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Ogretmen adaylar1 6gretmenler giinii torenine hos geldiniz.

Bilindigi iizere, ulusumuzun kurtaricisi ve devletimizin kurucusu Gazi Mustafa Kemal
Atatiirk, 24 Kasim 1928 tarihinde Tiirkiye Cumhuriyeti hiikiimetince kendisine verilen Millet
Mektepleri Bagdgretmenligi unvanini kabul etmisti. Onun 100.Dogum giinii olan 1981 yilindan
bu yana 24 Kasim giinleri Ogretmenler giinii olarak kutlanmaktadir. Cumhuriyetimizin kurulus
giinlerinde ulu 6nder Atatiirk’lin 6ngdrdiigii gibi toplumumuzun her bakimdan ileri gidebilmesi,
ulusal degerlerini koruyarak evrensel ve ¢agdas uygarlik diizeyine ulagsmasi i¢in gerceklestirilen
aydinlanma devrimlerinden biri de Tirk Harf Devrimidir. Sunu da unutmamak gerekir ki
Cumbhuriyet oncesi kullanilan yazi sistemi Osmanli aydinlarinca da yogun tartigmalara yol
agmistir. Ancak Cumhuriyet’in ilanindan sonra Atatiirk’tin 6nderliginde bu konuda daha 6nce
yapilanlar da g6z Oniine alinarak siirdiiriilen ¢alismalar sonucunda Tiirkgenin ana yapisina
uyum saglayacak bicimde 6zel olarak diizenlenen Latin alfabesi olusturulmus ve bu yeni

alfabenin kullanim1 1 Kasim 1928’de 1343 sayili yiriirlige girmistir.

Atatlirk 10 Agustos 1928 gecesi Sarayburnu’nda yaptig1 konusmada sunlari sdylemistir.
“Bugiin yapmak zorunda oldugumuz ¢ok degerli bir is daha vardir: Yeni Tiirk harflerini ¢abuk
ogrenmek. Kadina, erkege, hamala, sandalciya biitiin yurttaslara 6gretiniz. Bunu yurtseverlik,
ulusseverlik gorevi biliniz. Bu gorevi, yaparken diisiiniiniiz ki bir ulusun, bir sosyal toplulugun
ancak yiizde onu okuma yazma bilir, yiizde doksan1 bilmezse, bundan insan olanlarin utanmast
gerek”. 1 Kasim 1928’de TBMM’nin agilis konusmasinda da su sozlerle harf devriminin
onemini vurgulamistir: “ Biliylik Millet Meclisinin karartyla Tiirk harflerinin kesinlik ve yenilik

kazanmasi bu memleketin ylikselmesi ugrunda bambagka bir gegit olacaktir.”

Ulu 6nderimiz her vesileyle yaziy1 degistirecek devrimi anlatabilmek i¢in yurt gezileri
yapmis, yeni yaziyl tanitmistir; bu yazinin ne denli kolay Ogrenilebilecegini belirterek her
konuda oldugu gibi bu iste de ulusumuza Oncii olmustur. O giinlerde kurulan Millet

Mekteplerinin 17 bini agkin sinifinda yaklasik yarim milyon vatandagimiz 3 ay gibi kisa siirede



okuma yazmay1 Ogrenmis, temel yurttaghik bilgilerini edinmistir. Basogretmen Atatiirk,
yurdumuzun g¢esitli yorelerinde eline tebesiri alip kara tahta basinda bizzat 6gretmenlik

yapmuistir.

Atamiz, uygarlik yolunda asilmasi gereken en biiyiikk engelin cehalet oldugunu
vurgulamistir. Bu nedenle, egitimin bilimsel ve laik temeller iizerine oturtulmasi ve iilke
kosullarina uygun egitimle ilgili her konuya 6nem verilmesi cumhuriyetin temel ugrasi olmus

ve bu biiylik davanin 6nde gelen ugrasicilarina, 6gretmenlere, biiyiik onem verilmistir.

Nitekim 1925 yilinda 6gretmenlere hitaben yaptigi bir konugmasinda “Egitimdir ki bir
milleti ya 6zgiir, bagimsiz, ylksek bir topluluk halinde yasatir; ya da bir milleti esaret ve
sefalete terk eder.” sozleriyle milli egitim alanindaki hedeflerinin agik se¢ik ifade etmektedir.
Yani, hedef, Tiirk milletinin bir daha isgal ve esaretle karsilasmasini1 engelleyecek bir egitim
bicimini olusturmak. Boyle bir egitim bi¢ciminin altyapisini da pek tabii ki bilimi dinden, akli
inancgtan bagimsizlastirmayr amaglayan aydinlanma devrimleri olusturmustur. Atatiirk 1925
yilinda yine 6gretmenlere hitaben yaptigi konugsmasinda “Bir taraftan genel olarak cehaleti
gidermeye ¢alismakla beraber, diger taraftan toplumsal hayatta bizzat etkili is géren ve verimli
uzuvlar yetistirmek lazimdir. Bu da ilk ve orta Ogrenimin pratik bir tarzda olmasiyla
miimkiindiir. Ancak bu sayede toplumlar is adamlarina, sanatkarlara sahip olur. Bittabi milli
dehamizi gelistirecek, kiiltiiriimiizii layik oldugu dereceye ulastirmak igin yiiksek meslek
erbabin1 da yetistirecegiz.” sozleriyle ilk ve orta ogretimde ogrencilere yapabileceklerini,
basarabileceklerini yasayarak Ogrenmeleri gerektigini benimseten bir egitim sistemini
ongoriiyordu. Nitekim bu yaklasim Tiirk egitim sistemi tarihinde kirsal bolgelerdeki 6grenciler
icin basgaril bir egitim modeli olan K&y Enstitiileri ve bugiin diinyanin 6rnek aldigi Finlandiya
egitim sisteminin temellerini olusturmustur. Boyle bir sistemde esas olan salt akademik basari
ve ezici bir rekabet degildir. Ogretmen her 6grencinin farkl bir yetenegi olabilecegini bilir ve
bu farkliliklart destekler ki 6grenciler ¢ok yonlii gelissinler. Pek tabii ki tek tip basarinin s6z
konusu olmadig1 bu sistemde 6grencinin kisisel yetenek ve becerilerini arka plana iten ¢oktan
se¢meli smavlarin yerini bilgi ve diisinme becerilerini nasil kullandigini inceleyen
degerlendirme yontemleri almistir. Sunu belirtmek isterim ki, Ogretmen adaylarimizin bu
konudaki farkindaligini gelistirmek ve Ogretmenlik uygulamalarinda bu yaklagimi hayata

gecirmelerini saglamak, desteklemek fakiiltemizin temel amaglarindan biridir.

Bu vesile ile egitim fakiiltesine her zaman destek veren ve her firsatta ezberci sistemin
zararlarin1 ve yasayarak dgrenmenin dnemini vurgulayan Yeditepe Universitesi Kurucu ve
Onursal Bagkani sayin Bedrettin Dalan’a tesekkiir ediyorum.
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Bu anlamli giinde basta basogretmen Atatiirk olmak iizere Tiirk toplumunu bugiine
getirmig bulunan 6gretmenleri saygi, minnet ve siikranla antyor, onlarin yolunda yurdumuzun
dort bucaginda kutsal gorevini siirdiirmekte olan binlerce 6gretmeni sevgi ve saygi dolu

duygularla selamliyorum.



