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Fen, Teknoloji, Matematik ve Miihendislik Alanlari:

Se¢mek ya da Secmemek

Fidan KORKUT OWEN?, Bahtiyar ERASLAN CAPAN?

Gelis Tarihi: 08.06.2017 Kabul Tarihi: 18.01.2018 Arastirma Makalesi

Oz

Bu arastirmanin amaci on birinci simif Sgrencilerinin Fen, Teknoloji, Matematik ve
Miihendislik (FeTEMM) alanlarini tercih etmelerinin cinsiyet, okul ve akademik basar1 (genel
akademik not ortalamasi, matematik dersi not ortalamasi, fen dersleri not ortalamalari)
degiskenlerine gore degisip degismedigini bulmaktir. Bu amagla Uluslararasi Standart Egitim
Siniflamasi’na gére FeTEMM alanlarin1 kapsayan Miisbet ve Dogal Bilimleri ile Miihendislik
Uretim ve Yapi Bilimleri alanlari ayr1 ayri ele alinmistir. Veriler bir form araciligi ile dért ayri
lisedeki 98 kiz 118 erkek olmak iizere toplam 216 &grenciden toplanmistir. Arastirmanin verileri
SPSS 13 paket programinda kaykare analizi ile incelenmistir. Arastirmanin bulgularina gore
ogrencilerin Miisbet ve Dogal Bilimlerini tercih etme durumlarinin okul tiirtine, genel akademik
not ortalamasina, matematik ve fen bilimleri dersleri not ortalamalarmma goére farklilastig
goriilmiistiir. Miihendislik Uretim ve Yap1 Bilimlerini tercih etme durumlari ise cinsiyet, okul ve
fen bilimleri not ortalamalarina gore degismektedir. Bulgular, sosyal bilissel kariyer kurami ve
alanyazin 15181nda tartisilmis ve kariyer psikolojik danigmanlig1 agisindan dnerilere yer verilmistir.

Anahtar kelimeler: Fen, teknoloji, Matematik ve Miihendislik, ortadgretim 6grencileri, kariyer
psikolojik danigsmanligi

! Bahgesehir Universitesi, e-mail: fidan.korkut@es.bau.edu.tr
2 Anadolu Universitesi, e-mail: beraslan@anadolu.edu.tr
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STEM Areas: Choice or Not to Choice

Submitted by 08.06.2017 Accepted by 18.01.2018 Research Paper

Abstract

The purpose of this study was to examine possible factors influencing the selection of
Science, Technology, Enginering and Mathematic (STEM) related university study areas
according to International Standard Classification of Education (ISCED). According to ISCED,
two of the eight education areas are related with STEM: Positive and Natural Science (PNS) and
Enginering, Production and Structure (EPS). Because of that these two areas were investigated
seperately. Among the factors considered possibly significant were gender, school type, and
cumulative grade point average. The respondents in this investigation were 216 high school 11th
grade students from four high schools (98 female, 118 male). Data were collected through the use
of a survey form used to record demographic information as well as self-reported preferences for
these STEM related two fields of university study. The resulting survey data were subjected to a
chi-squared test analysis using SPSS 13. According to the findings, it was found that except
gender, other variables were significant factors to consider for PNS areas. On the other hand
except cumulative grade point average other variables were significant factors to consider for EPS
areas. These findings were discussed in light of current literature and implications for counseling
were offered.

Keywords: Secondary education students, preference of STEM areas, career counseling
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Giris

Universite egitimi almay1 diisiinen lise 6grencileri arasinda hangi egitim alanlarina
yoneleceklerine karar vermek Onemli bir konudur. Bdylece hangi kariyer alanlarina
yoneleceklerini belirledikleri lise egitimi boyunca &grencilere verilecek kariyer psikolojik
danisma hizmetlerinde egitim alanlarina ayr1 bir yer verilmesi gerektigi diistiniilmektedir.
Tiirkiye’de egitim alanindaki siniflandirmada Uluslararasi Standart Egitim Siniflamasi
(ISCED-International Standard Classification of Education) kullanilmaktadir. Bu siniflamaya
gore toplam sekiz egitim alani bulunmaktadir: Egitim; insani bilimler ve sanat; sosyal
bilimler, is yonetimi ve hukuk; miisbet ve dogal bilimler; miihendislik, iiretim ve yapi; ziraat,
ormancilik, su driinleri ve veterinerlik, saglik ve sosyal hizmetler ve son olarak hizmetler.
Lise ogrencileri ile ilgili yapilan bir ¢alismada 6grencilerin en ¢ok tercih ettikleri ilk {i¢ egitim
alanmin, “miihendislik, tiretim ve yap1 alan1”, “saglik ve sosyal hizmet alan1” ile “sosyal
bilimler is yonetimi ve hukuk alanlari” oldugu goriilmiistiir (Eraslan-Capan ve Korkut-Owen,
2017). Sozii edilen ¢alismada miihendislik iiretim ve yap1 alaninin en fazla sec¢ilmek istenen
egitim alani oldugu goriinmektedir. Miithendislik tiretim ve yap1 alanlar ile ilgili boliimler Fen
Bilimleri, Teknoloji, Miihendislik ve Matematik (FeTeMM) alanlar1 igine girmektedir.
FeTeMM, Ingilizce alan yazinda fen bilimleri, teknoloji, miihendislik ve matematik
sozciiklerinin Ingilizcelerinin (Science, Technology, Engineering and Mathematics) ilk
harflerinden olusturulan STEM alanlar1 kavrami olarak adlandirilmaktadir (Jones, 2014).
Miihendislik, tiretim ve yap1 alant disinda FeTeMM alanlarina giren diger egitim alani ise
miisbet ve dogal bilimler alamidir. Bu caligma lise Ogrencilerinin FeTeMM alanlarini

tercihlerinin farkli degiskenlere gore degisip degismedigini incelemek icin yapilmistir.



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 1-32
DOI: 10.18039/ajesi.393870

FeTeMM Alanlariin Onemi

Amerika gelecekte FeTeMM’e yonelik is alanlarinin artacagi ve bu alan mezunlarina
ihtiya¢ olacagi konusunda bildirimlerde bulunmaktadir (Carnevale, Melton ve Smith 2011,
Jones, 2008; National Science Board, 2002). Nixon, Meikle ve Borman da (2007), gelecekte
miithendislik ve bilgisayarla ilgili mesleklere daha ¢ok gereksinim olacagini dngormektedirler.
Gelecege yonelik mesleki Ongoriilerin gelecek yillarda planlanan biiyiik teknolojik
yeniliklerin FeTeMM alanlarinda yapilacak c¢alismalara ve gelismelere bagli olmasinin
(Adkins, 2012) pay1 oldugu diisiiniilmektedir.

Gelecekte planlanan gelismelere paralel olarak uluslararasi arenada FeTeMM
alanlarinda  6grenim  gorenlerin  sayilarinin  artirnlmasma acil  gereksinim  oldugu
belirtilmektedir (Archer, DeWitt ve Dillon, 2014). Bununla birlikte Amerika’da matematik ve
fen bilimleri alanlarina ilginin olduk¢a az oldugu belirtilmektedir (Stevenson, 2014). Bu
konuyla ilgili yapilan arastirmalar Amerika’nin teknolojik ve endiistriyel gereksinimlerine
yetecek kadar FeTeMM alanindan eleman yetistiremedigini gostermektedir (Moakler ve Kim,
2014). Ingiltere’de ayn1 sorunla yiizlesmekte olup, is diinyasinda FeTeMM alan1 mezunlarina
ithtiyacin oldukg¢a fazla olmasina ragmen genglerin bu alana fazla ilgi gostermedikleri rapor
edilmektedir (Hutchinson, 2012). Tiirkiye’de bu konuda yapilmis ¢alismalara rastlanmamakla
birlikte, FeTeMM alanlarina yonelik dikkatin arttigina iliskin baz1 gelismeler bulunmaktadir.
Dinger (2014), gelecegin ekonomisinin bilgi ve yeni fikirlerin uygulamaya gecirilmesi
tizerinde sekillenecegine ve bunun sonucu olarak FeTeMM alanlarina 6zgii becerilerin hemen
hemen tiim islerde gerekli olacagina vurgu yapmaktadir. Bu anlamda Tiirk Sanayicileri ve
Isadamlar1 Dernegi (TUSIAD) Tiirkiye’de is diinyasinin hedeflerine ulasmak igin
gelistirilmesi gerekli egitim alanlarinin ve becerilerin basinda FeTeMM alanlarinin ve bu
alanlar kapsamina giren becerilerin geldigini vurgulamaktadir (TUSIAD, 2014). Bu nedenle
dernek 2014 yilinda is diinyas1 temsilcileri, 6grenciler, egitimciler ve politika yapicilarin

4
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katildig1 STEM Zirvesi ad1 altinda bir toplant: diizenlemistir (TUSIAD, 2014a). Bir yil sonra
Bahgesehir Universitesi tarafindan FeTeMM Egitiminin ana tema oldugu Uluslararasi
Egitimde Yeni Trendler Konferans: diizenlenmistir (Bahgesehir Universitesi, 2015). Sonug

olarak Tiirkiye’de de FeTeMM alaninin 6nemi anlasilmaya baslanmistir.

Kariyer Secimini Etkileyen Etmenler

Super, Ginzberg, Holland gibi kuramcilar kariyer se¢iminde pek ¢ok etmenin rol
oynadigim1  belirtseler de, bu etmenlerin neler oldugu konusunda fikir birligi
bulunmamaktadir. Ornegin Savickas (1991) bireyin yetenekleri, ilgileri, degerleri, ailesi,
kiiltiiri ve sosyal ¢evresinin kariyer secimindeki temel etmenler oldugunu savunmaktadir.
Bandura, Barbanaelli, Caprara ve Pastorelli (2001) ise yagam alani, kisisel 6zellikler ve egitim
gibi etmenlerin bireylerin kariyer se¢imini etkiledigini belirtmektedirler. Kuzgun (2004)
yetenek, ilgi, deger vb. gibi psikolojik faktorlerin ve sosyoekonomik diizey, aile iliskileri,
cinsiyet vb. gibi sosyal faktorlerin meslek se¢imini etkiledigini belirtmektedir. Korkut-Owen
(2008) ise bireyin ilgi, yetenek, deger, kisilik, deneyimleri gibi bireysel 6zelliklerinin;
ailesinin Ozellikleri, i¢inde yasadig kiiltiirlin meslekleri algilamalar1 ve medya gibi sosyal
Ozelliklerinin; i¢inde yasadigi lilkenin yonetim bicimi, egitim ve simnavla ilgili sistemleri, is
bulma olanaklar1 gibi politik, ekonomik, yasal ve sisteme iliskin 6zelliklerinin ve saglik
kosullari, dogal olaylar, beklenmedik karsilagsmalar gibi sans etmenlerinin etkilesiminin
mesleki se¢imini etkiledigini savunmaktadir. Bu konuda alan yazinda ayrintili yordama
caligmalar1 heniiz olmasa da yapilan bazi ¢calismalarda kariyer/bolim se¢meyi etkileyen bazi
etmenler belirlenmeye calisilmistir. Yapilan ¢alismalarda cinsiyetin roliine dikkat cekilerek
kadinlarin geleneksel olan mesleklere, erkeklerin ise geleneksel olmayan mesleklere daha ¢ok
yoneldikleri belirtilmektedir (Frolian, 2010). Aile faktoriiniin de meslek se¢iminde oldukca
etkili oldugu (Clutter, 2010), ailelerin sosyal smif 6zelliklerinin ¢ocuklarinin mesleki ve

5
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egitsel isteklerini, ilgilerini etkiledigi belirtilmektedir (Schoon ve Parsons, 2002). Tiirkiye’de
cocuklarin meslek se¢iminde ailenin etkisiyle ilgili benzer sonuglar gostermektedir (Akbayrr,
2003; Bahar, 2002; Erden, 1995). Sahin, Zoraloglu ve Sahin’in (2011) calismalarinda
tiniversite dgrencilerini boliim tercihlerinde en popiiler faktorlerin okuduklari alani sevme ve
is bulma kolaylig1 oldugu tespit edilmistir. Bir baska caligmada iiniversite Ogrencilerinin
boliim se¢gme nedenlerinin basinda alana duyulan ilgi, alinan puanin bu boliime yetmesi,
alanin kisilik 6zelliklerine uygunlugu ve is bulma olanaginin yiiksekligi olarak saptanmistir
(Korkut-Owen, Kepir, Ozdemir, Ulas ve Yilmaz, 2012). Ilgili ¢alismalar belli egitim
alanlarint1 se¢gmenin ya da se¢meyi diislinmenin baz1 degiskenlere gore degistigini
gostermektedir.

Alanyazina gore iiniversite egitimi aliman alanin cinsiyete gore farklilastig
gdzlenmektedir. Ekonomik Isbirligi ve Kalkinma Teskilat1 (OECD) iilkelerinde kadinlar,
mesleki alanlarini daha ¢ok kadinlara 6zgii oldugu diisiiniilen alanlardan segtigi (Severiens ve
ten Dam, 2012), ABD’de de benzer geleneksel tercihlerin yapildigi (Griffith, 2010)
belirtilmektedir. Amerikan Ulusal Bilim Vakfi’in (National Science Foundation, 2013)
raporuna gore kadinlar hala geleneksel mesleklerden olan hemsirelik, psikologluk gibi
alanlar1 daha fazla; matematik, bilgisayar bilimleri ve miihendisligi gibi alanlar1 daha az tercih
etmektedirler. Ulkemizde yapilan calismada egitim, insani bilimler ve sanat ile saglik ve
sosyal hizmetler gibi alanlarda agirlikli olarak kiz 6grencilerin, miithendislik, tiretim ve yap,
Ziraat, ormancilik, su {irtinleri ve veterinerlik ile hizmetler alanlarinda ise tutarli bi¢imde
erkek ogrencilerin baskin olduklar1 goriilmiistiir. Miisbet ve dogal bilimler, sosyal bilimler is
yonetimi ve hukuk alanlarinda ise cinsiyetler arasi farkin neredeyse kapanmak iizere oldugu
saptanmistir (Korkut-Owen ve digerleri, 2014). Baska bir calismada ise FeTeMM alanlar

acisindan kadinlarin dogal bilimleri, matematik ve istatistik alanlarini, erkeklerin ise
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bilgisayar ve miihendislik alanlarini agirlikli olarak tercih ettikleri goriilmektedir (Korkut
Owen ve Mutlu, 2016). Dolayisiyla cinsiyetlere gore segilen alanlar farklilagsmaktadir.

Yapilan aragtirmalara gére mezun olunan okul tiirli, tiniversitede devam edilecek
boliimiin se¢imini etkilemektedir. Yapilan arastirmada fen lisesi mezunlarinin daha ¢ok tip,
dis ve eczacilik fakiiltelerine; genel lise mezunlarinin ise agirlikli olarak fen-edebiyat
fakdiltesi, egitim fakiiltesi ve iktisadi ve idari bilimler fakiiltelerinde 6grenim gordiikleri
bulgulanmistir (Ayik, Ozdemir ve Yavuz, 2007). Mesleki karar vermenin ve mesleki
kararsizligin da devam edilen okul tiirline gore degistigini, meslek lisesine devam eden
Ogrencilerin kariyer kararsizlig1 genel liseye devam eden 6grencilerden yiiksek bulunmustur
(Oztemel, 2012). OSYM 2016 Kilavuzunda liseler genel liseler ve meslek liseleri olarak iki
gruba ayrilmistir. Dolayisiyla mezun olunan lise boliim tercihlerini etkilemektedir.

Akademik basarinin etkisi tlizerine yapilan bir ¢alismada, Anadolu Lisesi
ogrencilerinin ortadgretimdeki alan derslerindeki (fizik, kimya, biyoloji, matematik, geometri)
akademik basar1 ile OSS’deki alt testlerdeki bagar1 arasinda orta diizeyde pozitif anlamli bir
iligki bulunmustur. Akademik basarisin1 kotii algilayanlarin kariyer karar verme giigliigiiniin
akademik basarilarini 1yi algilayanlarinkinden ytiksek bulunmasi (Bacanli, 2012) da mesleki
karar vermede akademik basarinin etkili oldugunu gostermektedir. Akademik basarinin en
Oonemli Olgiitlerinden birisi not ortalamasidir. Eraslan-Capan ve Korkut-Owen (2017)
tarafindan yapilan bir ¢alismada not ortalamalar1 farkli olan lise 6grencileri arasinda, sekiz
egitim alam i¢inde sadece saglik ve sosyal hizmetler alanin1 se¢gmeyi diisiinme konusunda
anlamli fark bulunmustur. Ogrencilerin genel not ortalamalarinin {iniversite egitimi igin
FeTeMM alanlarina yonelmeyle iliskisi oldugunu belirten caligmalar vardir (Bonous-
Hammarth, 2000; Chen ve Weko, 2009). Bunun yanisira FeTeMM alanin1 segmeyi etkileyen
en O6nemli degiskenlerden birisinin matematik (Bonous-Hammarth, 2000; Crisp, Nora, ve

Taggart, 2009; Moakler ve Kim, 2014; Porter ve Umbach, 2006; Robinson, 2003; Simpson,



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 1-32
DOI: 10.18039/ajesi.393870

2001; Wang, 2013) digerinin ise fen derslerindeki basar1 oldugunu (Robinson, 2003; Seymour
ve Hewitt, 1997, Wang, 2013) gosteren arastirmalar bulunmaktadir. Baska calismalarda
matematik ve fen bilimleri basarisinin birlikte FeTeMM alanina yonelmeyi ¢ok daha giiclii
olarak belirledigi bulunmustur (Crisp, Nora ve Taggart, 2009; Michigan State University,
2010; Porter ve Umbach, 2006, Wang, 2013).

Bu aragtirmanin amaci, 11. smif ogrencilerinin FeTeMM alanlarin1 tercih etme
durumlarinin cinsiyete, okul tiirline, genel not ortalamasina, matematik dersi not ortalamasi ve
fen dersleri not ortalamasina gore farklilasip farklilagsmadigini tespit etmektir. Bu amagla
Uluslararas1 Standart Egitim Siniflamasi’na gore (International Standard Classification of.
Education — ISCED) FeTEMM alanlarini kapsayan miisbet ve dogal bilimler ile miihendislik,
tiretim ve yap1 bilimleri ayr1 ayri ele alinmistir. Buna dayali olarak aragtirmanin problemleri
asagidaki gibidir.

1. 11. siif 6grencilerinin miisbet ve dogal bilimleri tercih etme durumlar cinsiyetleri,
genel not ortalamasi, matematik dersi not ortalamasi, fen dersleri (fizik, kimya,
biyoloji) not ortalamalar1 ve okul tiiri degiskenlerine gore farklilagsmakta midir?

2. 11. simif 6grencilerinin mithendislik alanlarini tercih etme durumlari cinsiyetleri, genel
not ortalamasi, matematik dersi not ortalamasi, fen dersleri (fizik, kimya, biyoloji)

not ortalamalar1 ve okul tiirii degiskenlerine gore farklilagsmakta midir?

Yontem

Calisma Grubu

Aragtirmanin ¢alisma grubu, I¢c Anadolu Bolgesindeki orta dlgekli bir sehirdeki dort
ayr1 orta 6gretim kurumundan toplam 98’1 kiz, 118’si erkek olmak iizere 216 on birinci sinif

ogrencisinden olusmaktadir. Not ortalamalarini yazmayan 6grenciler oldugu i¢in genel (n:
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203), matematik (n: 198) ve fen bilimleri (n: 194) calisma grubu sayilar1 farklilagmaktadir.

Tablo 1°de katilimcilarin 6zellikleri sunulmaktadir.

Tablo 1

Calisma Grubu

Degiskenler Frekans Yiizdeler
Cinsiyet Kiz 98 45.4
Erkek 118 54.6
Okul Okul 1 Mes. ve Tek. AL. 69 31.9
Okul 2. A. L. 66 30.6
Okul3. A. L 27 12.5
Okul 4. Sosyal B L 54 25
Genel not ortalamasi 69 ve agagisi 48 23.6
70-84 111 54.7
85-100 44 21.7
Matematik not ortalamasi 69 ve agagisi 90 45.5
70-84 68 34.3
85-100 40 18.5
Fen not ortalamasi 69 ve agagisi 81 41.8
70-84 86 44.3
85-100 27 13.9
Miisbet ve Diigtiniiyorum 63 29.2
dogal bilimleri diisiinme Diigiinmiiyorum 110 50.9
Kararsizim 43 19.9
Miihendisligi diisiinme Diigtiniiyorum 108 50.0
Diigiinmiiyorum 65 30.1
Kararsizim 43 19.9

Veri Toplama

Verilerin mesleki karar verme asamasia en yakin olan son smif Ogrencilerinden
toplanmas1 amaclanmistir. Ancak son sinif 6grencilerinin liniversite sinavlarina hazirliklarinin
yogunlugu nedeniyle ¢alismaya katilmadiklarindan dolay1 veriler liseden mezuniyetlerine kisa

bir zaman kalan on birinci sinif 6grencilerinden toplanmistir.

Veri toplama araci

FeTeMM Alanlarint Diisiinme Formu:  Formda Uluslararasi Standart Egitim

Swniflamasi’'nda  (International Standard Classification of Education— ISCED) vyer alan
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FeTEMM alanlarini kapsayan Miisbet ve Dogal Bilimleri ile Miihendislik, Uretim ve Yapi
Bilimleri egitim alanlarini {iglii (diistinliyorum, kararsizim, diistinmiiyorum) dereceleme ile
degerlendirmeleri istenmistir. Ogrencilere bu alanlarin hangi boliimleri igerdiklerini belirten
yazili kisa bilgi de saglanmistir. Ayrica demografik olarak dgrencilerin cinsiyetleri, okullari,
genel not ortalamalar1, matematik ve fen bilimleri not ortalamalar1 da sorulmustur. Ogrenciler,
onceki doneme ait olan genel akademik not ortalamalarini (GNO), matematik dersi not
ortalamalarint (MNO) ve fen dersleri not ortalamalarint (FNO) yiizlik sisteme gore
yazmiglardir. Ardindan not ortalamalar1 besli sisteme gore kodlanmistir. Kodlama sirasinda
not ortalamalar1 69 ve altinda olan &grencilerin sayisinin az olmasi nedeniyle bu gruptakiler
basar1 ortalamasi diisiik olan grup olarak ele alinmistir. Ardindan not ortalamasi1 70-84 olanlar
ikinci grup, 85-100 not ortalamasi olanlar son grup olarak kodlanmistir. Okul tiiri
degiskeninde ise Okul 1 yiiksek puanla 6grenci alan Mesleki ve Teknik Anadolu Lisesi iken,
Okul 2 olarak kodlanan Anadolu Lisesi, Okul 3 olarak kodlanan Anadolu Lisesine gore yatilt
diisiik puanla 6grenci alan, 6grenci sayist gorece fazla olan yatili bir okuldur. Okul 4 ise
2014-2015 yilinda Anadolu Ogretmen Lisesinden Sosyal Bilimler Lisesine doniistiiriilen bir

okuldur.

Islem
Veriler arastirmaci tarafindan 2015-2016 bahar dénemi Nisan ay1 ig¢inde iki haftada

toplanmustir.

Verilerin Analizi

Arastirma kapsamindaki verilerin analizinde kaykare analizi kullanilmistir. Kaykare
analizi iki ya da daha fazla sayidaki kategorik degisken arasindaki farki anlamak {izere
yapilan parametrik olmayan bir istatistik tiiriidiir (Gay ve Airasian, 2000, s. 502). Bu

10
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aragtirmada kullanilan veriler smiflama diizeyinde oldugundan iki kateorik degisken
arasindaki farkin incelenmesi amaciyla bu analiz tercih edilmistir. Analizler SPSS 13 aracilig1

ile yapilmustir.

Bulgular

Bulgular, aragtirmanin iki temel problemine dayali olarak Miisbet ve Dogal Bilimler

ile Miihendislik Uretim ve Yap1 olmak iizere iki ana baslik altinda sunulmustur.

Miisbet ve Dogal Bilimler Alanlarina liskin Bulgular

Tablo 2’de 11. smif Ogrencilerinin miisbet ve dogal bilimler alanimna yonelik
tercihlerinin cinsiyet, genel akademik not ortalamasi, matematik dersi not ortalamasi, fen
dersleri not ortalamalar1 ve okul tiirii degiskenlerine gore degisip degismedigini anlamak i¢in

yapilan kaykare analizi sonuglar1 sunulmaktadir.

Tablo 2
Miisbet ve Dogal Bilimler Alamni Se¢meyle Ilgili Cinsiyet, Okul, GNO, MNO ve FNO

Degiskenlerine Iliskin Kay Kare Testi

Gruplar Cinsiyet Toplam X2 sd p
Kadin Erkek
Diisiiniiyorum 28 35 63
Diisiinmiiyorum 48 62 110 .73 2 .69
Kararsizim 22 21 43
Toplam 98 118 216
GNO
--69 70-84 85-100 Toplam
Diisiiniiyorum 7 40 14 61
Diisiinmiiyorum 32 52 16 100 14.63 4 .006
Kararsizim 8 19 15 42
Toplam 47 111 45 203
MNO
--69 70-84 85-100 Toplam
Diisiiniiyorum 18 29 13 60
Diisiinmiiyorum 57 26 13 96 18.91 4 .001

11
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Kararsizim 15 13 14 42
Toplam 90 68 40 198

FNO

--69 70-84 85-100 Toplam
Diisiiniiyorum 13 34 13 60
Diisiinmiiyorum 49 35 8 92 16.25 4 .003
Kararsizim 19 17 6 42
Toplam 81 86 27 194

Okul

o1 02 o3 04 Toplam

Diisiiniiyorum 9 25 9 20 63
Diisiinmiiyorum 48 33 11 18 110 23.01 6 .001
Kararsizim 12 8 7 16 43
Toplam 69 66 27 54 206

Yapilan kaykare analizlerine gore, 6grencilerin miisbet ve dogal bilimleri tercih etme
durumlar cinsiyete gore farklilasmadigr (X?=.73, df=2, p>.69), ancak genel not ortalamalari
(X?=14.63, df=4, p<.006), matematik not ortalamalar1 (X?>=18.91, df=4, p<.001), fen dersleri
not ortalamalar1 (X?=16.25, df=4, p<.003) ve okul tiirleri (X?>=23.01, df=6, p<.001) agisindan
istatistiksel olarak manidar bi¢imde farklilastigi goriilmektedir. Tabloya bakildiginda genel
not ortalamast 85-100 arasinda olanlarin miisbet ve dogal bilimleri tercih etme anlaminda ii¢
gruba nerdeyse esit dagildiklar1 goriilmiisken not ortalamasi 70-84 arasinda olanlarla, 69 ve
daha diisiik olanlar arasinda tercih etmeyenlerin daha fazla olduklari goriilmektedir.
Kararsizlar ve bu alan1 segmeyi diisiinenler arasinda not ortalamas1 70-84 puan olanlar daha
fazla goriilmektedir. Matematik not ortalamasi 85-100 arasi olanlarin da miisbet ve dogal
bilimleri se¢gmeyi diisiinme anlaminda ii¢ gruba nerdeyse esit dagildiklar1 goriilmiisken not
ortalamasi1 70-84 arasinda olanlarin % 45’inin bu alan1 segmeyi diisiindiigii, not ortalamas1 69
ve daha diisiik olanlarin yaklasik %65’inin diisiinmedigi anlasilmaktadir. Miisbet ve dogal
bilimleri se¢meyi diisiinenler arasinda en biiylik oran matematik not ortalamalar1 70-84
arasinda olanlardadir. Fen dersleri not ortalamalari agisindan bakildiginda 85-100 arasi
olanlarin yarisinin miisbet ve dogal bilimlerini segmeyi diisiindiigli, not ortalamas1 69 ve daha
diisiik olanlar arasinda olanlarin %60’1inin diisiinmedigi anlasilmaktadir. Bu degiskende de

miisbet ve dogal bilimleri segmeyi en fazla diisiinenler not ortalamalari 70-84 arasinda
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olanlardir. Okul 1 olan Mesleki ve Teknik Anadolu Lisesi Ogrencileri arasinda miisbet
bilimler alanin1 se¢gmeyi diisiinmeyenlerin orani yaklasik %70 iken, diisiik not ortalamasi ile
ogrenci alan Anadolu Lisesi olan Okul 2’deki 6grencilerin yarisi, Okul 3dekilerin %40°’1 bu
alan1 segmeyi diisinmemektedir. Ayrica Sosyal Bilimler Lisesi olan Okul 4’deki 6grencilerin
de %40’1 bu alan1 segmeyi diisiinmektedirler. Bu alan1 segmeyi diisiinenlerin Okul 4 ile Okul

2’ deki 6grenciler arasinda daha fazla oldugu goriilmektedir.

Miihendislik, Uretim ve Yap1 Bilimleri Alanlarina iliskin Bulgular

Tablo 3’de 11. smif O&grencilerinin miihendislik bilimlerini se¢meyi diigiinme
durumlarinin cinsiyetleri, genel akademik not ortalamasi, matematik dersi not ortalamasi, fen
dersleri not ortalamalar1 ve okul tiirleri degigskenlerine gore degisip degismedigini anlamak
i¢cin yapilan kay kare analizi sonuglari sunulmaktadir. Yapilan kay kare analizlerine gore
miithendislik, iiretim ve yap1 bilimlerini se¢meyi diisiinme durumlari genel not ortalamalarina
gore farklilasmadign (X?=7.5, df=4, p>.11) gorilirken, cinsiyetleri (X?=22.42, df=2,
p<.0001), matematik not ortalamalar1 (X?>=12.97, df=4, p<.01), fen dersleri not ortalamalari
(X?=14.29, df=4, p<.006) ve okullarina gore (X*=22.06, df=6, p<.001) istatistiksel olarak
manidar sekilde farklilastigi goriilmektedir. Tabloya bakildiginda bu alani se¢meyi
diisinenlerin tigte ikisinin erkek 6grenci, tligte birinin kiz 6grenci oldugu goriilmektedir. Erkek
ogrenciler kendi iclerinde karsilastirildiklarinda da {igte ikisinin bu alana yonelmek istedigi
anlasilmaktadir. Kararsizlar arasinda da erkeklerin sayist1 kizlara gore daha fazla
goriilmektedir. Matematik not ortalamasi agisindan bakildiginda, not ortalamasi 85-100
arasinda olanlarin yaklasik %63’iiniin, 70-84 arasinda olanlarin % 53’iiniin, 69 ve daha
asagida olanlarin  %48’inin miihendislik, liretim ve yapi bilimlerini se¢cmeyi diisiindiikleri
goriilmektedir. Diisiinmeyenler arasinda en yiiksek oran % 63 ile not ortalamasi1 69 ve daha
asagida olanlardadir.

13
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Tablo 3
Miihendislik bilimleri Alamini Se¢meyle Ilgili Cinsiyet, Okul, GNO, MNO ve FNO

Degiskenlerine Iliskin Kay Kare Testi

Gruplar Cinsiyet Toplam X2 sd p
Kadin Erkek
Diisiinityorum 39 76 115
Diisiinmiiyorum 49 23 72 22.42 2 .0001
Kararsizim 10 19 29
Toplam 98 118 216
GNO
--69 70-84 85-100 Toplam
Diisiiniiyorum 20 63 24 107
Diisiinmiiyorum 21 26 12 59 7.5 4 A1
Kararsizim 6 22 9 37
Toplam 47 111 45 103
MNO
--69 70-84 85-100 Toplam
Diisiiniiyorum 44 36 25 105
Diisiinmiiyorum 35 14 6 55 12.97 4 .01
Kararsizim 11 18 9 38
Toplam 90 68 40 198
FNO
--69 70-84 85-100 Toplam
Diisiinityorum 35 45 13 101
Diisiinmiiyorum 32 12 9 53 14.29 4 .006
Kararsizim 14 21 5 40
Toplam 81 86 27 194
Okul
o1 02 03 04 Toplam
Diisiiniiyorum 37 30 8 38 113
Diisiinmiiyorum 16 29 14 10 69 22.66 6 .001
Kararsizim 16 7 5 6 34
Toplam 69 66 27 54 206

Kararsizlik en fazla not ortalamasi 70-84 arasinda olanlarda goriilmektedir. Fen
dersleri not ortalamasi agisindan bakildiginda not ortalamasi 85-100 arasinda olanlarin
yarisinin, 70-84 arasinda olanlarin % 52’sinin, 69 ve daha asagida olanlarin % 42’sinin
miithendislik, iiretim ve yapi1 bilimlerini segmeyi diisiindiikleri goriilmektedir. Diisiinmeyenler
arasinda en yiiksek oran %60 ile yine not ortalamasi 69 ve daha asagida olanlardadir. Bu
alanda da kararsizlar en fazla not ortalamasi 70-84 arasinda olanlarda goriilmektedir. Okul
1°dekilerin % 54’1, Okul 2’dekilerin % 45°1, Okul 3’dekilerin % 30’u ve Okul 4’dekilerin %

70’1 miithendislik, iiretim ve yap1 alanlarim1 se¢gmeyi planlamaktadirlar. Diisiinenler arasinda
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Sosyal Bilimler Lisesi olan Okul 4 ve Mesleki ve Teknik Lise olan Okul 1°deki 6grencilerin
oran1 daha fazladir ve onu Anadolu Lisesi olan Okul 2 izlemektedir. Bu alani se¢meyi
diisiinmeyenlerin ¢ogu ise Okul 2’deki 6grenciler olarak goriilmektedir. Bu alani segmede
kararsiz olanlarin ise Mesleki ve Teknik Lise olan Okul 1’deki 6grencilerde yiiksek oranda

goriilmektedir.

Tartisma ve Yorum

Tartisma Miisbet ve Dogal Bilimler ile Miihendislik Uretim ve Yap1 olmak iizere iki

ana baslik altinda sunulmustur.

Miisbet ve Dogal Bilimler Alanlarina iliskin Bulgularin Tartisma ve Yorumu

Bu calismada &grencilerin miisbet ve dogal bilimleri segme durumlari cinsiyetlere
gore farklt bulunmamistir. Yapilan onceki ¢alismalarda FeTeMM alanlarindan miisbet ve
dogal bilimler alanindan meslekleri daha ¢ok kizlarin tercih ettigi belirtilmektedir (Barndt,
2014; Beede ve arkadaglari, 2011). Korkut-Owen ve Mutlu’nun (2016) yaptiklar1 arastirma
sonucunda da dogal bilimleri kadinlarin, miisbet bilimleri erkeklerin daha ¢ok tercih ettikleri
belirtilmektedir. Bu ¢aligmada ise miisbet ve dogal bilimler alan1 ayrimlastirilarak degil genel
olarak ele alindigindan, ayrica kadin ve erkeklerin her ikisinin de esit oranda bu alan1 se¢me
egiliminde olduklarindan cinsiyetler acgisindan fark cikmamis olabilir. Ote yandan bu
caligmada cinsiyet degiskeninde fark bulunmamasi1 Korkut-Owen, Kelecioglu ve Owen (2014)
tarafindan yapilan ¢alismadaki bulgularla ortiismektedir. S0zl edilen ¢alismada, miisbet ve
dogal bilimler alanlar1 daha ¢ok erkeklerin agirlikta oldugu bir alan olsa da 2010°dan itibaren
kiz ve erkek Ogrencilerin bu alani tercihleri birbirine ¢ok yakin bir oranda oldugu

bulunmustur.
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Arastirmadan elde edilen bulgulara gore genel not ortalamasi farkli olan 6grenciler
arasinda miisbet ve dogal bilimleri tercih etme durumlar farkli bulunmustur. Farkin kaynagini
anlamak i¢in frekanslara bakildiginda genel not ortalamasi 70-84 arasinda olanlarla 69 ve
daha diisiik olanlarin bu alanlar1 se¢meyi diisinmeme egiliminde olduklari, yliksek genel
ortalamasi olan 6grencilerin ise miisbet ve dogal bilimlerini segmeyi diisiinme anlaminda i¢
gruba nerdeyse esit dagildiklar1 goriilmektedir. Bu alani se¢gme konusunda kararsiz olanlarin
¢ogunun genel not ortalamasi 70-84 arasinda oldugu goriilmektedir. Alan yazinda akademik
basarist yiiksek olanlarin FeTeMM alanin1 segtikleri yoniinde bulgular bulunmaktadir (Chen
ve Weko, 2009; Cole ve Espinoa, 2008). Basarili 6grenciler arasinda bu alani diisiinenlerin
licte bir oraninda olmast 6grencilerin yiiksek akademik basari gerektiren baska boliimleri
tercih ettikleri anlamina gelebilir. Miisbet ve dogal bilimleri se¢gmeyi diisiinmeyen ya da
kararsiz olanlarin daha fazla olmasi baska alanlar1 segmeyi diistiniiyor olmalariin yani sira
notlarina giivenmemelerinden kaynaklaniyor olabilir. Arastirmadan elde edilen bulgulara gore
matematik not ortalamasi farkli olan 6grenciler arasinda miisbet ve dogal bilimleri tercih etme
durumlart anlaminda fark bulunmaktadir. O’Connor, Gambrell ve Pulvermacher (2015)
FeTeMM alanlarin1 tercih etmek isteyen 6grencilerin daha disiplinli akademik ¢alisma i¢inde
olmalarina gereksinim duyulduguna ve matematik ve fen derslerine yonelik bilgilerinin ve
notlariin yliksek olmasi1 beklendigini ifade etmektedirler. Bu da farkli not ortalamalari
olanlarin farkli diisiinmelerini agiklayabilir. Matematik not ortalamasi yliksek olanlarin bu
alan1 se¢meyi diisiinen, diistinmeyen ve kararsiz olan gruplar arasinda yaklasik olarak esit
dagilmistir. Bunun nedeni, matematik not ortalamasi yliksek olanlarin farkli FeTeMM
alanlarin1 ya da tamamen farkli alanlar1 tercih etmeleri olabilir. Matematik not ortalamasi
diisiik olanlarin ise biiyiik oranda bu alami tercih etmemelerinin nedeni, miisbet ve dogal
bilimlerin, iiniversite sinavinda matematik agirlikli sorular yapmay1 gerektiren alanlar olmasi

olabilir. Miisbet ve dogal bilimleri en fazla tercih edenlerin matematik not ortalamasi1 70-84
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arasinda olanlardan olugmasi ise bu alana giren bdliimlerin {iniversite sinavi basari
siralamasinin orta diizeyde olusu ve orta diizeyde matematik basarisi olanlarin bu boliimlere
girebilmeleri ile agiklanabilir. Aragtirmadan elde edilen bulgulara gore fen not ortalamasi
farkli olan 6grenciler arasinda da miisbet ve dogal bilimleri segme durumlari anlaminda fark
bulunmaktadir. Fen not ortalamasi tarkli olan gruplarin miisbet ve dogal bilimleri tercih etme
egilimleri matematik not ortalamasindakine biiyiik benzerlik gostermektedir. O nedenle
yorumlar da benzer olarak yapilabilir.

Arastirmadan elde edilen bulgulara gére devam ettikleri okullar: farkli olan 6grenciler
arasinda miisbet ve dogal bilimleri tercih etme anlaminda fark bulunmaktadir. Mesleki ve
Teknik Anadolu Lisesi olan Okul 1’deki 6grencilerin biiyiikk cogunlugunun bu alani tercih
etmemesi, okullarinin daha ¢ok bilgisayar ve teknik konulara yonelik derslere agirlik vermesi
ile aciklanabilir. Diislik ortalama ile 6grenci alan Okul 2 ile sosyal bilimler agirlikli egitim
veren Okul 4 6grencileri arasinda bu alani tercih edenlerin daha fazla oldugu goriilmektedir.
Akademik olarak daha basarili 6grencileri kabul eden Okul 3’teki 6grencilerin ise sadece licte
biri bu alan1 segmeyi planlamaktadir. Bu durum Eraslan Capan ve Korkut Owen’in (2017)
yaptiklar1 aragtirmada Anadolu Lisesi 6grencilerinin daha ¢ok miisbet ve dogal bilimler
alanini segme egiliminde olduklart sonucu ile ortiigiirken Sosyal Bilimler Lisesi 6grencilerinin
yarisinin bu alani tercih ettikleri sonucu ile ortismemektedir. Anadolu Liselerinde verilen
matematik ve fen agirlikli egitimin tiniversite sinavinda MF agirlikli puan gerektiren miisbet
ve dogal bilimler alanina girmeyi kolaylastiracagi, bu nedenle Anadolu Lisesi 6grencilerinin
bu alan1 daha ¢ok tercih ettikleri diistintilmektedir. Agirlikli olarak sosyal igerikli derslerin
verildigi Sosyal Bilimler Lisesi o6grencilerinin biiyiikk cogunlugunun MF agirlikli puan
gerektiren miisbet ve dogal bilimler alanin1 segmek istemeleri ise bastan sasirtic1 gelmektedir.
Bu lise, 2014-2015 egitim-6gretim yilinda MEB Yonetmeligi (MEB, 2014) uyarinca

Anadolu Ogretmen Lisesinden Sosyal Bilimler Lisesi’ne déniistiiriilmiistiir. Dolayisiyla bu
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bulgu, Okul 4’den veri toplanan 11. smmif &grencilerinin eski Anadolu Ogretmen Lisesi
ogrencileri olmalar1 ve mezun oluncaya kadar matematik, fen agirlikli dersler almalari

nedeniyle miisbet ve dogal bilimler alanlarin1 segmek istemeleri ile aciklanabilir.

