusive
modules across all BA-level subjects, including pre-service teacher preparation at universities
(Kinkead, 2003; Aulls & Shore, 2008; Healey & Jenkins, 2009). Further to that, reflecting on the
relevant findings discussed, it seems equally important to consider and re-consider habitually the
formal conceptualisation(s), nature and aftereffects of such ‘desirable’ organised mainstreaming acts
regarding RE in UBITE. Doing so will shed additional and valuable light on the official status and
hence, potential longevity, conferred on a given RE module (or modules) in a given context and time,
even if it has been ‘favourably’ integrated into curricula.

How have these explicitly intended research education modules evolved in time as reported in
the selected HEC documents?

As was mentioned earlier, the two research education inclusive modules in the latest initial ELTE
curriculum underwent modifications regarding their titles and positions in the curriculum. The analysis
of HEC’s auxiliary documents published in 1998 and 2007 respectively revealed that the modules’
content (i.e. brief module descriptions) had also been revised. Table 2 next demonstrates how ARaWS
Il evolved in time as regards intended objectives.

Table 2
Chronological Development of the National ARaWS Il Module

Module Title and Version Module Description
Teaching of professional writing skills necessary
for research and thesis writing; Application of
strategies of reviewing, correcting, evaluating and
assessing student compositions (HEC, 1998, p.
61).
Critical thinking skills, higher order sub-skills of
reading, namely, making inferences and
deductions, reading between the lines, relating
inferences from the text to real life; reacting to

Advanced Writing Skills
(Post-1997 UBITE Reform)

Advanced Reading and readings; production of different types of essays
Writing Skills 11 (Post-2006  (e.g. comparison and contrast, classification,
UBITE Reform) process analysis, cause-and-effect analysis, and

argumentative); basic research skills including
library/internet search, and basic research report
writing skills such as citing, paraphrasing and
referencing (HEC, 20073, p. 126).

In terms of the module’s RE-related objectives, a rather dramatic downscaling move strikes from the
more advanced professional literacy skills necessary for research and thesis writing to basic
information seeking (library and internet search) and research report writing skills. As Badke (2012)
argues, an official act of ‘dumbing down’ the module requirements appear to have been endorsed by
HEC (p. 172). He further speculates that an organisational move of this kind is most observable when
there exists a strong perception among decision-makers (e.g. tutors, programme administrators, policy
makers) of ‘failure’ in terms of, for example, module methods and/or student interest but perhaps most
importantly, when the student-researchers’ capability to engage in ‘real’ research is mistrusted. This
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latter assumption could, to some extent, account for the observed downscaling of ARaWS II’s
intended research education objectives on paper. Perhaps the pre-2006 UBITE reform goals of
introducing first-year STs to real, full-load scholarly thinking, inquiry and writing has in time proved
unrealistically ambitious (Goodman, 1991; Wallace, 1996; Ur, 1998; Labaree, 2003; Kotsopoulos et
al., 2012; Oztabay, 2015) or simply inessential in actual practice, leading up to the said simplification.
It remains difficult, however, to draw a firm conclusion as empirical research into Turkish UBITE
policy-making in terms of RE pedagogies is as yet virtually non-existent.

Moving on, Table 3 below demonstrates the revision outcomes of the SRM module’s content over
time.

Table 3
Chronological Development of the National SRM Module
Module Title and Version ~ Module Description
Teaching of scientific research methods and techniques
Research Skills (Post-1997  and their sampled application; getting students to
UBITE Reform) conduct small-scale research in their field and its
evaluation (HEC, 1998, p. 63).
Science and scientific concepts (fact, knowledge,
absolute, accurate and inaccurate, universal knowledge
etc.); fundamental issues in the history of science;

Scientific Research organisation of scientific research, scientific methods and
Methods (Post-2006 different methodological viewpoints; the research
UBITE Reform) problem, design and sampling methods; data collection

techniques (qualitative and quantitative data gathering);
recording, analysing, interpreting and reporting data
(HEC, 20074, p. 131).

Here, contrary to the previous simplification act regarding ARaWS Il, a distinct organizational move
toward intensifying the SRM module’s RE objectives stands out. It appears that the scale was tipped
from the conceptual and practical engagement with research methods and techniques (conceptual and
applied knowledge plus active fieldwork) to additionally exploring the foundations of field
epistemology and methodology (science history, methodological viewpoints, notions of knowledge
and truth). As Birbili (2003) reasons, ‘discussions of epistemology should be placed in a historical
context so students can understand their evolution’ (p. 4). Nevertheless, active engagement in the
phases and processes of research (from planning to reporting) remained principal in the past and
present SRM module versions. Again, one possible reason underlying this move of intensification of
RE aims in SRM could be a balancing act with respect to the parallel downscaling of ARaWS II’s
aims as the only other (supplementary) explicitly-intended RE module in the curriculum. Moreover,
perhaps an advanced working knowledge of research paradigms was seen as key in qualifying and
enabling the student-teachers to rationally ‘argue the link between ontology, epistemology,
methodology and method instead of choosing a methodology and fitting everything else around it’
(Wagner & Okeke, 2009, p. 69).

As can also be observed in the foregoing module descriptions, neither AWaRS Il nor SRM seems to
have ever been tied, on paper, to School Experience or Teaching Practice for the prospect of
simulating ‘teacher research’ (Wallace, 1996; Freeman, 1998; Cochran-Smith & Lytle, 1999; Volk,
2009; Borg, 2010; Trent, 2012). Therefore, it appears reasonable to imagine that the research projects
assigned and completed as part of these modules, if at all, instead resembled ‘research inquiries’
(Darling-Hammond, 2006; Munthe & Rogne, 2015), targeting inquiry into aspects of educational
practice in general, rather than the student-teachers’ own practicum.

CONCLUSION and IMPLICATIONS

Since the declaration of the republic in the early 1920s, teacher education has had a prominent role in
the educational development agenda of Turkey. In time, valiant and persistent efforts to secularize
national education, with a view to strengthening its scientific foundations, have paved the way for the
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centralization and institutionalization of initial teacher education (UBITE) in the country in the early
1980s. The present paper aimed to propose an alternative reading of the formally documented post-
institutionalization reform history of teacher education in the country, with a focus on initial ELTE.
Namely, the paper concentrated specifically on the re-represented political understanding(s) of the
significance of qualifying research-capable English teacher candidates locally, compliant with the
ever-increasing attention to and research on (language) teacher/practitioner research worldwide. These
‘official” statements were then complemented and contrasted with a focused analysis of the historical
evolution of the standardized ELTE curriculum, considered as a practical, concrete manifestation of
UBITE policy intentions in this regard.

The document analysis undertaken identifies a noteworthy incongruence between the projected ‘pro’
stance taken by stakeholders toward educating research-capable (English) teachers in Turkey and the
apparent manifestations of their claimed vision in the national, standardized UBI(EL)TE curricula. It
appears that the formally re-represented RE in TE mindset in the context is relatively nascent and
narrow. Firstly, it is nascent because even decades after the introduction of (largely implied) RE as a
teacher education and professional development aim in the local, re-represented TE policies, explicitly
intended and methodical RE appears exceptionally underrepresented in the local (EL)TE curricula (i.e.
a single module in a curriculum of 50-plus modules). Secondly, the mindset is narrow because the re-
articulated (and sparsely presented) justifications for educating and ‘having’ (classroom-) research
capable and active teachers do not seem to go beyond a generic promulgation of the idea of research,
simply as a desirable intellectual activity with grassroots potential of educational change and
advancement. The why and how of this formally constructed glorification of teachers’ research
activity (among other possible quests) were, however, left unexplained at the local (EL)TE policy
level. Taken together, these findings suggest a very important role for the Turkish HEC in promoting a
stronger and more itemized research education image and ensuring the viability of not only the
associated mindset but also the pedagogical implementations.

Implications

Key implications of this argument for UBITE policy makers and program implementers may include,
but are not limited to, first, introducing and integrating explicitly defined, categorized and well-
structured RE pedagogical activities into all modules in all years in an interrelated, progressively more
challenging/engaging manner; and second, evaluating the feasibility of introducing clearly framed,
meaningful yet realistic hands-on Teacher Research projects into — or alongside — those modules in the
curriculum that facilitate school experience and teaching practice opportunities (e.g. reflective inquiry,
exploratory practice and action research projects). In this way, it will arguably become more likely
that the student-teachers are provided with adequate intellectual ‘spaces’ to share and discuss (both
orally and in writing) their own student-research conceptions and experiences throughout the years, in
and outside their classes, with their peers, tutors, the wider campus community and, where relevant,
beyond.

Rather recently, it has been voiced that ‘nowadays, HEC is planning to reshape pre-service education
programs in Turkey’ for what would be a third time in the reform history of local UBITE (Akyel,
2015, p. 12). If so, it will indeed be interesting for those involved with the subject to witness how and
when this heralded reform will unfold and whether it will embrace a more explicit and comprehensive
research-capable and -active teacher vision mirrored by the updated UBI(EL)TE curricula.
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TURKCE GENISLETILMIS OZET

Giliniimiizde okul 6gretmenlerinin profesyonel kimliklerinin dogal bir uzantis1 olarak ‘aragtirmact’
roliiniin de katistirilmasi iizerine diinyanin bir ¢ok yerinden, sayisi giin gectikce artan, cesitli
arastirmalar mevcuttur. Ancak bu roliin dgretmenler tarafindan ictenlikle benimsenebilmesi ve
aragtirma gayretlerinin hakki ile yerine getirebilmeleri i¢in liizum eden hazirlik ve egitim siireglerinin
vadesi ile giigliigii diisliniildiigliinde, Ogretmenlerin yalnizca hizmet sirast degil, hizmet Oncesi
deneyimlerinin de bu konudaki rolii 6nem kazanmstir. Buna ragmen, 6gretmen adaylariin, 6zellikle
Ingilizce 6gretmeni adaylarinin, hizmet ncesi kalifikasyon egitimleri boyunca ‘arastirma’ adina — var
ise — nasil ve ne siklikla faal olduklarini belgeleyen ¢alismalarin sayica ¢ok az olmasi dikkat ¢ekicidir.
Buna ilaveten, hizmet oncesi (Ingilizce) 6gretmen egitiminde arastirma faaliyetlerini kagit iizerinde
dahi olsa dngoren, tesvik eden ve/veya diizenleyen herhangi bir ulusal tiiziiiin varligi, var ise sistemli
bir sekilde incelenmesi konusunda yapilmig arastirmalar ise yok denecek kadar nadirdir.

Bu calismada, Tiirkiye kontekstinde {iniversite merkezli hizmet 6ncesi 6gretmen egitimini ve reform
tarihini resmi olarak belgelemek amaci ile YOK tarafindan hazirlanmis ve yaymlanmus, tarih boyunca
ilgili tiziikklerin Ozetlenip yeniden ifade edildigi dokiimanlar analiz edilmis, ‘aragtirma egitimi’
(research education) olarak tanimlanan (Borg, 2003), genis anlamda 6gretmen adaylarinin aragtirma
bilgi, beceri ve yonelimini kazanmasi olarak anlasilan siire¢ konusunda agikca belirtilmis ve/veya ima
yoluyla génderme yapilmis sdylemler aranmistir. Bunu takiben, Ingiliz Dili Egitimi lisans programlari
0zelinde, dokiimanlarda beyan edilmis, reformlar sonucunda revize edilen tiim miifredat versiyonlar
incelenmis, arastirma egitimini pratik anlamda hayata gecirmek amaci giittiigli iddia edilebilecek
dersler ve bunlarin igerikleri irdelenmistir.

Bu nicel yaklagim 15181nda, agsagidaki arastirma sorularina cevaplar aranmustir:

Tiirkiye YOK tarafindan iiniversite merkezli hizmet 6ncesi dgretmen egitiminin tarihi ve uygulanmasi
konusunda yaymlanmis olan se¢ilmis dokiimanlarda ‘arastirma’dan — var ise — nasil bahsedilmistir?
Hizmet dncesi Ingiliz Dili Egitimi lisans programinin ulusal miifredat modellerinde yer alan ve agik
bir ifade ile aragtirma egitimini igermesi 6ngoriilmis dersler hangileridir?

Segilmis YOK dokiimanlarindaki belgeler incelendiginde arastirma egitimini amagladig: anlasilan
derslerin igerikleri 6gretmen egitimi tarihi siirecince nasil bir gelisim gdstermigtir?

Arastirmada veri kaynagi olarak YOK ’iin resmi internet sitesinde bulunan ‘yayinlarimiz’ web baglanti
diigmesi ile erigsimi saglanan veri tabami kullamilmustir (http://yok.gov.tr/web/guest/yayinlar-ve-
istatistikler). Burada mevcut 40 civart YOK yayminda, arastirmanin amaci gozetilerek, iiniversite
merkezli 6gretmen egitimi {lizerine yazilmis olmast 6zelligi tasimasi aranmistir. Bu kritere uyan ii¢
yayin oldugu tespit edilmis ve veri kaynagi olarak secilip, incelenmistir. Bu incelemede izlenen nicel
prosediirde ilk adim olarak, anahtar kelime olmasi belirlenen ‘research’ (arastirma) ve cesitli
anlamdaglarinin (6r. ‘investigate’, ‘examine’, ‘inquire’ vs.) ana metindeki biitiin kullanimlar
saptanmigtir. 53 olarak neticelenen bu ilk anahtar kelime kullanimi sayisi, daha sonra arastirma egitimi
tamim1 ve prensipleri ile iligkilendirilebilecek kullanimlarin saptanmasi ve ayirilmasi ile 12’ye
diismiistiir. Bu 12 kullanimin tiimii, ana metindeki ve ek dokiimanlardaki kontekstleri ile birlikte
(cimle veya paragraf), bu arastirmada rapor edilmis ve yapilmis olan yazin taramasi isiginda
yorumlanmustir.

Calismanm sonucunda Tiirkiye ulusal 6gretmen egitimi tarihinde arastirmada yetkin (Ingilizce)
ogretmenler(i) yetistirme konusuna kayda deger bir 6nem verilmedigi gézlemlenmistir. Incelenen ana
metinde tespit edilen smirli sayidaki agiklamalar 1siginda simif temelli egitim arastirmalarinin
Tiirkiye'de 1997'deki &gretmen egitimi reformu baglaminda ulusal egitim glindemine getirildigi
anlasilmaktadir. Ayni s6ylemlerde bu tiir arastirmalarin yayginlastiriimasiin okullarda ‘daha kaliteli’
egitime zemin hazirlayacagi goriisiinden de bahsedilmistir. Baglantili olarak, ‘cagdas’ ogretmen ve
Ogretmen aday1 resmi anlayisinin ‘arastirma temelli bilgiye ulagabilme’, ‘aragtirma becerisine sahip
olma’, ‘yapilmis aragtirmalardan yararlanabilme’ ve ‘aragtirma temelli bilgiyi pratikte uygulama’ gibi
yetkinlikler ile iliskilendirildigi ve tanmimlandigi da saptanmigtir. Bu iddialara ragmen, ek
dokiimanlarin incelenmesi sonucunda, reform tarihi boyunca neredeyse 60 dersten olusan dort yillik
iiniversite merkezli hizmet Oncesi O0gretmen egitimi standart program miifredatlarinda belirli bir
oranda arastirma egitimi amaci giittiigii iddia edilebilecek yalmizca iki ders (Ingilizce Ogretmenligi
ozelinde fleri Okuma ve Yazma Becerileri ve Bilimsel Arastirma Metodlart) oldugu goriilmiistiir.
Ancak, paradoksal olarak, Markham’a (1991) gore; ‘6zen, kapsamli a¢iklamalar, bolca drnek ve tekrar
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olmaksizin arastirma konusunda fazlaca birsey Ogretilmesi miimkiin olamaz’ (p.468, Ingilizce’den
ceviri, vurgu eklenmis). Bu bakis acistyla, Tiirkiye dgretmen egitiminde uzun vadeli ve kapsamli
aragtirma/aragtirma egitimi yonelimi vizyonunu yansitan resmi iddialar ile bunlarin giincel
miifredattaki tezahiirii arasinda énemli bir uyusmazlik oldugu caligma sonucunda elde edilen kayda
deger bir vargidir.

