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Abstract

1t is considered that, albeit implicit, the EU has had an implicit territorial approach from its inception. Europe’s
economic geography is characterized by large regional disparities directly affecting its territoriality. Response to
disparities is regional policy, now called cohesion policy. The concerns on how to tackle territorial dimension of
EU policies more systematically made way for an EU territorial cohesion policy. Everything finalized with ‘Ter-
ritorial Agenda of the European Union, followed by The First Action Programme. This paper is structured by a
descriptive language while deduction method is used. It refers to official documents as well as books, articles and
assessments related to topic. The scope of this paper covers, besides the Agenda itself, background of Territorial
Agenda of EU including territorial cohesion thinking.

Keywords: Territorial Agenda, Territorial Cohesion, Cohesion Policy, Territoriality

1. Introduction

Removing barriers by forming a customs union and establishing the Common Agricultural
Policy (CAP) which is considered as one of the main funding streams of the EU certainly show
that, to paraphrase Faludi (2009), ‘the EU has had an implicit territorial agenda from its incep-
tion’. All these developments make many researchers to consider that, in terms of its aim and
objectives, EU Cohesion Policy as such is not new. However, Albrechts (1997) stresses that the
planning going on at European level is ‘implicit, fragmented, uncoordinated and dispersed in
many sectoral policies. Confirming this statement of Albrechts, Healey (2006) states that the
‘struggle to establish a territorial focus in a government landscape traditionally organized
around functional ‘‘sectors’’... lies at the core of episodes in strategic spatial planning in Eu-
rope.” However, ‘the search for ‘‘territorial’’ or ‘‘area’ ‘‘integration’” means a ‘‘disintegra-
tion’” from some sector priorities, in order to be able to ‘“see’’ an issue from the angle of the
interrelations of activities in particular places.” This is why Faludi (2009) thinks that the battle
lines are thus drawn in the seminal struggle of planning with the sectors over the coherence, in a
spatial or territorial sense, of policies. In order to counteract spatial imbalances, the ESDP
(CEC. 1999) proposes polycentric development and it is obvious that this is continuing to be
part of European Commission’s new thinking. A balanced and sustainable development, in-
voked in the subtitle of the ESDP, refers to polycentric development, a development model
which would provide equality to everybody. It is considered that ESDP brings together a num-
ber of different polices and identifies where investment is needed, aiming to assure more bal-
anced systems on town or cities.

! Asc.Prof.Dr., MSFAU Department of Urban and Regional Planning, Istanbul, Turkey, iclalkaya@yahoo.com
2 Urban Planner, Msc, shqiprim_@hotmail.com
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It is important to stress that the ESDP (European Spatial Development Perspective) also ad-
dresses the competitiveness of Europe. The strategy in the ESDP and its follow-ups aim to have
global economic integration zones develop outside the “pentagon”. Thus, it is considered that
the ESDP foreshadowed territorial cohesion thinking in EU. However, even though Faludi
(2004) considers that 'making and applying the ESDP is an example of Europeanisation’ of
spatial planning, one should know that the ESDP is not an EU document, and it is same for the
Territorial Agenda (in full: Territorial Agenda of the European Union Towards a More Compet-
itive and Sustainable Europe of Diverse Regions). This is why in both instances; the ministers
of the member states gave their blessing at informal meetings called ‘Ministerial’. Relating to
this topic, Evers & Tennekes (2016) state that ‘as the only spatial policy at the EU level consists
of the non-binding informal ESDP and the intergovernmental created Territorial Agenda, which
is more like a political manifesto than real policy’. As known, planning systems in EU are typi-
cally driven by national policies while, according to Newman &Thornley (2002), “each country
has its own set of ideas about ‘town and country planning’, ‘aménagement du territoire’, or
‘raumordnung’”. Member states deny the EU the competence for dealing with spatial or territo-
rial matters, this has led to a compromise which made the ESDP a legally non-binding docu-
ment. In its official document the ESDP is defined as ‘a legally non-binding document, a policy
framework for better cooperation between Community sector policies with significant impacts
and between member states, their regions and cities’ (CEC, 1999). As result, being a non-
binding document, it is considered that ESDP is not taken it very seriously. Conceivably,
though, as regards the competence issue, the Territorial Agenda marks a turning point (Faludi,
2009) and this is important for EU territorial cohesion policies.

1.1. Pre-Discussions

Husson (2002), addressing its forgotten territorial dimension, discusses about a ‘Europe
without territory’ (L’europe sans territoire)— but; what a ‘Europe with territory’ would mean is
not easy to say. On the other hand, not just planning with its controversial competence issue, but
European integration generally is being considered as a contested field. The contest is between
advocates of more integration and defenders of national sovereignty. As known, the EU is a
product of the member states giving up specific powers or ‘competences’, otherwise, member
states regulate their own affairs. However, it is still difficult to consider that policies remain
unaffected by European integration and this is same for spatial planning. Even though it has a
unique experience of integration, as an international treaty-based organization the EU seems
like any regional association. One should consider that all these make the planning subject diffi-
cult, adding the fact that, to paraphrase Faludi (2009), ‘the planning object is no longer a clearly
delineated territory, nor the area for which that subject has a legal mandate and political respon-
sibility’. Since territory is becoming somewhat elusive as a concept, what is the meaning of
pursuing the coherence of all relevant measures as they relate to it? Critically examining Euro-
pean spatial planning leads one to ask fundamental questions about spatial planning as such
(Faludi, 2009).

2. Territorial cohesion thinking and EU territorial cohesion policy

As said above it is considered that the EU has had an implicit territorial agenda from its in-
ception and the view of planning as promoting development has played a role in European inte-
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gration from the start. Thus, the Spaak Report (named after the Belgian foreign minister Paul-
Henri Spaak) laying the foundations of the Treaty of Rome, advocated support for regional de-
velopment, also highlighting the need for coordination between existing and future regional
plans (Faludi: 2009). Treaty of Rome, had proposed two instruments: a fund for financing
measures necessary for regions affected by the Common Market to adapt; and an investment
fund explicitly oriented towards the development of less favored regions; however, the Treaty of
Rome went no further than declaring in the preamble that the member states were anxious ‘to
strengthen the unity of their economies and to ensure their harmonious development by reduc-
ing the differences existing between the various regions and the backwardness of the less fa-
vored regions’ (EEC Treaty, 1957).

As known, Europe’s economic geography is characterized by large regional disparities,
which directly affect its territoriality. Accepting new members from Central and Eastern Europe
has moved disparities center stage to Central and Eastern Europe (The last EU enlargement of
2000-2006) with the most of the funds under the ‘convergence’ objective going to these regions.
Response to disparities is regional policy, now called cohesion policy. While the concerns of
nation states for unbalanced development have been reflected in the monitoring of regional pol-
icies since the Second World War, funding for European regional policy does not exist until the
mid-1970s. This was only possible with joining of United Kingdom, together with Denmark and
Ireland to the Union. If the amount of the European Regional Development Fund (ERDF) had
increased at a reasonable level, it would have been possible after the European Act of 1986 un-
der the Structural Funds. 1986 Single European Act aim to economic and social cohesion of EU.

When it comes to disparities in Eastern Europe’s regions Faludi (2009) states that ‘when the
Iron Curtain fell, the French understood immediately that the center of gravity in Europe was
about to shift east. This was at a time when the position of DATAR had become precari-
ous...Datar was looking for a new rationale of its existence and found this by conceptualizing
the situation of the French territory in the emergent European context. It is in this context that
the blue banana saw the light of day. The blue banana is a French concept from the late 1980s’.
What follows is recasting that ESDP made to the blue banana by recasting it into the pentagon
London—Paris—Milan—Munich—-Hamburg and identifying it as the only ‘global economic inte-
gration zone’ of the EU. Used to be called the ‘20—40-50 pentagon’, the pentagon area covered
20% of the territory, 40% of the population and 50% of total GDP of EU. If we consider these
zones in context of territoriality and globalization, Sassen (2000) thinks that an interpretation of
the impact of globalization as creating a space economy that extends beyond the regulatory ca-
pacity of a single state is only half the story; the other half is that these central functions are
disproportionately concentrated in the national territories of the highly developed countries.
Further, Cabus & Hess (2010) elaborate this issue by stressing that it is considered that global
territorial competition is reinforcing individual cities and regions by developing complementary
networks between one another (Castells, 1993), while there is also the institutional approach, in
which the development within regions and nations of underlying public and private supporting
networks for economic activities is the main accent for success in local economic development
(Cooke, 1993). In order to deal with such a concentration of economic activity, the ESDP aimed
to promote polycentric development by encouraging the growth of global economic integration
zones outside this European core. Finally, there are ‘costs of non-coordination’ of the sector
policies’ incoherence that regard space. Dealing with this, ESDP aims to fit policies into some
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overall spatial framework and this is its classic spatial planning message. According to Faludi
(2009), within this context, those responsible for national, regional and local planning should
formulate strategies or spatial visions, while the call for integrated strategies is a key message of
the ESDP. The capacity to do so is part of what is being described as ‘territorial capital’ in the
scoping document of the 25-member states of the EU preparing the ‘Territorial state and per-
spectives of the European Union’ to be discussed below.

We should stress the fact that European Parliament continues to be supportive of spatial
planning or territorial cohesion policy. It has given favorable opinions on the ESDP, as same as
it did with Territorial Agenda and the Leipzig Charter.

When it comes to post 2000 developments; the Treaty establishing a Constitution for Europe
says in Art. I-3 that the Union ‘shall promote economic, social and territorial cohesion and soli-
darity among Member States’, and Art. III-14 (The policies and functioning of the Union) lists
territorial cohesion as a shared competence of the EU and the Member States (Faludi, 2006).
Related to this, Medeiros (2016) considers that, although the Cohesion Policy of EU, with the
main goal of promoting a more cohesive EU territory from a socioeconomic perspective, oper-
ates since 1988 and its ‘territorial dimension’ was always present in several elements, it was
only after signing the Lisbon Treaty (2009) that its scope was formally broadened by the inclu-
sion of the territorial dimension of cohesion, alongside the social and economic dimensions.
Territorial cohesion can also be found in Art. 36 on services of general economic interest of the
Charter of Fundamental Human Rights - adopted at the Nice European Council in 2000- and
this make researchers to consider that, albeit weak, there would be a basis for territorial cohe-
sion policy even if the Constitution were to disappear without trace.

Faludi (2006) states that during Michel Barnier’s term as European Commissioner for re-
gional policy, the Commission invoked territorial cohesion as if it were already an area of EU
policy, and it reflected on the second Cohesion Report (CEC, 2001a) which devoted a whole
chapter to this issue. It followed by the ‘Interim Territorial Cohesion Report’ based on the work
of the European Spatial Planning Observation Network (ESPON). Even though there is no offi-
cial definition of what territorial cohesion means, Faludi (2006) considers that the message re-
peated over and over again is that it complements the economic and social cohesion goal and
harmonious and balanced development of the Union as stated in the Treaty. In the other hand,
the Lisbon Strategy aims to turn Europe into the most competitive area of sustainable growth in
the world and it is considered that the Territorial cohesion policy should contribute to it.

2.1. EU territorial cohesion policy

Considered as a French concept, the territorial cohesion made its first appearance in Art. 16
of the Treaty of Amsterdam (1999) where the latter recalls ‘the place that ‘‘economic services
of general interest’” have in the common values of the Union and the role they play in the pro-
motion of social and territorial cohesion of the Union’ (Faludi, 2009). Merits for this develop-
ment belong to Michel Barnier from France, Commissioner for regional policy from 1999 to
2004.

Even though the Constitution did not give a definition of territorial cohesion (Faludi 2005)
distinguishes four elements in it: the quest for equity, competitiveness, sustainability and good
governance., while Waterhout (2008, pp. 94—122) talks similarly about four discourses in terri-
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torial cohesion: ‘Europe in balance’, ‘Competitive Europe’, ‘Green and clean Europe’, and ‘Co-
herent European policy’, with the last storyline which is considered to relate to the rationale of
spatial planning.

The goal is to ensure coordinated steps in these issues, coordination which at a minimum
should prevent the counteracting of EU-funded projects. ESDP’s ‘spatial approach’ subsumes
all of it. Relating to the other three storylines also present in the ESDP, researchers do not see
that much differences between the substance of territorial cohesion and spatial development
policy. The White paper on European governance (CEC, 2001b) particularly recommends the
ESDP for giving shape to the ‘Coherent European Policy’ discourse (Faludi, 2009), while the
working group of the Commission services contributing to this white paper proposed an ‘indica-
tive, periodic strategic orientation document ... for the coordination of Community policies and
their impact: the European Scheme of Reference for Sustainable Development and Economic,
Social and Territorial Cohesion’.

First draft of the Community strategic guidelines appeared in 2004, when Constitution in
coming seemed to recognize the EU competences on territorial cohesion policy. At that time,
cohesion policy reinvented itself as an instrument of the Lisbon Strategy, considered as a reflec-
tion of the Commission towards the ‘Sapir Report’ (Sapir et al., 2003) on EU economic govern-
ance, which claimed that payouts to less favored regions failed to enhance competitiveness.

3. An ‘evidence-based’ Document as Precursor of the Territorial Agenda

Faludi & Waterhout (2006) consider that the idea of invoking evidence of policies’ impacts
is an old one, with antecedents going back to Patrick Geddes and beyond but its current revival
has been stimulated by ‘New Labour’ coming into power in the UK and pursuing a philosophy
of ‘what works is what matters’ (Clarence, 2002). Even though the ESPON had been set up to
provide the analytical base for amplifying the ESDP agenda, it did not get off the ground before
2002 under the umbrella of INTERREG. It firstly covered EU 15, then the EU 29 territory (27
EU Member states plus Norway and Switzerland) and from early 2008, ESPON 2013 operates
under its new title ‘European observation network for territorial development and cohesion’
(ESPON, 2007). With enhanced funding and with its well-oiled machine, it is one of the fixtures
in the substructure of the evolving EU territorial cohesion policy (Faludi, 2009). Under ESPON
2006, which was subject to the ERDF, projects came categories as below:

e Thematic studies relating to main ESDP themes, from polycentric development to natural
and cultural heritage.

e Impact studies of EU-sector policies, from transport to pre-accession aid and programmes
to promote development in countries with no immediate prospect, or no prospect at all, of
joining—countries being the beneficiaries of what is called ‘neighborhood policy’.

e Coordinating, so-called cross-thematic studies (Faludi, 2009).

Considering the impact studies serve the objective of demonstrating that, given their territo-
rial impacts, sector policies had to be coordinated within some kind of spatial or territorial
framework Faludi (2009) also considers the logic underlying the Territorial Agenda as an evi-
dence-based document has, rather been that of objective, scientific information providing an
unambiguous and thus unquestionable basis for action. In other side, considered as an im-
portant element in the ‘learning machine’ of European spatial planning, ESPON 2006 is also
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considered that it had created added value for the scientific community, but less so for practi-
tioners. This brought out recommendations for ESPON to increase the value for them, to give
more focus to the program and to tackle with topical problems by providing simple solutions to
them.

4. The making of the territorial agenda

There was a series of Ministerial elaborating various drafts of the “Territorial Agenda” while
all the process started with the Committee on Spatial Development, who had been involved in
making the ESDP, convening in the margins of meetings and producing a document on ‘Manag-
ing the territorial dimension of EU policies after enlargement’ (Expert Document, 2003). It is
important to stress that in that time the Constitution, comprising also the territorial cohesion
policy, was about to take form.

A so-called scoping document - product of drafting group which worked under the auspices
of the Coming Presidencies Group- formed the basis for what later became the document ‘Terri-
torial state and perspectives of the European Union’ (Territorial State, 2007) and subsequently,
the Territorial Agenda. The scoping document argued for territorial development policies to
help areas to develop their ‘territorial capital’, with its substantive priorities focusing on
strengthening polycentric development and urban—rural partnership, promoting clusters of com-
petitive and innovative activities, strengthening trans-European networks etc.

Although the Territorial Agenda and the Territorial State and Perspectives processes were
running in parallel, the attention was gradually shifting to the Territorial Agenda, various drafts
of which defined it as a strategic document with concrete proposals for contributing to the Lis-
bon Strategy. The drafts also called the European Council to discuss the Territorial Agenda,
during the Slovenian presidency in the spring of 2008. As known, spring councils are tradition-
ally devoted to discussing progress of the Lisbon Strategy, and this is considered as the first
time that territorial issues would receive attention from this distinguished assembly. Even
though the drafts of the Territorial Agenda of late 2006 invited the Commission to publish a
communication on territorial cohesion, the January 2007 draft no longer did so. The drafts also
asked for measures to ensure that the territorial impact of EU and national policies be consid-
ered in policy making, amounting to a form of territorial impact assessment (TIA). Just to re-
member, it is considered by Faludi (2009) that in one form or another, TIA had been on the
wish list since the days of the ESDP and ESPON had subsequently produced interesting pro-
posals for relating TIA to various dimensions of territorial cohesion.

Expressing support for territorial cohesion policy under the Constitution, these drafts also
identified the key actions for the future. These key actions, to summarize, relate to: Promoting
more territorially coherent EU policies, the well-known basic rationale of spatial planning, More
focusing in the ESPON 2013 program, Territorial issues to play a more prominent role in the
context of the implementation of the national strategic reference frameworks and the mid-term
evaluation of the Structural Funds programs 2007 -2013, as well as the national reform plans
under the Lisbon Strategy and Reviewing the Territorial Agenda in 2010.

4.1. The Territorial Agenda, substantive policies and institutional proposals
The final Territorial Agenda document runs to 11 pages and comes in below mentioned four
sections:
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e Section I: Future Task: Strengthening Territorial Cohesion, stating that tomorrow’s terri-
torial challenges need immediate attention.

e Section II:New Challenges: Strengthening Regional Identities, Making Better Use of Ter-
ritorial Diversity

e Section III: Territorial Priorities for the Development of the European Union outlining new
territorial priorities for the EU.

e Section IV: Implementing the Territorial Agenda identifying actions to implement the
Territorial Agenda.

The Territorial Agenda, substantive policies of which are discussed in Sections I to III, did
not even attempt to conceptualize the shape of territorial of EU, something what ESDP tried to
do. One could figure out that it would have been difficult to do this without maps, while not
containing any map is a characteristic of Territorial Agenda. Relating to this point, Faludi
(2009) considers that, where the ESDP may be considered to have been a planning document,
albeit unclear, the Territorial Agenda is nothing of the kind.

Section I, explains territorial cohesion as a permanent and collaborative process involving
various actors and stakeholders, and focuses on how regional adaptation policy can contribute to
Lisbon and Gothenburg Strategies. Everything begins by stating that "the EU is based on confi-
dence in economic, social and ecologically progressive progress. EU Member States come to-
gether to operate a unified economy, which is about one third of the world's Gross Domestic
Product. It is this economic power as well as a territory covering more than 4 million km2 and a
population of 490 million inhabitants in a variety of regions and cities, which characterizes the
territorial dimension of the EU.” (Territorial Agenda, 2007). The second paragraph qualifies the
Territorial Agenda as an action-oriented political framework prepared by ministers responsible
for spatial planning and development together with the European Commission, for their future
cooperation purposes. It also states that Agenda will contribute to sustainable economic growth
and job creation as well as social and ecological development in all EU regions (TA 2007) and
it supports both the Lisbon and the Gothenburg Strategies of the European Council. What con-
tinues is the next paragraph stating that the Agenda supports the promoting a polycentric territo-
rial development of the EU, with a view to making better use of available resources in European
regions (Territorial Agenda, 2007). By this the Territorial Agenda aims to help, in terms of terri-
torial solidarity, to secure better living conditions and quality of life with equal opportunities,
oriented towards regional and local potentials, irrespective of where people live — whether in the
European core area or in the periphery (Territorial Agenda, 2007). The first section of the
Agenda ends by stressing that “based on articles 2, 6, 16 and 158 included in the EC Treaty,
territorial cohesion has been considered as the third dimension of Cohesion Policy.

Section II begins by identifying six challenges more or less as identified in the March draft,
but in contrast to that draft, where it still came third, the geographic concentration of activities
caused by market forces and its dislocating effects has disappeared from the final version (Falu-
di, 2009). It also states, and this is very important, that territorial cohesion is a prerequisite of
sustainable economic growth and job creation. Six challenges mention in the Agenda, to sum-
marize what is said in document, relate to regionally diverse impacts of climate change on the
EU territory and its neighbors; energy inefficiency and different territorial opportunities for new
forms of energy supply; accelerating integration of regions, including cross border areas, in
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global economic competition; impacts of EU enlargement on economic, social and territorial
cohesion; overexploitation of the ecological and cultural resources and loss of biodiversity; ter-
ritorial effects of demographic change (especially aging) as well as in and out migration and
internal migration on labor markets. Given these challenges, the territorial cohesion of the EU is
considered as a prerequisite for achieving sustainable economic growth and implementing social
and economic cohesion — a European Social Model (Territorial Agenda, 2007) and is regarded
as an essential task and act of solidarity to develop preconditions in all regions to enable equal
opportunities for all citizens and development perspectives for entrepreneurship (Territorial
Agenda, 2007). The ministers also consider that the Territorial Agenda will help to strengthen
the global competitiveness and sustainability of all regions of Europe, a goal which is in accord-
ance with the renewed Lisbon Strategy agreed by Member States in 2005.

The first paragraph of Section III states that “The Territorial Agenda builds upon the three
main aims of the European Spatial Development Perspective (ESDP), which remains valid,
namely

e Development of a balanced and polycentric urban system and a new urban-rural part-
nership;

e Securing parity of access to infrastructure and knowledge;

e Sustainable development, prudent management and protection of nature and cultural
heritage.” (Territorial Agenda, 2007).

By recounting the above mentioned three policy guidelines for the spatial development of the
EU according to the ESDP, the Agenda positions itself as a follow-up. It continues with the list
of the priorities for developing the EU territory, a list which, to summarize, contains priorities
about strengthening Polycentric Development and Innovation, strengthening the Partnership and
Territorial Governance between Rural and Urban Areas, Promoting Regional Clusters of Com-
petition and Innovation in Europe, Strengthening and Extending Trans-European Networks,
Promoting Trans-European Risk Management including the Impacts of Climate Change etc.

What follows is the section IV, named as Implementing the Territorial Agenda. It addresses
European institutions as well as the member states by pointing out what they need to do to pur-
sue the Territorial Agenda. In this context, it calls the European institutions to pay more regard
to the territorial dimension of policies.

By recommending that “the ESPON 2013 Programme, in close cooperation with the Europe-
an Commission undertake a more in-depth analysis of the effects of EU Policies on territorial
cohesion’, the importance of close cooperation of ESPON, with URBACT programs and Urban
Audit is highlighted and, in this context, Territorial Agenda demands for more focus in the ES-
PON 2013 program.

Concerning with the Actions for strengthening territorial cohesion in EU member states,
Paragraph 36 of the Agenda stresses the importance of integration territorial dimension to cohe-
sion policies in both European and nation level by stating that “We will commit ourselves, with-
in our competences, to integrate the political priorities of the Territorial Agenda as well as the
territorial aspects of the Community Strategic Guidelines on Cohesion Policy 2007-2013 in
national, regional and local development policies. In view of the conclusions of the Seminar on
Governance of Territorial Strategies, held under the Austrian EU Presidency in June 2006 in
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Baden, integrating regional dimension with the strategic processes that support the alignment
policy at EU and national level (Territorial Agenda, 2007) is recommended.

It is obvious that the longest list of follow-up actions taking place in the fourth section of
Agenda relates to the ministers’ own work program, with the paragraph 40 stating that; as a first
step in their joint activities and as follow-up to the 2007 spring European Council, minsters
commit themselves, within their competences, to contribute to a sustainable and integrated cli-
mate and energy policy in the EU. The ministers intended also to facilitate the debate from a
territorial point of view on a long list of EU dossiers which can be summarized as; Debate on
the Lisbon Process Post 2010, The 2010 Midterm Review of Cohesion Policy, The 2011 Rede-
velopment of the EU Sustainable Development Strategy (SDS), The ongoing Debate on the 7th
Environmental Action Program of the EU, The Debate on the Transport Policy Post 2010, The
Ongoing Debate on The Neighborhood Policy (Territorial Agenda, 2007) etc..

The next paragraph (paragraph 42) asks the coming EU Presidencies, Member States and all
relevant institutions as well as other stakeholders to implement the actions set out in the Territo-
rial Agenda 2008, Ministers also welcome the initiative of the Portuguese EU Presidency to
facilitate the implementation of the Territorial Agenda by working out the first Action Program
(to be discussed below) as well as the will of the Slovene EU Presidency to initiate its imple-
mentation through its activities (TA 2007).

Besides this, in paragraph 45 ministers ask the coming Hungarian EU Presidency to evaluate
and review the Territorial Agenda in the first half of 2011.

4.2. First Action Programme

‘First Action Programme for the Implementation of the Territorial Agenda of the EU’ (First
Action Programme, 2007) was adopted on 23 November 2007 during the informal ministerial
meeting on territorial cohesion and regional policy, hosted by Portuguese presidency in the
Azores.

After four drafts, the end version of the First Action Programme was submitted to the minis-
ters of spatial planning, containing below mentioned seven political commitments:

1. Implementing the Territorial Agenda in our own areas of competence.

2. Influencing EU key dossiers.

3. Giving a territorial/urban dimension to sectoral policies.

4. Strengthening multi-level territorial governance in the EU.

5. Implementing a communication and awareness raising strategy on territorial cohesion.
6. Understanding the territorial state, perspectives, trends and impacts.

7. Coordinating and monitoring the First Action Programme implementation.

The “Implementing the Territorial Agenda in our own areas of competence” commitment,
among others, states that in the First Action Programme ministers define actions aimed to pro-
mote the integration of the territorial priorities of the Territorial Agenda in national, regional
and local spatial development policies, to foster better coordination between territorial and ur-
ban policies. It also states that actions will be taken to assess how the Territorial Agenda is be-
ing taken into consideration during the implementation of the National Strategic Reference
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Frameworks and the Operational Programmes, as well as in the National Reform Programmes
for pursuing the Lisbon Strategy (First Action Programme, 2007).

In following commitments ministers commit themselves to ensure that the territorial dimen-
sion is adequately taken into consideration when assessing current policies and designing the
future policies of the European Union and to cooperate with sectoral policy-makers and compe-
tent institutions, in order to promote adequate consideration of the territorial and urban dimen-
sions in the design and implementation of sectoral policies (First Action Programme, 2007).

In commitments; multi-level governance is considered as a fundamental tool for a balanced
spatial development of the European Union and the importance of territorial cohesion to the
implementation of the Lisbon and Gothenburg Strategies, towards a more competitive and sus-
tainable Europe (First Action Programme, 2007) is highlighted. This document recognizes the
need for information and knowledge on the territorial state, perspectives, trends and impacts of
territorial policies in the European Union and the Member States (Program), in this context, the
importance of ESPON is highlighted again.

Finally, in last commitment named ‘Coordinating and monitoring the First Action Pro-
gramme implementation’, ministers commit themselves, within their means and competences, to
gathering and providing the resources and the organization needed to coordinate and monitor
the implementation of the First Action Programme (First Action Programme, 2007). In follow-
ing, the Programme evolves context, including the adoption of the Lisbon Treaty which has
included territorial cohesion as the third dimension of cohesion policy, stating that it would be a
shared competence. The next section identifies the below mentioned guiding principles for the
implementation of the Territorial Agenda:

1. Solidarity between regions and territories (in line with paragraph 3 and paragraph 8 of the
TA 2007)

2. Multi-level governance (in line with paragraph 5 and paragraph 17 of the TA 2007)

3. Integration of policies (in line with paragraph 10, paragraph 11, paragraph 23 and paragraph
27 of the Territorial Agenda 2007)

4. Cooperation on territorial matters and (in line with paragraph 35 of the TA 2007)

5. Subsidiarity (in line with paragraph 30 and paragraph 33 of the TA 2007).

The third section has to do with the purpose, the time frame and the scope of the Action Pro-
gramme.

As it is stated in the Program, the main purpose was to provide a framework to facilitate im-
plementation of the Territorial Agenda and to provide ministers, European institutions and all
other concerned stakeholders with a long-term basis for formulating common territorial policies.
Furthermore, it aims to ensure that the territorial dimension is adequately taken into considera-
tion when assessing current policies and designing the future policies of the European Union
and bearing in mind the up-coming EU budget review (First Action Programme, 2007). The
Action Programme also related to actions targeted at specific institutional actors and stakehold-
ers, with a time horizon until the first half of 2011, when the Territorial Agenda would come up
for review (Faludi, 2009). While there are EU dossiers which emerge priority treatment:

e The debate on the Lisbon process post-2010;
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e The 2010 midterm review of Cohesion Policy and the debate on the Cohesion Policy
post-2013;

e The Transport Policy post-2010;

e The 2010 midterm review of the EU Rural Development Policy;

e The 2011 redevelopment of the EU Sustainable Development Strategy

The fourth section specifies ‘lines of action and actions. Reflecting the seven political com-
mitments outlined above, the First Action Programme is constructed by five lines of actions,
which, to summarize, contain implementing the Territorial Agenda in the areas of competence
of the Ministers at both instances, influencing EU key-dossiers and giving a territorial/urban
dimension to sectoral policies; strengthening multi-level territorial governance at both levels
(EU and member states), comparing and assessing the territorial state, perspectives, trends and
policy impacts in the European Union and Member States from the point of view of territorial
cohesion and sustainable spatial development, coordinating and monitoring the First Action
Programme implementation, assessing and reviewing the Territorial Agenda and the First Ac-
tion Programme and developing a communication and awareness raising strategy on territorial
cohesion and sustainable spatial development (First Action Programme, 2007). There is consid-
ered at First Action Programme that the implementation of these actions should contribute to, to
summarize what is said in document, better coordination between the spatial policies of the
Member States by introducing a European dimension, improved coherence between EU policies
and the spatial development policies within the Member States by influencing EU policies from
a territorial cohesion point of view, better understanding of the spatial system and territorial
trends at EU level, improved coordination and participation of all sectors towards a more re-
sponsive territorial governance.

5. Conclusion

Although the EU has had an implicit territorial approach from its inception and the view of
planning as promoting development has played a role in European integration from the start,
the territorial cohesion, which is considered as a French concept, made its first appearance in
Art. 16 of the Treaty of Amsterdam (1999). In following, a so-called scoping document formed
the basis for what later became the document ‘Territorial State and Perspectives of the European
Union’ (Territorial State, 2007) and subsequently, the Territorial Agenda. The scoping docu-
ment argued for territorial development policies to help areas to develop their ‘territorial capi-
tal’, with its substantive priorities focusing on strengthening polycentric development and ur-
ban—rural partnership, promoting clusters of competitive and innovative activities, strengthening
trans-European networks etc.

The final document of Territorial Agenda which runs to 11 pages and comes in four sections,
starts by explaining territorial cohesion as a permanent and collaborative process involving var-
ious actors and stakeholders, and focuses on how regional adaptation policy can contribute to
Lisbon and Gothenburg Strategies. Section II identifies six challenges which, to summarize,
relate to regionally diverse impacts of climate change; energy inefficiency and new forms of
energy supply; accelerating integration of regions, including cross border areas, in global eco-
nomic competition; impacts of EU enlargement on economic, social and territorial cohesion;
overexploitation of the ecological and cultural resources and loss of biodiversity; territorial ef-
fects of demographic change (especially aging) as well as in and out migration and internal mi-
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gration on labor markets. Given these challenges the territorial cohesion of the EU is considered
as a prerequisite for achieving sustainable economic growth and implementing social and eco-
nomic cohesion— a European Social Model. By recounting policy guidelines for the spatial
development of the EU according to the ESDP, the Agenda positions itself as a follow-up in
section III. What follows is the section IV which addresses European institutions as well as the
member states by pointing out what they need to do to pursue the Territorial Agenda. In this
context, it calls the European institutions to pay more regard to the territorial dimension of poli-
cies.

‘First Action Programme for the Implementation of the Territorial Agenda of the EU’ (First
Action Programme, 2007) was adopted on 23 November 2007 during the informal ministerial
meeting on territorial cohesion and regional policy, hosted by Portuguese presidency in the
Azores. The end version of the First Action Programme was submitted to the ministers of spa-
tial planning, containing seven political commitments, including: ‘Giving a territorial/urban
dimension to sectoral policies’ and ‘Strengthening multi-level territorial governance in the EU’.
Fostering better coordination between territorial and urban policies, assessing current policies
and designing the future policies of the European Union, cooperating with sectoral policy-
makers and competent institutions are among other commitments. Further, multi-level govern-
ance is considered as a fundamental tool for a balanced spatial development of the European
Union and the importance of territorial cohesion to the implementation of the Lisbon and
Gothenburg Strategies, towards a more competitive and sustainable Europe is highlighted.

The above elaborated Territorial Agenda was followed by a process of evaluation and re-
viewing which was executed under Hungarian EU Presidency in 2011, while between these two
agendas stands the report of the European Parliament (EU Parliament, 2008), which actually
made way for evaluation in question. Defining itself as an action-oriented policy framework to
support territorial cohesion in Europe as a new goal of the European Union introduced by the
Treaty of Lisbon (Art 3.TEU) and stating that it outlines objectives in accordance with the time
horizon of major policy documents until 2020, the revised TA calls on reflecting to changed
circumstances, especially in the light of the economic crisis and enlargement. It also calls on
focusing in certain priorities, reflecting the changed challenges and policy context. Due to its
limited scope (focusing in emphasizing the first Territorial Agenda as turning point in territorial
cohesion policy of EU) this paper didn’t say anymore about revised Territorial Agenda, but it
will be addressed in a separate article or paper, due to its high importance in terms of tracing
territorial cohesion policies and spatial planning at EU level.

Finally, TA 2007 demonstrates the continuity of the Community Policies’ goal towards in-
creasing regional cohesion, global competitiveness and sustainable development, as well as
taking forward ESDP, a common spatial development document based on voluntary initiatives,
pointing out the importance of giving a territorial dimension to community policies. In this con-
text, the territorial agenda opens a new era in cohesion policies which evolve by including re-
gional policies and a territorial dimension. At the same time, it shows the increasing interest
towards spatial planning at the EU level.
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Abstract

The majority of the studies that analysed the use of cohesive devices relied on Halliday and Hasan’s (1976)
model, which was acknowledged to be the most comprehensive model of cohesion. Reviewing the previous stud-
ies has revealed that research has fallen short of analysing the links between the text and the contextual world,
including culture, for example. This paper introduces the concepts of the cohesive devices based on the 1976
model with reference to examples from English and Arabic. Then, the paper builds on the 1976 model and ex-
pands it based on suggestions proposed by different authors, and introduces the new tool: construction-based
cohesion.

Keywords: cohesive devices; text cohesion; text analysis, discourse analysis; a comprehensive model of cohesion

1. Introduction

Halliday and Hasan’s 1976 model of cohesive devices has so far been used in a significant
number of studies (e.g. Abu-Ayyash and McKenny 2017; Guna and Ngadiman 2015; Karadeniz
2017; Rostami, Gholami and Piri 2016); Comprehensive as it is in depicting the ties that exist
between various parts of the text (Moreno, 2003; Xi, 2010), the 1976 model has not been re-
vised for adaptation since its inception, probably because it has been perceived of as ‘the best
known and most detailed model of cohesion available’ (Baker 2011, p. 180).

Generally, cohesive devices fall into two broad categories: grammatical and lexical.
Grammatical cohesion includes reference, substitution, ellipsis and conjunctions, whereas lexi-
cal cohesion involves vocabulary ties, such as repetition, synonymy and hyponymy. This paper
discusses the adaptations that can be integrated into the 1976 model with the aim of building an
all-encompassing instrument of cohesive devices that can be used in different ways and domains
in textual analysis, one of which is the analysis of students’ academic writing. The sources of
these adaptations will be the suggestions made by different authors in the literature in addition
to the writer of this paper’s proposal.

Cohesion occurs whenever the interpretation of a linguistic item is dependent on another, in
what is referred to as fie (Halliday and Hasan 1976). Consider the following example of this
relationship:

[1] ‘ Mary won the competition. She trained hard for it.

In [1], She cannot be decoded except by referring to another linguistic item, which is Mary.
The present paper seeks to come to grips with all the ties that are likely to be found in texts by
reviewing the literature written on these relationships and by introducing one more cohesive tie

! Assistant professor — Faculty of Education, The British University in Dubai, UAE

Copyright © 2015 by IJSSER
ISSN: 2149-5939



106

Abu-Ayyash, E.A.S. (2019). Proposing a comprehensive model of cohesive devices to investigate the
quality of students’ academic writing. International Journal of Social Sciences and Education Research, 5(2),
105-111.

that was not addressed before. The significance of this endeavor stems from the possibility of
broadening the scope of students’ writing assessment to include all the mechanisms possible as
far as cohesive devices are concerned.

Acknowledging the seminal contribution of Halliday and Hasan (1976) to text analysis, this
paper proposes the adaptation of the model in order to build a comprehensive instrument of
cohesion. In essence, this paper endeavors to answer the following question: What are the adap-
tations that can be incorporated into Halliday and Hasan’s (1976) model of cohesive devices and
that can lead to a comprehensive model of cohesion?

2. Literature on cohesive devices

This section introduces the definitions of, examples on and the proposed adaptations to the
cohesive devices model. According to Halliday and Hasan (1976), cohesive devise include ref-
erence, substitution, ellipsis, conjunctions, and lexical devices (e.g. reiteration and collocation).
The following review discusses all these categories and all the suggested adjustments.

Reference

Halliday and Hasan (1976) maintain that reference can be of two types: exophoric and endo-
phoric, and endophora can be represented in texts using anaphora or cataphora. To elucidate
these categories, consider the following examples:

[2] ‘ Send it to them.
(3] ‘ Susan did ser homework alone. She spent three hours doing it.
[4] ‘ He had no other choice. Ahmed had to change his flat.

In [2] it and them cannot be interpreted except by considering contextual factors, which
makes the two linguistic items examples of exophoric reference. In Arabic, this type of refer-
ence holds in examples like <llis <Ll (I met him there), where the interpretation of 7, him and
there call for contextual factors. Examples [3] and [4] are examples of endophoric reference
since the bold faced pronouns can be decoded depending on the text itself without the need for
contextual clues. In [3] &er, she and it are instances of anaphora as they can only be decoded by
going back in the text, whereas in [4] He is cataphoric because its interpretation involves mov-
ing forward in the text.

Distinguishing context from culture, Paltridge (2012) suggested that linguistic items that call
for the readers’ cultural awareness in order to be decoded should be distinguished from those
that call for contextual clues. Therefore, he introduced homophora, which roughly refers to ties
that hold between linguistic items and culture. To elaborate on this, consider the word ‘pilgrim-
age’ in this example: Sam performed pilgrimage last year. In this example, in order to under-
stand what ‘pilgrimage’ refers to, some cultural knowledge is needed on the part of the reader,
because this expression involves a ritual that is distinct based on the religion or belief according
to which it is performed.

Cutting (2008) added the category of associative reference, which involves a noun phrase that
is linked to entities that are associated with another noun phrase in the same text. Cutting (2008)
introduced the following example (p. 10):
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[5] Youtube is a popular video sharing website where users can upload, view and share

video clips.

Although Arabic shares with English the majority of the categories described above, one

should not be oblivious of the substantive discrepancies between the two languages in the pro-
noun system at the levels of number and gender (Alfadly and Aldeibani 2013; Wightwick and
Gaafar 2005). For example, while English has seven subject pronouns, Arabic has double the

number. Consider Table 1 below for these differences:

Table 1. English and Arabic subject pronouns

English pronoun Corresponding Arabic pronoun(s)
I Ul
He (Jalall) 5o
She (Jlall) &
It (Jladl i) 5o
(Bl (2
We O3
You Gl el il ol ol
They G claa can

Still, in both languages the referent of the pronoun can be interpreted exophorically, homophor-
ically or endophorically.

Ellipsis

Ellipsis is a cohesive device that involves the deletion of items that can be retrieved from
elsewhere in the text (Hoey 2001). Examples of this cohesive device as per the 1976 model are
presented below:

[6] ‘ This isn’t her brother’s car. It is her own.
[7] ‘ She will make it and win. I am fully confident she will.
[8] ‘ Have they attended the party? Yes.

The example in [6] is an instance of nominal ellipsis since the deleted item is the noun fault.
[7] is an example of verbal ellipsis with part of the verb (make) deleted, and [8] is an instance of
clausal ellipsis since a whole clause is omitted.