Miihendislik, Uretim ve Yap: Bilimleri Alanlarmna iliskin Bulgularin Tartisma ve

Yorumu

Bulgulara gore cinsiyetleri farkli olan 6grenciler arasinda mithendislik, {iretim ve yapi
bilimlerini se¢gmeyi diisinme anlaminda fark oldugunu gostermektedir. Frekanslara
bakildiginda erkek Ogrencilerin bu alan1 se¢meyi kizlardan daha fazla diistindiikleri
goriilmektedir. Ayrica erkeklerin de kendi iglerinde {iigte ikisinin miihendisligi planladigi
goriilmektedir. Yapilan diger g¢alismalarda da miihendislik alanina daha ¢ok erkeklerin
egilimli olduklar1 (Barndt, 2014; Beede ve arkadaslari, 2011; Korkut-Owen, Kelecioglu ve
Owen, 2014; Korkut-Owen ve Mutlu, 2016) bulunmustur. Bu egilim, OECD iilkelerindeki
(Severiens ve ten Dam, 2012) ve ABD’deki egilimlerle (Griffith, 2010; Scutt, Gilmartin,
Sheppard ve Brunhaver, 2013) paralellik gostermektedir. Eraslan Capan ve Korkut-Owen
(2017) tarafindan yapilan bir ¢calismada erkeklerin tigte ikisinin kizlarin ise sadece iigte birinin
miihendislik alanmi tercih ettiklerine iliskin bulgular elde edilmistir. Kararsizlar arasinda
erkeklerin daha fazla oldugu goriilmektedir. Bunun nedeni iilkemizde 2002-2012 yillari
arasinda yapilan ¢alismada (Korkut-Owen, Kelecioglu ve Owen, 2014) erkeklerin
miihendislik yap1 ve tiretim alani disinda ayrica hizmetler, ziraat, ormancilik, veterinerlik ve
su trilinleri gibi alanlara da egilimli olduklar1 dolayisiyla kararsiz olanlarin bu alanlar1 da
tercih edebilecekleri yoniinde agiklanabilir.

Bulgulara gore genel not ortalamasi farkli olan Ogrenciler arasinda miihendislik,
tiretim ve yapi bilimlerini segme durumlar1 anlaminda fark olmadigin1 gostermektedir. Bunun
nedeni asil bu alanlar1 segmeyi en fazla belirleyen notlarin matematik ve fen bilgisi derslerine
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ait olmast olabilir. Bu durum ayrica yiiksek ve diisiik genel not ortalamasina sahip
Ogrencilerin bu alana benzer sekilde yaklastigi seklinde agiklanabilir. Fazla sayida farkl
miihendislik boliimlerinin olmasi ve liniversiteler arasinda miihendislik puan farkinin oldukca
genis olmasindan dolay1 yliksek ve diisiik not ortalamasina sahip 6grencilerin bu alana 6zgii
benzer egilim gosterdikleri sdylenebilir. Bulgulara gore matematik not ortalamas: farkl olan
ogrenciler arasinda miihendislik, {iretim ve yapi bilimlerini tercih etme anlaminda fark
oldugunu gostermektedir. Beklendigi gibi miihendislik ile ilgili alanlar1 segmeyi diistinenlerin
biiyiik ¢ogunlugu not ortalamasi yiiksek olanlar arasindadir. Ardindan notlar1 70-84 olanlarin
yarisindan biraz fazlasinin bu alani tercih ettikleri goriilmiistiir. Matematik not ortalamasi
diisiik olanlarin yaklasik tigte ikisi bu alani segmeyi diistinmemektedir. Bu durum matematik
basarilarinin iiniversite sinavinda bu tip alanlar1 kazanmaya yetmeyecegini diisiinmelerinden
kaynaklaniyor olabilir. Kararsizlarin en fazla matematik not ortalamasi 70-84 arasinda
olanlarda goriinmesinin nedeni bu konudaki basarilarina yeterince giivenmemelerinden
kaynaklanabilir. Bulgulara gore fen not ortalamas: farkli olan Ogrenciler arasinda
miihendislik, iiretim ve yapi bilimlerini tercih etme anlaminda fark oldugunu gostermektedir.
Farklarin kaynaklar1 matematik not ortalamasinda olanlara biiylik benzerlik gostermektedir.
Dolayisiyla yapilacak yorumlar da benzerlik gostermektedir. Miihendislik alanlarnin tercih
edilebilmesi icin {iniversite smavlarinda Ozellikle matematik ve fen bilimlerine iliskin
sorularin ¢ogunun yanitlanmasi gerekliligi 6grencilerin farkinda olduklar1 bir durumdur.
OSYM (2016) verilerine gore miihendislik alanlarmin basari yiizdesi yiiksek oldugundan bu
alanlara ancak matematik ve fen bilimleri basaris1 yiiksek olanlarin girebilecegi sdylenebilir.
Ayrica yapilan caligmalar, FeTeMM alaninin en gii¢lii yordayicilarinin matematik ve fen
bilimleri basarilarinin birlikte oldugu yoniindedir (Tai ve ark., 2006; Wang, 2013).

Bulgulara gore okullari farkli olan 6grenciler arasinda miihendislik, iiretim ve yapi

bilimlerini segme durumlari anlaminda fark oldugunu gostermektedir. Ilging olani okullar
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arasinda mesleki ve teknik lise olan Okul 1 ile sosyal agirlikli egitim veren Okul 4’te okuyan
ogrencilerin bu alan1 segme durumlar1 daha fazladir. Okul 1°deki 6grencilerin yarisindan
fazlasinin, Okul 4°teki Ogrencilerin dortte dglinlin  miihendislik alanlarii1  segmeyi
planladiklar1 goriilmektedir. Okul 4’teki Sosyal Bilimleri Lisesi 6grencilerinin miihendislik
alanim se¢meleri baslangicta sasirtic1 goriinmektedir. Ote yandan miisbet ve dogal bilimlerle
ilgili tartisma kisminda agiklandigi gibi Sosyal Bilimler Lisesi’nden bu g¢alisma igin veri
toplanan dgrencileri eski Anadolu Ogretmen Lisesi dgrencileri olmalari nedeniyle agirlikli
olarak matematik ve fen dersleri almaktadirlar. Dolayisiyla bu 6grencilerin bu sekilde mezun
olacaklarn diisiiniildiiglinde mihendislik alanin1 se¢meleri aldiklar1 egitime uygun se¢im
yaptiklari seklinde degerlendirilmektedir. Okul 1’deki 6grencilerin bu alana egilimli olmalari
bilisim teknolojileri, ucak bakim, endiistri gibi teknik konularda egitim vermesi ile
aciklanabilir. Akademik olarak daha basarili 6grencileri kabul eden Okul 3’teki 6grencilerin
sadece lgte biri mihendislik alanini tercih etmektedirler. Bu bulgu Anadolu Lisesi
Ogrencilerinin daha ¢ok miihendislik boliimiinii tercih ettiklerine iliskin bulguyla (Yelken,
2009) ortiismemektedir ve bu durum yliksek puanla liseye giren ve bulundugu konum olarak
ekonomik durumlart diger okullara gore daha iyi olan 6grencilerin farkli boliimleri tercih
ettikleri anlamina gelebilir. Okul 2’deki 6grencilerin biiyiik ¢ogunlugunun bu alami tercih
etmemeleri, okullarinin digiik akademik ortalama ile 6grenci almasi nedeniyle akademik
basarilarina fazla giivenmemeleri ile agiklanabilir. Kararsizlarin ¢ogunun Okul 1’deki
ogrencilerden olusmasi ise Oztemel’in (2012) arastirma sonuglariyla drtiismektedir. Okul 1’in
Mesleki ve Teknik Lise olmasi nedeniyle 6grencilerin mithendislik bdliimlerine girebilmeyi
saglayan MF alani i¢in gerekli olan matematik ve fen agirlikli dersleri yeterince almamalari

ile agiklanabilir.
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Sonuc¢ ve Oneriler

Bu caligmada mesleki tercih yapma asamasinda olan 11. sinif 6grencilerinin FeTeMM
alanlarin tercih etmelerinin cinsiyet, okul ve akademik basar1 degiskenlerine gore farklilik
gosterip gostermedigi arastirilmistir. Arastirmanin sonuglarina gére miisbet ve dogal bilimleri
tercih eden 6grenciler arasinda cinsiyet agisindan fark bulunmazken, miihendislik iiretim ve
yapt alanlarin1 daha ¢ok erkeklerin tercih etme egiliminde oldugu goriilmiistiir. Bu sonug
kismen de olsa FeTeMM alanini tercih eden erkeklerin agirlikta oldugunu gostermektedir.
Oysa lilkemizde ve diinyada yapilan ¢alismalar FeTeMM alanini secen kizlarin oraninda artis
oldugunu ve gelecekte bu alanlarin is olanaklarinin artacagini vurgulamaktadir (Korkut-
Owen, Kelecioglu ve Owen, 2014; National Science Board, 2002; Nixon, Meikle ve Borman,
2007). Bu nedenle liselerde yapilacak kariyer psikolojik danismanligi/mesleki rehberlik
hizmetlerinde bu konular hakkinda bilgiler verilmesi, bu alanlarda c¢alisan kadin meslek
elemanlarinin model olarak gosterilmesi kizlarin bu alanlara ilgisini artirabilir.

Not ortalamalar1 agisindan ise genel not ortalamasi diisiik ve orta diizeyde olanlarin
miisbet ve dogal bilimleri se¢gmeyi diistinmedikleri, matematik ve fen bilimleri not ortalamasi
orta diizeyde olanlarin bu alani se¢gme egiliminde olduklari, matematik ve fen not ortalamasi
diisiik olanlarin bu alani se¢me egiliminde olmadig1 goriilmiistiir. Mithendislik {iretim ve yap1
bilimlerini tercih etme durumlari genel not ortalamasi agisindan farklilik gostermedigi,
matematik ve fen bilimleri not ortalamasi yliksek olanlarin bu alan1 segmeyi diistindiikleri
diisiik olanlarin ise bu alani segmeyi diisiinmedikleri goriilmiistiir. Genel olarak FeTeMM
alanindaki mesleklerin yiiksek matematik ve fen bilimleri basaris1 gerektirdigi (Porter ve
Umbach, 2006, Wang, 2013) goz oniine alindiginda bu ¢alisma sonuglarnin sasirtict olmadigi
gorilmektedir.

Arastirmanin en ilging bulgusu okul degiskeninde yasanmistir. Mesleki ve Teknik

Lisesi 0grencilerinin, diger liselere gére matematik ve fen agirlikli dersleri daha az agirlikta
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almalarina ragmen tiiniversite sinavinda MF puanli boliimler olan miisbet ve dogal bilimler ile
mithendislik iiretim ve yapi alanlarmi diger okullara gore daha cok tercih ettikleri
goriilmiistiir. Bu durum Mesleki ve Teknik Lisesi 6grencilerinin kariyer secimleri ile ilgili
yanlis karar vermelerine yol agabilir. Ogrencilerin kendi 6zellikleri, mesleklerin 6zellikleri ve
karar verme siireglerinde bilgi ve farkindalik azlig1 bu tiir yanlis se¢imlere neden olmaktadir.
Ayrica 6grenciler arasinda hem miisbet ve dogal bilimler hem de miihendislik {iretim ve yap1
alanin1 segmede kararsiz olanlarin oraninin da olduk¢a fazla oldugu dikkat ¢ekmektedir.
Kendi o6zellikleri ve meslekler konusunda bilgi azlig1 dgrencilerde kararsizlik yagamalarina
neden olabilmektedir. Bu nedenle 6grencilerin meslek se¢imi konusunda saglikli karar
verebilmeleri i¢in kendileri ve mesleklerle ilgili farkindalik gelistirebilecekleri kariyer

psikolojik danismanligi/mesleki rehberlik ¢aligmalarina ihtiya¢ duyulmaktadir.
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Extended Abstract

Among the high school students planning to go to university, deciding which areas to
study is seen as an important issue. Therefore, it is considered that career guidance services
during high school should involve especially educational areas.

Research in Turkey and around the world shows that the demand for professions in
STEM areas, which are science, technology, engineering, and math is low. However, some
studies foresee that individuals graduating from STEM areas will be recruited much more in
the future (Carnevale, Melton and Smith 2011; Jones, 2008; National Science Board, 2002).
Nixon, Meikle and Borman (2007) express that professions related to engineering and
computer will be needed more. It is emphasized in Turkey that STEM areas and the skills
within the scope of these areas should be the primary objective, which is defined by leading
businessmen and women (TUSIAD, 2014). This study sought to determine whether students’
choices of science, technology, math and engineering (STEM) differed in terms of their

gender, school type, GPA, Math averages, and Science averages.
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Method

The participants of this study were composed of a total of 216 11" graders, 98 of

whom were female and 118 were male. The data were obtained using STEM Areas Form.

Findings, Discussion, and Conclusion

According to chi square analyses, participants’ choices of planning to choose positive
and natural sciences didn’t differ in terms of gender (X*=.73, df=2, p>.69); however, it
differed significantly in terms of GPA (X?*=14.63, df=4, p<.006), math averages (X*>=18.91,
df=4, p<.001), science averages (X>=16.25, df=4, p<.003), and school types (X?=23.01, df=6,
p<.001). Students with a GPA between 85 and 100 were observed to be distributed in three
groups in equal numbers. Among those having a GPA between 70 and 84 and those having a
GPA lower than 69, individuals planning not to choose positive and natural sciences were in
majority. Students with a GPA between 70 and 84 were in majority in the groups of
undecided individuals and those planning to choose positive and natural sciences. Participants
with a math average between 85 and 100 were equally distributed in three groups. 45% of
participants having a GPA between 70 and 84 were determined to be planning to choose
positive and natural sciences while 65% of those with a GPA lower than 69 were determined
to be planning not to choose those areas. Among the ones planning to choose positive and
natural sciences, individuals with a math average between 70 and 84 were in majority. 50% of
participants having science average between 85 and 100 were observed to be planning to
choose positive and natural sciences, while 60% of participants with a science average lower
than 69 were determined to be planning not to choose those areas. Among the participants
planning to choose positive and natural sciences, those having a GPA between 70 and 84 were

in majority. 70% of the participants studying in School 1, which was Vocational and
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Technical High School, were determined to be planning not to choose positive sciences. Half
of participants from Anatolian High School — School 2 — and 40% of the participants from
School 3 were observed to be planning not to choose positive sciences. Interestingly, 40% of
participants from Social Sciences High School — School 4 — were planning to choose positive
sciences. Those planning to choose positive sciences were in majority in School 4 and 2.

According to chi square analyses, participants’ choices of planning to choose
engineering, production, and construction didn’t differ in terms of GPA (X*>=7.5, df=4,
p>.11); however, it differed significantly in terms of gender (X?=22.42, df=2, p<.0001), math
averages (X>=12.97, df=4, p<.01), science averages (X>=14.29, df=4, p<.006), and school
type (X2=22.06, df=6, p<.001). Two out of three of those planning to choose this area were
determined to be male students. Moreover, two out of three of male students were willing to
choose this area. Among those who were undecided, the number of male students were higher
than the number of female students. This results shows that male students were in majority
among those choosing STEM areas. Therefore, informing students about these issues and
demonstrating role model women working in these areas within the scope of career
guidance/vocational guidance services may attract the attention of female students towards
this area.

63% of those having a math average between 85 and 100, 53% of those having an
average between 70 and 84, and 48% of those having a math average of 69 or below were
observed to be planning to choose engineering, production, and construction. Those having a
math average of 69 or below were in majority among the ones that weren’t planning to choose
this area. Those having a math average between 70 and 84 were mostly undecided. 50% of
those having a science average between 85 and 100, 52% of those having an average between

70 and 84, and 42% of those having a science average of 69 or below were observed to be
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planning to choose engineering, production, and construction. Those having a science average
of 69 or below were in majority among the ones that weren’t planning to choose this area.

Those having a science average between 70 and 84 were mostly undecided. 54% of
participants from school 1, 45% of school 2, 30% of school 3, and 70% of school 4 were
determined to be planning to choose engineering, production, and construction. Those
planning to choose this area were majorly from Social Sciences High School and Vocational
and Technical High School followed by Anatolian High School. The majority of those who
weren’t planning to choose this area were from School 2. Undecided participants were
majorly from Vocational and Technical High School.

The most interesting finding of this study was related to school type. It was observed
that although students from Vocational and Technical High School took math and science
courses less than other high schools, they were observed to be planning to choose positive and
natural sciences and engineering, production, and construction areas more than the students
from other schools types. This situation may lead wrong decisions about career paths of
students from Vocational and Technical High School. Therefore, they should be provided
with career guidance/vocational guidance so that they could make sound decisions about their

careers.
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Abstract

The present study aimed to explain style of humor as a predictor of self-efficacy among
secondary school principals. The research method was descriptive-correlational and 103
principals were selected by stratified random sampling proportionate to size. Data was collected
from two questionnaires; Martin’s Humor Style and Tschannen-Moran and Gareis’s Self-Efficacy
Questionnaire. Validity of the questionnaire was estimated using Cronbach's alpha coefficient that
determined evaluations of 0.80 and 0.74, for content and reliability respectively. Pearson
Correlation Coefficient and Stepwise Analysis were used for data analysis. In general, results in
showed no statistically significant relationship between humor and self-efficacy. However, there
was a significant positive relationship between effectiveness of principals in management,
educational leadership and ethical leadership with affiliative and self-enhancing humor styles and
the strongest relationship was observed between promoting humor style with self-efficacy in
educational leadership (r = 0.411). Another finding of this study was that self-enhancing and
affiliative humor styles were able to predict 17.7 percent of variance in self-efficacy of the
principals.
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Introduction

The situation on organizations in today’s environment means that principals are
presented with new challenges and this trend is increasing. Global competition and evolving
community expectations pose the need for new management strategies (Rezaeian, 2009, p.5).
Increasing emergence of social organizations is an obvious feature of human civilization, so
that according to various time and place, specific characteristics and needs of different
communities, day by day a variety of social organizations are emerging.

Obviously, any type of social organization needs a specific management structure to
achieve its objectives; nevertheless, understanding the need to "manage™ is not just a recent
concern, mankind has realized from long time ago that to achieve a "goal”, a person needs to
take measures to mobilize resources and apply leadership to achieve that goal (Rezaeian,
2009, p. 8).

Many researchers believe that humor can be useful in various fields. It can be
relationship and communication (Campbell, 2012; Wanzer, Frymier, & Irwin, 2010), problem
solving and creativity (Arendt, 2009; Holmes & Marra, 2002), productivity (Breeze, 2004;
Gostick & Christopher, 2008), and above all management and leadership (Cann, Zapata, &
Davis, 2009; Lynch, 2009). Research on the impact of humor in the workplace and employee
performance goes back to the 1980s. Empirical studies have shown that there is a strong and
direct relationship between humor and factors that determine effectiveness and efficiency in
organizations (Romero & Cruthirds, 2006; Romero & Pescosolido, 2008). As noted above,
evidence shows that humor is a significant positive connection for effectiveness of an
organization and employee? What about employee but the effect of this variable has not been
studied in educational institutions such as schools. Therefore, this study aimed to examine the

impact on efficiency of the use of humor by school principals.
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According to Mesmer-Magnus and Glew (2012) there are at least four contributing
factors that make it difficult to define and operationalize humor; (1) the terms “humor” and
“sense of humor” are often used interchangeably; (2) humor is multi-dimensional and its
dimensions are seemingly diverse; (3) humor is quantified in various ways; and (4) there are
numerous humor styles, some positive and some negative.

Humor is a global and generally positive activity experienced by people of different
social and cultural contexts around the world. The term humor and its expression refer to a
quality of action, speech and writing that can be entertaining (Bahadori Khosroshahi &
Khanjani, 2011). Humor has a significant role in life and social relationships in the past and
present, from the beginning of human socialization (Seyyed Nezhad Jelodar, Ahi Jelodar, &
Shayan, 2011). Joking, as a manifestation of humor, can be divided into humerous types and
from different perspectives, such as good and bad jokes (Soltanoff, 1994), physical jokes,
verbal jokes and visual jokes (Ziolkwski, 2002 cited by Khoshouei, 2009); jokes with
aggressive function, sexual function, social function, mental function and immune function
(Ziv, 1988). In this regard, Martin, Puhlike-Doris, Larsen, Gray and Weir (2003) divided
humor into four categories based on style, two; positive and two negative styles.

Affiliative Humor Style: People who use this style of humor, tend to tell jokes or funny
things, try to entertain and attract others by improvising funny things, and in doing so they
reduce inter-personal tension and establish and maintain relationships.

Self-Enhancing Humor Style: People who use this style of humor have a general and
specific view of life. Life’s inconsistency is puzzling and entertaining to people so they
benefit from a humorous response in the face of life’s stresses and hardships. This type of
joke does not cause humiliation to others, it serves to elevate to enable a person to rise above

limitations.
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Aggressive Humor Style: This style of humor is focused on others and employs
sarcasm ridicule, contempt and teasing others. It includes the use of humor to manage and
manipulate other people. The implicit content of such jokes is threatening but jokes are shared
regardless of the level of stress that it may cause to others.

Self-Defeating Humor Style: People who use this style, try to attract the attention of
others and get accepted and approved by them by expressing funny phrases about their
shortcomings and flaws, it is self-ingratiating (Martin et al., 2003).

In general, people who are more humorous express their concerns more conveniently
and by supporting others through everyday problems they try to reduce the burden of their
grief. Through this type of interaction with others, people experience more joy and are more
effective in what they do (Behpazhooh, Jangiri, & Zahrakar, 2010). Self-efficacy is a
completely voluntary behavior that affects people’s behavior as they do things; and a positive
attitude can be the best predictor of a person’s ability to perform. On the other hand, self-
efficacy can be considered as a psychological aspect of progress toward targets. Bandura,
(1997) has defined self-efficacy as a person’s belief in his or her ability to perform an action
in a given situation; when individual performance is coordinated with or beyond individual
norms it leads to self-efficacy, while weak performance, which is lower than an individual’s
norms, will reduce self-efficacy the meaning is unclear (Hejazi & Shokouhifar, 2008).

Fallahi and Fallahi (2014) report on an investigation that aimed to investigate the
relationship between humor and self-efficacy and emotional intelligence among teachers. The
results showed humor as a positive predictor for efficacy and emotional intelligence.
However, the findings suggest that humor can have an indirect affect on self-efficacy through
emotional intelligence. Falanga, Caroli and Sagone (2014) reports on a study that investigated
styles of humor, self-efficacy and social interests in mid-teens and results showed that

affiliative and self-enhancing types of humor had positive relationships with social self-
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efficacy. Self-humiliation type of humor was negatively correlated with social self-efficacy.
Assistive behavior in intense critical situations was positively correlated with behavior in
boys with social self-efficacy and affiliative humor. In addition, generic and anonymous
social trends were negatively correlated with affiliative humor, but there were differences in
terms of age and gender. Rurkhamet (2013) reports on a study entitled leader’s self-efficacy,
affection, intelligence and humor in leadership development among heads of public
companies. Results showed that a sense of humor increased a leader’s self-efficacy.
Managers’ sense in organizations about humor is effective on many things. For
example, it can reduce the gap between managers and employees (Wells, 2008). Humor can
improve the performance of employees in an organization (Avolio, Howell, & Sosik, 1999), It
creates mutual consent between an employer and employees (Cooper, 2002; Decker &
Rotondo, 2001). Humor is effective in creating a positive and emotional atmosphere in an
organization (Kuiper, McKenzie, & Belanger, 1995). In another study, Falanga, De Caroli and
Sagone (2014) found that there was a significant relationship among humor style and self-
efficacy. Godshalk and Sosik (2000) showed that humor has a dynamic impact on the
interaction between leaders and followers. Cooper (2008) found that a manager’s humor can
make employee relations in the organization and also to enhance their self-efficacy. Make
employee relations what? In other studies Priest and Swain (2002) showed that effective
managers take advantage of opportunities for a humorous approach in order to increase
organizational performance. Tsai, Chen and Cheng (2009) found that a leader’s positive
attitude such as sense of humor had a direct effect on their performance of a task and helping
behavior. So in general it can be concluded that a manager’s sense of humor can have not
only self-efficacy but also efficient of employees. In this regard, some researchers have
named humor as a powerful tool for effective management among leaders (Avolio, Howell &

Sosik, 1999; Decker & Rotondo, 2001; Romero & Cruthirds, 2006).
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According to Collinson, (2002), Arendt (2009), and Ojha and Holmes (2010) humor
plays a central role in the management and leadership. The findings of a study by Crawford
and Caltabiano (2011) also show that a manager’s sense of humor increased happiness and
happiness increased self-efficacy. In explaining the relationship between humor and self-
efficacy, some researchers such as (Marziali, McDonald, & Donahue, 2008; Schutte, 2014;
Tritter, Fitzgeorge, Cramp, Valiulis, & Prapavessis, 2013; Yeung & Lu, 2014) found a
positive significant relationship between these two variables.

The main objective of this research was to explain styles of humor with efficacy
among secondary school principals by asking the following questions:

1. Is there a significant relationship between style of humor and dimensions of a
principal’s self-efficacy?

2. Can style of humor predict the self-efficacy of a principal?

Materials and Methods

The research methodology was descriptive and correlational. The study population
consisted of 141 secondary school principals in Zahedan (Iran). 103 principals were selected
using Krejcie, and Morgan (1970) sample size table with stratified random sampling

proportionate to the size. Characteristics of the sample are presented in Table 1.

Table 1

Characteristics of The Sample

Variables G. F %
Gender Male 52 50.5
Female 51 495
Level of M.B 83 80.6
Education M.A 20 19.4
5-10 37 35.9
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Teaching 11-15 23 22.3
Experience 16-20 21 20.4
+20 22 214
1-5 35 34.0
Management 5-10 30 29.1
Experience 11-15 20 19.4
16-20 18 17.5

Data was collected by questionnaire using the Persian version Martin’s Humor Style
Questionnaire (2003). Validation and construction of the Persian version of this questionnaire,
carried out by Khoshouei, Oreyzi and Aghaei (2009). The questionnaire had 32 items and
included the following four styles; affiliative, self-enhancing, aggressive and self-defeating.
Each style had 8 items, and subjects responded to each item on a 5 point Likert scale from
strongly disagree (1) to strongly agree (5). In order to estimate the validity of the
questionnaire, structural equation modeling (SEM) was used. Figure 1 shows the results of

this test.
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Figure 1. The Structural Equation Modeling (SEM) of Humor Styles
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The Persian version questionnaire of Tschannen- Moran and Gareis’s Principals'
efficacy (2004) also were used. Validation and construction of the Persian version of this
questionnaire, carried out by Ghadampour, Mottaghi Nia and Garavand (2015). These had 18
items and three dimensions of efficiency in management, ethical leadership and educational
leadership and each dimension had 6 items. Subjects responded to each item on a scale of five
points from very poor (1) to very strong. Structural equation modeling (SEM) was used to

estimate validity of the questionnaire. Figure 2 shows the results of this test.

Figure 2. The Structural Equation Modeling (SEM) of School Principals' Efficacy

Data analysis included calculating frequencies, percentages, means, standard

deviation, correlation and stepwise regression analysis by SPSS2q and Partial Least Squares

(PLS).

40



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 33-51
DOI: 10.18039/ajesi.393876

Findings

Is There A Significant Relationship Between Humor Style And Dimensions Of A

Principal’s Self-Efficacy?

Table 2

The Correlation Between Humor Style and Self-Efficacy Dimensions

Efficacy for  Efficacy for  Efficacy for Principals'
Management Instructional Moral Leadership  efficacy (Total)
Leadership
Affiliative humor r -.252* -.255* -.205 .258*
Self-Enhancing humor r 253** A411** .320** .360**
Aggressive Humor r -.091 -.006 -.024 -.042
Self-defeating humor r .087 .180 143 151
Humor Styles (Total) r .053 184 138 139

*, Correlation is significant at the 0.05 level (2-tailed).
**_ Correlation is significant at the 0.01 level (2-tailed).

Results of the above table show that in general there was no statistically significant
relationship between humor style and self-efficacy. However, there was a significant positive
correlation between effectiveness of principals in areas of management, instructional
leadership and moral leadership with the affiliative and self-enhancing styles of humor and
the most relationship was observed between self-enhancing humor style with the self-efficacy
in instructional leadership (r = 0.411). While there was no significant relationship observed
between the dimensions of a principal’s self-efficacy with aggressive and self-defeating styles

of humor.

Is Humor Style Able To Predict The Self-Efficacy Of A Principal?

To answer this question, stepwise regression was used. The results of this test are

shown in Table 3.

41



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 33-51
DOI: 10.18039/ajesi.393876

Table 3

Regression Results to Predict Self-Efficacy of The Components of Humor

R R? Adj.R?  Std.E B B F Sig.
1 360° 130 121 10.70680  .833 360 15.035
2 421° 177 161 1046141 776 335 5.794 018
-.761 -220

1la. Self-Enhancing humor
2h. Self-Enhancing humor + Affiliative humor

Stepwise regression was used to investigate the contribution of style of humor in
explaining the changes related to a principal’s self-efficacy. Results show that in the first step,
self-enhancing humor style and in the second step, affiliative humor style entered the
equation. As can be seen in the table above, in the first step, self-enhancing humor style
explained only 13% of self-efficacy variance, and in the second step, self-enhancing humor
style, along with affiliative humor style, predicted 17.7% of variance of a principal’s self-

efficacy.

Results

Interpretation of the findings revealed that people’s belief in their self-efficacy
affected many aspects of their life like goal setting, decision making, hard- working and
confronting difficult situations. Teachers’ and school principals’ self-efficacy is the most
powerful variable in student’s educational achievement. Sense of humor has a relationship
with some abilities like the quality of social interaction. This sense may be used as a
technique in management and coping with stress to create a positive view in struggling with
problems. The findings showed that the variable self-efficacy was related to the sense of
humor and both had significant relationship with the participants’ gender. The findings of the

current study were supported by Francis, 2006 (cited in Raggi, Leonardi, Mantegazza, Casale,

42



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 33-51

DOI: 10.18039/ajesi.393876

& Fioravanti, 2010) who found that people with high self-efficacy made better social relations
with others.

They had better understanding of their psychological traits, controlled their negative
feelings more easily, made better social contacts and enjoyed their life moreThe impact of
humor on different aspects of professional life has been presented in different perspectives
based on the results of the research, for example, Bateman (2006) believed that sense of
humor can support various behaviors of leaders; or there is a positive relationship between
sense of humor and transformational leadership. Humor can manage conflicts (Hoffman,
2007); Sense of humor can solve problems about stress and reduce anxiety and it supports
personal competency (Okhuizen-Stier, 2008); there is a strong correlation between humor
uses for social goals and self-efficiencies to strategies in teaching (Evans-Palmers, 2009);
Sense of humor can heal and treat minds of people. The relationship between humor and the
effectiveness of consulting people is a role of the transformational leader. Humor can create
the attributes of leaders (Blevens, 2010); and if leaders understand sense of humor by
individuals, humor uses will be managed suitably (Teehan, 2006).

Mottaghinia (2011) reports on a study entitled The Relationship between Collective
and Personal self-efficacy Among Teachers, and findings indicated that the collective
efficiency of teachers served to improve their personal efficiency among individuals and
reveals the necessity of collaborative activities among teaching staff. Lu et al. found that the
strong culture of self-efficacy facilitated learners' achievements and promoted their success, to
some extent. In today's organizations, most leaders want to be happy and the happiness and
well-being of their employees is very important, but they are partly afraid of laughing because
of expediency, perhaps this fear stems from awareness among principals of the benefits and
positive effects of humor in an organization. But principals can have be fundamentally serious

in nature as well as a great sense of humor, have a fundamentally serious nature. They can be
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determined and serious simultaneously from the results of work, behavior, values, and be
cheerful and happy as well and make further use of the valuable asset of humor.

These results show that in general, there was no significant relationship between the
elements of humor and self-efficacy. There was only a relationship between the sub-
components of self-efficacy (management, educational leadership and ethical leadership) with
positive humor styles (affiliative, promoting) and that these results were consistent with the
research findings of Falanga (2014), who investigated humor styles, self-efficacy and social
tendencies in mid-teens, and concluded that affiliative and promoting humor were positively
related with self-efficacy, and humiliating humor was negatively correlated with self-efficacy.
But these results were not consistent with those of Rurkhamet (2013) demonstrating that
humor increased self-efficacy. The results of this research were consistent with a part of the
results of Fallahi et al. (2014) in which an examination of the relationship between humor and
self-efficacy and emotional intelligence among teachers showed that humor could be a

positive predictor for self-efficacy.

Limitations

This research has quantitative research limitations. For example, data collection does
not have much credibility through its reported data. The lack of flexibility and the
impossibility of making modifications to research tools after they are implemented is another
limitation of this type of study. The results obtained from the correlation test can either hide

or ignore the underlying causes of the reality and so on.
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Conclusion

Self-efficacy determines to what extent a person spends energy on an activity and to
what extent they are able to overcome obstacles (Pajaras & Schunk, 2001; cited by
Zeinalipoor, Zarei, & Zandi-nia, 2009). Therefore, a person with a high level of self-efficacy
has confidence about successfully fulfilling certain behaviors and expectations of results
(Bandura & Schuk 2005). Eftekhari (2009) reports on study that concludes that humor was
effective in improving organizational communication, increasing job satisfaction and
motivation, as well as reducing stress and conflict in the workplace. Smith and Khojasteh
(2014) reports on a study concluding that humor can be regarded as a tool in an organization
that when properly utilized, can be effective in facilitating a better working environment.

Lyttle (2007) discusses humor in management and concludes that humor has benefits
such as provision of pain relief, team collaboration, employee motivation; generation of ideas
and provides relief from feelings of pain and despair. Despite these positive benefits, it should
be emphasized that humor has some negative aspects such as distraction from a task and
could violate codes of conduct in the workplace. In complex management situations, the use
of humor in a sensitive situation with both good and bad effects.

Based on these findings, the following are suggested: holding workshops and seminars
in connection with the use of positive humor and its effect on the self-efficacy of principals.
Among the components of humor, promoting components had the largest share in predicting
self-efficacy, so it is recommended that the required fields for positive jokes be provided.
Training management skills combined with making people aware of their abilities and holding

workshops can be used to increase feelings of self-efficacy among principals.
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Miilteci Ogrencilere Sunulan Egitim-Ogretim Hizmetinin Sosyal Bilgiler

Ogretmen Goriislerine Gore Degerlendirilmesit

Filiz ZAYIMOGLU OZTURK?

Egitimciler olarak okullarimizin ve siniflarimizin degisen demografik yapisina ne kadar
hazirlikliy1z? sorusundan hareketle bu arastirmanin amaci sosyal bilgiler 6gretmenlerinin
ortaokullarda 6grenim goéren miilteci dgrencilere sunulan egitim 6gretim hizmetleri hakkindaki
goriislerini tespit etmektir. Aragtirmada sosyal bir grup olan miiltecilerin egitimleriyle ilgili
derinlemesine bir inceleme yapilmaktadir. Bu arastirma, nitel arastirma yontemlerinden biri olan
durum ¢aligmast modelindedir. Aragtirmanin ¢aligma grubunun belirlenmesinde amagli 6rnekleme
yontemlerinden biri olan 6l¢iit drnekleme yontemi kullanilmistir. S6z konusu 6l¢iit, miilteci
6grencilere en az bir egitim-6gretim yili egitim hizmeti sunmak olarak belirlenmistir. Bu baglamda
calisma grubu, 2016-2017 egitim 6gretim yilinda Ordu ili Altinordu ilgesinde bulunan Milli
Egitim Bakanligina bagli devlet ortaokullarinda miiltecilere egitim veren 10 sosyal bilgiler
Ogretmeninden olugmaktadir. Arastirma verilerinin toplanmasinda yar1 yapilandirilmis goriisme
teknigi kullanilmistir. Arastirma verileri nitel arastirmanin dogasina uygun olarak betimsel analizle
¢oziimlenmistir. Arastirma bulgularina gore katilimcilarin sosyal bilgiler ders igeriginin
miiltecilerin {ilkemize uyumunu saglama ve diger Ogrencilerin miilteci 6grencileri kabullenme
noktasinda yetersiz oldugunu diislindiikleri, miilteci Ogrencilerle ilgili yasanan sorunlarin
temelinde dil farkliliginin oldugunu belirttikleri, sosyal bilgiler 6gretim programina miiltecilikle
ilgili gb¢, miilteci haklar1 ve dzgiirliikleri, miiltecilerin kendi kiiltiirlerine ait unsurlar1 igerecek
yeni konularin eklenmesinin onemli oldugunu disiindiikleri sonucuna ulagilmistir. Arastirma
sonuglarina gore, sosyal bilgiler 6gretim programinin ve ders iceriklerinin miilteci olgusu dikkate
almarak diizenlenmesi, sosyal bilgiler 6gretmenlerinin s6z konusu gruba egitim verebilmesi igin
hizmeti¢i egitimlere alinmasi, miilteci 6grencilere kendi kiiltlirel unsurlarini yansitabilecekleri
ortamlar sunulmasinin saglanmasi dnerilmektedir.

Anahtar kelimeler: Miilteci egitimi, sosyal bilgiler 6gretmeni, durum ¢alismasi
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Evaluation of Educational Service Provided for Refugee Students

According to Social Studies Teachers’ Opinions

Abstract

Staring from the question of ‘how much prepared for the changing demographic structure
of our school and our class as educators?’, the purpose of this research is to evaluate the
educational service provided to the refugee students who are trained in secondary school according
to social studies teacher opinions. A thorough investigation is carried out on education as a social
group of refugees in the research. This research is a case study model, one of the qualitative
research methods. Criteria sampling method, which is one of the purposeful sampling methods,
has been adopted in the study group of the study. The criterion is that it provides at least one
educational year for the refugee students. In this context, the study group consists of 10 social
studies teachers who provide education to the refugees in state secondary schools affiliated to the
Ministry of National Education, which is located in the Altinordu province of Ordu in 2016-2017
educational years. Semi-structured interview technique was used to collect research data. The
research data were analyzed by descriptive analysis in accordance with the nature of the qualitative
research. According to research findings, the participants think that the content of social studies
course was insufficient in terms of adapting refugees in our country, and for other local students to
accept refugee students, the main reason for this was stated as language insufficiency, it was also
found that the participants thought that it was important to include some topics in social studies
curriculum as asylum, refugee rights and freedom, cultural elements that refugees bring in our
society. According to the results of the research, it is suggested to organize the social studies
curriculum and the course contents considering the refugee status; to take refugee education the in-
service trainings so that the social studies teachers can teach such groups, and to provide the
refugee students with environments where they can reflect their own cultural elements.

Keywords: Refugee education, social studies teacher, case study
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Giris

Insanlar ¢esitli nedenlerle bazen kendi iilkeleri icerisinde bazen de iilkeler arasinda yer
degisikligi yapmaktadir. Kisilerin bireysel, aileleriyle ya da kitlesel bigimde yer degistirme
siireci (Doganay, Ozdemir ve Sahin, 2011) olarak tanimlanan gdg, bir niifus hareketi olup,
niifus buytkligini etkileyen temel parametreler arasindadir. G6¢ kavrami sadece gog alan
devletlerde degil, kiiresellesmenin hissedildigi veya yogun olarak yasandig tiim
cografyalarda giindemin ilk siralarinda yer alan ve tiim toplumlar1 etkileyen, olumlu ve
olumsuz yonlere sahip olan bir olgudur (Gég Idaresi Genel Miidiirliigii, 2017). Zorunlu gog
yani iltica olarak degerlendirilen miiltecilik ve siginmacilik ise ¢evresel ve dogal sebeplerle
olabilecegi gibi devletleraras1 savas, etnik catismalar, sivil ¢atigmalar, baskici ve otoriter

rejimler gibi nedenlerle de gergeklesebilmektedir (Ozkarsli, 2014).

Miiltecilik olgusu ilk defa I. Diinya Savagindan sonra ortaya ¢ikmis, II. Diinya Savast ile
sorun biiyiimiis ve Soguk Savas doneminde zirveye ulasmis ve Miiltecilerin Hukuki Statiisiine
Iliskin 1951 Cenevre Sozlesmesi (UN, 1951) ile uluslararasi bir statii kazanmistir. S6z konusu
sozlesmedeki eksiklerden dolayr miiltecilerin statiisii 1967 tarihli protokol ile yeniden
diizenlenmistir. Miiltecilerin Hukuki Statiisiine Iliskin 1967 Protokolii (UN, 1967)’ne gore
miilteci; “Irki, dini, tabiiyeti, belli bir toplumsal gruba mensubiyeti veya siyasi diisiinceleri
yiiziinden zulme ugrayacagindan hakli sebeplerle korktugu icin vatandast oldugu iilkenin
disinda bulunan ve bu iilkenin korumasindan yararlanamayan ya da soz konusu korku
nedeniyle, yararlanmak istemeyen yahut tabiiyeti yoksa ve bu tiir olaylar sonucu énceden
vasadigt ikamet iilkesinin disinda bulunan, oraya donemeyen veya séz konusu korku nedeniyle

donmek istemeyen her sahis” olarak tanimlanmaktadir.