Ozetle, Tiirkiye 6gretmen egitiminin, alaninda uzman say1siz egitmen ve arastirmaci tarafinca bilimsel
olarak desteklenip tesvik edilmekte olan ‘arastirma egitimi’ konusunda da ilerleme kaydetmesi i¢in
asagidaki ¢ikarimlarin politika belirleyiciler, tiniversite idarecileri ve 6gretmen egitmenleri tarafindan
degerlendirilmesi ve hayata ge¢irilmesi azami 6nem tagimaktadir;

Hizmet Oncesi 6gretmen egitimi tiizikk ve programlarinin halka acik misyon bildirilerinde arastirma
egitimine acgik¢a, kapsamlica ve detaylica yer verilmesi,

Dort yillik standart 6gretmen egitimi program miifredatlar1 dahilindeki derslerin tamamina arastirma
egitimi yonelimli, zorlugu ve ugraslar1 6grenim yillart siirecince dereceli ve sistematik olarak artan
pedagojik aktivitelerin entegre edilmesi,

Ayni miifredatlarda 6zellikle okul deneyimi ve dgretmenlik uygulamalarina olanak taniyan derslere
anlamli, pratise dayali ve gercek¢i Ogretmen Arastirmasi projelerinin  getirilmesinin
uygulanabilirliginin degerlendirilmesi.
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ABSTRACT The purpose of this study is to determine teacher candidates’ pedagogical competence
perceptions and their attitudes about teaching profession. The universe of the study is
composed of 500 students registered to Harran University Pedagogical Formation Education
Certificate Program in 2014-2015 academic years, spring term. Out of 500 surveys
distributed, only 487 surveys were included in the analysis. Teacher candidates' attitudes
about teaching profession were found to be at medium level. Although their attitudes about
teaching profession were higher than their pedagogical competence levels, they were not at
the expected level. When teacher candidates’ pedagogical competence perceptions and their
attitudes about teaching profession were analyzed comparatively, the average of their
attitudes about teaching profession were found to be higher than their pedagogical
competence perceptions. However, their attitudes and pedagogical competence perceptions
were not at the expected level. There was found a significant and high level positive
relationship between teachers’ pedagogical competence perceptions and their attitudes about
teaching profession.

Keywords teacher candidate, pedagogical, attitude, pedagogical competence perception,

Ogretmen adaylarinin pedagojik yeterlik algilar1 ile gretmenlik
meslegine iliskin tutumlar1 arasindaki iliski

OZ Bu aragtirmanin amaci, dgretmen adaylarmin pedagojik yeterlik algilari ile 6gretmenlik
meslegine iligkin tutumlari arasindaki iliskiyi belirlemektir. Arastirmanin ¢alisma evrenini,
Harran Universitesi Pedagojik Formasyon Egitimi Sertifika Programima 2014-2015 &gretim
yili bahar déneminde kayit yaptiran 500 6grenci olusturmaktadir. Calismada, adaylara
gonderilen 500 Olgme aracindan 487 tanesi degerlendirilmistir. Ogretmen adaylarinin
ogretmenlik meslegine iliskin tutumlarinin orta diizeyde oldugu belirlenmistir. Ogretmen
adaylarinin 6gretmenlik meslegine iligkin tutumlari, pedagojik yeterlik algilarindan daha
yiiksek olmasina ragmen beklenilen diizeyde olmamustir. Ogretmen adaylarmin pedagojik
yeterlik algilart ile Ogretmenlik meslegine iligkin tutumlari kargilagtirmali  olarak
incelendiginde; Ogretmen Adaylarinin ~ Ogretmenlik  Meslegine iliskin ~ Tutum
ortalamalarinin, Pedagojik Yeterlik Algilarindan daha olumlu oldugu goriilmiistiir. Ancak,
ogretmen adaylarinin hem dgretmenlik meslegine iliskin tutumlar1 hem de pedagojik yeterlik
algilar1 beklenilen diizeyde olmadig1 sonucuna ulasilmistir. Ogretmen adaylarmin pedagojik
yeterlik algilar1 ile 6gretmenlik meslegine iliskin tutumlar: arasinda yiiksek diizeyde, pozitif

yonde anlamli bir iligkinin oldugu goriilmiistir.
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EXTENDED SUMMARY IN ENGLISH

It is important to note that teachers, ideal adult model for children and youngsters, have a certain
impact on students not only through what they teach but also through their attitudes and behaviors
(Oktay, 1999). From this point of view, teaching profession is known to require cognitive
competences such as knowledge, skills along with emotional competences such as attitude and values
(Girgin, Akamca, Ellez & Oguz, 2010). Teachers are expected to respond to the needs of information
society of today and be a model for individuals for whom they assume responsibility and be open to
innovation and development and have an ability of using modern teaching methods and technology
(Bigak & Nartgiin, 2009; Tanel, Sengoren & Tanel, 2007). Also, it is important that teachers have
positive attitude about their profession and realize the roles expected of them (Eren, Celik & Oguz,
2014; Kocaarslan, 2014). To be successful in teaching profession which requires patience, devotion
and continuous work, it is vital to perform this job with love and willingness (Askar & Erden, 1987).
Within this framework, it has been an issue of wonder to search the relationship between teacher
candidates’ pedagogical competence and their attitudes about teaching profession, the determinant of
success in the profession. This study has been realized to find out this relationship.

The purpose of this study is to determine teacher candidates’ pedagogical competence perceptions and
their attitudes about teaching profession. These questions below have been tried to be answered
throughout the study:

1. What are the pedagogical competence perceptions of teacher candidates?

2. Do their pedagogical competence perceptions display significant difference according to their
personal characteristics?

3. What are their attitudes about teaching profession?

4. Do their attitudes about teaching profession display significant difference according to their
personal characteristics?

5. Is there any significant relationship between their pedagogical competence perceptions and their
attitudes about teaching profession?

Methodology

The universe of the study is composed of 500 students registered to Harran University Pedagogical
Formation Education Certificate Program in 2014-2015 academic year, spring term. Out of 500
surveys distributed, only 487 surveys were included in the analysis. The first scale used in the study is
attitude scale about teaching profession. The scale’s original reliability coefficient is 0,930 and
calculated reliability coefficient is 0.979. The second scale in the study is the scale of pedagogical
competence perception, which was developed during the research process with a calculated reliability
coefficient of 0.895. Kolmogorov-Smirnov Z test was employed for the data in both scales separately
to determine if there was a normal distribution. Kolmogorov-Smirnov Z test values for the Scale of
Pedagogical Competence Perception were found to be between 3.73 and 5.24 while they were between
3.57 and 5.41 for the Scale of Attitudes about Teaching Profession. These values show that all the data
obtained from both scales exhibit normal distribution in terms of all variables in the study.

Findings and Conclusions

Teacher candidates’ pedagogical competence perceptions were generally found to be at medium level.
In terms of sub-dimensions of the pedagogical competence, the domain in which participants feel
themselves the weakest is "Lesson Completion Activities" followed by “Pre-Lesson Activities ",
"Lesson Preparation Activities" and “Lesson Development Activities". In general, the pedagogical
competence could be said to be at the level not expected of the teacher candidates. In terms of lesson
completion activities, it was understood that there is a serious need of knowledge and skill.

The pedagogical competence perceptions of teachers were not found to show any significant
difference according to their gender, marital status, branch, reason of choice for teaching profession,
intended use of internet and age. Indeed, forms of behavior, knowledge and skills required by the
teaching profession may not be expected to show any difference according to the teacher candidates’
personal characteristics.

Teacher candidates' attitudes about teaching profession were found to be at medium level. Although
their attitudes about teaching profession were higher than their pedagogical competence levels, they
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were not at the expected level. Teacher candidates' attitudes about teaching profession showed no
statistically significant difference according to their marital status, but there was found a significant
difference in favor of male candidates in terms of gender. Teacher candidates’ attitudes for teaching
profession showed significant differences according to their branches, the reason of choice for this
profession and intended use of internet. Regarding the branch variable of the teacher candidates, there
was found a significant difference in favor of the candidates of biology branch in comparison with the
participants in other branches. Thus, teacher candidates’ attitudes towards teaching profession in
biology branch could be said to be more positive than the other teacher candidates in other branches.
Regarding the reason why participants preferred teaching profession, it was seen that the difference
was in favor of those who chose this profession for the job opportunities in this domain compared to
those who chose this profession at their own request. Actually, this was not an expected result.
Generally, the teacher candidates who choose teaching department with their own will or personal
decision are expected to have more positive attitudes about teaching profession. However, the result in
this study show that the teacher candidates who chose teaching department for its potential in finding a
job have more positive attitudes towards teaching profession. There was also found a significant
difference according to the intended use of internet. The difference was in favor of the teacher
candidates who use internet for research purposes, compared to the others who use internet for other
reasons. The teacher candidates using internet for research purposes have more positive attitudes
towards teaching profession.

When teacher candidates’ pedagogical competence perceptions and their attitudes about
teaching profession were analyzed comparatively, the average of their attitudes about teaching
profession were found to be higher than their pedagogical competence perceptions. However,
their attitudes and pedagogical competence perceptions were not at the expected level. There
was found a significant and high level positive relationship between teachers’ pedagogical
competence perceptions and their attitudes about teaching profession. The attitudes about
teaching profession account for more than fifty percent of total variance of teacher candidates’
pedagogical competence perceptions. The regression coefficients show that teacher
candidates’ pedagogical competence perceptions predict their attitudes about teaching
profession significantly. These results suggest a necessity for a longer period of pedagogic
formation education for teacher candidates if acquisition of knowledge, attitude and values
required by teaching profession is intended.
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GIRIS

Tarihi siire¢ icerisinde dgretmen yetistirme, egitim sistemlerinin en 6nemli konusu olmustur. Ciinki
egitim etkinliklerinde amaglar ne kadar iyi belirlenirse belirlensin, dersin igerigi ne kadar islevsel
secilip organize edilirse edilsin, amaglar ve igerik iyi yetismis 6gretmenler tarafindan yiiriitiilmedikge,
egitimden beklenen basarinin alinmas1 miimkiin degildir (Siinbiil, 2001; Ustiiner, 2006). Giiniimiizde
ogretmenlik meslegi, egitim sektoriiyle ilgili sosyal, kiiltiirel, ekonomik, bilimsel ve teknolojik
boyutlara sahip, alanda 6zel uzmanlik bilgi ve becerisini temel alan akademik calisma ve mesleki
formasyon gerektiren, profesyonel statiide bir ugras1 alanidir (Kara & Saglam, 2014; Erden 1998). Bu
baglamda 6gretmen, resmi ya da Ozel bir egitim kurumunda Ogrencilerin 6grenme yasantilarina
kilavuzluk etmek ve ydn vermek amaci ile gorevlendirilmis kisi olarak tanimlanmir (Onciil, 2000).
Boylece 6gretmenlik, bir meslek ekseni i¢inde tanimlandigi gériinmektedir (Tufan & Giidek 2008).
Ogretmen, orgiin egitim kurumlarinda &gretimi saglayan ve belli bir program cercevesinde planl
egitim etkinlikleri diizenleyerek &grencilerde programlar dogrultusunda istendik davranis degisikligi
meydana getiren kisi olarak da tanimlanabilir (Erden, 1998). Giingér (1990) 6gretmenin gorevini,
“Ogrencideki yetenegi ortaya cikarmak ve onun izlenmesine yardimeci olmaktir” seklinde
tanimlamaktadir (Giingdr, 1990). Cocuk ve gengliklerin ideal yetiskin modeli olan 6gretmenin, sinifta
ogrettikleri kadar genel tutum ve davranislarinin da 6grenciler iizerinde etkili olacagimi unutmamak
gerekir (Oktay, 1999). Bdylece 6gretmenligin bilgi, beceri gibi biligsel alan yeterliliklerinin yan1 sira
tutum ve deger gibi duyussal alan yeterliklerini de gerektiren bir meslek oldugu bilinmektedir (Girgin,
Akamca, Ellez & Oguz, 2010). Bu denli 6nemli olan 6gretmenlik meslegi, dogal olarak uzmanlagmay1
ve profesyonellesmeyi gerektirmektedir.

Ogretmen adaylarinin, dgretmenlik meslegine iliskin goriislerini pekistirmek ve 6gretmenlik ruhunu
benimsemelerine katkida bulunmak icin, gerek fakiiltede verilen derslere ve gerekse Milli Egitim
Bakanligia bagl okullarda yapilan uygulama calismalarina agirlik verilmelidir (Giirbiiztiirk & Geng,
2004; Tekerek & Polat, 2011). Bu baglamda bir dersin uygulanmasinda en 6nemli asama konuya giris
asamasidir ve Ogretmenin bu konuda yetkin olmasi gerekir (Lundgren, Scheckle, & Zinn, 2015).
Ciinkii 6gretmenlerin giiniimiiz bilgi toplumunun ihtiyacina cevap verebilen, sorumlulugunu iistlendigi
bireylere model olabilen, degisimlere uyum saglayan, yeniliklere ve gelismelere acik olan, cagdas
Ogretim yontem ve teknolojilerini uygulama becerilerine sahip olmalari beklenmektedir (Bigak &
Nartgiin, 2009; Tanel, Sengdren & Tanel, 2007). Yeni teknolojilerin pedagojik ilkelere uygun olarak
kullanilmasi motivasyonu artirmaktadir (Sherman & Howard, 2012; Chigona & Davids 1014). Ayrica
ogretmenlerin mesleklerine iliskin olumlu tutum i¢inde olmalari, kendilerinden beklenen rolleri yerine
getirmeleri de dnemlidir (Eren, Celik & Oguz, 2014; Kocaarslan, 2014). Sabir, 6zveri ve siirekli
caligma gerektiren 6gretmenlik mesleginde basarili olabilmek i¢in bu meslegi severek ve isteyerek
yapmak cok dnemlidir (Askar & Erden, 1987).

Ogretmen adaylarma, Ogretmenlik mesleginin gerektirdigi bilgi, beceri, tutum ve degerlerin
kazandirilmasina yonelik verilen egitime akademik olarak “6gretmenlik meslek bilgisi” denmesine
ragmen halk arasinda pedagojik formasyon olarak bilinmektedir. Yunancada “Paidagoge” olarak
bilinen pedagoji kavrami “cocuk yonetmek”, "cocuklara 6gretmenin bilim ve sanati" ve "egitim bilim
ve teorisi" anlamlarina gelmektedir. Formasyon ise Ingilizce “Formation” kelimesinden gelmektedir.
Tiirkgesi, bicimlenme, yetisim ve olusum olarak tanimlanabilir (TDK, 2014). Pedagojik Formasyon
bir biitiin olarak diisiliniildiiglinde, 6gretme 6grenme siireclerini gergeklestirmek icin sahip olunmasi
gereken yeterlik yada 6gretmen olabilmek igin alinmasi gereken bir egitim olarak tanimlanabilir
(Yapict & Yapici, 2013). Bu anlamda 6gretmen adaylarinin aldiklar1 pedagojik formasyon egitimi
sonucunda, biligsel, duyussal ve psikomotor alanda meslege uygun davranis degisikligi meydana
getirmeleri, etkili 6gretmenlik nitelikleri igerisinde neyi, nasil ve ne zaman 6gretecekleri gibi stratejik
bilgileri edinmeleri gereklidir (Dogan & Coban, 2009). Nitelikli 6gretmen yetistirme 6zellikle son
yillarda egitim sisteminin en 6nemli sorunlarindan biri olmustur (Capri & Celikkaleli, 2008). Bu
nedenle 0gretmenlerin yalnizca bilissel alanda gelismeleri yeterli olmamakta, bu meslegi sevgi ve
istekle yapmak da biiyiilk 6nem tagimaktadir (Celikdz & Cetin, 2004). Toplumsal degerlerin
korunmasi, siirdiiriilmesi ve yeni degerlerin kazandirilmasinda 6gretmen en 6nemli 6gedir (Capraz &
Samanci 2014). Ogretmenlerde bulunmasi arzulanan biitiin bu 6zellikler 6gretmen egitimin en 6nemli
boyutu olan pedagojik farmasyon kapsaminda degerlendirilmektedir. Boylece 6gretmenlik mesleginin
gerektirdigi davramis formlarini iceren pedagojik yeterlik ile Ogretmenlik mesleginde basarinin
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belirleyicisi olan 6gretmenlik meslegine iliskin tutumlarin birbirleriyle iliskisi ve birbirlerini etkileme
durumlar1 merak konusu olmustur. Bu ¢aligma, bu iliskiyi belirlemek amaciyla gergeklestirilmistir.

Bu aragtirmanin amaci, 6gretmen adaylarinin pedagojik yeterlik algilar ile 6gretmenlik meslegine
iligkin tutumlar1 arasindaki iliskiyi belirlemektir. Bu genel amag¢ kapsaminda su sorulara yanit
aranmistir:

1. Ogretmen adaylarinin pedagojik yeterlik algilar1 nasildir?

2. Ogretmen adaylarinin pedagojik yeterlik algilart onlarin kisisel 6zelliklerine gore anlamli diizeyde
farklilik gostermekte midir?

3. Ogretmen adaylarmm dgretmenlik meslegine iliskin tutumlari nasildir?

4. Ogretmen adaylarmin &gretmenlik meslegine iliskin tutumlar1 onlarin kisisel dzelliklerine gore
anlamli diizeyde farklilik gostermekte midir?

5. Ogretmen adaylarinin pedagojik yeterlik algilar1 ile 6gretmenlik meslegine iliskin tutumlar1 arasinda
anlamli bir iligki var midir?

YONTEM

Bu galigma tarama modelinde olup tekil ve iligkisel teknikler kullanilarak gergeklestirilmistir. Tekil
tarama teknigi ile 6gretmen adaylarimin pedagojik yeterlik algilar1 ve 6gretmenlik meslegine iliskin
tutumlarina yonelik goriisleri belirlenmistir. Iliskisel tarama teknigiyle de 6gretmen adaylarinin
pedagojik yeterlik algilari ile 6gretmenlik meslegine iligkin tutumlari arasindaki iliskiye bakilmistir.