A number of adjustments related to ellipsis have transpired. While the majority of research-
ers stressed that ellipsis can only be anaphoric (e.g. Crystal 2006; Halliday and Matthiessen
2014), McCarthy (1991) confirms that English does have cataphoric ellipsis as illustrated in [9]
where to retrieve what has been deleted after ‘could’, the reader has to move forward in the text.

[9] ‘ If you could, I’d like you to be back here at five thirty (McCarthy 1991, p. 43).

Thomas (1987) was concerned with the various guises of verbal ellipsis, and introduced two
more subdivisions based on the nature of deletion. These two divisions were echoing and auxil-
iary contrasting, which are presented in [10] and [11] respectively.
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[10] A: Is he joining our team?
B: Yes, he is.

[11] A: Is he joining our team?
B: He already has.

This classification, though, may not apply to all languages, particularly those which do not have
auxiliary verbs, such as Arabic.

Substitution

Substitution has much in common with ellipsis, except that it involves the replacement of the
noun with linguistic items, such as one and ones (nominal substitution), the replacement of the
verb with items like do and does (verbal substitution), or the replacement of the clause with

words like so and not (clausal substitution). Arabic houses equivalent substituting items, such as
saa/ 4 Jediand <lS

Quite understandably, while substitution was described in terms of anaphora, it is unwise to
rush for generalisations, as the author of this paper located an instance of what can be consid-
ered as cataphoric substitution. Consider the following example for clatification:

[12] The Italians got this one right. Last week,...Their tweets,..., included...(Friedman
2015)

Conjunctions

The four categories introduced in the 1976 model of cohesive devices (adversatives, addi-
tives, causal and temporal) went on an adaptation spree, most probably because it is difficult to
generate an exhaustive list of the entire range of conjunctions (McCarthy 1991). Table 2 deline-
ates the last list of conjunctions in English and Arabic.

Table 2. Types of conjunctions

Conjunctions English examples Arabic examples Source

Appositive that is sl "ay/

Clarifying at least JY) e /alaa al’aqall/

Additive And 5 /wa/ Halliday and Hasan (1976)

Adversative But S /laakin/

Varying as for i ’ammaa/ Halliday and Matthiessen

Matter Here U /hunaa/ (2014)

Manner Similarly Jills /bilmithl/

spatio-temporal  then, when 2 /thumma/, & /lammaa/,

causal- so, so that, if, s /fa/, JNi/, O ind, oY

conditional because /1i’anna/,

Listing First Y3l ’awwalan/ Locke (2004); (Lahlali
2009)
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Lexical Cohesion

The major adaptations to the two lexical categories (repetition and collocation) that appeared
in the 1976 model were introduced by Halliday and Matthiessen (2014) as shown in Table 3.
The table also presents equivalent examples from Arabic.

Table 3. Lexical cohesive devices in English and Arabic

Lexical cohesive device English examples Arabic examples

Repetition office...office e e
Synonymy big, huge RS e
Antonymy deep, shallow Jaas L (e
Hyponymy country, Egypt a2k
Meronymy tree, branch b, (el
Collocation horse, neighing e, iea

Parallelism

Parallelism, which can be defined as the repetition of a certain form or structure for the pur-
poses of emphasis and insistence (de Beaugrande and Dressler 1981), has been accepted as a
cohesive device in English (Neumann 2014) and Arabic (Aziz 2012; Dikkins, Hervey and Hig-
gins 2002).

3. Introducing construction-based cohesion

This category is proposed by the author of this paper. The introduction of this cohesive de-
vice is based on the Construction Grammar (GC) Theory. CG is primarily built on the notion of
Constructions, which refers to the twinning between form and function (Sullivan 2013).

Goldberg (2003, p. 219) strictly states that “any linguistic pattern is recognised as a construc-
tion as long as some aspect of its form or function is not strictly predictable from its component
parts”. The emphasis of constructions, then, is linguistically unusual patterns, such as The Xer,
the Yer pattern and idioms. The author of this paper proposes that idioms can link to entire ideas
or big chunks in a text, which takes cohesion into a totally different level of linkage, suggested
to be called ‘construction-based cohesion’.

4. Result: A comprehensive model of cohesion

Based on the conceptual framework discussed in the previous section, a comprehensive
model of cohesive devices is proposed to include the following categories: endophoric reference
(anaphoric and cataphoric), exophoric reference, homophoric reference, associative reference,
anaphoric and cataphoric ellipsis (nominal, verbal ‘auxiliary contrasting and echoing’, clausal),
anaphoric and cataphoric substitution (nominal, verbal, clausal), conjunctions (appositive, clari-
fying, additive, adversative, varying, matter, manner, spatio-temporal, causal-conditional, list-
ing), lexical cohesive devices (repetition, synonymy/antonymy, collocation, hyponymy, mer-
onymy), parallelism and construction-based cohesion. It is hoped that the introduction of a
comprehensive model of cohesive devices will reflect positively on students’ writing and their
evaluation.
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5. Conclusion

The model of Halliday and Hasan (1976) has been employed in a huge number of studies about
cohesion. Therefore, the author of this research thought that it was time to review the model in
an attempt to improve its categories in a way that encompasses the proposals of other authors
and the ideas of the writer of this study. This attempt was worthy as the study found that there
are a number of cohesive tools that can be integrated into the 1976 model, and thus enrich stud-
ies that analyse writing in an academic setting. On a cautious note, the model presented in this
analysis should not be considered definitive and final due to the ambivalent nature of language
and the ways it is used.
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Abstract

Education makes no boundaries and is acquired beyond the confines of the classrooms. The study delved into
industrial tour relevancies in professional development and the encountered problems of students along educa-
tional, sociological, financial, geographical, occupational and psychological components, and also solicited
recommendations for tour improvement. It employed debate in obtaining primary qualitative data from logical
propositions and arguments of the debating teams. The results disclosed that students enhanced their learning of
various machines, tools, and equipment not found in the College. They disliked being brought to industries
outside of their specializations and worried about missing the requirements of other classes. They improved
interpersonal relationships among students and teachers, gained insights for employment opportunities, and
discovered hidden personalities. They suffered immeasurable pressure caused by their desires joining the tour
and the needed money that resulted to an abrupt financial constraints of the family. They developed confidence to
explore additional places, but emotionally arrested of the amount necessary for the tour plus the pressure of
beating deadlines of other class requirements, notwithstanding immeasurable censures from those who refused
from joining. In conclusion, the tour was relevant to professional development but a serious psychological ar-
rester on financial and academic concerns. They recommended making the tour part of the curriculum with fund
assistance of the College.

Keywords: Relevancies, Industrial Tour, Professional Development, Problems and Industrial Technology

1. Introduction

Education is a process of creating changes. These changes do not exist in a vacuum but a re-
sult of the interplay between and among the internal and external forces of the growing individ-
uals. Educational process, therefore, is not confined to the four-wall arena of learning. It can
also be from the environment external of school milieus. Whatever mode is adopted, what is
certain is to respond to the educational needs of the learners within their capacities to learn and
the means to achieve them. School programs, therefore, have to be designed in a manner that
the students are helped to develop and improve their learning potentials. The design shall be in a
way that the socio-economic, cultural, and psychological conditions are set within the limits and
capabilities of the learners.

This present study is cognizant to the claim of Alexander et al. (2012) that tertiary students
are experiencing serious worries about getting employment after graduation. They believe in
their insufficient practical skills necessary in the industrial world of work, and that cannot be
acquired alone in schools. In said study, they found out the significant association between the
industrial training and the employability of the graduates. To underscore this educational con-
cept, the schools are providing industrial tours to allow students gradually explore what they can
be best of and how can they prepare and improve for their future.

'Ph.D., robibuenaflor@gmail.com
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2. Literature

Programs and activities in schools have to match with the personal traits and environmental
conditions of the learners. A mismatch of these circumstances is likely to be confusing and
damaging on the part of the learners and community rather than optimal development and
growth. These educational programs may include external activities through educational or in-
dustrial tour of the students. This industrial tour is an attempt to bridge the gap between the
theoretical field of learning and the practical employment of their skills. The latter is a learning
approach that harnesses not only the prevailing talents of the students. It also permits them to
discover hidden potentials for any productive work in industries. As the pace of the advance-
ment of science and technology becomes very unpredictable, school curricula are constantly
facing a more perplexing challenge of reengineering various programs and activities to meet the
increasing demands of the local and global markets. Earley (2016) cited Greany (2015) who
advanced this challenge to educational leaders to continually face this challenge with optimism,
and that they need to be proactive and collectively build the capacity of synergized values and
commitment of meeting international demands of the future.

The tertiary schools are designed not solely to produce graduates to become future employ-
ees in any business sector but also to be employers themselves. This points that the curriculum
is so designed to develop in the students the skills as workers but also managerial competencies
and entrepreneurship. This educational landscape is not strange from the students under study.
They are honed to possess a holistic development as managers, leaders, skilled laborers, and
entrepreneurs. Along this educational concept, the study of Caggiano, Akabazu, Furfari, and
Hageman (2016) espoused the necessity to design and implement a curriculum that secures a
systematic facility of teaching-learning processes that develop skills, values, and attitudes to-
wards entrepreneurial undertaking while still in the confines of the school. This training can be
enhanced through external venues where they may learn the real things they dream. Hence, a
presumption is clear that the school is the preliminary ground where students are developed on
the urgent requirements of the workplaces. They are experiencing the learning and training envi-
ronment that fit to where they should be after graduation. These learning factors does not only
limit to materials but also the human resource management that the teachers let them practice.
To Borges (2015), the leadership and practices of teachers in the classroom are directly related
to the quality of school climate. The interpersonal relationships they develop among others; the
safety, equity, and working conditions remarkably constitute the making of favorable learning
environment. Imperative of the finding is to have a learning atmosphere established in schools
first prior to the exposure of students to the practical working environment in industries, for
further professional advancement.

The study of Laguador (2014) underscored the idea that learners who performed in their aca-
demic courses, were consistent with their performance in their industrial training program.
However, the study does not emphasize the entrepreneurial skills as an aspect of employment.
This concept only indicates the coordination of some, and not all, educational programs in the
confines of the school and those in the external learning milieus of employment market. In
addition, the study of Goh (2011) pointed out that fieldtrips provided enhancement of the educa-
tion of students and opened gateways for their future careers.
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Field trips give the students varied experiences that significantly differ from the daily class-
room environment. They can explore new opportunities for advancement, learn hands-on the
interactive manner with things and machines, aside from the breather of a monotonous and rou-
tine school atmosphere. They develop the skills of planning and looking forward to what to
prepare for the trip, and acquire learning in a variety of styles. The trip will allow them to en-
counter different persons and discover new ideas how to succeed in the future. It can spark new
job opportunities, interests, and passions of achieving the desired future, and can develop con-
cern for helping others (Kulas, 2014). To Yusof et al. (2013), exposing the students to industry
allows them to learn how to perform their work satisfactorily and enables them to establish a
healthy rapport with industrial managers for future employment opportunities.

Exposure of students outside the school learning vicinities is fostering their inclination for
entrepreneurial undertakings. Along with this educational concept, Uygun, Mete, and Guner
(2015) pointed out that entrepreneurs have the important role in economic growth and develop-
ment of a country, and that there the motivation of the students are positively related to their
intentions of becoming entrepreneurs. The study suggests the idea that on account of business
industries to which the technology students are able to visit, they may develop the insights how
business parameters look like and the entreprencurial system operates. In this education pro-
gram, the industrial tour may devise, or redirect, or enhance their desires to be technologically
prepared entrepreneurs. This idea is in accord with the experienced dearth of interactive learning
through technological media introduced in the workshops of students. As Yilmaz (2017) under-
scored the integration of feedbacks as important component of classroom learning, the use of
mobile technology provides an effective medium where classroom learning environment be-
comes interesting and underpins the promotion of student engagement in various learning pro-
grams and activities. Despite the emerging fast advancing applications in mobile technology,
still the students are seemingly insatiable with what may be available in the social media or may
not have the ways to access them.

The impact of using technology in various fields posited much challenge to educational insti-
tutions in terms of designing the curriculum to keep learning congruent with the employment
industries. Feedback system through representatives of the labor markets appeared to have not
significantly contributed to the learning interests of the students, thus they urge of visiting the
actual field is for them a must. This interest is aligned to the view of Swift (2010) that stressed
that television may be enjoying for the learners, but nothing and nobody can negate the kind of
feeling and experience when they are part of the actual setting. He furthered that most schools
do not have the sufficiency of the learning equipment and necessary facilities that allow students
acquire the practical experience they need to hold upon entrance to gainful employment. How-
ever, feedback system from external sources of school is with lesser meaning than the actual
learning environment that instructors provide to their students. On this, Bove, Marella, and Vi-
tale (2016) pointed out that learning of students depends on the quality of classroom manage-
ment where there is more learning engagement of students on content, sufficiency of time in
performing assigned tasks, and a climate acceptable behavior of teachers. This puts emphasis
that the motivation that students establish while learning in schools is hinged on the kind of
learning environment the teachers have on them. This learning arena may include the tools,
equipment, visual media, and others that may trigger the interests of the learner to go or not for
external milieu of the school setting. Motivation of students in technological areas forms a spe-
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cial part in learning pace. As Pischetola and Heinsfeld (2018) advanced, there is a valuable
connection between the motivational style of teachers and the ways the dialogue-based and
democratic classroom space are established through the use of technology. If students are at the
disadvantage of sufficient learning of the required competencies in various industries, then they
likely opt for exposure in the industries for advancement, tending not to consider problems they
may encounter ahead. The industrial tour program in any curriculum is conceived with the im-
portance of knowledge transfer from the experts in practical fields to the students on tour or
internship (Peet & Walsh, 2010).

The above-mentioned studies talked more about connects of classroom climate and learning
outside of it, the benefits of industrial training and experiences but failed to underscore the con-
sequential problems that are possibly attached with the tour. Nothing is said about the conduct
of industrial tour and the relevancies it produces for student professional development and the
trauma upon return to school. Thus, a gap in knowledge has existed between the in-school train-
ing and the impact of industrial tour per se. The implementation of industrial tour has created
problems for students and teachers in various ways. Issues among others center on the im-
portance of the trip that boils down to its legitimacy as part of the instructional program of the
Surigao State College of Technology. This observation prompted the researcher to conduct this
investigation among the students, which findings serve as bases for curricular innovation.

3. Methodology

The researcher and, at the same time, the professor of Logic of the participants employed a
breakthrough of using debate as a new method of gathering data under a qualitative type of re-
search.

3.1. Participants

The participants covering six sections with an average of 36 students per section were divid-
ed into groups where the members were arbitrarily assigned using counting-off numbers. By
odd-even system, all the participants in odd numbers were arbitrarily assigned to the affirmative
group and those in even numbers for the negative groups. Purposive sampling of participants
were made based on the criteria: 1) they have engaged the industrial tour, and 2) must represent
each of the technology specialization.

3.2. Process

Each group of 10 members in the debating teams was required to write some arguments or
propositions in support to the thesis they are assigned, either pro or against the industrial tour.
In a week-long assignment, they were required to submit a copy of their respective logical prop-
ositions furnishing their opponents, another group of 10, to allow time for the latter to refute.
Copies of their opposing propositions were presented to the researcher and furnished a copy of
the same to their opponents.

The members of the debating team made a choice of a particular issue relative to the indus-
trial tour to focus the arguments and propositions. Each team was required to choose issues
relative to the educational, sociological, financial, occupational and psychological components.
An open-system of debate was allowed, where other members were permitted to support their
teammates in the discussion. Moreover, a free-willing expression of thoughts — even allowing
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the “dialect” or mother tongue was observed. This system of debate was employed to get a
more comprehensive, reliable and valid data from each participant and qualify those found in
the documents during rebuttals.

The remaining students in each class were those not able to engage the tour, and acted as ob-
servers in the debate. However, these non-members of the debating teams were allowed by the
researcher to raise deeper clarifications of the arguments and propositions to scaffold their self-
formulated queries. Some relevant responses to their queries by the debating team formed part
of the data of the study.

3.3. Data gathering and analysis

The researcher objectively accounted the responses of the debating teams by marking the
significant arguments, especially those that were not rebutted by the opposing team. The periph-
eral issues and concerns were also given weights in data recording. They were not informed that
the researcher was conducting a study to assure them their natural behavior and setting, and to
avoid possible inhibitions and intimidations that may affect the validity and reliability of the
data. The researcher made a careful redirection when the speaker tended to shift from one issue
to another. The significant facts and circumstances surrounding the issue of each aspect were
recorded for the study.

As the study employed the qualitative approach, the analysis of the data were based on the
identified areas of professional development and the outlying problems in it. Each uttered issue
was recorded and arranged according to the gravity, intensity, and seriousness attached with the
word used by the participants in both debating parties. Facial expressions and tonal qualities
were also noted in raising arguments. After which, the researcher arranged the data based on
the focused areas of professional development and problems. In their respective discourses, the
researcher able to get recommendations on improving the industrial tour in terms of its visit in
the real thing, including the social, hotel accommodation and meals, and financial concerns.
The expressed reasoning and arguments of students were categorized accordingly based on the
focused aspects of the study to where they fit best.

4. Result

With the control and redirection made, the following were the findings along relevancies of
industrial tour to professional development and problems of students, and the recommendations
for program improvement. The participants disclosed the relevance of the industrial tour, to wit:

4.1. On relevancies and problems

The study arrived at the following relevancies to professional development and the experi-
enced consequential problems of the industrial tour.

Educational component

The majority of the debating teams claimed that their exposure to various industries has en-
hanced their learning on the various machines, tools and other industrial equipment not found in
the College. Some argued that these can be availed through the use of the internet but was re-
futed that there is no interactive process with the concerned industrial personnel. The majority
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of the students also expressed that they were brought to industries that activities have no con-
nections to their fields of specialization.

Although they cannot directly observe the management styles implemented with their indus-
trial personnel, they admitted that they availed the information on the operation management
employed by the industries. They also gained knowledge on the layout of their companies in
terms of units or sections in accordance with the adopted production system. This finding is
aligned with the social learning theory of Bandura, that learning is a significantly complex in
process and is influence by a variety of factors where observation plays a critical role in ensur-
ing where, how, and what to learn by growing children (Cherry, 2018). This is to stress that
learning takes place anytime and anywhere through observation, imitation, and role modeling.

These participants expressed their serious worries about having failed to meet other require-
ments in related subjects affected by their absences — like quizzes, projects, and activities.
These problems are grounded on the reason that the industrial tour is a based on the technology
courses alone. Some of the professors do not also extend extra time for them to cope with the
missing requirements as it would also require their extra efforts in preparing another problem
and correcting the same with another set of answers.

Sociological component

The data revealed that the students can socialize with others and win additional friends from
among those who joined the tour. Even with old friends, they can spot new strengths and weak-
nesses of the students in terms of jokes, regard for others and some abilities not observed in
school. Although some altercations were experienced in the tour, they found it something to
contribute to their learning how to be with others with different personalities. Closer interper-
sonal relationships with their faculty members were established, and openness was noticed
among them. Although they also observe undesirable behaviors among the escorting male
teachers, especially when under the influence of liquor, they regarded the same at a tolerable
level. They also expressed their discoveries of the hidden personalities of the teachers - as pro-
fessionals, travel mates, friends, and tour masters.

The tours had allowed them to discover things they disliked of the escorting faculty members
having the special table and food reservations. They expressed the feeling of strong gap and
socio-cultural discrimination even in this concern. Yan and Kember (2003) viewed these scenar-
ios as a clash among groups of individuals from different strata being exposed to new learning
environment outside of their similar school, where the study found out that these different
groups have displayed remarkable social coherence to the curriculum, type of teaching, nature
of assessment, teacher-student relations, and the learning environment they experience in
school. Evident therefore in the tour was the extension of social and cultural ties to other learn-
ing environments that they already set while in their respective classrooms.

To a majority, their exposure to various people has contributed to a social concept that dif-
ferent groups of people have their own culture — not only in language. This encounter with other
people includes the way they behave in a society, and deal with their fellows and strangers.
They discovered that persons from the places they visited have different paces of life as com-
pared to Surigao City, from early morning until sleep.
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Financial component

The data revealed the serious sentiments expressed where the participants disclosed the im-
measurable pressure created by their desire to go on a tour and to look for money for it. Most of
the students divulged how their parents found money to the extent of borrowing at a particular
interest rate. They disclosed that pawning some valuable materials, and instant selling of prop-
erties were the painful alternatives they made just for the purpose of the tour.

A majority of the respondents claimed that the tour had compelled them to be frugal or re-
sponsible for spending money, and has developed in them the importance of giving value of
money while away from their respective families. The developed a skill on resisting social
pressures on matters involving spending money that were found inconsistent with the purpose of
the tour. However, they found financial help from their classmates resulting to the reduction of
the accompanying stress on the matter. This finding is aligned with the study of Murray, Lom-
bardi, Bender, and Gerdes (2013) that both forms of social and financial support had positive
effects on the adjustments of college students.

The participants expressed that they found no answer as to the financial statements. Accord-
ingly, they paid the amount to the College but as to how their money is spent remained a pre-
vailing question. They also remarked that after the tour, the daily expenditures of the family as
to food, allowances and the like, are remarkably reduced so as to recover the abrupt financial
demands for the journey. They were not aware of who financed the travels of the faculty mem-
bers with them in the tour. They also raised the issue that one student in every five is free of
expenses for the tour. They are interested to know an answer on how this offer by the tour
agency affected their obligated travel expenses. They divulged that they discovered this infor-
mation from the tour agent but was not disclosed by their respective instructors. They expected
that this financial arrangement in the tour could reduce a few of their expenses.

Occupational component

The participants expressed favor of having observed the actual work of the industrial em-
ployees and the kind of working environment. The tour secured them some insights on possible
employment opportunities after graduation. It has built them confidence in working in such
kind of work and the environment, and had the chance to undergo hands-on activity on ma-
chines and other things not found in their classrooms or shops. While some of students asserted
that they can also see it in the social media through videos, but prevailing is their desires to go
beyond social media and avail practical exposure through multi-modal or blended learning ex-
periences. This finding accords with the study of Ellis, Han, and Pardo (2018) stressing the
remarkable variations of student learning through the application of experiential learning and
research learning, and which the same are related to their learning outcomes. It puts emphasis
that the effective learning best takes place when the learning environment is designed in various
ways the students achieve the desired outcomes.

On the other hand, some of them claimed having been brought to the industries where the ac-
tivities do not relate somehow to their specializations. The participants experienced boredom
waiting for some students inside the industry, noting that the activities were interesting only to
the students of other specialization. They find the tour a waste of time along this component.
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Geographical component

For those who traveled for the first time away from the family and Surigao City, the indus-
trial tour has brought them to new places for a change of the environment. They were able to
widen their world as the tour developed in them the confidence to go back and the courage to
travel to new and different places outside places where they used to. They also claimed to have
gained more interests in exploring additional features of other cities and nearby provinces. The
change in the learning places appeared to have the increased learning momentum among them.
The finding correlates with the study of Kariippanon, Cliff, Lancaster, Okely, and Parrish
(2018) that the student-centered learning environments have strong connects to physical learn-
ing spaces and the teaching-learning efficacy to student wellbeing.

In addition, the participants expressed their sentiments that prior to the conduct of the tour
they were not allowed joining the discussion of the places to visit. They were never solicited of
the things or matters they are interested in the tour. They unveiled that they were only informed
about the area or city but not the kind of industry and its characteristics. Thus, the visit failed to
complement the theoretical aspects of learning in the practical field.

Psychological component

All the participants agreed that they were all psychologically disturbed when they were in-
formed of the total amount of money they have to pay for the tour. The psychological arrest
lasted for two weeks or three and experienced no peace of mind attending to other classes. The
emotional warfare was due to the financial capabilities of their parents and the sources to get
such fund. The struggle remained until they have finally paid the required amount. These psy-
chologically arresting experiences of the students posited great challenge for resolution among
school leaders in imposing educational programs that expose student to new technologies in
external learning venues that are incongruent to those experienced in schools. This challenge is
in contemplation of the issue: “Can technology help us reinvent how we prepare people for
healthy and productive lives?” raised by Bransford, Slowinski, Vye, and Mosborg (2008).

The data also unfolded their experiences upon return having the psychological pressure re-
stored when their daily subsistence for the family and the schooling needs was affected. Cost
cutting was imposed in the family, and everybody seemed pointing fingers at the participants of
such scenario. Censures from those who failed to join the tours were experienced because of
such emotional and financial shortage.

4.2. Recommendations

The arguments of the participants recommended that the industrial tour shall be made as an
integral part of the curriculum and shall carry an educational unit to avoid abruptly attacking
financial pressure of the students. The College shall appropriate financial counterpart for the
tour to minimize the financial burden of the parents and students. Sponsoring non-government
agencies for the tour are likewise encouraged from among the students and College. It shall be
scheduled during semester breaks to avoid incurring absences from and deficiencies in other
classes. The industries shall be highly selected and chosen according to the fields of specializa-
tion of the students. The financial statement shall be made after the tour.
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5. Conclusions

The industrial tour is relevant. It offers favorable contributions to the educational, occupa-
tional, social and geographic components of student life. However, it causes psychological
arrests and emotional pressures not only to the students but also for the parents due to the finan-
cial difficulties. Their other classes are affected that resulted in their academic deficiencies and
caused them emotionally disturbed. They do not welcome the idea of setting two educational
activities at the same time and in different places. There is a must for a more critical review and
reengineering process of the Bachelor of Science in Industrial Technology (BSIT) and other
related programs of the Surigao State College of Technology that requires industrial tour.
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Abstract

The aim of this study is to depict the effect of Cooperative Learning (CL) on primary-elementary pre-service
teachers’ academic achievement in Turkey in a systematic review. With respect to this aim, as Turkey adopted
Constructivism in education in 2005 which is the major theory underlying CL, as a time span the search was
confined to the literature between 2005 and 2018. Major search data bases scanned were ULAKBIM, ERIC,
Metulib, MetUnique, J-STOR, Google Scholar, EPODER, DergiPark and tezYOK (national database for access-
ing theses). As a result of this search, based on pre-determined criteria, thirteen (13) studies are included into
the review. The themes emerging are as (a) comparison of cooperative learning (CL) with traditional methods
(TMs), (b) comparison of different methods of CL, (d) Jigsaw as a CL method. As a result of the review, CL is
found to have a significant effect on primary-elementary pre-service teachers’ academic achievement in Turkey.

Keywords: Cooperative learning, Academic achievement, Primary-elementary pre-service teachers, Systematic
review

1. Introduction

Cooperative learning (CL) refers to “classroom techniques in which students work on learn-
ing activities in small groups and receive rewards or recognition based on their group’s perfor-
mance” (Slavin, 1980, p. 315). Varied researches conducted to investigate the factors influenc-
ing students’ academic achievement, motivation, attitudes and so forth indicate that cooperative
learning is one of the most effective instructional strategies (Walber, 1986; Najmonnisa & Saad,
2017, p. 3). At the very center of CL lays there that students learn “in small heterogeneous
groups to achieve a shared learning goal” facilitating learning needs of diverse learners (Nun-
trakune, Nason & Kidman, 2006; Stainbank, 2009; Hossain & Ahmad, 2013; Altun, 2015; Chai,
Tay & Lim, 2015; Buchs & Butera, 2015; Casey, Goodyear & Dyson, 2015; Lirola, 2016;
Phiwpong & Dennis, 2016; Rajab & Ibrahim, 2017; Najmonnisa & Saad, 2017, p. 3).

Up to recent years, Turkey did not have a specifically defined problem in relation to the di-
versity and multicultural classrooms at schools. Yet, recent socio-political dynamics changing
the infrastructure in the middle east led Turkey to take serious numbers of refugees in, that
paved the vay of triggering the dynamics of education needed to be taken into account seriously
calling for precautions, as well as social, political and cultural areas. So, teachers in actual class-
rooms are to learn how to cope with this new situation and improve the learning outcomes of
her/his learners. The literature in this sense supports CL as a remedy with evidence-based stud-
ies. For instance, in culturally diversified classrooms, when students get the chance of interact-
ing with one another, they learn how to learn together, respect each other and appreciate this
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diversity and “add color to classroom life” (Johnson, Johnson, Stanne & Garibaldi, 1990;
Schwieger, Gros & Barberan, 2010; Hossain & Ahmad, 2013). In addition to the diversity of
cultures, in case of diversity of abilities as well, when students are put together in heterogeneous
groups, they both have the chance to interact with one another, and by enhancing each other’s’
learning to achieve a shared goal. The literature shows that as opposed to lecture-based teaching
which promotes individualistic learning styles segregating learners from each other, based on
competition for grades; CL as collective group performances improve both contents understand-
ing and academic grades. At this very point, keeping in mind the fact that there is no best strate-
gy or method fitting for all educational settings, as an integrative strategy CL seems promising
to help understanding the factors influencing learning in multicultural classroom environments
rather than the segregate traditional methods utilized in this case. That means, in other words, as
the world is globalized in a hectic speed, the 21* century teachers need to keep up with the
changes coming forward. These changes reveal themselves as needs that teachers are to be
equipped with, particularly before going into the actual classrooms.

As a result of the search in the Turkish literature, most teacher education programmes seem
to have incorporated CL as an instructional strategy on the pre-service teacher education which
is promising for equipping the teachers with the required innovative skills. In this sense, this
review aims to depict the effect of CL on primary-elementary pre-service teachers’ academic
achievements in Turkey. The reason of using “primary-elementary pre-service teachers” in the
title of the study is the education reform which was a transition from eight-year non-stop com-
pulsory education to 4+4+4 in 2012 as the study involves studies from both periods (MoNE,
2012).

2. Literature

Within theoretical perspectives, cooperative learning instructional strategy is deeply rooted
in social constructivism, cohesion and motivational theories (Alzahrani, 2016; Najmonnisa &
Saad (2017). Constructivist theories in common consider knowledge as socially constructed and
the beginning of a new learning is based on cognitive conflict (Najmonnisa & Saad, 2017, p. 3).

Though researchers quite reach a consensus with regard to the positive effects of CL, the
questions of why and how CL affect achievement and under what conditions this effect occurs
still is a controversial issue. In this sense, the best known Slavin (1995) identified motivational-

ist, social cohesion, cognitive developmental and cognitive elaboration theories on achievement
effects of CL.

Motivationalist perspective takes “task motivation” central and asserts that other processes of
planning and helping are led by the motivated self-interest of the individuals. The advocates of
this perspective put emphasis on reward or goal structure, and further claim that under some
circumstances interaction is not obligatory for the learning outcomes of CL to be manifested
(Slavin, 1995; Slavin, 2011, p. 345).

By stark contrast, the social cohesion perspective which is also known as social interdepend-
ence theory interprets the effects of CL as dependent on the social cohesiveness of the group. In
this perspective, learners help each other learn and care about their groups (Johnson & Johnson,
1998; Slavin, 2011, p. 345).
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The cognitive perspectives assert that the interaction is of central importance in increasing
student achievement “for reasons which have to do with mental processing of information rather
than motivation”. In cognitive developmental perspective interaction among learners on appro-
priate tasks is fundamental to increase their mastery of critical concepts which is related to
Vygotsky’s (1978, p.86) zone of proximal development underlying the importance of “collabo-
ration with more capable peers” and to Piaget’s (1926) view supporting that the social arbitrary
knowledge such as values, rules, morality can merely be learnt via by interacting with others.
Cognitive elaboration, on the other hand, goes one step further and asserts that “if information
is to be retained in memory and related to information already in memory, the learner must en-
gage in some sort of cognitive restructuring, or elaboration of the material” (Wittrock, 1986;
Slavin, 2011, p. 351).

2.1. Cooperative learning methods

At this part, CL methods are given under Student Team Learning (STL) and Informal Group
Learning (IGL) methods. STL techniques are a product of the researches by Slavin (1994, 1995)
at John Hopkins University. The common idea in all the methods is that learners “work together
to learn and are responsible for one another’s learning as well as their own”. Team goals and
teams’ achievement are central to STL methods (Slavin, 2011, p.353). That is, the goals can be
achieved only if all the members of the teams learn the objectives. Therefore, in STL, “the stu-
dents’ task is not to do something as a team but to learn something as a team” (Slavin, 2011,
p.353).

There are four major STL methods that will be given here as a product of Slavin’s extensive
researches. The first two are Student Team-Achievement Divisions (STAD) and Teams-Games-
Tournament (TGT) which are suggested being adaptable almost for all subjects and all grades.
The rest which are Team-Assisted Individualization (TAI) and Cooperative Integrated Reading
and Composition (CIRC) are stated as being more appropriate for the use of particular subjects
and grades. While the former is stated to be more appropriate for Maths at years 3-6, the latter is
more appropriate for reading and writing instruction at years 3-5.

Teams-Games-Tournaments: In this method, there are two major features to be underlined;
4-5 member student teams, and instructional tournaments. The key cooperative element is
“teams” in TGT. Students are assigned to the teams in a way that maximizes heterogeneity of
ability, sex and race. The principal function of the team is to prepare its members for the tour-
nament. The teacher’s presentation of the topic is followed with the provision of the learners
with worksheets containing academic content similar to that will be in the tournament. The
members of the teams study and quiz each other till they are sure that the content is learnt. The
tournaments usually are held once each week and for fair competition, the students are assigned
to three-person tables systematically. The three students with the highest performance are as-
signed to Table 1, the next three to Table 2 and so on. As students are assigned to “ability-
homogeneous” tables, they have equal chance to contribute in maximum performance to their
teams. Students at the tables represent their teams and the score they earn is added to their
teams. After the tournament the teacher announces the successful teams and first place scorers.
While team assignments remain the same, based on the past performances the students at the
tournament tables may change to maintain equality (Slavin, 1980, p. 320).
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Student Teams-Achievement Divisions (STAD): the students in STAD, similar to TGT are
assigned to 4-5 member groups while the tournaments are replaced with 15 minute quizzes.
Again, the scores students get are translated to team scores called “achievement divisions”.
Scoring of the quizzes are done in a similar way with TGT based on a way of ability-
homogeneous reference to give equal chance to students to contribute to their divisions, the
highest six students are compared based on past performance. While the top scorer gets eight
points to his team, the second gets six points and so forth. Via this way, students are compared
to the homogeneous ability group rather than the entire class. And the equality of opportunity is
set for the students to contribute to their teams similar in the way it is in TGT (Slavin, 1980, p.
320).

Team Assisted Individualization (TAI): the common feature of TAI with the formerly intro-
duced methods is that, TAI also uses four-member mixed ability learning teams and certificates
for high performing teams. Different from TGT and STAD, TAI combines cooperative learning
with individualized instruction (Slavin, 2011, p. 355). This method was developed by Slavin,
Leavey and Madden (1984) particularly for math courses. Initially, students are placed to their
team as a result of the placement test and then they proceed at their own pace. Usually, the team
members work on different units, and members in the team help each other and check each oth-
ers’ work.

Cooperative Integrated Reading and Composition (CIRC): is a method that is put forward
more to develop reading and writing skills as well as speaking and listening skills in upper clas-
ses in elementary schools. CIRC supports using reading texts and reading groups much as it is
in traditional teacher-centered approach (Acikgdz, 1992; Varisoglu, 2016, p. 1169). Yet, it is
different from traditional ones in the way that all students are assigned to teams composed of
two pairs from two different groups. Thanks to the nature of the method, while the teacher is
engaged in helping one group, the other groups engage in deep cognitive activities such as
summarizing stories to one another, spelling, decoding vocabulary, revising and editing one
another’s work. The quiz is not provided to the student until the team determine that their mem-
ber is ready to take it. Certificates are given to teams based on the average performance of the
all members in the group (Slavin, 2011, p. 355).

Peer-Assisted Learning Strategies (PALS): is a method that is found to be more effective at
elementary and middle school math and reading. In this method, the learners in a dyadic fashion
take turns as teacher and students helping each other learn, rewarded based on the leaning of
both students’ (Slavin, 2011, p. 356).

In this part, shortly, the Informal Group Learning Methods are presented.

Jigsaw: similar to TGT and STAD, students in Jigsaw are assigned to heterogeneous groups.
The academic material to be taught is divided into segments as many as there are members in
the teams. For instance, the CL methods covered in this section can be divided into two per
student as there are eight in total for each team. The students study their part with the members
in the other teams as experts of that part and return to their own team to teach his/her part. Final-
ly, all members are tested on the entire unit. Different from TGT and STAD, the test scores are
for the sake of individual grades not for the team. In this sense, Jigsaw is high in task interde-
pendence, low in reward interdependence because individual performances do not contribute in
a direct way to group goal (Slavin, 2011, p. 356).
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A variation of Jigsaw is Jigsaw Il developed by Slavin (1994) in which students all read the
same material but focus on different segments. Then the procedure is the same except for the
quiz scores. Different from Jigsaw I, the individual scores are added to form team scores like in
STAD and TGT. Thus, Jigsaw II is less task interdependent and more reward interdependent
(Slavin, 1980, p. 321).

Learning Together (LT): is a method developed by David Johnson and Roger Johnson
(1998) in Minnesota. Students in groups of four or five heterogeneously assigned work together
on an assignment sheet and submit a single sheet upon which receive praise and rewards based
on the group product (Slavin, 2011, p. 357).

Group Investigation (GI): is a method developed by Shlomo Sharan and Yael Sharan (1992)
at the university of Tel-Aviv in which students form their own two to six-member groups. In
this method, from the entire class unit, the groups choose a subtopic and break their subtopics
into individual tasks and prepare a single report. Finally, each group presents their topic to the
whole class and communicate the findings (Slavin, 2011, p. 357).

In addition, two other methods are as follow:

Ask Together-Learn Together (ATLT): developed by Acikgoz (1990), this method is based
on “sheer cooperation” among learners and puts “utmost importance on positive interdepend-
ence within group, individual accountability, group processing, and face to face promotive in-
teraction”. The method is based on the steps as follow: (a) organization of the groups is done
heterogeneously ideally consisting 3-4 learners, (b) in the reading step, students read the text
silently and individually, the teacher highlights important parts, (c) in the preparation of the
learner’ questions the students write questions about the text on a card, (d) in preparation of
group questions the members come together to prepare the group questions, (e) in sending
group questions, the questions prepared together as a group are sent to another group randomly,
(f) in responding to group questions step, each group has one question increasing interdepend-
ence, (g) in presenting responses to the class, a spokesperson chosen either by the group or the
teacher the answer is communicated to the class, (h) in evaluating group presentations step the
performance of the spokesperson is evaluated by the teacher or other students, the teacher may
provide a form for this. The score is translated to the groups’ score, (j) in whole-class discussion
step, after the presentations, the teacher to clarify untouched points can initiate a discussion, or
give a summary, (i) in the festing step all students take an exam individually and the scores of
the exams, presentations are summed up and translated into groups’ scores. The groups are giv-
en rewards by comparing group scores to pre-determined criteria like “very good”, “good”, “not
bad” (Boliikbas, Keskin & Polat, 2011, p. 331).

Reading-Writing-Presenting (RWP): this method is composed of three steps. The first step is
reading in which the students are given reading text from different resources about the topic
(Aksoy & Doymus, 2011; Alyar, 2014, p. 26). In writing as the second step, the students bring
together what they have learnt in the form of a report together with the members of their groups.
In presenting (which is known also as application), step students present their reports to the
class, the teacher intervenes if necessary for clarification (Alyar, 2014, p. 26).

To sum, CL has many methods and techniques in the literature. Therefore, in this part of the
study, the major methods were presented that occupy a central place in the worldwide research-
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es and the Turkish literature particularly in an inclusive fashion of the methods used in the stud-
ies taken to this review.

2.2. A typology of cooperative learning methods

The methods presented differ from each other mainly based on five dimensions which are
reward interdependence, task interdependence, individual accountability, teacher-imposed
structure and use or nonuse of group competition based on Slavin’s (1980) typology.

High reward interdependence means that there will certainly be a group reward at the end as
a result of group performance while low reward interdependence means that students are asked
to work together and are praised as a group, yet group performance does not lead to a concrete
goal like in the case of Jigsaw I as the scores are counted individually at the end. However, the
task interdependence is high for Jigsaw as students cannot achieve well in the quizzes if the
teammates do not teach them well which means in task interdependence students must rely on
one another to do their group tasks. Contrary to this, in low task interdependence students may
choose to work alone without disrupting the others.