Miilteci hareketleri Tiirkiye icin tarth boyunca giindemde olmustur. Osmanh

Imparatorlugu’ndan giiniimiize kadar, kitlesel niifus hareketleri biinyesinde yerinden edilmis
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insanlarin Anadolu topraklarina sigindiklar1 gériilmektedir. Bu durumun sebepleri donemsel
olarak degismekle birlikte, lilkemizin sahip oldugu 6zel konumla da ilgilidir. Osmanli Devleti
acisindan bakildiginda on dokuzuncu yilizyilda Yunanistan bagimsizligini kazanmig, Kirim
Savas1 yasanmis, Fransizlar Cezayir’i almus, Ingilizler Misir’1 isgal etmis ve Kafkaslarda
Cerkezlerin siirgiliniiyle sonuglanan biiytik trajediler yaganmistir. Biitiin bu olaylarin sonucunda
Osmanli Devleti Anadolu’ya ¢ekilmis ve bunun etkisiyle Anadolu’da toplumsal degisime
neden olacak gog dalgalar1 yasanmistir. Osmanli Devleti’nden Tiirkiye Cumhuriyeti Devleti’ne

geciste Anadolu’ya gog eden bu topluluklarin etkileri 6nemli yere sahiptir (Berber, 2011).

Cumhuriyet tarihimizde de durum benzer ozelliktedir. Ozellikle 1980 sonrasinda
diinyada ve bolgemizde meydana gelen kitlesel niifus hareketleri, Tiirkiye’yi 6nemli Ol¢iide
etkilemistir. 1988 yilindaki Iran-Irak Savas: sirasinda 51.5427 kisi, 1992-1997 yillar1 arasinda
Yugoslavya’daki i¢ savasg siirecinde 20.000 kisi, 1989 yilinda Bulgaristan’dan sinir dis1 edilen
345.000 kisi, 1990-1991 arasinda Korfez Savasi sirasinda 460.000, 1999°da Kosova’da
meydana gelen olaylardan dolay1r 17.746 kisi olmak iizere, toplamda yakin tarihimizde
934.354 kisi Tiirkiye’de siginma aramistir (Ergiiven ve Ozturanl, 2013). Birlesmis Milletler
Miilteciler Yiiksek Komiserligi (UNHCR) 6 Temmuz 2017 verilerine gore Suriyeli miilteciler
hari¢ iilkemizde en fazla miilteci kaynag1 olan ilk 3 iilkenin Afganistan, iran ve Irak oldugu
belirtilmektedir (www.data.unhrc.org). Siginma bagvurular1 iilkemizdeki Birlesmis Milletler
ofisleri tizerinden gergeklestirilmektedir. 2013 yilinda yiiriirliige giren 6458 sayili Yabancilar
ve Uluslararasi Koruma Kanunu’nun 62. Maddesinde “sartli miilteci” kavraminin
aciklanmasiyla birlikte  siginmacilara “sartli miilteci” unvani verilerek “siginmaci” ile

“miilteci” terimleri arasindaki anlamsal fark ortadan kaldirilmistir (Dalar ve ark., 2013).

Ulkemiz, 2011 yilindan beri Suriye’de devam edegelen i¢ ¢atismalar nedeniyle, 6

Temmuz 2017 tarihi itibariyle UNHCR verilerine gore 3.079.914 yardima muhta¢ Suriye
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vatandasina ev sahipligi yapmaktadir (www.data.unhcr.org). Tiirkiye’ye son 7 yilda gelen

miiltecilerin yillara gore kiimiilatif dagilimlar1 Tablo 1’de gosterilmektedir.

Tablo 1

Ulkemizdeki Suriyeli Miiltecilerin Yillara Gore Kiimiilatif Sayilar:

Yil Miilteci Sayisi
2011 8.000
2012 166.696
2013 573.869
2014 1.622.839
2015 2.503.549
2016 2.814.631
2017 3.079.914

Tablo 1°de goriildiigii gibi Suriyeli miilteciler her yil artan oranla iilkemizden siginma
talep etmektedirler ve bu say1 her gecen yil katlanarak devam etmektedir. 2016 yilindan 2017
yilina kadar yani bir yil icerisinde iilkemize goc¢ eden miilteci sayisinin 265.283 oldugu
goriilmektedir. Ulkemiz igin miilteci sayisinda ki bu artis sosyal yap: igerisinde {ilkemizin

ivedilikle bir takim tedbirler almasini zorunlu kilmaktadir.

UNHCR 6 Temmuz 2017 tarihli verilerine gore Suriyeli miiltecilerin cinsiyetine

iliskin demografik veriler Tablo 2’de sunulmustur.

Tablo 2

Ulkemizdeki Suriyeli Miiltecilerin Demografik Bilgileri

Cinsiyet 0-4 Yas 5-11 Yas 12-17 Yas 18-59 Yas 60 + Toplam
Erkek %7,1 %8,2 %8 %28.3 %1.6 %53,2
Kadin %6.6 %8 %6,8 %23,6 %1,7 %46,8
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Tablo 2’de goriildiigl gibi, tilkemizdeki Suriyeli miiltecilerin ¢ogunlugu erkek ve 18-
59 yas arasinda bulunmaktadir. Fakat 18 yas alti gruplarda ¢ok 6nemli bir oran karsimiza
¢ikmaktadir. Ozellikle 0-4 yas araligindaki %13.7°lik miilteci niifusunun iilkemizde diinyaya
gelmis oldugu disiinildiiginde, bu denli kalabalik bir sosyal grubun topluma
entegrasyonunun dogru bir sekilde saglanmasi hem {iilkemiz vatandaglari hem de miilteciler

icin ancak egitimle miimkiin olacaktir.

Suriyeli miiltecilerin sosyal ve ekonomik etkilerine bakildiginda risk ve firsatlarin i¢
ice gectigi bir tablo ortaya ¢ikmaktadir. Suriyeli miiltecilerin Tirkiye’ye toplumsal etkileri
arasinda, yasam kosullarinin zorlugu ve egitim imkanindan faydalanmiyor olmalarmin uzun
vadede sug¢ oranlarindaki artis da dahil bazi sosyal sorunlara uygun zemin hazirladigs; dil,
kiiltir ve yasam tarzindaki farkliklarin toplumsal uyumu zorlastirdigl, ¢ocuk iscilerin
sayisinin arttigi vb. gosterilmektedir (Orsam [Ortadogu Stratejik Arastirmalar Merkezi],

2015).

Cesitli nedenlerle iilkelerinden ayrilan miilteciler, yabanci olduklari bir iilkede dogal
olarak gelis ve kalig siirelerinde birgok sorunla karsilasmaktadirlar. Miiltecilerin iilkemizde
yasadiklar1 sorunlarin basinda ekonomik sorunlar gelmektedir. Calisma izinleri olmayan
miilteciler illegal yollardan ¢alismaya zorlanabilmekte ve ¢alismalari karsiliginda kendilerine
verilmesi gereken licreti alamamakta, buna karsilik bu kisiler hicbir sekilde bu durumdan
sikayetci olamamaktadirlar (Beter, 2006). Diger bir sorun alani ise sosyal sorunlar olarak
kendini gostermektedir. Sosyal sorunlar; barinma, uyum, dil, saglik, ruhsal, aile i¢i sorunlar
ve en onemlisi ise egitim sorunu olarak karsimiza ¢ikmaktadir. Evrensel Insan Haklari
Bildirgesinin 26. maddesinde egitim alma ve egitim olanaklarindan yararlanma ayrim
gozetmeksizin herkesin egitim gérmeye hakki oldugu belirtilmistir. Ancak farkli kiiltiir ve
dillere sahip olan miiltecilerin, sigindiklar iilkelerde, esit olarak egitim almaya haklar1 olsa
bile, farkli dil, kiiltiir ve egitim sistemleriyle karsilagmalar1 6nemli bir uyum sorunuyla
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beraber gelmektedir. Miilteciler, geldikleri iilkeyle siginmaci olarak bulunduklar iilkelerin
egitim sistemindeki farkliliklardan dolayr da diploma denkligi ile ilgili sorunlar

yasamaktadirlar.

Ulkemizin Uluslararas1 Ekonomik, Sosyal ve Kiiltiirel Haklar S6zlesmesi (UESKHS)
ve Cocuk Haklar1 Sozlesmesi uyarinca, yetkisi altindaki tim yerlerde cocuklarin egitim
hakkini garanti altina alma yiikiimliiliigii s6z konusudur. Bu yiikiimliiliik, Tiirkiye’deki biitlin
cocuklara, miilteci veya siginmaci olarak statiileri ya da bagka herhangi bir yasal statii, ya da
cocuklarin ailelerinin yasal statiistine dayanan herhangi bir ayrimcilik yapmaksizin iicretsiz ve

zorunlu ilkdgretim egitiminin verilmesini de kapsamaktadir (Uluslararas1 Af Orgiitii [UAQ],

2009).

Egitim hakkini engelleyecek bazi durumlar ve ayrimcilik uygulamalar1 uluslararasi
insan haklar1 hukukunca yasaklanmigtir. Bununla birlikte, uygulamada miiltecilerin
cocuklarmin ilkdgrenime erisimleri genel olarak saglanmis olsa da, bu hakkin kullanilmasi
ailenin miilteci kampinda ya da uydu kentte kayitli olup olmamasina veya ihtiya¢ duyulan
ikamet izinlerinin almmmis olmasima baghdir (UAQO, 2009). UNICEF (2015) Tiirkiye’de 1
milyon 420 bin Suriyeli ¢ocugun bulundugunu, bu ¢ocuklarin 850 bininin okul ¢aginda
oldugunu ve 500 binin de okula gitmedigini agiklamistir. Bu verilerden hareketle miiltecilerin
baz1 hukuki gereklilikleri yerine getirmeden egitim almaya baslayamadiklar1 goriilmektedir.
Egitim dillerinin, miiltecilerin ana dilinden farkli olmasi, yeni bir egitim sisteminin
bulunmasi, egitsel hedeflerin farkli olmasi, hatta bazi {ilkelerde alfabenin de farkli olmasi,
egitsel bircok sorunu da beraberinde getirmektedir.

Miiltecilik {ilkeler icin siyasi, ekonomik, toplumsal, giivenlik ve egitim boyutuyla
hemen hemen yasamin her boyutunda ¢6ziilmeyi bekleyen dinamik bir sorun olarak
goriilmektedir. Son yillarda yasanan yogun niifus hareketligiyle miiltecilik, Tiirkiye’de de
sosyal ve siyasi yapiyi, iktisadi hayati, egitim ve saglik kosullarini etkileyen, yonlendiren
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onemli dinamiklerden biridir. Ozellikle iilkemizin son 7 yildan beri yasadig1 Suriye gogii bu
konunun &nemini ortaya koymustur. Ulkemizde son yillarda yapilan calismalar Suriyeli
siginmacilarin egitime erisimde ¢ok ciddi sorunlar yasadiklarini ortaya koymaktadir (AFAD,
2013; Dinger ve digerleri, 2013; Iltica ve Gd¢ Arastirmalar1 Merkezi, 2013; Giictiirk, 2014;
UNICEF, 2015). Bu baglamda, bu c¢alisma bir sekilde egitim sistemine dahil olan miilteci
Ogrencilerin egitim sorunsalini ilkogretim dersleri igerisinde kendilerini ifade edebilecekleri

mihver ders olan Sosyal Bilgiler kapsaminda irdelemektedir.

Arastirmanin Amaci

Aragtirmanin amaci, sosyal bilgiler 6gretmenlerinin ortaokullarda Ggrenim goéren
miilteci 6grencilere sunulan egitim 6gretim hizmetleri hakkindaki goriislerini tespit etmektir.
Bu baglamda arastirma sorusu “Ulkemizde miiltecilere sunulan egitim &gretim hizmetine

yonelik sosyal bilgiler 6gretmenlerinin goriisleri nasildir?” seklindedir.

Yontem

Bu boliimde sirasiyla aragtirmanin modeline, ¢alisma grubunun 6zelliklerine, verilerin

toplanmasi ve verilerin analizine yonelik bilgiler basliklar halinde sunulmustur.

Arastirmanin Modeli

Aragtirmada nitel arastirma yontemlerinden biri olan durum c¢aligmasi modeli
kullanilmistir. Durum c¢alismasi bir ya da daha fazla olaymn, ortamin, programin, sosyal
grubun ya da diger birbirine bagli sistemlerin derinlemesine incelendigi yontem olarak

tanimlanmaktadir (McMillan, 2000). Arastirmalarda durum caligmasi; bir olayr meydana
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getiren ayrmtilart tanimlamak ve gérmek, bir olaya iliskin olas1 agiklamalar1 gelistirmek ve
bir olay1 degerlendirmek i¢in kullanilir (Gall, Borg ve Gall, 1996). Bu arastirmada sosyal bir

grup olan miiltecilerin egitimleriyle ilgili derinlemesine bir inceleme yapilmaktadir.

Calisma Grubu

Son yillarda komsu iilkelerde yasanan ¢atismalar sonucunda iilkemize go¢ eden Irakli
ve Suriyeli vatandaslarin yasamak igin tercih ettikleri illerden biri de Ordu ili olmustur. Ordu
i1 Milli Egitim Miidiirliigiinden 23 Ocak 2016 tarihinde alinan verilere gére ilimizde okul
oncesinden ortadgretimin son sinifina kadar gesitli 6gretim kademelerinde toplam 549 miilteci
O0grenim gormektedir. S6z konusu miilteci sayisinin azimsanmayacak derecede olmasi bu

grup lizerinde ¢alisma yapilmasi gerekliligini ortaya koymaktadir.

Bu aragtirmada katilimcilarin belirlenmesinde amagli 6rnekleme yontemlerinden birisi
olan Olglit ornekleme yontemi kullanilmistir. Amagh Orneklemin mantigt ve giicli
derinlemesine anlama iizerine yaptigi vurgudan gelir. Bu durum, ¢aligmanin derinligi i¢in
zengin bilgi iceren durumlarin secimine yol acar (Patton, 2014, s.46). Olgiit rnekleme
yontemindeki temel anlayis ise 6nceden belirlenmis bir dizi 6lgiitii karsilayan durumlarin
calisiimasidir. Burada bahsedilen Olgiit veya Olgiitler arastirmaci tarafindan olusturulabilir
(Yildirnm ve Simsek, 2013). Bu arastirmada katilimcilarin se¢iminde esas alinan 0lgiit,
miilteci 6grencilerin 6grenim gordiikleri egitim kurumlarinda en az bir egitim 6gretim yili

egitim hizmeti sunmak olarak belirlenmistir.

Arastirmanin ¢alisma grubu, 2016-2017 egitim 6gretim yilinda Ordu ili Altinordu
ilgesinde bulunan Milli Egitim Bakanligina bagli devlet ortaokullarinda miiltecilere egitim
Ogretim hizmeti sunan 10 sosyal bilgiler 6gretmeninden olusmaktadir. Goriismeyi kabul eden

katilimcilar ile karsilikli olarak goniillii katilim formlari imzalanmaistir. Aragtirma bulgularinin
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sunumunda katilimecilarin korunmasi ve kimliklerinin gizlenmesi amaciyla her bir katilimciya
Katilimer 1-Katilimer 10 arasinda degisen rumuzlar verilmistir Calisma grubunda yer alan

katilimcilarin 6zellikleri Tablo 3’te sunulmustur.

Tablo 3

Arastirmaya Katilan Ogretmenlerin Kigsisel Ozellikleri

Kisisel Bilgiler f
Cinsiyet Kadin 6
Erkek 4
Mesleki Kidem 1-5 Y1l
6-10 Y1l 3
11-15 Y1l 2
16-20 Y1l
21 y1l ve lizeri 5
Miiltecilere yonelik egitim alma Evet Yeterli 1
durumu Kismen Yeterli
Yetersiz 2
Hayir Ihtiyag Hissediyorum 1
Kismen Ihtiyag Hissediyorum 2
Ihtiyag hissetmiyorum 4
Toplam 10

Tablo 3 incelendiginde, calisma grubunda yer alan 6gretmenlerden 6’sinin kadin
(%60), 4’tniin erkek (%40) oldugu goriilmektedir. Katilimcilarin 5’1 (%50) 21 yil ve iizeri,
3’1 (%33,3) 6-10 yil ve 2’sinin 11-15 y1l mesleki deneyime sahiptir. Miiltecilere yonelik
egitim alma durumlarina iliskin katilimcilarin 3’iiniin egitim aldig1 ve s6z konusu egitimi 1
katilimecinin yeterli 2 katilimcinin ise yetersiz buldugu, herhangi bir egitim almayan 7
katilimcinin ise 1’inin egitime ihtiyag¢ hissettigi, 2’sinin kismen ihtiya¢ hissettigi, 4’linilin ise

ithtiyac hissetmedigi goriilmektedir.
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Verilerin Toplanmasi ve Analizi

Aragtirma éncesinde Ordu Universitesinden etik kurul onay1 ve Ordu Il Milli Egitim
Miidiirligiinden arastirma izni alinmistir. Bu c¢alismada verilerin toplanmasinda yari
yapilandirilmis goriisme teknigi kullanilmistir. Arastirmanin verileri, 2016-2017 egitim-
ogretim yili bahar doneminde Ordu ilinde miilteci 6grencisi olan 10 sosyal bilgiler
Ogretmeniyle arastirmaci tarafindan gelistirilen goériismede acgik uclu sorular sorulmustur.
Katilimcilarin agiklamalart dogrultusunda gerektiginde sonda sorulari sorulmustur. Yapilan

goriismeler katilimcilarin izniyle ses kaydina alinmustir.

S6z konusu goriisme iki ayr1 boliimde gerceklesmistir. Ilk boliimde sosyal bilgiler
Ogretmenlerinin cinsiyet, mesleki kidem, miiltecilere yonelik egitim alma durumlarini
belirlemeye yarayan; “cinsiyet, mesleki kidem ve miiltecilere yonelik egitim alma durumu”
seklinde {i¢ adet olgusal soru yer almaktadir. Ikinci boliimde ise arastirmanm amacina uygun
olarak hazirlanmis sekiz agik u¢lu sorudan olugsmaktadir. Goriisme sorularinin gecerligini
saglamak igin biri sosyal bilgiler egitimi alaninda digeri ise dlgme ve degerlendirme alaninda
olan iki farkli uzmandan goriis alinmig, sorularin anlasilirligini belirlemek i¢in de bir
ogretmenle pilot uygulama yapilmistir. Gorlisme sorularina son sekli verildikten sonra veri
toplama siirecine gegcilmistir. Veriler ¢aligma grubunda yer alan 6gretmenlerin uygunluk
durumlarina gore randevu alinarak bulunduklart okullarda arastirmaci tarafindan
gerceklestirilen her bir katilmciyla tek tek olmak iizere toplamda 10 oturumda
gerceklesmistir. Goriismelerin bazilar1 20 dakika bazilar ise (K7 gibi) yaklasik 45 dakika

surmustir.

Veriler betimsel analiz ile ¢6ziimlenmistir. Betimsel analiz, ¢esitli veri toplama
teknikleri ile elde edilmis verilerin daha 6nceden belirlenmis temalara gore 6zetlenmesini ve

yorumlanmasini igeren analiz tirtdir. Betimsel analizde arastirmaci goristigii ya da
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gozlemledigi bireylerin goriislerini carpict bir sekilde yansitabilmek amaciyla dogrudan
alintilara sik sik yer verebilmektedir. Burada temel amag¢ elde edilmis olan bulgularin

okuyucuya 6zetlenerek ve yorumlanarak sunulmasidir (Yildirim ve Simsek, 2013).

Bu calismada analiz siireci dort asamada gerceklesmistir. Ik asamada arastirmaci
aragtirma sorularindan hareketle verilerin hangi temalar altinda diizenlenecegini ve
sunulacagini belirlenmek i¢in bir ¢ergeve olusturmustur. A¢ik uclu sorularla toplanan veriler
katilimcilar i¢in K1, K2, K3.....K10 seklinde kodlanarak dnceden belirlenmis temalara gore
gruplanarak dokiiman haline getirilmistir. ikinci asamada arastirmaci verileri anlaml ve
mantikli bir bigimde bir araya getirmek igin olusturdugu cergeveye dayali olarak verileri
diizenlemistir. Arastirmaci ligiincli asamada diizenlemis oldugu verileri tanimlamis ve gerekli
yerlerde dogrudan alintilara yer vermistir. Son olarak ise arastirmaci tanimlamis oldugu
bulgular agiklamuis, iliskilendirmis ve anlamlandirmigtir. Bulgular tema basliklarinda betimsel

bir anlatim ile sunulmus ve katilimcilardan dogrudan alintilar yapilarak yorumlanmaistir.

Calismanin niteligini arttirmaya yonelik aragtirmaci; arastirmanin her asamasinda es
denetleme amaciyla sosyal bilgiler egitimi alaninda farkli bir uzmanin destegini almis,
katilimcilarla belli araliklarla bir araya gelerek calisma siiresini uzatmaya calismis, ayrintili
betimlemeler yaparak inandiriciligr arttirmaya ¢alismis ve arastirma raporunu tamamladiktan

sonra katilimci teyidi almagtir.

Bulgular ve Yorum

Miilteci egitimi konusunda sosyal bilgiler 6gretmenlerinin goriiglerini ortaya koymay1
amaclayan bu arastirmada, elde edilen bulgular arastirmanin amaglar1 dogrultusunda basliklar
altinda sunulmustur. Katilimeilar i¢cin K1, K2....K10 seklinde rumuz belirlenmis ve veriler

betimsel olarak yorumlanarak dogrudan alintilar ile birlikte sunulmustur.
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Sosyal Bilgiler Ders Iceriginin Miilteci Ogrencilerin Ulkemize Uyum Saglamalarina

Katkis1

Arastirma amacina uygun olarak katilimcilara yoneltilen ilk soru “Sosyal bilgiler ders
iceriginin miilteci ogrencilerin iilkemize uyum saglamalarina katkisi  hakkinda ne

diigtiniiyorsunuz? Ac¢iklayiniz.” seklindedir.

K1, K3 ve K5 kodlu o6gretmenler sosyal bilgiler dersinin igerigini miiltecilerin
tilkemizi tanimalarina katkist anlaminda yeterli bulduklarini ifade etmislerdir. Sosyal bilgiler
dersinin kiiltirlimiizii tanitmakta yetersiz kaldigim1 ve miilteci 6grencileri zorladigini K4
kodlu 6gretmen soyle ifade etmektedir: “Bizim iilkemizdeki kiiltiirel etkinliklerle ilgili
konularda zorlanabiliyorlar. Kendi kiiltiirel degerlerini de orf adet bayramlar gibi onlar

etkinlik yapar sinifta anlatirlarsa kiiltiir alis verigi olur”.

K6, K8 ve K10 kodlu 6gretmenler ise sosyal bilgiler dersinin bu 6grencilere hi¢ katki
saglamadigin1 ¢iinkii  Oncelikle Ogrencilerin  Tirk¢ce okuryazar olmalar1 gerektigini

vurgulamislardir.

Sosyal bilgiler dersinin igeriginin yeterli oldugunu diisiinen K7 kodlu 6gretmen ise

goriislerini sOyle dile getirmistir:

Siniflar bazinda baktigimizda birey ve toplum, kiiltiir ve miras, haklarimi dgreniyorum, bir
iilke bir bayrak, Tiirk tarihine yolculuk ve yagayan demokrasi gibi sosyal bilgiler dersi 6grenme
alanlarinin miifredat i¢inde oldugunu goriiyoruz. Bu alanlarda amacglanan kazanimlarin ise
miilteci olarak iilkemize gelen &grencilerde temel seviyede iilkemizi ve toplum hayatimizi
tanimaya yOnelik temel becerileri kavratmak igin yeterli oldugunu diisiiniiyorum.

Sosyal bilgiler ders igeriginin miiltecilerin uyumlarina katkisina iliskin K2 ve K9
kodlu Sosyal bilgiler 6gretmenlerinin “Zilkelerine génderilmelerinden yanayim” cevabi
aslinda miiltecileri iilkemizde sadece siradan vatandaslarin degil Ogretmenlerimizin de

istemediklerini vurgulamasi1 bakimindan dikkat ¢ekicidir.
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Bulgular Sosyal bilgiler ders igeriginin miiltecilerin lilkemize uyumlarina yeterince

katki saglamadigini diistindiiklerini gostermektedir.

Sosyal Bilgiler Dersi I¢cin Miilteci Ogrencilerden Beklentiler

Aragtirma kapsaminda katilimcilara yoneltilen ikinci soru “Miilteci égrencilerden

sosyal bilgiler dersi i¢in beklentileriniz nelerdir?” seklindedir.

K2, K3 ve K10 kodlu 6gretmenler sosyal bilgiler dersine iliskin miilteci 6grencilerden
beklentilerinin {lilkemizin cografi ve kiiltiirel yapisin1 tanimalart noktasinda oldugu

belirtmislerdir.

Oncelikle Tiirkgenin dgrenilmesinin dnemine vurgu yapan K1, K4, K5 ve K9 kodlu
ogretmenler, dil sorunu ortadan kalkarsa miiltecilerin hem derste akademik basarilarinin

yiikselecegini hem de derste daha aktif olabileceklerini ifade etmislerdir.

K6 ve K8 kodlu 6gretmenler Sosyal bilgiler 6gretim programinin sadelestirilmesi ve
bir sonraki yilda ders kitaplarina entegrasyon ile ilgili konularin eklenmesinin beklentileri
arasinda oldugunu belirtmiglerdir. Miilteci 6grencilerden derse karsi beklentisini K7 kodlu

O0gretmen sOyle ifade etmektedir:

Miilteci Ogrencilerin geldikleri {iilkelerde dogduklari tarihten itibaren ya savag ortaminda
biiylidiikleri ya da anti demokratik dikta rejimlerinin baskisina maruz kaldiklar1 g6z oniinde
tutuldugunda {ilkemizin kendi {iilkelerine kiyasla mevcut demokratik yapisini algilamakta
zorlandiklar1  goriilmektedir. Ogrencilerden beklentimiz iginde yasadiklar1 toplumu
benimsemeleri ve iilkenin kiiltiirel yapisina uyum saglama konusunda gayret gdstermeleridir.
Bu baglamda miilteci dgrencilerden derse yeterli ilgiyi gosterdikleri takdirde uyumla ilgili
onemli asama kaydedeceklerini 6ngoriiyorum.

Bulgular sosyal bilgiler 6gretmenlerinin miilteci 6grencilerden derslerine iliskin
beklentilerinin 6ncelikle Tiirk¢eyi 6grenmeleri, yasadiklar: toplumu benimsemeleri ve iilkenin

kiiltiirel yapisina uyum saglamalar1 noktasinda oldugunu gdstermektedir.
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Miilteci Ogrencilerin Egitim Ogretim Siirecinde Karsilastiklar1 Sorunlar

Arastirma kapsaminda katilimcilara yoneltilen tiglincii soru “Miilteci ogrencilerin

egitim-ogretim stirecinde karsilastiklar: en 6nemli sorunlar sizce nelerdir?” seklindedir.

K1, K2, K3, K4, K5, K6, K8, K7 ve K10 kodlu katilimcilar miilteci 6grencilerin
egitim sistemi igerisinde yasadiklari en temel ve en onemli sorunun “dil sorunu” oldugunu
ifade etmislerdir. Dersten sikilma, dersi anlamama, kabullenilme ve uyum sorunlarinin

temelinde dil sorununu gordiiklerini belirtmislerdir.

Miilteci 6grencilerin temelde egitim sistemimize “uyum saglayamamasini” en onemli

sorun olarak degerlendiren K7 kodlu 6gretmen diisiincelerini soyle ifade etmistir:

Geldikleri iilkelerde diizenli egitim alamamig olmalari veya aldiklari egitim seviyesinin
yetersizligi nedeniyle miilteci 6grenciler lilkemiz egitim sistemine uyum saglamakta zorluk
cekmektedir. Ancak bildikleri veya aligkin olduklar1 derslerde mesela okulumuz imam hatip
oldugu i¢in miifredatta yer alan Arapca derslerinde basari oran1 yiiksektir.

Bulgular sosyal bilgiler 6gretmenlerinin, miilteci Ogrencilerin egitim Ggretim
stirecinde karsilastiklari en 6nemli sorunun “dil sorunu” oldugunu; dersi anlamama, uyum vb.

sorunlarinda temelinde dil sorununun oldugunu diisiindiiklerini gostermektedir.

Miilteci Ogrencilerin Karsilastiklar1 Sorunlara Iliskin C6ziim Onerileri

Arastirma kapsaminda katilimcilara yoneltilen dordiincii soru “Miilteci 6grencilerin

vasadiklar: sorunlara iliskin ¢oziim onerileriniz nelerdir? ” seklindedir.

Miilteci Ogrencilerin  yasadiklar1 sorunlarin  ¢dziimii noktasinda katilimcilarin
tamaminin ortak goriisii miilteci ¢ocuklarin dil egitimi almalar1 gerekliligidir. Bu egitimin
nasil olmasi gerektigine yonelik ise K3 kodlu 6gretmen, “tek bir sinifta toplanip verilmeli” ,
K4 kodlu o6gretmen yaslarina uygun 6zel smif olusturulmasi gerektigini ve farkli bir

egitimden ge¢melerini onermektedir. K7 kodlu 6gretmen ise “Dil problemini asmak igin
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okuma yazma ve konusma kurslari diizenlenmeli bu kurslara katilim saglanmast ve devaminin
devamsizlik oranmmmin yiiksek olmasini saglamak icin devlet tedbir almali (Tesvik veya

yvaptirim)” seklinde goriistinii bildirmistir.

K2 ve K10 kodlu &gretmenler uyum egitiminin verilmesi gerektigini belirtirken, K9
kodlu 6gretmen miiltecilerin uyum siireglerinin uzun olmasinin ve dil 6greniminin yavas
olmasinin nedenini “Kendi iilkelerinden gelenlerle bir araya gelmektedirler. bu anlamda
diger ogrencilerle kaynasamadiklarin diigiiniiyorum.” seklinde ifade etmistir. K5, K6, K7 ve
K8 kodlu 6gretmenlerin ortak goriisii ise miilteci 6grencilerin ailelerinin de dahil edildigi
seminer, kurs vb. diizenlenmesi, rehber 6gretmenlerin ve Rehberlik Aragtirma Merkezlerinin
(RAM) daha ¢ok isin iginde olmas1 ve 6grencilerin sosyal ve sportif faaliyetlere 6zendirilmesi

tizerinde yogunlagmaktadir.

Bulgular sosyal bilgiler 6gretmenlerinin miilteci 6grencilerin karsilastiklart sorunun
¢Oziimii noktasinda dil egitimi almalarinin en Onemli asama oldugunu disiindiiklerini

gostermektedir.

Miiltecilere Ders Veren Ogretmen Olarak Karsilastiklar1 Sorunlar

Arastirma kapsaminda katilimcilara yoneltilen besinci soru “Miilteci ogrencilerin

egitiminde bir ogretmen olarak sizin karsilagtiginiz zorluklar nelerdir? Agiklayiniz.”

seklindedir.

K1, K2, K3, K4, K5, K6, K8, K9 ve K10 kodlu sosyal bilgiler 6gretmenleri, 6gretmen
olarak yasadiklar1 zorluklarin temel nedenini miiltecilerin Tiirk¢e konusma, okuma ve yazma

konusundaki yetersizlige baglamislardir.
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K7 kodlu 6gretmen ise yasadigi sorunlari dil sorunu, okula devam sorunu, diger
ogrencilerle iletisim ve pargalanmis aile olma sorunlar1 olmak tizere dort grupta topladigi

goriislerini soyle ifade etmistir:

Karsilagilan en temel sorun dogal olarak dil bilmeme sorunudur. Ogrencilerin Tiirkce
bilmemesi ve gozlemledigim kadariyla bircogunda Tirkge 6grenmek i¢inde herhangi bir
gayretin olmayis1 en biiyiik sorundur. Ogrenciler dil 6grenmeyi en kisa siirede gergeklestirmek
icin caba gdstereceklerine bunu giinliikk hayatin dogal akisina birakarak ¢ozme gayretindeler.
Elbette bu konuda son derece yetenekli olup kisa siirede dil sorununu agan grenciler olmakla
birlikte bu 6grencilerin sayisinin oransal olarak yeterli olmadig1 sdylenebilir. Bir diger sorun
miilteci 6grencilerin okula devam oranlarinin son derece diisiik olmasidir. Diizenli olarak okula
gelmeyen 6grenciler hem dil hem de uyum sorununu agamamaktadir.

Karsilagilan diger bir sorun ise Tiirk &grenciler ile yasadiklari iletisim eksikligidir. Miilteci
ogrencilerin ¢ogu zaman kendileri gibi 6grencilerle arkadaslik yapmayi tercih ettikleri veya
Tirk 6grenciler tarafindan diglandiklari i¢in boyle bir tercihte bulunduklart gézlenmektedir.
Ozellikle ergenlik caginda olan erkek ¢ocuklar arasinda sik sik yasanan kavgalar buna drnek ek
teskil etmektedir. Ayrica pargalanmig aile yapilarinin (bazilarinin ebeveynlerinin 6lmiis veya
geldikleri iilkede kalmis olmalar1 nedeniyle) 6grenciler {izerinde olumsuz etkisi bulunmaktadir.

Bulgular sosyal bilgiler 6gretmenlerinin miilteci Ogrencilerin Ogretmeni olarak
karsilastiklar1 en temel sorunun Tiirk¢e konusma, okuma ve yazma olarak gordiiklerini ortaya

koymaktadir.

Ogretmenlerin Karsilastiklar1 Sorunlara iliskin Céziim Onerileri

Arastirma kapsaminda katilimcilara yoneltilen altinci soru “Ogretmen olarak sizin

karsilastiginiz zorluklara iliskin ¢oziim onerileriniz nelerdir?” seklindedir.

K4, K5, K9 ve K10 kodlu 6gretmenler sorun yasamadiklarini, onlar1 anlamaya ve
yardimc1 olmaya ¢alistiklarini belirtmislerdir. K1 kodlu 6gretmen sosyal ve aktif olan
ogrencilerle oturmalarinin iyi olacagimi vurgularken, K2 kodlu 6gretmen “biraz daha fazla
ilgilenmeliyiz” seklinde goriigiinii belirtmistir. K8 ve K3 kodlu 6gretmenler ise “sinifigi ve

okul i¢i organizasyonlarla uyumlarina destek olunabilir” seklinde 6neride bulunmuslardir.

K7 kodlu 6gretmen ise gorlisiinii s0yle ifade etmektedir:
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Hizmetici egitim yoluyla tiim 6gretmenlere konuyla ilgili egitim verilmeli (ilimizde bagladi),
goniillii 6gretmenlere yonelik yabanci dil (Tiirkge, Arapea, ingilizce) kurslari agilmali. Miilteci
Ogrenciler icin c¢alisan Ogretmenlere yonelik calismalarini motive edici tesvikler verilmeli.
MEB’in bu dgrencileri hemen okula gondermek yerine en az bir yil dil ve uyum, psikososyal
yasama hazirlayici programlarin uygulandigi egitim kamplar1 kurmasi ve belli seviyeye gelen
ogrencileri okula géndermesi daha dogru olur.

Bulgular katilimcilarin ¢ogunun miilteci 6grencilerin 6gretmeni olarak karsilagtiklar
sorunlarin ¢ozlimiiyle ilgili ilging bir sekilde sorun yasamadiklarini gostermektedir. Ancak

ayni katilimeilar sorunlar bagligi altinda yasadiklart sorunlari agik sekilde ifade etmislerdir.

Sosyal Bilgiler Ogretim Programina Miiltecilikle Tlgili Eklemesi Gerekenler

Arastirma kapsaminda katilimcilara yoneltilen yedinci soru “Sosyal Bilgiler Ogretim
Programina miiltecilik olgusuyla ilgili neler eklenmeli (miilteciler ve diger dgrenciler

agisindan)?” seklindedir.

Miiltecilik olgusuyla ilgili Sosyal Bilgiler Ogretim Programina eklemeler yapilmasiyla
ilgili K3, K9 ve K10 kodlu 6gretmenlerin cevap vermedigi goriilmiistiir. K1 kodlu 6gretmen
“g0¢ konusunun” daha ayrintili yer almasi, K2 kodlu 6gretmen “miilteci haklarini ve
Ozgiirliiklerini” igceren konularin eklenmesi, K4 kodlu Ogretmen “miiltecilerin kendi
kiiltiirlerine ait konularin” eklenmesi, K5 kodlu 6gretmen “uyum konularmin” eklenmesi

seklinde goriis bildirmislerdir.

K7 kodlu o6gretmen miiltecilik olgusuyla ilgili bir iinitenin eklenmesinin 6nemli

oldugunu s6yle ifade etmektedir;

Ulkemizde sayilar1 artik milyonlarla ifade edilen ve bulundugumuz cografya sartlart goz Oniine
alindiginda sayilariin daha da artacagi belli olan ve yakin gelecekte hemen ¢6ziilmesi miimkiin olmayan
miilteci sorunu artik bir devlet politikas1 kapsaminda degerlendirmesi gerektiginden sosyal bilgiler ders
programinda bu konu bash basma bir iinite olarak yer almalidir. Konu ayrica hem insan haklari
kapsaminda hem degerler egitimi acisindan da degerlendirilecegi gibi Atatiirk’iin ‘yurtta sulh cihanda
sulh’ anlayis1 ile komsularla baris i¢inde bir arada yagamanin 6nemi vurgulanmali.
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K6 ve K8 kodlu 6gretmenler goriislerini; “Miiltecilerin vatanindan koparilan insanlar
oldugu vurgusu onemle islenmeli. Bu insanlarin burada ne isi var diye sorgulanmamalt”

seklinde ifade etmiglerdir.

Bulgular, katilimeilarin ¢ogunlugunun programa konu eklenmesi yoniinde oldugunu
gostermektedir. Katilime1 goriislerinin 6gretim programina eklenmesi gereken konularin gog,
miilteci haklart ve 6zgiirliikleri, miiltecilerin kendi kiiltlirlerine ait unsurlar1 icerecek sekilde

diizenlenmesi gerektigi yoniinde oldugu goriilmektedir.

Miiltecilerin Egitimiyle Tlgili Diger Goriisler

Aragtirma kapsaminda katilimcilara yoneltilen sekizinci soru “Bunlarin disinda
konuyla ilgili belirtmek istediginiz baska diistinceniz varsa liitfen belirtiniz?” seklindedir.

S6z konusu soruya yonelik K7 kodlu 6gretmen disinda goriis bildiren olmamistir. K7
kodlu 6gretmen ise goriislerini soyle ifade etmistir;

Bulundugumuz cografya kiiresel giic odaklarmin ve uluslararasi sermayenin kendi ¢ikarlarini
gerceklestirmek igin her tiirlii somiirgeci faaliyetlerde bulundugu Winston Churchill’in de itiraf
ettigi gibi bir damla petrol bir damla kandan daha degerlidir anlayisiyla hareket ettigi bir
bolgedir. Bu durum goz oniinde bulundurularak iilkemiz dig politikasini kiiresel hesaplarin
oyununa gelmesini engelleyici, komsu iilkelerin toprak biitiinliigline saygili, birbirlerinin
icislerine miidahil olmasi sonucu yasanabilecek trajedileri iyi analiz eden bir anlayisla
sekillendirmemiz gerekliligini ortaya ¢ikarmistir. Ayrica toplumumuzun miiltecileri diglamak
yerine yasadiklari zorluklart anlayisla karsilayan onlara kucak acan bir yapiya kavusturmasi
icin biz egitimcilerinde iyi ¢aligmasi gerekmektedir.

Tartisma, Sonuc ve Oneriler

Sosyal bilgiler 6gretmenlerinin ortaokullarda 6grenim goren miilteci Ggrencilere
sunulan egitim 6gretim hizmetleri hakkindaki goriislerini tespit etmek amaciyla yiiriitilen bu
arastirmada ulasilan sonuglar asagida sunulmus ve tartisilmistir. Arastirmanin sonuglarina

gore Ogretmenler; sosyal bilgiler ders igerigini miiltecilerin iilkemize uyumu noktasinda
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yetersiz bulmakta, sosyal bilgiler dersine iliskin miilteci Ogrencilerden beklentilerinin
oncelikle Tirkceyi Ogrenmeleri, yasadiklari toplumu benimsemeleri ve iilkenin kiiltiirel
yapisina uyum saglamalart gerektigini vurgulamaktadir. Sosyal bilgilerin 6ncelikli amaci,
karsilikli olarak birbirine bagli bir diinyada, hemen her bakimdan degisen iilke ve diinya
kosullarinda bilgiye dayali karar alip problem ¢ozebilen etkin vatandaslar yetistirmektir
(Oztiirk, 2012). Bu baglamda sosyal bilgiler egitiminin miiltecilerin durumu géz 6niinde
bulunduruldugunda s6z konusu amaci karsilamadigi soylenebilir.

Yapilan arastirmada &gretmenlerin, miilteci 6grencilerin egitim 6gretim siirecinde
karsilastiklar: en 6nemli sorunun “dil sorunu” oldugunu; dersi anlamama, uyum vb. sorunlarin
da temelinde dil sorununun oldugunu belirttikleri sonucuna ulasilmustir. lgili literatiir
incelendiginde dil farkliligindan kaynaklanan sorunun 6zellikle vurgulandig ve sadece egitim
alaninda degil saglik, sosyal yardim veya sosyal ¢evreyle etkilesime girmenin dniinde biiyiik
bir sorun oldugu goriilmektedir (Fazel vd., 2012; Measham vd., 2014; Oytun ve Giindogar,
2015; Ryan, Dooley ve Benson, 2008; Scheppers vd., 2006; Tung, 2015). Dil becerisi yetersiz
olan ¢ocuklar akranlariyla iletisim kuramadiklari icin yalniz kalmakta ve kendilerini ifade
edemedikleri i¢in i¢lerine kapanarak kendilerini toplumdan izole ettikleri sdylenebilir.