Evren ve Orneklem

Arasgtirmanmn  ¢alisma evrenini, Harran Universitesi Pedagojik Formasyon Egitimi Sertifika
Programina 2015-2016 6gretim yili1 bahar doneminde c¢esitli branslarda kayit yaptiran 500 6grenci
olusturmaktadir. Caligmada 6gretmen adaylarinin tamamina ulagilmasi hedeflendiginden Orneklem
alma yoluna gidilmemis ve tiim 6gretmen adaylarina er iki 6lgme araci gonderilmistir. Donen 6lgme
araglarindan 487 tanesi degerlendirilebilir olarak kabul edilmistir.

Veri Toplama Araclari

Bu calismada veri toplamak amaciyla iki 6lme araci kullanilmistir. Olgme araglarindan ilki Ustiiner, M
(2006) tarafindan gelistirilen “Ogretmenlik Meslegine Yonelik Tutum Olgegi”dir. Bu &lgegin
gelistirilmesi asamasindaki giivenirlik katsayis1 0,93 olarak belirlenmistir. Bu ¢aligmada ise 6l¢egin
guvenirlik katsayis1 0.979 olarak hesaplanmistir. Olgek, 24 madde olumlu, 10 madde ise olumsuz
olarak iizere toplam 34 maddeden olusmaktadir. Olumsuz maddelerin puanlamasi ters yonden
yapilmistir. Besli likert olarak gelistirilen 6lgcek; Tamamen Katiliyorum, Cogunlukla Katiliyorum,
Orta Diizeyde Katiliyorum, Kismen Katiliyorum ve Hi¢ Katilmiyorum seklinde derecelendirilmistir.
Calismada kullanilan ikinci dlgme aract ise “Pedagojik Yeterlik Algis1 Olgegi”dir. Calismanin basinda
anket olarak tasarlanan ve uygulanan bu 6l¢gme araci toplanan verilere dayali olarak 6lgek gelistirme
siirecine tabi tutulmustur.

Pedagojik Yeterlik Algis1 Olcegi

Pedagojik yeterlik algis1 dlgeginde yer alan maddelerin belirlenmesi amaciyla 6gretmenlik mesleginin
gerektirdigi davranis formlar1 alanyazina dayali olarak maddeler halinde belirlenmistir. Daha sonra bu
maddeler 6gretmen adaylarina sunularak dogrulanmis ve begli Likert tipi bir 6lgek haline getirilerek
55 maddeden olusan ilk taslak olusturulmustur. Olcegin, gecerlik ve givenirlik calismas: icin
Harran Universitesi Surekli Egitim Merkezince agilan Pedagojik Formasyon Programina kayitli 500
kisilik gontlli bir 6grenci grubuna uygulanmistir.  Olgekteki segenekler ve seceneklere iliskin
sinirlar; “Her zaman” igin 5, “Cogu zaman” igin 4, “Bazen” igin 3, “Ara sira” igin 2 ve “Higbir
zaman” icin 1 biciminde siralanmus ve puanlanmustir. Olgek, 6gretmen adaylarmi pedagojik
yeterlik algilarina yonelik oldugu icin Olcekte yer alan maddeler olumlu ve olumsuz olarak
gruplandiriimamustir. Pedagojik yeterlik algis1 Olgeginin yap: gegerliliginin saglanmasi amaciyla
Acimlayic1 Faktor Analizinden (Exploratory Factor Analysis- EFA) yararlamlmistir. Olgege iliskin
toplanan verilerin faktor analizine uygunlugunun belirlenmesi amaciyla 6lcekte bulunan 55 madde
Uzerinde bir analiz yapilmis ve analiz sonuglarina gore KMO (Kaiser- Meyer-Olkin Measure of
Sampling Adequacy) degeri .842, Bartlett Testi 3.353 olarak hesaplanmistir.  Yapilan ilk analiz
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sonucunda hicbir faktérde kabul diizeyinin zerinde yiik degeri alamayan maddeler ile iki faktor
arasindaki yuk degerleri .1’den kucuk olan maddeler islemeyen maddeler olarak kabul edilmis ve
olcekten cikarilmistir. Bu yolla 6lgekten cikarilan madde sayis: 26°dir. 1lk faktor analizi sonucu isler
durumda bulunan ve 6lcege alinan 29 madde Uzerinde analiz tekrarlanmustir. ikinci faktor analizi
sonucunda korelasyon matrisinden faktor cikarilip cikarilamayacagini belirlemek amaciyla 6lgegin
Kaiser Meyer Olkin (KMO) katsayis1 hesaplanmis ve Bartlett's Sphericity testi uygulanmustir. Yapilan
analiz sonucunda, KMO katsayis1 .886 olarak hesaplanirken, Bartlett's Sphericity degerinin de
(%2=5.866, p<.01) oldugu belirlenmistir. Bartlett's Sphericity anlamlilik degerinin .05’ten kii¢lik olmasi
korelasyon matrisinden faktor ¢ikarilabilecegini gostermektedir (Cokluk, Sekercioglu ve Blyukoztirk,
2010). Acimlayici Faktor Analizine gore Pedagojik Yeterlik Algisi Olgegine iliskin yapilan ikinci
faktor analizi islemleri sonucunda elde edilen 29 maddenin birbirinden bagimsiz anlaml: faktorlere
ayriip ayrilmadiginin belirlenmesi amaciyla asal eksenlere gore dondirilmiis ve temel bilesenler
analizi yapilmigtir. Yapilan dondiirme islemlerinin sonucunda doért faktdr belirlenmistir. Bu
faktorlerde toplanan madde sayisi ise; birinci faktorde 4, ikinci faktorde 8, tclincu faktorde 10 ve
dordiinct faktorde 7°tir. Bu faktorler bir ders isleyisinin sistematik yapisi dikkate alinarak birinci
faktor igin “Ders oncesi hazirlik etkinlikleri”, ikinci faktor igin “derse giris etkinlikleri”, Ugtincu faktor
icin “ dersi gelistirme etkinlikleri” ve dordiincu faktor icin “dersi sonuglandirma etkinlikleri”
olarak isimlendirilmistir. Faktorlerin temel bilesenler analizini yapmak amaciyla yapilan
dondirme islemi sonucunda Olcekte yer alan maddelerin faktor yikleri hesaplanmis ve elde edilen
degerler Tablo 1°de verilmistir.

Tablo 1
Pedagojik Yeterlik Algist Olgeginin Asal Eksenlere Gore Dondurilmiis Temel Bilesenler Analizi Yontemindeki
Maddelerin Faktér Yikleri

Madde Dbndﬂrme épcesi Faktor 1_ Faktdr.z' Fakt(?r 3 Faktor 4 Madde
No Faktor Yu.k Ders ncesi Deyse_ giris Ge.llst.lrme. Spnyg _ Toplam Test
Degerleri hazirhik etkinlikleri etkinlikleri etkinlikleri Korelasyonu
2 745 .582 .676
3 .676 718 .632
4 .656 .660 .642
5 .765 781 .636
8 .646 725 .642
9 .665 737 .665
11 .607 .664 .557
12 .817 748 .635
13 .642 .648 .538
14 .666 725 .612
15 738 723 718
16 .652 .536 .612
34 728 724 .652
36 725 462 .643
37 .691 712 .643
38 725 722 .665
39 574 .586 .524
41 .697 .566 .634
42 756 578 .693
43 .584 .684 .534
44 759 732 729
45 .665 .616 .625
49 729 .589 .662
50 .796 573 733
51 722 .699 .664
52 726 576 .682
53 .626 .666 .589
54 .687 .786 .657
55 .684 .766 .634

Tablo 1 incelendiginde pedagojik yeterlik algisi 6lgegini olusturan maddelerin dondirme o6ncesi
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faktor yuk degerleri .584 ile .817 arasinda degisirken, dondirme islemi sonrasi faktor yik
degerlerinin .524 ile .786 arasinda degistigi gorulmektedir. Pedagojik Yeterlik Algis: Olgeginde yer
alan maddelerin ayirt ediciliklerini belirlemek amaciyla madde-toplam test korelasyonlar
incelenmigtir. Tablo 1’de goruldigi gibi 6lgcegin madde-toplam test korelasyon degerleri .524 ile
.733 arasinda degismektedir. Genel olarak olgcekte madde-toplam test korelasyon degeri .30°dan
yuksek olan maddelerin ayirt ediciliklerinin iyi oldugu (Sencan, 2005) disunildigiunde, Pedagojik
Yeterlik Algisi Olgeginde yer alan maddelerin ayirt ediciliklerinin yiiksek oldugu sdylenebilir.
Pedagojik Yeterlik Algis: Olgegine iliskin glivenirlik katsayilari, ¢zdegerler ve aciklanan varyans

oranlarina iliskin sayisal degerler Tablo 2’de verilmistir.

Tablo 2
Pedagojik Yeterlik Algis1 Olgeginin Alt Boyutlarina Gore Giivenirlik Katsayilari, Ozdegerlendirme ve Agiklanan
Varyans Oranlart

Isleyen Cikarilan Faktdrlerin Faktorlerin Faktorlerin
Alt Boyutlar ey Guvenirlik w . Agiklanan
Maddeler maddeler Ozdegerleri
Katsayilari Varyans Oranlari
Ders Oncesi Hazirlik
Etkinlikleri 2.3.4.5. 6 .763 8.86 22.25
8.9.11.12.
Derse Giris Etkinlikleri  13. 14. 15. 7 . 668 3.44 36.22
16.
34. 36. 37.
Dersi Gelistirme 38. 39. 41.
Etkinlikleri 42.43. 44, 9 862 2.24 48.02
45,
. 49, 50. 51.
Dersi Sonuglandirma 55" 55 5, 4 818 1.48 54.63
Etkinlikleri 55

Pedagojik Yeterlik Algisi Olgeginin yapr gecerliligini belirlemek amaciyla yapilan faktor analizi
sonucu Olgegin alt boyutlarinda isleyen maddeler belirlenmis ve islemeyen maddeler 6lcekten
cikarilmistir. Buna gore; “Ders 0ncesi hazirlik etkinlikleri” alt boyutunda 2., 3., 4. ve 5. maddeler yer
alirken islemeyen alti madde Olgekten cikarilmugtir. “Giris etkinlikleri” alt boyutunda
8.9.,11.,12,,13.,14.,15. ve 16. maddeler yer almis ve islemeyen yedi madde Olgcekten gikarimustir.
“Gelistirme etkinlikleri” alt boyutunda 34.,36., 37., 38., 39., 41., 42, 43., 44. ve 45. maddeler yer
almis ve islemeyen dokuz madde Olgekten ¢ikarilmistir. “Sonug etkinlikleri” alt boyutunda 49., 50.,
51., 52.,53.,54. ve 55. maddeler yer alirken, islemeyen dort madde 6lgekten cikarilmstir. Genel olarak
kabul duzeyinin (zerinde yik degeri alamayan maddeler ile iki faktor arasindaki yuk degerleri
.1’den kiciik olan toplam 26 madde 6lcekten c¢ikarilmigtir. Yapilan analizler sonucu yeterli dizeyde
kosullar1 sagladig: diisiiniilen 29 madde ile Pedagojik Yeterlik Algis: Olgegi gelistirilmistir.

Olgegin uygulanmas: ile elde edilen puanlarin givenirligi Cronbach Alpha giivenirlik kat sayisi ile
hesaplanmigtir. Cronbach Alpha, 6lgegin timii ve 6lgegin her bir alt boyutu igin i¢ tutarlik anlaminda
kullanilan bir giivenirlik katsayisi1 hesaplama bi¢imidir (Blyukozturk, 2004). Buna gore, 6lcege iliskin
yapilan glvenirlik hesaplamalarinda, 6lgegin bir bitiin olarak Cronbach Alpha guvenirlik katsayisi
.895 olarak belirlenmistir. Olgegin alt boyutlarma iliskin Cronbach Alpha givenirlik katsayilars;
“Derse hazirblk” alt boyutu icin .763,  “Giris etkinlikleri” alt boyutu icin .668, “Gelistirme
etkinlikleri” alt boyutu icin .862 ve “Sonug etkinlikleri” alt boyutu icin .818 olarak hesaplanmustir.
Cronbach Alpha degerlerinin .700°Un Uzerinde olmas: givenirlik icgin yeterli oldugu kabul
edilmektedir (Bayram, 2004). Bu sonuglara gore, Pedagojik Yeterlik Algis1 Olgeginin yeterli derecede
giivenilir oldugu soylenebilir. Diger taraftan, 6lgegin alt boyutlarini olusturan faktérlerden
birincisinin 0zdegeri 8.86, ikincisinin 0zdegeri 3.44, tglinclisunlin Ozdegeri 2.24 ve dodrduncisunin
Ozdegeri 1.48 olarak belirlenmistir. BOylece Olcekte yer alan maddelerin ayirt ediciliklerinin yeterli
diizeyde oldugu soylenebilir. Pedagojik Yeterlik Algis: Olgeginde yer alan bu dort faktér toplam
varyansin 54.63’iinii aciklar niteliktedir. Pedagojik Yeterlik Algis: Olgeginin birinci faktérin varyansi
%22.25, ikinci faktoriin varyanst %36.22, Uglnct faktOrin varyanst %48.02 ve dordunci
faktdrin varyansi %54.63 oraninda agiklamaktadir.
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Veri Analizi

Aragtirmada, elde edilen verilerin normal dagilim gosterip gostermedigini belirlemek amactyla her iki
oOlgek ile toplanan verilere ayr1 ayr1 Kolmogorov-Smirnov Z testi uygulanmustir. “Pedagojik Yeterlik
Algisi Olgegi”nin Kolmogorov-Smirnov Z degerleri 3.73 ile 5.24 arasinda degisken, “Ogretmenlik
Meslegine Yonelik Tutum Olgegi”nin Kolmogorov-Smirnov Z degerleri 3.57 ile 5.41 arasinda
degistigi gorilmistiir. Bu degerler, her iki 6lgekle toplanan verilerin tiim degiskenler agisinda normal
dagilimda oldugunu gostermektedir. Arastirmada alt problemlerin ¢oziimlenebilmesi i¢in aritmetik
ortalama ve standart sapma degerleri, ayrica goriisler aras1 farki bulmak igin t-testi, tek yonlu varyans
analizi (ANOVA), Tukey HSD testlerinden yararlanilmistir. Degiskenler arasindaki iligkilerin
hesaplanmasinda Pearson Momentler Carpim Korelasyon Katsayis1 () kullanilmistir.

BULGULAR ve YORUM

Aragtirmanm bu bdliimiinde, o6gretmen adaylarinin  Pedagojik Yeterlik Algisi ile Ogretmenlik
Meslegine Yonelik Tutumlari arasindaki iliskiyi belirlemeye yonelik olarak elde edilen verilerin
istatistiksel analizleri sonucunda ulasilan bulgulara ve bu bulgularin yorumlarina yer verilmistir.

Ogretmen Adaylarinin Pedagojik Yeterlik Algi Diizeyleri

Ogretmen adaylarinin Pedagojik Yeterlik Algisi ve bu algmin kisisel ozelliklerine gore farklilik
gosterip gostermedigini belirlemek amaciyla toplanan verilerin analizleri yapilmistir. Ogretmen
adaylarinin Pedagojik Yeterlik Algilarina iliskin sayisal veriler Tablo 3’de verilmistir.

Tablo 3
Ogretmen Adaylarimin Pedagojik Yeterlik Algilar: Genel ve Alt Boyutlara Gére Goriiniimii
n Minimum Maximum X Ss

Pedagojik Yeterlik Algisi 487 2.56 3.68 3.20 .533
Derse Hazirlik Etkinlikleri 487 3.13 3.57 3.30 .699
Ders Oncesi Etkinlikler 487 257 3.92 3.23 .592
Dersi Gelistirme Etkinlikleri 487 2.83 3.68 3.39 .702
Dersi Sonuglandirma Etkinlikleri 487 2.56 3.26 2.86 .767

Tablo 3’de goriildiigii gibi, 6gretmen adaylarinin genel olarak Pedagojik Yeterlik Algilarina iligkin
gortiglerinin aritmetik ortalamalar1 (x=2.56) ile (x=3.68) arasinda degistigi goriilmektedir. Bu
bulgular, 6gretmen adaylarmin kendilerini pedagojik yeterlik agisinda orta diizeyde algiladiklarini
gostermektedir. Bdylece, Ogretmen adaylarinin Pedagojik Yeterlik agisindan kendilerini yeterli
gormedikleri ve kendilerine iliskin algilarinmn yeterli diizeyde olumlu olmadig: sdylenebilir. Ogretmen
adaylarinin Pedagojik Yeterlik Algilarinin alt boyutlarina iligkin goriislerinin aritmetik ortalamalari
ise; “Derse Hazirlik Etkinlikleri” (x=3.13-3.57), “Ders Oncesi Etkinlikler” (x=2.57-3.92) “Dersi
Gelistirme Etkinlikleri” (< =2.83-3.68) ve “Dersi Sonug¢landirma Etkinlikleri” (x =2.56-3.26) arasinda
degismektedir. Bu baglamda ogretmen adaylari kendilerini en zayif gordiikleri alt alan “Dersi
Sonuglandirma Etkinlikleri (x= 2.86)” olurken, bunu “Ders Oncesi Etkinlikler (x=3.23)”, “Derse
Hazirlik Etkinlikleri(x = 3.30)” ve “Dersi Gelistirme Etkinlikleri(x = 3.39)” izlemektedir.