Corrective Written Feedback in L2 Writing: The Impact of Direct Written Feedback

Rabia Bayram

Abstract

This study investigates the impact of direct corrective written feedback on EFL learners writing
accuracy and to see on which language component it is more effective in terms of decreasing the number
of errors. Two research questions are generated. The first research question seeks to answer which type
of errors show decrease when direct corrective feedback is provided: grammar or vocabulary. The
second research question is shaped according to the first research question and it aims to find out which
grammar category shows decline in terms of number of errors in their first and second drafts. As being
both the researcher and the teacher in this study, the treatment is provided by me. The students have
received direct corrective feedback on their first drafts and they are asked to rewrite and prepare a second
draft afterwards. The sample is chosen according to convenient sampling and the procedure lasted for
four weeks. Treatment is given through four weeks of direct corrective written feedback to 13 EFL
students. Their first and second drafts are analyzed, the number of errors is counted and the types of
errors they made are identified. The results are in accordance with the hypotheses which are generated
at the beginning of this paper. Grammar errors show the highest decrease as number of errors than the
number of vocabulary errors. As for the second research question, which asks for which grammar
component shows the highest decline when direct corrective feedback is provided, it is found out that
the number of errors in subject-verb agreement and determiners has been diminished in their second
drafts. There are some major limitations in this study. The first one is the number of the participants and
the sampling. There are generalizability issues in this study since there are only 13 participants and they
are not selected randomly. Second one is the duration of the study. Although | provided feedback only
for 4 weeks and that is not enough to come up with a generalization, the study still gives insights about

the effectiveness of direct corrective feedback on EFL writing accuracy.

1. Introduction
The development of learners’ second language writings mainly depend on the quality
and the quantity of feedback they receive from their teachers. Feedback has long been the key
to the development of written language. In order to fully understand the issue, a definition of
the feedback is needed. According to Keh (1990) feedback is the teacher's input to a
composition and additional information which will be used to revise the piece of writing.

Providing feedback is one of the indispensable parts of writing classes. Despite its importance,



feedback has just recently been acknowledged in the field of L2 writing classes (Tonekaboni,
2016). Feedback is generally found helpful for learners but future research is needed, as Ferris
(2007) states, “Teacher feedback can and often does help student writers to improve their
writing from one draft to the next and over time. However, evidence on this is unfortunately
quite limited, particularly as to longitudinal analyses” (p. 28). After the advent of feedback,
corrective feedback has started to take place. Some researchers found it meaningless and
harmful to the learners' development, while some others claim it is an indispensable part of
writing classes and it is essential for students' progress in their language development in various
ways.

The benefits of feedback have been shown by many studies, but many others did not
yield any significant outcomes. When Truscott (1996) claimed that corrective feedback has no
use, the debate over the effectiveness of corrective feedback has started to take place. Truscott
stated that feedback is not only useless, but it also is harmful to the students. As a result, there
have been many studies which are conducted either to agree with Truscott or to disagree. One
experimental study by Polio, Fleck and Leder (1998) supports his claim by showing that CF
has no significant impact on the students’ linguistic accuracy. Many studies after that period of
time started to explore the importance of different types and aspects of CF. For example,
Bitchener, Young and Cameron (2005) conducted a study to find out the effects of written
feedback along with oral one to one feedback. The results showed that the mixture of these two
types influenced the students’ writing accuracy.

While CF is still being argued on, the issue of whether direct or indirect written feedback
is more helpful in L2 writing development is unknown in the field. There are two main types
of written corrective feedback; one is direct and the other one is indirect. Direct corrective
feedback can be defined as the type of correction in which the teacher draws students' attention
to the error and gives the correct form directly. The students are able to see what type of errors
they have made and the correct forms of the errors, if they have made any. Indirect corrective
feedback, on the other hand, does not provide the correct form; rather, it only shows the location
of the errors. The students see where they have made mistakes, but this time, they cannot get
the correct form from the teacher (Bitchener and Ferris, 2012).

Some parts of the language may show more development when feedback is provided.
For example, in a study conducted by Telceker and Akcan (2010) results show that grammar is
positively affected by written feedback, while content does not show any improvement.
Whether direct or indirect, the feedback may influence grammar, structure and/or vocabulary;

or it may not affect any of them at all. The aim of this study is to find out the effect of direct
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corrective feedback on students grammar development in their L2 writings as well as to observe
which grammar components show development when direct feedback is provided.
In order to handle this issue in a clear way, it is necessary to clearly state the following
research questions;
RQ1) Which type of errors show decrease when direct corrective feedback is provided:
grammar or vocabulary?
RQ2) Which categories of grammar show a decrease in terms of the numbers of errors?
To answer the above mentioned questions, two hypotheses were generated;
H1) Grammar errors will show a significant decrease in terms of the number of errors when
compared to the other language components.
H2) Subject-verb agreement and the use determiners will show a development when direct

corrective feedback is provided and the number of errors will diminish.

2. Methodology

2.1.Participants & Research Context

The participants were selected according to convenient sampling. They are my own
students. As a teacher, | am also the researcher. There are 13 participants in this study. The
number is low because the researcher is utilizing her own classroom and is unable to change
the number of students. Since the participants are not randomly selected and they do not
represent the targeted population due to the sampling method, it may cause population validity
threat. The participants are at the same level of proficiency; they are all elementary level
students. Their age differ from 18-25. The classes are equally composed of both male and
female learners. They have been taking English courses for 7 weeks when | have started to give
them direct corrective written feedback on their writings. The institution serves English courses
for free, that is why most of the students are voluntarily participating to the classes. They are
university students with different majors. There are 2 over achievers in the class and 3 low

achievers.

2.2.Data Collection & Analysis

In order to collect as much essays as possible, | spent 4 weeks to give them feedback. Each
week on Saturdays they had two readings, and based on those readings the participants were
asked to produce one page long essays. The book offers them a very detailed outline and I also

explained them what to include and how to develop their ideas. Thus, the students did not have
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many problems with the content and the organization. After the two readings, | gave the
students 30 minutes to complete their writings. |1 gave them direct written feedback and they
took their paper back. | gave them another 30 minutes to revise their papers and to correct their
errors.

The same procedure was followed for four weeks. | divided the types of errors on each
paper and counted them to see whether there is a difference in the number of errors or not. Some
students asked for further explanations; however, due to the validity concerns | did not provide
anything more than what is given to them in their papers. For the first week of the treatment the
topic was “Popular Sports”, the second week “Jobs”, third week Lifestyles”, and the last week
“Buildings & Environment.” The related vocabulary was provided by the readings, and
following the exercises and readings, the students mainly used the vocabulary that was focused.
On Sundays the students had listening and speaking classes. The topics for these four skills
were the same.

The students were informed of the process. They knew they were going to write a revised
paper after their first drafts and feedbacks. The students received only written feedback. The
errors were underlined and the correct form was given to them. The students received feedback
on grammar and lexicon almost in every piece of writings. Students’ errors were categorized
into two groups; grammatical errors and vocabulary errors. When forming my categories, |
benefited from previous research conducted by Mubarak (2013). He prepared a very detailed
table and included descriptions for each type of errors. | adapted his table and made a few

changes according to design.