Ayrica Mercan Uzun ve Biitlin (2016) tarafindan okul dncesi egitim kurumlarindaki
miilteci ¢ocuklarla ilgili yapilan arastirmada, Suriyeli siginmaci ¢ocuklarin, bulunduklari
egitim kurumlarina uyum saglamakta ciddi giicliikler yasadiklarini ortaya koymustur.
Aragtirmada en Onemli nokta cocuklarin Tiirkge bilmemeleri nedeniyle ciddi sorunlar
yasadiklaridir. Cocuklar Tiirkge bilmedikleri i¢in hem Ogretmenleri ile hem de akranlari ile
iletisim kuramamaktadirlar. Bu nedenle de sosyallesememekte ve grubun disinda
kalmaktadirlar. Kirmayer ve digerleri (2011)’de miilteci ¢ocuklarin stres kaynaklarindan en
Oonemlisinin yeni bir dilde egitim almak oldugunu vurgulamasi da konunun &nemini

gostermektedir.
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Aragtirma bulgularina gore dgretmenlerin, Sosyal Bilgiler Ogretim Programima hem
miilteciler hem de kendi vatandaslarimiz i¢in konu eklenmesi gerektigini vurguladiklari,
eklenmesi gereken konularin gog¢, miilteci haklar1 ve oOzgiirliikkleri, kendi kiiltiirlerine ait

unsurlari icerecek sekilde diizenlenmesi gerektigini ifade ettikleri sonucuna ulagiimstir.

Ulkemiz egitim sistemi icerisinde miilteci ¢ocuklarim gesitli nedenlerle uyum sorunlar
yasadiklari, digslanmaya maruz kaldiklart ve yalnizlagtiklart arastirma bulgularindan
anlasilmaktadir. Cocuklarin bu tiir olumsuzluklara maruz kalmamasi i¢in dncelikle yapilmasi
gereken Ogretmenleri ve akranlariyla iletisim kurabilecekleri diizeyde dil becerisine sahip
olmalarinin saglanmasidir. BMMYK Tiirkiye temsilcisi Batchelor (2014) kendisiyle yapilan
bir soOylesi de; ‘Miiltecilere yardim etmek istiyorsamiz onlara Tiirk¢e oOgretin.’

degerlendirmesinde bulunarak dil becerisinin énemine vurgu yapmistir.

Insanlarin birbirleriyle ve gevresiyle etkilesimine odaklanan Sosyal bilgiler egitiminin,
bireylere demokratik deger, tutum ve inanglar gelistirme sorumlulugu vardir (Oztiirk, 2012).
Bu yolla bireyin etkin vatandas olarak demokratik deger, tutum ve inanglartyla toplumda
huzur ve uyumun olusmasinda 6nemli rol oynayacagi disiintlir. Milteci 6grencilerin
iilkemize uyumu noktasinda sosyal bilgiler egitiminin ve programlarin kapsayict igerikle

diizenlenmesinin 6nemli oldugu degerlendirilmektedir.

Bu baglamda hem miilteci ¢ocuklarin {ilkemize hem de lilkemiz ¢ocuklarinin miilteci
cocuklara uyum saglanmalarinda en oOnemli unsurun egitim oldugu ve bu egitimin
okullarimizda Tiirkge 6gretiminden sonra sosyal bilgiler dersiyle saglanabilecegi ortadadir.
Bu noktadan hareketle arastirma sonuglarina gore, sosyal bilgiler 6gretim programinin ve ders
iceriklerinin miilteci olgusu dikkate alinarak diizenlenmesi, sosyal bilgiler 6gretmenlerinin
s0z konusu gruba egitim verebilmesi icin hizmetici egitimlere alinmasi, miilteci 6grencilere

kendi kiiltiirel unsurlarini yansitabilecekleri ortamlar sunulmasinin saglanmasi 6nerilmektedir.
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Miilteci 6grencilere karst 6gretmenlerin ve akranlarimin tepkisini 6nlemeye yonelik genis

kapsamli bir uyum politikasinin hayata gecirilmesi gerekmektedir.

Son s6z: Egitimciler olarak bizler ‘Okullarimizin ve siniflarimizin degisen demografik

yvapisina ne kadar hazirliklyiz?’.

Kaynaklar

Afet ve Acil Durum Yonetimi Baskanligi [AFAD] (2013). Tiirkiye 'deki Suriyeli siginmacilar

saha arastirmast  sonu¢lari. T.C  Bagbakanhigi. URL:https://www.afad.gov

.tr/lupload/Node/3925/xfiles/syrian-refugees-in-turkey-2013_baski_30 12 .
2013_tr.pdf adresinden Haziran 2017 tarihinde erisilmistir.
Berber, F. (2011). 19. yiizyilda Kafkasya’dan Anadolu’ya yapilan gogler. Karadeniz

Arastirmalari, 31, 17-49.

Beter, O. (2006). Stmirlar étesi umutlar, miilteci cocuklar. Ankara: SABEV Yaylar1 No:15,

Sosyal Calisma Dizisi: 12.

Birlesmis Milletler Cocuklara Yardim Fonu [UNICEF] (2015). Tiirkiye'deki Suriyeli

cocuklar.URL: http://unicef.org.tr/files/bilgimerkezi/doc/Turkiyedeki%20Suriyeli%20

Cocuklar Bilgi%20Notu%20Kasim%202015.pdf adresinden 2 Eylil 2017 tarthinde
erisilmistir.
Birlesmis Milletler Miilteciler Yiiksek Komiserligi [UNHCR] (2016). 3RP regional, refugee,

residence plan in response to the Syria crises, 2016-2017 annual plan. URL:

http://data.uncr.org pdf adresinden 10 Haziran 2017 tarihinde erisilmistir.

Birlesmis  Milletler Miilteciler  Yiiksek  Komiserligi [UNHCR] (2017). URL:
http://data.unhcr.org/syrianrefugees/country.php?id=224 adresinden 10 Haziran 2017

tarthinde erisilmistir.

73


https://www.afad.gov/
http://unicef.org.tr/files/bilgimerkezi/doc/Türkiyedeki%20Suriyeli

AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 52-79
DOI: 10.18039/ajesi.393879

Birlesmis Milletler (1951). Miiltecilerin hukuki durumlarina iliskin Cenevre sézlesmesi.
Birlesmis Milletler (1967). Miiltecilerin hukuki statiistine iliskin 1967 protokollii.

Dalar, M., Algan, N. A. ve Algan U. (2013). Bolu’daki Irak siginmacilarin sosyal ve
ekonomik sorunlari: Saha ¢alismasina dayali bir analiz. Alternatif Politika, 5(3), 341-

359.

Dinger, O. B., Federici, V., Ferris, E., Karaca, S., Kirisci, K. ve Carmikli, E. O. (2013).
Suriyeli  miilteciler  krizi ve Tiirkive: Sonu gelmeyen misafirlik. URL:
https://www.brookings.edu/wp-content/uploads/2016/06/USAKBrookings-report-

final-version14November13.pdf adresinden 27 Agustos 2017 tarihinde erigilmistir.

Doganay, H., Ozdemir, U. ve Sahin, I. F. (2011). Genel beseri ve ekonomik cografya. Ankara:

Pegem Akademi.

Ergiiven, N. S. ve Ozturanli, B. (2013). Uluslararas1 miilteci hukuku ve Tiirkiye. Ankara
Universitesi Hukuk Fakiiltesi Dergisi, 62(4) 2013: 1007-1061, URL: http://dergiler.
ankara.edu.tr/dergiler/38/1882/19732.pdf ~ adresinden  Haziran 2017 tarihinde
erisilmistir.

Fazel, M., Reed, R. V., Panter-Brick, C., & Stein, A. (2012). Mental health of displaced and
refugee children resettled in high-income countries: Risk and protective factors.

Lancet, 379, 266-82.

Gall, M. D., Borg, W. R., & Gall, J. P. (1996). Educational research an introduction (6.

Edition). USA: Longman Publisher.

Gog Idaresi Genel Miidiirliigii. (2017). 2016 Tiirkiye gé¢ raporu, T.C. Igisleri Bakanlig1 Gog

Idaresi Genel Miidiirliigii Yaynlar1, Yayin No: 40.

74


http://dergiler/

AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 52-79
DOI: 10.18039/ajesi.393879

Gigtiirk, Y. (2014). Siirgiin ile savas arasinda Suriyeli miilteciler. Ankara: Siyaset, Ekonomi
ve Toplum Arastirmalar1 Vakfi (SETA). URL: https://www.setav.org/5-soru-surgun-

ile-savas-arasinda-suriyeli-multeciler/ Eyliil 2017 tarihinde erigilmistir.

fltica ve Go¢ Arastirmalart Merkezi (2013). Sivil toplum érgiitlerinin Tiirkiye 'deki Suriyeli
miilteciler icin yaptiklart calismalar ile ilgili rapor. URL:
http://www.igamder.org/wp-content/uploads/2012/06/Suriye-STK-Raporu.pdf

adresinden 25 Agustos 2017 tarihinde erisilmistir.

Kirmayer, L. J., Narasiah, L., Munoz, M., Rashid, M., Ryder, A., Guzder, J. et.al. (2011).
Common mental health problems in immigrants and refugees: general approach in
primary care. Canadian Medical Association Journal. URL:
https://www.researchgate.net/publication/45094380 _Common_mental_health_proble
ms_in_immigrants_and_refugees_General_approach_in_primary_care adresinden 28

Agustos 2017 tarihinde erigilmistir.

McMillan, J. H. (2000). Educational research: Fundamentals for the consumer (3. Edition).

New York: Longman.

Measham, T., Jaswant, G., Rousseau, C., Pacione, L., Blais-McPherson, M., & Nadeau, L.
(2014). Refugee children and their families: Supporting psychological well-being and
positive adaptation following migration. Current Problems in Pediatric and

Adolescent Health Care, 44.

Mercan Uzun, E. ve Biitiin, E. (2016). Okul 6ncesi egitim kurumlarindaki Suriyeli siginmaci
cocuklarin karsilastiklart sorunlar hakkinda 6gretmen goriisleri. Uluslararasi Erken

Cocukluk Egitimi Calismalart Dergisi, 1(1), 72-83.

Miles, B., M. & Huberman, A., M. (1994). Qualitative data analysis. (21. Edition). London:

Sage Publications.

75



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 52-79
DOI: 10.18039/ajesi.393879

Ortadogu Stratejik Arastirmalar Merkezi [ORSAM] (2015). Suriyeli siginmacilarin

Tiirkiyeye etkileri. Rapor No: 195, URL: http://www.tesev.org.tr/assets/publications/

file/09012015104258.pdf adresinden Haziran 2017 tarihinde erisilmistir.
Oytun, O. ve Giindogar, S. S. (2015). Suriyeli siginmacilarin Tiirkiye 'ye etkileri raporu.

Ozkarsli, F. (2014). Suriye’den Tiirkiye've go¢ ve Suriyelilerin enformel istihdam: (Mardin
Ornegi) (Yaymlanmamis Yiiksek Lisans Tezi), Artuklu Universitesi Sosyal Bilimler

Enstitiisii, Mardin.

Oztiirk, C. (2012). Sosyal Bilgiler égretimi demokratik vatandashk egitimi, C. Oztiirk (Ed.),

Ankara: Pegem Akademi.

Patton, M. Q. (2014). Nitel arastirma ve degerlendirme yontemleri. M. Biitiin ve S. B. Demir

(Cev. Ed.). Ankara: Pegem Akademi.

Ryan, D., Dooley, B., & Benson, C. (2008). Theoretical perspectives on post-migration
adaptation and psychological well-being among refugees: Towards a resource-based

model. Journal of Refugee Studies, 21(1), 1-18. URL: https://academic.oup.

com/jrs/article-abstract/21/1/1/1513512/Theoretical-Perspectives-on-Post-Migration

adresinden 30 Agustos 2017 tarihinde erigilmistir.

Scheppers, E., Van Dongen, E., Dekker, J., Geertzen, J., & Dekker, J. (2006). Potential
barriers to the use of health services among ethnic minorities: A review. URL:
https://www.researchgate.net/publication/7299698 Potential _barriers_to_the use of
health_services_among_ethnic _minorities A review adresinden 31 Agustos 2017

tarthinde erisilmistir.

Tung, A. S. (2015). Miilteci davranis1 ve toplumsal etkileri: Tiirkiye’deki Suriyelilere iliskin

bir degerlendirme. TESAM Akademi Dergisi, 2(2), 29-63.

76


http://www.tesev.org.tr/assets/publications/
https://academic.oup/

AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 52-79
DOI: 10.18039/ajesi.393879

Uluslararas1 Af Orgiitii [UAQO] (2009). 7ki arada bir derede, Tiirkiye deki miiltecilere koruma

saglanmiyor. Amnesty International Publications, URL: http://www.amnesty.org

tr/uploads/Docs/986 multeciraporu936.pdf adresinden Haziran 2017 tarihinde

erisilmistir.

Yildirm, A. ve Simsek, H. (2013). Sosyal bilimlerde nitel arastirma yontemleri. Ankara:

Seckin Yaymcilik.

Extended Abstract

Because of various reasons, people can sometimes change their location between their
own countries and sometimes between countries. If the change of place is voluntary, this
process is called as immigration, if it is compulsory, it is called as asylum. The phenomenon
of asylum brings together sub-formations such as refugees, asylum, irregular immigration and
the need for international protection. Therefore, refugee and asylum, considered as forced
migration or asylum, are confronted by the fact that people have to abandon their country
because of pressure on their countries due to various reasons such as interstate wars, ethnic
conflicts, civil conflicts, oppressive and authoritarian regimes, natural disasters and
environmental problems. Refugee movements have been on the agenda for Turkey throughout
history. From the Ottoman Empire to the present day, it is seen that the people who were

displaced within the mass movement of population move into Anatolian territory.

It is periodically related to the particular position that our country has, with the reasons
changing. As a result of the conflicts in the neighboring countries in recent years, Iragi and
Syrian citizens who have migrated to our country have become one of the provinces of Ordu
that they prefer to live in. According to the Ordu Provincial Directorate of National

Education, on 23 January 2016, it is known that there are 549 refugees who are educated from
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pre-school to 12th class schools in our province. The fact that the number of refugees is on the

declining level suggests the necessity of working on this group.

Staring from the question of ‘how much prepared for the changing demographic
structure of our school and our class as educators?’ the purpose of this research is to evaluate
the educational service provided to the refugee students who are trained in secondary school
according to social studies teacher opinions. In this research, it is aimed to evaluate the
educational service offered to refugee students who are educated in secondary schools
according to social studies teachers’ opinions. Criteria sampling method was used to select the
study group in the research. The criterion was set out to provide refugee students with at least
one educational year of education. In this context, the study group of the research consists of
10 social studies teachers who provide education to the refugees in state secondary school

affiliated to the Ministry of National Education in the province of Ordu.

This research, which is conducted to examine the opinions of social studies teachers
on refugee education, is a qualitative case study. The case study model, which is one of the
qualitative research methods, was used in the research. A case study is defined as a method in
which one or more events, the environment, the program, the social group, or other
interrelated systems are examined in depth. In this research, an in-depth study is conducted on
the education of refugees, a social group. In this context, the problem of research is
determined as “what is the opinion of social studies teachers about the educational service

offered to the refugees in our country?”

The interview method was used for the purpose of the research and in accordance with
the research model. Interviews allow direct quotations of peoples experiences, ideas, feelings
and information. The semi-structured interview technique was used to collect the research
data. The most important convenience of the semi-structured interview technique to the

researcher is to provide more systematic and comparable information because it is maintained
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according to the questions in the pre-prepared interview. The research data were analyzed by
descriptive analysis technique according to the nature of the qualitative research. According to
research findings, the participants think that the content of social studies course was
insufficient in terms of adapting refugees in our country, and for other local students to accept
refugee students, the main reason for this was stated as language insufficiency, it was also
found that the participants thought that it was important to include some topics in social
studies curriculum as immigration, refugee rights and freedom, cultural elements that
refugees bring in our society. According to the results of the research, it is suggested to
organize the social studies curriculum and the course contents considering the refugee status;
to take refugee education the in-service trainings so that the social studies teachers can teach
such groups, and to provide the refugee students with environments where they can reflect

their own cultural elements.
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Abstract

For a sustainable environment, the notion of educating the children from the early years
regarding the environment is becoming more commonplace. Therefore the subject of environment
in the current education system shall be reviewed. Contrary to popular belief, environment do not
only consist the natural formations and the importance of built environment and its relation to
ecological balance is not fully understood. For this reason, the aim is to improve the current
environment education in terms of context and governance and the field studies conducted for this
purpose include architecture based environment education events. For this study, the different
methods for processing the issue of environment in lessons are reviewed and consisted 65
students, 30 being the experiment group, that are in 4th grade in 2 different schools. The
quantitative and qualitative research methods are used in tandem. As the results of the study is
reviewed, it is seen that the students who participated to the workshop have become more
knowledgeable in terms of “environment, ecology and sustainability” and are able to apply their
knowledge by constructing models. Based on these results, the studies that will be conducted in
the future regarding environment education, it is recommended that a holistic approach that
includes the built environment to be adopted.
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Introduction
Environment, being the surrounding of an individual, is a rich material that influences
the understanding of one’s behavior, herself and the external world (Howard, 2000). It is
known that the formation of the identity and the essence at childhood, “environment” has a
fundamental place (Spencer & Blades, 2006). Piaget also highlighted that the children also

perceive and interpret the external world by exploring the environment (Bell, 2006).

The environmental psychologists review the environment in two topics. The natural
environment where the humans are reciprocally interact with other living organisms, or the
artificial or built environment where the human-made buildings are present (Graves, 1990).
UIA Union of International Architectures Children’s Architecture Commission do not
separate the natural and built environment with distinct lines, on the other hand uses the
phrase “our buildings, cities and natural environment” to define the built environment (Built
environment education at UIA, 2011). Therefore the perception of environment in first world
countries is holistic and includes the built structure. Therefore, when environment is
concerned, it is thought that a definition separated from the built environment would not be a

complete definition.

Different professions define the concept of environment with differing priorities. In
this context one cannot expect an architect, an environmental scientist or a tutor to define the
concept of environment with the same context. However, with the development of
environmental consciousness some common terminologies are to be utilized, the requirement
to process the environment in most of disciplines that has the environment as a field of
interest, as a multi-faceted manner. Based on this the environment consists the physical,
biological, social, economic and cultural setting that the humans are in interaction with

themselves and other organic and inorganic entities.
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Regardless of the definition, it is seen that the importance of environment is being
recognized throughout the world at an increased rate. Due to this awareness, predominantly
UIA member countries, throughout the world it is proclaimed that environment education
shall be provided at an early age. The mentioned environment education is defined as “a
constant state of learning in which provides insight, capability, values and experience to solve
environmental issues and ensuring that the individuals are aware of their immediate
environment” (Vaughan et. al. 2003). The aim of environmental education is to increase the
awareness of environment of the individuals, their sentiment towards the environment and
creating a sustainable environment (United Nations Educational, Scientific and Cultural
organization [UNESCO], 1980). In addition to this perspective that is conceived following
Thilisi Convention (1977), as specified by Graves, the environment education has a major
stake in raising contributing individuals who can have a critical perspective and decide on

social issues (Graves, 1990).

Ileri, associates his own views with environmental education as “(1) Awareness of
environment and environmental issues and developing conscience, (2) Obtaining information
regarding the environment and environmental issues, (3) Having to adopt positive and
realistic attitude, (4) Propagation of required philosophy to develop and protect the
environment, (5) Developing the skills and approaches in determining, understanding and
solving process and approaches in determining the environment and environmental issues, (6)
Ensuring contribution to creation, preserving and resolving the issues regarding the

environment” (leri, 1998).

The environmental education processes that may be elaborated through various
reasons, in various countries around the world such as USA, Finland, England, Germany,

Ireland and Japan, different priorities may be processed.
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For example, in England, it is seen that the ‘“sustainability” term is being more

highlighted compared to other countries.

Since 1999, in England the children are being lectured regarding “defining and
preserving the natural and built environment, enhancing the sustainable environment
awareness”. The majority of these studies are undertaken by CABE (Commission for
Architecture and the Built Environment). Issuing various publications in order to support the
education of build environment, CABE is an important publication resource that provides
budgets, projects to various centers and creates events. The center has publications about
various subjects such as “public areas, school designs, architecture for everyone, healthy
environment” (Giilay Tasc¢1, 2014). Many of these publications have the “sustainability”
theme and provide information to the children regarding designing a sustainable environment

design.

It is also known that in other European countries, the subject of increasing sustainable
environmental awareness in education and architecture policies are significant. The
environmental education provided in these countries include the natural and built environment
and the need for designing the built environment as an environment-friendly project is also
highlighted. Especially the school buildings, any architecture design includes the theme of
sustainability as a primary feature and the children are lectured via the building that they are
taught in and they learn by living in the building, experiencing it. Furthermore, in countries
such as Finland where the educational successes are prominent, the inclusion of environment
education in  the education curriculum is being worked on (http://

wwwe.arkkitehtuurikasvatus.fi/english/yleistmiksi.php).

In Turkey the subject of sustainable environment is not highlighted as it should be.
There aren’t many examples for buildings that are designed with the sustainable environment

awareness in focus.
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The education system is facing a similar issue. As the Turkish national curriculum is
reviewed, the life sciences, social studies and science lessons are limited to the natural
environment in teaching the environment as a whole and while the built environment is non-
existent, for example the theme of sustainability is mentioned briefly only related with the

“ecology” theme in only science lessons finitely (http://ttkb.meb.gov.tr).

Based on the observations made throughout the attended lessons prior to the study,
another prominent issue is the reliance on traditional methods to provide the environment
education predominantly and utilization of presentation strategy and verbal lecture methods.
On the contrary, when the first world countries are reviewed, the environment education
includes the built environment and the lecture includes the methodologies that are utilized in
architecture education (see: Examples from USA, Finland, England, Ireland, Germany, Japan)

(Giilay Tase¢1, 2014).

The primary goal of this study is to change the perception of environment education,
the context and application of environment education and as in the countries that place
importance on the “sustainability” term by utilizing the architecture discipline, to ensure that
the built environment to be approached associating with natural environment. For this
purpose, this study is centered on a sample workshop that is conducted on two schools with
the enhanced environment education approach that utilizes architecture discipline. As this
workshop was designed, the built environment was utilized as the context and the

methodology utilized by the architecture was adopted as the method.

Architecture Based Workshop

This study is designed in align with especially social studies and science curriculum

that include the “environment” topic. The goals of these lectures are reviewed and the
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associated goals of the educational workshop are created. Therefore the primary goals
associated with architecture: “i.)To review the influence of natural environment,
environmental events and the climate on the building ii.)Learn about sustainability iii.)To

indicate the criteria for ecologic building design”.

The sample for the study: The workshop was conducted at one public school and one
private school with different socio-economical levels. At each school, two groups are formed
by 4th graders, one being the experiment group, while the other being the control group. For
this workshop, 17 students are included in the experiment group of the school with a lower
socio-economic level while the control group includes 15 students. At the school with a
higher socio-economic level, the experiment group includes 13 students while the control
group includes 20 students. The preliminary test and final tests of the study are conducted
with 65 students while the workshop that focus on environment are completed with 30

students.

Method of Research: Quantitative and qualitative research methods are utilized in
tandem as the method of research for this study. The qualitative research method relies on
observation and is utilized to observe the current lessons and the students in the following
workshop conducted afterwards. Furthermore, during evaluation of results, qualitative data
are utilized for portfolio and product evaluations. Qualitative research methods are utilized in
order to comprehend the pre-study environmental awareness and evaluating the results of the

study.

In order to ensure different validity and persuasion with findings, the multi evaluation

method, the triangulation is preferred (Holmes 2005).

The most important aspect of the workshops is being flexible, being student oriented

and teach with hands-on approach. International Covenant on United Nations Economic,
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Social and Cultural Rights (OHCHR) indicates the importance of flexibility in education and
the principle of flexibility is accepted to be a significant data for a child-oriented approach
(Atay, 2009). In this study, the flexible education means that the lack of fixed rules regarding
the approach to the subject, determination of the issues by conversing with the students and
for solutions, utilization of different methods such as models, illustrations and clip art. As
these methods are utilized, even materials were selected differently to cater the different
socio-economic levels. Different materials are selected for the students in the private school
and the public school. However this did not hinder the model making studies for the purpose

of this work.

Furthermore, the difference between the studies conducted in align with the readiness
level of the students at a lower socio-economic level school compared to the students in the
private school also highlights the flexibility of the education. At the study conducted at the
private school, a more drilled down education was possible, and the level of education is
increased based on the level of the students. In addition, the studies are prepared to cater more
than one area of intellect, primarily on visual intellect and in turn to favor the students who

are unable to learn or learn less with verbal lecture.

Preliminary tests: A preliminary test was conducted for the study especially to
determine the level of readiness of the students regarding environment. The preliminary tests
included 47 open ended and 13 multiple choice questions in order to determine the
environment awareness of the students (see: Preliminary test questions; Giilay Tas¢1, 2014).
The questions include topics of architecture and environment. When the test questions are
reviewed, the percentage of success at the school with a low SEL is 31,25%, the school with a

high SEL is 57,75%.
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In other words, the children at the higher SEL have a higher environmental awareness
before the study. As the open-ended questions are matched and reviewed with multiple choice

questions for each student, this conclusion is supported further.

Table 1

Research Pattern

Research Pretest (Giilay Tasci, 2014) Education process  Final test

Pattern

Control Readiness Scale Traditional Self-evaluation Scale (ecology based
group questions)

Experiment Readiness Scale Architecture Self-evaluation Scale (ecology based
group Supported questions)

Figure 1-2. Preliminary Test Phase

Workshop setup: The importance of children-oriented and constructive learning
approach focused for the workshop is also indicated in Piaget’s theory (Flavell, 1963). A topic
that is imposed on a child by a third party will hinder the child’s ability of self-discovery, a
complete and permanent learning cannot be achieved. Today, the contemporary education
systems refrain from providing the knowledge to the student directly but instead they
facilitate the students’ ability to access the said knowledge. This approach places the students

at the center and structures the knowledge with their real life experiences. Therefore a higher
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level of education is achieved. As Bloom (1956) specifies, with this approach the children are
able to achieve stages such as comprehension, application, analysis, synthesis and evaluation,
beyond memorization, and are able to utilize their knowledge more functional (Saragoglu,
Ozyilmaz Akmaca & Yesildere, 2006). The workshop set up in align with a similar lecturing
approach, the processes in which the students have structured the knowledge and the end
products are evaluated with the process.

At the start of the study, the students are informed that there is no single result or a
truth, each student will discover and structure her own truth and therefore not see this
workshop as a written test. The aim here is to support the creative thinking of the students,
and the students willingly participated to each workshop without any fear or pressure for
SuCCess.

As it should be in any study that is children-oriented, the children’s development
features are taken into consideration when the methodology and the strategy of the study is
being determined. Furthermore, based on the multiple intellect utilization, multiple methods
and techniques are utilized in the studies that are centered on the children. Verbal
conversations, telling through visuals, illustration, making models etc. many methods are used
consequently in the same workshop structure aimed to ensure that the learning is versatile and
permanent. Among the methods used, highlighting utilization of models and testing structural
learning theory with this method is aimed.

For environmental education process, certain phases are to be followed (Uttke, 2012).
These phases are “1. discovery and perception, 2. creating a draft and a design, 3. presentation
and discussion”. This phased system is also seen in structured education models. At this stage
these phases are applied on the conducted study. In workshops primarily the presentations and
deciphering the issue that will provide an introduction to the subject and attract the attention

and increase the motivation of the students, development and design phase geared towards
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solving the issue and presentation of the design and end products to the class and class-wide
discussions are conducted.

Presentation Phase: At the first phase of the study, the concept of “environment”, the
main concept of this study is elaborated. “What is environment?, What can be done for a
sustainable environment?, What is sustainability?, What is ecological architecture?, How can
a building can be ecological?” these questions are asked in order to discover the concept of
“environment”.

Following the introduction, a more comprehensible presentation is provided on

“sustainable environment and architecture”.

Figure 3-4. Presentation and Informing Phase

Discussion Phase: At classroom discussion phase, in order to test whether the
examples specified in the shown examples are comprehended, a problem is created comprised
of weather data and input is required in order to provide a solution. Once again the ideas that
are provided at this phase are written down, posted on the board and discussed with the class.
At the end of this phase, instructions are provided to the children to make preparations for the

subject.
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Figure 5-6. Q&A and In-Class Discussion Phase

Application Phase: In this phase first of all the students are reminded about the design
criteria for building an ecological structure that is in harmony with the natural environment,
then the students are asked to create a simple structure (house) by these criteria, in an
environment of their choosing with an issue that they determine. The topics of “the effect of
climate on building typology, designing a structure harmonious with the natural environment,
ecological structure design criteria, passive climatization (locating based on the sun,
utilization of wind energy)” recycling rainwater, utilization of geothermal energy, waste
management, recycling, insulation and heat saving in structures, natural and sustainable
material utilization” specified in the presentation are some of the topics that are aimed to be
reinforced with model application.

However before the model phase, at the architectural design phase, working with a
sketch method is utilized. The students have translated their ideas on a draft illustration and
then enhance these illustrations to models.

Through the studies the use of waste material and through it the concept of recycling is

introduced to the students are highlighted.
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Figures 7-8-9. Ecological Structure Works

Findings

For testing the conducted workshop, multi-evaluation process that is called

triangulation by Holmes is utilized. Triangulation is elaborated as to ensure the subject of the

research to be comprehended in detail by comparing and combining the different findings

from different sources (Holmes, 2005). The conducted study is evaluated separately by the

class teachers and study conductor and the results are compared. Furthermore during

evaluation, the insights of the experts of education sciences are collected.

For self evaluation of the students, the context of the questions asked can be

summarized as “the ability to question the effect of natural environment, natural events and

the climate on buildings, familiarizing the sustainability concept, specifying ecological

building criteria”. Based on these, self evaluation of the students is as below:

Table 2

Experiment and Control Groups Self Evaluation Table

Experiment group self evaluation table

Low SEL (public school)

High SEL (private school)

CAN DO Yes Partially No

Yes Partially No

“l Can Question Natural Events,

Climate and Weather on Buildings” 12 S 0 11 2 0
2 “I Know the Sustainability Concept” 14 3 0 11 2 0
3 “I Can Specify the Features of 13 4 0 11 2 0
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Ecological Structure”

Control group self evaluation table

Low SEL (public school) High SEL (private school)
CAN DO Yes Partially No Yes Partially No
“l Can Question Natural Events,
! Climate and Weather on Buildings” 3 1 ! 11 2
2 “I Know the Sustainability Concept” 1 1 13 1 7 12

“l Can Specify the Features of

3 Ecological Structure”

1 2 12 0 3 17

The study with the experiment group indicate that the self evaluation questions are
generally answered with “partially and yes” (Table 1). These results are in align with the
portfolio evaluation and, indicate that the students are able to convey the data provided to
the application phase.

Control group answers also include, somehow at a lesser extent, “yes and partially”
answers. Since the studies are not conducted on the control group, the positive answers
indicate that the children are somehow knowledgeable regarding these topics. Getting the
positive answers mostly from the private school indicate that the learning that aimed to be
achieved for environment education can be provided to a certain extent at private schools.

When the children are asked to specify their favorite and most beneficial method
through the study, all children indicate that the application of “model” study is the most
beneficial and their favorite. The feedback similar to these solution is obtained from the
children during the study and this conclusion is further emphasized with observations.

When tutor feedback is reviewed, there are various ideas regarding the sustainable
environment education and conducted workshop for experiment and control group tutors (see:
Tutor evaluation questions; Giilay Tas¢1, 2014). The experiment group tutors are also joined
to the education studies, the control group tutors are not notified of the workshop. Based on
this, experiment group tutors indicate that environmental awareness can be taught with
this workshop, control group tutors indicate that these studies are pointless and these

shall be provided to train architects. Since the control group tutors did not attend the
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lecture, they fail to comprehend the relation between environment education with architecture,
however the experiment group tutors that attended the lecture have provided positive
feedback regarding the benefits of architecture based environment education. As a conclusion,
based on the executive observation, it can be said that the experiment group tutors and
students have achieved the initial goals. Many of the students were not able to define the term
“ecology” prior to the study, however at the end of the study, they were able to specify the

ecological structure design criteria to the letter.

Conclusion and Recommendations

In this study the potential of the environment as a learning field is highlighted and an
experimental application towards environment education is conducted.

Specified by Piaget as well, the humans interact with their immediate environment
from the moment of birth. The natural and built environment where the humans are present in
daily life and learn subconsciously, is a rich learning field for the children. As the results of
the study created with this approach is reviewed, it can be mentioned that “the children learn
more with architecture based environment education about the natural and built environment,
compared to traditional environment education and this education is permanent”. This is
achieved by utilizing architecture both in the content and the method of the education.
Architecture was used as a tool for a holistic approach to the environment concept and it is
understood that the environment also includes the built environment, beyond the natural
formations. The greatest gain of this study is to specify that the built environment - natural
environment interaction effecting the ecological balance. The children’s effort to design an
ecological building as a final product of this study shall be evaluated as a concrete reflection

of this conscience. Furthermore, due to this training, it is seen that the three-dimensional
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thinking skills of the children are enhanced, they were able to express themselves in
architecture language, the ability to create a design.

Undoubtedly the tutors and the students that participate in the workshop process have
a huge influence on the success. As specified by Soygenis, “when the children look to the
environment to learn, when they think more about their environment”, this education will
achieve its purpose. (Soygenis and Erktin, 2009). The ensure the children not only learn to
look to their environment, but to look consciously and to see their environment is the tutors’
job. Graves also highlights the necessity to train the trainer and indicates the importance of
“teach the teachers” program. The program with the aim to provide built environment both
the teachers and the students, by creating an exponential effect via teaching the teacher and
reach far more students (Graves, 1990).

In a study conducted by Kendall et al, the view of “having a built environment
education for teachers is required” is being defended and most of the teachers that meet with
the built environment training “are successful in using the environment as a learning material”
(Kendall et al, 2007). Also, Uttke, indicating the study in which the built environment
education results are evaluated, stated that “the teachers are required to be informed regarding
the built environment education applications.” The study conducted by National Foundation
for Educational Research have provided a similar outcome (Uttke, 2012). Ensuring the studies
to achieve success is not merely possible with personal endeavors. Therefore, the collective
and collaborative approaches shall be adopted more in Turkey. The most important task for
collaboration falls to the administrators and politicians. Having built environment education
in the curriculum as a comprehensive renovation and improvement as part of a political
process is the defining factor for propagation of and sustaining this education. As specified by

Atay, the current values for “the goals, context and method of the education” in the current
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regulation shall be taken into consideration with “politics enhancement strategies” (Atay,
2009).

Following all these general recommendations, as a conclusion exclusive to this study,
it is recommended that a multi-disciplinary approach shall be adopted for environment
education and architecture-based environment education approach shall be included in the
national curriculum. If the relationship between the natural environment and architecture are
conveyed to the children as early as possible, the awareness and conscience regarding the
environment will grow at an early age (Built environment education at UIA, 2011).

In USA; “National Trust for Historic Preservation”, “National Council for
Preservation Education” and “Committee on Elementary-Secondary Education” have all offer
the same recommendation and support addition of built environment education at early ages
within the curriculum. Education authorities indicate that the best education approach to
provide built environment education is to adopt in the current curriculum (Graves, 1990).

Otherwise, tutoring only the natural environment in spite of the rapidly expanding
built environment, a holistic environment awareness cannot be achieved. The most concrete
example of this, in Finland, the relationship between architecture and the environment is
being taught to the children at pre-school stage (Giilay Tasc1, 2014). In Turkey, the first step
to include the architecture within environmental education is to include the subject on various
lessons. And in second stage, providing architecture as a separate lesson.
While planning these education processes, to enhance the learning outcomes, teachers’ and
students are recommended to study with the architects and academicians to teach the

‘ecology” concept multidimensionally.
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Lise Matematik Ogretmenlerinin Doniit Verme Siireclerinin ve Déniit

Algilarinin incelenmesi*
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Oz

Bu aragtirmada, lise matematik 6gretmenlerinin doniitleri nasil algiladiklarinin belirlenmesi
ve doniit kullanim siireclerinin incelenmesi amacglanmistir. Nitel arastirma ydntemlerinin
kullanildig arastirmanin katilimcilarini 16 lise matematik dgretmeni olusturmaktadir. Katilimeilar
6lciit ornekleme yontemi kullanilarak belirlenmistir. Veriler, odak grup goriismeleri ve gozlemler
araciligiyla toplanmis ve verilerin analizi ic¢in igerik analizi ydnteminden yararlanilmistir.
Arastirma sonuglarina gore katilimcilarin  doniit algilarinin  6gretmen doniitleri {izerinde
yogunlastig1 belirlenmistir. Ogretmen ve 8renci doniitleri konusunda goriis belirten matematik
6gretmenlerinin akran doniitlerine hi¢ deginmedigi tespit edilmistir. Arastirmada doniit kavraminin
O0gretmenler tarafindan en ¢ok diizeltme, tanilama, tamamlama, pekistirme, agiklama,
degerlendirme, sorgulama, ipucu verme, tekrar etme ve giidileme amaciyla kullanildig:
belirlenmistir. Katilimcilar doniitleri bu amaglarla dersin her agsamasinda kullandiklarini belirtmis
olsalar da yapilan gozlemlerde doniitlerin ¢ogunlukla dersin son bdliimlerinde degerlendirme
yapma amactyla dgrenci 6grenmelerinin sorgulandigt béliimde kullanildigi, dersin basinda ise pek
fazla doniite bagvurulmadig: tespit edilmistir. Kullanilan doniitler incelendiginde katilimcilarin
sirastyla en fazla diizeltici doniit, sorgulayic1 doniit, giidiileyici doniit, agiklayic1 doniit ve teyit
edici doniiti kullandiklart belirlenmistir. Ayrica, katilimcilarin doniit tercihlerinde yeterince
profesyonel bir yaklasim izlemedikleri anlagilmis ve Ogretmenlere farkindalik kazandiracak
calismalara ihtiya¢ oldugu goriilmiistiir. Dolayisiyla, matematik 6gretmenlerinin doniit algilarinin
zenginlestirilmesi ve doniit kavrami ve cesitleri hakkinda sahip olduklart teorik bilgilerin
gli¢lendirilerek pratige etkili bir sekilde yansitilmasi dnerilebilir.

Anahtar kelimeler: Déniit kavrami, doniit algisi, etkili doniit verme, matematik egitimi

! Bu galiyjmamn bir boliimii XVIIL. International Amse-Amce-Waer Congress’de sozlii bildiri olarak
sunulmustur.
2 Gazi Universitesi, e-mail: cevikbasm@gmail.com
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Abstract

In this study, it was aimed to determine how secondary school mathematics teachers
perceive feedback and to investigate the processes of feedback use. The participants of the study,
in which qualitative research methods were used, were 16 secondary school mathematics teachers.
The participants were selected by means of criterion sampling. The data of this study was collected
through focus group interviews and observations, and content analysis method was used to analyze
the data. According to the results of the study, the participants’ perception of feedback is primarily
related to the teacher feedback. It was also found out maths teachers that stated opinions about
teacher and students’ feedback, did not mention about feedback of peers. In the research, it was
identified that feedback concept is mostly used by teachers for correcting, defining, completing,
reinforcing, explaining, evaluating, confirming, questioning, giving clue, repetition and
motivating. Although participants expressed that they use feedback at every stage of lesson, with
observations it was identified that they use feedback mostly at the last stage of lesson to make
evaluation whereas they do not generally use feedback at the beginning. When current feedback is
examined, it was determined that participants mostly use correcting feedback, questioning
feedback, motivating feedback, explaining feedback and confirming feedback respectively.
Moreover, it was found out that the participants did not employ a professional approach in
choosing which feedback type to use, and that the studies that would raise teachers’ awareness are
needed. Hence, it can be suggested that feedback perceptions of maths teachers should be enriched
and also their theoretical knowledge of feedback should be strengthened and reflected effectively
to practice.

Keywords: Concept of feedback, perception of feedback, giving effective feedback, mathematics
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Giris

Doniit kavrami, 6grenene hedefleneni ne kadar 6grendigi, eksiklerinin neler oldugu ve
eksik 6grenmelerini tamamlamak icin nasil bir yol izleyebilecegine iliskin yapilan agiklamalar
olarak tanimlanmaktadir (Joyce, Weil, & Calhoun, 2000). Smith ve Ragan (2005) benzer
sekilde doniit kavraminin neyin yanlis neyin dogru yapildigi ve basart icin belirlenen
sonuclara ne diizeyde ulasildigi hakkinda verilen bilgiler oldugunu belirtmektedir. Kisaca,
ogrenciye kendi performansi veya 6grenmesi hakkinda sunulan bilgiler doniit olarak ifade
edilmektedir (Hattie & Timperley, 2007). Bu ag¢idan doniitler, O6grenenlerin 6grenme
stireclerinin organize edilmesine yardim ederken Ogretmenlerin de &grencilerin 6grenme
slireglerini izlemelerine ve degerlendirmelerine imkan sunmaktadir (Nicol, 2007).