Tablo 4
Ogretmen adaylarinin Pedagojik Yeterlik Algilarimn; Cinsiyet ve Medeni Durumlarina Gére t-Testi Sonuglart
n X Ss sd t P
. Kadin 201 3.25 .529
Cinsiyet Erkek 286 317 533 485 1.605 .109
Evli 122 321 .523

Medeni durum Bekar 365 320 536 485 .-218 .827

Tablo 4’deki verilere gore, 6gretmen adaylarinin Pedagojik Yeterlik Algilar: cinsiyet [t(487) = 1.605,
P>.05] ve medeni durum [t(487) = -.218, P>.05] degiskenlerine gore anlaml diizeyde farklilik
gostermemistir. Ancak goreceli olarak kadinlarin 6gretmen adaylarinin erkeklere ve evli 6gretmen
adaylarinin ise bekarlara gore pedagojik yeterlik algilarinin daha yiiksek oldugu séylenebilir.
Ogretmen adaylarinin, Pedagojik Yeterlik Algilarimin; Brans, Ogretmenligi Tercih Nedeni, Interneti
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Kullanim Amaci ve Yaslarma gore anlamh diizeyde farklilik gosterip gdstermedigi ile ilgili sayisal
veriler Tablo 5’te yer almaktadir.

Tablo 5
Ogretmen adaylarimin Pedagojik Yeterlik Algilarinin; Brans, Ogretmenligi Tercih Nedeni, Interneti Kullanmim
Amaci ve Yaslarina Gére ANOVA Sonuglart

~. — Varyansin Kareler Kareler
Uygulama Degiskenler n X Ss Kaynag! Top. sd ort. F P
1.Tarih 61 3.28 .499
2.Edebiyat 61 3.16 .669 Grup ici 3.278 7 ,468
3.Matematik 63 321 559
4.Cografya 68 323 514
Brang 5. Biyoloji 60 3.09 474 Gruplararast 134559 479 281 1.667 .115
6.1lahiyat 108 3.13 .479
7 Iktisadi idari 32 334 446
8.Saghk 34 336 .590 137.837 486
Toplam 487 3.20 .532
Kendi Istegim -
Ogretmenligi Aile/Cevre 234 317 556 CrUpid 452 303 1316 269
Tercih Nedeni Is Garantisi 142 326 506 Gruplararast 137.091 484 283 ' '
Toplam 111 319 512 137.837 486 )
1.Arastirma 487 3.20 .532 ..
nternet Kullanma 2 1€tsim 152 320 537 2 orueid 093170
3. Eglence 154 322 535 597 617
Amact 4. Bilgi Edinme 83 314 514 Gruplar aras1  137.327 483 .284
Toplam 487 3.20 .532 137.837 486
25 ve altt 50 3.21 519 .
26-30 339 322 527  CrUPIG S0L s 26
Yas 31-35 75 316 .568 587  .624
36 ve izer 23 310 526 Gruplar aras1  137.336 483 .284
Toplam 487 3.20 532 137.837 486

Tablo 5 genel olarak incelendiginde, 6gretmen adaylarinin Pedagojik Yeterlik Algilari;, Brang
[f(487)=1,667, P>.05], Ogretmenligi Tercih Nedeni f(487)= 1,316, P>.05), Interneti Kullamm Amaci
f(487)= ,597, P>.05]ve Yaslarina f(487)= ,624, P>.05] gore anlamli diizeyde farklilik géstermedigi
gorilmektedir. BOylece 6gretmen adaylarinin; brans, 6gretmenligi tercih nedeni, interneti kullanim
amaci ve yaslar1 gibi kisisel 6zellikleri onlarin pedagojik yeterlik algilarini etkilemedigi s6ylenebilir.

Ogretmen Adaylarinin Ogretmenlik Meslegine iliskin Tutum Diizeyleri

Ogretmen adaylarmin 6gretmenlik meslegine iliskin tutumlarindan elde edilen verilerin analizlerine ve
yorumlarma bu baslik altinda yer verilmistir. Ogretmen adaylarinin dgretmenlik meslegine iliskin
tutumlarina ait sayisal veriler Tablo 6’de verilmistir.

Tablo 6
Ogretmen Adaylarinin Ogretmenlik Meslegine Iliskin Tutumlar
n__ Minimum Maximum X Ss
Ogretmenlik Meslegine [iskin Tutum 487 2.83 3.77 3.44 842

Tablo 6’da goriildiigii gibi, Ogretmen adaylarinin genel olarak Ogretmenlik meslegine iligkin
tutumlarinin aritmetik ortalamalari, (x=2,83) ile (x=3.77) arasinda degistigi goriilmektedir. Bu
bulgu, Ogretmen adaylarmin O6gretmenlik meslegine iliskin tutumlarinin orta diizeyde oldugunu
gostermektedir. Ogretmen adaylarmin dgretmenlik meslegine iligkin tutumlar1 onlarin pedagojik
yeterlik algilarindan daha yiiksek olmasina ragmen beklenilen diizeyde degildir.Ogretmen adaylarinin
O0gretmen adaylarimin 6gretmenlik meslegine iligkin tutumlarinin; cinsiyet ve medeni durumlarina
gore anlamli diizeyde farklilik gosterip gostermedigi ile ilgili sayisal veriler Tablo 7°de verilmistir.
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Tablo 7.
Ogretmen Adaylarinin Ogretmenlik Meslegine Iliskin Tutumlarinin; Cinsiyet ve Medeni Durumlarina Gére t-
Testi Sonuglart

n X Ss sd t P

. Kadin 198 3.33 .873
Cinsiyet Erkek 288 352 815 484 -2510 .012

. Evli 122 3.45 .848
Medeni durum Bekar 365 344 842 485 -088 .930

Tablo 7’deki verilere gore, 6gretmen adaylarinin 6gretmenlik meslegine iligkin tutumlar: cinsiyet
degiskenine gore anlamli diizeyde farklilik gostermektedir [t(487) = .264, P<.05]. Bu bulgu genel
kaninin tersine erkek 6gretmen adaylarinin, 6gretmenlik meslegine iliskin tutumlarinin daha olumlu
oldugunu gostermektedir. Ogretmen adaylarinin &gretmenlik meslegine iliskin tutumlar1 medeni
durumlarma gore anlamh diizeyde farklilk gostermemektedir. Ogretmen adaylarinm, &gretmenlik
meslegine iligkin tutumlari; brans, 6gretmenligi tercih nedeni, interneti kullanim amaci ve yaglarina
gore anlamli diizeyde farklilik gosterip gostermedigi ile ilgili sayisal veriler Tablo 8’de yer almaktadir.

Tablo 8
@gretmen Adaylarimin  Ogretmenlik Meslegine Iliskin  Tutumlarimin; Brans Ogretmenligi Tercih Nedeni,
Interneti Kullanim Amaci ve Yaslarina Gore ANOVA Sonuglar

Varyans Kareler Kareler

Uygulama Degiskenler n X Ss Kaynag: Top. sd Oort F P F
1.Tarih 42 3.10 .864 1-5
2.Edebiyat 39 3.09 .693 Grupici 7 1-6
3.Matematik 52 3.39 .876 2-5
4.Cografya 64 341 732 2-6
Brans 5. Biyoloji 97 3.81 .790 Gruplararast 35.806 479 5.115 7.923 .000 3-5
6.1lahiyat 100 3.56 .843 4-5
7.iktisadi idari 36 3.60 .885 5-8
8.Saglik 57 3.02 .726 486 6-8
Toplam 487 344 842 7-8
Ogretmenli Kfendl Istegim 221 3.52 .830 Grup ici 5107 2
§iTercih ~ Aile/Cevre 157 329 .869 2554 3636 .027 13
Nedeni Is Garantisi 109 3.47 .806 Gruplar arasi 339.942 484
Toplam 487 3.44 842 345.050 486
1.Arastirma 61 342 762 ..
— 2. fletisim 170 335 geo CruPid 8253 3 2781 1-2
Kullaoma gﬁlein G 336.796 483 697 o4 008
Amact - Prg 67 324 .860 plar arast ' '
Edinme 1-4
Toplam 487 344 842 345.050 486
S % 18 P owa  am s e
Yas gé\‘j’s izer ;g ggg :ggg Gruplar aras1 343517 483 711 718 541 -
Toplam 487 3.44 842 345.050 486

Tablo 8 genel olarak incelendiginde, 6gretmen adaylarinin dgretmenlik meslegine iliskin tutumlari;
bransa [{(487) 7,923, P<.05], 6gretmenligi tercih nedenine [f(487) 3,636, P<.05] ve interneti kullanim
amacia [f(487) 3,945, P<.05] gore anlamli diizeyde farklilk gosterdigi goriilmektedir. Ogretmen
adaylarinin bransina gore baktigimizda, farkin tarih ile biyoloji arasinda biyoloji lehine, tarihle ilahiyat
arasinda ilahiyat lehinde, edebiyat ile biyoloji arasinda biyoloji lehine, edebiyat ile ilahiyat arasinda
ilahiyat lehinde, matematik ile biyoloji arasinda biyoloji lehine, cografya ile biyoloji arasinda biyoloji
lehine, biyoloji ile saglik arasinda biyoloji lehine, ilahiyat ile saglik ilahiyat lehine ve iktisat ile saglik
arasinda iktisat lehinde oldugu goriilmektedir. Ogretmen adaylarinin Ogretmenligi Tercih Nedenlerine
gore ise farkin kendi istegi ile tercih edenlerle, is olanagi oldugu i¢in tercih edenler arasinda is olanagi
oldugu igin tercih edenler lehinde farkin oldugu belirlenmistir. Ogretmen adaylarmin Internet
Kullanma Amacina gore baktigimizda farkin interneti arastirma amagl olarak kullananlar ile interneti
iletisim amagli olarak kullananlar arasinda interneti arastirma amagli olarak kullananlar Iehinde ve
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interneti arastirma amagli olarak kullananlar ile bilgi edinme amacgli olarak kullananlar arasinda
interneti arastirma amagli olarak kullananlar lehinde anlamli bir farkin oldugu belirlenmistir.
Ogretmen adaylarinin dgretmenlik meslegine iliskin tutumlari; yas [f(487) ,718, P<.05], degiskenine
gbre anlamh diizeyde farklilik gostermedigi goriilmektedir. Yas degiskeni 6gretmen adaylarinin
ogretmenlik meslegine iligkin tutumlarina etki eden bir faktér olmadigi sdylenebilir.

Ogretmen Adaylarinin Pedagojik Yeterlik Algilar ile Ogretmenlik Meslegine iliskin Tutumlar:
Arasindaki iliski

Ogretmen adaylarinin pedagojik yeterlik algilar1 ile 6gretmenlik meslegine iliskin tutumlar arasindaki
iliski diizeyini belirlemek amaciyla yapilan varyans analizi sonucuna gore etkinin .05 anlamlilik
diizeyinde anlamli ¢iktig1 belirlenmistir f(485) = 28,241, P<.05]. Bu anlamli etkinin yoniinii ve
diizeyini belirlemek amaciyla yapilan korelasyon islemi sonucunda elde edilen bulgular Tablo 9’da
verilmistir.

Tablo 9.

Ogretmen Adaylarinin Pedagojik Yeterlik Algilar [le Ogretmenlik Meslegine Iliskin Tutumlar: Arasindaki Iligki
Degiskenler X Ss
Ogretmen Adaylarinin Pedagojik Yeterlik Algilart 3.20 .533

Ogretmen Adaylarinin Ogretmenlik Meslegine Iliskin Tutumlart  3.44 .842

Ogretmen Adaylarinin Pedagojik Yeterlik Algilar1 ile Ogretmenlik Meslegine iliskin Tutumlarina
iliskin elde edilen verilerin aritmetik ortalamalari karsilastirmali olarak incelendiginde; Ogretmen
Adaylarinin Ogretmenlik Meslegine Iliskin Tutum ortalamalarinin (x =3,44), Pedagojik Yeterlik
Algilarinin aritmetik ortalamalar1 ise (x =3.20) oldugu goriilmektedir. Ogretmen Adaylarmin hem
Ogretmenlik Meslegine iliskin Tutumlar1 hem de Pedagojik Yeterlik Algilart beklenilen dizeyde
olmadig1 gériilmektedir. Buna ragmen Ogretmen Adaylarinin Ogretmenlik Meslegine Iliskin
Tutumlarmin Pedagojik Yeterlik Algilarina gore daha olumlu oldugu belirlenmistir. Ogretmen
Adaylarmin Pedagojik Yeterlik algilarmin yordanmasina iligskin ¢oklu dogrusal regresyon sonuglar
Tablo 10’da verilmistir.

Tablo 10.

Ogretmen Adaylarinmin Pedagojik Yeterlik Algisinin Yordanmasina Iliskin Regresyon Analizi Sonuglart
Degigkenler B Sh B T p  Ikilir Kismir
Sabit 1.680 .059 28.241 .000

Ogretmen Adaylarmin
Ogretmenlik Meslegine 535 020 .770 26.592 .000 .770 770
[liskin Tutumlari

FR(1-485)R=28,241, p<.01, R=,770, RP2P=,592

Ogretmen adaylarinin pedagojik yeterlik algilar ile 6gretmenlik meslegine iliskin tutumlar1 arasinda
yuksek diizeyde anlamli bir iligkinin oldugu goriilmektedir (R=,77, p<.01). &gretmenlik meslegine
iliskin tutum, Ogretmen Adaylarinin Pedagojik Yeterlik Algisindaki toplam varyansmn yaklasik %
59’iinii aciklamaktadir. Yine &gretmenlik meslegine iliskin tutumlar (p=,770, p<.01) Ogretmen
adaylarinin pedagojik yeterlik algilarini pozitif yonde ve anlamli diizeyde yordamaktadir. Pedagojik
yeterlik algilar ile 6gretmenlik meslegine iligskin tutumlar arasindaki ikili ve kismi korelasyonlar
incelendiginde pedagojik yeterlik algilar1 ile 6gretmenlik meslegine iliskin tutumlar arasinda pozitif
yonde ve yiikksek diizeyde bir iliskinin (r=.77) oldugu goriilmektedir. Regresyon katsayilarinin
anlamliligina iligkin t-testi sonuglarma gore oOgretmen adaylarmin pedagojik yeterlik algilari,
ogretmenlik meslegine iliskin tutumlar degiskenini anlaml diizeyde yordadigi soylenebilir.

TARTISMA ve SONUCLAR

Ulagilan verilerin yorumlanmasi sonucu elde edilen bulgulara dayali olarak, dgretmen adaylarmin
pedagojik yeterlik algilarmin orta diizeyde oldugu goriilmiistiir. Pedagojik yeterligin alt boyutlar
acgisindan bakildiginda ogretmen adaylarinin  kendilerini en zayif hissettikleri alan “Dersi

Sonuglandirma Etkinlikleri” alani olurken, bunu “Ders Oncesi Etkinlikler”, “Derse Hazirlik
Etkinlikleri” ve “Dersi Gelistirme Etkinlikleri” izlemektedir. Ogretmen adaylarmin genel olarak
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pedagojik yeterlik algilarinin beklenilen diizeyde olmadigi sdylenebilir. Ogretmen adaylarmin
ozellikle dersi sonuglandirma etkinlikleri agisindan ciddi bilgi ve beceri ihtiyacinda olduklar
anlasilmistir. Ote yandan, 6gretmen adaylarmin pedagojik yeterlik algilari; cinsiyet, medeni durum,
brang, 6gretmenligi tercih nedeni, interneti kullanim amaci ve yaslarina gére anlamhi diizeyde farklilik
gostermedigi belirlenmistir. Ogretmenlik mesleginin gerektirdigi davranis formlari, bilgi ve beceriler
herkes i¢in gegerli oldugundan adaylarin kisisel 6zelliklerine gore farklilik gostermedigi sdylenebilir.
Diindar ve Kara (2013) 6gretmen adaylar lizerinde yaptiklar arastirmaya gore, pedagojik formasyon
derslerinin gereksiz oldugu, verimsiz gectigi kanisinda olduklari belirlenmistir. Yaman (2010)
pedagojik formasyon almamis 6gretmenlerin, sinif yonetimi uygulamalarinda tecriibeye ya da bilgi
eksikligine dayali yetersizlikler yasadiklarinmi belirlemistir. Kara ve saglam (2014). Arastirmalarinda,
ogretmenlik meslek bilgisi derslerinin, MEB’in belirledigi gereksinimlere uygun oldugunu
belirlemislerdir. Capri ve Celikkaleli (2008) ¢aligmalarinda 6gretmen adaylarinin cinsiyetleri onlar1
mesleki yeterlik algilarina ve tutumlarina etki ettigi belirlenmistir.