High individual accountability dimension, on the other hand, means that each student’s con-
tributions to the team’s achievement is quantifiable like it is in TGT and STAD. This dimension
forms a prevention of the over workload for some members and helps fair scoring. The opposite
of individual accountability is substitutability in which students can substitute one another to do
the tasks.

In addition to this, teacher-imposed structure represents the “degree to which tasks, rewards
and schedules” are imposed by the teacher or the method itself. And the opposite of teacher-
imposed structure refers to high student autonomy like it is in Group Investigation method.

Finally, group competition refers to a prize or recognition to the highest scoring groups in
the class as presented in Table 1 modified from the original typology formed by Slavin (1980),
to present the methods discussed in this study.

Table 1. Characteristics of cooperative learning methods modified from the original Table by
Slavin (1980), p. 323)

Reward interde- Task interdepend- Individual _Teacher Use of group
Methods o imposed »
pendance ence accountability competition
structure
TGT High Low High High Yes
STAD High Low High High Yes
TAI High Low High High Yes
CIRC High High High High Yes
Jigsaw | Low High High High No
Jigsaw II High High High High Yes
LT Low Low Low Low No
GI Low High High Low No
AT-LT High Low Low High Yes
RWP(A) Low Low Low Low No

As Jolliffe and Snaith (2017) state, despite evidence-based benefits of working together co-
operatively (Jenkins et al. 2003; Johnson & Johnson 1989; Kyndt et al. 2013; Sharan 1990;
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Slavin 1995), the use of cooperative learning in classrooms throughout the world is limited
(Fernandez-Lozano, Gonzalez-Ballesteros & De-Juanas 2012; Ruys, Van Keer & Alterman
2012; Veenman et al. 2002). Large scale studies by Galton et al. in 1980 repeated in 1999; the
study of Baines, Rubie-Davies, and Blatchford 2009; assert that in the majority of the primary
classrooms, students are put together to sit but “they rarely work together as groups” (Jolliffe &
Snaith, 2017, p. 308). One of the reasons of this situation is suggested as the lack of professional
development of teachers. Also, as is asserted by Slavin (2008) upon a research on elementary
level, “many teachers had difficulty adapting cooperative learning methods to their traditional
textbooks and objectives” (p. 152). As is noted by Fernandez Lozano, Gonzalez-Ballesteros and
De-Juanas (2012), without learning about cooperative learning and experiencing it during their
initial teacher education, pre-service teachers will be less likely to adopt cooperative learning in
their classrooms and would quit using it if they are encountered with difficulties in implement-
ing it (Jolliffe & Snaith, 2017, p. 308).

To sum up, as stated by Slavin (2011), within time CL has focused on a wide variety of out-
comes based on academic achievement in many subjects. As is stated earlier cooperative learn-
ing is of remarkable importance for initial teacher education programs as one of the aims of
teacher education and professional development is to enable teachers “engage in long term im-
plementation of the procedures being taught” (Johnson & Johnson 1994a; Johnson & Johnson,
2017, p. 284). In this sense, in the study, the effect of CL is reviewed on primary-elementary
pre-service teachers’ academic achievement in Turkey. With regard to this aim the research
question asked is comprised of: “Does CL have an effect on primary-elementary pre-service
teachers’ academic achievement in Turkey?”

As it is aimed to depict the effect of CL on primary-elementary pre-service teachers’ aca-
demic achievement, the study is supposed to contribute the national literature in the sense of
providing a through and concise study in a local manner of Turkey. The study also would aid to
shed light onto the initial teacher-education programs implemented from the perspective of CL
on academic achievement. Besides, the study would be helpful for the researchers to carry out
further systematic reviews in terms of instructional strategies with different perspectives. There-
fore, in a mirror-like fashion, the study intends to reflect what is on and not in terms of
achievement in primary-elementary teacher education programs in line with CL in Turkey start-
ing from the radical change of adopting Constructivism in 2005 up to today.

3. Method

In order to find the related articles to reach the eligible ones about the effect of CL on pre-
service teachers’ learning outcomes as achievement on primary-elementary level, a broad search
was carried out. The time interval of the study is confined to 2005-2018 and the review was
framed with the studies that came out within 14 years which is a fairly long-time interval to
evolve an overall perspective up to today. The rationale behind the time interval was related to
the educational reform in adopting Constructivism in primary education all over the country as
an educational approach in 2005 in Turkey, which is the major theory grounding CL as an in-
structional strategy (Cinar, Teyfur & Teyfur, 2006, p. 48).

As for accessing the related studies the mostly used data bases were searched. As the priority
is given to the published academic articles, initially the article databases such as ULAKBIM,
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ERIC, Metulib, MetUnique, J-STOR, Google Scholar, EPODER and DergiPark, were scanned.
The keywords used to retrieve the related studies were “cooperative learning”, “cooperative
learning and pre-service teachers”, “cooperative learning and elementary pre-service teachers”,
“cooperative learning and primary pre-service teachers”. Not to miss a study, the keywords
were even extended to “cooperative learning at higher education/tertiary level” for the possibil-
ity of some studies being tagged as higher education instead a more specific definition repre-
senting “pre-service teachers”. In addition, keywords were replaced with Turkish equivalents

like “igbirlikli 6grenme”, “kubagsik 6grenme”, “is birlikli 6grenme ve 6gretmen adaylar” etc. to
retrieve every possible study.

Secondly, to retrieve the related theses, the data base of tezYOK (national database to access
theses) was scanned, also as a crosscheck for the duplicates as some of the theses’ article ver-
sions would have been released.

In addition, the reference pages of the articles and theses were scanned as an assurance to
eventually include all the related accessible studies. After screening all the aforementioned da-
tabases including all the pages related and by the crosscheck of each with the other data bases,
the search was ended. The last date accessed the data bases was 10™ January 2019. Although the
search was handled meticulously and cautiously, still there might be the possibility of not hav-
ing included a relevant study in the scope of this review.

3.1. Inclusion criteria

In order to sustain coherence and relevance in the study, the articles were included into the
review according to the criteria determined as follow: Articles or theses were to be included into
the review only if;

1. Conducted in Turkish educational settings,
2. Conducted in a Faculty of Education in Turkey,

3. Conducted in elementary school or primary school teaching departments between 2005-
2018,

4. Conducted in order to examine the effects of CL on academic achievement of pre-
school teachers.

As the first initiative, the identification of cooperative learning showed that there were
165.319 titles and abstracts at the major data bases in the overall literature.

When framed with the 1% criterion, 8558 articles and 283 theses were found conducted in
Turkish educational settings about cooperative learning.

When the 2™ criterion was run, 41 (31 articles, 2 PhD dissertations, 8 MA theses) studies
were found be relevant having been conducted in a Faculty of Education in Turkey. Therefore,
studies in different departments like nursing, engineering, administration, psychological coun-
seling and guidance and accounting were excluded.

Upon screening the studies based on the 3™ criterion, 19 articles and 5 theses (2 PhD disser-
tations, 3 MA theses) were found to have been conducted in elementary school or primary
school teaching departments between 2005-2018. Sticking to the criteria, studies conducted
before 2005 as well as in pre-school, secondary education departments were excluded. In addi-
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tion, studies including pre-service teachers studying in the programmes that could both work at
secondary and elementary schools such as foreign languages, music education, physical educa-
tion and art departments were excluded as MoNE still has not go into a division for those pro-
grammes. That is, studies conducted only at “primary-elementary school teaching departments
of Turkish, Maths, Science, Social studies” were included into the review to present a feasible
systematic analysis.

Finally, when the 4™ criterion was run, 13 articles (n = 13) were determined as eligible meet-
ing the whole criteria to be included in the review as the final criterion requires studies only
conducted to examine the effects of CL on academic achievement of primary-elementary pre-
school teachers. So, studies that searched for additional variables besides academic achievement
such as “academic achievement and retrieval, retention, attitudes, perceptions” were excluded.
Also, the studies on skill improvements such as “science process skills, writing skills and cogni-
tive skills” were excluded. As a result, 13 studies based on purely academic achievement were
included into the review for having a well-tailored, and more eligible systematization of the
analysis.

3.2. Data analysis

As the studies included into the review were investigating the effect of CL on pre-service
teachers’ achievement, the studies were quantitative studies of which 11 of them were quasi-
experimental (n = 11) and two were experimental designs (n = 2) in design. Via the Table 2
provided (see Appendix 1), the quantitative studies were classified according to the emerging
themes including detailed information about the authors, year of publication, method, purpose &
context & sample, results and themes.

During the classification of studies retrieved to the study, as a result of scrutinizing the arti-
cles to give impeccable details systematically, three themes emerged which are (a) comparison
of CL with traditional methods (TMs); (b) comparison of different methods of CL and (c) Jig-
saw as a CL method. In addition to this, as some studies, alongside their major theme, repre-
sented a second theme as well, they were simultaneously reviewed under both themes.

4. Results

All 13 studies reviewed, study the impact of CL on pre-service teachers’ academic achieve-
ment who were studying at primary education or elementary level departments of science, social
studies, maths, Turkish (Baydar & Simsek, 2018; Karagop, 2016; Alyar & Doymus, 2015;
Karababa, 2009; Demirbas, Bozdogan & Tasdemir, 2008; Yilar, Simsek, Topkaya & Balkaya,
2015; Akcay & Doymus, 2014; Simsek, Yilar & Kiiciik, 2013; Simsek, Doymus, Dogan &
Karagop, 2009; Karacdp, 2017; Doymus, 2008; Giindogdu, Ozan & Tasgin, 2007). All 12 stud-
ies (n = 12), except for Karababa (2009), reported a significant effect of CL on pre-service
teachers’ academic achievement (n = 1).

As the studies were investigating the effect of CL, most of the studies were experimental (n
= 2) or quasi-experimental (n = 11) as is illustrated in Table 2 at the end of the review (also, see
Appendix 1). In addition, while 11 studies used a control group in their research (Baydar &
Simsek, 2018; Karagop, 2016; Alyar & Doymus, 2015; Karababa, 2009; Simsek, Doymus,
Dogan & Karagop, 2009; Demirbas, Bozdogan & Tasdemir, 2008; Akcay & Doymus, 2014;
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Karagop, 2017; Doymus, 2008; Giindogdu, Ozan & Tasgin, 2007); the other two did not (Yilar,
Simsek, Topkaya & Balkaya, 2015; Simsek, Yilar & Kiigiik, 2013). They both prefered a within
two groups pre-post design different from the rest.

For examining the effect of CL on academic achievement of primary-elementary pre-service
teachers various instruments were implemented most of which were prepared by the researchers
themselves for particular subject areas. The instruments used were as follow: Baydar and
Simsek (2018), Academic Achievement Test (AAT); Karagop (2016), Electrochemistry
Achievement Test (EcAT); Alyar and Doymus (2015) Preliminary Information Test (PIT), Ac-
ademic Achievement Tests (AAT), The Particulate Nature of Matter Test (PNMTi34);
Karababa (2009) exams prepared; Demirbas, Bozdogan and Tasdemir (2008) AATs; Yilar,
Simsek, Topkaya and Balkaya (2015) Academic Success Tests (ASTs); Akcay and Doymus
(2014) graphic interpretation tests, Success for the Units Module Tests (MDs) ; Simsek, Yilar
and Kiiciik (2013) AATs; Simsek, Doymus, Dogan and Kara¢op (2009) Thinking of Logical
Tests (ToLT), Chemical Equilibrium Achievement Tests (CeAT), Chemical Equilibrium Partic-
ulate Nature of Matter Evaluation Test (cePNMET); Kara¢op (2017) Science Laboratory Physic
Achievement Test (SLPAT); Doymus (2008) Chemical Bonding Achievement Test (CBAT);
Gilindogdu, Ozan and Tasgin (2007) AATs and Artut and Tarim (2007) AATs as well to exam-
ine the effect of CL on pre-service teachers’ academic achievement.

With regard to the sample characteristics, all the studies included pre-service teachers from
the faculty of education of different public universities including only primary and elementary
education programmes (rn = 13). The studies were conducted on pre-service teachers from de-
partments of primary-elementary education (class teachers) (n = 3), science education (n = 6),
Turkish education (n = 1) social studies (n = 3). Detailed information is already given in relation
to the sample sizes of the studies on Table 2 (see Appendix 1). Based on perused data of the
articles drawn to the review, the common themes were identified as can be seen in the fifth col-
umn in Table 2 (see Appendix 1) and analyzed in detail there. As an important emphasis, it
should be underlined here that some major themes emerge in other themes resprenting the sub-
themes. Therefore, those studies will be simultaneously reviewed under different major themes
as well.

The first theme emerged as “comparison of CL with traditional methods (TMs)” which
dwelled on the effectiveness of CL on primary-elementary pre-service teachers’ academic
achievement via comparing CL with any conventional method (rn = 5). As there are still many
methods and techniques evolving in CL, there is quite a big amount of studies representing dif-
ferent methods of CL. The studies drawn, in this respect, included studies representing different
methods examining the effect on achievement. So, the second theme emerged as “comparison of
different methods of CL” which searched for the effect of CL on academic achievement via
comparing within methods of CL with each other (n = 4). The third theme emerged as “Jigsaw
as a CL method” which searched for the effect of CL on primary-elementary pre-service teach-
ers’ academic achievement by emphasizing Jigsaw as a CL method over some conventional
methods (n = 4).

4.1. Comparison of CL with traditional methods (TMs)

This theme was represented in the studies of Karagop (2016); Alyar and Doymus (2015);
Karababa (2009); Demirbas, Simsek, Doymus, Dogan and Kara¢dp (2009); Bozdogan and
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Tasdemir (2008) and as a subtheme in the third theme (Jigsaw as a CL. method) in the studies of
Karagop (2017); Doymus (2008); Giindogdu, Ozan and Tasgin (2007) and Artut and Tarim
(2007), (n = 9) which is presented in Table 3.

Table 3. Comparison of CL with Traditional Methods (TMs)

Theme Context Method Effect
Karagop (2016) major electrochemical cells STAD significant
Alyar and Doymus major particulate nature of LT, RWP, STAD significant
(2015) matter
Simsek, Doymus, major chemical equilibrium Jigsaw significant
Dogan and Karac¢op unit
(2009)
Demirbas, Bozdogan major electricity STAD significant
and Tagdemir (2008)
Karagop (2017) sub-theme science teaching labora- Jigsaw | significant

tory courses
Doymus (2008) sub-theme chemical bonding Jigsaw | significant
Karababa (2009) major Turkish syntax Discussion non-significant (p
>.05)

Gilindogdu, Ozan and sub-theme educational psychology Jigsaw | significant
Tasgin (2013) course
Artut and Tarim sub-theme maths teaching course Jigsaw Il significant
(2007)

All the studies in this theme, except for Karababa (2009) reported a significant effect of CL
over conventional methods. The study reported robust results because of the random assignment
of students to the conditions and the use of the same instructor to teach both of the learning con-
texts (p > .05).

As for the contexts, the studies comparing CL to conventional methods were majorly used in
science teaching departments: Karagop (2016) in electrochemical cells; Alyar and Doymus
(2015) in the particulate nature of matter; Simsek, Doymus, Dogan and Karagop (2009) in
teaching of chemical equilibrium unit; Demirbas, Bozdogan and Tasdemir (2008) in the unit of
electricity, also as a sub-theme (emerging in Jigsaw theme) Karacop (2017) in science teaching
laboratory courses; Doymus (2008) in teaching chemical bonding. The rest of the studies com-
paring CL to traditional methods were used in different contexts other than science were as fol-
low: Karababa (2009) in teaching Turkish syntax; Giindogdu, Ozan and Tasgin (2013) in educa-
tional psychology course; Artut and Tarim (2007) in maths teaching course.

With regard to the method used, with five studies in which they were used, Jigsaw (n = 5)
and STAD (n = 2) were the ones that were mostly used in examining the effect of CL on
achievement of primary- elementary pre-service teachers; in one study, LT (n = 1) and RWP (n
= 1) methods were used together with STAD compared to traditional methods. In addition, as
Mayer (2011) took Discussion as an instructional strategy, in one study it was used as method
(3-minute discussions), though.

4.2. Comparison of different methods of CL

CL is one of the most productive instructional strategies that many methods and techniques
were evolved from which is already discussed in the literature review. As for the Turkish litera-
ture, there was quite a bulk of studies exploiting those methods and almost newly evolved ones.
This review indicated that, with the purpose of investigating the effect of academic achievement
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on primary-elementary pre-school teachers, interventions were conducted mostly via applying
specific methods. In this frame there was a fairly enough variety of methods including STAD,
LT, RWP, GI, Jigsaw I and Jigsaw II in 13 studies retrieved to the study. Specificly to this
theme, there were four major methods of CL used in comparing the effects of each compared to
another which are mainly RWP (n =4); LT (n = 3); Jigsaw (n = 3); STAD (n = 3). The combi-
nations were comprised of STAD vs Jigsaw; Jigsaw vs. RWP; RWP vs. LT; GI vs. RWP; LT
vs. RWP vs. STAD; Jigsaw vs. LT.

This theme was represented in the studies of Baydar and Simsek (2018); Yilar, Simsek,
Topkaya and Balkaya (2015); Akcay and Doymus (2014); Simsek, Yilar and Kiigiik (2013); and
represented as a sub-theme in the studies of Alyar and Doymus (2015); Simsek, Doymus,
Dogan and Karac¢op (2009) (n = 5) as in Table 4.

Table 4. Comparison of different CL Methods

Theme Context Method Effect

Baydar and Simsek (2018) major principles and meth- Jigsaw vs. significant

ods of instruction STAD STAD > Jigsaw
Yilar, Simsek, Topkaya major principles and meth- Jigsaw vs. RWP  non-significant
and Balkaya (2015) ods of instruction p>.05
Akgay and Doymus (2014) major unit of force and GIvs.RWPvs. significant

motion LT RWP > LT and GI
Simsek, Yilar and Kiiciik major social psychology GI vs. RWP significant
(2013) course RWP > GI
Alyar and Doymus (2015) sub-theme particulate nature of LT vs.RWPvs. non-significant on

matter STAD inferential statistics

according to descrip-
tive statistics,

STAD >RWP>LT
Simsek, Doymus, Dogan sub-theme unit of  chemical Jigsaw vs. LT significant
and and Karac¢dp (2009) equilibrium Jigsaw > LT

Four of the studies reported significant effect; that is as a result of the comparison of differ-
ent CL methods, the intervention in one method resulted in higher academic achievements in
primary-elementary pre-service teachers in the studies of Baydar and Simsek (2018); Akgay and
Doymus (2014); Simsek, Yilar and Kiiciik (2013); and Simsek, Doymus Dogan and Kara¢op
(2009) (n = 4). While Baydar and Simsek conducted their study to compare Jigsaw and STAD
in teaching principles and methods course found that STAD was more effective than Jigsaw on
students’ academic achievement; Akcay and Doymus (2008) conducted their study to determine
the effect of Group Investigation (GI), Learning Together (LT) and Reading-Writing-Presenting
(RWP) in the unit of force and motion in general physics course and they found that RWP re-
sulted in higher academic achievements. Besides, Simsek, Yilar and Kiiciik (2013) conducted
their study to examine the effects of Group Investigation (GI) and Reading-Writing-Presenting
(RWP) in social psychology course and found that RWP increased pre-service teachers’ aca-
demic achievements significantly. Another study finding a significant effect on achievement of
pre-service teachers was Simsek, Doymus, Dogan and Kara¢op’s (2009) study in which Learn-
ing Together (LT) and Jigsaw methods were used (compared to a control group of conventional
method) in teaching chemical equilibrium unit. The results were in favor of the Jigsaw group.
That is, in four studies one method of CL proved to yield better results over primary-elementary
pre-service teachers (n = 4). On the other hand, two studies reported non-significant effects.
Yet, the studies of Yilar, Simsek, Topkaya and Balkaya (2015); Alyar and Doymus (2015) stat-
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ed that despite the non-significant difference in comparison of the methods to each other, CL
methods still had an effect on students’ academic achievements.

In sum, though there were two studies finding no significant difference, the authors stated
that CL had an effect on students’ academic achievement. So, the fact that a method did not
prove superiority to another method in a strategy was not to be generalized to the strategy itself
and also there might be other variables overlooked affecting the intervention.

4.3. Jigsaw as a CL method

As a CL method Jigsaw is one of the most represented one both in the worldwide and Turk-
ish literature. Among its variations of Jigsaw I, II, IIl and IV, in this review, Jigsaw is repre-
sented by Jigsaw I and Jigsaw II. As the third theme, Jigsaw as a CL method emerged in the
studies of Karagop (2017); Doymus (2008); Giindogdu, Ozan, Taggin (2013); Artut and Tarim
(2007); as a sub-theme in the studies of Baydar and Simsek (2018); Simsek, Doymus, Dogan
and Karac¢dp (2009); Yilar, Simsek, Topkaya and Balkaya (2015) (n = 7).

Studies reporting a significant effect were Baydar and Simsek (2018); Karagop (2017);
Doymus (2008); Gilindogdu, Ozan, Tasgin (2013); Artut and Tarim (2007); Simsek, Doymus,
Dogan and Karagop (2009). Both Baydar and Simsek (2018) conducting their study in the con-
text of teaching principles and methods compared Jigsaw I to another method; and Karagop
(2017) in the context of science laboratory practice; Doymus (2008) in a context of chemical
bonding; Giindogdu, Ozan and Tasgin (2013) in the context of educational psychology course
and Simsek, Doymus, Dogan and Karagop (2009) conducting their studies comparing Jigsaw to
conventional methods, all reported a significant effect on academic achievement of pre-service
primary-elementary teachers. Only Artut and Tarim (2007) in their study, different from the
rest, implemented Jigsaw Il in the context of maths teaching, also reporting a significant effect
of Jigsaw on academic achievement (n = 6) as in Table 5.

Table 5. Jigsaw as a CL Method

Theme Context Method Effect

Karagop (2017) major science laboratory Jigsaw | significant

practice
Doymus (2008) major chemical bonding Jigsaw | significant
Gilindogdu, Ozan and major educational psycholo-  Jigsaw | significant
Tasgin (2013) gy course
Artut and Tarim (2007) major math teaching Jigsaw Il significant
Baydar and Simsek (2018)  sub-theme principles and meth- STAD vs. Jigsaw I  significant

ods of instruction STAD > Jigsaw
Yilar, Simsek, Topkaya sub-theme principles and meth- Jigsaw vs. RWP non-significant
and Balkaya (2015) ods of instrcution
Simsek, Doymus, Dogan sub-theme unit of chemical Jigsaw I (vs. LT) significant
and Karag6p (2009) equilibrium Jigsaw > LT

The only study with a non-significant effect was Yilar, Simsek, Topkaya, Balkaya’s (2015)
study in which in fact it was emphasized that, though there was not a significant difference be-
tween the compared methods (Jigsaw to RWP), the results indicated that CL in general, had an
effect on students’ academic achievements (n = 1).

Copyright © 2015 by IJSSER
ISSN: 2149-5939



135

Avci, N., Aksu, M. (2019). The effect of cooperative learning on primary-elementary pre-service teachers’
academic achievement in Turkey: A systematic review. International Journal of Social Sciences and Educa-
tion Research, 5(2), 122-141.

5. Discussion

As a result of the review of the studies retrieved, with the purpose of examining the effect of
CL on primary-elementary pre-service teachers’ academic achievement, there emerged three
major themes which are (a) comparison of CL to traditional methods (TMs); (b) comparison of
different methods of CL and (c) Jigsaw as a CL method. The overall results of all three themes
indicated a significant effect.

Confirming the effects of CL by wide spanned research Johnson and Johnson (1989) report-
ed that “working together to achieve a common goal produces higher achievement and greater
productivity than does working alone” (p. 12) as well as contributing to “process gain”, “group
to individual” than do the competitive or individualistic learning. In this sense, the results of this
national review carried out with the purpose of examining the effect of CL on primary-
elementary pre-service teacher’s academic achievement in Turkey, to a large extent were in line
with the results of Orprayoon (2014); Tran and Lewis’ (2012) studies in international literature.
There were also studies regarding non-significant differences, though (7 = 2). One of those stud-
ies was Yilar, Simsek, Topkaya and Balkaya’s (2015) which majorly as a theme was represent-
ed in “comparison of different CL methods” comparing Jigsaw to RWP; and the other study
with a non-significant difference was of Alyar and Doymus (2015) comparing LT, RWP and
STAD which in fact both examined the superiority -if exist- of any method over another within
CL. Yet, although the results yielded non-significant differences with regard to the superiority
of one over another, the authors of those studies reported CL improving learning and having a
positive effect on academic achievement.

Only one study (Karababa, 2009) which was in the “comparison of CL to traditional methods
(TMs) theme” put forward the claim of non-significant effect supporting having robust results
because of random assignment of the students to conditions, and the use of the same instructor
to teach both of the learning contexts. Though the study was of a valuable contribution to the
literature, taking into account the limitations of the study which were identified as limited tim-
ing of application (two hours of application) and that the examinations were not for assessing
what was kept in students’ long-term memory, the results as stated by the author, were rather
difficult to be generalized to the literature. So, as is stated by Johnson and Johnson (1999);
Johnson, Johnson and Holubec (1991); Kagan (1994) for long term success the basic principles
which are positive interdependence; individual accountability; face-to-face promotive interac-
tion; appropriate use of social, interpersonal, collaborative and small group skills and group
processing are to be systematically structured to help ensuring cooperative efforts and enabling
the disciplined implementation. In this sense, there might have emerged some slight mishaps
during the implementation of one of the principles mentioned from the literature above or some
other unseen variables might have intervened into the results. On the other hand, the rest of the
studies in this theme indicated a significant difference compared to traditional methods. The
studies in this theme were conducted mostly in science teaching courses which was the same
both for (b) comparison of different CL. methods and (c) Jigsaw as a CL method. This could
have stemmed from the difficulty of grasping the concepts and difficult subjects in science
working alone via individualized work which is central in teacher or lecture-based way of teach-
ing of which the main purpose is delivering the topic via lecturing, putting learners generally as
passive. In cooperative learning, on the contrary, students are considered active participants of
the groups giving responsibility to the students both for their own and their mates’ learning. So
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based on the results of this national review, it can be said that regardless of via whichever meth-
od it is accomplished, compared to conventional methods, cooperative learning resulted in sig-
nificant effect on achievement.

Finally, in the theme of “Jigsaw as a CL method” as well, significant effect was found except
for two studies (n = 2). The thing is that, the study of Yilar, Simsek, Topkaya and Balkaya
(2015) there was represented as a sub-theme and, in fact the study’s major theme was “compari-
son of different CL methods”. Yet, despite the non-significant difference in this theme for the
sake of Jigsaw (compared to LT), both cooperative methods were reported have an effect on
academic achievement. And the study by Baydar and Simsek (2018) in fact was represented in
the “comparison of methods of CL” and proved significance of STAD over Jigsaw. Yet, this
study still proves a significant difference on student achievement. Also, because of the signifi-
cant differences of the rest five studies in this theme, it could be stated that Jigsaw as a CL
method had a significant effect on achievement (» = 6) which also is in line with the study of
Haryano (2015) in international literature. Developed by Eliot Aronson in 1978, Jigsaw is “one
of the best ways to actualize learning and social behaviors™ as is stated by Kara¢op (2017). This
could be the main reason of Jigsaw to prove significant effect particularly in science subjects in
the studies of Karagdp (2017) in the context of science laboratory practice, Doymus (2008) in
the context of chemical bonding; Simsek, Doymus, Dogan and Karagop (2009) in the context of
chemical equilibrium. In Jigsaw, students need to cooperate with others in order to accomplish
the learning tasks as students’ efforts result in both group and individualistic gains. Thus, task-
interdepended, reward interdependence (in Jigsaw II) and individual accountability go hand in
hand in this method contributing to the learning creating cohesiveness among learners. Alt-
hough the method is found particularly helpful in science and math teaching as particularly in
learning the difficult concepts, cooperating becomes a vital need rather than a requirement, it is
applicable in any subject area yielding effective results in social sciences as well, like in the
study of Giindogdu, Ozan, Tasgin (2013).

In sum, as an overall expression, it can be stated that CL has a significant effect on primary-
elementary pre-service teachers academic achievement overlapping with the results both nation-
al and international literature regarding the comparison of CL with traditional methods.

6. Conclusion

As Millis (2010) cited from Nilson (2003) “old teaching paradigms and habits die hard. If we
had no trouble learning with them when we were in college, we can’t understand why our stu-
dents do” (p. 128) points to the major concern of this review. If pre-service teachers do not un-
derstand how achievement can be sustained by experiencing the strategy itself, to what extent
they would be equipped to implement it when they go into the actual classroom remains a con-
troversial issue. Under the circumstances of being taught via a teacher-centered approach, it
would not be very easy for the pre-service teachers to make use of learner-based instruction. In
this sense, based on the review it can be said that there is a big amount of representative studies
indicating promising efforts at varied faculties of education.

As the purpose of this review was to display the effect of CL on primary-elementary pre-
service teachers’ academic achievement, in all the three themes emerged, significant effect of
academic achievement was reported. This also is kind of a translation of the efforts of the facul-

Copyright © 2015 by IJSSER
ISSN: 2149-5939



137

Avci, N., Aksu, M. (2019). The effect of cooperative learning on primary-elementary pre-service teachers’
academic achievement in Turkey: A systematic review. International Journal of Social Sciences and Educa-
tion Research, 5(2), 122-141.

ties with intentions of equipping their future teachers when Turkey adopted Constructivism as
an educational approach in 2005 which is the major theory underlying CL.

First of all, as a result of the findings of the theme emerging as “comparison of CL to tradi-
tional methods (TMs)” it can be concluded that CL has a significant effect on primary-
elementary teachers’ academic achievement. In today’s conditions of our faculties of education
in Turkey, the ballooning enrollments of large numbers of students, challenges most faculty
members to teach via lecturing, which means the students are to deal with complex content
mostly by themselves. There, in this sense, cooperative learning in the international literature
based on researches is pointed as an effective solution for large class sizes both satisfying the
deepest longings of the teachers and equipping the future teachers with the skills they would
need as students are pushed from being passive to active (Millis, 2010, p. 6).

Secondly, as a result of the review of the studies in the theme of “comparison of different
methods of CL” it can be concluded that whichever method in CL it is, though different meth-
ods and techniques can be effective in different conditions, results in significant effect on prima-
ry-elementary preservice teachers’ academic achievement.

Thirdly, as a result of the review of the studies in the theme of “Jigsaw as a CL method”, it
can be concluded that Jigsaw (mostly compared to the traditional methods) has a significant
effect on academic achievement of primary-elementary pre-service teachers. According to Mil-
lis (2010) the growing literature changed the meaning of learning as “...stabilizing through re-
peated use, certain, appropriate and desirable synapses in the brain” (Leamnson, 2000, 5) which
means “activating students’ engagements and cooperative interactions are essential” (pp. 3-5).
Jigsaw in this sense by taking the students each as a complement of a Jigsaw puzzle, seems to
be one of the most appropriate methods to take students to pull the students to the active level.

Further, in relation to the contexts as a result of the review it can be concluded that most of
the studies were conducted in science teaching in which concepts and subjects are usually diffi-
cult to deal with via individualized work in the classroom. Specifically, this point is of great
meaning for the primary-elementary pre-service teachers as in the context of primary-
elementary level, teaching concepts and topics of science which are more abstract or difficult to
learn because of the developmental stages of the learners, requires them to be well-equipped
with cooperative learning methods. Also, the sensitivity of the age group at primary-elementary
school level requires well-developed skills of teachers which would both enhance learning and
develop social relationships among their students. There again, cooperative learning would pave
the way of prospective teachers finding solutions for their classrooms. Also, the recent refugee
problem experienced in Turkey is the signaling factor that in a couple of years our newly gradu-
ate teachers would have to deal with in their classrooms. With regard to this also, cooperative
learning can be an alternative solution on behalf of the learners as “cooperative learning puts
emphasis on building community in classes, provides teachers with very specific tools — the
structures and the management approaches for maintaining maximized learning and fostering
increased self-esteem, respect for others and civility” (Millis, 2010, p. 6).

7. Future implications

The reviews in another way contribute in reflecting upon the missing areas in the literature
which is of central importance for enhancing studies and developing new perspectives. Though
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there is a huge number of studies representing cooperative learning, in most of the studies Jig-
saw, RWP or STAD as a method are preferred. This in a sense provides a chance for improving
the appropriate use of the related methods and giving ideas for the situations in which they
prove to be effective. Yet, there should other methods be involved, as well. Secondly, the litera-
ture involves enough amount of studies for drawing lots of systematic reviews: for instance, in
relation to the contribution of CL in improving specific skills (writing, science process, defin-
ing, retrieval, retention, interpretation etc.) which does not exist in the literature can be exploit-
ed.

What is more important is that in international literature, as Millis (2010) states as well,
technology and cooperative learning are natural partners. Yet, ten fact that the studies combin-
ing cooperative learning strategy with technology in our national literature are less than few,
paves the way indeed for further research and is open to develop particularly in an era in which
teachers have serious troubles in incorporating technology into their classes.

As a final word, as initial teacher education is of prime significance for evolving well-
equipped teachers with the skills adaptive to the everchanging educational settings, the teacher
education programs would consider such studies as major sources of information in improving
their syllabi and developing new perspectives for transforming the future teachers on a sound
ground.
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Appendix 1
Table 2: Studies included into systematic review
Publication Method Purpose and context Results Theme
Karacop Quasi- To determine the effect of Student Teams- | The results indicated that Comparison
(2016) experimental Achievement Divisions cooperative teaching electrochemical of CL with
learning with models on academic CellStviaISTAD bwithimodel TMs.
achievements of undergraduate university :
students attending classes in which the method was .n?ore effectlye
electrochemical cells (n = 70). than the traditional teaching
The Departmen of Science Education method and only STAD in
(Freshmen) increasing academic
achievement.
Alyar and Quasi- To determine the effect of learning to- According to the results in Comparison
Doymus experimental gether (LT), reading-writing-presenting the understanding of “The of CL with
(2015) (RWP) and student teams-achievement Particulate Nature of Mat- TMs. (LT,
divisions methods in understanding of ter”, CL was more effective RWP, STAD
“The Particulate Nature of Matter” on than the teacher-centered vs. TMs)
students’academic achievement (n = 96). teaching method (TM).
The Department of Science Education
(Freshmen)
Karababa Quasi- To examine the effects of CL (via 3- The results indicated no Comparison
(2009) experimental minute discussions) on achievement of significant effect on academ- | of CL with
Turkish prospective elementary school ic achievement. Yet, students | TMs (Discus-

teachers’ learning of the content of Turk-
ish Syntax course and on their social
interaction in the classroom (n = 80).
The Department of Primary Education
(registered students)

in the cooperative condition
were more involved in posi-
tive and supportive relation-
ships with their classmates
compared to students in the
individualistic learning.

sion vs. TMs)

Simsek, Quasi- To determine the effects of Traditional The results showed that Comparison
Doymus, experimental Teaching Method with Jigsaw and Learn- | Jigsaw and LT methods were | of CL with
Dogan and ing Together (LT) methods used in the more successful than the TMs. (CL vs.
Karacop implementation of CL, on the academic Traditional Method (TM). TMs)
(2009) achievement of the students participating Comparison

the teaching of chemical equilibrium unit of different

(n=116). methods of

The Department of Science Education CL (Jigsaw

(Freshmen) vs. LT)
Demirbas, Experimental To determine the effect of CL on stu- As a result of the study, it Comparison
Bozdogan dents’ achievement in the chapter “Elec- was seen that there is a of CL with
and Tasdemir tricity” in the course of Physics Laborato- | significant difference be- TMs (STAD
(2008) ry II compared to the traditional methods tween the students’ achieve- vs. TMs)

(n=067). ment pre-test scores and

The Department of Science Education final-test scores.

(Freshmen)
Baydar and Quasi- To compare two cooperative learning The research indicated that Comparison
Simsek experimental methods, jigsaw and student teams STAD was more effective of different
(2018) achievement divisions (STAD), in terms than jigsaw on social studies methods of

of their effects on social studies pre- pre-service teachers’ academ- | CL (STAD vs.

service teachers’ academic achievement. ic achievement. Jigsaw)

Department of Social Studies Education

(n =40)
Yilar, Experimental To determine and compare the effect of Cooperative methods had an Comparison
Simsek, Jigsaw and Reading-Writing-Presenting effect on students’ academic of different
Topkaya and (RWP) used in the application of CL on achievements, but there was methods of
Balkaya academic success in the course of Princi- no significant difference CL (Jigsaw
(2015) ples and Methods of Instructions Course between pre-test and post-test | vs. RWP)

(n=185). scores of students of Jigsaw

Department of Social Studies Education and Reading-Writing-

(Sophomores) Presenting (RWP) groups

while they compare.
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Akgay and Quasi- To determine the effect of group investi- The results indicated that Comparison
Doymus experimental gation, learning together and reading- teaching of force and motion | of different
(2014) writing-presenting (RWP) methods on subjects in RWPG was more methods of
students’ academic achievements in the effective than the other CL (LT vs.
unit of “Force and Motion” in general groups. RWP)
physics course (n = 121).
The Department of Science Education
(Freshmen)
Simsek, Yilar | Quasi- To investigate the effects of Group Inves- | The results obtained showed Comparison
and experimental tigation (GI) and the Reading-Writing- that the Reading Writing of different
Kugiik, Presenting (RWP) method in cooperative Presenting method has a methods of
(A0 learning on students’ comprehension of more positive effect on CL (GI vs.
social psychology lesson. (n=107) increasing students’academic | RWP)
Department of Social Studies Education knowledge and achievements
(Registered students) in social psychology lesson
than the Group Investigation
method.
Karagop Quasi- To determine the influence of a Jigsaw The results indicated that the | Jigsaw Com-
(2017) experimental method based on prospective science student teachers had higher parison of CL
teachers’ achievements of physics in levels of achievement in with TMs.
science teaching laboratory practice physics topics which were (Jigsaw vs.
courses (n = 48). taught than the confirmatory TMs)
The Department of Science Education (3@ | laboratory method. Jigsaw 1
Grade)
Doymus Quasi- To examine the effectiveness of Jigsaw in | The results indicated that the | Comparison
(2008) experimental teaching chemical bonding in the general students in the Jigsaw group of CL with
chemistry course (7 = 36). were more successful than TMs (Jigsaw
Department of Primary Science Education | those in the non-jigsaw group | vs. TMs)
(Registered students) (the traditional method
group).
Giindogdu, Quasi- To investigated the effects of the According to the results of Jigsaw
Ozan experimental jigsaw method on the achievements of the study, the test group
and Tasgin, freshman students in an Educational appeared to be more success- | Comparison
(2013) Psychology course. (n=64) ful than the control group in of CL with
Department of Turkish Education terms of post-test and TMs (Jigsaw 1
(Freshmen) knowledge retention scores. vs. TM)
Artut Quasi- To explore the use of Jigsaw II with Jigsaw II had a positive Jigsaw II
andTarim experimental prospective elementary teachers (PTs) on effect on PTs academic
(2007) their academic success at Math teaching success as well as on their Comparison
course (MTC), (n = 81). views regarding the method of CL with
The Department of Primary Education itself. TMs (Jigsaw
(3" Grade) 1T vs. TMs)
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Bu ¢alismanin temel amaci birer 21. yiizyil ogreneni ve ayni zamanda gelecegin, bir baska ifade ile 21. yiizyilin
calisanlart olacak 6grencilerimizin 21. yiizyil 6grenen becerileri kullamm diizeylerinin ve bu diizeylerin gesitli
degiskenlere gore farklilasip farklilasmadiginin belirlenmesidir. Bu ¢alisma, nicel arastirma yaklagimlar ¢ercge-
vesinde tekil tarama ve nedensel karsilastirma arastirmasmin birlikte ise kosulmasiyla gergeklestivilmistir. Ka-
raman il merkezinde bulunan cesitli liselerde ogrenim gormekte olan ogrenciler, aragtirmamin katilimcilar
olmuglardir. Verilerin analizinde betimsel istatistik teknikler ve tek yonlii varyans analizi kullamlmistir. Arastur-
ma bulgularina gore, ogrenciler 21. yiizyil 6grenen becerilerini ve dort alt boyutuna (bilissel beceriler, otonom
beceriler, is birligi ve esneklik becerileri ve yenilik¢ilik becerileri) iliskin becerileri, orta diizeyin iizerinde kul-
lanmaktadwlar. Bununla birlikte ogrencilerin 21. yiizyil ogrenen becerileri kullammlarinin, simf diizeylerine ve
egitim hedeflerine gére anlamli sekilde farklilastigi goriilmiistiir.