Table 1 : Definitions and examples of errors corrected.

Error type Definition Example

Grammar errors:

Passive voice Wrong use of passive voice  “Volleyball play (is played)
with ball.”
Prepositions Wrong preposition or no ‘“Popular sports the (in)
preposition Turkey”
Possessive Pronouns Wrong use, wrong structure  “Café name  (My Café’s

name) is Green Garden”

Auxiliary verb Missing auxiliary or no Volleyball (is) (a) popular

auxiliary sport in ABD.”




Word order Wrong word order

“There i1s food excellent.

2

(The food is excellent there)

Subject- verb agreement

Missing S-V agreement

“It have (has) big windows.”

Determiner/ Article

article,

article

Missing article, no use

or wrong use

of “The basketball is popular. “

Vocabulary errors:

Wrong combination/phrase ~ Wrong

words

combinations

of “My mother’s love (favorite)

team is Galatasaray.”

Wrong singular / plural form  Wrong

singular/plural nouns

form

of “There are popular four team

(four teams) in Turkey.”

3. Results & Discussion

Below is a table which illustrates the types and numbers of errors corrected through 4 weeks

of treatment. The students received feedback between their first and second drafts, and the

number of errors was counted by the researcher who is also the teacher.

Table 2: Types and numbers of errors corrected

Types of Week 1 Week 2 Week 3 Week 4
Errors

1stdraft  2"draft 21%draft 2"draft 1%draft 2" draft 1Stdraft 2" draft
Grammar
errors:
Passive voice 13 4 0 0 3 0 0 0
Prepositions 5 1 2 0 4 1 3 2
Possessive 1 2 2 1 2 1 6 0
Pronouns
Auxiliary 1 4 14 1 6 2 6 3
verb
Word order 1 1 2 0 15 5 7 0
Subject- verb 10 2 2 0 2 0 6 2
agreement
Determiner/ 12 2 18 3 2 1 4 1
Article




Vocabulary

errors:

Wrong 5 5 1 0 3 2 3 2

combination

Wrong 2 0 1 0 1 0 4 1
singular /

plural form

When analyzing the results, it was obvious that some students did better than others.
However, since this table illustrates the overall numbers of errors regardless of the students, the
difference is not the main concern. It is seen from the table that students produced more errors
in some categories. As it is hypothesized at the beginning of this study, grammar errors
outnumbered vocabulary errors. Although ne type and the number of errors differ from week
to week, it is still clear that there is a diminish in the number of the errors when feedback is
given.

First week the topic was to describe favorite sports in Turkey. The students tried to use
passive voice because the readings on this unit included passive voice and | as a teacher taught
them the rule of it. They included passive voice but seemingly they could not manage to handle
it. The main mistakes were as follows; “Volleyball play with a ball.” “Football is play in the
field.” They either forgot auxiliary verb “be”, or they did not use V3. After the correct form
was provided, the numbers of errors decreased from 13 to 4. Another big difference was in the
use of determiners. When teaching them the use of determiners, the students had difficulty in
understanding. They looked for a Turkish equivalent for the/a/an and each time they tried to
translate them. It was not surprising to see that there were so many errors in determiners.
Although they lowered their errors from 12 to 2, some students kept making mistakes.
Following this, the students made the third most errors in subject-verb agreement. 1 relate this
again to the differences between Turkish and English. Most of the errors were as follows;
“Everybody like playing football.” Surprisingly, they made more errors on the use of auxiliary
verbs after receiving feedback. They tried to improve their content, but they failed in grammar.

In the second week, there are two types of errors that were frequently made; determiners
and auxiliary verbs. One example for determiner error is “ It was sunny day.” Since it is
challenging for the students to understand the use of “be”, I found it normal to come up with
this much of errors in their writings. One example of this type of error is “I proud to show it.”

When | asked them why they did not understand auxiliary verb, they mainly said they could not



find a Turkish equivalent for it. After giving them the correct form, they made only one error
in their second drafts.

In the third week, they made errors in a different grammar category; word order.
Although they made 15 errors in their first draft and 5 in the second draft, the errors did not
entirely disappeared. | explained them the word order and sentence structure in English. The
students were taught that English has SVO structure, while Turkish structure is SOV. There
were some errors that belonged neither to English nor Turkish sentence structure. Some
examples of this sort of errors are; “There is food excellent.” “Country club plaza the number
is of 57 shops.”

In the last week, errors are equally distributed. There is not one specific category that
the students made the most errors. The effect of direct feedback is obvious. The students made
more errors in word order than they did in the other categories.

The results are in accordance with the hypotheses which are generated at the beginning
of this paper. Grammar errors do show a higher decrease as number of errors than vocabulary
errors. As for the second hypothesis, the number of subject-verb agreement and determiners
errors decreased. Except for one case, (first week, auxiliary verb use) direct written feedback
has been proved to be effective in lowering the number of errors in the second writings that the
students make in their first drafts. The overall results show that grammar is more complicated
for the students than vocabulary is, and direct written feedback can lead to more accuracy in L2
writing. The results reveal that there is a significant effect of direct feedback on students’ first
drafts and second drafts.

There are some limitations of this study. The first one is the number of the participants
and the sampling. It is not rational to make general claims from this study since there are only
13 participants and they are not selected randomly. Second one is the duration of the study.
Although the results are satisfying, | gave feedback only for 4 weeks and that is not enough to
come up with a generalization. One threat to validity might be the way of my teaching. I tried
not to give details on their errors after | gave written feedback, but when teaching | might have
focused on some aspects that | found inadequate. The students might have learned some rules,
and that might be the reason why they made less errors in their last writings when compared to

the previous ones.
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The Relationship Between Math Achievement Motivation And
Reflective Thinking Skills Towards Problem Solving

Biisra Betiil Aydin
Yelkin Diker Coskun

Abstract

The purpose of this study is to examine the relationship between the 8"grade students’ math
achievement motivation and reflective thinking skills towards problem solving. The
quantitative research method was used. The research was conducted with 461 students in public
and private schools in Istanbul, Turkey. The data were gathered by the “Achievement
Motivation Scale” developed by Umay (2002,a) and the “Reflective Thinking Skill Towards
Problem Solving Scale” developed by Kizilkaya (2009). The research results show that the
mean of the achievement motive scores (X=22, 78; Sd=4,13) and the mean of the reflective
thinking skill scale towards problem solving scale scores were (X=33,84; Sd=11,70) found
lower. In addition achievement motives scores were found positively and significantly
correlated with the Reflective Thinking Skill Scale toward Problem Solving Scores (r=.63,
n=461, p<.01). The findings of this study may help to explain why students are unsuccessful in

mathematics or feel themselves as a failure in this lesson.

Keywords: Reflective thinking, achievement motivation, problem solving, math achievement.

Introduction

Education is an important area where the studies are conducted for the solution of many
problems in the world. Educational sciences have been examined the teaching and learning
process of the individual on the how, what, and in what way learned in detail. The Science of
Education was revealed scientifically valid data to change individuals’ behavior. In the broadest

sense of teaching were providing teaching learning activities (Daubler et all, 2014).