Toplanan veriler {izerinde yapilan istatistiksel analizler, 6gretmen adaylarinin 6gretmenlik meslegine
iliskin tutumlarmin orta diizeyde oldugunu gostermistir. Ogretmen adaylarmin 6gretmenlik meslegine
iligkin tutumlari, pedagojik yeterlik algilarindan daha yiiksek olmasina ragmen beklenilen diizeyde
olmamistir. Bu sonug, (Oguz, 2013; Tanel, vd, 2007; Altnkurt, vd, 2014; Ozder, vd, 2010)
caligmalarmin sonuglartyla ortiismektedir. Ogretmen adaylarimin  8gretmenlik meslegine iliskin
tutumlar1 medeni durumlarina gore anlaml diizeyde farklilik gostermezken, cinsiyet durumlarina gore
beklenilenin tersine erkek adaylarinda lehinde anlamli bir farklilik ortaya ¢ikmistir. Bu sonug, (Aksoy,
2010; Durmusoglu vd. 2009; Oral, 2004; Pehlivan, 2008; Akkaya, 2009; Ozbek, 2007; Yiiksel, 2004;
Aksoy, 2010; Saglam, 2008) ¢alismalarinin sonuglariyla ortiisiirken, (Agisli, Kolomug, 2012; Bulut,
2009; Tanel vd. 2007; Gomleksiz vd. 2006; Girbiiztirk ve Geng, 2004; Basbay vd. 2009)
caligmalarinin sonuglariyla ortiismedigi goriilmektedir.

Ogretmen adaylarinin 6gretmenlik meslegine iliskin tutumlari; bransa, 6gretmenligi tercih nedenine ve
interneti kullanim amacma gore anlamli diizeyde farklilik gosterdigi belirlenmistir. Ogretmen
adaylarinin brangina gore baktigimizda, farkin biyoloji bransindaki adaylar ile diger branslardaki
adaylar arasinda biyoloji brangindakilerin lehinde ortaya ¢ikmistir. Bdylece biyoloji bransindaki
Ogretmen adaylarinin 6gretmenlik meslegine karsi tutumlar1 diger branslara gore daha olumlu oldugu
sdylenebilir. Ogretmen adaylarmin 6gretmenligi tercih nedenlerine baktigimizda ise, farkin kendi
istegi ile tercih edenlerle, is olanagi oldugu i¢in tercih edenler arasinda is olanagi oldugu igin tercih
edenler lehinde oldugu belirlenmistir. Bu sonugta aslinda beklenilen bir sonug¢ degildir. Ciinkii
genellikle kendi istegi ile 6gretmenligi tercih edenlerin 6gretmenlik meslegine karsi tutumlarinin daha
olumlu olmasi gerekmektedir. Ancak bu ¢aligmada is olanagi oldugu icin 6gretmenligi tercih ettim
diyenlerin 6gretmenlik meslegine iliskin tutumlarinin daha yiiksek oldugu goriilmiistiir. Ogretmen
adaylarinin Internet Kullanma Amacina gore farkin interneti arastirma amacli olarak kullananlar ile
interneti diger amaglar igin kullananlar arasinda interneti arastirma amagli olarak kullananlar lehinde
oldugu belirlenmistir. Interneti arastirma amagh olarak kullanan 8gretmen adaylarinin &gretmenlik
meslegine iliskin tutumlarinin daha olumlu oldugu sodylenebilir. Can (2010) ¢aligmasinda 6gretmen
adaylarinin 6gretmenlik meslegine iligkin tutumlarinin oldukg¢a yiiksek oldugu ve cinsiyetin belirleyici
bir faktor olmadig tespit edilmistir.

Ogretmen adaylarmin pedagojik yeterlik algilar1 ile &gretmenlik meslegine iliskin tutumlarina
karsilastirmali olarak incelendiginde; Ogretmen Adaylarmin Ogretmenlik Meslegine iliskin Tutum
ortalamalarmin, Pedagojik Yeterlik Algilarindan daha olumlu oldugu goriilmiistiir. Ancak, 6gretmen
adaylarinin hem 6gretmenlik meslegine iliskin tutumlar1 hem de pedagojik yeterlik algilar1 beklenilen
diizeyde olmadigi sonucuna ulasilmistir. Ogretmen adaylarimin pedagojik yeterlik algilar1 ile
ogretmenlik meslegine iliskin tutumlar1 arasinda yiiksek diizeyde, pozitif yonde anlamli bir iligkinin
oldugu goriilmiistiir. Ogretmenlik meslegine iliskin tutum, Ogretmen Adaylarinin Pedagojik Yeterlik
Algisindaki toplam varyansin yaklasik olarak yarisindan fazlasini agiklamaktadir. Regresyon
katsayilarmin anlamliligina iligkin t-testi sonuglarina gore 6gretmen adaylarinin pedagojik yeterlik
algilar1, 6gretmenlik meslegine iligkin tutumlar degiskenini anlamli diizeyde yordadigi sdylenebilir.
Ayik ve Atas (2014). Arastirmalarinda, Ogretmen adaylarmin &gretmenlik meslegine yonelik
tutumlarinin olduk¢a olumlu ve 6gretme motivasyonlarinin ise orta diizeyde oldugunu belirlemislerdir.
Usta ve Korkmaz (2010). Calismalarinda, Ogretmen adaylarmin bilgisayara yeterlilik diizeylerine
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iligkin alg1 diizeylerine bagl olarak hem 6gretmenlik meslegini sevmeye hem deger vermeye hem de
uyuma iligskin tutum puanlari artis gosterdigini belirlemislerdir.
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Ders Oncesi Hazirhk Calismalari
1 | Ders 6ncesi sinif temizligine 6zen gosterme.
2 | Dersin dzelligine uygun olarak ders 6ncesi yeteri kadar hazirlik yapma.
3 | Derse baslamadan 6nce sinif kurallarini 6grencilerle belirleme
4 Sinifta olasi istenmeyen davraniglara karsi dnceden dnlem alma.
Dersin Girig Etkinlikleri
5 | Ogrencilerin yararlanacaklar kaynaklar ile ders arag gereglerini hazirlama.
6 | Derste iglenecek konu hakkinda 6grencilerin neler bildiklerini 6grenmeye ¢aligma.
7 Derse baslarken 6grencilerin ilgisini ¢ekecek ve derse katilimlarini saglayacak bir
baslangi¢ yapma.
8 | Ogrencilerin konuyu 6grenmeleri icin merak ve giidiilerini harekete gegirme.
9 Sinifta islenecek konuya uygun 6gretim ortami olusturmaya yonelik fiziksel diizenlemeler
yapma.
10 | Dersin amaglarini belirleme ve &n 6grenmelerle iligkilendirme.
11 | Dersin baginda 6grenciyi derse hazirlayici etkinlikler yapma.
12 Ogrencilerin kendilerini 6zgiirce ifade edebilecekleri demokratik bir 6grenme ortami
olusturma
Dersin Gelistirme Etkinlikler
13 | Kosullara uygun 6gretim yontem ve tekniklerini se¢ip kullanma
14 | Ogrencilerin yaptiklari hatalar birer 6grenme firsati olarak gorme.
15 | Demokratik tutum ve davraniglara 6zen gosterme.
16 | Oprencilerin goriislerine kars1 hosgbriilii ve saygili davranma.
17 | Ogrencilere tutarh ve dengeli davranma.
18 | Ders hizini 6grencinin 6grenme diizeyine gore ayarlama
19 | Ses tonunu ve vurgulamalar1 uygun sekilde ayarlama.
20 | Ogrencilerin, yanit ve yorumlarmi sabirla dinleme.
21 | Onemli sdylem ve davramislari sikga tekrarlama.
22 | Smuftaki her 6grenciye ismiyle hitap etme.
Dersin Sonug Etkinlikleri
23 | Ol¢me sonucunda dgrencilerin yanhs ve hatalarmi gosterip diizeltme.
24 | Dersin sonunda dgrencilerin ne dgrendigini, hangi davraniglar kazandigini kontrol etme.
25 | Dersin ne zaman bitecegini dgrencilere birkag dakika dénceden bildirme.
26 | Ogretmenin, biitiin dgrenciler siniftan ayrildiktan sonra siniftan ayrilma.
27 | Ogrencileri degerlendirmede kati sinirlamalar yerine alternatifler sunma.
28 | Degerlendirme bic¢im ve kurallarini 6grencilerle belirleme
29 | Siire¢ degerlendirme yaklagimlarini benimseme
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ABSTRACT For students, textbooks are a source of knowledge and an important learning material. For this
reason, textbooks must contain appropriate content. In this research, our aim was to examine
of biology subjects on secondary school 7" grade science textbook in terms of scientific
content. The data were analyzed using document analysis. Based on criteria such as the book’s
scientific content, knowledge deficiency, erroneous information and misrepresentations, three
experts in the field of biology were assigned the responsibility of reviewing the textbook. The
findings of the research, categorized based on the chapters and units of the textbook included
a discovery of scientific flaws, insufficient explanations on topics such as "Systems of the
Body", "Force and Energy", "Human’s relationship with the environment" and various other
errors regarding the assessment questions. Recommendations therefore included a review of
the said textbook in order to correct all such errors.

Keywords Text book, text book evaluation, scientific content, science course, biology,

7. siif fen bilimleri ders kitab1 biyoloji konularinin bilimsel icerik
incelemesi

0z Ogrenciler igin ders kitaplari, bilimsel bilginin kaynag1 ve énemli bir 6grenim materyalidir. Bu
nedenle, ders kitaplarmin bilimsel igerik bakimindan uygun olmasi gerekir. Dahas1 ders
kitaplari, 6grencilerde kavram yanilgilari olusturmamalidir. Bu arastirmada, Ortaokul 7.smif
Fen Bilimleri ders kitabindaki biyoloji konularinin bilimsel igerik bakimindan incelenmesi
amaglanmistir. Veriler dokiiman analizi ile incelenmistir. Verilerin bilimsel igerik bakimmdan
degerlendirilmesinde biyoloji alaniyla ilgili uluslararasi kitaplar referans olarak kullanilmustir.
Arastirmada, 7. sinif fen ders kitabi, bilimsel igerik, yetersiz bilgi, hatali bilgi ve yanlis
kavramalar gibi kriterlere gore ii¢ biyoloji uzmani tarafindan incelenmistir. Arastirma
bulgulari, {inite ve boliimlere gore kategorize edilerek verilmigtir. Arastirma bulgularinda,
vicudumuzda sistemler, kuvvet ve enerji, insan ve ¢evre iligkileri, iinitelerinde bazi konularda
bilimsel yanlisliklar, ifade eksiklikleri ve iinite boliim degerlendirme sorularinda yanlisliklar
oldugu belirlenmistir. Bu ylizden 7.simmif fen bilimleri ders kitabinda belirlenen hatalarin
diizeltilmesi 6nerilmektedir.

Ar_1ahtar Ders kitabs, ders kitab: inceleme, bilimsel icerik, fen bilimleri dersi, biyoloji,

Kelimeler
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EXTENDED SUMMARY IN ENGLISH

The development of technology and information in an integrated manner has led to changes in societal
expectations of students produced by today’s educational system. A good educational system is expected
to produce students who can use various ways to access information and find solutions to the problems
they encounter. In order to adequately respond to these expectations, science education has become the
cornerstone of almost every educational system in the world. However, results from both national and
international examinations reveal that science education in Turkey is not sufficient in responding to
today’s students’ needs. Following this, Demircioglu and Geban (1996) strongly recommended that
studies aiming to increase the academic achievement of the students in primary and high school level in
science courses should be conducted. A modern curriculum, effective teaching methods, techniques and
materials are needed in science education in order to help improve the performance and the success rate
of the students in examinations on science.

Textbooks are an important teaching material in such an educational system. This is because textbooks
provide information about the content of the courses in the curriculum to the students and enable them
to work according to their learning pace (Toprak, 1993). According to Ellis (1997), textbooks are an
important teaching material that teachers use for the execution of their lessons in the correct, systematic
and conceptual framework. Textbooks are an instructional material in which 99% of all information is
transmitted along with the teacher and the writing board (Alkan, 1996). For this reason, it is very
important to have certain criteria and qualifications while preparing a textbook (Wolf ve Schave, 1984;
Kelly, 1989; Chiappetta, Fillman and Sethna, 1991; Victory and Kellough, 1997). In Turkey, the
Ministry of National Education and the Board of Education and Training have identified four basic
criteria to be considered in the review of textbooks.

These criteria are as follows:

a. The content of the textbook must comply with the Constitution and the laws,

b. The textbook’s content should be scientifically adequate,

c. The content of the textbook should be beneficial to the education and training program,

d. Visual content designs should support learning, and should conform to the developmental
characteristics of the students (MEB TTKB, 2013).

The issue of textbooks and the accuracy of their content have been the subject of numerous researches
(e.g. Atict, Samanc1 & Ozel, 2007; Asc1, Ozkan & Tekkaya, 2001; Aycan, Kaynar, Tiirkoguz & Ari,
2002; Capa, 2000; Cepni, Ayvaci & Keles, 2001; Cobanoglu, Sahin & Karakaya, 2009; Esgi, 2005;
Gibson, 1996; Giindiiz, Y1lmaz & Cimen, 2016; Glizel & Adibelli, 2011; Kearsey & Sheila, 1999; Kose,
2009; Ozay & Hasenekoglu, 2007; Unsal & Giines, 2002; Unsal & Giines, 2003a; Unsal & Giines,
2003b) within the field of education.

In the study by Capa (2000), it was found that textbooks play an effective role in the misrepresentation
of knowledge about photosynthesis among 9th grade students. In a similar study, Asci et al. (2001)
reported that there are misrepresentations of information about respiration in high school and college
textbooks. Equally, Ozkan (2001) also confirmed that mistakes in textbooks contributed significantly to
misrepresentations of knowledge among 7th grade students. In addition, Cobanoglu et al. (2009) who
examined the 10th grade biology textbook’s representation of concepts, problem types, visual materials
and assessment techniques, recommended that the textbook should be revised. Further, a study by
Gundiiz et al. (2016), also reported the presence scientific mistakes, inadequate explanations and
mistakes in the units and chapters, as well as the assessment questions of some of the topics contained
in the 10th grade biology textbook of the Ministry of National Education.

Meanwhile research has shown that the correction of conceptual misrepresentation among students is
more difficult than learning new concepts (Atici et al., 2007). This is why researches aimed at examining
the content of textbooks particularly in the field of science and their unit-based assessment questions are
very critical. Against this background therefore, the present study examined the scientific content of the
7" grade biology textbook used by secondary schools operating directly under the auspices of the
Turkish Ministry of National Education. The data were analyzed using document analysis. International
books related to the field of biology were used as references for the evaluation of the data in terms of
their scientific content. Based on criteria such as the book’s scientific content, knowledge deficiency,
erroneous information and conceptual misrepresentations, three experts in the field of biology were
assigned the responsibility of reviewing the textbook. The findings, categorized according to the
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chapters and units of the textbook, revealed that the textbook did not only contain scientific flaws but
also, insufficient explanations on topics such as "Systems of the Body", "Force and Energy", "Human’s
relationship with the environment" and various other errors regarding the assessment questions.
Recommendations therefore included a review of the said textbook in order to correct all such errors
and any other that may be observed. It is also expected that the findings of the research will guide the
preparation of future textbooks.
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GIRIS

Bilgi ¢agmin yasandigi giiniimiizde, 6grencilerin karsilastiklar1 problemlere ¢oziim iiretebilmeleri,
21.yiizy1l becerilerine sahip olmalar1 ve iilkeleri i¢in gerekli nitelikli insan giiclinii olusturabilmeleri iyi
bir egitim sistemiyle miimkiin olacaktir. Artik bireylerin bilgiyi ezberleyerek tek bir kaynaktan almalar1
istenmemektedir (Karamustafaoglu, 2006). Teknolojini ve bilginin entegre bir sekilde geligsmesi, egitim
sistemi igerisinde Ogrencilerden beklentilerin de degismesine neden olmustur. Bilgiye ulasmaya
yollarin1 kullanabilen, karsilastiklari sorunlara ¢oziim iiretebilen Ggrencilerin yetistirilmesi gliniimiiz
diinyasinin beklentilerindendir. Fen bilimleri egitimi, bu beklentilerin saglanacagi egitim sisteminin
temel taslarindandir. Ancak yapilan ulusal ve uluslararasi sinav sonuglari Tiirkiye’de fen bilimleri
egitiminin yeterli diizeyde olmadig1 gostermistir. Elde edilen basarisiz simnav sonuglari, ilkogretim ve
lise diizeyinde Ogrenim goéren Ogrencilerin fen derslerindeki akademik basarilarinin artirilmasina
yonelik calismalara énem kazandirmuistir (Demircioglu ve Geban, 1996). Ogrencilerin fen bilimlerine
yonelik sinavlarda basarilarinin artmasi i¢in fen bilimleri egitiminde, ¢agdas bir egitim programi olmal,
etkin 6gretim yontem, teknikleri ve materyalleri kullanilmalhidir.