Anahtar sozciikler: 21. yiizyil 6grenen becerileri, biligsel beceriler, otonom beceriler, isbirligi ve esneklik, yeni-
likgilik.

Abstract

The research within the main purpose that to determine the level of 21st century learner skills use of high school
students who will be the employees of the 21st century in other words will be the employees of the future is seen
as important in terms of research and application. The study was carried out by combining single survey model
and causal comparison research model within the framework of quantitative research approaches. Students
attending various high schools in Karaman city center were the participants of the study. Descriptive statistics
and one-way ANOVA were used to analyze the data. According to research findings, high school students use
21st century learner skills and its four sub-dimensions (cognitive skills, autonomous skills, collaboration and
flexibility, innovativeness skills), above mid-level. In addition to this, it was observed that the use of 21st century
learner skills of the students differed significantly according to their grade levels and their training goals.

Keywords: 21st century learner skills, cognitive skills, autonomous skills, cooperation and flexibility, innovation

1. Giris

Insan var oldugu andan itibaren, siirekli olarak &grenir. Bu 6grenme; formal ya da informal
olarak yasam boyu devam eder. Insanla birlikte var olan egitim; insani, toplumu ve insanin ya-
sadig1 diinyay1 dogrudan ya da dolayl olarak etkiler. Insan bugiin; gecmisiyle birlikte yasar,

ama ayn1 zamanda da gelecegini inga eder. Global bir kdy haline gelen diinyada, bilgi teknoloji-

! Bu makalenin bir boliimii, 26-28 Ekim 2018 tarihleri arasinda Istanbul’ da diizenlenmis olan “2™ International
Conference on New Approaches in Social Sciences and Humanities” adli sempozyumda sozlii bildiri olarak sunul-

mustur.
2 Karamanoglu Mehmetbey Universitesi, Egitim Fakiiltesi, Egitim Bilimleri Boliimii.
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leri ve hiz ile birlikte, egitim yapilarinda kiiresel diisiinme ama yerel ¢oziimler iiretme 6nemli
hale gelmektedir. Sadece insanlar degil; kurumlar, markalar, kiiltlirler ve iilkeler de gelecek
planlamas1 yapmak zorundadir. Bu nedenle egitimciler egitim ile ilgili olarak ¢esitli 6grenme ve
Ogretme becerileri, kuram, model ve yaklagimlar1 gelistirme ¢abasi igerindedirler. Son zaman-
larda egitim bilimlerinde ortaya ¢ikan yeni yaklasimlarin, 21. yiizyil egitim yeterlikleri ve bek-
lentileri ile ilgili oldugu yadsinamaz bir gercektir (Gelen, 2017). Bu dogrultuda “21. ylizy1l be-
cerileri” kavrami yakin ge¢miste hayatimiza giren 6nemli kavramlardan olmustur. Bu kavram
ile gelecekteki diinyaya ¢ocuklarimizi hazirlarken, onlarin hangi beceriler ile donatilmasi gerek-
tiginin tanim yapilmaya calisilmaktadir (Sing, 1991). Sabit bir igerigi olmayan bu beceriler
giiniin kosullarina goére degisim gostermektedir (Sayin ve Seferoglu, 2016).

2. Literatiir

21. ylizyil becerilerinin neler oldugu konusunda genel bir egilim olmakla birlikte farkli go-
risler oldugu da goriilmektedir. Ananiadou ve Claro (2009), OECD iilkelerinde gergeklestirilen
bir calismada Ekonomik Kalkinma ve Isbirligi Organizasyonuna iiye iilkelerin dgretim prog-
ramlarinda kazandirilan temel Ogrenen becerilerini arastirmislardir. Arastirmanin sonuglari,
Tiirkiye’deki ilkokul programlarinin 6grenenlere; arastirma, problem ¢6zme, elestirel diigiinme,
yaratici diislinme, iletisim, karar verme ve bilgi ve iletisim teknolojilerini kullanma gibi beceri-
ler kazandirmay1 amagcladigini ortaya koymustur. OECD kapsaminda gerceklestirilen baska bir
calismada Pedro (2006), yeni binyilin 6grenenlerinin 6zelliklerini kiiltiirel ve sosyal degerlerde
yasanan degisim, alternatif biligsel 6zellikler ve 6gretme ve 6grenmeye yonelik beklentiler ol-
mak tlizere li¢ ana baglik altinda toplamistir. Wagner (2008) 21. ylizy1l dgrencilerinin tagimasi
gereken becerileri; kritik diisiinme ve problem ¢6zme, bilgiye ulagma ve bilgiyi analiz etme,
etkili sdzlii ve yazili iletisim, isbirligi ve girisimcilik, liderlik ve inisiyatif alma, merak ve hayal
giicii ile pratik zeka ve uyum saglama olarak siralarken; 21. Yiizy1l Ogrenme Isbirligi Platfor-
mu, bilgi cag1 icin gerekli becerileri soyle listelemistir:

Ogrenme ve Yenilikcilik

o  Elestirel diistinme ve problem ¢dzme,
e  Yaraticilik ve yenilikgilik,
e Isbirligi yapma,
e lletisim kurma.
Dijital Okuryazarlik
e Bilgi okuryazarlig,
e Medya okuryazarlig,
e Bilgi teknolojileri okuryazarligi.

Kariyer ve Yasam
o Esneklik ve uyumluluk,
e  Girisimcilik ve 6z-yOnetim,
o Toplumsal ve kiiltiirleraras: etkilesim,
e Yaraticilik ve giivenilirlik,
e Liderlik ve sorumluluk (Partnership for 21st Century Skills, 2015).

Diinya Ekonomi Forumu (2016) ise 2015 ve 2020 yillarina yonelik olarak gereken becerileri
karsilastirmal1 olarak ele almigtir. 2015 yilina iligkin beceriler; karmasik sorunlari ¢6zme, bas-
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kalariyla uyum icinde hareket etme, insan yonetimi, elestirel diisiinme, miizakere, kalite kontro-
111, hizmet sektoriine uyum, muhakeme ve karar verme, etkin dinleme ve yaraticilik iken; 2020
yillina iligkin beceriler; karmasik sorunlar1 ¢ozme, elestirel diisiinme, yaraticilik, insan yoneti-
mi, bagkalariyla uyum i¢inde hareket etme, duygusal zeka, muhakeme ve karar verme, hizmet
sektoriine uyum, miizakere, ve biligsel esneklik olarak belirtilmistir.

Ulkemizde ise 21. yiizy1l dgrenen becerilerinden iilkemizde ilk kez TUSIAD (1999) tarafin-
dan yeni binyilin mesleki gereksinimlerinin belirlenmesi amaciyla ytiriitiilen bir ¢caligmada, yeni
binyilin bireysel gereklilikleri olarak bahsedilmistir. Milli Egitim Bakanligi, Egitimi Arastirma
ve Gelistirme Dairesi Baskanligi (2011) tarafindan yiiriitiilmiis olan ¢aligmada, 21. yilizyilda
ortadgretimdeki mevcut dgrenci profilinin ne oldugu ve ne olmasinin beklendigi sorularia ce-
vap aranmistir. Arastirmada, giindelik yasamla iliski kurmak, yeni geligmelere merakl ve ilgili
olmak, elestirel diisiinmek, sorgulayic1 ve arastirici olmak, uluslararas1 mesleki yeterliklere sa-
hip olmak, sozlii ve yazil ifade becerisine sahip olmak, zaman1 verimli kullanmak, sorumluluk
almak, insanlara saygi duymak, girisken kisilige, toplumsal duyarliliga ve kiiltiirel degerlere
sahip olmak, ahlakli olmak, dayanigsma ve yardimseverlik anlayisma sahip olmak, iiretken ol-
mak, problem ¢ozme becerisine sahip olmak, kendi kararlarini alabilmek, kendini elestirebil-
mek, birlikte is yapma aligkanligina sahip olmak, bilgiye ulasabilme yollarimi bilmek, bilisim
teknolojilerinden yararlanabilmek, kendine giiven duygusuna sahip olmak, evrensel insani de-
gerlere duyarli olmak, sanat duyarliligina sahip olmak, iletisim kurabilecek 6lgiide yabanci dil
bilmek gibi 6zellikler 21. ylizy1l 6grenci profili kapsaminda ele alinmistir. Arastirma sonuglari,
Ogrenci, 6gretmen ve yoneticilerin biiylik kisminin Tiirk egitim sisteminin bahsedilen 6zellikleri
farkl1 diizeylerde de olsa kazandirdigini, bununla birlikte dil ve sanat egitiminde istenen diizeyin
yakalanamadigini diistindiiklerini gdstermistir. Ayrica Tiirk egitim sisteminin uluslararasi stan-
dartlarda oldugu onermesine katilim diizeyi de digerlerine gore daha diisiik bulunmustur. Bu
duruma bagli olarak dil egitimi, sanat egitimi ve Tiirk egitim sisteminde uluslararasi standartlara
ulagsma yoniindeki iyilestirmelere ihtiya¢ duyuldugu ortaya konulmustur.

Anagiin, Atalay, Kili¢ ve Yasar (2016), 6gretmen adaylarina yonelik 21. ylizyil becerileri ye-
terlilik algilan 6lgeginin gelistirilmesi ¢alismasinda gelistirilen 6l¢egin maddeleri; 6grenme ve
yenilenme becerileri, yasam ve kariyer becerileri, bilgi, medya ve teknoloji becerileri olmak
iizere ii¢ faktor altinda toplanmistir. Giiniig, Odabas1 ve Kuzu (2013), 6gretmen adaylarinin 21.
ylizy1l 6grenci 6zelliklerini nasil tanimladiginmi belirlemek amaciyla bir aragtirma yapmislardir.
Calisma sonucunda 0gretmen adaylarinin tanimlamalari dogrultusunda 21. yiizyil 6grenci 6zel-
likleri; kisisel beceriler (biligsel, i¢sel/6z ve sosyal), aragtirma ve bilgi edinme becerileri (aras-
tirma, dgrenme ve bilgiyi edinme), yaraticilik, yenilik ve kariyer becerileri (kariyer ve yenilik)
ve teknoloji becerileri (kullanim ve yayginlastirma) olarak 4 ana tema altinda tanimlanmaigtir.

Gokstiin ve Kurt’un (2017), 6gretmen adaylar ile ylirlitmiis olduklar aragtirmanin bulgulari-
na gore, 0gretmen adaylarinin 21. yiizy1l 6grenen becerileri ve 21. yiizyil 6grenen becerileri alt
boyutlarini (biligsel, otonom, isbirligi ve esneklik, yenilikgilik becerileri) kullanimlar ile 21.
ylizy1l 6greten becerileri ve 21. ylizy1l 6greten becerileri alt boyutlarini (yonetsel, teknopedago-
jik, onamaci, esnek ogretme, iiretimsel beceriler) kullanimlar orta diizeyin {izerindedir. Ayrica,
Ogretmen adaylarinin 21. ylizy1l 6grenen becerileri ve 21. yiizyil 6greten becerileri kullanimlar
iiniversite ve boliim degiskenleri agisindan farklilagmaktadir.

Yalgm (2018), 21. ylizy1l becerilerini tanimlamak ve onlari 6lgmek i¢in kullanilan gesitli
araclar1 ve yaklagimlar tanitmak amaciyla bir arastirma yapmustir. Gergeklestirdigi alanyazin
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incelemesi sonucunda, Tiirkiye’de sik kullanilan dlgme ve degerlendirme yaklagimlarinin (dere-
celendirme 6lgekleri, acik uclu ve ¢oktan se¢meli maddelere dayali basar testleri, performans
degerlendirme ve portfolyolar) genellikle 6grencilerin 21. ylizyil becerilerinin Slglilmesi ve
degerlendirilmesinde kullanilmadigimi ortaya koymustur. Ayrica 21. yiizyil becerilerinin 6lgiil-
mesi ve degerlendirilmesinde bu yaklagimlarin tek basina yeterli olmadigini ve bu tiir becerile-
rin Ol¢iilmesinde; durumsal yarg testleri, bilgisayar simiilasyonlar1 ve bilgisayar destekli mad-
deler, beceri ve yetenek gecmisi gibi 6lgme ara¢ ve yaklagimlarinin Tiirkiye’de siklikla kulla-
nilmamasinin yeterince bilinmemesinden de kaynakli oldugunu ileri siirmiistiir.

Eryilmaz ve Uluyol (2016) tarafindan gerceklestirilmis olan ¢aligmada bir teknoloji enteg-
rasyonu projesi olan FATIH projesinin 21. yiizy1l becerileri ile olan iligkisini ortaya koymak
amaciyla ilgili degerlendirmeler yapilmis ve Onerilerde bulunulmustur. Arastirma sonucunda,
FATIH projesi hedeflerinin, 21. yiizy1l bireylerinin &gretim hayatlarinda ve is yasamlarinda
basarili olabilmelerinin anahtar1 olan ve 21. yiizyil becerileri olarak adlandirilan becerilerin
bireylere kazandirilma amaclanyla Ortiistiigli goriilmiistiir. Bir teknoloji hamlesi ve politikasi
olan FATIH projesinin 6zellikle 21. yiizy1l becerilerinden bilgi, medya ve teknoloji becerileri ile
iligkili oldugu, proje kapsaminda paydaslarda olugmasi1 arzulanan kalic1 davranis degisiklikleri-
nin, 21. yiizy1l bilgi, medya ve teknoloji becerilerini olusturan bilgi okuryazarligi, bilgi ve ileti-
sim teknolojileri okuryazarlig1 ve medya okuryazarlig1 ¢ergevesinde diisiiniilmesinin proje stan-
dartlar1 agisindan daha saglikli olacagi ortaya konulmustur.

Sayin ve Seferoglu (2016), yiiriittiikleri calismada bir 21. yiizyil becerisi olarak kodlama egi-
timinin egitim politikalarindaki yerinin incelenmesini amaglamislardir. Gergeklestirilen alanya-
ZIn taramasi sonucu, yeni bir 21. yiizyil becerisi olarak goriilen kodlama egitimiyle ilgili olarak
yapilan akademik caligmalarin ¢ok az oldugunu tespit etmislerdir. Yaman (2016), 21. yiizyil
becerilerinin Tiirkiye baglaminda dil 6grenme siirecindeki yeri ve Onemini ortaya koymay1
amagladig1 aragtirmasinda bahsedilen becerilere iligkin gerekli bilgileri sunmus ve bu becerilerin
dil 6grencileri ve 6gretmenlerine saglayabilecegi katkilar ele almistir.

3. Arastirmanin amaci ve onemi

Son zamanlarda “21. yiizy1l becerileri”, “21. yiizy1l 6grenen 6zellikleri” alanyazinda siklikla
ele aliman kavramlar olmustur. Ancak yapilan literatiir taramas1 sonucu bu kavramlara iligkin az
saylda caligmaya ulasilmistir. Gergeklestirilmis ¢aligmalarin ise biiyiik kism1 dokiiman analizi
niteliginde olup, temel amaci bu becerilerin kullanim diizeylerini belirlemek olan nicel aragtir-
malara ihtiyag duyuldugu goriilmiistiir. Ozellikle bu ¢aligma, lise dgrencileri ile yiiriitiilmiis
olmasi sebebi ile yerli alanyazinda ilk ve tektir. Bahsedilen nedenlerle, yapilan bu ¢alismanin
alana katki getirecegi diisiiniilmektedir. Caligmanin temel amaci, birer 21. ylizy1l 6greneni ve
ayn1 zamanda gelecegin, bir baska ifade ile 21. ylizyilin ¢alisanlar olacak dgrencilerimizin 21.
yiizyil 6grenen becerileri kullanim diizeylerinin belirlenmesi ve bu diizeylerin ¢esitli degiskenle-
re gore farklilagip farklilagmadiginin tespit edilmesidir. Aragtirmanin genel amaci dogrultusun-
da belirlenen alt problemler agagida verilmistir.

1. Ogrencilerin 21. yiizy1l 6grenen becerileri kullanimlari ne diizeydedir?

2. Ogrencilerin 21. yiizyil 6grenen becerileri kullammlar simf diizeylerine gére farklilas-
makta midir?

3. Ogrencilerin 21. yiizy1l 6grenen becerileri kullanimlari egitim hedeflerine gore farklilas-
makta midir?
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4. Ogrencilerin 21. yiizy1l 6grenen becerileri kullanimlar aile gelir diizeylerine gore farkli-
lagmakta midir?

4. Yontem
4.1. Arastirmamn deseni

Bu ¢alisma nicel aragtirma yaklagimlan gercevesinde tekil tarama ve nedensel karsilagtirma
aragtirmasinin birlikte yiiriitiilmesiyle gerceklestirilmistir. Birinci aragtirma sorusunu yanitla-
mak i¢in tekil tarama modeline, diger arastirma sorularin1 yanitlamak igin ise nedensel karsilas-
tirma arastirmasina bagvurulmustur. Tekil tarama modelleri; degiskenlerin tek tek, tiir ya da
miktar olarak mevcut durumunu ortaya koymak amaciyla gergeklestirilen arastirma modelleridir
(Karasar, 2009). Birinci aragtirma sorusu Ogrencilerin 21. ylizy1l 6grenen becerileri kullanim
diizeylerini ortaya ¢ikarmaya yoneliktir. S6zii edilen arastirma sorusuna iligkin bulgular; faktor-
ler agisindan tiir, diizeyler agisindan miktar olarak belirlenmeye calisilmistir. Nedensel karsilag-
tirma arastirmalar1 ise; olmus bitmis bir olgunun sonuglarina etki eden nedenleri belirleme aras-
tirmasidir (Sonmez ve Alacapinar, 2013). Bunun yani sira nedensel karsilagtirma aragtirmalari;
insan gruplan arasindaki farkliliklarin nedenlerini ve sonuglarini kosullar ve katilimeilar iizerin-
de herhangi bir miidahale olmaksizin belirlemeyi amaglar (Biiylikoztlirk, Kiligc Cakmak, Akgiin,
Karadeniz ve Demirel; 2012). 2-4. aragtirma sorular aragtirmanin bagimli degiskenin (6grenci-
lerin 21. ylizy1l 6grenen becerilerini kullanimlar1) bagimsiz degiskenler (siif diizeyi, egitim
hedefi ve aile gelir diizeyi) agisindan farklilasip farklilagmadigini test etmeye yoneliktir. Bagim-
I1 degiskenlerin bagimsiz degiskenler agisindan gruplandirilip farkliligin hangi gruptan kaynak-
landig arastirilacagindan nedensel karsilagtirma modeli tercih edilmistir.

4.2. Arastirmamn katilimcilart

Karaman il merkezinde bulunan gesitli liselerde 6grenim goérmekte olan 6grenciler, arastir-
manin katilimeilar1 olmuslardir. Katilimeilarin demografik &zelliklerine gore dagilimi Tab-
lo1°de verilmistir.

Tablo 1. Arastirmaya katilan 6grencilerin ¢esitli degiskenlere gore dagilimi

Degisken f %
Cinsiyet Kiz 333 80,8
Erkek 79 19,2
Toplam 412 100,0
Sinif Diizeyi 9. Simif 114 27,7
10. Stuf 79 19,2
11. Stuf 104 25,2
12. Simif 115 27,9
Toplam 412 100,0
Egitim Hedefi Liseyi bitirmek 60 14,6
Yiiksekokul bitirmek 14 3.4
Universite bitirmek 236 57,3
Lisansiistii egitim yapmak 102 24,5
Toplam 412 100,0
Ailenin Aylik Gelir 1500 TL alt1 115 27,9
Diizeyi 1500-3000 TL 219 53,2
3000-5000 TL 63 15,3
5000 TL {izeri 15 3,6
Toplam 412 100,0
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4.3. Veri toplama araci

Arastirmanin verileri Goksiin (2016) tarafindan gelistirilmis olan “21. yiizy1l 68renen beceri-

99 ¢

leri kullanim 6lgegi” araciligiyla toplanmistir. Olgek, “bilissel beceriler”, “otonom beceriler”,
“igbirligi ve esneklik becerileri”, “yenilikgilik becerileri” olmak iizere dort faktoér ve 31 madde-
den olusan besli Likert tipte bir dlgektir. Biligsel beceriler ile bilginin zihinsel siireclerde islen-
mesi, kodlanmasi ve zihinsel siireglerde gerceklesen islemler sonucu olusan {iriinlerin farkinda
olunmasi anlatilirken; otonom beceriler; 6zyonetim, 6zdenetim, bireysel veya grupla caligabilme
becerilerinin biitiinlesmesi ile ortaya ¢ikan 6zerk 6grenme becerilerini agiklamaktadir. Isbirligi
ve esneklik becerileri; isbirligine dayali etkinlik bagarisim1 ve 6grenme ortamlarin1 genisleterek
esnek hale getirmeyi isaret ederken, yenilik¢ilik becerileri ise yeni teknolojilere uyum anlamin-
da  kullanmilmigtir. Veri  toplama  aracinin  genel i¢  tutarlilk  katsayisi
021 yiizyilsgrenenbecerilerikullanim—0,892 dir. Ozdamar’a (2013) gore Cronbach alfa katsayisi 0.70 ile
0.90 araliginda ise, veri toplama arac1 yliksek diizeyde giivenilirlige sahiptir. Bununla birlikte
birinci (Oitigse=0,877), ikinci (Ootonom=0,706) ve dordiincii (oyenilikeiic=0,818) faktdrlerin de ig
tutarlilik katsayisi belirtilen araliklardadir. S6zi edilen faktorler igin de aym yargiya varilabilir.
Ugiincii faktoriin i¢ tutarlilik katsayist (Gispiiirligiveesnekiik=0,672) ise yine Ozdamar’a (2013) gore
(0.60 ile 0.70 arasinda oldugundan) yeterli diizeyde giivenilirlige sahip olarak ele alinmistir.

4.4. Verilerin analizi

Verilerin analizinde betimsel istatistik teknikler ve tek yonlii varyans analizi kullanilmigtir.
Tek yonlii varyans analizi, iligkisiz iki ya da daha ¢ok Orneklem ortalamasi arasindaki farkin
sifirdan anlamli bir sekilde farkli olup olmadigini test etmek iizere uygulanir (Biiylikoztiirk,
2007). Arastirmada dgrencilerin 21. yiizy1l becerileri kullanim diizeylerinin simf diizeyi, egitim
hedefi ve aile gelir diizeyi degiskenlerine gore anlamli bir farklilik gdsterip gostermedigini be-
lirlemek amaci ile tek yonlii varyans analizi uygulanmistir.

5. Bulgular
5.1. Osgrencilerin 21. Yiizyil becerileri kullamm diizeyleri

Tablo 1. Ogrencilerin 21. yiizyil becerileri kullanim diizeylerine iliskin betimsel istatistikler

Faktor n X S
Biligsel beceriler 412 60,66 11,82
Otonom beceriler 412 19,40 443

1§birligi ve esneklik 412 19,34 4,83
Yenilikgilik 412 6,94 2,25
Toplam 412 106,34 19,44

Tablo 1’ e gore 6grenciler, 21. ylizy1l 6grenen becerilerini ve bu becerilerin dort alt boyutuna
(biligsel beceriler, otonom beceriler, is birligi ve esneklik becerileri ve yenilikgilik becerileri)
iligskin becerileri, orta diizeyin lizerinde kullanmaktadirlar.

5.2. Ogrencilerin 21. Yiizyil becerilerinin sinif diizeyi degiskenine gore incelenmesi

Tablo 2 incelendiginde, 11. ve 12. Simif dgrencilerinin, 21. yiizy1l becerileri kullanim diizeyi
puanlarinin 9. ve 10. smif 6grencilerine gore yiiksek oldugu goriilmiistiir. Puan diizeyleri ara-
sindaki bu farkliligin anlamli olup olmadigimi belirlemek amaci ile tek yonlii varyans analizi
yapilmigtir.
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Tablo 2. Ogrencilerin 21. yiizy1l becerileri kullanimmin sinif diizeyi degiskenine gore betim-
sel istatistikleri

Faktor Sinif Diizeyi n X SS SH

9. Sinif 114 59,32 11,65 1,09

Bilissel Beceri- 10. Simf 79 59,34 11,98 1,35
ler 11. Simif 104 59,46 11,83 1,16

12. Smif 115 63,97 11,37 1,06

Toplam 412 60,66 11,82 0,58

9. Sinif 114 19,12 4,83 0,45

Otonom Bece- 10. Simf 79 18,63 4,40 0,50
riler 11. Simf 104 19,56 4,27 0,42

12. Smif 115 20,05 4,13 0,39

Toplam 412 19,40 4,43 0,22

9. Sinif 114 18,82 5,20 0,49

isbirligi ve 10. Simf 79 17,99 4,12 0,46
Esncklik 11. Simf 104 19,87 4,72 0,46
12. Smif 115 20,31 4,76 0,44

Toplam 412 19,34 4,83 0,24

9. Sinif 114 6,83 2,22 0,21

10. Simf 79 7,03 2,27 0,26

Yenilik¢ilik 11. Simf 104 6,74 2,11 0,21
12. Smif 115 7,18 2,38 0,22

Toplam 412 6,94 2,25 0,11

9. Sinif 114 104,09 19,37 1,82

10. Simf 79 102,99 19,05 2,14

Toplam 11. Simf 104 105,63 19,53 1,92
12. Smif 115 111,51 18,90 1,76

Toplam 412 106,34 19,44 0,96

Tablo 3. Ogrencilerin 21. yiizy1l becerileri kullamminin siif diizeyi degiskenine gére tek yonlii var-
yans analizi sonuglar1

. Varyansin Kareler Kareler
Fakior Kg,fnagl Toplamu sd Ortalamasti f P
Bilissel Gruplara.ra.m 1748,95 3 582,98 4272 0,006
Beceriler Gruplarigi 55684,11 408 136,48
Toplam 57433,06 411
Otonom Gruplara.ra.m 106,74 3 35,58 1,822 0,142
Beceriler Gruplarigi 7965,98 408 19,52
Toplam 8072,72 411
1§birligi ve Gruplara.ra.m 313,46 3 104,49 4,606 0,003
Esneklik Gruplarigi 9254,97 408 22,68
Toplam 9568,43 411
Gruplararasi 12,78 3 4,26 0,842 0,471
Yenilik¢ilik Gruplarigi 2062,94 408 5,06
Toplam 2075,72 411
Gruplararasi 4596,89 3 1532,30 4,148 0,007
Toplam Gruplarigi 150729,22 408 369,43
Toplam 155326,10 411
p=<0,05.

Tablo 3 incelendiginde 6grencilerin 21. yiizy1l 6grenen becerileri kullanimlarinin, simif dii-
zeylerine gore anlamh sekilde farklilastigi gortilmiistiir. Bulgular 6lgegin alt boyutlarina gore
incelendiginde ise; biligsel beceriler, isbirligi ve esneklik alt boyutlarinda anlamli farklilik bu-
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lunmugtur. Puan ortalamalar incelendiginde, toplam puan ve bahsedilen faktorler agisindan, 11.
ve 12. Sinif 6grencilerinin, 21. yiizyil becerileri kullanim diizeyi puanlarinin 9. ve 10. simif 6g-
rencilerine gore yliksek oldugu goriilmiistiir.

5.3. Ogrencilerin 21. Yiizyil becerilerinin egitim hedefi degiskenine gére incelenmesi

Tablo 4. Ogrencilerin 21. yiizyil becerileri kullanimimin egitim hedefi degiskenine gore be-
timsel istatistikleri

Faktor Egitim Hedefi n X SS SH
Liseyi bitirmek 60 55,32 11,45 1,48
Yiiksekokul bitirmek 14 54,86 10,78 2,88
Biligsel Universite bitirmek 236 61,68 11,27 0,73
Beceriler Lisanstistii egitim yap- 102 62.18 12,50 1,24
mak
Toplam 412 60,66 11,82 0,58
Liseyi bitirmek 60 18,85 4,14 0,54
Yiiksekokul bitirmek 14 18,71 5,82 1,56
Otonom Universite bitirmek 236 19,53 443 0,29
Beceriler Lisanstistii egitim yap- 102 19,44 437 0,44
mak
Toplam 412 19,40 4,43 0,22
Liseyi bitirmek 60 18,20 4,60 0,59
Yiiksekokul bitirmek 14 18,50 4,33 1,16
1§birligi ve Universite bitirmek 236 19,49 4,93 0,32
Esneklik Lisanstistii egitim yap- 102 19,77 4,75 0.47
mak
Toplam 412 19,34 4,83 0,24
Liseyi bitirmek 60 6,28 2,69 0,35
Yiiksekokul bitirmek 14 6,79 2,16 0,58
Yenilksilik — O ety -~ - -
102 7,08 2,19 0,22
mak
Toplam 412 6,94 2,25 0,11
Liseyi bitirmek 60 98,65 19,68 2,54
Yiiksekokul bitirmek 14 98,86 19,54 5,22
Universite bitirmek 236 107,76 18,86 1,23
Toplam Lisansiistii egitim yap-
102 108,47 19,60 1,95
mak
Toplam 412 106,34 19,44 0,96

Tablo 4 incelendiginde, egitim hedefi “liniversite bitirmek™ ve “lisansiistii egitim yapmak”
olan 6grencilerin, 21. yiizyil becerileri kullanim diizeyi puanlarinin egitim hedefi “liseyi bitir-
mek” ve “yiiksekokul bitirmek” olan dgrencilere gore yliksek oldugu gortilmiistiir. Puan diizey-
leri arasindaki bu farklihigin anlamli olup olmadigini belirlemek amaci ile tek yonlii varyans
analizi yapilmistir.

Tablo 5 incelendiginde 6grencilerin 21. yiizyil 6grenen becerileri kullanimlarinin, egitim he-
deflerine gore anlamh sekilde farklilastigi goriilmiistiir. Bulgular 6lgegin alt boyutlarina goére
incelendiginde ise; biligsel beceriler alt boyutunda anlamli farklilik bulunmustur. Puan ortala-
malar incelendiginde, toplam puan ve bahsedilen faktdr agisindan, egitim hedefi “iliniversite
bitirmek” ve “lisanstistii egitim yapmak” olan 6grencilerin, 21. ylizyil becerileri kullanim diizeyi
puanlarinin egitim hedefi “liseyi bitirmek” ve “yiiksekokul bitirmek” olan 6grencilere gore yiik-
sek oldugu goriilmistiir.
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Tablo 5. Ogrencilerin 21. yiizyil becerileri kullanimmin egitim hedefi degiskenine gore tek
yonlii varyans analizi sonuglari

Varyansin Kareler Kareler

Fakior Kaynagi Toplamu sd Ortalamasi f P
Bilissel Gruplara.ra.m 2692,40 4 673,10 5,005 0,001
Beceriler Gruplarigi 54740,66 407 134,50
Toplam 57433,06 411
Otonom Gruplara.ra.m 102,53 4 25,63 1,309 0,266
Beceriler Gruplarigi 7970,19 407 19,58
Toplam 8072,72 411
1§birligi ve Gruplara.ra.m 112,58 4 28,15 1,211 0,305
Esneklik Gruplarigi 9455,85 407 23,23
Toplam 9568,43 411
Gruplararasi 31,76 4 7,94 1,581 0,178
Yenilik¢ilik Gruplarigi 2043,95 407 5,02
Toplam 2075,72 411
Gruplararasi 5480,90 4 1370,23 3,722 0,005
Toplam Gruplarigi 149845,21 407 368,17
Toplam 155326,10 411
p=<0,05.

5.4. Ogrencilerin 21. Yiizyil becerilerinin aile gelir diizeyine gore incelenmesi

Tablo 6. Ogrencilerin 21. yiizy1l becerileri kullammimin aile gelir diizeyi degiskenine gore

betimsel istatistikleri

Faktor Sinif Diizeyi n X SS SH
1500 TL alt1 115 59,33 11,61 1,08

Bilissel Beceri- 1500-3000 TL 219 61,08 11,61 0,78
ler 3000-5000 TL 63 61,11 12,29 1,55
5000 TL {izeri 15 62,73 14,67 3,79

Toplam 412 60,66 11,82 0,58

1500 TL alt1 115 19,37 4,44 0,41

Otonom Bece- 1500-3000 TL 219 19,32 4,50 0,30
riler 3000-5000 TL 63 19,44 4,10 0,52
5000 TL {izeri 15 20,60 4,98 1,29

Toplam 412 19,40 4,43 0,22

1500 TL alt1 115 18,90 4,60 0,43

isbirligi ve 1500-3000 TL 219 19,32 4,81 0,33
Esncklik 3000-5000 TL 63 20,41 4,57 0,58
5000 TL {izeri 15 18,53 7,12 1,84

Toplam 412 19,34 4,83 0,24

1500 TL alt1 115 6,41 2,14 0,20

1500-3000 TL 219 7,21 2,24 0,15

Yenilikgilik 3000-5000 TL 63 6,94 2,32 0,29
5000 TL {izeri 15 7,27 2,34 0,61

Toplam 412 6,94 2,25 0,11

1500 TL alt1 115 104,02 19,31 1,80

1500-3000 TL 219 106,91 19,29 1,30

Toplam 3000-5000 TL 63 107,91 19,02 2,40
5000 TL {izeri 15 109,13 24,40 6,30

Toplam 412 106,34 19,44 0,96
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Tablo 6 incelendiginde, dgrencilerin aile gelir diizeyleri arttikga, 21. yiizy1l becerileri kullanim diizeyi
puanlarinin da arttig1 goriilmiistiir. Puan diizeyleri arasindaki bu farkliligin anlamli olup olmadigini belir-
lemek amaci ile tek yonlii varyans analizi yapilmustir.

Tablo 7. Ogrencilerin 21. yiizyil becerileri kullaniminin aile gelir diizeyi degiskenine gore tek yonlii
varyans analizi sonuglari

.. Varyansin Kareler Kareler
Faktor Kg,fnagl Toplamu sd Ortalamasi f P
Bilissel Gruplara.ra.51 318,78 3 106,26 0,759 0,518
Beceriler Gruplarigi 57114,28 408 139,99
Toplam 57433,06 411
Otonom Gruplara.ra.51 23,38 3 7,79 0,395 0,757
Beceriler Gruplarigi 8049,34 408 19,73
Toplam 8072,72 411
1§birligi ve Gruplara.ra.51 104,22 3 34,74 1,498 0,215
Esneklik Gruplarigi 9464,21 408 23,20
Toplam 9568,43 411
Gruplararasi 49 49 3 16,50 3,322 0,020
Yenilikgilik Gruplarigi 2026,22 408 4,97
Toplam 2075,72 411
Gruplararasi 963,63 3 321,21 0,849 0,468
Toplam Gruplarigi 150729,22 408 369,43
Toplam 155326,10 411
p=<0,05.

Tablo 7 incelendiginde 6grencilerin 21. yiizy1l 6grenen becerileri kullanim1 toplam puanlart
arasinda aile gelir diizeylerine gore anlamh farklilik goériilmezken, yenilik¢ilik alt boyutunda
anlamli farklilik bulunmustur. Puan ortalamalar1 incelendiginde, bahsedilen faktor agisindan,
ailesinin aylik geliri 1500 TL altinda olan &grencilerin, ailesinin aylik geliri daha yiiksek olan
Ogrencilere oranla 21. yiizy1l becerileri kullanim puanlarmin diisiik oldugu goriilmiistiir.

6. Sonuglar ve tartisma

Arastirma bulgular1 incelendiginde, 6grencilerin 21. yiizy1l 6grenen becerilerini ve bu beceri-
lerin dort alt boyutuna (bilissel beceriler, otonom beceriler, is birligi ve esneklik becerileri ve
yenilikgilik becerileri) iliskin becerileri, orta diizeyin lizerinde kullanmakta olduklar1 goriilmiis-
tiir. Gokstlin ve Kurt (2017), 6gretmen adaylar ile yiiriitmiis olduklar1 arastirmanin sonucunda
benzer bulgulara ulasmislardir. Bahsedilen ¢alismada, 6gretmen adaylarmin 21. yiizyil 6grenen
becerilerini ve sozii edilen tiim alt boyutlarini anlatan becerileri orta diizeyin tizerinde kullandik-
lar1 gdriilmiistiir.

Arastirma bir bagka bulgusuna gore, 6grencilerin 21. ylizy1l 6grenen becerileri kullanimlari-
nin, sinif diizeylerine gére anlamli sekilde farklilastigi goriilmiistiir. Bulgular l¢egin alt boyut-
larma gore incelendiginde ise; biligsel beceriler, isbirligi ve esneklik alt boyutlarinda anlaml
farklilik bulunmustur. Puan ortalamalar1 incelendiginde, toplam puan ve bahsedilen faktorler
acisindan, 11. ve 12. Simif 6grencilerinin, 21. yiizy1l becerileri kullanim diizeyi puanlariin 9. ve
10. smmif dgrencilerine gore yiiksek oldugu goriilmiistiir. Biligsel beceriler ile isbirligi ve esnek-
lik becerileri, hem yasa bagli olarak hem de 6grenme siirecinde yasanan deneyimlerle birlikte
gelisebilen becerilerdir. Smif diizeyi arttik¢a, 6grenen becerileri kullaniminin da artmis olmasi
aragtirmanin beklenen sonuglarindandir.
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Arastirma bulgulan incelendiginde, 6grencilerin 21. yiizy1l 6grenen becerileri kullanimlari-
nin, egitim hedeflerine gore anlamli sekilde farklilastigi goriilmiistiir. Bulgular 6l¢egin alt bo-
yutlarina gore incelendiginde ise; bilissel beceriler alt boyutunda anlamli farklilik bulunmustur.
Puan ortalamalan incelendiginde, toplam puan ve bahsedilen faktdér agisindan, egitim hedefi
“liniversite bitirmek” ve “lisansiistii egitim yapmak™ olan Ogrencilerin, 21. yiizyil becerileri
kullanim diizeyi puanlarinin egitim hedefi “liseyi bitirmek” ve “yiiksekokul bitirmek” olan 6g-
rencilere gore yiiksek oldugu goriilmiistiir. Bireylerinin gerek egitim hedeflerinin, gerek is ya-
samina dair hedeflerinin yiiksek olmasi, daha iist diizey biligsel aktivitelerde bulunmalarini ge-
rekli kilmaktadir. Ogrencilerin egitim hedeflerinin diizeyi arttik¢a, bilissel beceriler kullanimla-
rimin da artmasi, bu becerilerin daha yogun ve iist diizey etkinlikler araciligiyla kullanilmasina
bagli olarak gelismesi ile agiklanabilir.

Arastirma bulgularia gore, 6grencilerin 21. yilizy1l 6grenen becerileri kullanimi toplam pu-
anlar1 arasinda aile gelir diizeylerine gore anlamli farklilik goriilmezken, yenilikgilik alt boyu-
tunda anlamli farklilik bulunmustur. Puan ortalamalan incelendiginde, bahsedilen faktor agisin-
dan, ailesinin aylik geliri 1500 TL altinda olan 6grencilerin, ailesinin aylik geliri daha yiiksek
olan Ogrencilere oranla 21. yiizy1l becerileri kullamm puanlarimin diisiik oldugu gorilmiistiir.
Ailesinin maddi durumu daha olumlu olan &grencilerin, olanaklar1 daha genis ve ¢esitli olabile-
cegi ve daha az maddi kaygi i¢inde bulunacaklari i¢in digerlerine oranla yeniliklere acik olmala-
11, yeni seyler denemeleri ve daha kolay girisimde bulunmalar1 kagimilmazdir. Ailesinin aylik
geliri diislik olan 6grencilerin yenilik¢ilik becerilerini kullanim diizeylerinin de diisiik olmasi,
sahip olduklar1 ya da olamadiklar1 imkanlarla agiklanabilir.