Egitim Ogretim hizmetlerinin niteligini belirleyen faktorlerden biri olan doniitiin
(Senemoglu, 2005) uygun kullanim1 6grencilere ve 6gretmenlere onemli avantajlar saglarken,
yanlis kullanimi 6gretim faaliyetlerini ve Ogrencilerin 6grenme performanslarint olumsuz
yonde etkileyebilmektedir (Hattie & Timperley, 2007). Tam da bu yiizden doniitlerin etkili ve
dogru kullanimi 6grenme ve O6gretme siireclerinde hayati bir éneme sahiptir. Bu konuda
birtakim stratejiler iizerinde ¢alisilmis (Brookhart, 2008; Coulter & Grossen, 1997; Hattie &
Timperley, 2007; Nicol & Macfarlene-Dick, 2006; Schuster & Stevens, 1991; Toro-
Zambrana, 1996) ve bazi Oneriler sunulmustur. Buna gore egitim Ogretim slireglerinde
kullanilan doniitler: 6grenciyi hedef ve amaglardan haberdar etmeli, zamaninda verilmeli,
sadece lizerinde ¢alisilan davranis ya da beceriye verilmeli, 68renenleri etkilesim ve iletisim
kurmaya tesvik etmeli, agiklayic1 olmali, 68reneni yargilamamali, anlasilir, olumlu ve 6zel
olmali, oOgrencilere Ogrenmelerine iliskin kaliteli bilgi saglamali, 6grencilerin mevcut
performanslariyla hedeflenen performanslar1 arasindaki eksigi gidermeleri i¢in firsatlar
sunmali, 6grenme ve Ogretme siirecinde 6grenciye 6z degerlendirme imkani tanimalidir. Bu
gereklilige karsin, yapilan arastirmalarda 6gretmenlerin kullandigi doniitlerin  yetersiz,
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tutarsiz, c¢eliskili ve kusurlu oldugu ifade edilmektedir (Nunan, 1990). O halde 6gretmenlerin
etkili doniit kullanimi1 konusunda bilinglendirilmesi ve doniit tercihlerini profesyonel bir
sekilde yapmalarinin saglanmasi 6nem arz etmektedir. Bu gerceklestirildiginde aktif 6grenme
gerceklesecek ve boylece 0grenilmesi hedeflenen davranisin daha ¢ok denenmesine imkan
dogacaktir. Boylelikle grenmenin verimi bir hayli artmis olacaktir (Ozgelik, 1992). Déniitiin
O0grenme sliregleri ve Ogrenciler lizerindeki etkilerinin bu denli dnemli olmasi bizi belli
hususlarda hangi doniitlerin digerlerine gore daha etkili olabilecegi lizerinde diisiinmeye sevk
etmektedir. Bu bakimdan doniit cesitlerinin neler oldugu, bunlarin 6grenciler {izerindeki
etkilerinin ne sekilde ortaya ¢iktig1 ve en Onemlisi dgretmenlerin bu doniit ¢esitlerini ne
sekilde kullandig1 incelemeye degerdir.

Doniit kavrami, birtakim referans noktalar1 géz Oniinde bulundurularak c¢esitli
sekillerde siniflandirilmaktadir. Bu hususta doniitler islevi agisindan onaylayici, diizeltici,
aciklayici, degerlendirici, kolaylastirict ve tanilayict doniit (Black & William, 1998; Clark &
Dwyer, 1998; Harmer, 2001; Lyster & Ranta 1997; Scott, 2008; Smith & Ragan, 2005;
Tunstall & Gipps, 1996); kullanim zamani agisindan aninda ve geciktirilmis doniit (Clariana,
Wagner, & Murphy, 2000; O’Reilly, 1993); yapis1 agisindan 6zel ve genel doniit (Himberg,
Hutchinson, & Roussell, 2003); d6grenciler lizerinde olusturdugu etki agisindan pozitif/olumlu
ve negatif/olumsuz doniit (Hattie & Timperley, 2007; Westman, 2006) ve kaynag (doniitii
kullanan kisi) acisindan da 6gretmen doniitii (6gretmenin 6grenciye verdigi), 6grenci doniitii
(6grencinin Ogretmene verdigi), akran doniitii (6grencinin 6grenciye) veya igsel/digsal dontit
(Carroll & Swain, 1993; Ellis, Loewen, & Erlam, 2006) seklinde isimlendirilmektedir.

Bunun yaninda alanyazinda 6zel olarak s6z konusu doniit ¢esitlerinin etki diizeylerini
ifade eden birtakim caligmalar bulunmaktadir. Bu caligmalar egitim-6gretim siireglerinde
cesitli acilardan digsal doniitlerin i¢sel doniitlerden (Carrol & Swain, 1993; Ellis, Loewen, &

Erlam, 2006) veya tam tersi i¢sel doniitlerin digsal dontitlerden (Lyster & Ranta, 1997; Oliver,
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2000); oOzel doniitlerin genel doniitlerden (Black & Wiliam, 1998); aninda doniitlerin
gecikmeli doniitlerden (Clariana, Wagner, & Murphy, 2000; O’Reilly, 1993); agiklayici
doniitlerin yilizeysel bilgi sunan doniitlerden (Scheeler, Ruhl, & McAfee, 2004); performans
ve davranisa doniik doniitiin kisiye doniik doniitlerden (Hattie & Timperley, 2007);
kolaylastirict ve tesvik edici doniitlerin cezalandirici ve diizeltici doniitlerden (Cevikbas &
Argiin, 2016) ve adindan da anlasilacag iizere pozitif doniitlerin, negatif doniitlerden (Hattie
& Timperley, 2007; Westman, 2006) daha etkili oldugunu belirtmektedir.

Hem uluslararast hem de ulusal alanyazin incelendiginde ¢alismalarin agirlikli olarak
ogretmenlerin derslerinde kullandiklart doniit ¢esitlerinin tespiti ya da dgretmen ve d6gretmen
adaylarinin doniit bilgilerinin ve doniit kavrami konusundaki diisiincelerinin belirlenmesi ile
ilgili oldugu gorilmektedir. Matematik egitiminde yapilan ¢aligmalarda ise benzer sekilde
derslerde kullanilan 6gretmen doniitlerinin neler oldugu (Cimer, Biitiiner, & Yigit, 2010;
Tiirkdogan, 2011) ve Ogrencilerin bu doniitler hakkindaki diisiince ve inanglarinin neler
oldugu (Kogce & Baki, 2014) yoniinde saptamalar yapan caligsmalara rastlamak miimkiindiir.
Bunun yaninda Ogretmen doniitlerinin ogrenciler iizerinde olusturdugu etki bakimindan
incelemelerde bulunan calismalar da bulunmaktadir (Bayraktar, 1985; Cevikbas & Argiin,
2016). Bu calismada yapilan incelemeler ise daha kapsamli bir ¢ercevede gerceklestirilmistir.
Bu baglamda ortaggretim matematik 6gretmenlerinin sadece kullandiklar1 doniitler ve sahip
olduklar1 doniit bilgisi belirlenmemis ayni zamanda kullanilan doniitlerin hangi amaglarla
kullanildig1 ve dersin hangi asamalarinda kullanildig1r da tespit edilmistir. Bunun yaninda
kullandiklar1  doniitlerin  6grenci lizerindeki etkileri konusundaki farkindaliklar1 da
belirlenmistir. Ote yandan farkli okul tiirlerinde gdrev yapan matematik Ogretmenlerinin
kullanmis olduklar1 doniitler ve onlarin bu konudaki tercihlerini sekillendiren hususun ne

oldugu konusunda bir tespit yapilmis olmasi énemli bulunmaktadir.
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Arastirma Problemi

Bu aragtirmada, ortadgretim matematik Ogretmenlerinin doniit kavramini nasil
tanimladiklar1 belirlenerek kavrama iliskin sahip olduklar1 algi incelenmistir. Ayrica
katilimcilarin doniitleri hangi amaglarla kullandig1, dersin hangi asamasinda kullandigi ve
kullandiklar1 doniitlerin ¢esidinin ne oldugu yoniinde de bir tespit yapilmistir. Buna ek olarak
katilimcilarin doniit etkileri konusundaki goriisleri alinmigtir. Bu amagla arastirmada su
sorulara cevap aranmistir:

e Ortadgretim matematik Ogretmenleri doniit kavramini nasil tanimlamakta ve

algilamaktadir?

Ortadgretim matematik 6gretmenleri doniitleri hangi amaclarla kullanmaktadir?

Ortadgretim matematik 6gretmenleri hangi doniit ¢esitlerini kullanmaktadir?

Ortadgretim matematik  O0gretmenleri doniitleri dersin  hangi asamalarinda

kullanmaktadir?

Ortadgretim  matematik  Ogretmenleri  doniitlerin  etkileri  hakkinda neler

distinmektedir?

Yontem

Arastirmanin Modeli

Bu aragtirmada; kesfedicilik yoniiniin kuvvetli olmasi (Neuman, 2012), kisi ya da
nesneleri dogal ortaminda inceleyerek insanlarin nasil davrandigini ve neye nasil tepki
verdigini anlamaya yardimci olmasi (Tutty, Rothery, & Grinnel, 1996) ve insanlarin sosyal
hareketlerini, iliskilerini incelemeye uygun olmasi (Strauss & Corbin, 1990) sebebiyle
belirlenen arastirma sorularina derinlemesine ve aydinlatici cevaplarin bulunabilmesi i¢in

nitel arastirma yontemlerinin kullanilmasina karar verilmistir. Strauss ve Corbin (1990)
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incelenmek istenen seylerin kisilerin deneyimleri, sorunlar1 ve diislinceleri oldugu durumlarda
kullanilacak yontemlerin nitel arastirma yontemleri olmasinin dnemine dikkat ¢cekmektedir.
Bir arastirmaci fenomenolojik, gdmiilii teori, dykiisel analiz, elestirel ya da etnografik ¢aligma
olmasa da bir nitel arastirma g¢alismasi yapabilir (Merrriam, 2009). Merriam (2009) bu tiir
arastirmalar1 temel nitel arastirma olarak tanimlamaktadir. Temel nitel arastirmalar insanlarin
yagsamlarini ve yasantilarin1 nasil yorumladigiyla, diinyalarin1 ne sekilde insa ettikleriyle ve
deneyimlerine nasil bir anlam kattiklariyla ilgilenir (Merriam, 2009). Bu arastirma, matematik
Ogretmenlerinin doniit kavramina iligkin bilgi ve algilar1 ile doniit verme siireclerinin

belirlenmesini amaglayan bir temel nitel arastirmadir.

Katilimcilar

Arastirmanin katilimeilarmi 16 lise matematik 6gretmeni (01, 02, ... , 015, 016)
olusturmaktadir. Olgiit 6rnekleme yontemine gore belirlenen katilimcilar dort tiir devlet
lisesinde (anadolu lisesi, ¢ok programli anadolu lisesi, anadolu imam hatip lisesi ve meslek
liseleri-kiz meslek lisesi, otelcilik ve turizm meslek lisesi, teknik ve endiistri meslek lisesi)
gorev yapmaktadirlar. Cesitliligin saglanmasi i¢in dort ayr1 okul tiiriinde gérev yapan dorder
Ogretmen ile calisma gergeklestirilmistir. Katilimcilarin belirlenmesinde arastirmadan elde
edilecek verilerin tutarliligina katki saglamasi (Shenton, 2004) amaciyla goniilliiliik ilkesine
de bagl kalinmistir. Katilimcilari belirleme asamasinda ilgili okullarda gorev yapan
matematik ogretmenlerine aragtirma hakkinda bilgi verilmis ve gerekli agiklamalar yazili bir

metinle paylasilmistir.

Verilerin Toplanmasi
Calismanin verileri odak grup goriismeleri ve yar1 yapilandirilmis gozlemler

aracihigiyla toplanmistir. Oncelikle dgretmenlerin doniit performanslarmin bizzat incelenmesi
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icin alt1 hafta sliren simf i¢i gozlemler yapilmis ve bu yolla katilimcilarin derslerinde
kullandig1 doniitlerin kullanim amaci, zamani, islevi ve gesitlerinin neler oldugu konusunda
veriler toplanmistir. Gozlemlerde amag, arastirma problemi ile iligkili olaylarin, davranislarin
ve yasantilarin sistematik bir sekilde kayit altina alinmasidir (Marshall & Rossman, 1995).
Ayrica herhangi bir davranisa iliskin ayrintili ve kapsamli (Yildirnm & Simsek, 2013) bir
bakis acis1 kazanmak i¢in nitel aragtirmalarda gézlemler yapilmaktadir.

Calismada, veri toplama yoOntemlerinde c¢esitliligin saglanmasit ve gozlemlerden
dogrudan fikir sahibi olamadigimiz katilimcilarin doniit kavrami ve etkileri hakkindaki
diistinceleri ile doniit kullanim amaclarini belirleyebilmek i¢in odak grup goriismeleri
gerceklestirilmistir. Nitel arastirmalarda grup dinamiginden etkili bir sekilde faydalanmak ve
derinlemesine ve zengin veri kiimelerine ulasmak i¢in odak grup goriismelerinden (Bowling,
2002) yararlanilmaktadir. Calismada goriismelere ¢alismanin igerigi hakkinda bilgi verilerek
baslanmigtir. Daha sonra dorder kisiden olusan dort ayr1 grup olusturulmustur. Bu asamada
katilimcilarin birlikteyken goriis ve fikirlerini daha rahat ifade edebilecekleri diigiiniilen (ayn1
okulda gorev yapan) kisilerle grup olmalarina dikkat edilmistir. Odak grup goriismeleri icin
10 agik uglu sorudan olusan bir form hazirlanmistir.

Sorularin uygunlugu alanda c¢alismalari olan iki matematik egitimcisi tarafindan
incelenmis ve hazirlanan sorularin amaglanan verilerin elde edilmesine hizmet ettigi
konusunda olumlu goriis alinmistir. Goriismeler katilimcilarin asina olduklari bir ortamda
(kendi okullarinda) gerceklestirilmistir. 45 ile 65 dakika arasinda degiskenlik gdsteren odak
grup goriismeleri esnasinda 6nemli goriilen hususlar not edilmis ve goriismeler katilimcilarin
izinleri alinarak ses kaydina alinmistir. Boylece ¢alismada ¢oklu yontemlerden yararlanmak
suretiyle gozlemlerden elde edilen veriler ile odak grup goriismelerinden elde edilen verilerin

tutarligin1 kontrol etme firsati olusturulmustur. Nitel arastirmalarda cesitli veri toplama
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yontemlerinden yararlanilmasi, arastirmacinin sistematik hatalardan arinmasina ve zengin veri

kiimelerine ulagsmasina katki sunmaktadir (Maxwell, 2012).

Verilerin Analizi

Icerik analizin kullanildigi bu arastirmada 6ncelikle gozlemler ile odak grup
goriismelerinden elde edilen nitel veriler bilgisayar ortamina aktarilarak diizenlenmistir.
Sonrasinda bilgisayar ortamindaki veriler birkac defa okunarak kodlama asamasina
gecilmistir. Veriler arastirmacilar ve alanda ¢alismalar1 olan bir uzman tarafindan ayr1 ayri
kodlanmis ve ¢ikarilan kod listeleri karsilastirilarak analiz sonuglart arasindaki uyum
incelenmistir. Bu agamada Miles ve Huberman’in (1994) “giivenirlik = goriis birligi / (goriis
birligi + goriis ayriligl)” formiili kullanilarak arastirmacilar ile uzmanin kodlamalar
arasindaki uzlagsma orant %92 olarak hesaplanmistir. Bunun iizerine farkliliklar iizerinde
calisilmig ve bazi kodlar revize edilerek arastirmacilarin iizerinde uzlastigi bir kod listesi
olusturulmustur. Marvasti (2004) verilere iliskin yapilan yorumlar arasinda karsilastirma
yoluna gidilerek anlamli baglantilar  kurulabilecegini ve varsa tutarsizliklarin
giderilebilecegini belirtmektedir.

Icerik analizinin yapildig1 nitel ¢alismalarda ulasilan veri yigim arasindan benzer
olanlari ortak kategori ve temalar altinda toplanir ve bu veriler okuyucunun anlayabilecegi bir
forma dontstiiriilerek yorumlanir (Yildirrm & Simsek, 2013). Bu calismada igerik analizine
uygun olarak kodlamalar yapilmis ve cikarilan kodlar aralarindaki bagintilar dikkate alinarak
altt tema altinda toplanmistir. Bu temalar: “a) doniit kavramina iliskin yapilan tanimlar ve
sahip olunan algilar, b) doniit kullanim amaglari, ¢) doniitlerin kullanildig1 asamalar, d)
kullanilan doniit c¢esitleri, e) doniitlerin etkilerine ve etkili kullanimina iliskin 6gretmen
gorlsleri” olarak belirlenmis ve bu temalar ¢ercevesinde bulgular raporlastirilmistir. Veriler

bilgisayar destekli analiz yontemlerinden yararlanilarak analiz edilmistir. Bilgisayar destekli
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analizlerin yapilmas1 arastirmaciya énemli dlclide kolaylik saglarken (Fielding & Lee, 2002)
verilerin islenmesinde yapilabilecek hatalardan uzak tutmaktadir. Caligmada arastirmanin
giivenirligini artirma adma birden ¢ok veri toplama yontemi kullanilmis, bulgular sik sik
katilimci ifadeleri ile desteklenmis ve arastirma raporu katilimeilarla paylagilmis ve arastirma

sonuglar1 katilimeilarin onayma sunulmustur.

Bulgular
Bu boliimde ortadgretim kurumlarinda gorev yapan matematik dgretmenlerinin sahip
oldugu doniit kavrami hakkindaki bilgilerin ve kullandiklar1 déniitlerin incelenmesine iliskin
elde edilen bulgular bes tema altinda sunulmus ve yer yer katilimci ifadeleri ile

desteklenmistir.

Matematik Ogretmenlerinin Déniit Kavramma Iliskin Yaptignt Tamimlar ve Sahip
Olduklar: Doniit Algilar

Arastirmada katilimcilardan doniit kavramini tanimlamalar1 ve doniit kavramini nasil
algiladiklarini ifade etmeleri istenmistir. Alinan cevaplar incelendiginde katilimcilarin yaptigi
tanmimlardan dokuzunun (02, 05, 06, 07, 08, 09, 013, 014, O16) sadece Sgretmen
doniitlerini (6gretmenin dgrenciye verdigi déniitler); dordiiniin (O4, 010, O11, O12) sadece
dgrenci déniitlerini (6grencilerin dgretmenlere verdigi doniitler) ve geriye kalan iigiiniin (O1,
03, O15) de hem 6gretmen hem de dgrenci doniitlerine karsilik gelen agiklamalar oldugu
gOriilmiistiir.
Yapilan tanim ve acgiklamalarda doniitlerin belli bash oOzellikleri 6n plana ¢iktig

belirlenmistir. Bu konuda elde edilen bulgular Tablo 1’de sunulmustur.
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Tablo 1

Déniit Kavramina Iliskin Ogretmenlerin Yaptigi Tamm ve A¢iklamalar

Déniit Tipi Déniitiin One Cikan Ozellikleri Katilimeilarin Ifadelerinden Ornekler

Ogretmen -Ogrencinin yanhslarim ya da eksiklerini -Ogrencinin yanlislarini, eksiklerini gideren

Doniitii giderir (01, 02, O14) yazili ya da sézlii geri bildivimlerdir. (02)
-Ogrenciye verilen cevap ve aciklamalari -Ogrenciye verilen her cevap doniittiir. Derste
icerir (02, 08, 013, 014) ogrettigimiz bilginin ne kadarmmin ogrenciler
-Diizeltme saglar (04, 013, 014, O15) tarafindan ogrenildiginin anlasiimasini
-Derse etkin katilim saglar (O8) saglayan yegdne aractir. Cevaplar, sorular,
-Kullanimma  bagl  olarak  dgretimin  simavlar gibi... (O13)
kalitesini artiran veya azaltan aragtir (09) -Dogru kullanimi &gretim niteligini artirdigi
-Iletisim aracidir (O35, 06, 07, 014, 015) gibi yanls kullamimi da negatif etki yapar.
-Yol gostericidir. Degerlendirme firsati  Matematigin temelini iyi yapilandiramayan bir
saglar (03, 08, 014, 015) ogretmen nitelikli doniit veremez. (09)
-lletilen mesajin anlasilma diizeyi (konunun -fletisim kurarken oncelikle karsimdakinin beni
anlagilma diizeyi) hakkinda fikir verir (05, dinleyip dinlemedigini anlamami saglar. Ayrica
06,013,014 verdigi doniite gore bende olan bilgi ve
-Yazili ya da sézliidiir (02) beceriyi  degerlendirmis  olurum.  Varsa

-Eksik ve yanlis 6grenmeleri ortaya ¢ikarir  yanlsimi,  eksigimi  nasil  diizeltecegimi
(015, O16) ogrenirim... (014)
Ogrenci -Ogrenci cevaplarm igerir (04, O11) -lletmek istedigim mesajin alict tarafindan
Doniitii -Soru sormayi igerir (011) algilan(may)arak alicotmin  mesajla ilgili bir

-Caligmalarin  verimliligi hakkinda  fikir
verir. Derslerin isleyisini kolaylastirir (O4)
-Iletisim saglar (010, O11, 012, 015)
-Iletilen mesajin anlagilma diizeyi hakkinda
fikir verir (O1, 03, 010, 011, 012, O15)
-Séz1ii veya mimikler olabilir (O11)

-Olgme imkam saglar (O11)

-Degerlendirme imkam saglar (O11)

eylemde bulunmasidir. lletmek istedigim mesaj
sonucunda 6grencinin sorulara cevap vermesi,
basini sallayarak onaylanmasi, soru sormasi
vs. (O11)

-Herhangi bir konuda biriyle iletisim halinde
taraftaki ne kadar

iken anlatilamin  karst

anlasildigini  ifade etmesidir. Anlamadiysa

"tekrar eder misiniz?" demesi bile bir doniittiir.

(010)

Tablo 1 incelendiginde katilimcilarin doniit algilarinin agirlikli olarak 6gretmen

doniitleri lizerinde sekillendigi anlasilmaktadir. Bunun yaninda 6grencilerin 6gretmenlerine

doniit verebilecegini

diisiinen katilimcilarin  oldugu da goriilmektedir.

Fakat hicbir
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katilmcinmin  yaptigt tanim ve aciklamalarda akran doniitlinden bahsetmedigi dikkat
cekmektedir. Ayrica katilimcilarin yaptig tanimlarda doniitiin iletisim saglama, teshis etme,
tamamlama, diizeltme, kontrol etme ve degerlendirme yoniiniin 6n plana ¢iktig

goriilmektedir.

Matematik Ogretmenlerinin Doniit Kullanim Amaclar

Arastirmada katilimcilarin ¢ok ¢esitli amagclarla doniitlere bagvurdugu tespit edilmistir.
Bunlar arasinda en fazla (dokuz katilimcinin) “eksik 6grenmelerin giderilmesi, yanliglarin ve
kavram yanilgilarinin  diizeltilmesi” amaciyla doniit kullanildigir  belirlenmistir. Bu
katilimeilardan O1 doniit kullanim amacini sdyle dile getirmistir: “Eger alici pozisyonundaki
iletilen mesaji alamamis veya eksik almissa mesela derste konuyu eksik 6grenmis ya da yanlig
ogrenmis ise bu eksikleri giderip yanlis 6grenmeleri diizeltmeye ¢alistyoruz. Yani doniitleri
diizeltme, eksikleri tamamlama amagl kullaniyoruz.”

Bununla yaninda katilimeilarin yarisinin “6grencinin anlama/kavrama diizeyini tespit
etme” amaciyla doniit verdigi belirlenmistir. Katilimcilar doniitlerin 6grencilerin bir kavrami
ya da konuyu ne diizeyde anlayip anlamadigin1 belirleme siireclerinde ve ileriki 6grenmelerin
organizasyonunda oldukc¢a yararli oldugunu vurgulamislardir. Bu konuda: O12: “Déniitleri
konunun kavranip kavranmadigini veya ne olgiide kavrandigini 6grenmek amact ile
kullantyorum. Ayrica doniitler sayesinde dersin isleyisini degistirebiliyor ve sonraki dersleri
buna gore kolayca planliyorum...” ifadelerini kullanmistir.

Egitim 6gretim siireclerinde bes katilimc1 “pekistirme ve takdir etme” amaciyla; licer
katilime1 “eksikliklerin 6grenciye fark ettirilmesi” ve “konunun anlamlandirilmasi ig¢in
aciklama yapma” amaciyla; ikiser katilimci1 “6lgme ve degerlendirme”, “iletisim kurma”,

“ipucu verme”, “eksik bilgi ve konular1 tekrar etme”, “cesaretlendirme” ve “giidiileme”

amactyla ve birer katilimci da “6z degerlendirme yapma”, “kaliciligi saglama”, “dersin
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hedeflerine ulagsma”, “Ggrencinin aktif katilimini saglama”, “Ogrenciyi diisiindiirme” ve
“Ogretim siirecine yon verme” amactyla doniitlere basvurdugunu dile getirmistir. Verilen
cevaplardan bir katilimcinin doniit verme siireglerinde birden fazla amag¢ dogrultusunda doniit
kullanabildigi belirlenmistir. Bunlara 6rnek katilimci ifadeleri asagidadir:

09: Déniitleri dgrencinin konuyu anlamlandirmasi -, yanlhsini fark ettirmek -,
ve ipucu vermek icin kullaniyorum.

O14: Déniitleri dgrencinin yaptig1 veya soyledigi bir seyin dogru veya yanlis
oldugunu belirtmek i¢in, eksikleri varsa bunun farkina varmasi ve eksigini
nasil giderebilecegini anlamasi i¢in ayni zamanda onun konuya olan ilgisini
artirmak, pekistirmek ve cesaretini artirmak i¢in eksik kalan yerleri
tamamlamak ve yanlislarin1 diizeltmek i¢in kullaniyorum.

Matematik Derslerinde Doniitlerin Tercih Edildigi Asamalar

Yapilan goriismelerde katilimcilarin biiylik ¢cogunlugu (dokuz katilimci) doniitleri
dersin her asamasinda kullandigini belirtmistir. Bunlarin disinda O5, O8 ve O11 déniitlere
dersin hem basinda hem de sonunda, 09 ile O10 dersin sadece sonunda, O4 ise dersin sadece
basinda bagvurdugunu dile getirmistir. Dersin baginda doniit kullandigini belirten katilimeilar
Ogrencilerinin 6n bilgilerinin ve hazir bulunusluk diizeylerinin belirlenmesi, bir 6nceki derste
konusulanlarin sorgulanmasi ve dikkat gekme asamalarinda doniit verdiklerini aktarmislardir.
O4: “Mesela dersin basinda &grencilerimin dikkatini cekmek icin, yanhs ogrenmelerin
olmasini engellemek igin ya da derslerle ilgili tutumlar: ¢ok iyi olmayan ogrencileri derslere
katmak istedigim zamanlarda doniit kullanirim”.

‘Dersin ortasi’ ya da ‘ders esnasi’ diye tanimladiklari zaman diliminde ise
“Ogrencilerin anlamadig1r seyleri sordugu, soru cevap yontemine dayanan yaklasimin
verimliliginin test edilmek istendigi, 0grencilerin derse katiliminin saglanmaya calisildigi,
matematiksel etkinliklerin yiiriitiildiigli, yanhs diizeltimi, agiklama veya pekistirme yapma

geregi duyuldugu” agsamalarda doniitlere bagvurduklarini bildirmislerdir.
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O12: “Ders esnasinda ogrencinin  soyledigini  pekistirmek, yanhs anlasilan
kavramlara anminda miidahale etmek ve sebebini agiklamak istegim asamalarda doniit
kullanabilirim ™.

Dersin sonunda doniit kullandigini belirten katilimcilar doniitleri 6zellikle “6lgme
degerlendirme yapmak, kavram yanilgilarin1 gidermek ve dersi ana hatlartyla tekrar etmek”
icin bu asamada kullandiklarini belirtmislerdir.

O3: “Doéniitii dersin sonunda égrenci dgrenmelerini élcerken Ve degerlendirirken
kullaniyorum”.

O7: “... Doniitleri dersin sonunda kavram yamlgilarini diizeltirken ya da dersi
toparlama asamasinda kullanirim”.

Gortismelerde katilimeilarin birgogu doniitleri dersin her asamasinda kullandigini
belirtse de gozlemlerde genellikle dersin sonlarinda degerlendirme asamasinda veya yanlig
Ogrenci cevaplarmin diizeltilmesi siirecinde kullandiklar1 goriilmiistiir. Dersin baslangicinda

ise ¢ok fazla doniit kullanmadiklari belirlenmistir.

Matematik Ogretmenlerinin Kullandiklar1 Déniit Cesitleri

Katilimcilar matematik derslerinde kullandiklar1 doniit ¢esitlerinin neler oldugunu
goriismelerde belirtmislerdir. Verilen cevaplardan en fazla giidiileyici déniit (O3, 04, 05, OS,
012, 013, O14) daha sonra sirasityla sorgulayict doniit (01, 06, , 07, 09, 010, O11);
pekistirici doniit (O3, 04, 08, 012, O15) ve aciklayic1 déniit (04, 08, 012, 014, 015);
diizeltici doniit (02, 07, 012, O15), tamamlayic1 déniit (04, 05, 08, O13) ve teyit edici
doniit (011, 014, 015, 016); sozlii doniit (07, 010, O11); ipucu verme doniitii (09, O11),
teshis edici doniit (014, O16) ve yazili déniit (O1, O11) kullamldig: yoniinde bir tespit
yapilmistir. O5 bu siirecte 6zellikle olumlu doniitleri kullanmaya cahstigimi, O3 ise

yonlendirici doniitten yararlandigini bildirmistir.
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Gortismelerde, kullandiklari doniit gesitlerini belirten katilimcilarin ifadelerinden
ornek bir kesit:

O12: ...Genellikle diizeltici, agiklayici, giidiileyici ve dogru davranislari
pekistirici doniitleri tercih ediyorum. Ogrencinin 6grenme sonuglarryla birlikte
dogru cevabin ne oldugunun da verilmesi, yanlis cevabin neden yanlis oldugu
dogru cevabin neden dogru oldugunun agiklanmasi, giidiilenmemis 6grenciyi
giidiileyebilme ve bu sayede derse olan katilimi artirma gibi amaglar
gergeklestirebilmek i¢in bu doniitleri kullanmaktayim.

Ayrica katilimcilar kullandiklar1 doniitler i¢in smifin akademik basar1 diizeyinin,
ogrenci yapisinin ve okulun tiriiniin (Meslek lisesi, Anadolu lisesi vb.) etkin bir rol
oynadigin ifade etmislerdir. Buna gore derse katilimi ve akademik basar1 diizeyi diisiik olan
Ogrencilere daha ¢ok giidiileyici ve tesvik edici tipte olumlu doniitler verdiklerini aksi halde
ogrencileri aktif kilmakta oldukca zorlandiklarmni aktarmuslardir. Bu konuda O5: “Verdigim
doniitleri belirlememde okulun tiirii en 6nemli faktor... daha sonra da tabi ki ogrenci diizeyi...
Calistigim okulun tiiriine bagh olarak onlara daha ¢ok giidiileyici olumlu doniitler vererek
derse katilimlarin artirmaya ¢alisiyorum.” demistir.

Katilimcilarla goriisiildiikten sonra verdikleri cevaplarla derste kullandiklar1 doniitler
arasinda bir tutarlik olup olmadig1 kontrol edilmek istenmistir. Bu amacla gergeklestirilen
gozlemlerde katilimcilarin en fazla diizeltici doniit, sorgulayic1 doniit, giidiileyici doniit ve
aciklayict doniit kullandigr tespit edilmistir. Bunun yaninda ¢ok sik olmasa da teshis edici ve
teyit edici doniitleri kullanan katilimcilarin oldugu da goriilmiistiir. Fakat katilimcilarin diger
doniit cesitlerini kullanmadiklar1 belirlenmistir. Glidiileyici ve agiklayict doniitleri daha ¢ok
meslek lisesinde ¢alisan 6gretmenlerin kullandigi, diizeltici ve sorgulayici doniitleri ise daha
¢cok Anadolu liselerinde (basar1 diizeyi digerlerine gore daha iyi olan) calisan 6gretmenlerin
kullandigi belirlenmistir. Bu bulgu doniit tercihlerinde okul ve &grenci profillerinin etkili
olduguna iliskin katilimcilarin ifadelerini desteklemektedir. Her ne kadar katilimecilar doniit

tercihlerinde bazi hususlara (6grencinin motivasyonu, basart durumu gibi) dikkat ettiklerini
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belirtseler de doniit tercihlerini profesyonel bir sekilde yapmadiklarini dile getirmislerdir. Bu
durumu ise “doniit kavrami ve doniitlerin etkili kullanim1” konusunda nitelikli bir egitim

almamalarina baglamaktadirlar.

Matematik Ogretmenlerinin Déniit Etkilerine Iliskin Farkindaliklar

Katilimcilardan deneyimlerini géz oniinde bulundurarak kullanilan doniit cesitlerinin
egitim-Ogretim siirecinde Ozellikle de matematik derslerinde &grencileri etkileyip
etkilemedigi, etkiliyorsa nasil etkiledigi konusunda goriis bildirmeleri istenmistir.
Katilimcilarin ifade ettigi goriisler olumlu ve olumsuz olarak ikiye ayrilmaktadir.

Katilimcilarin matematik 6gretim siireclerinde 6grenciler iizerinde olumlu etkileri
oldugunu diisiindiikleri déniit ¢esitleri arasinda en fazla agiklayic1 doniit (04, 08, 014, 015,
016) ve giidiileyici doniit (02, 03, 06, 08, O14) yer almistir. Bunlarin yaninda olumlu
etkileri oldugundan en ¢ok bahsedilen diger déniit cesitleri sirastyla pekistirici déniit (O3, O6,
08, O11), tamamlayic1 doniit (05, 06, O8), ipucu verme déniitii (O8, O12), yonlendirici
doniit (03, 06), tesvik edici déniit (O1), teyit edici doniit (O14), teshis edici doniit (014),
hatirlatic doniit (O12) ve aninda doniit (O13) olarak belirlenmistir.

O3 ogrencilerin matematik dersine karsi 6nyargili olmalari ve basar1 giidiilerinin
diisiik olmasi1 sebebiyle giidiileyici ve yonlendirici doniitlerin bu sorunu asmada pozitif etki
olusturdugunu dile getirmistir. Katilimcilardan O5 ve O15 eksik 6grenmelerin giderilmesi
bakimindan tamamlayic1 ve agiklayici déniitlerin pozitif etki yapacagini belirtmistir. O11
Ogrencileri  heyecanlandiracak ve onlara gliven verecek sozciikler kullanarak
basarabileceklerine inandiracak ve boylece derse ilgilerini ¢ekecek pekistirici doniitlerin
oldukea etkili olduguna vurgu yapmistir. Pekistirici doniit hakkinda O3 digerlerinden farkli

olarak bu doniit sayesinde dogru bilgilerin pekistirilmesi ile yanlis 6grenmelerin engellenmesi
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ve kavram yanilgilariin ortadan kaldirilmasi gibi pozitif etkilerin goriilecegini ifade etmistir.
Bu bulgulara iligkin 6rnek ifadeler asagidadir:

03: Matematik egitiminde ogrencilerin derse olan &nyargilar1 ve basari
glidiilerinin diisiikk olmas1 sebebi ile yonlendirici ve gilidiileyici doniitlerin
ogrencileri giidiileyerek onlara cesaret verdigi kanaatindeyim... Ayrica kavram
yanilgilarina miisait olan dersimiz geregi yanlis 6grenmeleri ortadan kaldirmak
adina pekistirici doniitleri de oldukga yararli buluyorum.

O5: Matematik egitiminde en etkili doniitiin tamamlayici déniit oldugunu
diistinliyorum. Ciinkii eksik olan 6grenmeleri tamamlamak 6gretmenin amacina
hizmet etmis olur. Ozellikle matematik &grencinin tek basina yeterli
olamayacagi bir ders oldugu i¢in tamamlayici doniit ¢ok ise yaramaktadir.
Tabii ki tek basina yeterli degil. Diger doniit tiirleriyle de 0Ogrenme
desteklenmelidir.

Katilimcilar olumsuz etkileri olabilecek doniitlerden ¢ok az bahsetmisler genelde
olumlu etkileri olan doniitlere goriislerinde yer vermislerdir. Katilimeilarin goriislerine gore
olumsuz etkileri olan déniitler cezalandirict doniit (O5), gorsel doniit (O7), ipucu verme
doniitii (O8), dzendirici doniit (06), sorgulayict déniit (O1), diizeltici déniit (O14) olarak
belirlenmigtir. Bu doniitler arasinda diger bazi katilimcilar olumlu etkilerinden bahsettigi
doniitlerin yer aldigi goriilmektedir. Katilimecilar bu doniitlerin 6grenciler iizerinde neden
olumsuz etkiler olusturabilecegine iliskin aciklamalarda bulunmuslardir. Buna konuda O1
sorgulayict doniitii stk kullandigt zamanlar “bazi  Ogrencilerinin  kendilerine soru
sorulacagindan dolay: ¢ekingen davramslar gosterdigini” belirtmistir. O5 cezalandiric1 doniit
olarak bazi1 Ogrencilerine eksi puan verdigini belirtmis, bunu ¢alisan Ogrencilerin
motivasyonunu korumak ya da ¢alismayan Ogrencileri bu davranislardan caydirmak igin
yapmak zorunda kaldigini sdylemistir. O6 6zendirici déniitleri kullandig1r anlardan birinde
Ogrencinin basar1 diizeyi ile bagarmaya 6zenmesi arasinda olusan bosluk nedeniyle olumsuz
etkilendigini gdzlemledigini bildirmistir. O7 akilli tahta araciligiyla gorsel déniitleri fazlaca
kullandigi durumlarda ogrencilerin odaginin ders digmna kaydigina dikkat cekmistir. O8

Ogrencisinin sordugu bir soruya cevap verememesi durumunda ipucu verme doniitiine
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bagvurdugunu fakat buna ragmen 6grencisinin yine cevap verememesi lizerine dgrencisinin
derse kars1 ¢aligma ve gayret etme isteginin azaldigini ifade etmistir.

08: “Zamamin dar olmas: verdigim doniitlerin anlasiilmamasina neden oluyor ve dgrenci
iizerinde olumsuz etki yapiyor. OrneSin Ogrencinin yetersiz cevabina karsilik verdigim
ipucuna ragmen halen bir cevap verememesi 6grencinin istegini azaltiyor.”

Katilimcilarin doniitlerin olumsuz etkilerinden ¢ok olumlu etkilerinden s6z etmelerinin
nedenleri arasinda doniitlerin olumsuz etkilerinin yeterince farkinda olmamalar1 gosterilebilir.
Bu konuda O15 soyle demektedir: “Kullandigim doniitlerin Ogrenciler iizerinde olumsuz
etkileri olmussa da ben fark etmedim hi¢.”

Katilimeilar doniitlerin etkili kullanimi i¢in ise Ogrencilerin 6n Ogrenmelerinin

belirlenmesinin, konu eksiklerinin bilinmesinin ve doniitlerin pozitif bir tutum iginde

kullanilmasinin 6nemli oldugunu bildirmislerdir.

Sonuc, Tartisma ve Oneriler

Arastirmada matematik 6gretmenlerinin doniit kavramina iligkin algilarinin 6gretmen
doniitii {izerinde yogunlastig1 belirlenmistir. Ogretmen ve 6grenci doniitleri konusunda gériis
belirten matematik 6gretmenlerinin akran doniitlerine hi¢ deginmedigi tespit edilmistir. Bu
tespit sinifin etkilesimli sosyal bir ortam olmasiin geregi ortaya ¢ikacak akran doniitlerinin
ogretmenler tarafindan ¢ok fazla dikkate alinmadigi diisiincesini akla getirmektedir. Halbuki
akran doniitiiniin 6grencilerin performanslarinin kalitesi tizerinde olumlu ya da olumsuz
yonde etkili oldugu (Topping, 2009) bilinmektedir. Dolayisiyla diger doniitler i¢in oldugu
gibi akran doniitleri i¢in de 68retmen farkindaliginin st diizeyde olmasi beklenmektedir.
Boylece katilimer ve igbirlikli bir 6grenme kiiltiiriinlin olusumu da desteklenmis olacaktir
(Wasson & Vold, 2011). Ogrenme ve dgretme siireclerinde akran doniitlerinin dnemine

binaen matematik 0gretmenlerinin akran doniitiinlin 6nemi konusundaki farkindaliklarinin
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artirtlmas1  yoniinde c¢alismalar yapilmasi ve matematik derslerinde Ogretmenlerin
ogrencilerinden siif arkadaslarina yeri geldiginde doniit vermesini istemesi seklinde bir
girisimde bulunmas: 6nerilebilir.