Ogretim materyallerinden bir olan ders kitaplari, egitim sisteminin vazgegilmez unsurlarindan biridir.
Ders kitaplar1, O6gretim programlarindaki derslerin igerigiyle ilgili bilgileri 6grencilere sunan;
pekistirme, sinava hazirlama, 6grenme hizina uygun c¢alisma olanak saglayan bir ders materyali olarak
tanimlanmaktadir (Toprak, 1993).Ayrica ders kitaplari, 6gretim programlarinda yer alan konulara ait
bilgileri planli ve diizenli bir bigimde inceleyip agiklayan, bilgi kaynagi olarak 6grenciyi dersin hedefleri
dogrultusunda ydnlendiren ve egiten temel dokiiman (Unsal ve Giines, 2002) olarakta tanimlanmaktadur.
Ogretim siirecinde onemli bir par¢ayr olusturmast hem ogretmenlerin hem de &grencilerin
beklentilerinin olmasi, ders kitaplarmin {istlenmis oldugu misyonu ortaya koymaktadir (Ogan-
Bekiroglu, 2007). Ellis (1997)’e gore ders kitaplari, 6gretmenlerin dogru, sistematik ve kavramsal
cergevede derslerinin yiirlitmeleri i¢in kullandiklart 6nemli bir 6gretim materyalidir. Ders kitaplari,
O0gretmen ve yazi tahtasiyla beraber tiim bilgilerin %99 unun iletildigi bir 6gretim materyali olarak
degerlendirildiginde (Alkan, 1996), bu materyallerin hazirlanirken belli kriter ve nitelikleri tagimasi
oldukca énemlidir (Wolf ve Schave,1984; Kelly,1989; Chiappetta, Fillman ve Sethna, 1991; Victory ve
Kellough,1997). Nitekim iilkemizde, Milli Egitim Bakanligi, Talim ve Terbiye Kurulu Baskanligi 14
Ocak 2013 tarih ve 27040 sayili karar ile taslak ders kitaplarinin incelenmesinde degerlendirmeye esas
olan dort temel kriter belirtmistir.

Bu kriterler: a. Igerigin Anayasa ve kanunlara uygunlugu, b. Icerigin bilimsel olarak yeterliligi, c.
Icerigin egitim ve 6gretim programinin kazanimlarmi gergeklestirme yeterliligi, d. Gorsel tasarimin ve
igerik tasariminin, 6grenmeyi destekleyecek nitelikte olmasi ve 6grencilerin gelisim 6zelliklerine uygun
olmali (MEB TTKB, 2013).

Konu ile ilgili alan yazin incelendiginde, kurumlarda 6gretim materyali olarak kullanilan ders kitaplarin
irdelendigi ¢alismalarin (Gibson, 1996; Kearsey ve Sheila, 1999; Capa, 2000; Asc1, Ozkan ve Tekkaya,
2001; Cephi, Ayvaci ve Keles, 2001; Aycan, Kaynar, Tiirkoguz ve Ar1, 2002; Unsal ve Giines, 2002;
Unsal ve Giines, 2003a; Unsal ve Giines, 2003b; Esgi, 2005; Ozay ve Hasenekoglu, 2007; Atici,
Samanci ve Ozel, 2007; Cobanoglu, Sahin ve Karakaya, 2009; Kdse, 2009; Giizel ve Adibelli, 2011;
Yeniterzi ve Isiksal-Bostan,2015; Giindiiz, Yilmaz ve Cimen, 2016) oldugu gorilmektedir.

Ogrenciler ders kitaplari, bilimsel bilginin kaynagi ve biitiin bilimlerin kendisinden tecriibe
edinilebilecegi bir ara¢ olarak goérmektedir (Soong ve Yager, 1993). Bu nedenle hazirlanan ders
kitaplarinin  bilimsel igerik bakimindan uygun olmasi ve Ogrencilerde kavram yanilgilarini
olusturmamasi gerekmektedir (Giindiiz ve ark., 2016). Ancak yapilan baz1 ¢aligmalar ders kitaplarinda
kavram yanilgilarinin ve bilimsel olarak yanlis bilgilerin oldugunu gostermistir.

Capa (2000) tarafindan yapilan calismada, 9.smmif Ogrencilerinin fotosentez konusunda kavram
yanilgilarinin olusmasinda ders kitaplarinin etkili oldugunu belirlenmistir. Benzer bir ¢aligmada Asci
ve ark. (2001) solunum konusunda lise ve iiniversite kitaplarinda kavram yanilgilarinin oldugunu
belirtmistir. Ozkan (2001) tarafindan yapilan arastirma sonucunda, 7. siif dgrencilerinde bulunana
kavram yanilgilarmin sebepleri arasinda ders kitaplarinda yer alan hatalardan kaynaklandigini
belirlenmistir. Cobanoglu ve ark (2009) yaptiklar aragtirmada 10. Sinif biyoloji ders kitabini; kavram
yanilgilari, sorun tipleri, gérsel materyaller ve 6l¢gme degerlendirme teknikleri bakimindan incelemis ve
ders kitabinin revize edilmesi gerektigini belirlemistir. Giindiiz ve ark. (2016) tarafindan g¢aligma
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sonucunda, MEB 10.sin1f Biyoloji ders kitabinda yer alan bazi konularda bilimsel yanligliklar, ifade
eksiklikleri ve lnite bolim degerlendirme sorularinda yanlighiklar oldugu belirlenmistir.

Kavramlarin tanimlamasinda yapilan hatalar 6grencilerde diizeltilmesi zor olan kavram yanilgilarina
neden olmaktadir (Atict ve ark., 2007). Arastirmalar, 6grencilerde olusan kavram yanilgilarinin
giderilmesinin yeni kavramlar 6grenilmesinden daha zor oldugunu gostermistir (Atict ve ark., 2007).
Bu nedenle, yapilan ¢aligmalar ders kitaplarinda yer alan kavram yanilgilarinin, bilimsel agidan yanlig
verilmis kavramlarin, bilgilerin ve sorularin tespit edilmesinin gerektigini gdstermistir. Eger fen
bilimleri ders kitaplarinda yer alan yanlis kavramlarin ortaya ¢ikartilmazsa, 6grenciler ¢evrelerinde olan
olaylari, sahip olduklar1 yanlis kavram ve kavram yanilgilar1 ¢ergevesinde agiklamaya ¢alisacaklardir
(Biiyiikkasap ve Samanci, 1998). Ayrica hatali bilgilerin 6gretilmesi ilerleyen egitim hayatlarinda
ogrencilerde diizeltilmesi zor kavramsal yanilgilarin olusmasina neden olacaktir. Ancak alanyazin
incelendiginde ortaokul 7.simif fen bilimleri ders kitaplarinda yer alan konularin bilimsel igerik
bakimindan incelenmedigi belirlenmistir. Bu noktadan hareketle arastirmadan elde edilen bulgularin
hem varolan ders kitaplarinin bilimsel i¢erik bakimindan diizenlenmesine hem de yeni hazirlanacak olan
temel ders Kitabi ¢alismalarina 151k tutmasi beklenmektedir.

Arastirmanin amaci

Bu aragtirmada, Ortaokul 7.sinif Fen Bilimleri ders kitabinda yer alan biyoloji konularinin bilimsel
icerik bakimindan incelenmesi ve 7. sinif fen bilimleri ders kitabinda yer alan konularda belirlenen
bilimsel igerik bakimindan yanlislarin diizeltilmesi amaglanmstir.

YONTEM

Arastirmanin Modeli
Ortaokul 7.smif Fen Bilimleri Ders Kitabinin bilimsel igeriginin dokiiman analizi yapilmistir.

Evren ve Orneklem

Caligmanin 6rneklemini Talim ve Terbiye Kurulu Bagkanligi’nin 30.11.2015 tarih ve 92 sayili (ekli
listenin 125’inci sirasinda) karartyla 2016-2017 6gretim yilindan itibaren 5 (bes) yil siireyle ders kitabi
olarak kabul edilen MEB Ortaokul 7. Sinif Fen Bilimleri Ders Kitab1 olusturmaktadir. Kitapta biyoloji
alan1 kapsaminda iki iinite yer almaktadir: 1. Viicudumuzdaki Sistemler, 2. insan ve Cevre Iliskileri.
Ayrica Kuvvet ve Hareket Unitesinde yer alan baliklar ve basing iliskisine ait drnek te incelenmistir.

Verilerin Analizi

MEB Ortaokul 7. Siif Fen Bilimleri Ders Kitabi’nda yer alan biyoloji alaniyla ilgili iki {inite bilimsel
icerik bakimindan ii¢ alan uzmani tarafindan dokiiman analizi yapilarak incelenmistir. Bilimsel icerigin
degerlendirilmesinde Diinya genelinde yaygin olarak kullanilan ve kabul goéren giincel Campbell
Biyoloji (Reece, Urry,Cain, Wasserman, Minorsky ve Jackson, 2013), Yasam Biyoloji Bilimi (Sadava,
Hillis, Heller ve Berenbaum 2014), Deniz Yasami Biyolojisine Girig (Morrissey ve Sumich, 2016),
Guyton ve Hall Tibbi Fizyoloji (Hall, 2017), Elements of Ecology (Smith veSmith, 2009), Ekolojinin
Temel Ilkeleri (Odum ve Barret, 2008), Ecology (Krebs, 2009), Biological Science (Freeman, 2011),
Campbell Essential Biology (Simon, Dickey, Hogan ve Reece, 2017), Ecology Concepts and
Appications (Molles, 2005), Introduction to Environmental Engineering (Davis ve Cornwell, 2008),
Life on Earth (Audesirk, Audesirk ve Byers, 2006), Raven Bitki Biyolojisi (Eichorn ve Evert, 2016),
Bitki Fizyolojisi (Teiz ve Zeiger, 2007), Natural Resource Conservation (Chiras ve Reganold, 2005) ve
Insan Anatomisi ve Fizyolojisine Giris (Solomon, 2003) eserleri bilimsel kaynak olarak kullanilmustir.
Bir ifadenin neden hatali oldugu, bu eserlerdeki ilgili konular incelenerek dogru sekliyle birlikte
aciklanmstir. Inceleme sonucunda tespit edilen bilimsel hatalar ve hatalarla ilgili agiklamalar
eserlerdeki sayfa numaralariyla birlikte her iinite i¢in hazirlanan tablolarda verilmistir.

BULGULAR

Bu béliimde aragtirmada ulagilan bulgular sunulmustur. Aragtirmada, Ortaokul 7.simf Fen Bilimleri
ders kitabinda ‘‘VUcudumuzdaki Sistemler Unitesi’” incelenmis ve elde edilen bulgular Tablo 1’de
verilmisgtir.
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Tablo 1.
Viicudumuzdaki sistemler Gnitesinde belirlenen bilimsel hatalar
Sﬁga Hatali veya Tartismali ifade Dogru Ag¢iklama
Amino asitler, kiigiik peptidler, vitaminler ve ¢ogu glukoz
molekiiliiniin yer aldig1 diger besin maddeleri, derisim egimlerine
Kalin bagirsak: Besinlerin kars1 olarak villustaki epitel hiicrelerinin igerisine pompalanir
icerisindeki vitamin, su ve (Reece vd, 2013: 5.888). Kalin bagirsak icerisine giren kimiis
13 mineraller sindirime igerisindeki kullanilabilir besin maddelerinin gogu alinmistir;
ugramadan burada emilerek fakat ¢ok miktarda su ve inorganik iyonlar1 igerir. Su ve iyonlar,
kana gecer. kalin bagirsakta emilir (Sadava vd. 2014: 5.1083).
Vitaminlerin emiliminin kalin bagirsakta oldugunun kabul
edilmis olmas1 dgrencilerde kavram yanilgilarina neden olabilir.
Mekanik sindirim, farkl sekillerdeki dislerin kesme, pargalama
ve ezme islevleri sonucunda besinin yiizey alaninin genisletilmesi
ve daha kiigiik parcalarina ayrilmasi ile baslar (Reece vd, 2013:
5.883). Sindirim ¢ogunlukla ¢igneme gibi mekanik bir siiregle
baslar. Mekanik sindirim, besini daha kiigiik pargalarina ayirarak,
14 Yaglarin fiziksel sindirimi enzimlerin kimyasal sindirimine hazir hale getirir (Simon vd,

ince bagirsaklarda baslar.

2017: s.477). Safra tuzlari, yag damlaciklarinin birbirine
yapismasini dnleyerek yiizeyini genisletir (Sadava vd. 2014:
s.1082). Kitaptaki alg1 ince bagirsakta safranin yaglar tizerindeki
fiziksel etkisi lizerinedir. Oysa agiklamalarda goriildigii gibi
biitiin besinler agizda ve sindirim kanalinin her yerinde mekanik
etkiye maruz kalmaktadir.

“Yutak: Besinler degisime
15 ugramaz. Yemek borusu:
Besinler degisime ugramaz.”

Kitabin bu sayfasinda sadece agiz, mide ve ince bagirsakta
fiziksel sindirimin oldugu kabul edilmistir.

Mekanik faaliyet, besinleri sindirim kanali boyunca hareket ettirir
ve sindirime yardim eder. Bir lokma yemek borusuna girer
girmez, hem yer ¢ekimi sayesinde ve hem de peristalsis adi
verilen kas kasilma dalgalar1 sayesinde mideye dogru hareket
ettirilir. Bu sekildeki peristalsis, besini sindirim kanali boyunca
agizdan aniise dogru hareket ettirir (Sadava vd, 2014: s.1078).
Yemek borusu boyunca ¢ok sayida basit ve bilesik mukoz bezler
bulunur. Bu salgilar esas olarak yutma sirasinda kayganlastirmay1
saglar (Hall, 2017: 5.809 ve 821).

Midede salgilanan mide 6z
suyundaki enzimler,
proteinlerin kimyasal

15-16  sindirimini baglatir.
Midede bulunan bazi enzimler
proteinlerin kimyasal
sindirimini baglatir.

Kitaptaki ifadelerde midede proteinlerin sindiriminde ¢ok sayida
enzimin islev gordiigi algis1 bulunmaktadir.

Midede proteinlerin sindirimi pepsin enzimi tarafindan
gerceklestirilir. Midenin sef hiicreleri tarafindan {iretilen
pepsinojen ile parietal hiicreleri tarafindan iiretilen HCI, mide
bosluguna salgilanir. HCI, pepsinojeni pepsine doniistiiriir (Reece
vd., 2013: 5.885; Simon vd., s.480; Sadava vd., 1083; Hickman
vd.,2016: 5.701).

Yag damlaciklari, pankreas 6z
suyundaki bir enzim aracilig
ile kimyasal sindirime ugrar.
Yag asitleri ve gliserole kadar
pargalanir. Bu pargalar ince
bagirsaklarda emilerek kana
karisir. Thtiyag duyulan yapiya
kan aracilig ile taginir.

16

“Yaglar ince bagirsaklardan emilerek kana karigir” ifadesi
bilimsel olarak hatalidir. 6. Sinif konularinda lenf dolasimi
bilindigi i¢in yaglarin ince bagirsaktan lenf sistemine emildigi
belirtilmelidir. Cogu besin maddesinin bagirsagi terk etmesi kan
yoluyla olursa da yag sindiriminin bazi lirinleri (trigliseritler)
farkl1 bir yol izler (Reece vd., 2013: 5.888). Yag damlaciklari,
lakteallerden lenf sistemine girer ve sonunda gdgiis kanali yoluyla
kan dolagimina geger (Hickman vd.,2016: s.704). Yag asitleri ve
monogliseritler epitel hiicrelerine girdikten sonra, yeniden
trigliseritleri olugtururlar ve esas olarak silomikronlarin iginde
taginarak gogiis lenf kanali yoluyla dolasima dokiiliirler (Hall,
2017: 5.841).
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Besinlerin sindirilmeyen ve emilimi yapilmayan kismi diskiy1
olusturur (Reece vd., 2013: 5.889). Kalin bagirsak, sindirilememis
kalintilar1 bir araya getirir ve suyu geriye emerek kati veya yari
kat1 digkiy1 olusturur; diski, diskilama yoluyla viicuttan
uzaklastirilir (Hickman vd., 2016: s.704). Diski olusumu ve
digkilama bir bosaltim degildir. Bu 6grencide kavram yanilgisina
yol agar.

Bosaltim, hiicrelerde olugan metabolik atiklari (iire, karbon
dioksit gibi) uzaklastirarak, doku sivisinin hacmini ve bilesimini
belirli sinirlar igerisinde tutar (Sadava vd., 1039, 1091-1094;
Hickman vd., 2016: 5.659).

Proteinlerin sindirimi sonucu amino asitler olusur. Amino asitler
zararli degildir. Bu ifadede azotlu metabolik atiklar anlatilmak
istenmis, ancak bu haliyle yanlis anlama ve 6grenmelere neden
olacagi diisiiniilmektedir.

Amino asitler hiicrede enerji elde etmede yakit olarak
kullanildiginda metabolik olarak amonyak olusur (Sadava vd.,
2014: 5.1095). Omurgali karacigerinde {iretilen iire, amonyakla
karbon dioksiti birlestiren bir metabolik dongiiniin iriintidiir
(Reece vd., 2013: 5.958; Hall, 2017: 5.879).