7. Oneriler

Aragtirmanin bulgulan ilgili alanyazin dogrultusunda yorumlanarak uygulamaya ve ileride
yapilabilecek arastirmalara yonelik asagidaki 6nerilerde bulunulmustur:

e 21. yiizyil becerileri, sabit beceriler olmayip, igerigi zamana ve kosullara bagl olarak de-
gisen becerilerdir. Bu nedenle hem dgretmenler hem de 6grenciler kendilerini gelismelere adapte
etmeyi 6grenmelidirler.

e Ogretmen ve dgrenciler, i¢inde bulundugumuz cagm dgretme degil, dgrenme cag1 oldu-
gunun farkinda olmali, 6grenme siirecine dncelik tammalidirlar.

e Ogrenme ve dgretme siirecinde dgrenen 6zerkligi saglanmali, dgrencilerin aktif katilimi
artirilmalidir.

e Egitim durumlarmda 6grencilerin elestirel diisiinme ve problem ¢dzme becerilerini ve ya-
raticiliklari gelistirmeye yonelik aktif 6grenme etkinlikleri gerceklestirilmelidir.

e Ogrenme ve dgretme ortamlarinda teknolojiden yararlanilmal, bu yolla hem yaparak-
yasayarak 6grenme saglanmali, hem de bilgi, teknoloji ve medya okuryazar olan bireyler yetisti-
rilmelidir.

e Bireylerin iletisim ve isbirligi 6zelliklerini yeteneklerini gelistirmek igin egitim durumla-
rinda igbirlikli 6grenme etkinliklerine ve grup tartigmalarina yer verilmelidir.

e s hayatma girisimci, uyumlu, 6z-yonetimli ve liderlik 6zellikleri tastyan bireyler yetisti-
rebilmek i¢in 6grenme ve dgretme siirecinde 6grenen sorumluluk verilmeli, siirecte kendi kararla-
rim almast, kendi 6grenmesine yon vermesi ve kendini degerlendirmesi saglanmalidir.

e Sadece iirline odaklanmak yerine, 6grenme ve 6gretme siireci biitiinciil ve ¢ok yonlii bir
bakis agisiyla ele alinmalidir.
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e Bu aragtirma lise 6grencileri ile yiirGitiilmiistiir. Alanyazinda az sayida da olsa, 6gretmen
adaylan ile gergeklestirilmis ¢alismalar mevcuttur. Giintimiiz ilkogretim 6grencilerinin de birer
21. ylizyil galisani olacagi g6z oniinde bulundurularak, onlara yonelik ¢alismalar da yapilabilir.

e Bu arastirma, tarama modeli ile ylrttilmistir. Alanyazindaki diger ¢aligmalara bakildi-
ginda cogunlukla dokiiman analizi yonteminin izlendigi goriilmektedir. Durum ¢aligmasi vb. nitel
caligmalar veya nicel ve nitel yontemlerin beraber kullanildig1 karma desenli calismalar yapilabi-
lir.
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Extended abstract in English

In recent years, notions such as 21st century learning features, learner skills have been fre-
quently discussed in the literature. 21st century learning characteristics have been the source of
many studies, especially literacy studies, in the theoretical context. 21st century learning skills
are the skills that the students have in their learning experiences, which are the stakeholders of
the learning-teaching process and continue their education in today's conditions. Recently, 21st
century skills, 21st century learning features have been frequently discussed in the literature.
However, as a result of the literature review, few studies have been reached regarding these
concepts. Most of the realized studies are document analysis and it is seen that quantitative re-
search is needed to determine the level of use of these skills. In particular, this study was con-
ducted with high school students. It is thought that this study will contribute to the field due to
the mentioned reasons. The research within the main purpose that to determine the level of 21st
century learner skills use of high school students who will be the employees of the 21st century
in other words will be the employees of the future is seen as important in terms of research and
application. For this purpose, the levels of high school students’ 21st century learner skills use
were investigated. Moreover, these skills use were compare among independent variables which
were grade level, training goal and income rate. The study was carried out by combining single
survey model and causal comparison research model within the framework of quantitative re-
search approaches. Students attending various high schools in Karaman city center were the
participants of the study. The data of the study were collected through the “21st learner skills
use scale” were developed by Goksiin (2016). The scale is a five-point Likert-type scale consist-
ing of 31 items and four factors including “cognitive skills”, “autonomous skills”, “’collabora-
tion and flexibility skills” and “innovation skills”. Cognitive skills are the processing of infor-
mation in mental processes, coding and being aware of the products formed as a result of the
mental processes. Autonomous skills are the skills associated with the integration of self-
management, self-regulation, autonomous learning skills, individual or group work skills. Col-
laboration and flexibility skills are making it more flexible by expanding the success of collabo-
rative activities and learning environments. Innovation skills are used in terms of compliance
with new technologies.

Descriptive statistics and one-way ANOVA were used to analyze the data. According to re-
search findings, high school students use 21st century learner skills and its four sub-dimensions
(cognitive skills, autonomous skills, collaboration and flexibility, and innovativeness skills),
above mid-level. In addition to this, it was observed that the use of 21st century learner skills of
the students differed significantly according to their grade levels. When the findings are exam-
ined according to the sub-dimensions of the scale; there were significant differences in cognitive
skills, cooperation and flexibility. When the mean scores were examined, it was seen that in
terms of total score and the mentioned factors, 11th and 12th grade students were higher than
21st and 10th grade students. Similarly, the use of 21st century learner skills of the students
differed significantly according to the education goal variable. When the findings are examined
according to the sub-dimensions of the scale; significant differences were found in the cognitive
skills sub-dimension. In terms of the total score and the aforementioned factor, the target of the
21st century skills usage level scores of the students whose educational objective is to “com-
plete the university” and “have a postgraduate education” was found to be higher than the stu-
dents who had to “finish the high school”. While there was no significant difference between the
total scores of the 21st century learner skills use of the students in terms of family income level;
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significant differences were found in the sub-dimension of innovation. Students of the 21st cen-
tury. In terms of the aforementioned factor, it was observed that the students who had a monthly
income of less than 1500 TL had lower scores on their 21st century skills than their parents with
higher monthly income. The findings of the study were interpreted in accordance with the relat-
ed literature and suggestions were made for the application and possible studies. This research
was conducted with high school students. In the literature, there are few studies conducted with
prospective teachers. Considering that today's elementary school students will be 21st century
employees, it is possible to work on them. The research was conducted with the survey method.
When we look at other studies in literature, it is seen that mostly document analysis method is
followed. Case study etc. a qualitative study or a combination of qualitative and quantitative
methods can be used.
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Icinde bulundugumuz dijital ¢agda, teknolojide yaganan bas dondiiriicii gelismeler her alanda oldugu gibi egitim
sistemlerini de etkilemistir. Bu anlamda gergeklesen egitim reformlarimn basinda FeTeMM egitimi gelmektedir.
Bircok gelismis iilke, egitim sistemlerinde bu yaklasima yonelik degisimler gerceklestirmistir. Ulkemizde de
egitim politikast anlaminda ¢alismalar baslamis, 2017 Fen Bilimleri Ogretim Programinda “Fen ve Miihendislik
Uygulamalar” adi altinda yer almas: planlanmistir. Bu kapsamda ¢alismanin amaci, Fen ve Miihendislik Uygu-
lamalar hakkinda fen bilgisi ogretmenlerinin goriislerini belirlemektir. Aragtirmanin ¢aliyma grubu Ankara’da
farkl okullarda gorev yapan 20 fen bilgisi ogretmeninden olusmaktadir. Nitel arastirma olarak dizayn edilen bu
calismada, veriler yart yapuandirilmis goriis formu ile toplanmig, verilerin analizinde ise igerik analizinden
yararlamlmistir. Ogretmenler, fen ve miihendislik uygulamalarimn problem ¢ézebilen, yaratict ve iiretken birey-
lerin yetistirilmesinde etkili olacag, disiplinlerarasi yaklasimin onemli kazammlar saglayacagi yoniinde olumlu
goriiglere sahiptirler. Ancak bu alanda kendilerini yetersiz gormekte ve egitime ihtiya¢ duymaktadrlar.

Anahtar Sozciikler: Fen egitimi, FeTeMM egitimi, 6gretmen goriisleri, fen ve miihendislik uygulamalar

Abstract

In the digital age, dizzying developments in technology have affected education systems as in every field. In this
sense, the most important reform of education is STEM education. Many developed countries have made changes
to this approach in education systems. Studies in the sense of education policy have been started in Turkey and it
is planned to take place under the name of Science and Engineering Practices in 2017 Science Education Cur-
riculum. In this context, the aim of this study is to determine the views of science teachers about Science and
Engineering Applications. The study group consisted of 20 science teachers working in different schools in Anka-
ra. In the study, which was designed as qualitative research, data were collected by semi-structured opinion form
and content analysis was used in data analysis. Teachers have positive opinions that science and engineering
applications will be effective in problem solving, creative and productive individuals, and interdisciplinary ap-
proach will provide significant gains. However, they consider themselves insufficient in this area and need train-
ing.

Keywords: Science education, STEM education, teacher’s opinions, science and engineering applications.

1. Giris

Bilim ve teknolojinin siirekli gelistigi, bilimsel bilginin arttig1 giiniimiiz teknoloji ¢aginda
yasanan gelismeler toplumlarin ihtiyaglarini da degistirmis, toplumlarin teknolojiye olan bagim-
liligim arttirmigtir. Giliniimiizde teknolojik iiriinler, iilke ekonomilerinin biiyiik bir boliimiini

! Bu galisma, International Symposium On Contemporary Education and Social Sciences, 22-25 Kasim 2018 Antal-
ya, Tiirkiye sempozyumunda sunulmustur.
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olusturmaktadir. Bu nedenle iilkelerin teknolojiyi anlayabilen ve iireten bireylere ihtiyaglar
vardir (Tiirkiye Bilimsel ve Teknolojik Arastirma Kurumu [TUBITAK], 2004). Hizla gelisen
teknolojiyi anlama ve giinliik yagam problemlerini ¢6zme bir¢ok disiplinin biitiinlestirilmesiyle
gerceklesmektedir. Bu nedenle gergeklesen egitim reformlarinda disiplinlerarasi bir yaklagimin
gerekliligi ve bu ihtiyacin da FeTeMM (Fen, Teknoloji, Miihendislik, Matematik) egitimi ile
gerceklesebilecegi savunulmaktadir (Cepni, 2017). FeTeMM egitimi fen, teknoloji, miithendislik
ve matematik disiplinlerinin biitiinlestirilerek kullanilmasimi igeren disiplinlerarasi bir yakla-
simdir. Bu yaklasimda amag, problemlere disiplinleraras: bir bakis acis1 kazandirmak, 21. yiizyil
becerilerine sahip tiretken bireyler yetistirmek ve bireyleri FeTeMM alanlarinda kariyer yapma-
ya yoOnlendirmektedir (National Research Council [NRC] ,2011). FeTeMM egitimi, problem
¢ozme, yaraticilik, girisimcilik ve takim ¢aligmasi gibi beceri gelisimiyle iiretken ve yenilikei
bireylerin yetistirilmesinde etkin rol oynayarak ekonomik kalkinmaya katki saglar (Cooper &
Heaverlo, 2013). Uretilen teknolojilerin fen, miithendislik ve matematik disiplinleriyle iliskisi,
iilkelerin ekonomisine ve beraberinde refah diizeyine olan katkis1 FeTeMM egitimine olan ilgiyi
oldukca arttirmigtir (Corlu, Capraro & Capraro, 2014; Fan & Ritz, 2014, s.8). Bu kapsamda
basta ABD olmak iizere bircok gelismis lilke egitim politikalarina bu yonde reform uygulamis-
lardir (National Academy of Engineering [NAE], 2010; NRC, 2011).

Tiirkiye’de 2017 yilinda Fen Bilimleri Ogretim Programi giincellenmis ve Fen Bilimleri der-
sine “Fen ve Miihendislik Uygulamalar1” tinitesi eklenmistir (Milli Egitim Bakanligi [MEB],
2017). Bu kapsamda fen ve miihendislik uygulamalarmi iceren “Uygulamali Bilim” iinitesi
8.linite olarak eklenmis, 4.siniflarda 9 ders saati, 5,6,7 ve 8.smiflar icin ise 12 ders saati olarak
belirlenmistir. Bu iinite genel olarak miihendislik ve tasarim becerilerini kazandirmay1 hedefle-
mektedir. 2017 yilinda yalnizca 5.siniflarda uygulanan taslak program, 2018 yilinda giincellene-
rek biitlin siniflarda uygulanmaya baslanmistir. Ayrica 2018 6gretim programinda, fen ve mii-
hendislik uygulamalarina girisimcilik ifadesi eklenerek “Fen, Miihendislik ve Girisimcilik Uy-
gulamalar1” ad1 altinda bir cati iiniteye yer verilmistir (MEB, 2018). Giincel 6gretim programina
gore bu tarz uygulamalar kapsaminda 6grencilerden {initelerde islenen konulara yonelik giinliik
yasamdan bir ihtiya¢ veya problemi tanimlamalar1 istenmektedir. Giinliik hayattan bir proble-
min, zaman, malzeme ve maliyet kriterleri kapsaminda degerlendirilmesi, problemin ¢dziimiine
yonelik olas1 ¢6ziim yollarinin gelistirilmesi, kriterler dogrultusunda uygun ¢dziimiin segilmesi,
¢Ozliimiin planlanmasi ve bu siire¢ sonunda bir iiriiniin ortaya konulmasi beklenmektedir (MEB,
2018).

Giincel ogretim programinda s6z edilen bu asamalar aslinda miihendislik tasarim siirecini
olusturmaktadir (Sar1, 2018, s.301). Miihendislik, bir ihtiyaca yonelik problemleri ¢6zmek tizere
fen ve matematik alanlarii kullanan disiplinlerarasi bir yapiya sahiptir. Ote yandan okullarda
gerceklestirilen fen O6gretimi ve miifredat uygulamalarmin biiylik ¢ogunlugu, gercek yasam
problemleriyle ilgili yeterli deneyim kazandiramadig1 gerekcesiyle elestirilir (Ting, 2016). Bu
baglamda miihendislik tasarim siirecinin, okulda ihtiya¢ duyulan bir egitim siirecini olusturabi-
lecegi savunulmaktadir (Sar1, 2018, s.298). Miihendislik tasarim yoluyla, 6grencilerin fen ve
matematik bilgilerini kullanarak gergek yasamdan bir probleme teknolojik bir ¢ozliim liretmeleri
beklenir. Ancak bu durum fen derslerinde, bilimsel arastirma-sorgulamadan ziyade miihendislik
tasarima Oncelik vermek anlamina gelmemeli, ikisinin birlikte entegrasyonu saglanmalidir (Kel-
ley & Knowles, 2016; Ting, 2016). Ozetle miihendislik tasarim fen 6greniminde baglamsal fir-
satlar saglamak i¢in kullanilabilir. Boylece bilimsel sorgulama ve miihendislik tasarim karsilikli
olarak birbirini giiclendirebilir (Bybee, 2010).
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2. Arastirmanin amaci ve problem durumu

Bir becerinin gelismesi, o becerinin birey tarafindan etkin kullanimina baghdir (Cepni,
2017). Siiphesiz, fen derslerinde miihendislik ve tasarim becerilerini kazandirmada dersin yiirii-
tiiciisii olan 6gretmenlerin rolii bilyiik olacaktir. Bu becerileriler anlaminda dgretim programinin
uygulanabilirliginde, 6gretmenlerin hazir bulunusluk diizeyleri, fen ve miihendislik uygulamala-
rima bakis acilari, derslerde gelistirecegi ve gergeklestirecegi etkinlikler hakkindaki bilgileri
onemli bir doniit olacaktir. Bu nedenle bu ¢aligmanin amaci 2017 Fen Bilimleri Ogretim Prog-
ramina eklenen “Fen ve Miihendislik Uygulamalar1” hakkinda Fen bilgisi 6gretmenlerinin go-
rislerini ortaya ¢ikarmaktir. Bu amag¢ dogrultusunda arastirmanin problemi “Fen bilimleri der-
sine eklenen “Fen ve Miihendislik Uygulamalari” hakkinda Fen bilgisi ogretmenlerinin goriis-
leri nelerdir?”’ seklinde olusturulmustur.

3. Yontem

Betimsel arastirma modelinde tasarlanmis bu ¢aligmada durum galigmasi yontemi kullanil-
mistir. Durum ¢alismasi, incelenen birimin, olgu veya grubun, igyiiziinli ve davraniglarini anla-
mak, olaylara agiklama getirmek, ayrintilar1 incelemek ve tanimlamak amaciyla gergeklestirilen
bir nitel aragtirma ydntemidir (Ozden & Duru, 2016). Arastirmada incelenen durum Fen bilgisi
ogretmenlerinin Fen Bilimleri Ogretim Programina eklenen Fen ve Miihendislik Uygulamalari-
na yonelik goriisleridir. Bu kapsamda, 20 Fen bilgisi 6gretmeni ile yar1 yapilandirilmis miilakat
araciligryla derinlemesine goriisme yapilmasi nedeniyle arastirmanin deseni durum c¢aligmasi
yontemi olarak belirlenmistir (Creswell, 2012).

3.1 Calisma grubu

Arastirmaya, 2017-2018 &gretim yilinda Ankara’da bir ilgenin farkli okullarinda gérev yapan
20 Fen bilgisi 6gretmeni katilmigtir. Katilimcilar, amagli 6rnekleme yontemlerinden kolay ulasi-
labilir 6rnekleme yontemi ve goniilliiliik ilkesine gore belirlenmistir. Aragtirmacinin ¢aligtigi
ortaokulla birlikte en yakin 2 ortaokulda gorev yapan &gretmenler katilimer olarak segilmistir.
Bu 6rnekleme yontemi, arastirmaciya pratiklik ve hiz kazandirmaktadir (Yildirm & Simsek,
2011). Calismada etik ilkesine bagli olarak dgretmenlerin isimleri kullanilmamistir. Ogretmen-
ler, O1, 02, O3... seklinde kodlanmistir. Katilimcilara ait demografik bilgiler Tablo 1’de veril-
mistir.

Tablo 1. Katilimcilara ait demografik bilgiler

Demografik Bilgiler Frekans Yiizde (%)

Kadin 15 75

Cinsiyet Erkek 5 25
Toplam 20 100
1-5 Y1l 11 55

Calisma Siiresi 6-10 Y1l 6 35
Diger 3 10

Toplam 20 100

3.2 Veri toplama araci ve verilerin analizi

Calismada veri toplama araci olarak yar yapilandirilmis goriisme formu kullanilmigtir. Yart
yapilandirilmig goriigme formu, dnceden belirlenen sorular gergevesinde bireyin konu hakkin-
daki duygu ve diisiincelerini belirlemek amaciyla kullanilmaktadir (Cepni, 2014). Goriisme
formu sorular1 arastirmaci tarafindan hazirlanmis ve kapsam gecerliligi i¢in uzmanlarin goriigle-
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ri alinarak son hali verilmistir. Gorlisme formunun son hali 5 sorudan olusmus, goriisme siiresi
ise her bir katilimciyla yaklagik 30 dakika siirmiistiir. Toplanan verilerin analizinde igerik anali-
zi teknigi kullanilmistir. Bu teknikte birbirine benzeyen veriler, belirli kavramlar ve temalar
cercevesinde bir araya getirilerek okuyucunun anlayabilecegi bir diizende smiflandirilir (Yildi-
rim & Simsek, 2011). Oncelikle formlarin tiimiine bir say1 verilmis ve her bir form iki bagimsiz
aragtirmaci tarafindan en az iki kere degerlendirilmistir. Arastirmacilardan biri fen egitiminde
yliksek lisans 6grencisi, digeri ise ¢aligma alan1 FeTeMM egitimi ve teknoloji temelli fen egiti-
mi olan 6gretim iiyesidir. Ilk olarak, verilerin tamamu arastirmacilar tarafindan konuyla ilgili
literatiirde mevcut kavramlar dikkate alinarak kodlanmigtir. Sonra temalarin her biri, analizin
ayn1 boyutunu temsil eden kodlarla olusturulmus ve her bir temanin birbiriyle értiigmemesi igin
bliylik 6zen gdsterilmistir. Daha sonra ise kodlama igleminin giivenilirlik katsayis1 hesaplanmig-
tir. Veri analizinin giivenilirligi Miles ve Huberman’in (1994) formiilii (Giivenirlik = Goriis
Birligi \ [Goriis Birligi + Goriis Ayriligi] *100) kullanilarak hesaplanmis ve % 87 olarak bu-
lunmugtur. Miles & Huberman giivenirlik katsayisi % 70'in iizerindeyse, ¢alisma i¢in giivenilir
oldugu kabul edilir (Miles & Huberman, 1994). Son olarak kategorizasyondaki ihtilaflar bir
anlagmaya varilana kadar tartisilmis ve bu sekilde temalar ve kodlar belirlenmistir. Yorumlarda
ogretmenlerin goriisme formundaki sozel ifadelerinden dogrudan alintilar da yapilmistir.

4. Bulgular

Fen bilimleri dersinde disiplinleraras1 yaklasimin uygulanmasina yonelik 6gretmen goriisleri
degerlendirildiginde; 6gretmenler bu yaklasimi bilgi ve beceri anlaminda faydali gériip fen bi-
limlerini birgok disiplinle iliskilendirmislerdir. Ogretmenler, fen bilimleri dersinde disiplinlera-
rast yaklasimin uygulanmasinin, diisiinme, problem ¢dzme ve isbirligi gibi becerilerin gelisi-
minde, etkili 6grenme ve bilginin kaliciliginda, bilginin hayata gecirilmesinde etkili olacagi
diisiincesindedirler. Ote yandan &gretmenler, basta matematik disiplini olmak {izere teknoloji,
mithendislik, sosyal bilimler, sanat gibi bir¢ok disiplinle fen bilimlerini iligskilendirmektedir
(Tablo 2). Konuya iliskin bazi 6gretmen goriisleri; “Fen bilimleri yapisi geregi kendi bile disip-
linler arasi bir derstir. Fizik, kimya, biyoloji basta olmak iizere bir¢ok bilimin birlesmesi ile
olusan bir derstir.”(O1), “Fen bilimleri dersi disiplinlerarasi bir derstir. Fen bilimleri egiti-
minde disiplinleraras1 yaklasim kullaniimast zorunludur. En yakin disiplinler matematik ve
miihendisliktiv. Cilinkii gerek uygulama alanlar: gerekse problem ¢ozme yaklagimlar: birbirleri-
ne benzerdir.”(02), “Fen bilimleri dersi bircok disiplinle iliskili olan disiplinler aras: bir ders-
tir fakat en onemli disiplin matematiktir. Ciinkii bir¢ok konunun ispati, formiilii ve isleyisi ma-
tematik ile ispatlanmaktadir.”(03), “Ogrencileri arastirmaya sorgulamaya ve deneysel calis-
malara yonlendirmesinin nedeni disiplinlerarasi bir ders olmasidir. ’(04) seklindedir.

Fen ve miihendislik uygulamalarinin fen bilimleri egitimine etkisini degerlendirmeye yonelik
yoneltilen soruya 6gretmenlerin verdigi cevaplar degerlendirildiginde 6gretmenlerin tamaminin
yararli olacag1 yonilinde goriis belirttigi goriilmektedir. Konuya iligskin baz1 6gretmen goriisleri;
“ Cok yararh ve olumlu buluyorum. Ogrencilere daha bu yaslardan itibaren yaparak — yasaya-
rak ogrenme firsati vermesi, hem zihinsel hem de pisikomotor becerilerinin artmasint saglaya-
caktir.”(O11), “Fen bilimleri dersini akademik olarak bir iist seviyeye tasiyacagina inaniyo-
rum.”(012), “Ogrencilerin yaratici, diisiinen, iireten ve sorgulayan, problem ¢ozebilen bireyler
olarak yetismesine olanak saglayacagim diisiiniiyorum. ”(013) seklindedir. Ogretmenler, fen ve
miihendislik uygulamalarin bilginin giinliik hayata aktarilmasinda, problem ¢6zme ve yaraticilik

Copyright © 2015 by IJSSER
ISSN: 2149-5939



161

Sar1, U., Yazici, Y.Y. (2019). Science teachers' opinions on science and engineering applications. Interna-
tional Journal of Social Sciences and Education Research, 5(2), 157-167.

gibi becerilerin gelisiminde, aragtiran-sorgulayan ve iiretken bireylerin yetistirilmesinde 6nemli

katkilar saglayacagi diisiincesindedirler (Tablo 3).

Tablo 2. “Fen Bilimleri dersinde disiplinler arasi yaklasima yonelik goriigleriniz nelerdir?
Sizce fen bilimleri egitimi hangi disiplinler ile iliskili olmalidir? Bu goriislerinizin nedeni neler-
dir?” sorusuna iliskin 6gretmen goriisleri ve frekans degerleri

Tema Kodlar Frekans Ornek ifadeler
Cok boyutlu diisiinme saglar 4 Ogrencinin aktif ve sumirsiz diigiin-
mesini saglar(O1).

Disiplinlerarasi yaklasim

Kalic1 ve etkili 6grenme saglar 2

Bilgiyi giinliik hayata aktarir 2

Ogrencileri arastirmaya sorgula-
maya ve diigtinmeye yonlendi-
rir(O4).

Fen bilimleri dersi yasam ile dog-

Is birligi becerisi kazandirir 2 rudan iliskili bir ders oldugundan
problemlere farkl disiplinlerden
Problem ¢dzme becerisi ka- 2 yaklasmay: saglar(09).
zandirir Oégrencilerin dersi kalici ve etkili
bir sekilde ogrenmelerini sag-
lar(015).
Matematik 16
Fizik 7 Fen bilimleri fizik, kimya ve biyoloji
Kimya 7 derslerinin birlegimidir(O7).
Biyoloji 7 Fen bilimleri dersi fizik, kimya ve
5 Teknoloji 7 biyolojinin yaninda astronomi ve
= Miihendislik 6 miihendislik ile iliskilidir(O16).
= Sosyal Bilimler 4 Matematik ile yakindan iligkili olup
= Gorsel Sanatlar 4 teknoloji tasarim ve miizik dersleri
= Tiirkge 4 ile de iliskilendirilebilir(O17).
% Astronomi 2 Matematik fizik kimya ve biyoloji ile
= Cografya 1 iliskilidir(O19).
Jeoloji 1 Fen bilimleri dersi matematik, mii-
Tip 1 hendislik, ¢evre bilimi ve teknoloji
Miizik 1 gibi bircok dersle iliskilidir(020).

Tablo 3. “2017 Fen Bilimleri Ogretim Programina eklenen Fen ve Miihendislik Uygulamalari-
nin, fen bilimleri egitimine etkisini nasil degerlendiriyorsunuz? Fen bilimleri egitimi ile mii-
hendislik arasinda nasil bir iliski oldugunu diigiiniiyorsunuz?” sorusuna iligkin 6gretmen goriis-
leri ve frekans degerleri

Tema

Kodlar

Frekans

Ornek ifadeler

Fen ve miithendislik uygulamalar1

Bilginin giinliik hayata aktariimasini
saglar

Ureten bireylerin yetistirilmesini saglar
Problem ¢dzme becerisini artirir
Aragtirma ve sorgulamaya tesvik eder
Kalic1 6grenmeyi saglar

Yaraticiligr gelistirir

Akademik basary1 artirir

Topluma yararli bireyler yetistirir
Ezberden kurtarir

Teknolojiyi takip eden bireyler yetisti-
rir

— =N LN N 0O

—

Osrenciler égrendikleri konuyu hayata
gecirebilecekler ve bu sayede hayal
gii¢lerini kullanarak yeni projeler elde
edebileceklerdir(02).

Sorgulayan, aragtiran iireten ve top-
luma yararl bireylerin yetistirilmesini
saglar(05).

Miihendislik uygulamalari 6grencile-
rin ogrendigi bilgileri ger¢ek hayat
problemlerine aktarmasim saglar(O7).
Miihendislik uygulamalar: sayesinde
ogrenciler yaparak yasayarak 6grenir-
ler(O11).
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Goriisme formundan elde edilen énemli bulgulardan biri de 6gretmenlerin mithendislik ve
tasarim becerilerini kazandirmada genel olarak kendilerini ve meslektaslarini yetersiz bulmala-
nidir (Tablo 4). Konuyla ilgili olarak bazi dgretmenler; “Tam anlamiyla yeterli bulmuyorum.
Hizmet ici egitimler verilmeli, tiniversitelerin diizenlendigi ¢calismalara égretmenlerin katiima-
lar1 saglanmali ve tesvik edilmelidir. ”(O7), “Fen bilimleri 6gretmenlerinin bu alanda kendileri-
ni gelistirmeleri icin, teknolojiyi yakindan takip etmeleri ve arastirmalar yapmalari egitim ve
seminerlere katilmalar gerekmektedir.”(09), “Ogrenciyi merkeze alan égretmenlerimizin ye-
terli olduklarini diisiiniiyorum. Bakanhk tarafindan seminerler verilebilir.”(019), “Fen bilimle-
ri 6gretmenlerinin mezun olduklar: egitim fakiilteleri miihendislik ve tasarim becerilerini ka-
zandirma konusunda yeterli degiller. Bunun i¢in egitim fakiiltelerinde, fen bilimleri dersi egitim
programina miihendislik ve tasarim egitimi ile ilgili dersler eklenmelidir.”(O3) ifadeleriyle
goriislerini belirtmislerdir. Bu gorlisler degerlendirildiginde 6gretmenlerin bu durumu hizmet
oncesi egitimlerinin yetersizligine bagladigi goriilmektedir. Bu baglamda &gretmenler kendile-
rini gelistirebilmeleri igin egitime ihtiya¢ duyduklarini, MEB tarafindan verilecek hizmet ici
egitim ve seminer gibi uygulamalarla bu alandaki eksikliklerin giderilebilecegi diisiincesindedir-
ler (Tablo 4). Bu konuda ii¢ 6gretmen ise “Ogretmenlerimizin kolay uyum saglayacagini diisii-
niiyorum, eksiklikler seminer ve egitimlerle kapatilabilir.”(04), “Bilisim teknolojilerinin son
yillarda hizla gelismesi ve miihendislik uygulamalarimin gesitlilik kazanmast sonucunda 2000°[i
yillardan once 6gretmenlige baslamis olan meslektaslarimizin ¢agin sartlarim yakalayamamis
olabilecegini diisiiniiyorum. ’(01) seklinde gériisleriyle meslege yeni baglamis meslektaslarini
daha yetkin olarak degerlendirmektedirler.

Tablo 4. “Fen Bilimleri Dersi Ogretim Programinda beceri boyutunda bulunan miihendislik
ve tasarim becerilerini kazandirmada fen bilimleri ogretmenlerinin yeterliklerini nasil deger-
lendirirsiniz? Bu alanda kendilerini gelistirmeleri i¢in onerileriniz nelerdir?” sorusuna iliskin
Ogretmen gorlisleri ve frekans degerleri

Kodlar Frekans Ornek ifadeler

Fen bilimleri 6gretmenlerinin mezun ol-
Yeterli bulmuyorum 17 duklart fakiilteler &gretmenlerimize mii-
hendislik ve tasarim becerilerini kazan-
dirma konusunda yeterli degiller(O5).
Yeterli buluyorum 3 Ezberci egitim sisteminden gelen ¢ok sayi-
da ogretmen oldugu i¢in bu konuda Og-
retmenlerimizin yeterliliginin az oldugunu

diisiiniiyorum(06).
Bakanlik tarafindan hizmet i¢i 10 ve iizeri hizmet yili bulunan ogretmenle-
egitimler verilmeli 6 rimize hizmet i¢i egitim verilerek bu alan-
) daki eksikleri kapatilabilir(O4).
Ogretmenlere seminerler verilmeli 6 Seminer ve egitimler alinmali STEM egitimi

eba iizerinden tamtilmali(O14).
Milli Egitim Bakanhg tarafindan seminer-
Bireysel egitimler alinmali 5 ler verilebilir(O19).

Ogretmen gelisimi | Uygulamada yeterlilik |5
B
1]

Ogretmenlerin, fen ve miihendislik uygulamalarina yonelik yapmay: diisiindiikleri ¢alismala-
1 sorgulayan soruya yonelik verdikleri cevaplar degerlendirildiginde; daha ¢ok bilim adamlari
ve miihendislerin hayatiyla ilgili sunular ve iirlin dosyalar1 hazirlatma, projeler tasarlatma, basit
araclarla problem ¢6zme gibi etkinlikler planladiklari goriilmektedir (Tablo 5). Konuyla ilgili
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olarak bazi 6gretmenlerin goriisleri; “Bu derste iinlii miihendis ve bilim adamlarinin hayatlarin
konu alan sunumlar hazirlatmayt planiiyorum.”(O18), “Ogrencilerin sene icerisindeki gordiigii
konularla iliskili olacak sekilde, giinliik hayatta kullanabilecegi tasarimlar yaptirmayt planliyo-
rum.”(019), “Bir iiriin dosyast hazirlatip, bilim adamlart ile ilgili arastirmalar yaptiraca-
&um.”(020) seklindedir. Bunun yaninda bir 6gretmen lego ve yapbozlari kullanabilecegini belir-
tirken bir 6gretmen ise 0zgiin tasarimlar ¢izdirilebilecegini ifade etmistir.

Tablo 5. “Fen Bilimleri Dersi Ogretim Programinda yer alan fen ve miihendislik uygulama-
larina iliskin olarak nasil bir calisma(etkinlik, uygulama vb.) yapmay: diisiiniiyorsunuz?” soru-
suna iligkin 6gretmen goriisleri ve frekans degerleri

Tema Kodlar Frekans  Ornek ifadeler
Sunumlar ve iiriin dosyalar1 hazirlatma 7 Ogrencileri gruplara ayi-
rarak  probleme  dayall
. Probleme dayali projeler tasarlatma 7 projeler iiretmelerini iste-
i yecegim(08).
= Basit araglar kullanarak problemler ¢ézdiirme 6 Basit malzemeler kullana-
E rak ogrencilerin yaratici-
s Lego ve yapbozlar kullanma 1 liklarimi 6n plana ¢ikarir-
ken, problem ¢ozme bece-
Buluslar {izerine soru-cevap ve tartismalar 1 risi de  kazanabilecegi
diizenleme etkinlikler yapmayr planli-
1 yorum(O7).
Ozgiin tasarmmlar ¢izdirme Bilim insanlarim tanima-
larn ve i¢sellestirmelerini
saglayacagim(O11).

5. Sonug, tartisma ve oneriler

Bu ¢aligmada fen bilgisi 6gretmenlerinin 6gretim programina eklenen fen ve miihendislik
uygulamalar hakkindaki goriisleri belirlenmeye c¢alisilmistir. Genel olarak 6gretmenler fen ve
miithendislik uygulamalarinin fen bilimleri egitimine bilgi ve beceri boyutunda dnemli katkilar
saglayacagi diislincesiyle olumlu goriislere sahiptir. Fen bilimleri dersinin miihendisligin teme-
lini olusturdugu ve fen bilimleri egitimi ile miihendislik arasinda iliski kurulmasmin yararh
olacagi diigiiniilmektedir. Ayrica 6gretmenler fen bilimleri dersini bir¢ok disiplini bir arada ba-
rindiran bir ders olarak degerlendirmekte ve disiplinlerarasi yaklasimin kalic1 6grenme, bilgiyi
giinliik hayatta aktarma, farkli boyutlarda diistinmeyi saglama ve beceri gelistirme de etkili ola-
cagm vurgulamaktadir. Ogretmenlerin fen ve miihendislik uygulamalar1 hakkinda bu olumlu
goriigleri, son yillarda egitim reformlarinda 6ne ¢ikan ve liretken bireylerin yetistirilmesinde
etkili olacag diisiiniilen disiplinleraras1 yaklagimin benimsenmesi anlaminda oldukca degerlidir.
Ogretmenler, fen dgretiminde farkli disiplinleri bir arada kullanilmasi ile dgrencilerin bireysel
farkliliklar1 ve ilgi alanlarina da hitap edecektir (Hacioglu, Yamak & Kavak, 2016; Tekerek &
Karakaya, 2018). Fen bilimleri 6gretim programina eklenen fen ve miihendislik uygulamalarin-
da amag, gercek yasam problemlerine disiplinleraras1 bir anlayisla yaklagarak fen bilimlerini
matematik, teknoloji ve miihendislikle biitiinlestirme, edinilen bilgi ve becerileri kullanarak
iiriin olusturma ve bu iiriinlere katma deger kazandirma konusunda stratejiler gelistirmeyi kap-
samaktadir (MEB, 2018). Siiphesiz 6gretmenlerin fen ve miihendislik uygulamalara yoénelik
sahip oldugu olumlu goriisleri bu amaca ulagsmada da etkili olacaktir. Bu goriisleri destekler
sekilde, Bakirci ve Kutlu (2018) calismalarinda; fen bilgisi 6gretmenlerinin fen bilimleri dersi-
nin diger disiplinlerle iliskilendirilmesine yonelik 6grencilerde disiplinleraras1 beceriler gelisti-
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recegi, Ogrencilerin derse karsi motivasyonlarini ve ilgilerini artiracagi, ¢ok yonli diisiinme
becerileri gelistirecegi ve dgrendiklerini uygulamaya doniistiirme imkani saglayacagi yoniinde
olumlu goriislere sahip oldugunu belirlemislerdir.

Ote yandan 6gretmenler, miihendislik ve tasarim becerilerini kazandirmada hem kendilerini
hem de meslektaglarii biiylik oranda yetersiz bulmaktadirlar. Meslege yeni basladigini belirten
%15°lik kisim ise kendilerini ve meslege yeni baslams dgretmenleri yeterli bulmaktadir. Og-
retmenler, bu baglamda kisisel gelisimleri i¢in hizmet-i¢i egitim ve seminerlere ihtiya¢ duyduk-
larm ifade etmektedirler. Bu goriislere gore, 6gretmenlerin fen ve miihendislik uygulamalarini
kapsayacak disiplinlerarasi bir fen 6gretimi i¢in gerek lisans egitimlerinde gerekse meslek stire-
cindeki hizmet-i¢i egitimlerinde bu tarz uygulamalara yonelik egitime ihtiya¢ duydugu sdylene-
bilir. Corlu (2014) ¢aligmasinda 6gretmenlerin disiplinlerarasi FeTeMM uygulamalar1 konusun-
da kendilerini yeterli hissetmemelerine neden olan faktdrlerden birini bilgi ve beceri eksikligi
olarak belirtmis, bu tarz uygulamalar konusunda 6gretmenlerin etkinliginin lisans 6grenimlerin-
de iyi bir egitim almis olmalariyla iligkilendirmistir. Benzer sekilde Hacioglu vd. (2016) 6gret-
menlerin fen ve mihendislik uygulamalar alaninda tereddiitlerini giderebilmek igin hizmet
oncesi ve hizmet i¢i egitim yapilmas1 gerektigini 6nermislerdir.

Bir baska boyutta dgretmenler, “Fen Bilimleri Dersi Ogretim Programinda yer alan fen ve
miihendislik uygulamalarina iliskin olarak nasil bir ¢calisma (etkinlik, uygulama vb) yapmay
diistiniiyorsunuz?” sorusuna iliskin, bilim adamlar1 ve miihendislerin hayatiyla ilgili sunumlar
ve Urlin dosyalar1 hazirlatma, probleme dayali projeler tasarlatma, basit tasarim problemleri
¢ozdiirme gibi etkinlikler yiiriiteceklerini belirtmislerdir. Ogretmenlerin bu gériisleri degerlendi-
rildiginde gergeklestirilmesi diigiiniilen uygulamalarda miihendislik tasarim siirecine yer verme-
yi diisiinmedikleri goriilmektedir. Bu durum aslinda 6gretmenlerin fen ve miihendislik uygula-
malar1 hakkinda yeterli bilgiye sahip olmadigmi gostermekle birlikte, kisisel gelisimleri i¢in
hizmet i¢i egitim ve seminerlere ihtiya¢ duyduklarini belirten goriigleriyle de ortlismektedir.
Miihendislikte tasarim siireci, mithendislik uygulamanin kalbidir. Bu siireg; problem tanimlan-
masi, ¢oziimiin planlamasi, uygulanmasi, test edilmesi ve test edilen ¢oziimlerin degerlendiril-
mesi gibi uygulamalar igerir (English & King, 2015). Miihendislik tasarim siireci, yalnizca 6g-
rencilerin 6grendikleri bilimsel bilgileri uygulama konusuna odaklanmakla kalmayip ayni za-
manda {irlin ortaya koymada bilimsel bilgi edinmesini ve gelistirmesini desteklemektedir (Ting,
2016). Ote yandan, giincel fen bilimleri dgretim programinda, analitik diisiinme, yaratici dii-
siinme, girisimcilik, iletisim, takim c¢alismas1 ve yenilik¢i diisiinme gibi beceriler alana 6zgii
beceriler olarak siralanmisg, bu becerileri kazandirmak igin fen, miithendislik ve girisimcilik uy-
gulamalaria yer verilmistir (MEB, 2018). Dolayisiyla bu becerilerin gelisimi i¢in fen ve mii-
hendislik uygulamalarinda miihendislik tasarim siirecine yer vermek, 6grencilere arastirma-
sorgulama imkani sunmakla miimkiin olabilir (Sar1, 2018, 5.294).