Improving the quality of education has been one of the most important pursuits of the

educational institutions. In educational programs there are items related to which behaviors to
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gain to the individuals. Curriculum development is one of the factors in order to built useful
classroom settings. From this perspective we take the position that curriculum must
significantly based on scientific basis. Curriculum development must respect a number of basic
principles: To be based on a needs assessment, to be scientific, based on the applications.

“Curriculum” is a difficult concept to provide a limited description (Hitchcock et al., 2002).

Developing a curriculum involve numerous steps, needs analyzing, piloting, planning and
development, implementation, evaluation. It includes very comprehensive studies such as
syllabus planning, setting philosophy of education, material development testing (Zohrabi,
2014). As Young (2013) pointed today curriculum development is more difficult because of the
expanding knowledge and rapid developments in technology. In order to build convenient

curriculum we have to be know that students perceptions, beliefs and cognitive skills.

This study focuses on mathematic teaching and learning process within the curriculum theory.
The Mathematics curriculum as part of the secondary level curricula aims at teaching students
via learning experiences, values and attitudes which supported with global vision
(Nicolescu&Petrescu, 2014).

Mathematics is one of the most important lessons students have to learn. At the same time, this
course is seen as a difficult subject by many students. Ersoy and Erbas (2005, p.102) report that
mathematics is not merely a field designed for scientists and engineers. More over than that it
integrates the kind of concepts effective in helping the individuals to maintain their daily lives.
Therefore in democratic states people should be accomplished literates in mathematics and
improve their mathematical skills. In the field of education more emphasis is given to cognitive
dimension whereas affective dimension is ignored. Durmus (2004a, p.509) claims that one of
the reasons related to difficulties in learning mathematics is motivation. Many theories have
been developed on the subject of motivation. Some of these are Behavioral, Humanistic, Social
Learning and Achievement Motivation Theory. Achievement motivation is the essence of
expectancy-value theory. Achievement motivation theory has drawn attention to the needs of
Murray classification. Then it is classified by systematized by Atkinson. High hope of success
with low fear of failure the achievement motivation will be high. The opposite low hope of
success with high fear of failure the achievement motivation will be low (Ag¢ikgoz, 2003,
p.234). Expectancy-value theory takes over expectations as a motivational factor. According to

this theory, motivation was determined expectations regarding the behavior of individuals and
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their behavior to the given value. The level of motivation may affect the possibility of
performing the behavior. A high probability of realization, a weak the given value for behavior
can increase the individual’s motivation (Brophy, 1999). This explanations focus on the
expectations of individuals. However there are not only students within the scope of the
objectives to be achieved in educational activities. People are forced to deal with various
problems in daily life considering the fact that the development of problem-solving skills at the
secondary level is inevitable (Baykul, 2009, p.50). As studies related to achievement motivation
is examined it surfaces that achievement motivation is closely connected to problem-solving
skill (Bedel and Hmarta, 2014; Dereli, Angin and Karakus, 2012). Therefore in current study a

deeper analysis has been conducted on problem solving skill as well.

According to new elementary mathematics program, problem solving is seen as an integral part
of the math courses and activities. When students feel that their solution is valued they can
success in the problem solving process. According to Caprioara (2014), in mathematics, solving
problems represents the most effective concept to contextualization and re-contextualization of
concepts, to operational and basic mathematical knowledge transfer to ensure a sustainable and
meaningful learning. According to Mone (2009) students learn to communicate with using math
and to develop higher-order thinking skills is emphasized. National Council of Teachers of
Mathematics, NCTM (2000) was emphasized problem-solving skills that receive priority in
teaching mathematics and problem-solving approach and the teaching of mathematics subjects.
Several theoretical explanations have been reviewed for dealing with problem solving. One of
these theories is the John Dewey's reflective thinking theory. It has been recognized as a
classical model for problem solving until the 1950s. It is thought to be practical, especially in
the areas of science and math. PISA underlines that at the end of problem solving process,
reflective thinking is conducted on the problem and as a component of this process reflective
thinking skill towards problem solving bears importance (PISA, 2003). Based on this
assumption developing, assessing and measuring reflective thinking skills take the stage as
important topics of research. The ability to think is very important; this is regarded as the feature
that distinguishes human beings from animals. However, it is important is because the usual
vague ideas about the why and how of thinking is ambiguous, containing the values of reflective
thinking is important. Dewey suggested that reflection has the five stages. These stages do not
have to be in a particular order but must be compatible with each other.These five stages are
suggestions, problems, hypotheses, reasoning, and testing (Dewey, 1993, cited Petek and
Askar, 2009, p. 84).
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Suggestions: The individual are confusing when faced with a situation that appear in the mind
ideas and possibilities. Suggestions increase the need to stop and think. Suggestions are the
energy source of the subsequent questioning.

Problems, instead of facing the small details in a confusing situation as parts of the whole, it is
to see the bigger picture.

Hypothesis, is to what can be done with due consideration of the recommendations. working
on Hypothesis involves to make more observation and thinking over the information. Thus, the
problem was purified, refined, and recommendations is transformed in testable and measurable.
Reasoning, is to provide to test ideas, suggestions and hypotheses pieced together knowledge
and previous experiences.

Testing, can bring clarity to existing problems.

The stages of Dewey's reflective thinking, is similar to the process of problem solving and has
been a model. As the stages of problem solving was developed by the researchers.

According to Dewey (1933, quot. Petek and Askar, 2009) features that must be present in person
are open-mindedness, willingness and full of responsibility.

Open-mindedness, the ability to look different and new ways to the problem. Open-
mindedness requires being an active listener and readying to hear the different sides.

Full willingness, occurs when being involved with a subject matter. It is connected with
experiencing a lot of ideas and thoughts.

Responsibilities are to take the results of person's activities.

Schon (1987) was defined the reflection in two ways which are reflection-on-action and
reflection-in-action. Reflection-in-action focuses on problem solving when the action is being
performed. It is the process of containing the rearrangement of action. Reflection-on-action
evaluates every aspect of the action after the action has been performed. It allows to look back

and think about the action.

The Purpose and Significance of the Research

Mathematical thinking and problem solving skills not only in the areas of finance and
engineering that can use in everyday life (Capriora, 2015; Dostal, 2015). Solving the problem
is one of the main objectives of mathmeatics education. Therefore to enable and develop
problem solving skils are very important in mathematics education. One other characteristic
that is required for student success is motivation. Research offers some evidence that motivation
have important effects on student achievement (Erdogan, Kesici and Sahin, 2011). Students

must want to learn and give attention to learn something. They must be driven for it.
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The overall purpose of this study presented as to investigate MAM (Math Achievement
Motivation) and RTSTPS (Reflective Thinking Skills Towards Problem Solving) scores levels
of the 8" grade students towards mathematic.

Research Questions

The problem being addressed in this study is “What are the relationships between math
achievement motivations and reflective thinking skills towards problem solving of the 8" grade
students?” and the sub problems presented as below.

Sub-problem1: What are the Achievement Motivation Scale scores levels of the 8" grade
students?

Sub-problem2: What are the Reflective Thinking Skills towards Problem Solving Scale scores
levels of the 8™ grade students?

Sub-problem3: Is there any relationship between students’ Achievement Motivation Scale

scores and Reflective Thinking Skill towards Problem Solving Scale scores?

Method
Design of the Study

In this study has been used the descriptive quantitative research method. To look up main and
joint effect of variables, data were examined through general statistics. In addition, the
correlational research design was chosen in order to investigate the strength of the relationships
among MAM and RTSTPS.