Aragstirma bulgularina gére doniit kavraminin en ¢ok diizeltme, tanilama, tamamlama,
pekistirme, aciklama, degerlendirme, sorgulama, ipucu verme, tekrar etme ve giidiileme
amaciyla kullanildig belirlenmistir. Katilimcilar doniitleri bu amagclarla dersin her agamasinda
kullandiklarin1 belirtmis olsalar da yapilan gozlemlerde doniitlerin ¢ogunlukla dersin son
boliimlerinde degerlendirme yapma amaciyla dgrenci 6grenmelerinin sorgulandigi bolimde
kullanildigi, dersin baslangicinda ise pek fazla doniite bagvurulmadig: tespit edilmistir. Nicol
(2007) de benzer tespiti yapmis ve Ogretmenlerin genellikle degerlendirme amaciyla dersin
sonunda doniit kullandigin1 belirtmistir. Dolayisiyla matematik 6gretmenlerinin doniitleri
dersin farkli asamalarinda kullandiklar1 yoniindeki sOylemlerini eyleme geciremedikleri
anlasilmaktadir. Bu konuda matematik 6gretmenlerinin derslerini videoya kaydettikten sonra
bu kayitlar1 disaridan yabanci bir gozle izleyerek diisiindiikleri ile derste ortaya koyduklar
doniit performansi arasindaki boslugu belirlemeleri ve bu acigi nasil kapatabilecekleri
konusunda c¢alisma yapmalar1 Onerilebilir. Boylece 6gretmenlerin doniitleri neden dersin
sadece belli boliimlerinde kullandiklart konusuna bir agiklama getirilebilir. Bu durumun
oldukca 6nemli oldugu disiiniilmektedir, zira 6grenciler doniitlere sadece dersin belli bir
boliimiinde ihtiyagc duymamaktadirlar. Dolayisiyla doniitlerin 6grenme {izerindeki olumlu
etkilerinden daha fazla yararlanabilmek i¢in ders esnasinda ihtiya¢ duyulan her asamada
doniit verilebilmesi ve bu doniitlerin sikliginin yeterli diizeyde olmasi gerekmektedir (Gibbs
& Simpson, 2004).

Kullanilan doniitler incelendiginde katilimcilarin sirasiyla en fazla diizeltici doniit,
sorgulayict doniit, giidiileyici doniit, agiklayict doniit ve teyit edici doniitii kullandiklari

belirlenmistir. Fakat katilimcilarla yapilan goriismelerde en sik kullanilan doniitlerin sirasiyla
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giidiileyici doniit, sorgulayic1 doniit, agiklayici doniit ve diizeltici doniit oldugu yoniinde
cevaplar alinmistir. Bu iki durum incelendiginde katilimcilarin kullandiklarimi ifade ettikleri
doniitler ile ger¢ekten kullandiklart doniitler arasinda biiyilik oranda bir drtiigme oldugu tespit
edilmistir. Fakat doniitlerin kullanim siklig1 bakimindan sdylemle uygulama arasinda tam bir
tutarlilik olmadigr ortaya ¢ikmistir. Ayrica, 0gretmenlerin doniit tercihlerinde tutarli bir
yaklasim izlemedigi, benzer durumlarda celigkili doniit tercihlerinde bulunduklar
belirlenmistir. Nunan (1990) da benzer sekilde 6gretmenlerin doniit verme siireclerinde bazi
tutarsizliklarin goriildiigii ve etkili doniit kullanim1 konusunda yetersizliklerin var oldugunu
belirtmektedir. Oral (2000), 6gretmenlerin doniit kullanimindaki yetersizliklerinin siniflarin
kalabalik olmasia baglamaktadir. Sinif mevcudunun fazla oldugu siniflarda zamanin kisith
olmasi da hesaba katildiginda istenilen diizeyde ve asamada doniit verilmesinin zor olacagi
diistintilebilir. Fakat doniit verme eyleminin Ogretim faaliyetlerinin niteligini artirdigi
hatirlanmali ve doniit vererek 6gretim siiresinin kisitlanacagi veya bosa harcanacagi gibi bir
diisiinceye kapilmamalidir. Cilinkii doniit sadece doniitli alan 6grenciye degil aslinda o 6grenci
tizerinden tiim sinifa verilmektedir.

Aragtirmada farkli tipteki okullarda c¢alisan katilimcilarin  kullandiklar1  doniit
cesitlerinin dagiliminda farklilik belirlenmistir. Akademik basar1 diizeyir daha yiiksek olan
ogrencilerin 6grenim gordiigii okullarda gorev yapan Ogretmenlerin agirlikli olarak
sorgulayict dontit ile diizeltici doniitii kullandig1 diger 6gretmenlerin ise giidiileyici, pekistirici
ve tamamlayict doniitii tercih etti§i belirlenmistir. Bu durumun O6grencilerin  derse
katilimlariyla ilgili oldugu sdylenebilir. Zira basarili 6grencilerin derslerde daha cok soz
aldigi, soru sordugu ve sorulan sorulara daha ¢ok cevap verdigi dolayisiyla daha digerlerine
gore daha ¢ok yanlis yaparak diizeltmeye maruz kaldiklari tespit edilmistir. Basar1 durumlari
diger 6grenciler kadar 1yi olmayan 68rencilerin ise derslerde ¢ok fazla s6z almak istememesi

veya ¢ok az sOz almasi lizerine Ogretmenlerin giidiileyici doniit kullandig1 belirlenmistir.
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Alavi ve Kaivanpanah (2007) bu sonugla irtibatli olarak basar1 diizeyi farkli olan 6grencilerin
doniit beklentilerinin farklilagtigini belirtmektedir. Burada 6grencide olusan beklentinin
Ogretmenleri belli basli doniit cesitlerini kullanmaya sevk edebilecegi diisiincesi akla
gelmektedir. Fakat basar1 diizeyi ne olursa olsun dgrencilere sadece belli tipte ve sinirli sayida
doniitiin  verilmesi yerine matematik Ogretim silireclerinde zengin doniit cesitlerinden
faydalanilmasi onerilebilir.

Sonug olarak, matematik 6gretmenlerinin doniit algilarinin zenginlestirilmesi ve doniit
kavrami ve gesitleri hakkinda sahip olduklar teorik bilgilerin gii¢lendirilerek pratige etkili bir
sekilde yansitilmasi Onerilebilir. Ayrica matematik Ogretmenlerinin kendi meziyetleri
dogrultusunda belli bir sistematik icinde etkili doniit stratejileri gelistirmeleri ig¢in gerekli
calismalarin yapilmasinda fayda vardir. Bu konuda Brookhart (2008) 6gretmenlerin bir doniit
stratejilerinin olmasin1 ve bu strateji dogrultusunda doniitleri sistematik bir sekilde
kullanmalarmin énemine vurgu yapmaktadir. Ozellikle doniitler dersin sadece basinda veya
sonunda degil ders siireci boyunca Ogrenci performansi dikkate alinarak verilmesi
gerekmektedir. Ayrica ogretim siireclerinde vazgecilmez bir yeri olan doniitlerin (Woolfolk,
2013) etkileri ve etkili kullanimi konusunda &gretmenlere gerekli profesyonel desteklerin

saglanmas1 ve anlamli deneyimlerin kazandirilmasi yerinde olacaktir.
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Extended Summary

In this study, how secondary school maths teachers perceive and define feedback
concept was examined and for which aims they use feedback, what kind of feedback they use
at which levels of lesson was obtained. Besides this, their ideas about the effects of feedback
was taken. Feedback concept is defined as explanations made to a learner how much he had
learned targeted knowledge, what his deficiencies were and what kind of way he had to
follow to complete his deficient learnings (Joyce et al., 2000). Again, Smith and Ragan (2005)
similarly stated feedback concept as information given about what has been done right or

wrong and at which level targeted results were reached for success. Shortly information
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presented to student about his own performance or what he has to learn can be defined as
feedback (Hattie & Timperley, 2007). In this way as feedback helps organizing learning
periods of learners, it also provides teachers to follow and evaluate learning periods of
students (Nicol, 2007).

In this research in order to find in depth and enlightening answers, qualitative research
methods were decided to be used since it has got strong exploratory side (Neuman, 2012),
helps to understand how people behave and react by examining people or thing in their
natural environment (Tutty et al., 1996) being suitable to examine social behaviours, relations
of people (Strauss & Corbin, 1990). 16 maths teachers from four different types of state high
school form the participants of research. The data of study were collected via focus group
discussion and semi-structured observations. Those obtained qualitative data were analysed
by content analysis method.

It was obtained that feedback perceptions of participants mostly shaped on feedback of
teachers. It was also found out maths teachers that stated opinions about teacher and students’
feedback, did not mention about feedback of peers. In the research, it was identified that
feedback concept is mostly used by teachers for correcting, defining, completing, reinforcing,
explaining, evaluating, confirming, questioning, giving clue, repetition and motivating.
Although participants expressed that they use feedback at every stage of lesson, with
observations it was identified that they use feedback mostly at the last stage of lesson to make
evaluation whereas they do not generally use feedback at the beginning. When current
feedback is examined, it was determined that participants mostly use correcting feedback,
questioning feedback, motivating feedback, explaining feedback and confirming feedback
respectively. However, in the interviews done with participants, the answers about what
feedback they usually use were motivating feedback, questioning feedback, explaining

feedback and correcting feedback respectively. As these two conditions were examined there
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obtained a correspondence between what they expressed using and what a large extend.
However, there was not a total consistency between what they said and what they actually use
about frequency of usage of feedback.

Not mentioning feedback of peers of maths teachers that expressed feedback of
teachers and students bring to mind that feedback of peers that will possibly come out due to
interactive social condition of class, are not taken into consideration by teachers so much. In
addition to this, although participants stated that they use feedback at every stage of lesson,
not being seen this in observations can be interpret in a way as teachers cannot put their ideas
about performance of feedback into action. In research, there obtained inconstancy in
distribution of feedback types that are used by participants working in different types of
school. The reason of this can be researched. As a result, it can be suggested that feedback
perceptions of maths teachers should be enriched and also their theoretical knowledge of
feedback should be strengthened and reflected effectively to practice. It is also beneficial for
maths teachers to make necessary studies to develop effective feedback strategies in a specific
system in terms of their own abilities. Especially not only at the beginning or at the end, the
feedback should be given through whole lesson by taking the performance of students into
consideration. Also, it will be suitable to provide necessary professional supports and gain
significant experiences for teachers about effects and effective usages of feedback that has

essential place in education processes.

125



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 126-150
DOI: 10.18039/ajesi.393945

The Relationship Between Occupational Stress And Teacher

Self-Efficacy: A Study With EFL Instructors

Hiilya IPEK!
Asli AKCAY?

Sibel BAYINDIR ATAY?
Gizem BERBER*
Tuncay KARALIK®
Temel Serdar YILMAZS

Submitted by 17.11.2017 Accepted by 06.02.2018 Research Paper

Abstract

Considering the effects of stress and self-efficacy on teachers, the purpose of this study was
twofold; a) to discover the relationship between perceived occupational stress and self-efficacy
beliefs of Turkish EFL instructors, and b) to investigate the relationship between teachers’
occupational stress and individual characteristics such as gender, age, year of experience, and
educational background. The participants were 84 EFL instructors working at a preparatory
school, at a state university in Turkey. Data was collected through the adapted versions of
Teacher’s Sense of Efficacy Scale (Tschannen-Moran & Hoy, 2001) and Teacher Stress Inventory
(Boyle, Borg, Falzon, & Bagglioni, 1995), and a demographic information form developed by the
researchers. A correlation analysis was conducted to determine the relationship between
occupational stress and teacher self-efficacy. To determine the relationship between occupational
stress and teachers’ demographic variables, Independent Sample t-Tests and one-way ANOVA
were carried out. The findings indicated that the participants experienced moderate levels of stress,
and that there was no statistically significant relationship between teacher self-efficacy and
occupational stress. Individual variables also revealed no significant effect on teacher stress. It was
concluded that the administrative policies and teaching environment have an effect on teachers’
stress and that teachers stress and self-efficacy are context specific.
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Introduction

Teaching is regarded as one of the high stress occupations. According to Kyriacou
(2001), approximately 25 percent of teachers reported that teaching is a very stressful job.
Teacher stress, which causes teachers to develop various levels of psychological symptoms
such as mild frustration, irritability, and anxiety as well as more serious psychosomatic and
depressive symptoms, stems from some facets and conditions of their work as teachers
(Dunham, 1992; Kyriacou, 2001; Kyriacou & Pratt, 1985; Kyriacou & Sutcliffe, 1978;
Schonfeld, 1992). Thus, teacher stress puts at risk not only teachers’ health and effectiveness
but also students’ achievements and has increasingly been drawing research attention as a

widespread problem (e.g., Aftab & Khatoon, 2012; Fisher, 2011; Van Dick & Wagner, 2001).

Research has found that, apart from the external factors like unmotivated students,
heavy workload, and poor working conditions, teachers’ self-efficacy levels and
characteristics also have correlations with stress. Self-efficacy, defined as individuals’ beliefs
about being able to successfully accomplish a specific course of action (Bandura, 1997),
influencing teaching behaviors and students’ motivation and achievement (Skaalvik &
Skaalvik, 2007; Tschannen-Moran & Woolfolk Hoy, 2001), has a reciprocal relationship with
stress in teaching. Teachers with low self-efficacy suffer from higher levels of stress (Betoret,
2006). On the other hand, teachers’ greater classroom stress results in lower self-efficacy in
classroom management, instructional strategies, and student engagement (Klassen & Chiu,

2010).

Research has shown that stress is experienced at different levels by female and male
teachers (Chaplain, 2008) and that efficacy beliefs of teachers vary depending on teaching
experience (Klassen & Chiu, 2010; Woolfolk Hoy & Burke Spero, 2005). The emerging body
of research on the issue (e.g., Klassen & Chiu, 2010,2011; Motallebzadeh, Ashraf, & Yazdi,
2014; Schwarzer & Hallum, 2008; Skaalvik & Skaalvik, 2016) needs to be expanded, for a

127



AJESI - Anadolu Journal of Educational Sciences International, 2018; 8(1): 126-150
DOI: 10.18039/ajesi.393945

better understanding, concerning a variety of diverse teaching contexts and teacher
characteristics. Besides, research on the teaching stress levels, sources of stress and ways to
cope with work stress experienced by teachers working in Turkish education institutions
should be increased in scope in order to better understand and help Turkish teachers suffering
job-related stress. Therefore, the aim of this study was to examine the relationships among
levels of job-related stress, perceived self-efficacy levels, and personal characteristics such as

gender, years of teaching experience, and education types of EFL instructors.

The definition of stress is based upon the idea of “a perceived imbalance in the
interface between an individual, the environment and other individuals” (Roxas, 2009).
Kyriacou (2001, p. 28) asserts there are also some researchers defining the term stress by
means “of the degree of mismatch between the demands made upon an individual and the
individual’s ability to cope with those demands”. As it is the case for this specific study, what
is usually pointed out with “stress” is the negative experience of feelings as a whole.
Although there are a lot of individual affective factors, “stress” has been indicated among the

most significant variables (Jepson & Forrest 2006).

Teachers and Teacher Stress

Teachers, as a part of their professional role, are always seen as the center of attention
in any classroom, but when it comes to address their needs, concerns or problems, it is
obvious that they do not attract the same amount of attention. In spite of the fact that stress
can have a negative effect on teachers in terms of many aspects (physical, mental and/or
emotional/psychological) and this may consequently affect the institutions and students

negatively, research into stress as an affective factor for teachers is limited.
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Teaching is regarded as an “emotionally taxing and potentially frustrating” profession
(Lambert, O’Donnell, Kusherman, & McCarthy, 2006, p. 105). In today’s global world,
teachers are expected to perform numerous and diverse activities every day. Positive and
negative interactions with students, colleagues, school administrators, and parents are
common encounters for teachers (Unal, 2000). There are numerous studies showing that
teaching is a stressful job in different contexts (e.g. Aftab & Khatoon, 2012; Fisher, 2011;
McCarthy, Lambert, Crow & McCarthy 2010; Khan, Shah, Khan & Gul, 2012; Van Dick &

Wagner, 2001).

In the area of education, the term teacher stress can be defined as “the experience by a
teacher of unpleasant, negative emotions, such as anger, anxiety, tension, frustration or
depression, resulting from some aspect of their work as a teacher” (Kyriacou, 2001, p. 2).
When the given definition is studied closely, it is obvious that teacher stress has negative
connotations and can have diverse psychological, physiological and behavioral links (Van

Dick & Wagner, 2001).

Research has proved that teachers are exposed to different sources of stress.
Considerable ones among these sources are; having to teach unmotivated students, discipline
problems, work overload, undefined roles or responsibilities, being evaluated by others,
problematic relationships with colleagues and administrators, and poor working conditions

(Kyriacou, 2001).

Taking ESL/EFL teachers’ context into consideration, teachers in the profession of
ELT also feel some particular stresses that are unique to their job. Occupational stress
especially perceived by EFL teachers under different circumstances can be affected by many
variables such as personal, psychological and contextual factors. Teacher’s age, gender,
personality, teaching experience, the context, curriculum, administrators, students, students’
personality and age, proficiency levels of students, familial and financial concerns,
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colleagues, poor career conditions can be accepted as job-related stress factors and may
contribute to the stress levels that they have in their profession. EFL teachers are expected to
communicate with learners, try to motivate them and encourage learner participation in
classroom activities and, thus, to facilitate learning. Performing these tasks puts them under
pressure and it is vital to explore their sources of stress to determine their potential stressors

(Mohammdi, 2015).

Teachers’ Self-Efficacy

Self-Efficacy is one of the core concepts in Social Cognitive Theory and refers to
individuals’ perceptions about their capabilities to successfully accomplish a specific course
of action in a particular context (Bandura, 1997). Self-efficacy can influence individuals’
choice of tasks and activities, and predicts how much effort they put on the tasks, their
persistence and resilience facing the obstacles and adverse situations, and effectiveness on
regulating their thoughts, actions and plans (Schunk & Meece, 2006; Schunk & Pajares,
2010). Therefore, self-efficacy has a tremendous influence on motivation. People tend to
choose, perform and persist on activities and tasks which they think they are competent to
accomplish. Individuals with low self—efficacy are disposed to select uncomplicated tasks and
exaggerate possible inconveniences and threats, dwelling on their limitations. On the other
hand, people with high self-efficacy set challenging goals and sustain ample effort and strong
commitment to achieve them even in the emergence of failure (Bandura, 2006; Schunk &
Pajares, 2010). Moreover, cognitive processes and performance such as decision-making
quality and academic achievement are facilitated by a strong sense of competence, i.e. high

levels of self-efficacy (Schwarzer & Hallum, 2008).

Research supports the contention that self-efficacy is an important factor in education

as well as other settings such as business, sports and health (Bandura, 1997). Teachers’ self-
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efficacy is defined by Tschannen-Moran and Woolfolk Hoy (2001) as a teacher’s “judgment
of his or her capabilities to bring about desired outcomes of student engagement and learning
even among those students who may be difficult or unmotivated” (p.783). Another definition
has been made by Skaalvik & Skaalvik (2007) as “individual teachers’ beliefs in their own
ability to plan, organize, and carry out activities that are required to attain given educational
goals” (p. 612). Teachers’ self-efficacy has an effect not only on their teaching practices but
also on their students’ motivation and achievement. Hence, teachers’ high self-efficacy leads
them to use effective teaching strategies more often, which causes stronger motivation and
increased academic achievements in their students (Caprara, Barbaranelli, Steca, & Malone,

2006; Skaalvik & Skaalvik, 2007; Tschannen-Moran & Woolfolk Hoy, 2001).

Bandura (1997) states that mastery experiences, vicarious experiences, verbal
persuasion and physiological and affective states are the primary sources of the information
that individuals process to construct their self—efficacy beliefs. Mastery experiences are
viewed as the most influential source of information for constructing efficacy perceptions
(Bandura, 1997, Morris & Usher, 2011; Poulou, 2007; Tschannen Moran & Woolfolk Hoy,
2007) and regarding teaching, mastery experiences are teachers’ interpretations of their
previous performances. While successful experiences increase teachers’ self-efficacy,
experiences of failure decrease their perceptions of competence (Bandura, 1997; Schunk &
Pajares, 2010). For example, teachers with perceptions of failure to teach unmotivated
students in the past may have low levels of self-efficacy when teaching a class with
unmotivated students. According to Bandura (1997), vicarious experiences, or observations of
other teachers’ actions are indicators of what teachers can do apart from their direct
experiences. If the models observed are similar to themselves in terms of abilities and success,
their sense of efficacy may heighten. On the other hand, if they believe they are not as capable

as the models, their self-efficacy may decrease (Johnson, 2010; Mills, 2011). Verbal
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persuasions are the judgments of other people such as administrators, colleagues, and students
about a teacher’s competency on a specific task. As positive persuasions may act to improve
teacher’s self-efficacy beliefs, negative judgments may diminish their sense of competence
(Bandura, 1997; Schunk & Pajares, 2010). Physiological and affective states such as anxiety,
stress or excitement in teachers performing a particular task may have an impact on the self—
efficacy perceptions of the teachers (Bandura, 1997; Schunk & Pajares, 2010). Although
affective states have the weaker relation to self-efficacy than the other sources (Poulou, 2007),
these sources of information can increase or decrease teachers’ perception of efficacy in
combination with others (Bandura, 1997; Morris & Usher, 2011). For instance, when a

teacher feels anxious performing a task, his or her perception of competence may decline.

Teachers’ Self-Efficacy and Job Stress

Both job stress and teaching efficacy beliefs are important factors for teachers’
motivation (Barnabé & Burns, 1994), work engagement (Skaalvik & Skaalvik, 2014), and
commitment to their jobs , as well as their students’ achievement and self-efficacy (Caprara,
Barbanelli, Steka, & Malone, 2006; Ross, Hogaboam-Gray, & Hannay, 2001). Bandura
(1997) and Avanzi, Miglioretti, Velasco, Balducci, Vecchio, Fraccaroli, Skaalvik, (2013)
asserted that there might be a reciprocal relationship between self-efficacy and burnout, hence
stress. Recent research in educational psychology has corroborated this contention. A study
by Collie, Shapka and Perry (2012) concluded that perceived stress from students’ behavior
and discipline had a negative effect on teachers’ efficacy beliefs. Similarly, Klassen and Chiu
(2010) found that teachers with high levels of classroom stress had low levels of self-efficacy
in instructional strategies and student engagement. In addition, a more recent study by
Skaalvik and Skaalvik (2016) indicated that high stress in teaching predicted lower teacher
self-efficacy leading to intentions to quit their jobs.
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Schwarzer & Hallum (2008) claimed that the effect of self-efficacy on stress may be
more substantial than the effect of stress on efficacy beliefs of teachers. They also revealed
teaching self-efficacy beliefs as personal resource factors which protect teachers against job
stress experiences. Supporting this view, Motallebzadeh, Ashraf and Yazdi (2014) showed
that teachers who have perceptions of competence were more likely to cope with various
sources of stress such as job insecurity, work overload and student’s low motivation in a

private language institute in Iran.

On the other hand, Klassen and Chiu (2010) indicated that teachers’ self—efficacy
beliefs mediate job stress. Low levels of self-efficacy for classroom management may cause
teachers difficulties to regulate classroom stress (Jepson & Forrest, 2006). Moreover, Betoret
(2006) noted that teachers with low self-efficacy might have greater difficulties in teaching
and experience higher levels of occupational stress. As can be seen, research on teacher self-
efficacy and job satisfaction is inconclusive and further studies are needed to understand and

explain these aspects.

Considering the inconclusive nature of studies on teacher self-efficacy and job
satisfaction and the effects that self-efficacy and stress have on teachers and students, the

following questions guided the study;

1. Is there a statistically significant relationship between occupational stress and teacher
self-efficacy in EFL teachers?

2. Is there a statistically significant relationship between EFL teacher occupational stress
and demographic variables (gender, age, year of experience, and educational

background)?
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Methodology

Participants and Setting

The participants consisted of 84 Turkish EFL instructors working at a Preparatory
School of a Turkish state university in Eskisehir. The primary goal of the Preparatory
Program where this specific study was conducted is to help students improve their English in
order to pursue their academic studies. Students are placed in classes basing on their results
from the Placement Exam on general English administered by their institution and receive
integrated skills courses for 20-24 hours a week. Each class is shared by 3 different instructors
who generally have the same or similar amount of workload. They teach students whose
levels range from beginner to upper-intermediate. The students are required to pass the
English proficiency exam administred by their institution in order to be able to continue their

academic studies in their departments.

In the institution where the study was carried out, the instructors had 16 to 18 hours of
teaching in a week on average. They used an integrated skills course book according to the
proficiency level they were teaching and they followed a pre-planned syllabus. Their duties
included grading weekly tasks submitted to an online platform and pop quizzes provided by
the testing unit of the institution and giving feedback accordingly. Some instructors also had
computer lab classes in which students were supposed to practice the activities in the online
component of their course book and do the assigned lab tasks provided weekly by the
institution. The instructor had the duty of grading the tasks and giving feedback to the
students. Finally, some of the instructors had administrative duties in different units of the
institution including the testing unit, the curriculum design unit, the technological

development unit, the professional development unit and the coordinating unit. Those
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instructors had fewer teaching hours but more administrative workload as they had to

organize or attend meetings within their unit schedules and carry out their unit specific duties.

Out of 84 respondents, 50 were female and 34 were male. Their ages ranged from 22
to 60 (16 of them were between 22-30, 47 were between 31-40, 18 were between 41-50, 3
were between 52-60). 6 of the instructors who participated in the study had up to 5 years of
total teaching experience, whereas 13 of them had 6 to 10 years, 56 of them had 11 to 20
years, 9 of them had 21 years and above teaching experience. In terms of their educational
background, out of 84 respondents, 60 graduated from an English Language Teaching
Department, whereas 24 of them graduated from other departments (English Language and
Literature Department, American Culture and Literature Department, Translation and
Interpretation Studies, or Linguistics Department). Table 1 outlines the demographic

information of the participants.

Table 1

Demographic Information of Participants

Gender Number Percentage
Female 50 59%
Male 34 41%
TOTAL 84 100%

Age
22-30 16 19%
31-40 47 56%
41-50 18 21%
52-60 3 4%
TOTAL 84 100%

Teaching Experience
0-5 6 7%
6-10 13 15%
11-20 56 67%
21 and above 9 11%
TOTAL 84 100%

Educational Background
ELT Department 60 71%
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Other Departments 24 29%
TOTAL 84 100%
Instruments

The main instruments of the present study were based on collecting quantitative data
by using the long form of Teachers’ Sense of Efficacy Scale (TSES) and Teacher Stress
Inventory (TSI). The instruments were completed anonymously, and participation in the study
was voluntary. To collect demographic information on participating teachers, four questions
were asked at the beginning of the questionnaire. The aim was to identify the four significant
personal (individual) variables; age, gender, number of year in teaching and educational

background.

The long form of Teachers’ Sense of Efficacy Scale (TSES) developed by Tschannen-
Moran (2001) which is a 24-item questionnaire was used to measure levels of teacher
efficacy. However, 2 items, item 18 (How much can you use a variety of assessment
strategies?) and item 22 (How much can you assist families in helping their children do well
in school?), were discarded. Item 18 was excluded because the instructors at the institution
did not have any space for designing their own assessing system due to administrative
policies. Item 22 was discarded as the university did not have any public relation policies
aiming at the parents of the students, so most of the time the instructors do not have any
contact with the parent of the students. This scale covers three subscales; efficacy in student
engagement, efficacy in instructional practices, and efficacy in classroom management. This
self-report measure is scored on a nine-point Likert Scale, ranging from “nothing” to “a great
deal”. The Teacher Stress Inventory (TSI) was developed by Boyle et al., (1995) to measure
the various aspects of teachers’ stress in the work environment. This inventory comprised of

14 items measure on a 5-point Likert scale ranging from ‘no stress” to “extreme stress”.
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Results

The present study set out to investigate the relationship between occupational stress
and self-efficacy among a group of EFL teachers working at preparatory school of a state
university in Turkey. Table 2 shows the overall descriptive statistics of the participants’

scores obtained from the two instruments.

Table 2

Descriptive Statistics of Overall Scores

N Minimum Maximum Mean SD
Occupational Stress 84 29 3,36 1,99 75
Teacher Self Efficacy 84 5,50 8,64 7,33 ,67
IE 84 5,50 8,64 7,32 ,67
CMSE 84 5,00 8,75 7,42 ,84
SE 84 4,29 8,71 7,06 ,93

ISE=Instructional Self Efficacy
CMSE=Classroom Management Self Efficacy
SESE=Student Engagement Self Efficacy

In order to achieve the first aim, a correlation analysis was conducted between the
measures of occupational stress and teacher self-efficacy. Table 3 demonstrates the

correlation analysis results between occupational stress and teacher self-efficacy.

Table 3

Correlation between Occupational Stress and Teacher Self Efficacy

Occupational Stress Teacher Self Efficacy
Occupational Stress Pearson Correlation 1 ,159
Sig. (2-tailed) ,15

As Table 3 demonstrates, there is a weak correlation (r= .159, p= .15) between

occupational stress (M= 1.99, SD=.75) and teacher self-efficacy (M= 7.33, SD= .67) and the
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correlation between the two scores is not significant. This means that the scores obtained from
the two instruments cannot be related to each other. In other words, it is not necessarily the
case that higher scores on one of the instruments will be accompanied by a higher score on
the other instrument or vice versa. Therefore, the results indicate that the two variables are
independent from each other and individuals can have a high level of stress while at the same
time enjoying a high level of self-efficacy or a low level of stress and a high level of self-

efficacy. There are no consistent patterns found between these two scores.

In order to answer the second research question, the effect of demographic variables
(gender, age, year of experience and educational background) on occupational stress, a set of
analyses were conducted. In order to see if there is any significant difference in stress scores
between females and males, an independent samples t-test was conducted. Descriptive scores
of the participants show that female participants of the study are more prone to occupational
stress (M= 2.03, SD= .67) than their male colleagues (M= 1.94, SD= .86). This slight
difference was computed through independent samples t-test for determining if it was

significant or not. Table 4 demonstrates the results of the independent samples t-test.

Table 4

Independent Sample t-Test Results for Gender

Levene’s Test

Mean

F Sig. t df Sig. (2-tailed) Difference
Equalvariancesassumed 7657 107 503 82 616 08462
Equal variances not assumed ,481 59,592 ,632 ,08462

The independent samples t-test results presented in Table 4 indicate that although
female participants had slightly higher occupational stress levels, the difference is not

statistically significant (t(82)= .503, p= .616). Therefore, although it cannot be generalized to
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a larger population, it can be argued that being female or male does not lead to significant

differences in occupational stress levels in the context of the study.

Another demographic variable under investigation is the age of the participants. The
participants were divided into 4 age groups (aged between 22-30, 31-40, 41-50, and 52-60)
thus requiring one-way ANOVA for measuring the differences among them. The comparison
of the age groups show that, there is a slight difference among the age groups in terms of
occupational stress scores. The participants in the 22-30 age group have the highest
occupational stress score (M= 2.16, SD= .55) followed by the 31-40 age group (M= 2.03,
SD=.74) and 52-60 age group (M= 1.97, SD=.77). The participants aged between 41 and 50
demonstrate the lowest occupational stress scores (M= 1.75, SD=.90). In order to determine
if the difference among the groups in terms of occupational stress scores was significant, one-

way ANOVA was administered. Table 5 demonstrates the results of the analysis.
Table 5

One-way ANOVA Results for Age

Sum of Squares df Mean Square F Sig.
Between Groups 1,556 3 519 ,912 439
Within Groups 45.499 80 569

The results of one-way ANOVA presented in Table 5 yields that although there are
slight differences among the groups on occupational stress scores, these differences don’t
reach significance (F (3, 80)=.912, p=.439). It can then be concluded that age does not have a

statistically significant effect on occupational stress.

Another demographic variable whose effect on occupational stress was investigated in
this study is educational background, whether the participants graduated from an English

Language Teaching Department or graduated from other related departments (Linguistics,
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Literature, and American Culture). The participants were divided into 2 groups and therefore
their scores on occupational stress were compared via an independent samples t-test. It is
found that the two groups differ in terms of their stress levels slightly, with the participants
graduating from ELT department experiencing a higher level of stress (M= 2.05, SD= .76)
than their colleagues graduating from other related departments (M= 1.85, SD=.70). Table 6

presents the findings of the independent samples t-test.

Table 6

Independent Samples t-Test Results for Educational Background

Levene’s Test

Mean

F Sig. t df Sig. (2-tailed)  Difference
Equal variances assumed 196 659 1,068 82 289 ,19405
Equal variances not assumed 1,109 46,074 273 119405

The results in Table 6 indicate that the department graduated from lead to a slight
difference between the mean scores on occupational stress but the difference fails to reach
significance (t (82)= 1.068), p= .289). That is, the educational background of the participants
does not produce significant differences and therefore we cannot generalize the results to

larger groups.

The last demographic variable the present study took into consideration was years of
experience. The subjects were divided into 4 experience groups (those with a 0-5, 6-10, 11-20
and 21 or above year of experience). There is a slight difference between the groups in terms
of the participants’ occupational stress levels. The group with the highest level of stress, more
than moderate stress, is the 6-10 years of experience group (M= 2.18, SD= .64) followed by

the 11-20 years of experience group (M=1.98, SD= .64) and 21 or above years of experience
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group (M= 1.2, SD= .79). The lowest level of stress was observed among the participants
with the 0-5 years of experience (M= 1.80, SD= .60). The findings are interesting since the
same pattern with the age variable wasn’t observed. The younger participants were found to
be experiencing higher levels of stress while the ones with less experience didn’t experience
such high levels. It can be due to the fact that experience isn’t parallel to the age. The

differences were analyzed through one-way ANOVA and the results are presented in Table 7.

Table 7

One-way ANOVA Results for Experience

Sum of Squares df Mean Square F Sig.
Between Groups 705 3 ,235 ,406 ,749
Within Groups 46,350 80 ,579

As presented in Table 7, the difference among the groups was far from being
significant (F(3,80)= .406, p= .749). In other words, although there are slight differences in
terms of occupational stress between the participants with different years of experience, these

differences are not consistent and cannot be generalized to larger populations.

In summary, several measures demonstrate that individual differences such as age,
gender, educational background, and experience indicate slight differences among the

participants but these differences are not statistically significant.

Discussion

The results demonstrate that 84 EFL teachers who participated in this study have a
high level of self-efficacy (M= 7.33, SD= .67) and experience a moderate level of

occupational stress (M= 1.99, SD=.75). Secondly, the findings reveal a weak non-significant
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relationship between occupational stress and self-efficacy. In other words, teachers’
occupational stress and self- efficacy levels act independently from each other. On the
contrary, research revealed that low self-esteem leads to high stress and vice versa (Schwarzer
& Hallum, 2008; Skaalvik & Skaalvik, 2010; Motallebzadeh & Ashraf & Yazdi, 2014). It can

be concluded that moderate stress does not necessarily lead to low self-esteem.

As research found demographic variables to be related to occupational stress, one of
the aims of the current study was to investigate the relationship between teachers’
occupational stress and demographic variables such as gender, age, year of experience, and
educational background. As for the gender, the findings show that although the level of stress
of both genders was found to be moderate, female teachers (M= 2.03, SD= .67) experience
more occupational stress when compared to their male colleagues (M= 1.94, SD= .86).
However, the difference between the two genders in terms of occupational stress is not
significant (t(82)= .503, p= .616). These findings are in consistence with the results of the
study carried out by Check & Okwo (2012). According to Check & Okwo (2012), teachers
feel stressful regardless of their gender. This finding might be related to the fact that teachers
feel stress as a result of outside factors rather than personal traits. On the other hand, these
results contradict from findings of the study conducted by Aftab & Khatoon (2012).
According to the results of this study, male teachers were found to experience more stress
when compared to female teachers. The authors attribute this finding to the fact that female
teachers have higher motivation levels than male teachers. Here it can be argued that the level

of stress experienced by teachers is related to their teaching context.

Regarding the variable of age, the youngest group of teachers (22-30 years old) in the
study experience the highest level of occupational stress. Teachers between the age range of
31-40 experience second highest level of occupational stress. However, stress level decrease

gradually in the age range of 41-60 and 60 and above. The analysis conducted in order to see
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whether these four groups of teachers from different age ranges differed in terms of
occupational stress level, shows no statistically important relationship (F (3, 80)=.912, p=
439). That is to say, teachers’ age does not affect occupational stress. Similarly, Bharathi
(2013) found that Iranian primary school teachers’ age did not correlate with their level of

occupational stress.

With respect to the educational background, the analysis of the data shows that
teachers who graduated from an ELT department experience a little higher level of
occupational stress than their colleagues who graduated from other language related
departments. As for the difference between the teachers who graduated from an ELT
department and the ones who graduated from other language related departments, it was
found to be insignificant (t (82)= 1.068), p= .289). In this sense, it can be concluded that
graduating from an ELT department does not have a reciprocal relationship with occupational
stress. Accordingly, it might be deduced that gaining experience might have equalized the
teachers’ theoretical background in terms of language teaching. Therefore, a discrepancy

might not be observed as educational background is not a differentiating factor.

In relation to years of experience, it was found that teachers who are new in the field
(0-5 years of experience) feel occupational stress the least when compared to other three
groups. As for the difference among the groups divided according to their experience level in
English language teaching, the findings show no statistically significant difference (F(3,80)=
406, p= .749). Teachers who have experience between 6 and 10 years have the highest level
of occupational stress (M= 2.18, SD= .64). However, starting from the experience of at least
11 years, the level of occupational stress decreases. In other words, teachers with 11-20 years
of experience and 20 and above years of experience have lower levels of occupational stress
respectively. This finding is in agreement with the findings of Aftab & Khatoon’s (2012)

study, who found that teachers with 0-5 years of experience in their study also had the lowest
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occupational stress level. The decrease in the stress level after 11 years was also observed in
Aftab & Khatoon’s (2012) study. This finding might be interpreted as novice teachers start
their job idealistically and that this idealism might decrease their stress level. However, in
time, as they are exposed to the same environmental factors like the teachers who have been
working in the field longer, their level of expectations might decline, which might result in
frustration and stress, eventually. Then, year after year, they might get used to the
environment they are working in and might feel more comfortable. According to another
perspective by Aftab & Khatoon (2012), with experience, their capacity as a teacher increases

and they perform their jobs better.

Conclusion

The findings revealed that the participants experienced moderate level of job-related
stress. However, there was no statistically significant relationship between occupational stress
and teacher self-efficacy. This means that the two variables under investigation were
independent from each other. In other words, high level of teacher self-efficacy does not
necessarily bring about low level of job-related stress or vice versa. With respect to the
demographic information, none of the variables were found to be related to occupational

stress.

As a conclusion, the findings of the study might indicate that external factors may play
a more important role than individual factors in terms of teacher self-efficacy and
occupational stress. With this respect, it might be inferred that school administrations could
have a crucial impact on regulating the working conditions and thus, affecting the level of
occupational stress experienced by the teachers. The findings that the overall level of stress
was moderate and that personal variables such as age, gender and self-efficacy together mean

that administrative policies and the school environment can be argued to have contributed in
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keeping the level of stress considerably low. If high stress and low self-efficacy are seen as
problems, the reasons and the remedy seem to be context specific. That is, teachers working at
various institutions may experience stress and low self-efficacy due to factors unique to their

working conditions and environment.

For further studies, firstly it can be recommended that the researchers might include
other affective factors such as motivation or anxiety levels of their participants. Secondly, the
research can be supported with qualitative data collected through introspective tools to gain
deeper insight into the relationship between self-efficacy and job-related stress. Thirdly, the
relationship between self-efficacy and occupational stress can be investigated within different
contexts or settings. Finally, the relationship between self-efficacy and job-related stress can

be studied in relation to the language proficiency level the teachers are teaching.
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Abstract

This study aims to provide a model used by Modern Languages Department of Anadolu
University School of Foreign Languages, in order to implement Academic English courses as a
result of a curriculum renewal project started in the 2014-2015 Academic Year. The curriculum
renewal process started with the implementation of the needs analysis process that arose out of the
problems experienced in the existing system. After gathering the opinions of the various
stakeholders and identifying the needs of the learners regarding learning English at their
departments, Academic English lessons were inserted into the programs as elective courses.
Academic English lessons were designed to be implemented at 6 different proficiency levels (from
A2 to B2+) with varying contents determined considering the needs of the learners according to
their academic fields. This paper will explain the whole curriculum renewal process including how
the syllabi, the materials and the evaluation procedures were determined, implemented and
revisited based on the feedback gathered from the learners and the teachers. Academic English
lessons’ addressing students’ needs revealed increase both in the teachers’ and the students’
motivation level as well as facilitating cooperation between language teachers and content
teachers.
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Introduction

You might be an engineer, a businessman, a chemist, a philosopher or an educator, if
you want to follow what is going on in the world and what your colleagues are doing you
need to have good literacy and communication skills not be out of the game, and you need to
do all of these in English. As stated by Dr. Christian Dahlheim at the 4. International
Education Forum (4. Uluslararast Egitim Forumu) in 2016, each university graduate is
expected to be able to function in English in the international arena and to be able to adapt to
various international contexts. At the same Forum, Prof. Dr. Refet Giirkaynak argued that
knowing English today is the same thing as knowing how to read and write in the Industrial
Revolution. He believes that we cannot succeed teaching English to our students in our
country efficiently.