Fen Bilimleri Ogretim Programina gore, fen ve miihendislik uygulamalar1 kapsaminda 63-
rencilerden miihendislik tasarim siirecini kullanarak bir iiriin ortaya koymalar beklenmektedir
(MEB, 2018). Bu beklentilerin karsilanmasinda programin uygulayicilar olan 6gretmenler aktif
rol oynamaktadir. Bu baglamda &gretmenlerin bu tarz uygulamalan gerceklestirecek bilgi ve
becerilere sahip olmasi gerekir. Bu ¢alismada fen ve miihendislik uygulamalar1 konusunda 6g-
retmenlerin bilgi ve beceri agisindan kendilerini yetersiz hissettikleri, bu tarz uygulamalara y6-
nelik egitime ihtiya¢ duyduklar1 belirlenmistir. Bu baglamda oncelikle 6gretmen yetistirme
programlarinda bu tarz uygulamalara yonelik bilgi, beceri ve deneyim kazanmalarina imkéan
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saglayacak egitimlere yer verilebilir. Mevcut 6gretmenler icin ise FeTeMM egitimine yonelik
etkinlik temelli hizmet i¢i egitimler diizenlenmeli ve bu tarz egitimlere katilimlan tesvik edile-
rek egitim almalar1 saglanmalidir.
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Extended abstract in English

Nowadays, science and technology are developing rapidly, countries aim to raise productive
individuals who are able to keep up with these developments and who search, inquiry and have
21st century skills. Therefore, STEM education, which includes the interdisciplinary approach
of Science, Technology, Engineering and Mathematics and which enables knowledge to be
transformed into applications and products, is considered worldwide in recent years. STEM
education plays an active role in the development of productive and innovative individuals
through the development of skills such as problem solving, creativity, entrepreneurship and
teamwork. Thus, it contributes to economic development. In many developed countries, some
changes required by STEM education have started to be realized. In this context, studies have
started in Turkey in terms of educational policy and it is planned to take place under the name of
Science and Engineering Practices in 2017 Science Education Curriculum.

Undoubtedly, teachers who are the executives of the course have great role in gaining engi-
neering and design skills in science courses. Therefore, the perspectives of teachers on science
and engineering applications and the activities they will develop and carry out in lessons will be
an important feedback. Therefore, the aim of this study is to reveal the views of science teachers
about Science and Engineering Applications added to 2017 Science Education Program. For this
purpose, the problem of the research is “What are the views of science teachers about Science
and Engineering Applications added to science courses?”.

In this study designed in descriptive research model, the case study method was used. The
situation examined in the research is the views of science teachers on Science and Engineering
Applications added to the Science Education Program. 20 science teachers from different
schools in Ankara participated in the study. Participants were determined from the purposeful
sampling methods according to easily accessible sampling method and volunteerism principle.
Semi-structured interview form was used as data collection tool. The interview form consists of
5 questions. The duration of the interview was about 30 minutes with each participant. Content
analysis technique was used in the analysis of the collected data. Data that are similar to each
other are grouped together in a format that the reader can understand by combining them with
specific concepts and themes. The reliability of coefficient of the coding process was calculated.
The reliability of the data set was calculated by using Miles and Huberman’s (1994) formula
and found to be 87%. When Miles & Huberman reliability coefficient is over 70%, then it is
considered to be reliable for the study (Miles & Huberman, 1994).

According to the findings of the study, teachers have positive opinions with the thought that
science and engineering applications will make significant contributions to science education in
knowledge and skills dimension. It is thought that the science course constitutes the basis of
engineering and it will be beneficial to establish a relationship between science education and
engineering. In addition, teachers consider the science course as a course that includes many
disciplines and emphasizes that interdisciplinary approach will be effective in permanent learn-
ing, transferring information in daily life, thinking in different dimensions and skill develop-
ment. On the other hand, teachers find themselves and their colleagues to be largely insufficient
in engineering and design skills. 15% of the new occupation indicating that they are new to the
profession and self-sufficient teachers are found sufficient. Teachers state that they need in-
service trainings and seminars for their personal development. In another dimension, teachers
stated that they would conduct activities such as presentations and product files about the life of

Copyright © 2015 by IJSSER
ISSN: 2149-5939



167

Sar1, U., Yazici, Y.Y. (2019). Science teachers' opinions on science and engineering applications. Interna-
tional Journal of Social Sciences and Education Research, 5(2), 157-167.

scientists and engineers, designing problem-based projects, and solving simple design problems.
When these opinions of the teachers are evaluated, it is seen that they do not intend to include
the engineering design process in the applications. Although this situation shows that teachers
do not have sufficient knowledge about science and engineering applications, they also corre-
spond with their opinions about their need for in-service training and seminars for their personal
development.

Teachers should have the knowledge and skills to carry out the science and engineering ap-
plications required by the science curriculum. In this study, it was determined that teachers felt
insufficient in terms of knowledge and skills about science and engineering applications and
they needed training for such applications. In this context, first of all, trainings which will ena-
ble them to gain knowledge, skills and experience related to such practices can be included in
teacher training programs. For existing teachers, efficiency-based in-service trainings should be
organized for STEM education and encouraged participation in such trainings.
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Bu ¢alismanin amaci; sporcularimin zihinsel dayanikliliklarimn farkl degiskenlere gore incelenmesidir. Aragtir-
maya Kiitahya ve Isparta ilinde yasayan 71 kadin sporcu ve 177 erkek sporcu olmak iizere toplam 248 sporcu
katilmistir. Arastirmada anket veri toplama teknigi kullamimistir. Verilerin degerlendirilmesinde SPSS 21.0
istatistik paket programi kullamlmistir. Frekans ve ortalama degerlerinden faydalamlmistir. Veri toplama arag-
larimin normal dagilim gosterip gostermedigi test edilmistir. Normal dagilima uygun oldugu icin parametrik
testlerden yararlamlmistir. Degiskenler arasindaki farklihigin test edilmesi icin T testi ve ANOVA testinden fay-
dalamilmistir. Arastirma sonuglarina gére birgok demografik degiskenin Sporcularimn zihinsel dayamiklilik
diizeylerinde anlamly iligkili oldugu tespit edilmistir.

Anahtar sozciikler: Zihinsel Dayaniklilik, Dayaniklilik, Spor, Psikoloji.

Abstract

The aim of this study is; is the examination of the mental strengths of sportsmen according to different variables.
A total of 248 sportsmen, 71 female sportmen and 177 male sportsmen living in Kiitahya and Isparta provinces,
participated in the study. Survey data collection technique was used. SPSS 21.0 statistical package program was
used to evaluate the data. Frequency and average values are used. Data collection tools were tested for normal
distribution. Since it is suitable for normal distribution, parametric tests are used. T test and ANOVA test were
used to test the difference between the variables. According to the results of the research, it was seen that many
demographic variables were significantly related to the mental durability levels of the athletes.

Keywords: Mental Endurance, Endurance, Sports, Psychology.

1. Giris

Spor, bireyin psikolojik ve fizyolojik olarak saglikli olmasini saglayan, sosyal hayatim1 dii-
zenleyen, zihinsel olarak belirli bir seviyeye getirmesine olanak saglayan pedagojik, biyolojik
ve sosyal bir kavramdir (Calik vd, 2015: 15). Insan saglig1 igin sporun dnemi tartigiimazdr.
Dayaniklilik; verilen bir egzersiz siddetinde kas yorgunlugu olmaksizin veya yorgunluga rag-
men, aktiviteye devam edebilme anlamina gelmektedir. Zihinsel dayamiklilik; zor durumlarla
kars1 karsiya kalan bir kisinin, ¢cabuk toparlanma, stresin olumsuz etkilerini en alt seviyeye in-
dirme, ortama uyum saglama, {ist derece konsantrasyon ve psikolojik gii¢ olarak bilinmektedir
(Altintag, 2015: 9). Zihinsel dayaniklilik odaklanmayi, olumsuzluklar karsisinda direnmeyi,
kararli olmay1, zor durumlarla basa ¢ikabilmeyi, 6z giiveni, duygusal kontrolii, cesareti, 1srarci
olmayi, baski altinda hareket edebilmeyi, fiziksel ve duygusal olarak baski altinda uygun per-
formans sergilemeyi, bireyin fiziksel smirlarin1 zorlamasini igeren bir terimdir. Bahsedilen 6zel-

! Dumlupmar Universitesi, Beden Egitimi ve Spor Yiiksekokulu, Kiitahya, Tiirkiye
2 Dumlupimar Universitesi, Beden Egitimi ve Spor Yiiksekokulu, Kiitahya, Tiirkiye
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liklerin hepsi ayri birer terim olmalarina ragmen biitiin bu ifadeler zihinsel dayamklilik ¢atist
altinda toplamaktadir. Ancak bu derecede farkli kavramlar1 yapisinda bulundurmasi zihinsel
dayaniklilik kavraminin ifade edilmesini zorlastirmaktadir (Kurtay, 2018:26).

Bu ¢aligmanin amaci, sporcularin zihinsel dayanikliligini incelemek ve farkli degiskenleri
etkileyip etkilemedigi aragtirilmak ve dnerilerde bulunmaktir.

2. Literatiir

Spor kelimesi Ingilizcenin araciligiyla diinyaya tamitilmis olmasina ragmen Latince bir te-
rimdir. Latince dagitmak, birbirinden ayirmak anlamina gelen 'Disportare' veya 'Deportare’ ke-
limesinden meydana gelmistir. {lk zamanlarda Ingiltere’de Disport ve Desport sekliyle rastlanan
kelimeler 17. yiizyildan itibaren ¢ok kullanima sonucu ilk hecenin aginmasiyla simdiki haline
gelmistir. Spor, insanin ruhsal ve fiziksel saglik diizeyini gelistirmek, kisilik gelisimine katki
saglamak, yetenek, beceri ve bilgi kazandirarak ¢cevreye uyum saglamaya destek olmak, toplum-
lar ve uluslararas1 kaynagsma ve dayanismay1 saglamak. Belirli kurallar déhilinde miicadele et-
mek, heyecan duymak ve yarigmada iistiinliik saglamak i¢in yapilan fiziksel aktiviteler biitiinii-
diir (Onan, 2017:5). Spor; insanin miicadele azmini kullanarak kazanmak ve basarili olmak ve
diizenli kurallar igerisinde yaptig1 bedensel aktivitelerdir. Spor, sporcu olarak bir ya da daha
fazla insanin zaman alan ve yer olarak belirlenmis bir ¢evrede, bir hareketin gézlenebilen degi-
sikliklerde ve seriler halinde bir ama¢ dogrultusunda goésterilmesini igeren organize insan dav-
raniglaridir. Dayaniklilik, performans 6geleri i¢cinde en dnemlilerinden birisi olarak kabul edil-
mektedir. Genellikle diisiik siddette yapilan uzun siireli egzersizleri kapsayan calismalar daya-
niklilik ile ilgilidir (Akil, 2007:2).

Sporcularin kazanma ve kaybetme gibi olumsuz duygular1 beraberinde; kaygi, korku, stres
ve motivasyon gibi bazi psikolojik faktorlere neden olmaktadir. Giiniimiizde sporcularin fiziksel
performanslar1 yetersiz kalabilmektedir. Insanm biyolojik, fizyolojik psikolojik ve sosyal bir
varlik olmasindan dolay1 sporcularin fiziksel performanslarinin yani sira zihinsel performansla-
rin1 arttirict antrenmanlar yapilmaktadir (Yazici, 2016:1; Erdogan ve Kocaeksi, 2015: 57-64).
Zihinsel dayamiklilik genel olarak, yarisma ve antrenman gibi kosullarda, sporcularin zihinsel
gereksinimlerinde rakiplerinden daha iyi basa ¢ikmalarini saglayan dogal veya gelismis psikolo-
jik bir gii¢ olarak bilinmektedir. Bir bagka tanimda ise zihinsel dayaniklilik; terslik, basarisizlik,
catisma ve artan sorumluluk gibi bir takim olumsuz olaylarda kendini toparlama giicii ve eski
haline gelebilmek icin gelistirilebilir pozitif psikolojik kapasite seklinde tanimlanmaktadir (Gii-
vendi vd. 2018:71).

3. Yontem

3.1. Arastirma yonteminin belirlenmesi

Bu aragtirma, Kiitahya ve Isparta ilinde yasayan sporcularin zihinsel dayanikliliklarini; cinsiyet,
spor yapma yili, spor yapip yapmama durumu, lisanshi olarak yapilan brans, egitim durumu,
aylik gelir diizeyi ve genel duygu durumlarn degiskenlerine gore incelemek amaciyla betimsel
yontem kullanilarak yapilmis bir aragtirmadir.

3.2. Arastirma grubu

Aragtirmaya Kiitahya ve Isparta ilinde yasayan 71 kadin ve 177 erkek olmak iizere toplamda
248 sporcu goniillii olarak katilmigtir.
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3.3. Kullanilan veri toplama araglar

Kisisel Bilgi Formu: Bu formda 6rneklemi olusturan sporcular hakkinda cinsiyet, yas, egitim
durumlan, spor yapiyor musunuz, lisansh olarak spor yapiyor musunuz, yetistiiniz ¢evre, aylik
gelir diizeyleri, giinliik hayatta kendinizi nasil tamimlarsimiz, sigara kullamyor musunuz, spor
yapma yil1 gibi demografik 6zelliklere iliskin bilgiler yer almustir.

Sporda Zihinsel Dayaniklilik Olgegi (ZDO): Spor ortamindaki zihinsel dayaniklilik seviyesini
belirlemek amaciyla “Bu arastirmada, Madrigal vd. (2013) tarafindan gelistirilen Erdogan (2016)
tarafindan Tiirkge "ye uyarlanan Zihinsel Dayamkhlik Olgegi (ZDO) kullanilmustir.

3.4. Verilerin toplanmast

Arastirmaya katilan sporcular, Kiitahya ve Isparta ilinde yasamaktadir. Katilimcilarm goniillii
olarak calismaya katilmasi istenmis herhangi bir zorlamada bulunulmamistir. Anket, katilimci-
larin bazen birebir bazen de gruplar halinde sessiz bir ortamda doldurulmustur. Anketin katilim-
cilar tarafindan doldurulma siiresi degiskenlik gostermekte olup yaklasik 15 dakika siirmiistiir.

3.5. Verilerin analizi

Verilerin degerlendirilmesinde SPSS 21.0 istatistik paket program kullanilmistir. Frekans ve
ortalama degerlerinden faydalanilmistir. Veri toplama araglarinin normal dagilim gosterip gos-
termedigini test edilmistir. Normal dagilima uygun oldugu goriiliip parametrik testlerden yarar-
lanilmistir. Degiskenler arasindaki farkliligin test edilmesinde T testi ve ANOVA testinden fay-
dalanilmistir.

4. Bulgular

Tablo 1. Arastirma 6rnekleminin demografik 6zelliklerine iligskin bulgular

Frekans %
Kadin 71 28,6
Cinsiyet Erkek 177 71,4
Toplam 248 100,0

<17 3 1,2
18-21 yas 137 55,2

22-24yas 72 29

Yas 25-28 yas 24 9,7

29-32 yas 7 2,8

33 ve listii 5 2,0
Toplam 248 100,0

Evet 190 76,6
Spor yapiyor musunuz? Hayir 58 23,4
Toplam 248 100,0

1-3y1l 36 14,5

4-6y1l 11 4.4

7-9 yil 28 11,3

Spor yapma yihniz 10-12 y1l 22 8,9
13-15 y1l 128 51,6

16 yil ve Ustii 23 9,3
Toplam 248 100,0

e Okur Yazar degil 2 8

Egitim durumunuz lkokul 7 2.8
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Yetistiginiz cevre

Lisanh olarak yaptigimz
spor bransim

Aylik gelir diizeyiniz

Babanin egitim durumu

Annenin egitim durumu

Ortaokul
Lise
Universite
Lisansiistii
Toplam
Koy
Kasaba
Ilce
il
Biiyiiksehir
Toplam
Tenis
Masa Tenisi
Futbol
Basketbol
Voleybol
Atletizm
Hentbol
Giires
Badminton
Bocce
Fitness
Yiizme
Bilek Giiresi
Taekwando
Boks
Karete
Judo
Wushu
Ekstrem
Halter
Cim Hokeyi
Cimnastik
Bisiklet
Toplam
<1404 TL
1450 -2000 TL
2001-3000 TL
3001- 4000 TL
4001 ve Uzeri
Toplam

Okur Yazar Degil

Tlkokul
Ortaokul
Lise
Universite
Lisansiistii
Toplam

Okur Yazar Degil

Tlkokul
Ortaokul

14
30
188

248
21

68

79

74
248

—
—

N W = W Ak K KWW

248
100
54
43
36
15
248

62
59
73
44

248
16
&5
67

5,6
12,1
75,8
2,8
100,0
8,5
2,4
27,4
31,9
29,8
100,0
7,7
4,8
19,4
12,5
17,7

100,0
40,3
21,8
17,3
14,5

6,0

100,0
3,6
25,0
23,8
29,4
17,7

100,0
6,5
343
27,0
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Lise 60 24,2
Universite 20 8,1
Toplam 248 100,0
. Evet 95 38,3
Sigara kullan‘l’yor musu- Hayir 153 61.7
e Toplam 248 100,0
Sakin 80 32,3
Hiper aktif 50 20,2
Giinliik hayatta kendinizi Sinirli-Agresif 46 18,5
nasil tammmlarsimz Sosyal 50 20,2
Ice Déniik 22 8,9
Toplam 248 100,0

Aragstirma grubu cinsiyet degiskenine gore siniflandirildiginda 71 (%28,6) adet kadin sporcu,
177 (%71,4) adet ise erkek sporcunun oldugu tespit edilmistir. Yas degiskeni incelendiginde,
18-21 yas grubunda olan sporcularin 137 kisiyle grubun %55,2’sini olusturdugu ve en fazla
katilmm bu yas araligindaki sporcularda oldugu tespit edilmistir. Yas degiskeninde en az kati-
limin ise 17 yasinda olan sporcularda oldugu ve bu sporcularin 3 kisiyle grubun %1,2’sini olus-
turdugu belirlenmistir. Spor yapip yapmama degiskeninde evet diyen 190 (%76,6) adet sporcu,
hayir diyen ise 58 (%23,4) adet sporcu oldugu tespit edilmistir. Spor yapma yili degiskeni ince-
lendiginde, 13-15 yil arasinda spor yapan 128 (%29) adet sporcunun en fazla katilimi, 4-6 yil
arasinda spor yapan (%2,8) adet sporcunun ise en az katilimi gosterdigi tespit edilmistir. Egitim
durumu degiskeninde 188 (%75,8) sporcunun iiniversite mezunu oldugu tespit edilirken, 2
(%0,8) sporcunun ise okuryazar olmadigi tespit edilmistir. Yetistirilen ¢evre degiskeninde en az
katilmm 6 (%2,4) sporcuyla kasaba oldugu, en fazla katilimin ise 79 (%31,9) sporcuyla il oldu-
gu tespit edilmistir. Lisansli olarak yapilan spor brangna gore; en fazla ayni lisansa sahip spor-
cularin 48 kisiyle grubun %19,4’iinii olusturan futbol lisansh sporcular oldugu, en az katilimin
ise ¢im hokeyi lisansina sahip 1 kisiyle grubun %0,4’iinii olusturdugu tespit edilmistir. Sporcu-
lar aylik gelir diizeyi degiskenine gore simflandirildiginda; 100 (%40,3) sporcunun en yliksek
aylik gelirinin 1404 TL, 15 (%6) sporcunun ise en diisiik 4001 TL ve iizeri aylik gelire sahip
olduklar tespit edilmistir. Sporcularin babalar1 egitim durumu degiskenine gore siniflandirildi-
ginda; en yiiksek grup 73 (%29,4) ile lise mezunu, en diisiik ise 1 (%0,4) ile lisansiistii egitim
almis olarak belirlenmistir. Sporcularin anneleri egitim durumu degiskenine gore simflandirildi-
ginda ise; en yiiksek grup 85 (%34,3) ile ilkokul mezunlarindan olusmustur. En diisiik grupta
ise 16 (%6,5) ile okuryazar olmayan anneler temsil edilmistir. Sigara kullaniyor musunuz de-
giskeninde; evet diyen 95 (%38,3) sporcu, hayir diyen ise 153 (%61,7) sporcu oldugu tespit
edilmisgtir.

Giinliik hayatta kendini tamimlama degiskinine gore; en yiiksek grubun 80 (%32,3) ile sakin,
en diisiik grubun ise 22 (%38,9) ile ice doniik ile sporculardan olustugu tespit edilmistir.

Tablo 2. Sporcularin cinsiyet degiskeni ile zihinsel dayaniklilik durumlar arasindaki iligki

Zihinsel Dayamklihik n Ortalama S.S. Df t p
Erkek 177 2,61 ,45 246 ,897 ,371
Kadin 71 2,55 ,40

Yapilan t testi sonucunda cinsiyet degiskenine gore zihinsel dayaniklilik boyutunda kadin ve
erkekler arasinda istatistiksel olarak anlamli bir farklilik tespit edilmemistir (p=0.371>0.05).
Erkek sporcularin zihinsel dayaniklilik diizeyi ortalama puani (ortalama=2,61) kadin sporcularin

Copyright © 2015 by IJSSER
ISSN: 2149-5939



173

Sahinler, Y., Ersoy A. (2019). Sporcularin zihinsel dayanikliliklarinin farkl: degiskenlere gore incelenmesi.
International Journal of Social Sciences and Education Research, 5(2), 168-177.

zihinsel dayaniklilik diizeyi ortalama puanlarindan (ortalama=2,55) daha yiiksek oldugu tespit
edilmisgtir.

Tablo 3. Sporcularin spor yapip yapmama durumuna gore zihinsel dayaniklilik durumlari

Zihinsel Dayamklihik n Ortalama S.S. Df t p
Evet 190 2,56 42 246 -2,23 ,026
Hayir 58 2,71 ,50

Yapilan t testi sonucunda spor yapip yapmama degiskenine gore zihinsel dayaniklilik boyu-
tunda spor yapanlar ve yapmayanlar arasinda istatistiksel olarak anlamli bir farklilik tespit edil-
mistir (p=0.026<0.05). Ancak farkliligin yoniine baktigimizda sasirtic1 olarak spor yapmayanla-
rin zihinsel dayanikliliklar1 spor yapanlara gore daha yiiksek oldugu tespit edilmistir. Spor ya-
panlarin zihinsel dayaniklilik boyutu ortalama puani (ortalama=2,56) spor yapmayanlarin zihin-
sel dayaniklilik boyutu ortalama puanindan (ortalama=2,71) daha diisiik oldugu tespit edilmistir.

Tablo 4. Sporcularin spor yapma yil1 ile zihinsel dayaniklilik durumlar arasindaki iliski

Zihinsel Gruplar arasi Kareler Top- Df Kareler Orta- F p
Dayamkhhk Grup I¢i Top- lam lamasi
lam
Gruplar arasi 2,510 5 ,502 2,627 ,025
Grup i¢i 46,253 242 ,191
Toplam 48,764 247

Yapilan Anova testi sonucunda sporcularin spor yapma yili degiskenine gore zihinsel daya-
niklilik genel ortalamalarinda istatistiksel olarak anlaml bir iligki tespit edilmistir (p<0.05).

Tablo 5. Sporcularin lisansl olarak yaptiklar brans ile zihinsel dayamiklilik durumlan ara-

sindaki iligki
Zihinsel Gruplar arasi Kareler Top- Df Kareler Orta- F p
Dayamkhhk Grup I¢i Toplam lam lamasi
Gruplar arasi 7,31 22 ,333 1,806 ,018
Grup igi 41,44 225 ,184
Toplam 48,76 247

Yapilan Anova testi sonucunda sporcularin lisansl olarak yaptiklar1 brang degiskenine gore

zihinsel dayaniklilik genel ortalamalarinda istatistiksel olarak anlamli bir iliski tespit edilmistir

(p<0.05).

Tablo 6. Sporcularin egitim durumlar ile zihinsel dayaniklilik durumlar arasindaki iligki
Zihinsel Gruplar arasi Kareler Top- Df Kareler Orta- F p
Dayamkhhk Grup I¢i Toplam lam lamasi

Gruplar arasi 2,838 5 ,568 2,990 ,012
Grup ici 45,926 242 ,190
Toplam 48,764 247

Yapilan Anova testi sonucunda sporcularin egitim durumlarina gore zihinsel dayaniklilik ge-

nel ortalamalarinda istatistiksel olarak anlamli bir iligki tespit edilmistir (p<0.05).
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Tablo 7. Sporcularin duygu durumlari ile zihinsel dayaniklilik durumlari arasindaki iligki

Zihinsel Daya- Gruplar arasi Kareler Df Kareler Or-| F p
mkhihk Grup I¢i Toplam Toplam talamasi
Gruplar arasi 2,966 4 ,742 3,934 | ,004
Grup igi 45,797 243 ,188
Toplam 48,764 247

Yapilan Anova testi sonucunda sporcularin genel duygu durumlan degiskenine gore zihinsel
dayaniklilik genel ortalamalarinda istatistiksel olarak anlamli bir iligki tespit edilmistir (p<0.05).

Tablo 8. Sporcularin aylik gelir durumu ile zihinsel dayaniklilik durumlari arasindaki iliski

Zihinsel Daya- Gruplar arasi Kareler Df Kareler Or-| F p
mkhihk Grup I¢i Toplam Toplam talamasi
Gruplar arasi ,658 4 ,164 ,831 ,507
Grup ici 48,106 243 ,198
Toplam 48,764 247

Yapilan Anova testi sonucunda sporcularin aylik gelir durumlart degiskenine gore zihinsel
dayaniklilik genel ortalamalarinda istatistiksel olarak anlamli bir farklilik tespit edilmemistir
(p>0.05).

5. Tartisma ve sonug

Bu arastirma, Kiitahya ilinde yasayan sporcularin zihinsel dayanikliliklarini; cinsiyet, egitim
durumu, spor yapma siiresi, spor yapip yapmama, lisansli olarak yaptiklar branslara, aylik gelir
durumlar1 ve genel duygu durumlarina gore incelemek amaciyla betimsel yontem kullanilarak
yapilmis bir aragtirmadir.

Yapilan istatistiksel analizlere gore katilimcilarin cinsiyet durumlarina gore zihinsel dayanik-
liliklarn arasinda anlaml farklilik gdstermedigi tespit edilmistir. Kirmmoglu vd. (2010); Kiri-
moglu vd. (2012); Yalgin (2013); Bayrakdaroglu (2014); Gokmen (2014); Karairmak ve Giilog-
lu (2014); Bektas ve Ozben (2016) tarafindan yapilan galismalarda da; zihinsel dayamklilikla
cinsiyet arasinda anlaml farklilik bulunamamistir ve bu sonuglar calismamizi destekler nitelik-
tedir. Katilimcilarin spor yapma stiresine gore zihinsel dayanikliliklar1 arasinda anlamli farkli-
liklar tespit edilmistir. Ayrica katilimcilarin spor yapip yapmama durumlarma gore zihinsel
dayanikliliklar1 arasinda da anlamli iligki tespit edilmistir. Calismamiza katilan sporcularin
brans dagilimlarina goére zihinsel dayamikliliklar1 arasinda da anlamli farkliliklar goriilmiistiir.
Bonanno vd. (2006); Bonanno ve Mancin (2008); Guinn vd. (2009); Tekin (2011); Selguklu
(2013); Bildirici (2014); Gékmen (2014); Bektas ve Ozben (2016)min yaptig1 calismalarda
anlamli farklilik tespit edilmistir ve bu arastirma sonuglar1 ¢alismamizi destekler niteliktedir.
Sporcularin egitim durumlari ile zihinsel dayanikliliklar arasinda iligki tespit edilmistir. Sporcu-
larin aylik gelir durumlan ile zihinsel dayanikliliklar1 arasinda iligki tespit edilememistir.

Sonug olarak, sporcularinin cinsiyetleri ve aylik gelir diizeyleri agisindan zihinsel dayanikli-
liklarinda iliskinin olmadigin, sporcularin egitim durumlari, spor yapip yapmamama durumlari,
lisansl olarak yaptiklar1 brans-ve spor yapma siiresinin ise zihinsel dayaniklilig1 etkiledigi anla-
silmaktadir.
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Calismamizin genel olarak kisitlari, katilimei sayis1 ve zamandir. Gelecekte yapilacak calig-
malarda drneklem sayisi attirilip, daha fazla faktore bagh farklilik olup olmadigi incelenebilir ya
da liniversiteler aras1 karsilagtirmalar yapilabilir.
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Extended abstract in English

Spore; using human power for success and success and regular physical activity within the regu-
lar rules. Sports are organized human behaviors that involve observing a movement in terms of ob-
servable changes and a series of purposes, in one or more people as an athlete, in a time-consuming
and place-like environment. Spore; taking advantage of the people's determination to
fight within his regular physical activity are the rules to succeed. Sports are organized human behav-
iors of one or more people as athletes, in a set environment and time, observable changes of a
movement and a series of targets. Sport is not just a physical activity. In addition, psychological
well-being and mental health are also important. Sport enhances children's experiences, creativity
and sense of responsibility. In addition, cooperation, cooperation, game rules and behaviors such as
respect for friends.

The individual, through sport, learns the society, rules, professions, customs and traditions, good
and bad, right and wrong, while also shaping his personality. It is also important to learn the working
rules and discipline of individuals depending on the rules of sport. From this point of view, sport has
been a school of ethics and culture since the ancient times. It is a phenomenon that affects people's
personality as well as individual and social development by giving positive, destructive, unbearable
impulses in the instinct of man by giving the people such as sports, will control, desire to succeed
and desire to progress. Mental durability is a term that includes focusing, resisting against negativity,
being stable, dealing with difficult situations, self-confidence, emotional control, courage, persis-
tence, and acting under pressure, acting under physical and emotional pressure, and pushing the
physical boundaries of the individual.

This research is aimed to determine the mental resilience of athletes living in Kiitahya and Ispar-
ta; gender, year of sporting, whether or not to do sports, licensed branch, education level, monthly
income level and general emotions is a research conducted by using descriptive method to examine
the variables. Research of a total 248 athletes including 71 women and 177 men participated in vol-
untary participation in Kiitahya and Isparta. The athletes participating in the research live in Kiitahya
and Isparta. Participants were not required to participate in the study voluntarily. The questionnaire
was filled in a quiet environment, sometimes in groups of participants. SPSS 21.0 statistical package
program was used to evaluate the data. Frequency and average values are used. Data collection
tools have been tested for normal distribution. Parametrical tests were used. T test and AN OVA test
were used to test the differences between the variables. Frequency and average values are used. Data
collection tools were tested for normal distribution. Since it is suitable for normal distribution, para-
metric tests are used. T test and ANOVA test were used to test the difference between the variables.

According to the statistical analysis, it was found that there was no significant difference between
the participants' mental resilience according to their gender status. Significant differences were
found between the mental resistances of the participants according to the duration of sports. In addi-
tion, a significant relationship was found between the participants' ability to do sports and their men-
tal resilience. According to the branch distribution of the athletes participating in our study, there
were also significant differences in their mental resilience. The relationship between the educational
status of the athletes and their mental resilience was determined. There was no relation between
athletes' monthly income and their mental resilience. As a result, athletes' gender and income level of
education of athletes whether the relationship in terms of mental endurance, to whether or not sports
situations is the time to make branches and their sport as licensed is understood that the mental stam-
ina influences.
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Bu arastirmada, Anadolu lisesinde ¢alisan ogretmenlerin adalet kavramu ile ilgili algilarimi metaforlar yoluyla
ortaya koyarak belirlenmesi amaglanmistir. Buna gore 6gretmenlerin adalet algilar arasindaki benzerlikler ve
Sfarkhihiklar ortaya ¢ikarilmak istenmis, adalet kavranunin ogretmenler arasindaki yansimasinin gézden gegirile-
rek, degerlendirilmeler yapup gerekli oneriler bilimsel verilere dayali olarak sunulmustur. Nitel arastirmalardan
olgu bilim deseni kullanilarak gergeklestirilen arastirmamn ¢alisma grubunu, amagl érnekleme yontemlerinden
kartopu ornekleme yontemi ile belirlenen 2018-2019 egitim-ogretim yilinda Bolu ilinde 60 ogretmen olusturmak-
tadwr. Aragtirmanin verileri, “Adalet... gibidir, Adalet... benzer. Ciinkii...” sorularinin yazildigi form ile toplanmis-
tir. Ogretmenlerin olusturdugu metaforlar ve gerekgeleri icerik analizi yontemiyle analiz edilmistir. Arastirmaya
gore; adalet kavrami 52 farkli metafor ve 6 kategori altinda toplanmis; dogamn par¢asi, cezalandirma araci,
zorunluluk, esitlik, yol gosterici ve aile olarak adalet seklinde belirlenmistir. Katilimcilarin adalet algilarinin
olumlu oldugu goriilmiistiir.

Anahtar sozciikler: Adalet, Metafor, Ogretmen

Abstract

The aim of this study is to determine the perceptions of teachers working in Anatolian High School about the
concept of justice through metaphors. Accordingly, the similarities and differences between teachers ' perceptions
of justice were revealed; the reflection of the concept of justice among teachers was reviewed and evaluations were
made and the recommendations were presented based on scientific data. The research was carried out using phe-
nomenology from qualitative research patterns. Snowball sampling method was used for teachers working in Bolu
province in the 2018-2019 academic years, and 60 teachers contributed to the study. The data of this research was
collected with a form where written these expressions: “Justice is like...., Justice is similar to ...... Because...” The
metaphors and reasons of teachers were analyzed by content analysis method. According to the research, the
concept of justice has been grouped under 52 different metaphors and 6 categories. Justice is defined as a port of
nature, a tool of punishment, obligation, equality, guide and family. The participants perceptions of justice were
positive.

Keywords: Justice, Metaphor, Teacher

1. Giris

Diinyada her alanda biitiin hiziyla ger¢eklesen degisme ve yenilikler egitim sistemini de etkisi
altina almaktadir (Tuzcuoglu, 2009). Egitimde yapilan bu degisme ve gelismelerin gerisinde ka-
linmamas1 ve toplumun modern diinyada geleceginin istenen diizeyde sekillenmesi i¢in (Aydin,
2014) egitim kurumlaria ve dgretmenlere énemli gorevler diismektedir. Egitim bireyin gelisen
olumlu davraniglarini 6nemsemekte bu olumlu davranislarin da toplumda olusacak diizene 6nemli

! Prof.Dr., AIBU, Egitim Fakiiltesi, Egitim Bilimleri Boliimii, email:memisoglus@hotmail.com
2 Doktora dgrencisi, AIBU Egitim Bilimleri Enstitiisii, e-mail:reyyanbeyza 2004@hotmail.com
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katkilar saglayacag: diistinilmektedir. Egitimcilerin hedefi, bulundugu topluma adapte olmus,
sosyal davraniglar gosterebilen, uzlagsmaci, cagin gereklerini yerine getirebilen, topluma kars1 go-
rev ve sorumluluklarini bilen bireyler yetistirebilmektir (Onlen, 2017). Ayrica egitimciler bu bi-
reylerin 6zellikle tiim diinyada gegerli olan evrensel degerleri kazanmasini da istemekte, bireyin
hem kendi adina hem sosyal ortaminda bu degerleri yasantisinda uygulamasini beklemektedir.
Yasadigimiz ¢ag itibariyle bireylerin toplumun 6nem verdigi kurallar ve yasalar ¢ercevesinde ya-
samaya gayret etmesi (Taymaz, 2013) ve toplum halinde yasamanin gereklerinin bilincinde olarak
bireylerin topluma kazandirilmasi 6nem arz etmektedir. Bu yiizden egitimin amaci sadece akade-
mik bilgi ve beceri kazanmis bireyler yetistirmek degil ayn1 zamanda degisen diinya kosullarina
kendi kisisel 6zelliklerini de katarak toplumun gelismesine katki saglayan bireyler yetistirmektir
(Ada ve Unal, 2000; Naml1, 2015:355). Egitim almis bir insan toplumsal ihtiyaglara karsi duyarli
olmali ayn1 zamanda toplumda olusacak giivenlik duygusu ve adalet kavramlarinin da uygulan-
masinda ¢aba sarf etmelidir (Ildir, 2006).

Birey toplumun degerlerini gozetmeli, bireysel hak ve 6zgiirliiklere kars1 hassasiyetini sadece
kendisi i¢in degil bagkalari i¢in de gézetmelidir. Bu noktada kurallarin toplumda yerlestirebilmesi
ve isler hale gelebilmesi i¢in egitim kurumlari 6énemli rol oynamakta ve okul ortaminda ortaya
cikan adaletsiz davraniglarinda egitimin isleyisine yansidigi goriilmektedir. Ayni zamanda egitim
kurumlarinda adaletli bir ortamin saglanmasi sonucunda kurumda istenen giivenin saglandigi, 6g-
retmenler arasinda iliskilerin okul yararma katki saglayacak sekilde gelistigi, kuruma bagllikla-
riin arttig goriilmektedir. Adil olmayan, hak ve ozgiirliikklere kars1 esit davranilmayan, saygi
duyulmayan davraniglarin hiikiim siirdiigii kurumlarda ise bireylerde yeterince giiven ortami sag-
lanmadigidan egitim 6gretimin kalitesinde de bir diisiis gézlenmekte ve bu durumunda 6grenci
basarisina yansidigi goriilmektedir. Bir bagka agidan ise 6gretmenler, kurumda adil bir ortamin
olugsmadigin hissettiginde ise kendi aralarinda 6zensiz davraniglarin ve olumsuz iligkilerin gelis-
mesine sebep oldugunu ifade etmislerdir (Serinkan ve Erdis, 2014:118).

Egitim kurumlarinda sadece 6gretmenler degil okul yoneticilerinin de kurumda olusan adalet
algisina 6nem vermesi gerektigi belirtilmekte 6zellikle 6gretmenlerin kuruma bagliligy, is tatmi-
nini ve motivasyonunu artirmak i¢in de etkileyici bir giic oldugunu belirtmislerdir. Kurumda ¢a-
lisan her bireye siire¢ igerisinde esit oldugu, adil davranmislar gosterildigi duygusunun hissettiril-
mesi gerektigi ifade edilmektedir (Ozkalp ve Kirel, 2013:278). Ogretmenler kurumlarinda belir-
lenen amaglar dogrultusunda mesleki ¢alismalarini yerine getirmekte ayrica birbirleri ile koordi-
neli bir sekilde iligki kurmalariyla orgiitii canli tutarak orgiitlin etkililigini de pozitif yonde artir-
maktadirlar (Bursalioglu, 2012). Bu baglamda 6gretmen ve yoneticilerin kurumlariin en énemli
aktorleri oldugu, egitim kurumlariin ise egitim-6gretimin yapildigi, koordineli iliskilerin yasan-
dig biitiinciil bir drgiit ortamini ifade ettigi belirtilmistir. Orgiitte paydaslar tarafindan olusturulan
adil bir ortamin 6gretmenlerin performansini, motivasyonunu artirdigi goriilmekte ve buna bagh
olarak da 6gretmenin akademik basarinin yamni sira toplumun istedigi ¢cagin gereklerini yerine ge-
tirebilen nitelikte 6grencilerin yetismesi i¢in de ¢aba sarf ettigi ifade edilmektedir. Kurum i¢inde
adil ve esit davranilmadigi algisinin olustugu olumsuz bir iklimde ise 6gretmenler arasinda olusan
bosluk sonucunda istenen motivasyon, basari ve verimin diistiigli gdzlenmekte sonug olarak da
bu durumdan &rgiitiin olumsuz etkilenecegi diisliniilmektedir.