Study Group

Participants of this study were selected from students from three regions of Istanbul Anatolian
side. Since the target population was too large the accessible population defined for study. The
study was conduscted with eighth grade students (N=461) at 2 public and 2 private elementary

schools in different district of the Anatolian side of Istanbul.

Instruments
In order to better understand the properties of the group, personal information form has been
prepared. Socio-demographic characteristics included information about students such as

gender, type of schools, mothers’ education level, fathers’ education level, teachers’ gender,
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having pre-school education, having support from extra courses information about the
educational level and income of parents.

Achievement motivation is an expectation, a need and a request for success (Umay, 2002c).
AMS, used to measure eighth grade students’ achievement motivations towards mathematics
in this study was developed by Umay (2002,a). This scale consists of two parts. First part
consists of seven items. The second part consists of 14 items that are rated triple. Scoring has
been designed according to the responses of the student considering the frequency of the
performing of the action in that question. Action frequencies have been organized in the levels
of “Always”, “Sometimes”, and “Never”. These levels have been scored as Always = 3,
Sometimes = 2 and Never = 1. Accordingly, Scores were added across items to form a possible
total score ranging from 14 (low achievement motivation) to 52 (high achievement motivation)
for each participants. Umay (2002a) measured reliability coefficient of scale as Cronbach alpha
value 0,75 on the basis of second part. For present study, the result of the Cronbach Alpfa
analysis indicated a coefficient of 0.67.

RTSTPS scale was developed by Kizilkaya (2009). Scale items were intended for a math lesson.
The scale consists of 14 items. Scale items were graded 5-point Likert type. The options are
like “always”, “often”, “Sometimes”, “Rarely”, and “never”. These levels were highest with
followed by always=5, often=4, sometimes=3, rarely=2, never=1. Of this scale prepared by
Kizilkaya (2009) KMO value was found as “0.872” and Bartlett’s Test of Sphericity value as
1084.329 (p< 0.01).In this research 461 students from 8" grade were analyzed and it was found
out that Cronbach alphas reliability coefficient of RTSTPS was 0,89.

Data Analysis

This study employed descriptive and correlational statistical calculations in measuring Math
Achievement Motivation (MAM) and Reflective Thinking Skills Towards Problem Solving
(RTSTPS) of the 8" grade students.

Results

The problem sentence of this research determined as “What are relationships between math
achievement motivations (MAM) and reflective thinking skills towards problem solving
(RTSTPS)of the 8" grade students? To answer this problem AMS and RTSTPS scale responses

of the students are investigated separately.
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The results related to the First Section of the AMS
Achievement Motivation Scale consists of two parts. In the first section have questions about
the achievement motivation. Means, standard deviations, frequency and percentages of the

students’ answers to the first section were presented in Table 5.

Table 1.
Descriptive Statistics Related To The Achievement Motivation Scale of First Section
1 2 3 4  Mean Sd
(X)
Iteml F % f % f % f %
258 56 200 434 1,43 49

Do you find yourself successful
in mathematics?

1.Yes

2.No

According to the dataobtained from table 5, 258 (56%) of the students has found himself/herself
successful in math courses. 200 (43,4%) of the students has found himself/herself unsuccessful

in math courses.

Table 2.
Descriptive Statistics Related To The Achievement Motivation Scale of First Section
1 2 3 4 Mean  Sd
(X)
Item 2 F % f % f % f %
What is success? 323 70,1 133 28,9 1,29 45

1. Hanging himself
2. Others go through

323 (70,1%) of the students was defined the success hanging one's self. 133 (28,9%) of the

students was defined the success going through others.

Table 3.
Descriptive Statistics Related To The Achievement Motivation Scale of First Section
1 2 3 4 Mean  Sd
(X)
Item 3 F % f % f % f %
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You will need several thingsto 103 22,3 355 77 1,77 417
be successful in this course.

What is the decisive aspects in

this course?

1.Talent, skill, intelligence, luck

2.Effort, diligence, work

103 (22,3%) of the students was participated that talent skill, intelligence, and luck is required
to be successful. 355 (77%) of the students was participated that effort and work is required to

be successful.

Table 4.
Descriptive Statistics Related To The Achievement Motivation Scale of First Section
1 2 3 4  Mean Sd
(X)
Item 4 F % f % f % f %

Do you work for what in this 186 40,3 206 44,7 38 82 29 63 180 ,83
course?

1. Learn something new

2. Take good notes

3. Pass the class

4. Improve my skills

186 (40,3%) of the students wanted to learn something new in mathematics. 206 (44,7%) of the
students wanted to get good notes in mathematics. 38 (8,2%) of the students wanted to pass the

class. 29 (6,3%) of the students wanted to improve himself/herself abilities.

Table 5.
Descriptive Statistics Related To The Achievement Motivation Scale of First Section
1 2 3 4  Mean Sd
(X)
Iltem 5 F % f % f % f %
For whom you have been 116 25,2 343 74,4 1,74 435
studying?
1.For my Families and teachers
2.For me

116 (25,2%) of the students was preferred for his/her parents and his/her teachers to be
successful. 343 (74,4%) of the students was preferred for himself/herself to be successful.
Table 6.
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Descriptive Statistics Related To The Achievement Motivation Scale of First Section

1 2 3 4  Mean Sd
X)

Item 6 F % f % f % f %

What kind of goals you put 100 21,7 263 57 94 204 1,98 ,652
yourself?

1. Goals that | can reach in a

short time

2. Goals that I can reach in a long

time

3.1 do not put the targets. | study

to learn

100 (21,7%) of the students was set short-term goals himself/herself such as successful in
exam.263 (57%) of the students was set the goals himself/herself such as pass the class. 94
(20,4%) of the students was not set the goals. They study to learn.

Table 7.
Descriptive Statistics Related To The Achievement Motivation Scale of First Section
1 2 3 4  Mean Sd
(X)
Item 7 F % F % f % f %
In this course, which is similarto 54 11,7 195 42,3 208 45,1 2,33 ,678

most of the goals that you set?
1. Get a passing grade Is enough
2. Best note I've hoped that |
could get

3. Too best note

54 (11,7%) of the students was thought that get a passing grade. 195 (42,3%) of the students
was set the goals to hope the best note. 208 (45,1%) of the students was set the goals for the
best one.

The results related to the First Sub Problem

AMS levels of 8" grade students were investigated. The descriptive statistics of 8" grade

students * AMS scores were presented below.

Table 8.
Descriptive Statistics of 8" grade students’ total AMS scores
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f  Minimum Maximum Midpoint Mean Std. Deviation Range

Achievement 460 14,00 42,00 28,00 22,78 4,13 14-42
Motivation Scale
Scores

Table 12 shows thatthe standard deviation and the arithmetic average of the total students’
achievement motivation scale score. The mean of the AMS score is (X=22, 78; Sd=4,13) in this
research and the midpoint of it is (28, 00 min. 14, max. 42). It was seen that students’ AMS

scores mean is under the midpoint of the AMS.

3.1.3. Results related to the Second Sub Problem

Second sub-problem statement of the research is “What are the Reflective Thinking Skills
towards Problem Solving scores levels of the 8" grade students?”. For this purpose the levels
of RTSTPS of 8" grade students were investigated. The descriptive statistics of 8" grade
students” RTSTPS scores were presented in table 13.