There are various reasons for this failure and various sources to blame; managers
blame teachers for not using teaching methods efficiently, teachers blame the system for over
focusing on testing, and hence, not having enough time for teaching, the system blames the
teacher education programs for not equipping their teachers, and this blaming cycle goes on
(Aydin, 2017). Turkish students start learning English at the second grade at state schools.
However, the real problems begin when they reach university level and are required to
continue their education in an English Medium Instruction (EMI) environment. After having
English lessons for almost 10 years, students are given a Placement Test by the Schools of
Foreign Languages and a big majority of them are identified as beginner learners, 82% as
found out in a study by Paker (2014).

Schools of Foreign Languages are mainly responsible for helping their students gain
essential language skills and strategies to be able to cope with their departmental studies.

They, nevertheless, experience many problems, as discussed at the annual Directors’ meetings
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organized since 2008. High expectations of the faculty members at the departments from the
students who start their education with a very low proficiency level, the mismatch between
stakeholders’ expectations and what is presented during the preparatory year, the insufficient
human source for areas required for the language program, in addition to the skill of teaching
such as planning the curriculum, preparing valid and reliable tests and providing professional
development activities for their teachers are few of these problems (10. Yabanci Diller
Yiiksekokulu Yoneticileri Toplantisi Sonug Bildirgesi, 2016).

Similar problems were also stated by foreign researchers focusing on the language
programs in Turkey. A group of researchers from Oxford University (Macaro, Akincioglu &
Dearden, 2016) carried out interviews with the university students and their teachers, and
concluded that although students believe in the necessity of having education in English, they
find it challenging and do not feel ready to be able to follow their lessons in their departments
in the foreign language. They argued that the pedagogical knowledge and skills of the
teachers in the faculties in delivering content knowledge in the foreign language is at least as
important as the students’ proficiency level.

The research conducted by the British Council in 2015 focused on the state of English
at Turkish higher education institutions and found similar results; students start their intensive
language education with a very low proficiency level and are not equipped with sufficient
skills and strategies for their departments as they exit from the language programs. In addition
to the problems during the preparatory year, problems were stated regarding the education at
the departments. Teachers’ reluctance in using the target language during the lessons and
overreliance on the first language were mentioned as the main sources of the experienced
problems. The report suggests that the cause of Turkey’s ‘English deficit’ stems from the
problems in the primary, secondary and high school systems. Students who graduate from

high schools are not capable of communicating in English. Thus, it is ‘virtually impossible’ to
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reach the target level of B2 in the eight month periods of the preparatory school program. The
report recommends shifting away the curriculum from English for General Purposes (EGP)
towards English for General Academic Purposes (EGAP), and advices arranging EGAP
classes to cater for students’ specialist academic fields. According to the report, an elective
English for Occupational Purposes (EOP) course should be available in the final
undergraduate year for those seeking jobs, and the curriculum for all of these programs should

be based on a full needs analysis.

The results of British Council’s study also suggests a tendency among the students and
teachers towards English for Academic Purposes, EAP (the kind of English required for
university study, e.g. reading academic books or journals, writing academic assignments or
papers, listening to academic lectures, and taking part in academic discussion). As explained
by Jordan (1997), EAP instruction can range from discipline-specific (i.e., English-for-
specific-academic-purposes instruction [ESAP]) to discipline-general (i.e., English-for-

general-academic-purposes instruction [EGAP]).

As Hyland (2006) states, EAP pedagogy provides focused instruction which aims to
help academically oriented learners in being equipped with the necessary skills in functioning
in their academic discourses. Therefore, EAP instructors are expected to prepare their
students’ “situated language use” (Basturkmen, 2012) such as writing academic essays,
listening to academic lectures, and taking lecture notes, in order to undertake academic work
as university students. Different from EAP, English for Occupational Purposes (EOP) is
concerned with teaching the kind of English that relates to a person’s occupation or job, e.g.
writing business letters, making business phone calls, reading professional reports, giving a

business presentation, etc. (British Council, 2015).
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This paper presents how the model of supporting learners throughout their 4-year
education after the preparatory program was established at Anadolu University as an outcome

of a curriculum renewal process which started in the 2014-2015 academic year.

The Context

Anadolu University School of Foreign Languages has two departments; Basic Foreign
Languages Department offers intensive language education during an academic year in four
languages; English, German, French and Russian. Students studying German and French are
the ones who continue their education at the Education Faculty and are educated to become
German and French teachers. Russian students continue at the Literature Faculty and study
Russian Language and Literature. All these three groups of students need to have a sufficient
proficiency level to be able to cope with the requirements of their majors. Students at the
English Department are divided into three groups; the ones who have 100% English medium
instruction, as in the Engineering Faculty, the ones who have only 30% of their education in
English and 70% in Turkish, as in the Communication Sciences Faculty, and the ones who
have 100% Turkish medium instruction but want to learn English voluntarily before going to
their departments as in the Law Faculty. Starting in the 2014-2015 academic year, a
curriculum renewal process has been implemented at the preparatory program. After
identifying the problems and finding out the needs of the learners by gathering the opinions of
all the stakeholders a learning-outcome-based curriculum was developed. Each component of
the curriculum, including the materials, teaching methodology, assessment and professional
development have been aligned to the learning outcomes of the curriculum (Aydin, 2017).

Modern Languages Department is responsible for providing elective courses for the
students at different faculties in seven different languages (English, German, French, Spanish,
Russian, Italian and Chinese). In addition to these elective courses, the program offered
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compulsory language course as required by the Council of Higher Education (YOK) as well
as the language courses different departments incorporated in their programs at different
proficiency levels. However, there was a lack of organization and problems about the
decisions made. To illustrate, students studying at the Faculty of Sports Sciences were
expected to pass English course at Advanced level without having any background knowledge
in the language. The dissatisfaction level of the students and the teachers made the curriculum
renewal process an obligation to follow. The following steps were taken during the renewal
process:

1. Identifying the problems and the needs of the stakeholders

2. Making necessary changes in the regulations

3. Involving the teachers in the development of the course contents

4. Introducing the new courses to the faculty members

5. Implementing the new curriculum and getting feedback

6. Making revisions based on the feedback

1. Identifying The Problems and The Needs of The Stakeholders

Needs analysis process included gathering the opinions of the students, teachers,
department heads and the directors of the faculties. Various questionnaires were given to
these groups to gather their opinions in addition to conducting semi-structured and focus
group interviews. While diverse answers were gathered from all these groups, the overall
results of this needs analysis process revealed that students having their education in an
English medium instruction department mainly need to be able to;

a) understand their teachers’ explanations in English and take notes during the courses,

and follow the discussions in the classroom,
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b) ask questions to the teachers when they don’t understand the concepts, participate in
the discussions during the courses and make presentations when necessary,

¢) read and understand the books, articles and studies related to their fields, and

d) write reports, projects and summaries of the studies in their fields.

These results revealed the inevitability of developing language courses specific to
different fields. It was clear that general language courses addressing all the faculty students
with different needs at different proficiency levels were not satisfactory for them. The
decision of changing the system necessitated making changes in the regulations of the

university as well.

2. Making Necessary Changes in The Regulations

The first change began by transforming the compulsory YOK language courses into
distance education system. Getting benefit of the distance education provided by Open
Education Faculty, students from all the faculties at the university were decided to take the 2-
hour language course through distance education. Distance education provided various
opportunities for the students through live lessons, e-books, extra materials for studying,
study questions for the materials in the course book and sample exam questions were all built-
in a learning management system including a mobile application. Additional support was also
offered to the ones who needed face-to face education.

In addition to the compulsory language courses, a model system was created for
inserting Academic English as elective courses into the programs of the departments.
Academic English (AE) lessons were designed at six different proficiency levels (see Figure

1).
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e Academic English 1

e Academic English 2

e Academic English 3

e Academic English 4

e Academic English 5

e Academic English 6

€€E€CEK

The main idea of this system was controlling the proficiency level of the course and
adapting the content according to the needs of the students at different faculties. Since a
Tourism Faculty student has different needs from a Science Faculty student, the content of the
courses would be designed addressing these different needs. While students who do not get
preparatory education would start with Academic English 1, the ones who already had the
intensive language education in general English would start with Academic English 3 at their
departments. Students exit the preparatory education with a B2 level in general English, yet
B1 level was thought to be appropriate for the students to continue language education
incorporating mainly academic skills with the content in their scientific fields.

This new model required certain changes in the regulations of the University. In order
to be able to make these changes, a series of meetings were organized with different groups
including the highest level of management, that is the Rector and the related Vice Rectors,
and the Deans and the Vice Deans of the Faculties as well as the personnel related with the
student affairs and student information system. The meetings included explaining the results
of the needs analysis process, the suggested model and the necessary adaptations that needed

to be made in the regulations, the programs and the technical aspects (such as opening the
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new Academic English courses and aligning the old language lessons to the new ones). The
new system was then presented to Anadolu University Senate and approved by them. The
Senate also approved the decision of indicating the proficiency level of the language course in

the students’ transcripts.

3. Involving The Teachers in The Development of The Course Contents

All 24 teachers of the Modern Languages Department were involved in the whole
process since the beginning of needs analysis. After making the necessary changes in the
regulations, a more in-depth study was necessary to develop the content of the courses.
Firstly, teachers were given the choice of deciding the faculty they wanted to work at and to
specialize more. They were informed that they were not expected to be experts in the fields,
but being interested in reading materials, let’s say in Communication Sciences, would make
the whole process easier and more enjoyable for them. Before preparing the detailed syllabi
for each faculty, an overall framework for each Academic English course was determined
after a series of meetings with the teachers. Thus, the general picture of the courses was
clarified for everybody. Samples of this general syllabi can be seen for Academic English 1
and Academic English 6 in Appendix A.

After placing the teachers to faculties and preparing the general framework, a more in-
depth study process began to determine the specific learning outcomes and to prepare the
contents of the courses for each faculty. A large scale search for all printed and online
material was the first step of this process. This search included talking to the teachers at the
faculties and asking for their ideas about the content and sometimes getting the materials they
were already using in their courses or they suggested. Teachers working together and sharing

their sources had a busy and productive summer in 2014 and were ready for the first
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implementation in the 2014-2015 academic year. A sample syllabus for Academic English 4

prepared for the Communication Sciences Faculty students can be found in Appendix B.

4. Introducing The New Courses to The Faculty Members

Once they were ready, Academic English courses were introduced to the faculties.
Meetings were organized between two groups of teachers, the ones that would teach
Academic English courses and the ones at the faculties. The managers were also invited to the
meetings. The aim and the design of the courses were explained and their initial feedback was
gathered before the implementation. Visual explanations were prepared showing how the old
and the new courses would be aligned to each other, as seen in Appendix C. Especially
advisors who would guide the students during the registration process were informed about

these courses.

5. Implementing The New Curriculum and Getting Feedback

2014-2015 Fall term was the first implementation of the new system. Contrary to the
expectations, Academic English courses were not elected by many of the students in the first
term. Immediate feedback gathered from the faculties revealed that students were reluctant to
take these courses; they thought the courses would be very demanding because of the term
“Academic”. This situation required taking new decisions for changing the misconceptions of
the students. The steps taken were explained below.

At the end of the term, students’ and teachers’ perceptions of the courses were
gathered with a questionnaire. The questionnaire asked the subjects to indicate their opinions
on various components including the objectives of the course, the materials used, the teaching

methodology and their alignment with the proficiency level of the courses. The responses
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revealed mostly positive perceptions of the students who had Academic English courses.
They mainly stated that;

e the course they took met their expectations,

learning outcomes were clearly stated at the beginning of the lesson,

teaching pedagogy was efficient,

materials were interesting and compatible with the objectives of the courses, and

the distribution of the skills was appropriate.

Students also indicated that Academic English course they took helped them to
improve their general English proficiency level. They highlighted their belief in the
usefulness of Academic English courses for their future jobs.

Some of the ideas of the students for open-ended questions were as follows:

e | liked this lesson a lot and I think it was very beneficial for us.
e We liked this lesson, materials and the teacher.
o At first, I was reluctant to choose this lesson because of the name ‘Academic’ but then

I thought the lesson was nice and it included lots of materials for my department.

e We have a good rapport with the teacher and he motivates us to learn better.
e | am very pleased about the content and the methodology of the course.

e | improved my speaking skill and learnt English in an enjoyable way.

Teachers teaching Academic English courses were highly motivated and revealed
similar positive responses. Some of the ideas gathered at the end of the first implementation
can be presented as follows:

e The students were very interested in the course and they were motivated, this

increased my motivation even more.
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e | was free to determine the content and felt more autonomous compared to the courses

| gave before.

6. Making Revisions Based on The Feedback

The first step that had to be taken based on the feedback was advertising Academic
English lessons more to the students. Posters specific to each faculty were prepared by the
teachers and were announced in various places. Some samples of the posters can be found in
Appendix D. However, the main advertisement was made through the students who had the
Academic English courses in the fall term. Sharing their positive opinions with their peers
encouraged more students to choose these courses the following term. The increasing number
of the students taking Academic English courses each term is a sign of changing perspectives.
While 432 students enrolled in the courses in the 2014-2015 Fall term, this number increased
to 1146 for 2017-2018 Fall term. Another sign of increasing motivation is the rising number
of the courses at higher proficiency levels. That is, while we did not have any Academic
English 6 and had only 5 students who had Academic English 5 in the 2014-2015 Fall term,
now we have 5 Academic English 5 courses and 1 Academic English 6 course at different
faculties in the 2016-2017 Spring term.

After implementing the new curriculum for three years, teachers were asked to make
an overall evaluation of the new system. The results of feedback suggest that the new system
is working successfully and addressing the needs of the students. Some examples of teachers’
evaluations can be found below:

e [ think we 've achieved our goals with Academic English courses in Literature Faculty.

A student who starts with Academic English 1 has the opportunity of reaching at B2+

level with Academic English 6 until he graduates.
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There is a high demand and motivation for these elective courses. Students, especially
the ones who think about having master’s degree seem to be more motivated to get
Academic English courses.

Most of the students were positive about the course and advised it to other students.
They were interested in the materials and participated in the classroom activities and
fulfilled the requirements completely.

According to feedback I got from students, it seems that reading, listening materials
and videos related to their departments attracted their attention.

Students stated feeling more secure because of following a content-based syllabus. 1
feel peaceful as a teacher for carrying out my lessons according to my Students’
needs.

We work in coordination with the faculty members and department heads. Orientation
seminars and informative meetings are organized for teachers and students in the
faculty. Therefore, advisors having enough information about the content and levels of
Academic English lessons can guide their students properly.

Teachers’ involvement of the decision making process on their workplaces increased

our motivation and sense of belonging.

Student feedback was gathered at the end of each term. Some of the ideas of the

students at the end of 2016-2017 Fall Term were as follows:

This course is certainly beneficial. | want to thank to our faculty and the teacher.

This course helped me to improve my speaking skills and continue to learn English in
an enjoyable way after the preparatory year.

| can take this course every term until | graduate because I like the teacher and find

the lesson efficient.
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As seen in the samples, students were mostly satisfied with Academic English courses.
Table 1. showing the perceptions of the students who had Academic English during 2016-
2017 Fall term supports these positive views.

As the students’ ideas reveal, their satisfaction with the Academic English courses
were high; they were pleased with the objectives and the content of the lessons as well as the
materials and the pedagogy. They thought their expectations were met and believed the

courses to be helpful for their future jobs.

Conclusion

Curriculum renewal is a never-ending process because each time curriculum is
applied, it is revised according to feedback gathered. Therefore, as suggested by Bosworth,
Einer and Smith (2013) curriculum-related documents should be regarded as work-in-
progress. While there are always things to do in terms of increasing the quality of teaching,
the increasing number of the students choosing the Academic English courses is a sign
showing that we are on the right track. More research and more in-service teacher training on
delivering academic content in the foreign language would always facilitate the system.
Similarly, more cooperation between English teachers and teachers at the faculties is
necessary for the betterment of the applications. However, it is possible to say that the whole
process of creating a system for combining three components; academic skills, foreign
language skills and the content knowledge facilitated students’ learning process. Involving the
students and the teachers in the process by analyzing their needs is a good starting point for
sustaining language education throughout students’ undergraduate education. The content
prepared addressing their needs also seems to increase the motivation levels of both the

teachers and the students, as well as preparing students for real life and giving teachers
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autonomy in decision making. It also facilitated cooperation among language teachers and

teachers at the departments.

Table 1

Students Perceptions of Academic English Lessons in 2016-2017 Fall Term

Totally

Totally disagree Disagree Undecided Agree Av.
agree
N % N % N % N % N %
Objectives of the lesson were defined clearly. 11 5.12 4 186 3 14 74 3442 123 5721 437
The lesson met my expectations. 13 6.05 9 419 9 419 76 35.35 108 50.23 4.2
Teaching was interesting. 13 6.05 10 465 18 837 59 2744 115 5349 4.8
Teaching met my expectations. 16 7.44 8 372 13 6.05 66 30.7 112 5209 4.16
This lesson will contribute me in my future job. 14 6.51 11 512 24 1116 65 30.23 101 46.98 4.06
I would like to get the next level of this lesson. 13 6.05 7 326 23 107 61 2837 111 5163 4.16

The content of the lesson was suitable for my
. 14 6.51 11 512 16 744 68 31.63 106 49.3 4.12
English level.

Materials used were compatible with lesson
L 10 4.65 7 326 10 465 80 3721 108 5023 4.25
objectives.

There were enough listening exercises in the
terial 12 5.61 13 6.07 18 841 76 35.51 95 4439 4.07
materials.

There were enough reading exercises in the
erial 10 4.65 8 372 15 6.98 73 3395 109 50.7 4.22
materials.

There were enough writing exercises in the
erial 10 4.69 17 798 22 1033 70 32386 94 4413 4.04
materials.

There were enough grammar exercises in the
terial 8 3.72 14 651 15 698 79 36.74 99 46.05 4.15
materials.

There were enough speaking exercises in the
erial 14 6.51 13 6.05 17 791 81 3767 90 4186 4.02
materials.

Materials helped me participate in the lesson
. 12 5.58 10 4.65 24 1116 78 36.28 91 4233 4.05
actively.

Materials used were interesting. 12 5.61 15 7.01 28 13.08 75 35.05 84 3925 3.95

This lesson helped me to improve me English
level 14 6.51 16 744 20 93 72 33.49 93 43.26 4
evel.
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Appendix A

Samples of the general syllabi for Academic English 1 and 6

Academic English |

Reading Skills for Academic Study: Understanding key vocabulary, Getting the gist of the
text, Skimming and scanning, Understanding text organization, Developing basic vocabulary
knowledge; Listening Skills for Academic Study: Listening for main idea, Listening for
detailed information, Listening to short daily conversations, Listening for key ideas; Speaking
Skills for Academic Study: Introducing oneself, Maintaining everyday conversations, Giving
descriptions of events, Asking and answering questions; Writing Skills for Academic Study:
Writing simple sentences, Writing notes, Writing basic descriptions of events, Writing

informal letters.

Academic English VI

Reading Skills for Academic Study: Drawing conclusions based on the information in the
text, Comparing and contrasting main ideas, Summarizing extracts from various sources,
Evaluating information; Listening Skills for Academic Study: Following lectures,
Synthesizing, Evaluating and transferring what was heard; Speaking Skills for Academic
Study: Participating in discussions, Justifying point of view, Using strategies to achieve

comprehension, Carrying out interviews, Summarizing discussions, Giving longer
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presentations on academic topics; Writing Skills for Academic Study: Writing well-

researched essays and reports, Writing commentaries.

Appendix B
Academic English 4

Communication Sciences Faculty

Wee | Content

Add | Introduction to the course; an interest survey

drop

1 Determining the key concepts: Creativity, Power and Technology
a. The role of creativity in media, cinema, public relations,
b. The role of power in media, cinema, public relations,
c. The role of technology in media, cinema, public relations
Terminology research related with their departments ( Group-work Presentations)

2 Writing a CV

Reading some samples of cover letters and creating one ;Using mind maps for organization
Filling out a mini survey on the concept of power

Listening and note taking

The Basics of Doing Research

3 Talking on leaders and their qualities
Reading: “Move aside, president of Uruguay: We have a new ‘poorest world leader’
Listening: Academic Survival Skills

4 Group work Presentations (Terminology research on their fields)

Useful expressions: Debate Language
Group work Presentation for the Final Term

6 Mid term exams

7 Some important points on Academic Writing: Citation, giving text reference, borrowing ideas
(paraphrasing, Summarizing, Direct Quoting)
Reading on “Creativity”

8 Mind- Map on the topic “Creativity”
Wring the first draft of their opinion essays (be collected and given feedback)
9 The use of technology in cinema, advertising, public relations:

“Why I document the often violent and traumatic daily lives of others:..”
(http://blog.ted.com/2013/12/06/q-and-a-with-photographer-jon-lowenstein/)

10 Listening and Speaking Activities: “Media Literacy”
Reading an argumentative Essay: “Advertising Manipulates Viewers”

11 Talking about some of the unforgettable dialogues of some cult movies
Talking about the distinctive points of writing a dialogue or a script for an ad.

12- Presentation weeks
13

14 Finals
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Appendix C

Visual Explanation of Aligning Old English Courses to the New System

LESSONS TO BE TAKEN IN ORDER TO TAKE ACADEMIC

ENGLISH
| oW oo
NG A52 (ING L78) ACADEMIC ENGLIRM 3 (ING 22%)

NG AN (NG 37T

ACADEMIC ENGLISH 2 ‘

ACADEPIC FNGLINM 3
NG 225) : (recs 230) B
l WS 209 (ING 279) ] [ ACADEMIC ENGLISH 2 (ING 226) ]
o ( ACADEPIC ENGLINM & (ING 22%) J

_ustiemmsiw ) [___oeomesmsuensonsan ]

( ACADEMIC ENGLISH & 'ING j

( ACADEMIC ENGLISH 4 (ING 226) J
[ ACADEMIC ENGLISH 5 (NG 425%) ]
[ ACADEMIC cnfz‘.nm 5 (ING azs) ]
[ Acapemicomcusieoncaze |
Company Logo

www. themegallery.com
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Appendix D

Samples of Posters Prepared for Introducing Academic English Courses

('{‘Jr,))
ANADOLL UNIVERSITESI
YABANCI DILLER YUKSEKOKULUY

MODERN DILLER BOLOMUO

Guzel Sanatiar FakUlvesi
Oronciler Igin

Avrupa Dillers Ortak Cergave Sindlandinmanna
(Common European Framework-CEFR) gare A« dan
2 dureyine yuksebime

R e T ) Ay wuyy

AR AT N A
AT AR R R R A
AR R R

EDEBIYAT FAKOLTESI OGRENCILER]T ICIN
iNCGazs

AKADEMIK
INGILIZCE V

(SECMELL INGILIZCE DERSI)

S
P —— ls--'-v.n e CET ] gy
11 oan B2 Gy piaoT

AKADINAIE OKUMA BUCHRIL R

AKADUMIK VAZMA BECHRILLR]E
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Sato Test Kuramn ile Yapilan Simiflamalara Yonelik Ogretmen

Goriislerinin Incelenmesi *

Sait CUM?, Elif Kiibra DEMIR?®, Murat Dogan SAHIN*

Gelis Tarihi: 19.12.2017 Kabul Tarihi: 20.01.2018 Arastirma Makalesi

Oz

Bu arasgtirmanin amaci, Sato Test Kuramu (STK)'na dayali olarak gerceklestirilen ve
maddelerin iglerligi ile 6grencilerin 6grenme durumlari hakkinda doniit saglayan siniflamalara
yonelik 6gretmen goriislerinin toplanmasi ve incelenmesidir. Bu amagla MEB’de farkl diizeylerde
gorev yapan 70 dgretmene ¢evrimigi ve yiizylize olmak iizere 12 maddelik bir anket uygulanmustir.
Betimsel bir yontem izlenerek 6gretmenlerin her bir anket maddesine verdigi yanitlarin frekans
degerleri ve yiizdelikleri raporlanmistir. Elde edilen sonuglar, katilimeir 6gretmenlerin biiyiik
cogunlugunun (%81.4) STK’y1 kullanmaya istekli olduklarini gdstermektedir. Bununla birlikte
katilimeilarin, STK ile test maddelerinin islerligi ve 6grencilerin 6grenme durumlar1 hakkinda
verilen doniitleri begendikleri ve ise yarar bulduklar belirlenmistir. Ayrica 6gretmenlerin biiyiik
¢ogunlugu doniitleri madde havuzu olusturma konusunda tesvik edici bulmakta ve Ogretimi
iyilestirme noktasinda islerini kolaylastiracagini diisiinmektedirler. Buna karsin, bu arastirmaya
katilan 6gretmenlerin 6nemli bir kisminin maddeler ve dgrencilerle ilgili doniitlerin yeterli olup
olmadigina iliskin kararsizlik yasadiklari goriilmiistiir. Ayrica katilimeilarin %41.4’4i madde
analizleri i¢in klasik yontemleri tercih edip etmeme noktasinda kararsizlik yasadigini ifade
etmistir.

Anahtar kelimeler: Sato test kurami, 6@renci-madde ¢izelgesi analizi, madde ve test analizi

! Bu galigma 22-23 Aralik 2017 tarihleri arasinda Istanbul’da diizenlenen I. Uluslararas: Sosyal Beseri ve Egitim
Bilimleri Kongresi’nde sozlii bildiri olarak sunulmustur.

2 Milli Egitim Bakanligi, e-mail: saitcum@hotmail.com

3 Ege Universitesi, e-mail: elifkubrademir@gmail.com

4 Anadolu Universitesi, e-mail: mdsahin@anadolu.edu.tr
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Examination of Teacher Opinions on Classification by Sato Test Theory

Submitted by 19.12.2017 Accepted by 20.01.2018 Research Paper

Abstract

The aim of this study is to collect and examine teachers’ opinions about classifications
based on the Sato Test Theory (STT) and provide feedback on the functioning of the items and the
learning situations of the students. For this purpose, a 12-item questionnaire was applied to 70
teachers who were working at different levels in Turkish National Education Ministry schools,
online and face-to-face. By following a descriptive method, frequency values and percentages of
the responses given by the teachers to each item of the questionnaire were reported. The results
show that the vast majority of participating teachers (81.4%) are willing to use the STT. However,
it was determined that the participants were satisfied with the feedback provided by STT about the
functioning of the test items and the learning situations of the students. In addition, the vast
majority of teachers believe that the feedbacks of STT encourages them to build an item pool and
facilitates their work at the point of improving teaching. However, it was observed that a
significant proportion of the teachers participated in this study had an ambiguity about whether the
feedbacks related to the items and the students were sufficient. It is also a remarkable finding that
41.4% of the participants expressed their hesitancy about choosing classical methods for substance
analysis.

Keywords: Sato test theory, student-problem chart analysis, item and test analysis
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Giris

Egitimde ve psikolojide test gelistirme ve 6lgme stiregleri, olduk¢a karmasik ve genis
kapsaml1 bilgiler biitiinii iizerine inga edilmis bir bilim dali olan psikometri gergcevesinde ele
alinir. Psikometristler, test maddelerinin nasil gelistirilecegi, nasil secilecegi, verilen
cevaplarin sayilara nasil doniistiiriilecegi, bunlarin nasil yorumlanacagi ve sonuglarin nasil
degerlendirilecegi gibi sorulara matematiksel ve istatistiksel kuramlara dayali olarak yanit
ararlar. Bu kuramlar, “test kuram1” ya da “psikometrik kuram” seklinde adlandirilmaktadir

(Suen, 1990).

Klasik Test Kurami (KTK) ve Madde Tepki Kurami (MTK) ge¢misten giiniimiize
tizerinde en fazla caligilan baglica iki test kurami olarak 6ne ¢ikmaktadir. KTK, gozlenen ile
gozlenemeyen Ozellikler arasindaki iliskiyi dogrusal bir model araciliiyla aciklar (Lord ve
Novick, 1968). Kuramda, ol¢iilmek istenen degiskene ait gercek deger “gergek puan” olarak
adlandirilir ve kurama gore gergek puan sabit olsa da gozlem sonuglar1 (gézlenen puan)
pratikte her zaman bir miktar hata igerir. Bu {i¢ bilesen arasindaki esitlik X = T + E seklinde
kurulur. S6z konusu esitlikte “X” gozlenen puani, “T” gercek puani ve “E” 6lgmeye karisan
hatalar1 temsil etmektedir (Crocker ve Algina, 1986; Hambleton ve Swaminathan, 1985;
Thompson, 1994). Ozellikle, okullarda uygulanan basar1 testlerini gelistiren dgretmenler ve
aragtirmalar1 kapsaminda c¢esitli 6lgekleri kullanarak bilgi toplayan fakat 6l¢gme alaninda iist
diizey bilgi sahibi olmayan aragtirmacilar i¢cin KTK, madde ve test istatistiklerinin hesaplanisi
bakimindan daha tercih edilir bir kuram olarak gecerligini korumaktadir. Buna karsin,
KTK’y1 tartigma konusu haline getiren bazi dezavantajlar bulunmaktadir. S6z konusu

dezavantajlar, maddeler halinde asagida 6zetlenmistir.
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KTK’ya dayali gelistirilen testler/6l¢eklerde madde istatistikleri testin gelistirdigi
gruptan kestirilmekte ve grup degistiginde elde edilen istatistik degerleri de
degisebilmektedir.

KTK’da test puanlar1 da madde 6rneklemine baghdir. Eger test goreceli olarak kolay
maddelerden olusuyorsa bireylerin testten aldigi puanlar da yiiksek olacak; test
goreceli olarak zor maddelerden olusuyorsa bireylerin testten aldigi puanlar da diisiik
olacaktir. Bu baglamda, KTK’da bireylerin basari/yetenek diizeylerinin de testte yer
alan maddelere bagl olarak goreceli oldugu sdylenebilir (McDonald ve Paunonen,
2003).

KTK modellemesinde tiim hatalar tesadiifi hata olarak kabul edilmektedir. Buna karsin
kiiltiirel altyapi, etnisite, cinsiyet gibi kaynaklardan ileri gelen sistematik hatalar
Olemeye karisabilir. Test yanliligina neden olan bu tiir hatalar KTK’da gérmezden
gelinir (Kiany ve Jalali, 2009).

KTK’da ol¢iimlerin giivenirligi testi yanitlayan bireylerin Ozelliklerine, testin
ozelliklerine ve test uygulayicisinin kararlarina ve yonetimine baglh olarak degisebilir
(Traub ve Rowley, 1991).

KTK’ya dayali uygulamalarda teste katilan bireylere verilen en 6nemli bilgi, onun tiim
test lizerinde gosterdigi performansini yansitan toplam test puanidir. Bireyin farkli
maddeler tizerinde gosterdigi performans KTK’da dikkate alinmaz (Kiany ve Jalali,

2009).

KTK’nin sinirhiliklarini ortadan kaldirabilecegi iddia edilen bir model olarak Madde

Tepki Kuram1 (MTK) 1930’1lu yillarin sonunda ortaya atilmistir. Tucker 1940°da kuramin en

onemli kavramlarindan “madde karakteristik egrisi” kavramini ilk defa kullanmigtir. Lord’un

1953’te yayimlanan makalesi ve Birnbaum’un 1957 ve 1958 yillar igerisinde Amerika

Birlesik Devletleri Hava Kuvvetleri i¢in yazdigi ii¢ teknik rapor MTK’ya iligskin ¢aligsmalarin
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baslangict olarak kabul edilir. Lord ve Novick’in (1968) “Statistical Theories of Mental Test
Scores” kitabinda Birnbaum tarafindan MTK iizerine kaleme alinan dort bolim kuramin
gelismesinde biiyilk rol oynamustir. 1950-1970 yillar1 arasinda matematiksel islemlerin
karmagikligi nedeniyle kuram yavas gelismis fakat bilgisayar teknolojisindeki gelismelere
paralel olarak kuramin kullanimi ve gelisimi de hizlanmistir (Hambleton ve Swaminathan,

1985; Embretson ve Reise, 2000).

MTK nin tek boyutluluk, yerel bagimsizlik ve maddelere verilen yanitlarla bireylerin
yetenekleri arasindaki iliskilerin madde karakteristik egrisi fonksiyonlariyla ifade
edilebilecegi gibi varsayimlart bulunmaktadir. Bu varsayimlar ve model-veri uyumu
saglandig1 takdirde MTK’y1 KTK’dan iistiin kilan baz1 avantajlarin oldugu belirtilmektedir
(Dogan ve Tezbasaran, 2003; Fan, 1998; Hambleton ve Swaminathan, 1985). S6z konusu
avantajlarin  biiyilk ¢ogunlugu MTK’da madde parametrelerinin testin uygulandigi
orneklemden bagimsiz yetenek parametresinin de bireyin aldigi maddelerden bagimsiz olarak
kestirilebilmesinin sonucu olarak ortaya ¢ikar. Pratikte bu durum test esitleme ve bireye
uyarlanmig test gelistirme gibi alanlarda kolaylik saglar. Ayrica madde o6zelliklerinin
orneklemden bagimsiz olusu bir testin MTK’ya gore bir kez olgeklendikten sonra farkli
orneklemlerde pek cok kez kullanilabilmesine ve elde edilen sonuglarin karsilastirilabilmesine
olanak saglar (Hambleton ve Swaminathan, 1985; Hambleton, Swaminathan ve Rogers,
1991). Diger taraftan, MTK’ya gore hesaplanan yetenek puanlarina her bir maddenin katkisi
ayni degildir; kullanilan modele gore maddenin giicliiglinden, aywrt edicilik giiclinden ve
tahminle dogru yanitlanma olasiligindan etkilenen yetenek puanlar1 s6z konusudur (Celen ve
Aybek, 2013). Bu sayede MTK’nin, KTK’ya dayali 6lgmelerde sik karsilagilan esit sayida
fakat farkli maddelere dogru yanit vermis olan bireylerin birbirinden ayirt edilememesi

sorununu ortadan kaldirdigi yorumu yapilabilir. Embretson ve Reise’a gore (2000) MTK nin
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bir baska avantaji da KTK’nin daha uzun testler daha giivenilirdir kabuliinlin aksine daha az

sayida maddeden olusan, giivenirligi yliksek testler gelistirilebilmesine olanak saglamasidir.

So6zii edilen avantajlar MTK varsayimlart ve model-veri uyumu saglanamadigi
takdirde gecerligini kaybetmektedir. Ayrica MTK parametrelerini dogru bir sekilde
kestirebilmek i¢in bliyiikk orneklemler gerekmektedir (de Ayala, 2009; DeMars, 2016;
Drasgow, 1982; Hulin, Lissak, Ree ve Jensen, 1983; van der Linden ve Hambleton, 1997).
Bununla birlikte, MTK’ya dayali bir test gelistirmenin, uygulamalardan elde edilen verileri
analiz etmenin ve analiz sonucglarint yorumlamanin alan uzmanligi gerektirmesi gibi
durumlardan kaynakli olarak kuramin, smif i¢i 6lgme ve degerlendirme uygulamalarinda

kullanilmasinin 6niinde asilmasi zor engellerin oldugu goriisii ileri siirtilebilir.

Takahiro Sato tarafindan 1969°’da ileri siiriilen Sato Test Kurami (STK) ise
Ogrencilerin cevap Oriintlileri lizerinden 6grenme durumlarint belirlemeye yonelik olarak
normal dagilim varsayimini saglayamayan kiigiik 6rneklemlerde bile etkili sonuglar tiretmesi
beklenilen analiz yontemleri iizerine insa edilmistir. STK, ilk baslarda yalmzca Ogrenci
Madde Cizelgesi Analizi (Student-Problem Chart Analysis) ile ©6grenme durumlar
bakimindan 6grencileri ve kaliteleri bakimindan maddeleri siiflandirma amaglarina yonelik
olarak kullanilmis olsa da 2010 yilinda Nagai’nin 6nerisiyle Ju-Long Deng tarafindan ileri
siiriilen Gri 1liski Analizi ile gelistirilmis ve ogrencilerin basari/yetenek diizeylerinin
belirlenmesi amaciyla da kullamlabilir hale getirilmistir. Giiniimiizde STK, Gri Ogrenci-
Madde Cizelgesi Analizi (Grey S-P Chart Analysis), Kismi Kredili Ogrenci-Madde Cizelgesi
Analizi (Partial Credit S-P Chart Analaysis) ve Rasch Gri Ogrenci-Madde Cizelgesi Analizi
(Rasch Grey S-P Chart Analysis) modelleri ile hem ikili puanlanan hem de ¢oklu puanlanan
madde tiirlerine uygulanabilen, test gelistirme ve uygulama alaninda mevcut sorunlara ¢éziim

getirebilecek yontemler sunma g¢abasindadir (Sheu ve vd., 2014a; Pham, Sheu ve Nagali,

2015).
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Ogrenci-Madde Cizelgesi Analizi ile Ogrenci Uyari Indeksi (Student Caution Index)

ve Madde Uyar1 Indeksi (Problem Caution Index) olmak iizere iki tiir indeks iiretilmektedir.

Madde uyari indeksi (MUI) araciligiyla maddeler smiflandirilarak her bir maddenin
islerligi hakkinda déniit elde edilmektedir. MUI indeksi asagidaki formiille hesaplanmaktadir
(Lin ve Yih, 2015; Sheu vd., 2014b).

n=1(Ynm) (Yn) — (Ym). ()

ML= 1 = e Y — (v (1)

m: Maddeler (m=1,2,3,...M)

n: Ogrrenciler n=1,2,3,...N)

Ynm: n. 6grencinin m. maddeden aldigi1 puan (dogru:1, yanhs: ()
Ym: Ogrencilerin m. maddeden aldiklar: puanlarin toplami

Yn: n. ogrencinin toplam test puani

' EJ.‘;:-_ Fn
N

Madde uyar1 indeksi (MUI), maddeleri dort farkli sinifa atamak icin kullanilmaktadir.
Her bir madde igin hesaplanan MUI degerinin 0.50’den daha biiyiik bir deger almas ilgili
maddede bazi sorunlarin olabilecegine iliskin bilgi verir. Elde edilen MUI degeri maddenin
dogru yanitlanma orani ile birlikte yorumlanir. Yapilan smiflandirmalar ve bunlara iliskin

yapilabilecek yorumlar asagida verilmistir (Sheu, Pham, Nguyen ve Nguyen, 2013).
A: Diizgiin ¢calisan bir madde.
A': Kismi olarak sorunlu bir madde. Tekrar gozden gegirilebilir.

B: Zor bir madde.
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B':Sorunlu bir madde. Ters isliyor olabilir. Testten atilmali ya da yeniden yazilmali.

Ogrenci uyann indeksi (OUI) araciligiyla Ogrenciler siiflandirilarak her bir
Ogrencinin testle Olciilen konu alanlarin1 6grenme ve maddeleri dikkatli bir sekilde yanitlama
durumlarina iliskin doniit alinmaktadir. OUI indeksi asagidaki formiille hesaplanmaktadir
(Lin ve Yih, 2015; Sheu vd., 2014b).

=M (Ynm)(Ym) — (Yn). (u")

e N - wy ey con wov

m: Maddeler (m=1,2,3,...M)

n: Ogrenciler n=1,2,3,...N)

Ynm: n. 6grencinin m. maddeden aldigi1 puan (dogru:1, yanhs: ()
Ym: Ogrencilerin m. maddeden aldiklar: puanlarin toplami

Yn: n. ogrencinin toplam test puani

E‘;{:; ¥m
M

Ogrenci uyar indeksi (OUI), dgrencileri alt1 farkli sinifa atamak icin kullanilmaktadir.
Her bir 6grenci igin hesaplanan OUI degerinin 0.50°den daha biiyiik bir deger almasi, ilgili
ogrencinin 6grenme eksikliklerinin olabilecegine ya da dikkatsizlikle kacirdigi sorularin
olabilecegine iliskin bilgi verir. Elde edilen OUI degeri 6grencinin dogru yanit verdigi madde
sayisinin testte yer alan madde sayisina orani ile birlikte yorumlanir. Yapilan siniflandirmalar
ve bunlara iligkin yapilabilecek yorumlar asagida verilmistir (Sheu, Pham, Nguyen ve

Nguyen, 2013).
A: Etkili 6grenme gerceklesmis.
A’: Ogrenme var fakat cok dikkatsiz.
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B: Genel olarak iyi ancak biraz daha fazla ¢calismaya ihtiyact var.
B’: Biraz dikkatsiz ve daha fazla ¢calismaya ihtiyaci var.

C: Ogrenme diizeyi yetersiz.

C’: Ogrenme gerceklesmemis.

STK, hem ikili puanlanan hem de c¢oklu puanlanan maddeler i¢in uygun modeller
sunmaktadir. Bu bakimdan genis bir kullanim alaninin varligindan s6z edilebilir. Yapilan
caligmalarda ulasilan sonuglar ve ilgili alanyazin dogrultusunda STK’nin avantajlar1 soyle

Ozetlenebilir:

. Kurama dayali olarak hesaplanan OUI ve MUI indeksleri ile kavram yamlgilarina
sahip olan 6grencilerin ve kavram yanilgisi igeren maddelerin tespit edilebildigi ileri
stiriilmektedir (Tsai vd., 2014).

o STK’dan, diizey belirlemeye ve buna dayali olarak dgrencilerin egitim durumlar ile
karar almaya (Ozetleyici degerlendirme) yonelik siireglerde yararlanilabildigi gibi,
ogrencilerin 0grenme durumlart ve oOgretim siirecinin etkililigi ile ilgili doniit
alabilmek ve almman doniitlere dayali olarak Ogretimi gelistirmek (bigimlendirici
degerlendirme) amaclariyla da yararlanilabilmektedir (Switzer ve Connell, 1990; Yu,
2011).