Ogretmenlerin adalet algisinin pozitif oldugu hak ve dzgiirliiklere karsi asir1 duyarli olunan
ortamlarda ise egitimin gelecegi olumlu yonde etkilenmekte, 6grenci bdyle bir iklimde yasanti-
sinda hedefledigi basariya ulasacagina dair inancini artirmaktadir.  Goriiliyor ki egitim

Copyright © 2015 by IJSSER
ISSN: 2149-5939



180

Memisoglu, S.P., Taskin, S. (2019). Teachers’ metaphorical perceptions about the concept of justice. Interna-
tional Journal of Social Sciences and Education Research, 5(2), 178-201.

kurumlarinda 6gretmenler arasinda adalet algis1 degerlendirildiginde, egitim-0gretim siirecinin
gelismesi ve toplumsal degerlerin oturmasinda olumlu, olumsuz olarak birgok yonden etkilendigi
bu yiizden adalet kavramina yonelik alginin olumlu duygularla algilanmasi ve uygulanan ortam-
larin olusturulmast i¢in ¢aligmalar yapilmasi gerektigi diistiniilmektedir. Bu kavramin 6nemini
ortaya koyma ve anlamanin yollarindan biri de metaforlar olusturarak goriilmektedir (ben-
zetme/mecaz). Mecaz s6zcligii; “bir kelimeyi ya da kavrami kabul edilenin disinda baska anlam-
lara gelecek bigimde kullanma” olarak tanimlanmaktadir (TDK, 2018).

Metaforlar araciligiyla bireylerde olusan diislincelerin yasantidan, ¢evreden kurulan anlamlara
benzetilerek ortaya konulmasi miimkiin kilinmaktadir. Egitim kurumlarinda bir¢ok metafor 6r-
nekleri yapilmistir fakat aragtirmalarimiza gore egitim ortamlarinda bu alanda yapilan bir ¢alis-
maya rastlanmamistir. Biitiin bu bilgiler 1s181inda adalet kavraminin 6gretmenler tarafindan nasil
algilandigim ortaya koymak ve bu alginin egitim ortamlarinda kurulan iliskilerde, 6grencide bek-
lenen degisimlerde ve toplumda olusacak yansimalarda ne sekilde gerceklesecegi 6gretmenlerin
olusturdugu metaforlar ile benzestirilen ifadeler somutlastirilarak bu alanda yapilmasi planlanan
baska caligmalara da yol gosterecegi diigiiniilmektedir.

2. Literatiir
2.1.Adalet kavrami

Insanlar yasadiklar1 toplum igerisinde varligim korumak, kisisel hak ve dzgiirliiklerine sahip
olabilmek, toplumda barisi, giivenligi ve esitligi saglamak i¢in bir diizen igerisinde yasamay1 bil-
meli ve toplumda gegerli olan kurallara uyum gostermelidir. Insanlarmn yasantisim toplumsal ge-
reksinimlerine gore diizenleyen ve insanlarin birbirlerine karsi sorumluluklarini yerine getirme-
sinde hi¢bir ayrim yapilmasini istemeyen adalet kavrami toplumun bir iiyesi olan insanin bulun-
dugu her alanda 6nemli bir rol oynamaktadir. Babaoglan ve Ertiirk’iin (2013:87) de ifadesinde
belirttigi gibi adalet kavramini toplumsal bir varlik olan insanin, toplum i¢inde nasil davranacagi
ve hangi kurallar ¢ercevesinde yasayacagini diizenleyen yol gosterici rehber olarak nitelendirmis-
tir. Bir bagka tanimda adalet kavrami toplumlarin kurallar igerisinde iyi bir iletisim saglanarak
haklilarin hak ettiklerine sahip olabilmeleri gerektigi (Rebore, 2001:23) seklinde ifade edilmistir.

Adalet kavramimin ¢ogunlukla ¢agdas toplumlarda hak, 6zgiirlik ve esitlik gibi terimlere
vurgu yapildig1 gériilmekte, lyigiin’e (2012:58) gore adalet kavrami toplumsal bir varlik olan
insanin haklarimi ve yagantisini giivence altina alan, kisilerin onurunu koruyan, hak ve 6zgiirliik-
lerini saglayan, kurumlarim siirekliligini ve toplumlarin huzurunu 6n plana ¢ikaran bir olgu oldu-
guna vurgu yapilmaktadir. Ayrica insanin dogasi geregi toplum igerisinde yasamak istemesi, ih-
tiyaglarini karsilarken gosterdigi ¢abanin karsiliginda diger insanlarla emeginin karsiliginda esit-
lik ve dogruluk ilkesi gozetilerek paylastirilmasi gerektigi de ifade edilmistir (Atalay, 2005:6).
Adalet kavrami insanlarin ekonomik, sosyal ve kisisel ihtiyaclarimi karsilayabilmek i¢in ayn za-
manda bireyin yagantisinin temelini olusturan bu ihtiyaglarin korunmasi ve belirli kurallar cerce-
vesinde giivence altina alimmasini da saglamaktadir.

Adalet kavrami diger tamimlarda da Karaman (2009:5); esitlik, dogruluk, hak ve kurallara
uyum saglamak; Tiirkce sozliikkte TDK (2018); "hak ve hukuka uygunluk, hakki gézetme, dogru-
luk" olarak; adalet herkesin hakkini bilme, karsilikli ¢ikarlar arasinda esitlik veya denge, zulmet-
meme, kurallar igerisinde davranma olarak ifade edilmekte (Yilmaz, 2011); toplumda bu kadar
onem arz eden adalet kavraminin ayn1 zamanda kurumlarda da dikkat edilen bir kavram olarak
karsimiza ¢iktig1 goriilmektedir (Cakmak 2005:39). Adalet insan davraniglarinda ve birbirleriyle
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kurulan iliskilerde kurallara uyulup uyulmadigini irdeleyen, ayn1 zamanda genis anlamda toplum-
sal iliskilerde de belirleyici bir faktor olarak diisiiniilmekte, toplumun hakli bir yasanti diizenine
kavusturulmasinda temel amag olarak ele aldig1 da goriilmektedir. Hayek, (1995) ifadesinde ise
benzer sekilde adalet kavramini toplumda ve bireyler arasinda kendiliginden bir diizenin olugma-
sin1 saglayan, dogru davranislar olarak ele almaktadir.

Adalet kavraminin uygulanmasinda toplumda yasalara bagli olarak bireyin hakkinin taninmasi
ve korunmasi, insanlar arasinda karsilikli ¢ikarlar s6z konusu oldugunda ise hakli olan tarafin
hakkini gozeterek teslim etmesi ve toplum igerisinde {iyelere hak ve 6zgiirliiklerinin saglandigin
ve korundugunu hissettirerek gilivence altina almasi beklenmektedir. Erdogan, (1993) bu goriisii
destekleyerek adalet kavramini; insanlarin gelecek yasantilarinda hedeflerini gerceklestirmek igin
yaptiklan etkinliklerin engellenmeden giivence altina alinmasi ve toplum igerisinde insanlarin
birbirleri arasinda higbir ayrim gozetmeden 6zgiirliik¢li bir ortamin da saglanmasi olarak ifade
etmektedir. Adalet kavrami, toplumda en genel anlamda bilinen tanimi ise hak edene hakkinin
teslim edilmesi olarak ifade edilmektedir (Ozdemir, 2009; Rebore, 2001:228; Turhan, 2007:56);
bir bagka deyisle insan yagantisini etkileyen tam anlamiyla tanimi yapilamayan ve kisilerin bakis
acisina gore degisen soyut bir kavram olarak belirtilmektedir (Isbasi, 2001); bir baska degisle
insanlarin diislincelerini, ¢ikarlarini ve haklarini giivence altina alarak insanin toplum igerisinde
onurunu korumak ve 6zgiirliiklerini saglamak olarak (Karaeminogullar1, 2006:19) da ifade edil-
mektedir. Dolayisiyla adalet kavrami toplum iginde tiim insanlar esit géorme ve haksizliga karsi
haklinin yaninda yer alma ve higbir sekilde adaletten ayrilmadan diizeni saglama ayni zamanda
kisi hak ve 6zgiirliikklerini koruma ve teminat altina alma seklinde ifade edilmektedir. Buna gore
toplumlarin gelecegini etkileyen bu kavramin yeni yetisen nesillere egitim yolu ile kazandirilarak
ogrencilere hukuk ve adalet bilincinin toplumsal diizenin saglanmasi i¢in ne kadar 6nemli bir
unsur oldugu kavratilmalidir.

Ertiirk (1972), egitimi bireyin davraniglarinda kendi istegiyle gerceklesen degisim siireci ola-
rak ifade etmekte ve boylece de egitimin toplumda 6nemli olan bu kavramlarin yerlestirilmesinde
birinci derecede sorumlu oldugunu belirtmistir. Serinkan ve Erdis (2014:118) kurumda yer alan
biitiin bireylerde adaletin esit bir sekilde uygulanmasi sonucunda orgiitsel vatandashk davranis-
larmin da olumlu yonde etkilendigini ifade etmekte, adaletsizlik algisinin ise orgiitsel bagliligi,
motivasyonu, verimliligi diisiirdiigli ve isten ayrilma diislincesini ise artirdig1 (Senturan, 2014)
belirtilmektedir. Bu durumda adaletsiz olma davraniglarinin kurum igerisinde yaygin hale gelmesi
sonucunda kurumun isleyisi bozulmakta, bireylerin ¢alisma azmini kirarak birbirleri arasinda ya
da kurum yoneticilerine karsi olumsuz davranislar sergiledikleri diistiniilmektedir. Egitimin ger-
ceklestigi okullar toplumun kiigiik bir uygulama alani olarak diisiiniildiigiinde, toplumda olusan
adil olmayan sdylemlerin hiikiim stirmesi, istenmeyen kuralsiz davraniglarin benimsenmesi hos
goriilmemektedir. Bu durumdan 6gretmenler olumsuz yonde etkilenerek dedikodu, saygisizlik
gibi okul ortaminda istenmeyen davranislarin 6n plana ¢iktig1 ifade edilmektedir. Toplumsal ilis-
kiler beraberinde toplum diizenini saglamakta ve dolayli yollardan deger yargilarimi olusturarak
bunlarin uygulanmasini da kendi i¢inde saglamaktadir.

Toplumu diizenleyen bir diger durum ise hukuk kurallaridir ve toplumda diizenin kurulmasin
saglamakta, toplumun giivenlik ve adalet ihtiyacin1 da karsilamaktadir. Dolayisiyla hukuk ve egi-
timin ortak yonii olarak davranislar degistirme gibi 6zelligi oldugu sdylenebilir. Buna gore egitim
insanlar1 dogru davraniglara gotiiriirken, hukuk bireyin davranislarina kurallar ile yon verip top-
lumsal diizeni saglamaya ¢alisir. Birey toplumsal yasamin geregi olarak kural olgusuyla yasami
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boyunca i¢ igedir hatta bu olguyla erken yaslarda ailesinde ve sosyal ¢evresinde tanisir. Ayrica
aile ve ¢evrenin etkisiyle insanlar ¢ocukluk dénemlerinde yavas yavas bu kurallar ile tanigmakta
okul doneminde ise uyulmasi gereken kurallari benimsemektedir. Adalet mekanizmasi iyi isleyen
okullarda kuruma baglilik, giiven ortami saglanmakta ve okulun akademik basarisina da yansi-
maktadir. Boylece okul ortaminda yonetici 6gretmen ve 6grenci adalet kavraminin 6nemini bile-
rek ve uygulanmasini saglayarak hukukun {istiinliigiinii kabul etmis, her alanda adaletin herkese
esit oranda uygulandigi hissini vererek saglikli bir toplumun olusmasi i¢in de temellerin atilmasi
saglanmistir. Tam tersine okul i¢inde kendisine adaletli davranilmadigini, adam kayirma, torpil
vb. gibi davranislarin oldugunu diisiinen bir 6gretmen kurumdan ilk firsatta ayrilmayi diisiin-
mekte, kurumun etkinliklerine ya da birtakim faaliyetlerinde yer almamakta ayrica okulda kendi-
sine uygulanan adaletsiz davraniglar1 her ortamda ifade etmeye calismaktadir. Oysa egitim ku-
rumlarinda yeni nesilleri hayata ve gelecege hazirlayan, onlarin umutlarina, ideallerine ve basari-
larma etki eden en dnemli faktor olan 6gretmenlerimizden bekledigimiz davranig kurumlarinda
kendilerini mutlu hissetmeleri ve biitiin performansini kurumun, 6grencinin basarisina kars1 odak-
lanmasi seklindedir. {lgili alan yazin incelendiginde Giil, (2004:226); egitimde toplumsal diizene
uyabilen, etrafindakilere kars1 adaletli davranabilen, hakki ve hakliy1 savunabilen bireyler yetis-
tirebilmenin egitimle miimkiin oldugunu ifade etmektedir. Ayni sekilde Sar1 ve Sadik, (2011:77);
egitimin en dnemli gorevini insan haklarina ve temel 6zgiirliiklere saygili, hak ve esitlik kavram-
lari1 benimseyen, yasantisinda bu kurallar1 uygulayabilen, her alanda iistlendigi sorumluluklari-
nin bilincinde olan, ¢agdas toplumun gelismesine katki saglayan ayrica toplumun degerlerine say-
gili bireyler yetistirmektir seklinde ifade etmektedir. Ayrica egitimde “Toplumda herkese esit
davranilmas1”, “Toplumun gelisip ilerlemesi i¢in adalet”, “Toplumda biitlin insanlar i¢in ayirim
gdzetmeden adalet” gibi anlayislarin toplumun biitiin kesimlerinde yayilmakta oldugu diisiincesi
agir basmakta ve toplumdaki olusan bu hassasiyet etrafinda egitim politikalarinin da adalet ko-
nusu iizerinde daha fazla durulmasi gerektigi ifade edilmektedir (Celik, 2011:31).

2.2.Metafor

Insanlar, bulunduklari toplum igerisinde kendilerini ifade edebilmek igin soyut kavramlari an-
lamlandirmak adina etrafindaki varliklar1 somut gorsellere benzeterek bir takim ifadelere bagvu-
rurlar. Aslinda bunu yaparken insanlarin ¢ogu zaman farkina varmadan kendi duygu ve diisiince-
lerini anlamlandirdiklar1 gériilmekte bu yonteme ise literatiirde metafor adi verilmektedir. Insan-
lar metaforlar olaylara veya olgulara kars1 yasam algilarin1 ortaya koyarak yasanilan durumu
daha iyi ifade edebildikleri 6nemli bir faktor olarak gordiikleri diisiiniilmektedir. Buna gore Gir-
men, (2007:12) metaforlari, insanlarin diinyay1 ve kendilerini algilama bigimleri olarak tanimla-
maktadir. Metafor kelimesinin tarihgesine baktigimizda Yunanca “Metapherein” kelimesinden
olustugu, “Meta” nin degistirmek oldugu “pherein” ise tagimak anlaminda oldugu (Levine,
2005:172); bu kavram ilk defa 1980 Me Lakoff ve JohnsonTn “Metaphors We Live By” adli
eserlerinde rastlanmistir (T6remen ve Dos, 2009:3). Gilinlimiizde ise metafor kelimesi kullanilir-
ken “mecaz”, “benzetme”, “egretileme” gibi (Aydogdu, 2008:27); dile zenginlik ve cesitlilik kat-
mak (Wulf ve Dudis, 2005:330), Tiirk¢e ’de “benzetme ve egretileme”, eski Tiirkge’ de “mecaz”,
Arapca ’da “istiare” sozciikleriyle (Aydin, 2006:10) ifade edilmektedir.

Metafora iligkin yapilan pek ¢ok tanima gore; bilinmeyen bir kavram ya da durumu bilinen bir
sey ile ifade etmek (Danigsman, 2015:9); bir kavrami bagka bir kavramla benzeterek ilgi kurmak
(Goger ve Aktiirk, 2015:186); Arnett (1999:80) “bir algi, diisiince ve gérme boyutu”; Cerit
(2008:694) ise “bireylerin yasantilarin1 olaylart ve durumlar nasil gordiikleri ve ne sekilde
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aciklamaya calistiklar bir ara¢” olarak gordiiklerini; Arslan ve Bayrakei (2006:103), “insanlarin
diinyalarini anlamalarinda ve buna gore ayarlamalarinda zihinsel haritalama ve modelleme sekli-
dir” olarak ifade etmislerdir. Baska bir deyisle durumlar1 ve ger¢eklesen olaylar algilama da bizi
etkileyen gercekleri tekrar tanimlamak ve sorunun yeniden somutlastirilarak daha iyi anlamlan-
dirmak (Goldstein, 2005:9); Saban, Kocbeker ve Saban (2006:463), “insanlarin soyut kavramlari
anlamak i¢in zihninde gelistirdigi araglar olarak belirtmekte; Celikten (2006:281); “acik olmayan
diistince ve olgularin tanimlanmasi” olarak ifade ettikleri goriilmektedir. Kisaca metaforlar belir-
siz bir kavramdan agik ve net olarak kavramlar tanimlayarak ortaya ¢ikardigi bizim diisiinceleri-
mizin hangi anlamda oldugunu ifade eder. Metaforlar yolu ile kavramsal sistemimizi ve bireylerin
gordiigii diinyay1 degistirme giiciine sahip oldugu da ifade edilmektedir (Sanchez, Barreiro ve
Maojo, 2000:358).

Ayrica metafor, egitimde de 6gretmenlerin sinif icerisinde teorik bilgileri, somut ve pratik
olarak 6grencilerin gozlerinde canlandirarak anlatilmasinda ¢ok sik kullanilan yontemler olarak
belirtilmektedir (Leavy, McSorley ve Bote, 2007:1219). Smif igerisinde bir 6gretmen metaforlar
kullanirken giinliik yasamda kullanilan durumlar1 deneylerde somutlagtirarak benzestirme yapar
bdylece dgrencinin goziinde ¢ok iyi bildigi durumun canlanmasini saglar. Ornegin “Insan aslana
benzer” ifadesi, insanin aslana benzeyen karakteristik 6zelliklerine vurgu yapilarak giiclii olmasi,
hemen pes etmeyen yoniiyle de lider karakterdeki bir durumu dikkat ¢ekmek igin benzetildigi
goriilmektedir (Aydogdu, 2008:28), ayn1 zamanda aslanin temizligi, etrafindakilere sahip ¢ikmasi
ise insanlarin giinliik yasamda karsilagtig1 davraniglarina benzetilmektedir. Kisaca metaforlar sa-
yesinde zihinde giiglii olarak yer eden bir durumu diger bir olguya benzeterek daha acik anlagilir
bir sekle déniistiirmektedir. ilgili alan yazinda da bu duruma vurgu yapilarak insanlar bdylece
birbirine benzemeyen kavram ve olgular arasinda iliski kurarak anlagilmayan bir durumdan anla-
silabilen bagka bir bi¢ime dogru yonelerek ifade ettikleri goriilmektedir (Saban, 2008; Aydin ve
Unald1, 2010: 604; Aydin ve Sulak, 2015:484).

2.3. Arastirmanin amact

Bu aragtirmanin amaci, Anadolu lisesinde ¢alisan 6gretmenlerin adalet kavramu ile ilgili algi-
larin1 metaforlar yoluyla ortaya koyarak belirlemektir. Boylece gercekte var olan durumla, Ana-
dolu lisesinde ¢aligan dgretmenlerin algilar arasindaki benzerlikler ve farkliliklar ortaya ¢ikari-
larak adalet kavraminin yeniden gozden gecirilmesi ve degerlendirilmesi i¢in bilimsel bir bakis
ortaya konabilecektir.

3. Yontem
3.1.Arastirma modeli

Anadolu lisesinde ¢alisan 6gretmenlerin adalet kavramina iligkin algilarii kurduklar meta-
forlar yoluyla tespit edilmesini amaglayan bu arastirma nitel arastirma desenlerinden olan "olgu
bilim" (fenomenoloji) yontemi kullanilarak gergeklestirilmistir. Fenomenoloji, bireylerin olgu-
lara iligkin diisiincelerini yasantilarinda nasil anlamlandirdiklarini ortaya ¢ikarmayi amaglamakta
ve buna bagh olarak da nitel bir arastirma deseni olan fenemonoloji yontemini kullanarak daha
anlagilir hale getirmek ve hatta o fenomen karsisinda fenomeni nasil ifade ettiklerini bilimsel ola-
rak aragtirmaya ¢ikarmaya ¢aligmaktadir (Patton, 2014:104); fenomenoloji, hakkinda bilgi sahibi
olmamiza ragmen derinlemesine bir algiya sahip olmadigimiz olgulari aragtirarak katki saglamak-
tir seklinde ifade edilmekte (Yildinm ve Simsek, 2013:78); bir baska tanimlamada Creswell
(2007) fenomenoloji nitel arastirma deseni olup kisilerin gelisen fenomen hakkinda
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deneyimlerinden de yararlanarak bagka bir duruma benzetme ve ortak bir anlam ¢ikarmaya galis-
malarini ifade etmektedir. Bu gerekgelerden hareketle ¢alismada adalet kavrami bir fenomen ola-
rak diislinlilmiis, 6gretmenlerin bu fenomen hakkindaki ortak algilarini yasantilar ile bagdastira-
rak baska kavramlarla ifade ederek ortaya ¢ikarilmasinda olgu bilim deseninden yararlanilmistir.

3.2. Calisma evreni

Bu aragtirma, 2018-2019 egitim-6gretim yilinda adalet kavraminin gretmenler arasinda yan-
simalarint gérmek i¢in Bolu ilinde Anadolu lisesinde ¢alisan 6gretmenlerin yer aldigi kartopu
ornekleme yontemi kullanilarak belirlenmis olup aragtirmada goniilliiliik esasina dayanarak segi-
len 60 6gretmenden olustugu goriilmektedir. Kartopu 6rnekleme yonteminde rastgele bir kisi ile
kurulan temas sonrasinda, bu kisinin bir diger kisiye devretmesi sayesinde ilerleyen iletisim sii-
recidir (Altunisik, Coskun, Bayraktaroglu ve Yildirim, (2010). Arastirmaya katilan 6gretmenlerin
32'si (%53,3) kadin, 28'1 (%47,7) erkek, 34" (%56,6) sozel ders, 18' (%30) sayisal ders ve8't
(%13,4) meslek dersleri 6gretmeni olarak gorev yapmaktadir. Calismaya katilanlarin 6gretmen-
lerin kimlikleri gizli kalmak kosulu ile gretmenlere EO1 (Erkek Ogretmenl) ve KO1 (Kadin
Ogretmen1) seklinde kisaltilarak adlandirma yapilmis ve veriler aktarilmistir. Calisma grubunda
yer alan 6grencilerin 6zellikleri Tablo 1'de verilmistir.

Tablo 1. Anadolu lisesinde ¢alisan d6gretmenlere ait demografik bilgiler

Demografik ozellikler Katilimei sayis1 (n) Yiizde (%)
Cinsiyet

Kadin 32 53,3
Erkek 28 47,7
Yas

20-30 yas 8 13,3
31-40 yas 27 45
41-50 yas 20 33,3
51 ve iizeri 5 8,4
Mezuniyet alani

Sozel dersler 34 56,6
Sayisal dersler 18 30
Meslek dersler 8 13,4
Mezuniyet durumu

Lisans 44 73,3
Lisansiistii 16 26,7
Mesleki kidem

1-5 yil 9 15
6-10 y1l 9 15
11-15y1l 16 26,6
16-20 y1l 18 33,3
21 y1l ve tizeri 8 13,4
Toplam 60 100

Tablo 1’e gdre arastirmada yer alan katilimcilardan cinsiyet degiskenine gore en fazla % 53,3
ile kadin katilimcilarin oldugu, % 47,7 sinin erkek katilimcilarin oldugu goériilmekte ve toplamda
60 dgretmenin katilim sagladig1 goriilmektedir. Yas degiskeninde en ¢ok katilimer % 45 ile 31-
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40 yas araligin da, en diistik ise 51 ve {izeri ile % 8,4 yas araliginda oldugu goriilmektedir. Mezu-
niyet alanina gore en fazla katilimc1 %56,6’si s6zel dersler oldugu, %30’unun sayisal dersler ve
% 13,4’linlin ise meslek dersleri 6gretmeni oldugu goriilmektedir. Mezuniyet durumunda kati-
limcilar % 73,371 lisans, % 26,7’ ik kismui ise lisansiistii mezunudur. Mesleki kideme gore kati-
limcilar en fazla % 33,3 ile 16-20 yil mesleki kideme sahip, en az katilimc1 ise % 13,4 ile 21 yil
ve lizerinde mesleki kideme sahiptir.

Veri toplama araci ve verilerin toplanmast

Arastirmaya ait veriler arastirmacilar tarafindan hazirlanan "Goriigme Formu" ile toplanmustir.
Gorlisme Formunda ¢aligma grubuna "Adalet........ benzer; Clinkii......." sorusu yoneltilmistir. Ka-
tilimeilarin ilk bosluga adalet hakkinda metafor yazmalar istenmistir. Daha sonra "¢linkii" ifade-
sinden sonra gelen bosluga neden bu metaforu yazdiklarini agiklamalar istenerek, adalet kavra-
mina iliskin algilan tespit edilmeye ¢alisilmistir. Boylelikle, metaforun hangi amagla ve neye
benzetilerek kullanildigi ifade edilmeye ¢alisilmistir. Bu amagla Anadolu lisesinde ¢aligan dgret-
menlerin isim listesi belirlenmistir. Iletisim kurulan 6gretmenler de sira ile diger gretmenlere
kendi aralarinda “Adalet” kavrami hakkinda bilgi vererek katilimcilara bu climlenin kendilerinde
olusan algilar1 hakkinda bir metaforla belirtmeleri istenerek yonlendirme yapilmistir. Metafor be-
lirlenen kavrami giinliikk yasamda anlasilabilen benzer bir ifade kullanilarak farkli bir terime ak-
tarilarak bu ifadenin uygulanmasidir (Sackmann, 1989:469). Veri toplama aracinin hazirlanma
siirecinde metaforlarin kullanildig1 bagka arastirmalar ise (Saban, 2004, 2008, 2009; Tiiremen ve
Dos, 2009; Denis Celiker ve Akar, 2010) incelenerek degerlendirilmistir. Uygulamaya baslama-
dan 6nce gerekli yasal izinler ilgili makamlardan alinmigtir. Okul ortaminda gerceklestirilen veri
toplama galigmasi arastirmaci tarafindan gerceklestirilmis olup, goniilliiliik esasina dayanarak ka-
tilimcilara gorligme formlarini cevaplamalar icin yeterli siire verilmistir.

3.4. Verilerin analizi

Arastirmaya katilan 60 6gretmenden toplanan goriigme formlarindan gecerli sayilabilecek olan
toplam 60 adet form arastirmaya dahil edilmistir. Verilerin analizi igerik analizi yontemiyle ya-
pilmustir. Igerik analizinde ise birbirine benzeyen verileri belirli temalar etrafinda birlestirerek
gruplastirmak, organize etmek ve yorumlamak temel hedef olarak alinmistir (Yildirim ve Simsek,
2013: 270). Calisma verilerinin analizinde ve yorumlanmasinda ise Saban (2009:290) 1n énerdigi
5 agamali adlandirma agsamasi ele alinarak yapilmistir. Bu asamalar su sekilde; eleme asamasi,
kategori gelistirme asamasi, gegerlik ve gilivenirlik ¢aligmalar1 ve verilerin bilgisayar ortamina
aktarilmasi agsamalari takip edilmistir.

Adlandirma asamasi

Calismada toplanan tiim formlarda iiretilen metaforlar listelenmistir. Toplamda 60 metafor
iiretildigi saptanmistir. Toplanan her form tek tek numara verilerek adlandirilmistir. Ciinkii aras-
tirmada dogrudan alint1 rnekleri almarak yapilmistir. Ornegin EO1; erkek dgretmenini temsil
ederken; KO1; ise kadin Ogretmenini temsil etmektedir.

Eleme asamas

Calismada metaforlar listelenmis arasinda gecersiz olarak goriilen formlar elenerek aragtirma
dis1 birakilmistir. Toplanan formlarda iiretilen 65 metafordan 5 tanesi ¢alismadan ¢ikarilarak 60
metaforla ¢aligma siirdiiriilmiistiir. Caligmadan ¢ikarilan 5 formun 3 tanesi demografik 6zellikleri,
diger 2 tanesi ise metafor kismini yazip gerekge kismini yazmadigi igin ¢aligmadan ¢ikarilmistir
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ve degerlendirmeye alinmamigtir. Daha sonra, metaforlar en sik tekrarlanma durumuna gore si-
raya dizilmistir ve her metaforu temsil eden katilimer goriislerinden birer 6rnek metafor ifadesi
secilmistir.

Kategori gelistirme agamast

Bu asamada, metaforlardan daha ¢cok metaforu agiklayan gerekce dikkate alinmigtir. Bunun
nedeni ise anlatilmak istenen diislincenin metafordan sonra gelen “ciinkii” kisminda yer almis
olmasidir. Anadolu liselerinde ¢aligan 6gretmenlerin “adalet” kavramai i¢in 52 tane metafor olus-
turduklari tespit edilmistir. Ogretmenlerin olusturduklart metaforlar 6 kategori altinda toplanmis-
tir. Bunlar; doganin pargasi olarak adalet, cezalandirma araci olarak adalet, degerlendirme araci
olarak adalet, zorunluluk olarak adalet, yol gdsterici olarak adalet, aile olarak adalet olarak belir-
lenmistir.

Gegerlik ve giivenirlik calismalar

Veri analizi siirecinde arastirmacilar ve bir uzman tarafindan Saban'in (2009:290) 6nerdigi
adlandirma, tasnifleme, kategorilestirme, verileri bilgisayara isleme asamalar siras1 ile uygulan-
muistir. Bu tiir nitel aragtirmalarda gecerligin en 6nemli 6l¢iitleri arasinda toplanan verilerin arag-
tirmaci tarafindan ayrintili olarak raporlanmasi ve arastirmacinin sonuglara ulagma asamalarin-
daki ¢aligmalar yer almaktadir (Yildirim ve Simsek, 2013:288). Aragtirmanin giivenirligini sag-
lamak i¢in hukuk alaninda uzman goriisiine bagvurulmustur. Buna gore adalet {lizerine yapilan
metaforlar ve gerekgeleri ile bu metaforlar iizerine gelistirilen kategoriler uzman kisiye sunul-
mustur. Uzman kisiden bu verileri kullanarak hi¢bir metaforu disarida birakmadan uygun katego-
rilere eslestirme yapmasi istenmistir. Aragtirmacinin yaptigi eslestirme ile uzmanin yaptigi esles-
tirme karsilastirilmig Miles ve Huberman (1994:64)’1n kullandig1 formiile uygulanarak (Giivenir-
lik = Goriis birligi / Gortis birligi + Gorlis Ayriligi x 100) hesaplama yapilmistir. Bu yapilan
hesaplamaya gore Saban (2008:464) nin belirttigi gibi aragtirmaci ile uzman goriisii arasindaki
degerlendirmenin %90 ve iizerinde benzer olmas1 durumlarinda giivenirligin saglandigni ifade
etmigtir. Bu arastirmada formiil kullanilarak yapilan giivenilirlik hesaplamasinda egitim yonetimi
ve denetimi uzmani, “adalet” kavrami i¢in 6 metaforu aragtirmacinin yaptigindan farkl katego-
riye yerlestirip iliskilendirmistir. Bu durumda, “Giivenirlik = Goriis birligi / Gortis birligi + Goriis
ayrilig1” hesabi dikkate alinarak adalet; Giivenirlik = 60 / (60+6) = 0.90 olarak hesaplanmistir.
Bu oranlar dikkate alindiginda ¢alismanin giivenilir oldugu sonucuna ulasilabilir. Ayrica bu ¢a-
lismada 6gretmenlerin olusturduklar1 metaforlar ile gerekgeleri arasindaki anlamsal tutarliligina
bakilmig aragtirmada veri toplama ve analiz siirecinin aragtirmanin gegerliligini artirmak i¢in yo-
gun bir sekilde betimlenmeye ve Orneklerle bulgular desteklenmeye calisilmigtir. Merriam
(2013)’a gore benzerligi saglamak amaci ile yapilan zengin ve yogun betimlemeler yapmanin
aragtirmanin dig gecerliligini saglamada olduk¢a 6nemli oldugunu belirtmistir.

Verilerin bilgisayar ortamina aktarilmasi

Calismanin bu boliimiinde dgretmenlerden yazili olarak elde edilen 60 gériisme formu bilgi-
sayar ortamina tek tek aktarilmigtir. Adalet kavramina iligkin 52 farkli metafor olmak {izere biitiin
iiretilen metaforlar tekrar edilme sikligina gore siraya dizilmis; frekanslar1 ve ytizdeleri hesapla-
narak tablolar halinde bilgisayar ortamina aktarilmistir.
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4. Bulgular
4.1.Adalet kavramina iligkin iiretilen metaforlar

Ogretmenlerin adalet kavramina iliskin metaforik algilarini belirlemek amact ile aragtirma for-
munda yer alan ilk ciimle “Adalet gibidir/benzer. Clinkii “......... ” bi¢imindedir” seklindedir. Bu
soruya yanit olarak 6gretmenler 52 tane farkli metafor iiretmiglerdir. Bu metaforlardan 46 tanesi
bir kez ifade edilirken; 7 tanesi ise birden fazla ifade edilmistir.

Tablo 2°de 6gretmenlerin adalet kavramina iligkin iirettikleri metaforlar ifade edilme sikligina
ve ylizdesine gore yer almaktadir.

Tablo 2.Adalet kavramina iliskin iiretilen metaforlara yonelik bulgular

Sira No Metafor f % Sira No Metafor f %
1 Terazi 3 5 27 Cep telefonu 1 1,6
2 Glines 2 33 28 Evlilik 1 1,6
3 Su 2 33 29 Ev 1 1,6
4 Hava 2 3,3 30 Anka kusu 1 1,6
5 Anne 2 3,3 31 Aslan 1 1,6
6 Aile 2 33 32 Bigak 1 1,6
7 Esitlik 2 3,3 33 Toplumun temeli 1 1,6
8 Yapistirict 1 1,6 34 Insan 1 1,6
9 Ok 1 1,6 35 Igne 1 1,6
10 Altin 1 1,6 36 Demokrasi 1 1,6
11 Yelken 1 1,6 37 Kural 1 1,6
12 Tuz 1 1,6 38 Bilgisayar 1 1,6
13 Namus 1 1,6 39 Cigek 1 1,6
14 Yagmur 1 1,6 40 Cellat 1 1,6
15 Vicdan 1 1,6 41 Kardes 1 1,6
16 Gida 1 1,6 42 Hakim 1 1,6
17 Dost 1 1,6 43 Okul 1 1,6
18 Kuslar 1 1,6 44 Ogretmen 1 1,6
19 Iskelet 1 1,6 45 Elmas 1 1,6

20 Mal 1 1,6 46 Sacayagi 1 1,6
21 Kalbe 1 1,6 47 Kum 1 1,6
22 Lamba 1 1,6 48 Kaplan 1 1,6
23 Cark 1 1,6 49 Baba 1 1,6
24 Toplum 1 1,6 50 Ayna 1 1,6
25 Yemek 1 1,6 51 Matematik 1 1,6
26 Nefes almak 1 1,6 52 Tann 1 1,6
Toplam 60 100

Tablo 2'ye gore 6gretmenlerin iirettikleri metaforlarin frekans araliklan 1 ile 3 arasinda degis-
mektedir. Aragtirmaya dahil edilen kisi sayis1 60 oldugu i¢in ylizdelik dilim alinirken frekans ve
ylizdelerin sayisal olarak ayn1 oldugu goriilmektedir. Metaforlar incelendiginde en sik tekrarlanan
metaforun “terazi” (f=3) metaforu oldugu goriilmektedir. Bu metaforu sirasiyla “anne” (f=2),
“Glines” (f=2), “hava” (=2), “su” (f=2), “aile” (f=2) ve “esitlik” (f=2) metaforlan izlemektedir.
45 metaforun ise yalnizca birer kez tekrarlandig1 goriilmiistiir. En sik tekrarlanan metaforlar in-
celendiginde giinliik yasantimizla iligkilendirilebilen oldukga agik ifadeler ile kurulan metaforlar
oldugu goriilmekte ve bu metaforlarin adaletin olumlu yonlerine vurgu yaptig1 soylenebilmekte-
dir. Bununla birlikte elde edilen verilere gore 6gretmenlerin iirettigi metaforlarin gerekgeleri ice-
rik analizi yontemi ile degerlendirildiginde metaforlarin olumlu ve olumsuz olmak tizere iki ka-
tegori altinda toplandigi goriilmiis, olumlu kullanilan metaforlarin daha agirlikta oldugu
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gozlemlenmistir. Tablo 3’te metaforlar olumlu ve olumsuz yonleriyle agiklanmistir.

Tablo 3. Adalet kavramina iliskin {iretilen metaforlarin olumlu ve olumsuz olarak degerlendi-
rilmesine yonelik bulgular

. Metafor  Metafor Yiizde
Kategori-

lor Metaforlar sayi1st frekansi degeri
(n) €] (%)

Terazi(3), anne(2), Giines(2), su(2), aile(2), esit-

lik(2), hava(2), baba(l), ayna(l), matematik(1),

Tanri(1), yapistirici(l), altin(l), namus(l), yag-

Olumlu mur(1), vicdan(1), gida(1), dost(1), kardes(1), saca-
algilar yagi(1), iskelet(1), mal(1), kalp(1), lamba(l), top- 42 50 80,7

lum(1), insan(1), cark(1), ¢igek(l), demokrasi(1), ku-
ral(1), bilgisayar(1), okul(1), 6gretmen(1), kum(1),
elmas(1), kus(l), evlilik(1), ev(1), kum(1), mal(1),
cep telefonu(1), toplumun temeli(1).

Olumsuz  Yelken(1), tuz(1), ok(1), igne(1), cellat(1), hakim(1),
algilar Kaplan(1), Anka kusu(1), bigak(1), Aslan(1).

Toplam 52 60 100

10 10 19,3

Tablo 3’te goriildiigii lizere liretilen 52 metaforun 42 (% 80,7) olumlu, 10’u (%19,3) olumsuz
olarak algilanmistir. En sik tekrar edilen olumlu metaforlar “terazi, anne, Giines, su, hava, aile,
esitlik ” metaforlaridir. Gerekgeler incelendiginde “terazi” metaforuyla; adaleti teraziye benzete-
rek terazinin kefeleri gibi herkese dengeli ve esit sekilde davranilmasi gerektigi ve bu durumun
okul ortaminda 6gretmenler arasinda olumlu bir etkilesim saglamakta oldugu bu adil davranisla-
rin 8gretmen performansini artirdig diisiiniilmektedir. ilgili alan yazin incelendiginde ise adalet,
esitlik, 6zglirliik, insan haklarina saygi gibi bir toplumu olusturan demokratik degerlerin hakim
oldugu orgiitlerde hosgorii, diisiincelerini ifade etme, orgiitte bireyler arasinda adaletli davranma
olmasi gereken durumlar olarak kabul edilmekte ve bu durumun 6rgiitte cogulculugu temsil ettigi
belirtilmektedir (Kincal ve Isik, 2003; Kislali, 1994; Tanilli, 1995; Yesil, 2002). “Anne” metafo-
ruyla adaletin anne gibi vazgecilmez oldugu, yasamsal 6neme sahip oldugu vurgulanirken; “Gii-
nes” metaforuyla Giinesin tiim diinyay1 kapsadig1 gibi adaletin de tiim hayatimizi kapsadigi, nasil
giinessiz bir hayat diisiinemiyorsak adaletsiz bir yasamda diisiinlilemeyecegi vurgulanmaktadir.
Bununla birlikte “su” ve “hava” metaforlariyla adaleti, su ve hava kadar vazgecilmez oldugu ve
bunlarin yasam kaynagimiz oldugu; “aile” metaforuyla, adaletin aile gibi kutsal oldugu korunmas1
gerektigi vurgulanirken; “esitlik” metaforuyla, adaletin esitlik, hi¢ kimseyi birbirinden iistiin gor-
meme ve toplumda dengeyi saglayan unsur oldugu gibi goriisler ifade edilmistir. Gortildiigii gibi
adalete iliskin metaforik algilarin ve bu metaforlar1 aciklayan gerekcelerin aragtirmaya katilan
ogretmenler tarafindan oldukga olumlu algilandig1 sdylenebilir. Bunun nedeni ise 6gretmenlerin
adalet kavraminin 6nemi konusunda bilingli olduklar1 toplum iginde ve okul ortaminda adaletin
saglanmasinin ¢agdas bir toplumun olusturulmasinin temelini olusturdugunu 6zellikle 6gretmen-
ler adaleti esitlikle 6zdeslestirerek birbirleri ve 6grencileri arasinda ayrim gézetmeden olumlu bir
calisma ortaminin saglandigi ve bu durumunda 6gretmenlerin motivasyonlarini ve performansla-
i etkiledigi diistiniilmektedir.