Table 9.

Descriptive statistics of students' RTSTPS Scale

f Minimum Maximum Midpoint  Mean Std. Deviation Range

RTSTPS 457 14,00 7000 47,00 3384 11,70 14-70

According to the table 13the mean of theRTSTPS Scale score is found (X=33,84; Sd=11,70)
and the midpoint of the scale is 47,00 (min. 14, max. 70). Itwas seen that students’ RTSTPS

scores mean is under the midpoint of the scale.

3.1.4. Results related to the Third sub problem

Third subproblem sentence of the research was defined as “Is there any relationship between
students’ math achievement motivation scale scores and Reflective Thinking Skills towards
Problem Solving Scale scores? As a statistical technique correlation was used to answer this
question.

Correlation is a statistical technique that shows at what degree two variables are related to each
other. In another sense, it explains the degree of association between two variables. To
investigate the relationship between students” AMS scores and RTSTPS scale scores,
correlation analysis was utilized. There are different correlation coefficients that are used for

particular situations. This problem was analyzed through Pearson product-moment correlation
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to see the strenght and direction of the relationship between the two variables in determined
cases.

Table 15 shows the relationship levels between AMS and RTSTPS scores obtained from

participant.
Table 10.
The relationship between AMS scores and RTSTPS Scale scores
Total AMS Total RTSTPS
Pearson Correlation 1 628"
Total AMS  Sig. (2-tailed) ,000
N 460 457
Pearson Correlation 628" 1
Total RTSTPS Sig. (2-tailed) ,000
N 457 457

**_Correlation is significant at the 0.01 level (2-tailed).

As shown in table 15 there is a positive and significant relationship between AMS and RTSTPS
Scale. The total quality of AMS scores positively and significantly correlated with the RTSTPS
Scale Scores, r=.63, n=460, p<.01.

Pearson correlation coefficient (r) calculated for two variables can be defined as high (0.70-
1.00), medium (0.70-0.30) and low (0.30-0.00) (Biiyiikoztiirk, 2004).Accordingly, since there
is a moderate relation between scores obtained from the scale AMS and RTSTPS can be

mentioned.

Discussion

Accordingly among 458 students 258 students (56%) considered themselves successful in
mathematics course while 200 students (43,4%) considered themselves not successful in
mathematic courses. This result relates to a negative situation as regards students’ achievement
motivation towards mathematics course. Although mathematics course of which functions are
present in almost all situations in life, most students dislike the lesson (Dursun and Dede, 2004;

Iflazoglu, 2000). There are a number of reasons explaining why students are unsuccessful in
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mathematics or feel themselves as a failure in this lesson. Prejudices towards mathematics
course, teacher attitudes, teaching methods, lack of diligence are some of the reasons why
students cannot adopt mathematics lesson (Peker and Mirasyedioglu, 2003; Ozsoy, 2005;
Perker, 2005).

Another question in this scale is related to defining achievement. Among 456 participant
students 323 students (70,1%) defined achievement as “outrunning oneself” while 133 students
defined the term as (28,9%) “Outrunning others”. Uredi and Uredi(2005) claims that
achievement is an indicator showing the level an individual benefits from a particular lesson in
the curriculum or an academic program. In our society a deep-rooted bias exists as
“mathematics is a difficult lesson”; thus students work hard in mathematics lesson to receive
good grades and gain prestige in society. Nonetheless this also means that students’ motivation
origin moves further away from intrinsic motives. Intrinsic motivation comes to surface with
inner factors like curiosity ad interest which relate to inner needs of individuals whereas
extrinsic motivation comes to surface with external factors such as reward and punishment
which turn into incentives for individuals (Akbaba, 2006). Hence 133 students (28,9%) among
the total participants of present research associated achievement with external factors because
of the pressure they had faced and it is likely that they failed to form an intrinsic motivation
consequently.Another question in this research is directed to determining the motives for
studying lesson. Among 459 students 186 (40,3%) students claimed to study lesson to learn
new things; 206 students (44,7%) claimed to study to get good grades and 38 students (8,2%)
claimed to study lesson to pass their class and 29 students (6,3%) claimed to study to polish
their skills. Once students taste achievement they feel more motivated. In an opposite situation
they feel disappointed. Students who feel failed tend to avoid learning (Fidan, 1996, cited
Dursun and Dede, 2004). The fact that scores received from national TEOG exams are affected
by school grades students are filled with score anxiety. It should also be noted that there is a
strong social pressure to get high scores (Y1ildirim, 2000). Alkan (2011) in a study revealed that
parents exert great pressure on students to get higher grades from exams.

Within the scope of present research three dimensions of reflective thinking have been
analyzed. Francisco & Maher (2005) in their study posited that one of these dimensions,
causation dimension, is related to problem solving.
Some of the sub items listed below scale items are;

e “When I fail to solve a problem I ask myself questions to understand better why I cannot

solve it”
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e “After solving the problem I think on my own if I could find a better solution method.”
e “I try to find a better solution method by contemplating on my friends’ solution
methods.”

These steps are parallel to the stages in reflective thinking. Reflecting on the solution of a
problem is, as stipulated in OECD’s PISA 2003 report, one of the steps to follow. Reflecting
on solution consists of offering a list of options on problem solution and by structuring in each
step holding a mirror in each subsequent stage. Dewey (1933, cited Kizilkaya, 2009) claims
that reflection is by nature problem centered. Kizilkaya (2009) pointed that problem solving
and reflective thinking are interrelated concepts.

Problem solution is a vital skill that should be inherent in each individual. Kizilkaya (2009)
concluded that reflective thinking skill has positive effects on problem solving process. Soylu
and Soylu (2006) refer to the importance of problem solving in mathematics teaching and claim
that to reach success in this course students should be accomplished problem solvers. While
learning it is of great importance to reflect during problem-solving process, assess the
knowledge gained and holding a mirror towards this process (Dewey, 1933). It is seen that when
a problem arises reflective thinking skill emerges. Still a number of researches indicate that
reflective thinking skill best emerges in problem solving cases (Kivileim and Bas 2012,
Kizilkaya, 2009). In problem-solving process, next to creative and critical thinking which are
among the thinking strategies, reflective thinking strategies are also utilized (Cakmak, 2000).
Reflective thinking entails actions such as questioning, generalizing, making judgments,
analyzing, discussing and reasoning. On that account students should plan learning processes
effectively, practice the activities knowingly, move further by questioning each step, make
reasoning before moving to further step and constantly hold a mirror to this process (Kivileim
and Bas, 2012). During problem solving process particularly it is of vital importance to
complete reflective thinking stage successfully. During problem solving process creating
alterative solutions and evaluating the results and relevant actions should be valued as the vital

characteristics of reflective thinking process (Kizilkaya and Askar, 2009).