Omurgali ¢evresel sinir sisteminin ¢ikt1 bilesenleri iki islevsel
birime ayrilir: motor sistem ve otonom sinir sistemi. Otonom sinir
sistemi, diiz kaslar1, kalp kaslarin1 ve bazi sistemlerin bezlerini
kontrol ederek i¢ ortami diizenler. Otonom sinir sistemi, birgok
viicut organi iizerinde birbiriyle ters etkiye sahip iki grup
norondan olugur. Parasempatik olarak adlandirilan bir grup,

Sekil. Cevresel sinir sistemi. viicuda enerji saglayan ve depolatan etkinlikleri (“dinlen ve

i e 7 sindir”) tetikler. Otonom sinir sistemindeki diger grup olan
%ﬁ‘&' v ——3 sempatik sistem, tersi etkiyle, viicudu déviisme veya kagma
~ -
Beyineik &

“Besinlerin sindirilmesiyle
viicutta birtakim atik maddeler
olusturulur. Bu atik maddeler
bosaltim sistemini olusturan
yap1 ve organlarca viicuttan
uzaklastirilir.”

20

“Karaciger, proteinlerin
sindirimi ile olusan zararl1 bir
maddeyi daha az zararl olan
ureye cevirir.”

21

o, (“savas veya kag”) gibi yogun enerji harcatan etkinliklere
hazirlar. Motor sistemin noronlari, baglica dig uyartilara tepki
olarak iskelet kaslarina uyari tagirlar (Simon vd., 2017: s.582).
Insanda beyinden 12, omurilikten (boyun, sirt, bel, sagr1 ve
kuyruk kisimlarindan) ise toplam 31 ¢ift sinir ¢ikar (Solomon,
2003: 5.109-111).
Sekilde gevresel sinir sistemine ait sinirlerin sadece beyin ve
omuriligin son (kuyruk) kismindan ¢iktig1 gosterilmistir.
Ogrencide yanls anlamalara neden olmamak i¢in omuriligin
diger kisimlarindan da sinirlerin ¢iktiginin gosterilmesi ayrica bir
organi iki farkli sekilde etkileyen sinirlerin (sempatik ve
parasempatik) seklin sag ve sol tarafina cizilerek verilmesi uygun
olacaktir. Sekilde beyinden ¢ikan bir sinirin hem géze hem de
tiikriik bezlerine gittigi goriilmektedir. Gergekte boyle bir sinir
yoktur. MEB 7.smif diizeyinde de olsa sekiller bilimsel dogrulari
yansitmalidir.
Bu sekilde beyin olarak vurgulanan yer talamus veya orta beyin
olarak diisiiniilebilir. Beyin; 6n, orta ve arka beyin gibi
kisimlardan olugmaktadir (Reece vd., 2013: 5.1068). Sekilde el
parmagina raptiye batmasi ve ele kus tiiyli dokundurulmasi
anlatilmaktadir. Dokunma hissinin ve acinin degerlendirildigi
(%), 3 merkezler beyin kabugunda (serebral korteks) bulunur. Dolayist
= TN ile bu gosterim dgrencilerde hem beynin algilanmasinda hem de
e dokunma ve ac1 duyusunun degerlendirildigi yer ile ilgili yanlis
B~ anlamalara neden olabilir. Beyin kabugu (serebral korteks,
- algilama, istemli hareketler ve 6grenme i¢in elzemdir.

27

Sekil. Reseptorler ile alinan
uyartiin beyne tagimasi

28 X
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Sicak bir maddeye
dokundugumuzda,
derimizdeki reseptorler aci

Refleks; bir uyariya kars1 verilen otomatik cevap (Reece vd.,
2013: s. 1064) veya beynin katilim1 olmaksizin duyu sinirleriyle
gelen bilgilerin omurilik kordonunda motor sinirlere ¢evrilmesi
olay1 (Sadava vd., 2014: s. 988) olarak tanimlanabilir.

Kitapta tanimlanan olayin refleks olabilmesi igin uyaranin biling
dis1 algilanmasi, 6rnegin sicak bir stvinin aniden ele dokiilmesi

28 hissini alir. Sinirler uyariy1 sonucu elin biling dis1 ¢ekilmesi gerekir.
omurilige iletir. Omurilik, “Sicak bir maddeye dokundugumuzda, derimizdeki reseptorler aci
kaslarimizin kasilarak elimizin  hissini alir.” ifadesi bilimsel olarak yanlistir. Ac1 hissinin merkezi
¢ekilmesini saglar. beyin kabugunda bulunur. Duyu reseptorleri, uyaridaki enerjiyi
reseptOr potansiyeline doniistiirerek, aksiyon potansiyellerinin
merkezi sinir sistemine iletimini baslatir. Bu bilgi omurilikten
¢ikan motor noronlarla eldeki ilgili kasa iletilir ve el ¢ekilir.
Bu islev hipotalamus tarafindan yerine getirilir. Omurgalilarda
hipotalamus, endokrin ve sinir sistemlerinin ortak ¢aligmasini
. s .. saglamak agisindan merkezi bir rol oynar. Beyinde yer alan birkag
Hipofiz: I¢ salgt bezleri ile . - . . . R
S ) endokrin bezden biri olan hipotalamus, tim vicuttaki sinirlerden
29 sinir sistemi arasinda uyumu . o ) .
saglar ve beyinden bilgi alir. Tepki olarak da, hipotalamus ¢evresel
' kosullara uygun olarak endokrin uyarilar baglatir. Hipotalamustan
¢ikan uyarilar, hemen altinda yer alan hipofiz bezine ulasir (Reece
vd., 2013: s. 984).
Bu ifade bilimsel olarak hatalidir. Biiylime ve gelisme hipofiz
tarafindan diizenlenir. Tiroit bezinden salgilanan tiroksin
Tiroit: Salgiladig: tiroksin hormonu normal kan basinc, kalp atis hiz1 ve kas gerginligi
29 hormonu ile biylime ve dizeyini ayarlar; sindirim ve treme faaliyetlerini diizenler. Kanda
gelisme gibi kimyasal olaylar1  ¢ok fazla ya da ¢ok az tiroit hormonu bulunmasi, ciddi metabolik
dizenler. bozukluklara yol agabilir. Ayrica bir bagka tiroit hormonu ise
kanda kalsiyum diizeyinin ayarlanmasinda islev goriir (Reece vd.,
2013: s. 986-987).
Burada yanlis bir eslestirme yapilmistir. Devlik, akromegali ile
ayn1 anlamda degildir. Cocukluk doneminde fazla biiyiime
hormonu (GH) salgilanmasi, viicut oranlarinin gérece normal
Hipofiz bezinden fazla kalmasi, ancak insanin asir1 uzamasi (neredeyse 2.4 m) olan
30 salgl_lanan biiyiime: hormonu devlige (gigantizm) yol agabilmekt@dir. Erisk_in donemdeki asir1 _
devlik (akromegali) GH dretimi, hala hormona hassas birkag kemik dokuda biyiimeyi
hastaligina neden olur. uyarabilmektedir. Hala hassas olan hedef hiicreler ¢ogunlukla
yiizde, ellerde ve ayaklarda yer aldigindan, sonug bu
ekstremitelerin asir1 biiylimesi seklinde ortaya ¢ikan
akromegalidir (Reece vd., 2013: s. 989).
Adrenalin hormon fazlaligi, feokromasitoma anlamina
. . gelmemektedir. Feokromositomalar, sempatik sinir sisteminin
Adrenalin hormon fazlaligi L o
31 (Feokromasitoma) adrenal veya ekstraadrenal yerlesimli ender tiimérleridir
(Biiyiikaslan vd, 2014: s.38). Bu bilginin 7.sinif 6grencilerinin
diizeyi i¢in ¢ok yiiksek oldugu diigiiniilmektedir.
- Bu ifade 6grencide yanlis anlamlandirmalara neden olabilir.
Aldosteron hormon fazlalig < DY TR
. ) Aldosteron dogal olarak belirli bir zamanda az, belirli bir
(Hiperaldosteronizm / Conn o . .
N - zamanda ¢ok salgilanabilir. Ancak, primer aldosteronizm olarak
Sendromu). Bébrekdisti . .
. da adlandirilan Conn sendromunda bir veya birden fazla sayida
31-32  bezlerinden aldosteron

hormonu fazla salgilandiginda
hiperaldosteronizm hastaligi
goralur.

iyi huylu bobrek Gstli bezi timdrleri, bllyimesi veya nadiren
bobrek iistii bezi kanseri nedeniyle asir1 miktarlarda aldosteron
iiretilmektedir (Yetisir vd., 2013: 5.38). Bu bilginin 7.simif
Ogrencilerinin diizeyi i¢in ¢ok yiiksek oldugu diisiiniilmektedir.
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“Sinirlerin ¢iktig1 kisimda
goriintii olusmadigindan bu
kisim kor nokta adini alir. Kor
noktanin biraz iist kisminda
goriintliniin ters olustugu

Bu ifadede kor noktada neden goriintli olusmadigi
anlatilmamistir. Ayrica goriintiiniin sadece sar1 leke iizerinde
olustugu, reseptorlerin sadece sar1 leke {izerinde oldugu algisi
olusmaktadir. Insan goziinde retina, 15181 algilayan fotoreseptor
hiicreler icerir. En net goriintiiniin olustugu bolge olan sar1 benek
(sar1 nokta veya fovea), mercegin ve korneanin merkeziyle ayni
hat iizerinde olmak iizere retinanin merkezinde konumlanmustir.

36 Kasim sart leke adim alir. Sart Fovea, sadece koni reseptorleri igerir; bu, giindiiz (giin 1s1ginda)
leke tizerinde gorme ’ g61.’ii$ i¢in bir omurgali 6zellesmesidir. “Kor nokta”, optik sinirin
reseptorleri bulunur. Gorantii retinanin disina ¢iktig1 bolge oldugunfian, fotoreseptdr hiicreler
gbrme reseptorleri tarafindan bulunmaz. Bu pedenle kor nokta iizerine odakle.man 151k
algilanir.” algilanamaz (Simon vd., 2017: 5.590-591). Retinanin diginda da

' cubuk reseptorler bulunur. Gece kosullar: altinda, goriintiiniin en

net oldugu yer, foveanin merkezinde degil onun kenar
kisimlarindadir (Hickman, vd., 2016: 5.733).
I¢ kulagn igi siv1 dolu degildir. Bu ifade 6grenci tarafindan yanls
anlamlandirilabilir. Ayrica, sayfadaki sekilde yarim daire
kanallar1 gosterilmesine karsin, yazili metinde bu yapilarin
dengenin saglanmasinda iglev gordiigiinden bahsedilmemistir.
I¢ kulak sakak (temporal) kemiginin belli bir pargasinin igine

i Kulak: ici sivi doludur. yer!esmistir. Bu.klsn.n l.<e.mik labirenttir. Kemik labirentin icinde

Daliz saiyangoz ve yarim perilenf, zar labirentin 1.g:1.nde endolenf stvisi bulur (Solomon,

Jaire ’kanallan bu kistmda 2003: s.123). I¢ kulak, ici stv1 dolu odac1k1ardan olusmustur; .

37 bulunur. i¢ kulak isitmenin bunlar arasmdg dengqnm saglanmasinda 1$1§V gére.n yarim daire
yani sira vilcudun dengesini kanallar ve isitmede islev goren kivrilmig bir kemik odacik olan
saglayarak beyincige denge kolfcl)lgil)(Latmcede “salyangoz” demek) yer alir (Reece vd., 2013:

i . S. .

gorevinde yardimer olur. Memelilerin i¢ kulagindaki denge organi (vestibiiler sistem),
kemik olan (g tane yarim daire kanalindan, tulumcuk (sacculus)
ve kesecik (utriculus) ad1 verilen iki kemik odaciktan olusmustur.
Tiim vestibiiler sistem, endolenf adi1 verilen bir siv1 ile doludur.
Yarimdaire kanallarindaki endolenf, basinizin pozisyonunu
degistirince hareket eder (Sadava vd., 2014: 5.975).

Sekil. Dilin tat almaya duyarli ~ Sekil ve verilen bilgi yaygin olarak yerlesmis bir kavram

kisimlar1 ve tat alma hiicreleri.  yanilgisidir.

“Farkl tatlar1 alan tat Insanlar ve diger memeliler, bes gesit tad1 algilayabilir. Yillardir

tomurcuklar dilin farkli birgok aragtirmaci, tat alan hiicrenin birden fazla cesitte reseptorii

bolgelerinde yogunlagmustir. olabilecegini varsaydi. Memelilerde tat alinmasindan sorumlu

Dilin u¢ kismu tatliya, uca reseptor hiicreler, tat tomurcuklart seklinde organize olmus olan

yakin yanlari1 tuzluya, arkaya degisime ugramis epitel hiicrelerdir; tat tomurcuklari, agiz ve

yakin yanlar1 eksiye, arka dilin degisik bolgelerine yayilmis olarak bulunur.

40 kismi aciya daha duyarhdir.” Dildeki tat tomurcuklarinin ¢ogu, papilla denen meme
bicimindeki ¢ikintilarla birlikte yer alir. Tat tomurcuklarina sahip
dilin herhangi bir bolgesi, bes ¢esit tattan herhangi birini

f_L algilayabilir. (Boylece, dilin siklikla ¢ikartilan “tat haritas1”, kesin
=0 e degildir) (Reece vd., 2013:5.1101-1102).
= Temel tat duyulari bes kiime halinde gruplandirilabilir. Bunlar
Sl eksi, tuzlu, tatl, ac1 ve lezzetli (umami) dir. Yapilan arastirmalar,
el tat maddesi diisiik derisimde iken, her tat tomurcugunun bes
TT' temel tat uyarisindan bir tanesine en fazla yanit verdigini
gostermistir (Hall, 2017: 5.685-687).
Go6z merceginin yapisindaki
bozukluk nedeniyle cisimlerin ~ Uzag1 gbremeyen bir goz kiiresi, normalden uzun olup, uzaktaki
goriintiisii retinanin dniinde cisimleri retinanin tizeri yerine oniine odaklar. Yani miyopluk,
45 olusur. Yakin goriiliir, uzak g0z kiiresi normalden daha uzun oldugu ve uzaktaki cisimler

mesafedeki cisimler net
goriilemez. Bu g6z kusuruna
miyop denir.

retinanin 6niinde odaklandig1 zaman ortaya ¢ikar (Simon vd.,
2017: 5.591).
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Goz kiireselligini

Bu ifade bilimsel olarak dogru olmayip, 6grencilerde yanlis
ogrenmelere yol acabilir. Astigmatizm, sekli diizglin olmayan
mercek veya kornea nedeniyle olusur. Bu tip bir sekil bozuklugu,

45 EzigzglggszJ:§$SS& mjrt 151810 retina tizerinde bir noktada diizgiin birlesmemesine yol
& Sur. acar. Mercek veya korneanin sekil bozuklugu nedeniyle bulanik
gorme (Simon vd., 2017: 5.591).
Soru 1. Yumurta, sindirim Yumurtanin bilesiminde su, protein, yag, karbonhidrat, bazi
sisteminin hangi kisimlarinda  vitaminler ve mineraller bulunur. insanda karbonhidratlarin
kimyasal sindirime ugrar? sindirimi tiikriik amilazi araciligi ile agizda baslar. Proteinler
51 A. Agiz-mide mide ve ince bagirsakta, yaglar ise ince bagirsakta kimyasal
B. Mide-ince bagirsak sindirime ugrar (Reece vd., 2013: 5.886). Soru, yumurtanin
C. Mide- kalin bagirsak sadece protein igerdigi diisiincesiyle sorulmustur. Bu nedenle soru
D. Yemek borusu- ince bilimsel ve dlgme teknigi agisindan 6grencilerde yanlis
bagirsak Ogrenmelere neden olabilir.
Soruda ¢ok sayida besin, gruplandirilarak resimleriyle birlikte
o Sy verilmigstir. Agizda polisakkaritler (nigasta, glikojen) tiikriikteki
Soru 2. Asagidaki b esimn amilaz enzimigyle siﬁdirilmeye basglar (Reecg Vd.,J 2013: 5.886).
gruplarindan hangisinin (ki hiicreler: Ktisinde kullantlabilen bir seker d
Kimyasal sindirimi agizda BIE i hitcreleri gerektiginde kullanilabilen bir seker deposu
baslar? sagla.yaral'(, nigasta depola.r. Tohumlar ve yumurtalar depo
51 A Siit ve siit trtnleri proteinleri agisindan zengindir (Simon vd., 2017: 42-46). Bu
' soruda B ve C segeneginde verilen sebze ve meyve grubu
B. Meyve grubu S . .
igeriklerinde nigasta da bulunmaktadir. Dolayisi ile onlarin
C. Sebze grubu . S g o
D. Karbonhidrat grubu 1@er1g1pdek1 nisasta da etglzda smdl.rvqmeye ba$1'df; Bu qedenlerle
soru bilimsel olarak ve dlgme teknigi agisindan dgrencilerde
yanlig 6grenmelere neden olabilir.
Soru 6. Saglikli bir insanin
goziine ait kisimlar Insan goziinde cisimlerin goriintiisii retinadaki sar1 benek iizerine
nl%.rn"ara}ar'l'dlrllmlstir. diiger. Fotoreseptorlerde meydana gelen aksiyon potansiyeli optik
Goru_n tunun Ol_ustugu kisim sinir tarafindan beynin gérme merkezine iletilir. Beyin
han,g', numa}rg ile kabugundaki gérme merkezinde goriintii li¢ boyutlu olarak
52 bAel;rtllénlgtlré 3 D4 algilanir (Simon vd., 2017: 5.589-590). Bu agiklama
' ’ : ' dogrultusunda, soru 6lgme teknigi agisindan degerlendirildiginde
yanlis algilamalara neden olabilir. Sar1 benegin sorulabilmesi i¢in
7 : “Cismin goriintiisii gozde hangi bolgeye diiser?” denilmesi
s uygundur. Ciinkii goriintiiniin algilanmasi beyin kabugundaki
\ w goérme merkezinde gerceklesir.
Soruda, dilin tatlarin iyi alindig1 bolgeler seklinde
Soru 7. Aci biber yiyen bir gruplandirilmasi, yaygin olarak goriilen bir kavram yanilgisini
kisinin dilinde numaralt tekrarlamaktadir.
53 kisimlardan hangisi daha Tat tomurcuklarma sahip dilin herhangi bir blgesi, bes gesit
yogun uyartlir? tattan herhangi birini algilayabilir. Béylece, dilin siklikla
A.l1 B.2 C.3 D.4 c¢ikartilan “tat haritas1”, kesin degildir (Reece vd., 2013:5.1101-
1102).
Soru 10. Hangi iki duyu
organi arasindaki iliski daha Soru kokii agik olmayip, 6grenciler tiim secenekleri dogru kabul
baglantilidir? edebilir. Olgme teknigi agisindan okuyucu, sorunun ne istedigini
53 A. Gorme-koklama anlamak zorunda birakiliyor. Yaniti B segenegi olan bu soru
B. Koklama-tatma “Asagidaki hangi iki duyu organinda reseptorler benzer sekilde
C. Dokunma- tatma uyarilir” seklinde sorulabilir.
D. Dokunma-koklama
Bitkilerde nisasta, yag, protein bulunabilir. insan bu besinleri
iceren bitkileri yediginde bu besinleri “ayni1 sekilde” viicuduna
“Insanlar, bitkileri alamaz. Ornegin, bitkilerdeki depo karbonhidrat nisastadir, ancak
81 yediklerinde bitkide sindiriminden sonra yapi birimleri olan glikoz kana emilebilir.

depolanmig besinleri
viicutlarina almis olurlar.”