. Ogrencilerle ilgili verilen nitel doniitler ve dgrencilerin dgrenme durumlaria gore
siniflandirilmasi, O6gretmenlerin dersi bireysellestirilmis Ogretime uygun olarak
diizenlemesine yardimci olabilir. Maddelere iliskin verilen nitel doniitler ise
ogretmenleri, kaliteli maddelerden olusan bir madde havuzu olusturma konusunda
cesaretlendirebilir.

o STK, hem ikili puanlanan hem de ¢oklu puanlanan maddeler i¢in uygun modeller

sunmaktadir. Bu bakimdan genis bir kullanim alan1 vardir. Igerdigi analizler basit ve
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kullanighdir. Analiz ¢iktilarinin yorumu uzmanlik gerektirmez (McArthur, 1983;
Pham, Sheu ve Nagai, 2015).

. Ogrenci-Problem Cizelgesi Analizi’nin yapilabilmesi igin veriye (dataya) iliskin
herhangi bir varsayimin saglanmasina ihtiya¢ duyulmamaktadir. Bu bakimdan kiiciik
gruplar iizerinde yiirlitilen 6lgme ve degerlendirme uygulamalari i¢in uygun ve
kullanislidir (Pham, Sheu ve Nagai, 2015).

. Cim, Gelbal ve Tsai (2016), farkli orneklemlerden (30’ar kisilik) alinan ayni
maddelere ait yanit driintiileri iizerinden elde ettikleri MiSGID indekslerinin tutarli ve
MUI indeksleri araciligiyla yapilan madde smiflandirmalarmin uyumlu oldugu
sonucuna ulagmislardir. Bu sonu¢, KTK nin, madde istatistiklerinin testin uygulandigi
gruba bagli olmasiyla ilgili olan dezavantajina kars1 STK’nin sagladigi bir avantaj

olarak One striilebilir.

STK, Japon ilk ve ortaokullarinda 6nemli bir 6l¢gme ve degerlendirme yaklagimi olarak
kabul gormektedir (Sato, 1984). Buna karsin Tiirkiye’de kurama heniiz yeterince ilgi
duyulmadigi ve hatta ¢ok az sayida ¢aligmada (Acar, 2006; Bayrak ve Yurdugiil, 2016; Ciim,
Gelbal ve Tsai, 2016) kendisinden soz edildigi belirtilebilir. Bir kuramin kullaniminin
yayginlagsmasinda bilim ¢evrelerince ve o kuramdan pratikte fayda saglayacak kisilerce genel
bir kabul gormesinin etkili oldugu goriisii ileri stiriilebilir. STK’nin ortaya ¢ikis iddiasinin
Olgme ve degerlendirmenin en sik tekrarlandigi egitim ortamlarinda gecerli ve giivenilir
sonuglar elde etmek oldugu dikkate alindiginda, yalnizca alan uzmanlariin ya da test/6l¢ek
gelistiren aragtirmacilarin degil 6gretmenlerin kurama yonelik yaklagimlarinin belirlenmesi de
onemli goriilmektedir. Yapilan tartismalardan hareketle bu arastirmada, Sato Test Kurami ile
yapilan smiflandirmalara yonelik Ogretmen goriislerinin  toplanmasi ve incelenmesi
amaglanmaktadir. Bu tiir arastirmalarin kurama olan ilgiyi artiracagi ve ardindan yapilacak

olan caligmalara onciiliik edecegi diisliniilmektedir.
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Yontem

Arastirmada betimsel bir yontem izlenerek 6gretmenlerin Sato Test Kuramu ile yapilan
siiflamalara yonelik goriisleri alinmistir. Bu boliimde ¢alisma grubu, kullanilan 6l¢me aract

ve elde edilen verilerin analizi ile ilgili detaylar paylagilmistir.

Calisma Grubu

Calisma grubu, goniilliiliik esasina dayali olarak aragtirmaya katilan 70 6gretmenden
olusmaktadir. Arastirmacilar tarafindan olusturulan anket, katilimcilarin 51’ine ¢evrimigi
olarak, kalan 19 kisiye ise yiiz yiize uygulanmistir. Ozellikle c¢evrimici yamitlayicilarin
sayisinin ¢ok olmasi, arastirma grubunun heterojen bir yapiya sahip olmasini saglamistir.
Katilime1 ¢oklugu bakimindan basta Burdur, Istanbul, Kahramanmaras, Kirikkale, Kirsehir,
Konya, Kiitahya ve Tekirdag olmak iizere 21 farkli sehirde gorev yapan 6gretmen arastirmaya
katilmistir. Benzer sekilde 6gretmenlerin branglari, ¢alisma siireleri, ¢alistiklar1 okul diizeyleri
de degiskenlik gostermektedir. Katilimcilarin %24.3°i matematik, %?20°si fen bilimleri,
%18.5’1 smuf dgretmenligi, %12.9’u Ingilizce, %11.4’{i Tiirkce, %10’u sosyal bilgiler ve
%2.9’u din bilgisi brans 6gretmenleridir. Okul diizeyi gbz oniinde bulunduruldugunda ise
ogretmenlerin = %22.8’1 ilkokulda, 9%62.9’u ortaokulda, ve %14.3’i lisede gorev
yapmaktadirlar. Calisma stireleri 2 yil ile 31 yil arasinda de§ismekte olup ortalama gorev
sireleri 10.4 yildir. Arastirmaya katilan ogretmenlerin %97.2°si devlet okullarinda gorev

yaparken %2.8°1 6zel okulda gorev yapmaktadir.
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Olcme Araci ve Verilerin Analizi

Arastirmada Ogretmenlerin Sato Test Kurami ile yapilan smiflamalara yonelik
gorlislerinin alinmasi i¢in anket kullanilmistir. Bu ¢alismanin aragtirmacilar1 tarafindan
hazirlanan anket maddeleri dncelikle dil ve anlatim yoniinden problem teskil edecek herhangi
bir durum olup olmadigini belirlemek amaciyla 5 6gretmenin goriislerine sunulmus, alinan
doniitler dogrultusunda maddelere son halleri verilmistir. Anket maddelerinin yanitlanmasina
gecmeden Once katilimcilara, 10 maddelik bir teste ait 20 kisilik 68renci grubunun Sato
Kuramina gore analiz edilmis verileri sunulmustur. Bu bilgi ile Sato Kuraminin madde ve
ogrenciler icin yaptig1 siniflamalar ve bu siniflamalara karsilik gelen belirlemeler (doniitler)
Ogretmenlere aciklanmis ve bu kuram ile alisik olduklar1 Klasik Test Kurami arasindaki
benzerlik ve farkliliklara dikkat c¢ekilmistir. Bu bilgilendirmeden sonra, O6gretmenlerden
konuya iliskin goriislerini yapilandirilmis anket maddeleri {izerinden yansitmalari
istenilmistir. S6z konusu ankette agik uglu sorular disindaki sorular i¢in Evet, Kararsizim,
Hayir seklinde ¢ kategori kullamilmistir. Calismada kullanilan anket 12 maddeden
olugmaktadir. 70 katilimcidan elde edilen verilere frekans analizi uygulanmis, her bir madde
icin elde edilen frekans ve yiizde degerleri ayr1 ayr1 raporlanmistir. Bu ¢aligmada, maddelerin
islerligi ve 6grencilerin 6grenme durumlart hakkinda siniflama yapmak icin kullanilan madde
ve Ogrenci uyar1 indeksleri Sheu, Pham, Nguyen ve Nguyen (2013) tarafindan Ogrenci-
Madde Cizelgesi Analizi ve Gri Ogrenci-Madde Cizelgesi Analizi igin gelistirilen Matlab

paketi ile elde edilmistir. Paket, Matlab R2013b versiyonu iizerinde ¢alistirilmistir.
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Bulgular ve Yorum

Arastirma kapsaminda kullanilan 12 anket maddesine 70 katilimcinin verdigi yanatlar,
frekanslar ve ylizde oranlar aracilifiyla incelenmistir. Elde edilen bulgular Tablo 1’de

sunulmustur.

Tablo 1

Ankette Yer Alan Maddelere Verilen Yanitlarin Frekans ve Yiizde Dagilimlart

Evet Kararsizim Hayir
M;dde Maddeler
° N % N % N %
1 Uygulayacagim testlerden elde ettigim sonuglari Sato 57 814 5 29 11 157

Test Kurami’na dayali olarak analiz etmek isterim.

Testlerde kullanacagim maddeler ile ilgili sozel (nitel)

2 doniitler almak igime yarar. 67 957 ! 14 2 2.9

3 Test maddeleri ile ilgili verilen doniitleri begendim. 58 829 10 14.3 2 2.8

4 Test maddeleri ile ilgili verilen doniitleri yeterli 49 70 18 5.7 3 43
buldum.

5 Test maddeleri ile ilgili soze.l .doputler almam madde 62 886 8 114 ) i
havuzu olusturma konusunda isimi kolaylastirir.
Test maddeleri ile ilgili s6zel doniitler almak madde

6 havuzu (soru havuzu) olusturmam icin beni tesvik 61  87.1 7 10 2 2.9
eder.

7 Klas_lk yontemlerle madde analizi yapmayi tercih 5 29 29 414 39 557
ederim.

8 Ogrencilerle ilgili sozel (nitel) doniitler almak isime 62 886 5 71 3 43
yarar.

9 Ogrencilerle ilgili verilen doniitleri begendim. 56 80 12 17.1 2 2.9

10 Ogrencilerle ilgili verilen doniitleri yeterli buldum. 45 643 22 314 3 43

11 Qgrengllerle ) ilgili  alacagim ('k?nu'tler Ogretimi 62 886 7 10 1 14
iyilestirme (diizenleme) konusunda isimi kolaylastirir.

12 Ogrencilerin test puanlari benim igin yeterli bir 7 10 7 10 56 80

doniittlir ve sdzel doniitler gereksizdir.
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Tablo 1’de, arastirmaya katilan 6gretmenlerin anket maddelerine verdikleri yanitlarin
frekans ve yiizde dagilimlar1 goriilmektedir. ilk maddeye verilen yanitlar incelendiginde;
katilimcilarin “evet” yanit1 verenlerin %81.4, “kararsizim” yanitini1 verenlerin %2.9 ve “hayir”
yanitt verenlerin oraninin ise %15.9 oldugu goriilmektedir. Elde edilen bulgular,
katilimcilarin biiyiikk ¢cogunlugunun uygulayacaklari testlerde STK’dan faydalanmak istedigini

gostermektedir.

Ikinci maddeye verilen yanitlar incelendiginde; katilimcilarin %95.7’sinin “evet”,
%1.4’lniin kararsizzim ve %?2.9’unun ise “kararsizim” yanmitini verdikleri goriilmektedir.
Katilimcilarin neredeyse tamaminin bu maddeye “evet” yaniti vermesinin dikkat g¢ekici
oldugu sdylenebilir. Bu durum, 6gretmenlerin, maddelerle ilgili verilen doniitlerin islerine

yarayacagini diisiindiikleri seklinde yorumlanabilir.

Ucgiincii maddeye verilen yanitlar incelendiginde; katilimcilarin %82.9’unun test
maddeleri ile ilgili verilen doniitleri begendigi, %2.8’inin begenmedigi goriilmektedir. Bu

konuda kararsiz olanlarin orani ise %14.3’tir.

Dordiincii maddeye verilen yanitlara bakildiginda; katilimcilarin %70’inin  test
maddeleri ile ilgili verilen doniitleri yeterli bulduklari, %4.3’{iniin ise bu doniitlerin yetersiz
oldugunu diisiindiikleri goriilmektedir. Bu konuda kararsiz olanlarin oran1 %25.7 olarak elde
edilmistir. Bu bulgu, bir onceki madde ile birlikte degerlendirildiginde, katilimeilarin bir
kisminin doniitleri begenmekle birlikte bu doniitlerin yeterliligi ile ilgili kararsiz olduklari

yorumu yapilabilir.

Besinci maddeye verilen yanitlar incelendiginde; katilimcilarin %88.6’sinin test
maddeleri ile ilgili verilen doniitleri madde havuzu olusturma noktasinda ise yarar buldugu,

kalan %11.4’liikk kesimin ise bu konuda kararsiz oldugu goriilmektedir. Bu baglamda,
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doniitlerin madde havuzu olusturma noktasinda ise yaramayacagi yoniinde goriis belirten

hicbir katilimeinin olmadigi ayrica vurgulanabilir.

Altinct maddeye verilen yanitlar incelendiginde; katilimeilarin 9%87.1’inin alacaklari
doniitlerin madde havuzu olusturma siirecinde tesvik edici oldugunu diisiindiikleri
goriilmektedir. Bu konuda kararsiz olanlarin oran1 %10 iken, “hayir” diyenler %2.9’luk bir

kesimi olusturmaktadir.

Anketin yedinci maddesi olan “Klasik yontemlerle madde analizi yapmay1 tercih
ederim.” ifadesine verilen yanitlar incelendiginde; “evet” yaniti verenlerin oraninin %:2.9,
“kararsizim” diyenlerin oraninin %41.4 ve “hayir diyenlerin oraninin ise %355.7 oldugu
bulgusuna ulagilmistir. Bu madde, tim anket maddeleri igerisinde ‘“kararsizim” yaniti
verenlerin en yiiksek orana sahip oldugu madde olarak karsimiza ¢ikmaktadir. Bu bulgu,
katilimcilarin biiyiikk bir kisminin, maddelerle ilgili verilen doniitleri énemli ve ise yarar
bulmakla birlikte STK’y1 klasik yontemlere tercih etmek yoniinde kararsiz olduklari seklinde
de yorumlanabilir. Ayrica, bu maddeye “evet” yaniti1 veren iki katilimciya klasik yontemleri
tercth etmelerinin nedenleri sorulmus ancak bu katilimcilar yanitlara iliskin herhangi bir

gorls belirtmeye gerek gormemistir.

Sekizinci maddeye verilen yanitlar incelendiginde; katilimcilarin  %88.6’sinin
ogrencilerle ilgili nitel doniitler almanin iglerine yarayacagini diistindiikleri goriilmektedir. Bu
konuda kararsiz olanlarin oran1 %?7.1 iken, kalan %4.3’liik kesim &grencilerle ilgili doniitlerin

islerine yaramayacagi goriisiindedirler.

Dokuzuncu madde i¢in elde edilen yanitlara bakildiginda; katilimcilarin %80’inin
ogrencilerle ilgili verilen doniitleri begendigi goriiliirken, %17.1’inin bu konuda kararsiz

oldugu, kalan %2.9’unun ise “hayir” yanit1 verdigi goriilmektedir.
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Arastirma kapsaminda kullanilan anket maddelerinin onuncusuna verilen yanitlar
incelendiginde; “Ogrencilerle ilgili verilen déniitleri yeterli buldum.” ifadesine “evet” yaniti
verenlerin oraninin %64.3, “hayir” diyenlerin oraninin ise %4.3 oldugu goriilmektedir. “Test
maddeleri ile ilgili verilen doniitleri yeterli buldum.” ifadesine (4.madde) kararsiz oldugu
yoniinde tepki verenlerin oranina benzer olarak; bu maddeye “kararsizim” yanit1 verenlerin
oraninin da (%31.4) diger maddelerdeki karasizlara nazaran yiiksek oldugu goriilmektedir.

On birinci maddeye verilen yanitlar incelendiginde, katilimcilarin %88.6’sinin STK y1
kullanmalar1 durumunda Ogrencilerle ilgili alacaklari doniitlerin 6gretimi iyilestirme
noktasinda ige yarayacagini diisiindiikleri belirlenmistir. Bu maddeye “kararsizim” yanit
verenlerin oraninin %10, “hayir” yanit1 verenlerin oraninin ise %1.4 oldugu goriilmektedir.

Anketteki son madde olan “Ogrencilerin test puanlar1 benim igin yeterli bir doniittiir
ve sozel doniitler gereksizdir.” maddesine katilimeilarin %80°1 “hayir” yanitin1 vermislerdir.

Kalan %20’lik kesimin yaris1 “evet” yanitin1 vermis, diger yarisi ise “‘kararsizim” demistir.

Anketi tamamlamalarinin ardindan katilimcilara, konuya iliskin paylasmak istedikleri
bagka bir goriislerinin olup olmadigt sorulmustur. Katilimcilardan dordii bu kisimda
goriiglerini paylasmistir. Bu katilimcilarin, 6nemli bir konuda ¢alisma yiiriitiildiigli ve bu tiir
calismalarin egitimde O6lgme ve degerlendirme siireglerinde yasanan sorunlarin asilabilmesi

bakimindan gerekli oldugu goriisiinde birlestikleri goriilmiistiir.

Sonug¢ ve Tartisma

Bu aragtirmada, Sato Test Kurami ile yapilan smiflandirmalara yonelik 6gretmen
gorlslerinin toplanmasi ve incelenmesi amaglanmistir. Bu amacla arastirmacilar tarafindan
olusturulan anket 21 farkl sehirde gorev yapan 70 6gretmene uygulanmis, anket maddelerine

verilen yanitlar frekans ve yiizde oranlar araciligiyla incelenmistir. Elde edilen bulgular,
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katilimc1 6gretmenlerin biiyiikk ¢cogunlugunun (%81.4) STK’y1 kullanmaya istekli olduklarini
gostermektedir. Bununla birlikte katilimeilarin, STK ile test maddelerinin islerligi ve
Ogrencilerin 6grenme durumlar1 hakkinda verilen doniitleri begendikleri ve ise yarar
bulduklar1 sonucuna ulasilmistir. Bu bakimdan, arastirma sonuglarimin Wang ve Chen’in
(2013) Tayvanl 6gretmen ve 6grencilerin STK doniitlerine yonelik goriiglerini inceledikleri
aragtirmanin sonuglartyla benzerlik gosterdigi ifade edilebilir. Buna karsin, bu aragtirmaya
katilan 0gretmenlerin 6nemli bir kisminin maddeler ve 6grencilerle ilgili doniitlerin yeterli
olup olmadigina iliskin kararsizlik yasadiklar1 goriilmiistiir. Ayrica katilimeilarin %41.4’{iniin
madde analizleri i¢in klasik yontemleri tercih etme noktasinda kararsizlik yasadiklarini ifade
etmeleri de dikkat ¢ekici bir sonug olarak nitelendirilebilir. Bu durumun, 6gretmenlerin biiyiik
¢ogunlugunun doniitleri begendigi, madde havuzu olusturma konusunda tesvik edici buldugu
ve Ogretimi iyilestirme noktasinda islerini kolaylastiracagini diisiindiigii yoniinde elde edilen
bulgularla birlikte yorumlanmasinin dogru olacagi diistinilmektedir. Ayni Ogretmenlerin
STK’y1 tercih etme noktasinda yasadiklar1 kararsizligin daha once egitimini almadiklar1 ve
Olcme siireclerinde kullanmadiklart bir kuramla ilk defa karsilasmalarindan kaynakli olarak
ortaya cikabilecegi iddias1 One siiriilebilir. Bu anlamda, konuya ilgi duyan arastirmacilara
Ogretmenlerin belirlenen bir siire boyunca STK’y1r smif i¢i 6lgme ve degerlendirme
siireclerinde deneyimleyebilecekleri bir ortam sunmalart ve buna uygun bir arastirma
diizenegi tasarlamalar1 yoOniinde bir Oneri getirilebilir. Yapilacak olan arastirmalarda
kullanilacak testler kagit-kalem formatinda olabilecegi gibi 6lgme siireglerinde web-tabanli

sistemlerden de faydalanilabilir.
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Extended Abstract

Introduction

Psychometricians mainly deal with the following issues on the basis of mathematical
and statistical theories, which can be called “test theory” or “psychometric theory”:
development and selection of test items; the methods used to express responses / replies in
numerical terms; and the interpretation and evaluation of the obtained results. Among these
test theories, Classical Test Theory (CTT) and Item Response Theory (IRT) have been studied
the most. The related literature involves a large number of studies discussing the strengths and
weaknesses of CTT and IRT. Sato Test Theory (STT), which was suggested by Takahiro Sato
in 1969, was built on the analysis methods which are expected to produce accurate results in
determining learning success of students by examining their response patterns even in small-
size samplings which do not display normal distribution. Although STT was originally used to
classify students according to their learning success and categorize the test items according to
their quality, it was later used to determine achievement / ability levels of students thanks to

Grey Relationship Analysis developed by Ju-Long Deng based on Nagai’s suggestion.
Aim

STT is an important measurement and evaluation method used in Japanese primary
and secondary schools (Sato, 1984). However, it isn’t popular enough in Turkey and very few
studies focusing on this theory have been conducted so. Since STT claims to obtain valid and
reliable results in educational environments with frequent measurement and evaluation
practices, it is important to explore the opinions of not only field experts or researchers as test

developers but also regular school teachers regarding the theory. Therefore, this study aims to

obtain data regarding the opinions of teachers about the classifications made by using STT
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and to examine the data obtained. It is believed that such studies will lead to an increasing

interest in the theory, and further studies will be conducted accordingly.

Study Group

The study group consists of 70 volunteer teachers. The survey developed by the

researchers was administered to 51 participants online and 19 participants face-to-face.

Method

The study uses a descriptive method to collect the data about the opinions of teachers
regarding the classifications made by using STT. For the purposes of data collection, the
researchers developed a 12-item survey. Prior to the administration of the survey, the
participants were presented the data collected from 20 students through a 10-item test and
analyzed according to STT. The aim of this presentation was to provide information about the
classifications made by using STT for both students and items. It also presented the feedback
about these classifications and highlighted the similarities and differences between this theory
and CTT. After this introduction, the teachers were asked to reflect their opinions about the
issue by replying the items in the survey. The data obtained were examined by calculating

frequencies and percentages.

Findings

The results of the study show that majority of participant teachers (81.4%) are eager to
use STT. In addition, it was found that they liked the feedback given by STT about the
effectiveness of test items and the learning success of students. Moreover, most of the
participant teachers found such feedback encouraging in terms of item pool preparation and
thought that it might play important role in improving learning. However, a considerable

number of participants reported that they found it difficult to decide whether this feedback is
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sufficient or not. Finally, 41.4 % of the participants were indecisive about using classical

methods for item analysis or not, which is an outstanding finding.
Conclusion

Since teachers displayed a positive attitude towards STT feedback, we can conclude
that the results of the study are consistent with those of the study by Wang and Chen (2013),
which examined the opinions of Taiwanese teachers and students about STT feedback. In
addition, the majority of the participants found such feedback about items important and
useful but they were indecisive about preferring STT to classical methods. This finding may
imply that teachers may hesitate using a method they have never heard or trained about for
measurement and evaluation purposes. Thus, further studies might be designed in a way that
researchers provide participant teachers with an environment in which they can experience

STT in terms of in-class measurement and evaluation processes.
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Abstract

Flipped learning reverses the traditional teacher-centered understanding of education and
provides a more active learning experience. In the traditional understanding of education, the
teaching of a topic is carried out in a classroom setting using a teacher-centered approach, while its
assimilation is carried out by learners outside the classroom through activities such as homework.
The flipped learning approach is a model in which learners study prepared content before courses,
generally at their homes, and assimilate the topic in the classroom through various activities. A
well-designed learning process enables learners to develop positive affective attitudes and to
increase their perception of social presence, which positively affects academic achievement. This
study aimed to design a face-to-face course using the flipped classroom model and to investigate
this course on learners’ academic achievement, their attitudes towards e-learning and their
perception of social presence in e-learning environments. This study was designed as a
pretest/posttest with no control group study. The results indicated that the flipped classroom model
has a significant effect on these three different dependent variables. As a consequence, instead of
the traditional face-to-face learning model, educators can use the flipped classroom model in
which learners are more active and can get more support.

Keywords: Flipped classroom, academic achievement, social presence, e-learning attitudes
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Introduction

Models of teaching systems and learning processes have developed and diversified
from past to present. The main reason for this pursuit of change is to meet learners’ needs and
to provide learning experiences that can be adapted to real life. In particular, advancements in
information technologies facilitate the design of new models, making them essential tools for
educational environments. Even though there are various definitions for the reflection of
technological advancements to learning environments, the e-learning environment is the most
common. E-learning provides quite rich and interactive learning environments, mainly
through the use of various internet-based technologies. E-learning is defined as the
presentation of learning content using electronic devices (computers, laptops, tablets or
smartphones) in order to support learning (Clark & Mayer, 2016).

Learners should be able to benefit from e-learning environments not only to receive
content, but also to discuss and cooperatively study it, to get support and to understand the
process itself. Determining learners’ social presence in e-learning environments and their
ability to reflect their character when they are in such environments is also significant. Social
presence is the term accepted in the literature for this phenomenon. Social presence is defined
as the degree of acceptance of an individual’s presence in a communication in synchronous or
asynchronous environments, in spite of being in different places (Lowry, Roberts, Romano,
Cheney, & Hightower, 2006), or as the learners’ feeling of presence in e-learning
environments, their level of awareness and their sense of belonging to the environment
(McLellan, 1999; Tu, 2002). As learners’ social presence increases, they increase their
affective commitment and exhibit positive attitudes. Therefore, they are more able to interact
and to increase their sense of belonging. However, their achievement is dependent on their
prior knowledge and research abilities in e-learning environments. It is incorrect to assume

that all learners are equipped with these characteristics. Learners should be able to obtain the
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support of teachers through either distant or face-to-face interaction. This support prevents
them from getting lost in the learning process.

A well-designed e-learning environment enables learners to develop positive affective
attitudes and to increase their perception of social presence (Jakobsen & Knetemann, 2017),
which positively affects academic achievement. Learners’ abilities to access learning content,
to rearrange it and to study it at their pace are the most important emphases of today’s
understanding of education (Bishop & Verleger, 2013). Learners should be guided and
monitored by a learning model in which they can actively participate. Educators generally
suggest that students should be present in a classroom environment with their peers and
teachers when they have problems (Reich, 2012).

It is a quite important advantage for learners to be in the same environment with
teachers in the face-to-face learning process. However, intense content in face-to-face
environments causes learners to be passive. It is inevitable that learners will turn into listeners
in a limited amount of time, even though the teacher may attempt to include learners in
content investigation processes. In order to eliminate this problem, students’ out-of-class time
should also be accessible. Learners can be more prepared for courses if they have the
opportunity to reach course material in out-of-class time. In this case, more time can be
allocated to in-class activities. In a study by Giinel, Kabatas, Memis and Biiyiikkasap (2010),
students indicated that their level of participation was low in the normal teaching process and
that using different methods made courses more entertaining, ensuring their active
participation and better learning. Similarly, Biilbiil et al. (2006) highlighted that additional
methods that can be used in out-of-class time should be included in the teaching process in
order to reinforce instruction in the classroom setting and to reinforce and assess students’
learning. Unlike the traditional approach, the description, flipping classrooms, is apt for this

approach.
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Flipped learning reverses the traditional teacher-centered understanding of education
and provides a more active learning experience (Keengwe, Onchwari & Oigara, 2014). In the
traditional understanding of education, the teaching of a topic is carried out in a classroom
setting using a teacher-centered approach, while its assimilation is carried out by learners
outside the classroom through activities such as homework. The flipped learning approach is a
model in which learners study prepared content before courses, generally at their homes, and
assimilate the topic in the classroom through various activities (GoOrii-Dogan, 2015). It is
defined as pulling in-class activities outside the classroom and out-of-class activities into the
classroom (Lage, Platt & Treglia, 2000). The flipped classroom model has recently become a
popular pedagogical approach in science, mathematics and other courses (Ogden, Pyzdrowski

& Shambaugh, 2014).

Justification

In flipped classrooms, students can watch course videos outside of class using their
computers, tablets, smartphones or other media players, and participate more actively in the
learning process by doing their homework in the classroom (Knewton.com, 2011). Students
learn more efficiently in an environment when they are active and take responsibility for their
own learning (Fulton, 2012). Bishop and Vergeler (2013) described flipped classrooms in
detail and asserted that they consist of two parts: in-class interactive group-based learning

activities and out-of-class computer-based individual learning activities (Figure 1).
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Learning Theories Learning Theories
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Interactive In-class E-learning Activities
Activities (Out-of-classroom)

Figure 1. Model of A Flipped Classroom

As Figure 1 shows, learning content is an out-of-class activity. This model requires e-
learning environments. The perception of social presence in e-learning environments is a
significant component of effective e-learning experiences and is directly proportional to
learners’ satisfaction (Gunawardena & Zittle, 1997; Wise, Chang, Duffy & del Valle, 2004;
Richardson, Swan, Lowenthal & Ice, 2016). Similarly, cognitive presence is negatively
affected when social presence is perceived less (McGuire, 2016). The main justification of
this study is to determine the validity of this argument. The researchers designed a face-to-
face course using the flipped classroom model. Students generally have positive attitudes
towards flipped classroom activities, and such activities boost learner-learner and learner-
teacher social interactions (Flumerfelt & Green, 2013). These are the reasons for choosing the
flipped classroom model. Face-to-face classroom time was used for the in-class activities, and
a course enriched with communication, content and assessment tools and based on a learning

management system was designed for the out-of-class activities.

Aim and Research Questions

This study investigated the effect of flipped classrooms on learners’ academic
achievement, their attitudes towards e-learning and their perception of social presence.

Answers to these questions were sought:
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* Does the flipped classroom model affect learners’ attitudes towards e-learning?
* Does the flipped classroom model affect learners’ perception of social presence?

» Does the flipped classroom model affect learners’ academic achievement?

Methodology

This study was designed as a pretest/posttest with no control group study.
Experimental research models are intended to determine cause-effect relationships under the

control of the researcher (Karasar, 2009).

Participants

This study designed the web design course using the flipped classroom model and
investigated its effectiveness. A total of 32 undergraduate students enrolled in this course in
the fall term of the 2017-2018 academic year were the participants. All the participants were
included in the implementation, but only the data of the 26 participants who fully completed

the pretest and posttest were included in the study.

Research Design

This study’s research design is shown in Table 1.

Table 1

Research Design

Group Pretest Implementation Posttest
EG* T1, T2, T3 Flipped Classroom T1, T2, T3
Model

*Experimental group
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This study was conducted with a single group and no control group. The Attitude
Scale Towards E-learning (T1), the Social Presence Scale (T2) and an achievement test were
used as the pretest and posttest. The implementation of the flipped classroom model lasted 11

weeks.

Data Collection Tools

This study investigated the effect of a flipped classroom design on learners’ attitudes
towards e-learning, perception of social presence and academic achievement. Three data

collection tools were used to measure these dependent variables.

The attitude scale towards e-learning

The Attitude Scale Towards E-learning was used in the study. Its reliability and
validity studies were carried out by Haznedar and Baran (2012). The scale has 20 items in 2
factors: tendency towards e-learning and avoiding e-learning. The second factor contains ten
negative items. The reliability coefficients of the factors were found to be .93 and .84. The
negative items were used in this study as they are on the original form, and the item scores
were changed at the scoring stage. This scale was administered before and after the

implementation to determine its effect on the students’ attitudes towards e-learning.

The social presence scale

The Social Presence Scale for E-learning Environments was used in the study. Its
reliability and validity studies were carried out by Kilig-Cakmak, Cebi and Kan (2014). The
scale has 17 items in 3 factors: interaction, belonging, and affective statements. The reliability

coefficients of the factors were .76, .81, and .75, respectively. This scale was administered
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before and after the implementation to determine its effect on the students’ perception of

social presence.

The achievement test

The achievement test was developed by the researcher. The implementation was based
on a web design course for students with no prior knowledge of web design. An achievement
test with 25 multiple-choice questions that cover the topics of HTML, CSS, and
JAVASCRIPT was developed. Two field experts experienced in the web design were
consulted in order to determine the content validity of the test. Based on their opinions, the
JAVASCRIPT questions were excluded in order to narrow the range of topics. Thus, an
achievement test with 20 questions was used to cover all the activities carried out during the

course. The highest possible score on the test is 20.

Implementation

The researcher opened a formal course on the learning management system. The
learners studied the course content for the out-of-school activities using the learning
management system and carried out collaborative group-based activities of the content they
studied in the course:

e The syllabus was set up as the homepage (objectives, structure, scope, weekly

content, assessment, resources, instructor, tools and communication process).

e Anannouncements tab was created to deliver announcements to the learners.

e A modular structure was chosen in order to include weekly content and other tools.

The content for each week was presented together with explanations and objectives.
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The content of each week was embedded in the system in order for learners to
study it with ease.

Self-testing tools were added at the end of each week’s content.

Discussion forums were set up for students to discuss unclear points among
themselves or with the course coordinator. Open-ended questions allowing students
to express their own opinions were also included in the discussion forums. Thus,
the learners were encouraged to discuss a particular heading, even if they have no
unclear point regarding the content.

Group activities were added to each week’s content for the learners to review
before attending class along with their instructions, duration and scope.

The implementation of the course with all its content started during the orientation
week (learners’ role, weekly schedule, in-group responsibilities, activity
submission conditions, participation in out-of-class activities, general assessment of
the course, in-class and out-of-class communication and role of the instructor).

The learners were provided with the opportunity to study the out-of-school content
prior to attending the course, to test themselves, to communicate with their peers
and to review the weekly activities.

Each week’s content was followed in the classroom, and a three-hour lesson plan
was prepared. Learners were able to communicate with the instructors while
carrying out group activities and got instant help with problems.

The instructors moved around the groups and provided guidance.

A randomly-chosen member from each group presented their activity to the class
after each group activity.

Finally, each learner uploaded their group work as individual homework to the

learning management system for detailed evaluation.
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Data Analysis

Prior to the data analyses, the data were investigated in terms of suitability for the

analysis, and the following results were obtained:

e Incomplete data check: The data were ensured to be entered completely before
conducting the statistical tests, and the frequency distributions were obtained. The
pretest and posttest data of each participant were matched. The data of three
participants who only did the pretest and the data of two participants who only did the

posttest were excluded from the data analyses.

¢ Recoding: The negative scale items were inverted to positive on a scale of 1 to 5.

e Normality Test: The skewness and kurtosis analyses were carried out for the factor
and item total scores in order to obtain reliable results. The skewness and kurtosis
values are shown in Table 2. They vary between -1 and +1, which indicates a normal

distribution.

Table 2

Skewness and Kurtosis Values of the Data Collection Tools

Test Skewness Value Kurtosis Value
Pretest of the attitude scale towards e-learning 0.011 -0.424

Posttest of the attitude scale towards e-learning -0.409 -0.979

Pretest of the social presence scale 0.278 -0.234

Posttest of the social presence scale -0.324 0.253

Pretest of the achievement test 0.530 -0.276

Posttest of the achievement test 0.494 0.098

e Descriptive Analyses: arithmetic means, standard deviations and maximum and

minimum values were calculated before the inferential statistics. According to the
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minimum and maximum values in Table 3, all the data collection tools cover enough

of the expected range.

Table 3

Descriptive Analyses’ Results Regarding the Data Collection Tools

Test Min Max SS
Pretest of the attitude scale towards e-learning 44 78 63.03 8.74
Posttest of the attitude scale towards e-learning 54 95 75.73 11.67
Pretest of the social presence scale 52 73 61.11 5.39
Posttest of the social presence scale 53 78 67.27 6.09
Pretest of the achievement test 2 7 3.88 1.37
Posttest of the achievement test 7 19 11.69 3.00

Based on the results, the t-test was conducted to compare the pretest and posttest data.

Results

This section includes the results and discussion regarding the research questions.

Results for the First Research Question

Table 4

Comparison of the Students’ Pretest/Posttest Attitude Scores Towards E-Learning

Test N SS Sd t P
Pretest 26 63.03 8.74

25 -4.78 .000*
Posttest 26 75.73 11.67
*p<.001

As Table 4 shows, the t-test determined that the difference between the students’
pretest (63.03) and posttest (75.73) scores was significant (p<.001) and in favor of the posttest
scores (t (25)=-4.78).
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In order to determine the students’ attitudes towards e-learning, a 20-item
measurement was carried out in the sub-dimensions of tendency towards e-learning and
avoiding e-learning. The negative items were scored reversely. The students’ pretest scores
were quite high. This result shows that they had positive attitudes towards e-learning
environments. The increasing trend of the students’ scores regarding e-learning environments
during the experiment and on the posttest indicates that the students’ attitudes regarding e-
learning environments improved. This statistically significant increase proves that their

attitudes towards e-learning reached a high level.

Results for the Second Research Question

Table 5

Comparison of the Students’ Social Presence Pretest/Posttest Scores

Test N SS Sd t P
Pretest 26 61.11 5.39

25 -4.47 .000*
Posttest 26 67.26 6.09
*p<.001

As Table 5 shows, the t-test determined that the difference between the students’
pretest (61.11) and posttest (67.26) scores was significant (p<.001) and in favor of the posttest
scores (t (25)=-4.47).

The Social Presence Scale was used in the pretest and posttest to determine the level
of the intensity of the students’ interaction in a virtue environment, affective commitment and
sense of belonging. Their mean score on the pretest was high, indicating that the tendency of
the learner profile in internet technologies and virtual environments was at a particular level.
After the implementation of the flipped classroom model, the students’ levels of interaction in

virtual environments, positive attitudes and sense of belonging increased significantly,
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proving that the implementation significantly contributed to their perception of social

presence.

Results for the Third Research Question

Table 6

Comparison of the Students’ Pretest/Posttest Achievement Scores

Test N SS Sd t P
Pretest 26 3.88 1.37
25 -12.79 .000*
Posttest 26 11.69 3.00
*p<.001

As Table 6 shows, the t-test determined that the difference between the students’
pretest (3.88) and posttest (11.69) scores was significant (p<.001) and in favor of the posttest
scores (t (25)=-12.79).

The students’ mean pretest score on the 20-item achievement test was low, as
expected. However, their mean score increased to a quite high level after the implementation.
This significant difference is an expected result. The fact that this increase paralleled the

increases in the other variables also implies that the flipped classroom model is effective.

Discussion and Conclusion

This study investigated the effectiveness of the flipped classroom model in terms of
three variables. Crews and Butterfield (2004) in their study asked their participants to think
about their favorite face-to-face course and to indicate why they chose this course. The same
group was also asked about the most striking feature of their favorite course. A vast majority

of the participants highlighted their interaction with other learners and the teacher, as the most
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effective feature of a face-to-face course. The interaction rate decreased in the online course
question; however, the structured course content rate became the highest. This result may
imply that students prefer structured, planned course content; however, they may also feel the
need for interaction. In a study by Philipps and Philipps (2016), the participants ascertained
that problem-solving activities are very effective. Through effective out-of-class course
materials, the flipped classroom model can attract students’ attention and meet the need for
interaction between teachers and learners within in-class activities. As Marks pointed out
(2015), more time for interaction between learners and teachers by including activities in the
classroom, students’ ability to manage their own learning through self-paced out-of-class
activities, more interaction both in virtual and real environments and increased peer support in
small collaborative groups (Jakobsen & Knetemann, 2017) are among the evidence for the
importance of this model.

Akcaoglu and Lee (2016) investigated social presence and its sub-variables:
sociability, coming together and social domain. They found a significant difference in favor
of small groups in all the sub-dimensions. Therefore, forming small collaborative groups in
this study might have affected the students’ social presence scores. Social presence manifests
itself more in environments where teacher control is relatively low, and the learners’
interactions increase, as Costly (2016) noted. Enabling group interactions through out-of-class
activities, students’ ability to express their own thoughts in discussions and their active
participation in in-class activities are among the reasons for their increased social presence
scores.

Out-of-class activities are the first stage of learning in a flipped classroom. E-learning
environments are designed for this stage. Satisfaction, attitudes towards the process, the
perception of social presence of learners who are not under the control of their teachers are

directly related to their academic achievement. This perspective is corroborated by the
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significant increase in the three dependent variables of this study (academic achievement,
social presence and attitudes towards e-learning). Alsowat (2016) investigated the effect of
the flipped classroom model in terms of the variables of learners’ satisfaction, commitment
and high-level thinking skills, and found that all three were significantly improved. Since
high-level thinking skills include analyzing, evaluating and creating (Richland & Simms,
2015), Alsowat’s study (2016) is directly supported by the results of this study.

Unal and Unal (2017) found that students are satisfied with the flipped classroom
application and that they are successful. Ozpinar, Yenmez, and Gokce (2016) found a
significant difference in favor of students who were taught using the flipped classroom model
regarding their academic achievement and motivation scores.

Sun and Wu (2016) did an experimental study that compared students’ achievement
and perception of interaction in traditional classrooms and flipped classrooms. They found a
significant difference in favor of the students who were taught in flipped classrooms.
However, no significant difference was found between the control and experimental group
regarding their perception of interaction. This result supports this study in terms of not only
the academic achievement variable, but also the social presence variable. The fact that the
interaction scores were not significantly higher in favor the group receiving face-to-face
education may indicate that the perception of interaction, a sub-factor of the perception of
social presence can be provided equally well in e-learning environments.

Having investigated the effectiveness of the flipped classroom model, this study
showed that learners desire to take responsibility for their own learning. The increase in this
desire with an appropriate design is another important result of this study. The flipped
classroom model should be investigated further in terms of different variables. Similar studies
will contribute to moving away from the traditional approach and to increasing students’

participation in learning processes.
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