It can reasonably be claimed that there is a parallel rise between students’ AMS and reflective
RTSTPS. This parallelism might be related to the fact that students with high achievement
motives are more interested and participative in mathematics course. In line with this deduction
it is likely that a student who is motivated to participate in class activities can develop much

faster and practical methods in problem solving process. Those who put their best efforts to
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reach success are the ones with higher motives for success. Teachers are expected to try hard
to increase their motivation and students’ as well. It would be unreasonable to expect teachers’
with low motives for success to appropriately motivate their students (Umay, 2002). Umay
(2003) in one of his studies found out that freshman students in Elementary Education
Mathematics Teaching department have achievement motives above the average. Bulut (2006)
examined achievement motivations of elementary education second level students towards
mathematics course. It was reported that students whose achievement level was five had higher
states of achievement compared to students with level two, three and four achievement motives.
As seen once motivated students taste achievement they become even more motivated and
students’ state of achievement in mathematics course has positive effect in their achievement
motivation. So long as students study hard for their lesson, their faith towards success
correspondingly rises. A large number of studies identified a strong relation between learning
and motivation (Sahin, Erdogan and Kesici, 2010; Waege, 2010). Endly, the study shown that
students” motivations positively and significantly correlated with the reflective thinking skills.
This findings could bring avaluable contribution to the classroom settings in terms of teacher

and student relationships.
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Review
Emrah Pelvanoglu
Giirol Pehlivan, Dede Korkut Kitabi’nda Yap, Ideoloji \'e Yaratim: Dresden Ve Vatikan Niishalarinin
Mukayeseli Bir Incelemesi. istanbul: Otiiken Nesriyat, 2015.

Dede Korkut, Dedem Korkut ya da Korkut Ata... Bu mitik ozan / bahs1 / saman / velinin
Tiirk kiiltiir tarihinde gok 6zel bir yeri var. Muharrem Ergin’in Dede Korkut Kitabi, Orhan Saik
Gokyay’in Dede Korkut Hikdyeleri, Semih Tezcan ve Hendrik Boeschoten’in Dede Korkut
Oguznameleri adiyla yayimladigi epik halk anlatilarinda Oguzun “temam bilicisi” olarak kutsanan,
boy boylayan, soy soylayan Korkut Ata’nin, 1916 yilinda Kilisli Rifat Bey’in, H. F. Von Diez’in
Dresden yazmasindan kopyaladig1 Berlin niishasini yayimlamasi ile baslayan Tiirkiye macerasi ise
hala devam ediyor. Bilimsel saiklerin 6tesinde ilk yayimlandig: yillardan itibaren sagaltici / onarict
bir milli koken anlatis1 olarak 6nemsenen Dede Korkut anlatilarinin, son yirmi yildir basarisiz
televizyon dizileri ve animasyonlar araciligi ile popiiler kiiltiire de mal edilmeye ¢alisildigina tanik
olduk. Hos bu aci1g1 Sezai Karakog’un Hristiyan eskatolojisinden miilhem siyasal “dirilis /
resurrection” sloganini epik bir tarih fantazmogoryasi ile birlestiren “Ertugrul” kapatmis gibi. Lakin
Amerika kaynakli siiper kahraman fantezilerinin yerini alabilecek Oguz yigitlerinin, Batili zehirden
mustarip Tiirk gengligine sifa verecegini hayal ederken; kan dokiip, bas kesmeyince isim alamayan
bu ortagag cengaverlerinin giiniimiiz degerler egitimi baglaminda ne ifade ettigini pek de
diistinmedik elbet. Nitekim TOBB’un yaptirdig: ve son Dede Korkut yayimi olarak g6z dolduran
Ha 'nim Hey’in Mart 2015°deki lansman toplantisinda konusan bagkan Rifat Hisarciklioglu, Dede
Korkut anlatilarinin “gocuk hikayesi” olarak diisiiniilmesine itiraz etmis ve “Dede Korkut’a bu
sekilde bakmak, zihnimizi ve fikrimizi kiigiik bir alana sikigtirip birakir. Bilakis, Dede Korkut,
biiyiikler i¢in, hatta yoneticiler igin, millet ve {ilkesi i¢in miicadele etmeyi hayat tarz1 olarak
benimseyenler icin, son derece faydali ve degerli bir bagvuru kitabidir” demisti.

Hisarciklioglu’unun konusmasit boyunca Dede Korkut Oguznameleri’ni geg ve ne yazik Ki
ecnebilerce bulunmus bir “bagvuru kitab1” olarak tanimlamasinin sebebini yukarida yayinlarini
belirttigim degerli Tiirkologlarin ¢alistig: filolojik paradigma i¢inde aramak gerekir diye
diistintiyorum. Tiirk¢enin etimolojik problemleri etrafinda ve kadim ve Tiirk olan 6z kiiltiire dair
kayip bir metnin golgesinde degerlendirilen bu kiiltiir hazinesinin biri Dresden, digeri ise
Vatikan’da olan niishalar1 da ayn1 paradigma uyarinca “orjinal”, “dogru”, “yanlis”, “eksik” gibi
nitelemelerle agiklanmistilar.

Pertev Naili Boratav ve ilhan Basgdz gibi duayenler ile baslayan ve Seyfi Karabas, Ocal
Oguz, Metin Ekici, Ozkul Cobanoglu gibi degerli halk bilimcilerin calismalari ile giiglenen

folkloristik paradigma ise Dede Korkut anlatilarin1 sonugsuz bir “6z” arayisindan siyirip, yiizer
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gezer sozlii kiiltiir diinyasi i¢inde ve daha tarihselci bir yaklagimla ele almamizi sagladi. Filoloji,
Dede Korkut anlatilarinin sozl1i kiiltiir baglangiglarini (“kdken” demeyi tercih etseler de) kabaca es
gegmedi elbet ancak yontem farkliligr ve alanin yiiksek kiiltiir arayigi ile motive olan disipliner
koktenciligi anlatilarin “aslinda” birer “anlatma” oldugu ile de yeterince ilgilenmedi. Bu yaziya
vesile olan Giirol Pehlivan’in Dede Korkut Kitabi’inda Yapi, Ideoloji ve Yaratim: Dresden ve
Vatikan Niishalarimin Mukayeseli Bir Incelemesi, iste bu baglamda ortaya konmus degerli ve yeni
bir bagvuru kitabi. Hatta Pehlivan’in ¢alismasi i¢in, Orhan Saik Gokyay’in 1973 yilinda yayimlanan
Dedem Korkud 'un Kitab: baslikli hacimli incelemesinin, ¢agdas folklorist paradigma aracilig: ile
onarilmasidir da diyebilirim.

Bunu yazarken iki gerekgem var. Ilk olarak yukarida da belirttigim gibi Pehlivan’in bir halk
bilimci olmasi ve galigmasinin alameti farikasi olarak nitelendirebilecegimiz “Dede Korkut
Kitab1’nin Yaratim-Aktarimi1” baglikli ti¢lincii boliimiinde de ortaya koydugu gibi anlatilarin sozlii
kiiltiir baglangiglarini temel veri olarak dikkate almis olmasi ve niisha farkliliklarini bu baglamda da
degerlendirmesi. ikinci gerekgem ise Pehlivan’in galismasimin adinda da belirttigi gibi, her iki
niishanin da dayandigi ve sozli kiiltiir anlatmasindan yaziya gegirilmis olan bir “kék metin”in /
“kitabin” varligin1 kabul ediyor olmas1 ki bu kabul tam da Pehlivan’in filolojik disipline yaklastigi
yer. Ancak Pehlivan, Tiirk filolojisinin genelde fail olarak dikkate almadig, alsa bile metnin
orjinalligi etrafindaki bir dizi problem baglaminda degerlendirdigi “miistensih / ¢ekimci”nin,
yaptig1 “ideolojik tercihlerle metnin “kurgusunu” belirleyen bir nevi son iitiicii oldugu goriisiinde:
“[Blana gore, her iki niishanin dayandigi ortak bir yazili metin vardi. Bu metin s6zlii anlatimin
yaziya gecirilmis haliydi. Bugiin elimizde bulunan niishalar, bu ilk metnin miistensihler tarafindan,
bazi1 miidahelelerle yapilmis istinsahlaridir.”