Hayvanlar, siireklilik gosteren ATP gereksinimini karsilamak
icin, karbonhidratlar, proteinler ve lipitlerin yer aldig1 besin
maddelerini, hiicresel solunumda ve enerji depolanmasinda
kullanmak amaciyla yerler ve sindirirler (Reece vd, 2013: 5.876).
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Bu ifadede kavram yanilgis1 bulunmaktadir. Hayvanlar, besindeki
proteinleri, karbonhidratlari, niikleik asitleri, yaglar1 ve
fosfolipitleri dogrudan kullanamadiklar igin kimyasal sindirim
gereklidir (Reece vd., 2013: s. 880). Besinler 6ncelikle biyiik ve
karmagik molekiiller halinde olduklarindan, hayvan hiicrelerince
kullanilamazlar. Viicudun bu besinleri yararli kilabilmek i¢in
parcalamasi gereklidir. Yeme, besinlerin alinmasidir. Sindirim,
viicudun besinleri alabilecegi 6l¢tide molekiillerine pargalamaktir.
Emilim, kiigiik besin molekiillerinin sindirim kanalin1 déseyen
hiicreler tarafindan alinmasidir (Simon vd., 2017: s. 94, 5.475)
Sindirimle besinler yap1 birimlerine doniistiiriiliir. Bu siire¢ bir
hidroliz olup enerji elde edilmez. Enerji, hiicrelerde hiicre
solunumu, oksijensiz solunum ve fermantasyon surecleriyle elde
edilir (Sadava, 2014: 5.184).

“Sindirimle besinlerdeki
81 kimyasal bag enerjisi agiga
cikar.”

Tablo 1 incelendiginde; vitaminlerin emiliminin kalin bagirsakta oldugunun kabul edildigi, yaglarin
fiziksel sindiriminde sadece safranin etkili oldugu, midede proteinlerin sindiriminde ¢ok sayida enzimin
islev gordiigi, yaglarin tamamen ince bagirsaklardan emilerek kana karistigi, besinlerin sindirilmesiyle
viicutta atik maddelerin bosaltim sistemini olusturan yapi ve organlarca viicuttan uzaklastirildigi,
proteinlerin sindirimi ile azotlu metabolik atiklarin olustugu seklinde algilamalara neden olacak
ifadelerin bulundugu goriilmektedir.

Ayrica refleks olayi, endokrin bezlerin islevleri gibi konularda yanilgilarin oldugu saptanmustir.
Feokromasitoma ve Conn sendromu gibi kavramlarin ise 6grencilerin seviyesinin iizerinde oldugu
diistiniilmektedir. Refleks, gdzde goriintiiniin olusmasi, i¢ kulagin yapist ve denge islevi, dilde tatlarin
algilandig1 bolgeler, miyop ve hipermetrop kavramlari, besinlerin kimyasal bilesimleri, sindirim,
emilme ve besinlerden enerji elde edilmesi konularinda 6grencilerde kavram yanilgilarima neden
olabilecek ifadelere rastlanmustir.

Arastirmada, Ortaokul 7.sinif Fen Bilimleri ders kitabinda **Kuvvet ve Enerji Unitesi’’ incelenmis elde
edilen bulgular Tablo 2’de verilmistir.

Tablo 2.
Kuvvet ve enerji Unitesinde belirlenen bilimsel hatalar
Sayfa No  Hatali veya Tartismali ifade Dogru Aciklama

Fizik alanindaki “Kuvvet ve Enerji” iinitesi kapsaminda baliklarla
ilgili verilen bu bilgi bilimsel olarak yanlis olup, 6grencilerde
kavram yanilgilarina neden olabilir. Baliklarin farkli derinliklerde
yagayabilmesi habitat tercihlerinden, anatomik 6zelliklerinden ve
uyum yeteneklerinden dolayidir.
Pek ¢ok balikta suda batmadan kalabilmede islev géren yiizme
kesesi bulunur. Bir alabalik veya turnabaligi, havadan 800 kat
daha yogun bir ortamda, yiizme kesesine hava doldurarak veya

“Baliklar, su igerisinde bosaltarak, notral ylizdiirme kuvvetini degistirmek suretiyle su
bulunduklari derinlige bagli  igerisinde hareketsiz kalabilir. Kemik, kan ve diger dokularin
olarak farkli miktarda aksine gaz sikistirilabilir ve derinlik degistik¢e baligin hacmi de
66 basinca maruz kalir. Bazi degisir. Balik daha derinlere gittikce ¢evredeki su tarafindan
balik tiirleri yiiksek basinca  uygulanan yiiksek basing, yiizme kesesindeki gazi sikistirarak
dayanamadiklarindan, baligin batmazligini azaltir ve balik batmaya baglar. Balik yukari
suyun derin oldugu dogru yiizerken ¢evredeki suyun basincinin azalmasindan dolay1
kisimlarda yasayamaz.” yiizme kesesindeki gaz genlesir ve balik daha hafifleyerek yukar1

dogru ¢ikar. Icerideki gaz uzaklastirilmadig1 surece yiizme kesesi
genislemeye devam ettiginden balik gittikge daha fazla hizlanarak
yukart dogru yiikselir (Hickman vd., 2016: 5.497 ve 527).

Yiizme keseleri sabit yapilar degildir; farkli derinliklerde su
basincinin degismesi ile hacimleri degisir. Yiizme keseleri gaz
dolu baliklar 7000 metreden avlanabilmektedir. O derinlikte su
basincini dengelemek igin yiizme kesesi i¢indeki gaz basinct 700
atmosferdir (Morrissey ve Sumich, 2016: s.361-363).
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Tablo 2’ de, kuvvet ve enerji iinitesinde, sivi basincini etkileyen degiskenler basligi altinda; baliklarin
¢ogunlugunda derinlere inme ve yukariya ¢ikmada yiizme kesesinin i¢indeki gaz miktarinin degisimiyle
dis basinca kars1 ayarlama yapabildiginin dikkate alinmadig1 belirlenmistir.

Arastirmada, MEB Ortaokul 7.sinif ders Fen Bilimleri kitabinda *‘Insan ve Cevre liskileri Unitesi’’
incelenmis ve elde edilen bulgular Tablo 3’de verilmistir.

Tablo 3.
Insan ve ¢evre iliskileri Unitesinde belirlenen bilimsel hatalar
SayfaNo  Hatali veya Tartismali ifade  Dogru Aciklama

MEB 7. Smif Fen Bilimleri Dersi Ogretim Programi’nda biyo-
cesitlilikle ilgili “Biyo-gesitliligin dogal yasam i¢in 6nemini
sorgular” ve “Biyo-gesitliligi tehdit eden faktorleri, aragtirma
verilerine dayali olarak tartisir ve ¢dziim Snerileri iiretir.”
kazanimlar1 bulunmaktadir. Kitapta yapilan tanim biyogesitliligi,
sadece tiir gesitliligi yoniinde ele almaktadir.

Biyo-¢esitlilik, bir Biyogesitlilik kavrami; genetik cesitlilik, tiir ¢esitliligi ve

171 ekosistem veya tim ekosistem ¢esitliligini kapsar. Béylece, biyogesitlilik kaybi,
diinyada bulunan yasam bireysel tiirlerin akibetinden ¢ok daha fazlasini kapsar (Simon
formlarinin gesitliligidir. vd., 2017: 5.426). “Biyogesitlilik” terimi ¢ok anlamlidur.

Biyogesitlilik, bir tiir igerisindeki genetik varyasyonun derecesi
olarak tanimlanabilir. Ayrica biyogesitlilik belirli bir
komiinitedeki tiir zenginligi bakimindan da tanimlanabilir. Biiytik
6l¢iide, biyogesitlilik ekosistemlerin igindeki ve arasindaki
karmasik etkilesimler olan ekosistem ¢esitliligini de kapsar
(Sadava vd., 2014: 5.1243-1244).

Tablo 3°de biyogesitliligin sadece tiir gesitliligi anlamuyla ele alindig1 goriilmiistiir. Unitenin geri kalan
kisimlarindaki bilimsel agiklamalarin yerinde ve Orneklerin konuyu acgiklamada yeterli oldugu
diistintilmektedir.

TARTISMA ve SONUCLAR

Arastirmada, Ortaokul 7.simif Fen Bilimleri ders kitabinda yer alan biyoloji konularinin bilimsel igerik
bakimindan incelenmistir. Ders kitabinda yer alan biyoloji konularindaki bilimsel hatalar belirlenmis ve
gerekli kaynak kitaplar referans gosterilerek dogru bilgiler arastirma bulgularinda verilmistir.
Arastirma bulgular1, Ortaokul 7.smif Fen Bilimleri ders kitabinda yer alan ‘“Viicudumuzdaki Sistemler
Unitesi’” ile ilgili vitamin ve yaglarin geri emilimi mekanizmalari hakkinda hatalarin oldugu
belirlenmistir. Arastirmada, besinlerin (protein, yag) sindirim mekanizmalar1 ve proteinlerin viicuttan
uzaklastirma mekanizmalar1 hakkinda hatalarin oldugu da tespit edilmistir. Giingdér ve Ozgiir (2009)
aragtirma bulgularinda, Ogrencilerin sindirim ve bosaltim sistemi organlar arasinda yanhs iligki
kurduklarin1 ve bu durum 6grencilerde didaktik kokenli kavram yanilgilarinin olugmasina neden
oldugunu belirlemislerdir. Benzer sekilde Carvalho, Silva ve Clement’in (2003), Portekiz’deki
ogrenciler ile ilgili yaptiklar1 aragtirmanin bulgularin da, ders kitaplarinda sindirim ve dolagim sistemi
organlan arasindaki iliskinin olmadigi, bu durumunda G6grencilerde 6grenme engeli olusturdugunu
belirlemiglerdir. Clément ve Tunnicliffe (2002) ise arastirma bulgularinda, sindirim sisteminin
Ogrenilmesinde iki temel engelin oldugunu ifade etmistir. Bu engeller:

1. Sindirim sisteminin bir baslangic1 bir sonu olan, arada hicbir gecirgenligi olmayan bu nedenle de kana
emilimi ile ilgili hi¢bir ¢izime rastlayamadigimiz bir tiip olarak tanimlanmasi

2. Sindirim sisteminde kati besinlerin sindiriminin gergeklestiginin diistiniilmesi (Clément ve
Tunnicliffe, 2002).

Tekkaya ve ark. (2000) arastirma bulgularinda, biyoloji 0gretmen adaylarinin sindirim, solunum,
bosaltim sistemi, enzim konularinda kavram yanilgilarinin oldugunu vurgulamiglardir. Kabapinar
(2007) arastirma bulgularinda, ilkogretimden lisans diizeyine kadar 6grencilerde kavram yanilgilarinin
oldugunu ve bunun dnemli bir sebebinin ders kitaplarindan kaynaklandigini belirtmistir. Fransa’da
yazilan yeni kitaplarda ise bagta bagirsaklar olmak iizere sindirim sistemi organlarinin sekilleri eklenmis
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ve sonrasinda dgrencilerin kavram yanilgilarinda azalmalar oldugu tespit edilmistir (Carvalho, Silva ve
Clement, 2007).

Ayrica aragtirmada, duyu organlari, gorme olayi, gérme kusurlari, refleks ve endokrin bezlerle ilgili
hatalarin oldugu ortaya cikartilmistir. Feokromasitoma ve Conn sendromu gibi kavramlarin ise
Ogrencilerin seviyesinin tizerinde oldugu diisiiniilmektedir. Tekkaya, Capa ve Yilmaz (2000) ve Glindiiz
ve ark. (2016) yaptiklar1 arastirmada 6grencilerin biyolojinin gesitli konularinda 6grenme giicliikleri
yasadiklarint belirlemislerdir. Ecevit ve Simsek (2017) kavram Ogretiminde dgretmenlerin en g¢ok
zorlandig1 biyoloji konular arasinda sistemlerin oldugunu belirtmislerdir. Guesne (1985), Cokelez ve
Yasar (2015) arastirma bulgularinda, 6grencilerin gdrme olayi ile ilgili kavram yanilgilarinin oldugunu
belirlemislerdir. Bu ¢aligmalar, aragtirmanin bulgularini ve 6nemini desteklemektedir.

Arastirma bulgulari, Ortaokul 7.smif Fen Bilimleri ders kitabinda yer alan *‘Kuvvet ve Enerji Unitesi’’
ile ilgili siv1 basincini etkileyen degiskenler bashig: altinda hatalarin oldugu belirlenmistir. Baliklarin
¢ogunlugunda derinlere inme ve yukariya ¢ikmada yiizme kesesinin i¢indeki gaz miktarinin degisimiyle
dis basinca kars1 ayarlama yapabildiginin dikkate alinmadig1 anlasilmaktadir.

Arastirma bulgulari, Ortaokul 7.smif Fen Bilimleri ders kitabinda yer alan ‘“Insan ve Cevre Iliskileri
Unitesi’” ile ilgili biyogesitliligi sadece tiir gesitliligi anlaminda degerlendirilmesinin hatali oldugu
belirlenmistir. Cobanoglu ve ark. (2009) arastirma bulgularinda, 10.smif biyoloji test kitaplarinda
ekoloji ile ilgili konularda hatalarin oldugunu belirlemislerdir. Benzer bulgular Tekkaya ve ark. (2000)
tarafindan da belirlenmistir. Bu sonuglar arastirmanin bulgularini desteklemektedir.

Oneriler

Yapilan calismalar, ders kitaplarinda 6nemli hatalarin oldugu ve bunlarin 6gretim materyali olarak
kullanilmasinin yanlis 6grenmelere neden olacagimi gostermistir. Bu nedenle gerek ders kitaplarinin
gerekse 0gretmenlerin bilimsel hatalardan arindirilmis bilgileri aktarmasi gerekmektedir. Arastirmada
elde edilen sonuglar dogrultusunda asagidaki onerilere yer verilmistir;

Ortaokul 7.smif Fen Bilimleri ders kitabindaki yer alan vicudumuzda sistemler, kuvvet ve enerji, insan
ve cevre iligkileri tiniteleri ile ilgili 6grencilerde olugsan kavram yanilgilarin belirlenmesine yonelik
arastirmalar alanyazin i¢in 6nemli olacaktir.

Yeni arastirmalarda Ortaokul 7.smif fen bilimleri ders kitabindaki fizik ve kimya konularmnm
incelenmesi, ders kitabinda yer alan tiim konularin bilimsel igerik bakimindan dogrulugunu
saglayacaktir.

Ogretmenlerin, ders ve yardimei kitaplarin yaninda Diin ya genelinde yaygin olarak kullanilan giincel
akademik kitaplar1 da takip etmeleri yararli olacaktir.

Ders kitaplar1 hazirlanirken TTKB tarafindan yazarlara kavram yanilgilariyla ilgili bilgilerin verilmesi
yerinde olacaktir.

TTKB tarafindan hazirlatilan ve komisyonlarda bagarili bulunan kitaplarin alanda uzman bilim insanlar1
tarafindan yeniden incelenmesi saglanmalidir.

TTKB, hali hazirda okutulan MEB kitaplarinda alan uzmanlan tarafindan belirlenen hatalarin tiim
paydaslara iletimini saglamalidir.
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