Dede Korkut anlatilarin hem niceliginin / buradaliginin, hem de niteliginin / igeriginin
miistensihlerin failligince agiklanmasi dogal olarak, niishalarin ve dolayisiyla miistensihlerin her
asamada karsilastirildig1 bir ¢alismanin ortaya ¢ikmasini saglamis. Ug béliimden olusan kitap, her
bashigin altinda, dncelikli olarak niisha farkliliklarini agiklamaya yonelik karsilastirmali tablolarla
kotarilmis. Pehlivan’in yonteminin omurgasini olusturan bu tablolar, titiz bir arastirmacinin detay
hassasiyetini ortaya koysa da yer yer islevsiz bir hacim olusturup, okuma zorlugu da yaratiyor.

“Dede Korkut Kitabi’nda Yap1” baglikl: ilk boliimde Pehlivan; Dresden ve Vatikan
niishalarmi “Kurgu”, “Aras6z Kullanimi1” ve “Epitet Kullanim1” baglaminda karsilastirirken, daha
cok yapisalct bir modeli takip ediyor. Kurgu incelemesinin 6ne ¢iktigi bu boliimde Pehlivan, Adam,
Greimas ve Larivaille’den miilhem bir “besli sema” uyarinca anlatilarin olay orgiilerini analiz edip,
niishalar arasindaki farkliliklar1 bu baglamda ortaya koyuyor. “Dede Korkut Kitabi’nda Ideoloji”

baslikli ikinci boliimde ise Pehlivan, etrafinda devasa bir literatiir olusmus “ideoloji” kavramina
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dair yetersiz ve gereksiz bir tanim ¢abasindan sonra, dilbilimci Teun Van Dijk’in “anlatilardaki
sOylem ve ideoloji iligkisi lizerinde ileri siirdiigii diisiinceler’de karar kiliyor. Bu boliimde dnce “Bir
Manifesto Olarak Mukaddime™yi ele alan Pehlivan daha sonra sirasiyla “Dede Korkut Kitabi’nin
Ideolojik Omurgas1” ve “Mesaj Yapis1”n1 analiz ediyor. Bu béliim her ne kadar ideoloji ve séylem
analizi muhteva ediyormus gibi basliklandirilsa da, Pehlivan’in yontemsel aliskanliklarinin uyarinca
birinci boliimiin devamiymis gibi de degerlendirilebilecegini diisiiniiyorum.

Calismanin “Yaratim-Aktarim” baslikli ti¢iincii boliimiinde ise Pehlivan, dnce Dede Korkut
anlatilarinin so6z1i gelenekten kaynaklanan anlatma 6zelliklerini (niisha farkliliklarini da dikkate
alarak) ortaya koyduktan sonra yaratici-aktaricinin kimligi, yarati aktarim zamani Ve ortami
konusunda yukarida belirttigim goriislerini detaylandirtyor. Pehlivan, filolojinin yazili metni
merkeze alan degerlendirme kistaslarina itiraz ederek Dede Korkut anlatilarinin “soz1ii yaratim
sorunu”na bir ¢oziim getirmeye calisiyor. Hem Dresden hem de Vakitan niishalarini sozlii
kompozisyon teorisi (the theory of oral composition) baglaminda degerlendiren Pehlivan’in,
tablolar halinde karsilagtirmali olarak gosterdigi sozlii formiil (“giiz almasi gibi al yanagin”, “kaza
benzer kiz1 gelini”), formiile yakin ifade ve temalarla, anlatilarin anlatma vasfin1 net bir sekilde
ortaya koymakta.

Dede Korkut Kitabi etrafindaki bir diger 6nemli tartisma olan “yaziya geg¢irilis” siirecine
dair Pehlivan’in teorisi ise, s6zlu anlatim ortaminda 0zan / anlaticidan derlenen destanlarin
miisvedde olarak kaydedildigi; hem Dresden hem de Vakitan niishalarinin farkli zamanlarda bu dip
niishadan tiretildigi yoniinde ancak tam da burada bir bagka sorun ortaya ¢ikiyor. Destanlarin eski
Anadolu Tiirkgesi ile soylenmis ve dolayisiyla derlenmis olmasi, eldeki niishalarin kaynag: olan ilk
derlemenin Anadolu’da (Akkoyunlu bolgesinde) gerceklestirildigini gosteriyor. Ancak Dresden
niishasinin bashgmdaki (“Kitab-1 Dedem Korkud ala lisan-1 ta’ife-i Oguzan”), Oguz taifesinin diline
dair konumlandirma ise agik bir oradaliga isaret etmekte. Bu baglamda Pehlivan, Dresden
niishasinin “Anadolu’da derlenen bir dip niishadan, Memlik sahasinda kopyalandigini ve bu
basligin 0 bolgenin temayiillerine uygun sekilde ve miistensih tarafindan atildigin1” diisiiniiyor.

Vatikan ve Dresden niishalarinin ayni dip niishadan kopyalandigini iddia eden yazara gore
bunun en biiyiik kanit1 hatali ve eksik yazimlardaki ortakliklar. Tablolar halinde gosterdigi bu
ortakliklarin yaninda Pehlivan’a gore, niishalar arasindaki malum farkliliklarin asil sebebi de
miistensihlerin yaptiklari bir dizi tercih ile “metinlere” miidahil olmasi. Pehlivan’in karsilastirmali
analizler yoluyla vardigi sonug ise Dresden miistensihin “dip niishay1” oldugu gibi kopyalamaya
calistig1 ve bu ylizden anlatilarin sozIii karakterini daha iyi ortaya koydugu, Vatikan miistensihinin
ise kopyaladigi metne elestirel yaklasip bir dizi miidahalede bulundugu yoniinde. Pehlivan’in

miistensihin modern okur ya da yazar kategorileri ile agiklanamayacak bu ara konumuna isaret
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etmesi ¢ok 6nemli. Bu baglamda onun bulgularindan yola ¢ikarak, Vatikan miistensihinin
elestirelligini, onun yazili kiiltiir formasyonu ile de agiklayabiliriz ki burada da matbaa dncesi yazili
kiiltiir 6zelliklerini, matbaa sonrasi genisleyen okur-yazarlik kategorileri ile ayristirmak ve Vatikan
miistensihinin orta ¢ag diinyasi ile olan kokten bagin1 es gegmemek gerekiyor. Pehlivan’in kitabin
sonuna ekledigi “Dresden ve Vatikan Niishalariin Karsilastirma Tablosu” ise alanda galisan
ogrenci ya da 6gretim {iyesi herkes i¢in miithis bir kolaylik sunuyor; arastirmacilarin bu degerli

caligmay1 takdir edecegi ve gerekli dikkati gosterecegini iimit ediyorum.
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