4.2. Adalet kavramina iliskin iiretilen metaforlarin yer aldigi kategoriler

Ogretmenlerin adalet kavramima yonelik olarak gelistirdikleri metaforlar incelendiginde bu
metaforlarin benzer 6zelikler tasimasi nedeniyle 6 kategori altinda toplandigi goriilmektedir.
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Bunlar; doganin pargasi olarak adalet, cezalandirma araci olarak adalet, zorunluluk olarak adalet,
esitlik olarak adalet, yol gdsterici olarak, aile olarak adalet biciminde ifade edilebilir. Tablo 4’te
bu kategoriler, temsil ettikleri metaforlarla iliskilendirilerek sunulmustur. Ayrica katilimcilarin
goriislerinden dogrudan alintilar yapilmistir.

Tablo 4. Adalet kavramina iligkin tiretilen metaforlarin kategorilerinin frekans (f) ve yiizde
(%) degerleri

Metafor Metafor

Kategoriler Metaforlar Sayist Frekansi ~ Yuzde
(n) (f)  Degeri (%)
Doganin par-  Glines(2), su(2), hava(2), yagmur(l),kus(1),¢icek(1),
cast olarak ada- kum(1), ¢igek(1), elmas(1), Anka kusu(1), insan(1). 11 14 233
let
Esitlik olarak ~ Terazi(3),esitlik(2),sacayagi(1), demokrasi(l), vic- 12 20
adalet dan(1), matematik(1), bilgisayar(1), ¢cark(1), kural(1).
7 Huluk ol Gida(1),altin(1),namus(1), iskelet(1),kalp(1),nefes(1),
n a-
ra(l)irl; dalie ¢ © mal(1), toplumun temel(1), yemek(1), cep telefonu(1) 11 11 18,3
dost(1),

Cezalandirma . o
aract olarak Cellat(1), igne(1), tuz(1), hakim(1), kaplan(1), aslan(1), 3 3 13.3
adalet Tanri(1), bigak(1).
Aile olarak ada- . ..
let Anne(2), aile(2), baba(1), kardes(1), ev(1), evlilik(1). 6 8 13,3
Yol gosterici  Ayna(1),6gretmen(1),0kul(1), ok(1), yelken(1), 7 7 11,6
olarak adalet  13mba(1), yapistiricr(1).
Toplam 52 60 100

Tablo 4 incelendiginde toplamda 52 farkli metafor oldugu goériilmektedir. Katilimcilar tarafin-
dan en fazla ifade edilen kategorinin dogamn parcasi olarak adalet (f=14), oldugu goriilmektedir.
Bu kategoriyi metaforlarin siklik derecesine gore sirasiyla esitlik olarak adalet terazi (f=12), zo-
runluluk olarak adalet (f=11), cezalandwma araci olarak adalet (f=8), yol gosterici olarak adalet
(f=7) ve aile olarak adalet (f=8) kategorileri takip etmektedir. Katilimcilarin en fazla ifade ettik-
leri kategori doganin parg¢asi olarak adalet metaforu olmasi katilimcilarin adaleti yagantimizda
doganin vazgegcilmez araglar ile iliskilendirdikleri, hayatimizin siirdiiriilmesi i¢in eksikliginde
yasayamayacagimiz bu énemli araglari, adalet ile benzestirerek canli varlik atiflan yaptiklarn go-
riilmiis, adaletin énemine bu sekilde vurgu yaptiklar1 goriilmiistiir. Ogretmenlerin adalet kavra-
mina ait goriislerinin kategorilere ayrilarak frekans ve yiizdeleri asagidaki grafiklerde sayisal ve-
riler kullanilarak gosterilmistir.
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Sekil 1. Kategorilerin frekans degerleri

Frekans

15

\
10 \

5
0
Doga Olarak  Esitlik Olarak ~ Zorunluluk  Cezalandirma  Aile Olarak Yol Gdsterici
Adalet Adalet Olarak Adalet Olarak Adalet Adalet Olarak Adalet
Kategori

Sekil 1 incelendiginde iiretilen 52 farkli metafor incelenerek en fazla ifade edilen kategori ile
en diisiik ifade edilen kategori arasindaki frekanslar gosterilmistir.

Sekil 2. Kategorilerin frekans yilizdeleri

KATEGORILER
Yol gosterici- Doga-
%12 % 24

Aile-
%13
Cezalandirma-
%l3 Esitlik-
%20
Zorunluluk-
o,
= Doga Olarak Adalet %138 Esitlik Olarak Adalet
Zorunluluk Olarak Adalet Cezalandirma Olarak Adalet
= Aile Olarak Adalet = Yol Gosterici Olarak Adalet

Sekil 2 incelendiginde ise iiretilen metaforlarin kategoriler igerisindeki ylizdelik dagilimi go-
rilmektedir. "Doga olarak adalet" kategorisinin % 24, "Esitlik olarak adalet" kategorisinin % 20,
"zorunluluk olarak adalet" kategorisinin % 18, "Cezalandirma olarak adalet" kategorisinin % 13,
"aile olarak adalet" kategorisinin % 13 ve "yol gosterici olarak adalet" kategorisinin % 12 oldugu
tespit edilmistir. Bu kategorilerin olusturdugu metaforlar ve 6gretmenlerin goriisleri dogrudan
alintilarla agagida verilmistir.

Doganin parcast olarak adalet

Arastirmada 60 gegerli metafordan 6gretmenlerin dogay1 olusturan ana unsurlardan olusan 14
benzer ifade ile lirettigi metaforlarin, bu ¢alisma grubundan elde edilen metaforlardan % 24'lik
kismina denk geldigi goriilmektedir. Katilimcilar adaleti "doganin pargas1” olarak betimlemis ve
kurdugu agiklamalarla da doganin par¢as: olarak adalet kategorisi igerisine alimmistir. Buna gore
"su", "Giines" ve "hava" bu kategoride en fazla frekans degerine sahip metaforlar olup “yagmur”,

PR3 9

“kus”, “cicek”, “kum”, “cigek”, “elmas”, “Anka kusu”, “insan” bu kategoride en ¢ok dikkat ¢eken
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metaforlar olmustur. Yapilan metaforlar incelendiginde katilimcilarin adaleti dogadaki unsurlarla
eslestirdikleri ve dogay1 olusturan bu 6nemli unsurlarin bilimsel olarak doganin temel taslarini
olusturan 6zellikler olmasi dogrultusunda, adaleti de insanligin var oldugu yerde temel ihtiyag
bilmesi, ger¢ek demokratik bir ortamin olusmasini saglayan unsur olmasi, dogadaki canl varlik-
larla iligkilendirerek daha anlasilir sekilde ifade ettikleri goriilmiistiir. Gliven ve Soydas (2012),
calismasindaki "hukuk - yasa" ve "giinliik yagsam" gibi kategorileriyle acikladigi adalet kavrami-
nin bu ¢aligma ile ortlistiigli ve benzer sonuglara ulagildigi goriilmektedir. Doganin pargasi olarak
adalet kategorisini temsil eden katilimci goriislerinden bazilar1 asagida verilmistir;

“Adalet giines gibidir. Ciinkii yasama 1sik tutar.” EOS

“Adalet giines gibidir. Ciinkii varligi ile tiim diinyay: aydinlatir.” EO22
“Adalet su gibidir. Ciinkii susuz hayat yoktur.” KO6

“Adalet su gibidir. Ciinkii su akar yolunu bulur.” EOI0

“Adalet hava gibidir. Ciinkii topluma nefes aldirir.” EO7

“Adalet hava gibidir. Ciinkii tiim insanhgin ihtiyact vardir.” EO24
Esitlik olarak adalet

Arastirmada 60 gegerli metafordan dgretmenlerin adaleti "esitlik imgesi" ile bagdastirilabile-
cek 12 benzer ifade ile irettigi metaforlarin, bu ¢alisma grubundan elde edilen metaforlardan %
20" lik kismina denk geldigi goriilmektedir. Katilimeilar adaleti esitlik ilkesini temsil eden betim-
lemeler yapmis ve kurdugu aciklamalarla da esitlik olarak adalet kategorisi igerisine alinmigtir.
Buna gore "Terazi", "Esitlik", "Demokrasi", “Sacayagi”, “Matematik”, “Vicdan”, “Bilgisayar”,
“Cark” ve “Kural” bu kategoride en ¢ok dikkat ¢geken metaforlardir. Yapilan metaforlar incelen-
diginde katilimcilarin adaletin esitligine, paylasimima ve kisiler arasindaki dagitimimi adalet ile
eslestirdikleri goriilmiis toplumda ya da kurumlarda ihmal edilmeyecek kavramlar olup toplumun
diizeni, gelisimi ve yeni nesillerin egitimi bu kavramlarm saglikli bir sekilde uygulanmas: ile
miimkiin olacag: seklinde ifade ettikleri goriilmiistiir. Esitligin kisiye veya zliimreye gore saglan-
masi degil toplumda bulunan herkese uygulanmasi algis1 egitim kurumlarina da yansimis, 6gret-
menlerin bu durumu yasayarak ve sinif ortammda 6grencilerine yasatarak toplumda vazgecilmez
ve herkesin esit olarak goriilmek istedigi bir toplumun olusturulmasi hususunda gayret gosterdik-
leri diistiniilmektedir. Buna goére Moller, (2006:57) egitim Orglitlerinin amacini kendini gelisen
zamana karg1 gelistiren, ayni olmayan diisiinceleri saygiyla karsilayan, haksizliklar karsisinda dik
durabilen ve dogru olam her ortamda savunabilen, toplum kurallarina duyarli, adalet ve esitligi
benimsemis, 6zgiirliigiine diigskiin bireyler yetistirmektir, seklinde belirterek bu goriisii destekle-
mektedir. Esitlik olarak adalet kategorisini temsil eden katilimci goriislerinden bazilar agagida
verilmistir;

“Adalet sacayag gibidir. Ciinkii adalet olmazsa toplum dengede durmaz.” KO30
“Adalet bilgisayar gibidir. Ciinkii yanls bilgiyi kabul etmez hata verir.” KO24
“Adalet kural gibidir. Ciinkii kuralsiz adalet olmaz.” EO26

“Adalet demokrasi gibidir. Ciinkii adalet gibi herkesi kaplar.” EO25

“Adalet esitlik gibidir. Ciinkii her seyi dengede tutar.” KO22

“Adalet terazi gibidir. Ciinkii herkesin hakkin esitce paylastirir.” KO20
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“Adalet ¢ark gibidir. Ciinkii donmezse sistemi bozar.” KO14
Zorunluluk olarak adalet

Arastirmada 60 gecerli metafordan 6gretmenlerin adaleti olmas1 gereken zorunlu dedigimiz
kavramlarla bagdastirilabilecek 11 benzer ifade ile {irettigi metaforlarin, bu ¢aligma grubundan
elde edilen metaforlardan % 18,3 'liik kismina denk geldigi goriilmektedir. Katilimcilar adaleti
yasamsal zorunluluk olarak temsil eden betimlemeler yapmis ve kurdugu aciklamalarla da zorun-
luluk olarak adalet kategorisi igerisine almmustir. Buna gore "Insan", "kural", "hak", “gida”,
“dost”, “altin”, “namus”, “mal”, “iskelet”, “kalp”, “nefes”, “toplumun temeli”, “yemek”, “cep
telefonu” bu kategoride en ¢ok dikkat ceken metaforlardir. Yapilan metaforlar incelendiginde ka-
tilimcilarin adaleti yasamla iliskilendirdikleri her zaman zorunlu olan yasamsal ihtiyaglara vurgu
yaparak, hayatin idamesinde 6nemli bir ara¢ olarak gordiikleri, yagsantilarinda sagladigi fayda ve
kisinin hayatmda olmazsa olmaz denilen 6zellikte, insanlarin temel ihtiyaglarini saglayan betim-
lemelerle eslestirdikleri goriilmiistiir. Buna gore altin; biitiin toplumlarda degismeyen, maddi bir
degeri ve karsilig1 olan evrensel bir sembol, namus; insan olmanin gerekleri sayilan ve yine biitiin
toplumlarda saygin, gururlu ve o toplumda yer edinmis insanlarin zorunlu 6zellikleri arasinda yer
alan, bazi toplumlarda tam tersi diistiniildiigiinde 6liim sebebi olarak goriilen bir kavramdir, kalp;
bilimsel olarak bir canli viicudunda kalbin ¢alismasi ile yasamin basladigi durmasi ile yasamin
sonlandig1 bilinmekte, en kiiglik bir rahatsizlikta yasam kalitesini diisliren insanlarin varligi ile
0zdeslesmis bir organdir. Goriildiigii gibi 6gretmenlerin adalet ile eslestirdikleri kavramlar ol-
dukea giiclii ve adaletin 6nemini en giizel sekilde vurgulayacak kavramlar olarak nitelendirilebi-
lir. Buna gore Dogan (2007:231), bir toplumda adalet, esitlik, 6zgiirliik, insana saygi, diiriistliik,
caligskanlik gibi toplumu olusturan evrensel kurallarin tiim bireyler i¢in ayni dneme sahip oldu-
gunu ifade etmekte olup bu evrensel kurallarin, insanlar tarafindan sahip ¢ikilmasi, insanligin
korunmasi1 ve toplum igerisinde deger bulmasi i¢in zorunlu olan ayrica yasantilarinin her done-
minde sahip ¢ikilarak uygulanmasi yoniinde sorumluluklar oldugu diistiniilmektedir. Zorunluluk
olarak adalet kategorisini temsil eden katilimei goriislerinden bazilar1 asagida verilmistir;

“Adalet yemek gibidir. Ciinkii biitiin insanlhigin ihtivacidir.” KO16

“Adalet kalbe benzer. Ciinkii calismadiginda hayat: bitirir.” EO14

“Adalet iskelet gibidir. Ciinkii toplumu ayakta tutar.” EO13

“Adalet gida gibidir. Ciinkii olmadiginda insanlik sikintiya girer.” KOI1
“Adalet cep telefonu gibidir. Ciinkii herkesin her an ihtiyact olabilir.” EO16
“Adalet toplumun temeli gibidir. Ciinkii temeli ¢iiriik olan bina ¢éker.” EO21
“Adalet namus gibidir. Ciinkii yoklugu insanhktan ¢cikarir.” KO7

“Adalet sahip oldugumuz mal gibidir. Ciinkii koruyamazsak kaybederiz.” KOI13
Cezalandirma araci olarak adalet

Arastirmada 60 gecerli metafordan 6gretmenlerin adaleti cezalandirma araglar ile iliski kura-
bilecegimiz 8 benzer ifade ile iirettigi metaforlarin, bu ¢alisma grubundan elde edilen metaforlar-
dan % 13,3’liikk kismina denk geldigi goriilmektedir. Katilimcilar adaleti cezalandirma araglarini
temsil eden betimlemeler yapmis ve kurdugu acgiklamalarla da cezalandirma aract olarak adalet

kategorisi igerisine alimmistir. Buna gore “Cellat”, “igne”, “tuz”, “hakim”, “kaplan”, “aslan”,
“Tann”, “bigak”, bu kategoride en c¢ok dikkat c¢eken metaforlardir. Yapilan metaforlar
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incelendiginde katilimcilarin adaleti cezalandiran, davraniglan yargilayan, 6zgiirliikkleri kisitla-
yan, insanlar iizerinde gerginlik olusturan, su¢lularin cezasin1 buldugu bir arag olarak gordiikleri
bulgusuna ulagilmistir. Ornegin adalet kavramiin igneye benzetilmesi, igne battig1 zaman insa-
nin canini yakar, aci verir. Bu benzetme ile suglu olan kisiyi igne batan kisiye benzettigi ve yaptig
yanlis davranig karsisinda bu sekilde cezalandirildigi ifade edilmekte, hakim; toplumda karsilagi-
lan haksizliklara, can, mal ve kisilik haklarina kars1 yapilan usulsiizliiklere kars1 gerekli yasa ve
kurallar ¢ercevesinde cezasini vermekte ve toplumda yanlis davraniglarin cezasiz olamayacagini
gostermektedir, cellat; toplumda cezasi verilmis kisilerin eninde sonunda karsilarinda bulacaklar
acimasiz ve merhametsiz bir sembol olarak bilinmekte 6zellikle anlatilan hikayelerde sevilmeyen
mutsuz sonlarin temsilcisi olarak goriilmektedir. Benzetilen bu metafor rneklerinin 6gretmenler
arsinda adaleti "cezalandirma arac1” olarak gordiikleri seklinde yorum yapilabilir. Cezalandirma
araci olarak adalet kategorisini temsil eden katilimc1 goriislerinden bazilar agagida verilmistir;

“Adalet Tanr gibidir. Ciinkii istedigini affeder.” EO2

“Adalet aslan gibidir. Ciinkii haksizliga tahammiil edemez.” EO19

“Adalet cellat gibidir. Ciinkii gorevi yanhs yapamn boynunu vurmaktir.” KO26
“Adalet hakim gibidir. Ciinkii yanlista hiikmiinii verir.” EO27

“Adalet kaplana benzer. Ciinkii hata yapan pencesine diiser.” KO32

Aile olarak adalet

Arastirmada 60 gegerli metafordan 6gretmenlerin adaleti "hayatin pargasi” olan aile kavram-
lartyla biitiinlestirebilecegimiz ifadelerle iliski kurabilecegimiz 8 benzer ifade kullanilmis ve bu
calisma grubundan elde edilen metaforlardan % 13,3°liikk kismina denk geldigi goriilmektedir.
Buna gore “Anne”, “aile”, “baba”, “kardes,” “ev”, “evlilik” bu kategoride en ¢ok dikkat ¢ceken
metaforlardir. Yapilan metaforlar incelendiginde katilimcilarin adaleti aile ile iliskilendirdikleri,
anne ve babaya benzeterek; toplumda g¢ekirdek ailenin ana {iyelerini olusturan biitlin insanlar i¢in
paha bicilmez degerde, eksikliklerinde insanlarin yetim ve Oksiiz olarak nitelendirildikleri, haya-
timizin en degerli varliklandir, evlilik; anne, baba, kardes gibi dogal {iyelerden olusan ve bir cati
altinda yasayan, toplumumuzda kutsal degerlere sahip ve toplum igerisinde kurulus asamasinda
belirli seramoniler olmadan gergeklesmeyen dogal bir kurumdur. Her ailenin bir kural ve diizen
icinde varligim devam ettirmesi, bu kurallara biitiin aile fertlerinin uyma zorunlulugu olmasi ile
adalet arasinda yapilan betimlemeler ailedeki kutsal degerlerle 6gretmenler tarafindan eslestiril-
digi goriilmiistlir. Buna gére Toomey (2010:33), toplumda insanlar tarafindan algilanan adaletin
toplumun sekillenmesinde 6nemli bir rol oynadigini, bu da kisilerin toplumda adaleti benimsemis
ve yasam bigimine doniistiirmiis olmasi ile gerekli olabilecegini belitmis ayn1 zamanda adil bir
ortamda toplumun mutlu ve huzurlu olabilecegi, baris ve adaletin tiim toplumda temin edilmesine
de katki saglayacagi diisiiniilmektedir. Aile olarak adalet kategorisini temsil eden katilimer go-
rislerinden bazilar1 agagida verilmistir;

“Adalet kardes gibidir. Ciinkii kardesler ayirt edilemez.” KO27
“Adalet aile gibidir. Ciinkii adalet saglanmadiginda aile ¢coker.” KO10
“Adalet anne gibidir. Ciinkii ailedeki dengeyi korur kollar.” EO8
“Adalet baba gibidir. Ciinkii yoklugun da aile parcalanir.” EO8
“Adalet ev gibidir. Ciinkii catisi altina aldigi herkesi korur.” EO1S
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“Adalet evlilik gibidir. Ciinkii leke gétiirmez.” EO17
Yol gosterici olarak adalet

Arastirmada 60 gegerli metafordan 6gretmenler adaleti "yol gosterici, 151k tutan, iyiye ve dog-
ruya yonlendiren" kavramlarla biitiinlestiren ifadelerle iliski kurabilecegimiz 7 benzer ifade kul-
lanilmis ve bu caligma grubundan elde edilen metaforlardan % 12°lik kismina denk geldigi goriil-
” “yapistiricr” bu ka-

RIS

mektedir. Buna gore “Ayna”, “6gretmen”, “okul,” “ok”, “yelken”, “lamba,
tegoride en ¢ok dikkat ¢ceken metaforlardir. Yapilan metaforlar incelendiginde katilimcilarin ada-
leti kiginin hayatina yon vermesiyle dikkat ¢eken, hak ve kurallar ¢ergevesinde rehberlik ederek
dogruyu gosteren, hayatta karsilagilabilecek birtakim olumsuzluklara kars1 kaynastirma 6zelligine
sahip ifadelere bagvurduklar: goriilmiistiir. Ayrica adaletin dogru yolda egitici olarak dgrencile-
rini her daim ydnlendiren 6gretmen gibi olmasi; lamba gibi bugiine ve gelecege 151k tutarak kisi-
nin gelisimini saglamasi; ¢agdas bir toplumun olmasi gereken hedefleri dogrultusunda bir ok gibi
dosdogru yolda ilerlemesi seklinde dgretmenlerin betimlemeler yaparak adaleti yol gosterici ola-
rak eslestirdikleri goriilmiistiir. Senemoglu (2007:6) insanlarin anlamhi ve sistemli diistinmesi
icin toplumda ihtiya¢ duyulan kavramlarin yerli yerinde oturmasi ve yasantisinda bu kavramlari
uygulanmasi i¢in dnemli bir faktdr oldugunu ifade etmekte, toplumda tam manasiyla anlam bulan
bu kavramlarin hayata gegirilmesi ile toplumun karmasaya diismeden gelecek hedeflerine dogru
ilerledigi seklinde diistiniilmektedir. Yol gdsterici olarak adalet kategorisini temsil eden katilime1
goriiglerinden bazilari agsagida verilmistir;

“Adalet ayna gibidir. Ciinkii size ne yaptigimzi yansitir.” KO2

“Adalet yapistiricr gibidir. Ciinkii toplum ve adaleti bir arada tutar.” KO4
“Adalet ok gibidir. Ciinkii rotas: bellidir.” EO6

“Adalet lamba gibidir. Ciinkii varligi aydinlatir.” EO15

“Adalet okul gibidir. Ciinkii hep dogruya gétiiriir.” KO28

“Adalet 6gretmen gibidir. Ciinkii 6gretmen simfta adaletin temsilcisidir.” EO28

5. Sonugc ve tartisma

Ogretmenler adalet kavramina yonelik 52tane farkli metafor iiretmislerdir. Bu metaforlardan
45 tanesi bir kez ifade edilirken; 7 tanesi birden fazla kez ifade edilmistir. En sik tekrarlanan
metaforun “terazi” (f=3) metaforu oldugu goriilmektedir. Bu metaforu sirastyla “anne” (2), “Gii-
nes” (2), “su” (2), “aile” (2), “esitlik” (2), “hava” (2) metaforlar takip etmektedir. Bununla bir-
likte metaforlar olumlu ve olumsuz kategoriler altinda incelenmistir. Olumlu metaforlar yaklagik
olarak %80 oraninda, olumsuz metaforlar ise %20 oraninda ifade edilmistir. Ogretmenlerin adalet
hakkinda olumlu diigiincelere sahip olduklar yaptiklar: betimlemelerle goriilmiis bu betimleme-
leri insanlarin hayatin i¢inde birebir ihtiya¢ duydugu, yoklugunun bile diisiiniilemeyecegi varlik-
larla eslestirme yapilarak adaletin yasantilari i¢in ne denli 6nemli oldugunu ifade etmislerdir. Ay-
rica 6gretmenlerin adaleti paha bigilmez aile, namus, evlilik, anne, baba gibi degerlerimizle ben-
zestirmeleri toplumumuz i¢in adaletin olmazsa olmaz unsurlar arasinda olduguna vurgu yaptiklar
gOrilmiistiir.

Arastirma bulgularina bakildiginda, 6gretmenlerin adalet kavramina yonelik metaforik algila-

FE AT

rmin “doganin pargasi olarak adalet,” “cezalandirma araci olarak adalet,” “zorunluluk olarak
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adalet,” “esitlik olarak adalet, “aile olarak adalet”, “yol gosterici adalet olarak™ olmak iizere 6
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kategori altinda toplandig1 goriilmektedir. Bu kategorilerden “doganin pargasi olarak adalet” ve
“esitlik olarak adalet ”in Giiven ve Soydag'in (2012), "hukuk-yasa" ve "giinliik yasam" kategori-
leriyle benzer sekilde ifadeler kullamlarak benzestigi goriilmektedir. Ogretmenlerin metaforik al-
gilarindan olusan doganin pargasi olarak adalet kategorisi iiretilen metaforlar arasindan birinci

99 ¢ 29 ¢ 99 ¢6:

siradadir. Bu kategoride “Gtines,” “su,” “hava,” “yagmur,” “kus,” “insan” metaforlarinin en ¢ok
iiretilen metaforlar oldugu goriilmiistiir. Metaforlara iligkin betimlemeler ve agiklamalara bakil-
diginda 6gretmenlerin adaleti dogayla iligkilendirdikleri ve bu iligkilendirilen unsurlarin bilimsel
olarak giines, hava ve su gibi doganin temelini olusturan olmazsa olmazlar1 olarak tanimladiklar
ayrica doganin kanunu ve diizenini saglayan dnemli araclar olarak gordiikleri de anlagilmaktadir.
Ogretmenler doganm kanunu betimlemesiyle, adaletin de toplumun diizenini ve yeni yetisecek
nesillerinde bu diizen iginde yetismelerinin bir kanun gibi degerlendirilecegini ve hayati 6nem
tagidigina vurgu yapmiglardir.

Ogretmenlerin metaforik algilarindan olusan esitlik olarak adalet kategorisi iiretilen metaforlar
arasindan ikinci siradadir. Buna gore 6gretmenler trettikleri metaforlarda "terazi", "esitlik" ve
"demokrasi" metaforlarina vurgu yaparak bu metaforlarin insanlar arasinda uyulmasi gereken zo-
runluluklar igerisinde oldugunu ve hayatin i¢inde vazgecilmez degerlere sahip oldugunu ifade
eden betimlemelerle canlandirdiklar goriilmiistiir. Dolayisiyla 6gretmenlerin 6zellikle "adalet"
kavramini "esitlik" kavrami ile agiklamaya calistiklari, okulda ya da toplum iginde adaletin mut-
laka saglanmasi gerektigi diisiincesinde hemfikir sahibi olduklan seklinde yorumlanabilir. Adalet
kavrami demokratik ve esit haklara sahip toplumlarda temel vazgegilmez kavramlar arasinda olup
(Osler ve Starkey, 1994:355) bu gelismis toplumlarda egitim yolu ile adalet ve esitligi savunan
insanlarin yetistirilmesi amag edinilmistir (Moller, 2006:59). Ogretmenlerin metaforik algilarin-
dan olusan zorunluluk olarak adalet kategorisi iiretilen metaforlar arasindan {iglincii siradadir. Zo-
runluluk olarak adalet kategorisinde 6gretmenlerin adalet kavramini en ¢ok “gida,” “yemek,” “na-
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mus,” “mal,” “kalp,” “nefes,” “iskelet,” “toplumun temeli

99 ¢

altin,” metaforlariyla agikladiklar
goriilmiistiir. Metaforlara iliskin agiklamalara bakildiginda 6gretmenlerin adaleti insan yasanti-
sinda temel ihtiyaclar olan unsurlarla iligkilendirdikleri ve bu iligkilendirilen unsurlarin da toplu-
mun temelini olusturan adalet kavramu ile 6rtlismekte, adaletin kurallar biitiinii oldugu diisiiniile-
cek olursa, kurallarin toplumda islenmesiyle kisiye sagladigi fayda ve kisinin hayatina getirdigi
diizene atif yaptiklar goriilmiistiir. Ayrica adaletin toplum iizerine yansimasiyla birlikte insanlar
arasindaki mutlulugun ve birbirlerine duyduklar1 giivenin adaletin ise kosulmas1 sonucunda ger-
ceklesecegini de dolayli olarak kullandiklar: ifadelerle belirtmislerdir. Ogretmenlerin metaforik
algilarindan olusan cezalandirma olarak adalet kategorisi iiretilen metaforlar arasindan dérdiincii
siradadir.

Cezalandirma araci olarak adalet kategorisinde Ogretmenlerin adalet kavramini en g¢ok
"hakim", "igne", "cellat", “aslan”, “bigak” metaforlariyla agikladiklar1 goriilmiistiir. Metaforlara
iligskin aciklamalara bakildiginda 6gretmenlerin adalet kavramini hata yapildiginda ya da kurallara
uyulmadiginda cezalandiran, davraniglan yargilayan, suglulan sugsuzlardan ayiklayan toplum
igerisinde kurulan adalet sayesinde insanlarin birbirlerine adil ve esit davrandig1 bir arag olarak
aciklamiglardir. Ayrica 6gretmenler sinif igerisinde dogru davraniglart desteklerken yanlis davra-
niglar ise yeri geldiginde kiiclik cezalar vererek tekrarlanmasini engellemeye ¢aligmaktadir. So-
nug olarak, 6gretmenlerin olusturduklart metaforlar agiklama ve tasidigi anlam bakimindan kate-
gorilestirildiginde "esitlik" kavraminin baskinligi bir kez daha ortaya ¢ikmakta olup bu sonug ile
Ding ve Uztemur'un (2016:980) ¢alisma sonuglariyla benzestigi goriilmektedir. Ogretmenlerin
metaforik algilarindan olusan aile olarak adalet kategorisi de {iretilen metaforlar arasindan besinci
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siradadir. Aile olarak adalet kategorisinde 6gretmenlerin adalet kavramini en ¢ok "Anne", "baba",
“kardes”, "aile", “evlilik” metaforlariyla agikladiklar1 goriilmiistiir. Metaforlara iligkin agiklama-
lara bakildiginda dgretmenlerin adalet kavramini toplumun temelini olusturan ve toplum iginde
kurulmasinda idame ettirilmesinde kutsal bir yere sahip olan aile ile iliskilendirdikleri goriilmek-
tedir. Her aile kendi icerisinde bir kural ve diizen igerisinde yasantisini siirdiiriir ve aile igerisinde
bireyler arasinda haksizlik yapilmadan adaletle davranilir fakat tam tersi durumda iiyeler arasinda
adaletsiz davraniglar gozlendiginde aile, aile olmaktan ¢ikar tiyeler birbirlerine diigman olur ve
hem aile hem toplum temelden sarsilir.

Saglam temellerle kurulmayan aile, toplumu da etkiler ve birbirlerine saygisiz, hak hukuk bil-
meyen insanlarin yer aldig1 bir ortam olusur. Ogretmenlerin metaforik algilarmdan olusan yol
gosterici olarak adalet kategorisi iiretilen metaforlar arasindan altinca siradadir. Yol gosterici ola-

nn

rak adalet kategorisinde d6gretmenlerin adalet kavramini en ¢ok "ayna", "6gretmen", "okul", “ok”,
“lamba”, “yapistiric’” metaforlariyla agikladiklar1 goriilmiistiir. Metaforlara iligkin agiklamalara
bakildiginda 6gretmenlerin adalet kavramina 6nemli anlamlar yiikledikleri toplumda adaletin egi-
tici, yol gosterici, 151k tutan bir rol iistlendigi ifade edilmektedir. Bireylerin yanls yapmaktan
kagindiklar1 ve uyum iginde beraber birbirleriyle kaynasarak adaletin uygulandigi bir toplumda
yasamak istedikleri diistiniilmektedir. Tiim bu bilgiler 1s18inda 6gretmenlerin toplumsal agidan
onemli bir yere sahip olan adalet kavramini, toplumda hakkin hukuka uygun olarak ve esitlik
ilkesine uyularak hakliya teslim edilmesi adaletin her alanda var olmas1 gerektigi ifade edilmek-
tedir. Adalet kavrami bireyin yasantisinda her daim yasam 6znesi olarak degerlendirilmeli ve
bdylece toplumunda temellerinin saglam olmasini esitligin tabandan tavana kadar yayilmasi ge-
rektigi vurgulanmaktadir. Ogretmenlerin agikladiklari adalet algisina gore adalet okulda, evde ve
toplumda olmazsa olmaz kurallar, degerler, esitlik ve diizenin bir biitiin olarak degerlendirildigi
ve boylece bireyin dolayisiyla toplumun mutlulugunu ifade eden bir kavram seklinde diistindiik-
leri goriilmektedir. Boylece adalet toplumda kanunlarin isleyisinde, cezalarin uygulanmasinda,
gelirlerin paylagiminda ve insan iliskilerinde anahtar rol oynamakta ve insanlarin yasantilarinda

giivenin, huzurun teminati olarak goriilmektedir.

6. Oneriler

1-Aragtirmaya gore, 6gretmenler adalet kavramini yliksek diizeyde olumlu olarak algilamis-
lardir ayrica bu tiir caligmalar 6grencilere de uygulanarak olumlu alginin 6grencilerde de yansi-
masi saglanabilir.

2-Katilimeilarin bir kisminda olusan olumsuz algilarin 6nlenmesi i¢in basin, televizyon kulla-
nilarak belirli araliklarla okullarda egitimler, seminerler, konferanslar diizenlenebilir.

3-Aragtirma deseni nicel aragtirma yontemiyle yapilarak daha ¢ok kisiye ulagsmasi saglanabilir.

4-Arastirma nitel bir ¢alisma oldugu icin genelleme yapilamamaktadir. Bu tiir arastirmalar
diger kurumlarda da yapilabilir.
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Extended Abstract in English

People should know how to live in an order to protect their existence in the society, to have
personal rights and freedoms and to ensure peace, security and equality and also they should adapt
to the rules that are effective in society. The concept of Justice, which organizes people's lives
according to their social needs and does not want any discrimination in the fulfillment of their
responsibilities against each other, plays an important role in all areas where people are a member
of society. Education also aims to bring in individuals who respect the rights and freedoms, who
are able to adapt to the needs of the age for society and who avoid violating others’ rights. Teach-
ers, administrators, and schools are the most important actors of educational institutions and these
educational institutions represent an organizational environment in which education and training
are conducted and coordinated relations are experienced.

A fair environment at schools increases the performance and motivation of teachers and, con-
sequently, ensures that qualified students will be trained for society. It is thought that it will be
impossible to expect motivation, success, and productivity from teachers in an environment that
they perceive injustice. In educational institutions, teachers’ perception of Justice is positively
influenced by many aspects in the development of the education process and the existence of
social values, and therefore it is more important to carry out studies in order to create a positive
justice perception and apply it. One of the ways to illustrate and understand the importance of
justice concept is seen as metaphors. In the light of all this information, it is thought that it will
guide other studies planned to be done in this field by revealing how the concept of justice is
perceived by teachers and by embodying the expressions of teachers in how the reflections of this
perception will be realized in educational settings. Teachers ' perception of justice is seen to be
critical not only in the institution but also in the future of education, social progress, and student
achievement. Sar1 and Sadik (2011:77) states that the most important task of the education is to
educate individuals who respect human rights and fundamental freedoms, adopt the concepts of
rights and equality, who are aware of their responsibilities in every field that can implement these
rules in their lives and who contribute to the development of the contemporary society, as well as
respecting the values of society. In addition, the idea that “individuals are treated equally in soci-
ety”, “justice for the development and advancement of society”, “justice for all individuals in
society” is spreading in all segments of society and it is stated that education policies need to be
more focused on the subject of justice around this sensitivity in society.

In this context, The aim of this study is to determine the perceptions of teachers working in
Anatolian High School about the concept of justice through metaphors and thus to present a sci-
entific perspective for the review and evaluation of the concept of justice by finding similarities
and differences between the actual situation and the perceptions of teachers working in Anatolian
High School. In this research, which aims to determine teachers ' perceptions of the concept of
justice through metaphors, it was carried out using phenomenology from qualitative research pat-
terns. In the research, a snowball sampling method was used for teachers working in Anatolian
High Schools in Bolu province in the 2018-2019 academic year, and 60 teachers contributed to
the study voluntarily.

When metaphors developed by teachers for the concept of justice are examined, it is observed
that these metaphors are grouped under 6 categories because of their similar characteristics. It is
seen that these are categorized as justice as part of nature, justice as a means of punishment, justice
as an obligation, justice as equality, justice as a guide.
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According to this, teachers produced 52 different metaphors for the concept of Justice, 45 of
these metaphors were expressed once, while 7 were expressed more than once. The most fre-
quently repeated metaphor is the “Libra” (f=3) metaphor. This metaphor is followed by the met-
aphors “mother” (2), “Sun” (2), “water” (2), “family” (2), “equality” (2), “air” (2), respectively.
In addition to this, metaphors are examined under positive and negative categories. Positive met-
aphors were expressed at approximately 80% and negative metaphors at 20%. Teachers ' matching
the concept of justice with things that people need directly, whose absence cannot be considered,
shows how important it is for their lives. In addition, it has been observed that teachers ' analogy
of justice with our values such as priceless family, honor, marriage, mother, and father is among
the indispensable elements of justice for our society. In the study, it was observed that teachers
'metaphorical perceptions of the concept of justice were shaped as “justice as a part of nature”,
“justice as a means of punishment”, “justice as a necessity”, “justice as equality, ” justice as a
guide" and " justice as a part of nature." It is observed that “justice as part of nature” and “justice
as equality” categories are expressed in a similar way to categories of Giiven and Soydas (2012)
"law-legislation”" and "daily life". As part of the nature of metaphorical perceptions of teachers,

29 G

the Justice Category ranks first among the metaphors produced. In this category, “sun,” “water,”
“air,” “rain,” “bird,” “human” metaphors are the most produced metaphors. In the light of all this
information, it is stated that the concept of Justice, which has social importance, is delivering the
right to the rightful in accordance with the law and the principle of equality in the society and that
justice should exist in all areas. The concept of justice should always be evaluated as the main
theme of an individual's life and thus it is emphasized that the foundations of society should be
so steady that equality can spread bottom-up. According to the teachers ' perception of justice,
justice is a concept in which the rules, values, equality, and order are evaluated as a whole and
thus express the happiness of the individual and society. Justice plays a key role in the functioning
of laws in society, in the implementation of punishments, in the sharing of incomes and in human
relations, and is seen as a guarantee of trust, peace in the lives of individuals.
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Bu ¢calismanin amact hem danisman ogretmenlerin hem de 6grencilerin 4006-Tiirkiye Bilimsel ve Teknolojik Aras-
tirma Kurumu (TUBITAK) bilim fuar ile ilgili goriislerini ortaya koymaktir. Calismada nitel arastirma yontemle-
rinden durum (érnek olay) ¢caliyma modeli kullamlmistir. Calisma, 2017-2018 egitim-6gretim yilinin bahar yari-
yilinda 4006-TUBITAK bilim fuart diizenlemis bir okulun 15 danisman égretmeni ve 15 6grencisi ile goniilliiliik
esasina gore yuiriitiillmiistiir. Veri toplama araci olarak arastirmacilar tarafindan gelistirilen yari yapilandiriimis
goriigme formu kullanilmistir. Verilerin analizinde ise icerik analizi yonteminden yararlanilmigtir. Sonug olarak
danisman égretmenler ve dgrenciler 4006-TUBITAK bilim fuar ile ilgili diisiincelerini olumlu kelimelerle ifade
etmigslerdir. Kullandiklar: kelimeler arasinda “liderlik”, “monotonluktan uzak”, “girisimcilik”, “yaraticiik” gibi
kelimeler bulunmaktadir. Katilimcilarin kullandiklar: bu kelimler bilissel, duyussal ve psikomotor alanlarla iliski-
leri dogrultusunda temalastirilmistir. Bilim fuar siirecinde yaganilan sorunlar olarak laboratuvarin olmamasi,
arag gereg eksikligi, okul idaresinin gereken hassasiyeti gostermemesi, ogrencilerin sinav kaygist yasamasi ve
ilgisizligi, ogretmenlerin ders yogunlugu ve proje deneyimi eksikligi gosterilmistir. Bunun yant sira ogretmenler
ve ogrenciler proje hazwrlik siirecinde ozellikle uzman destegine de ihtiya¢ duyduklarim belivtmiglerdir. Katilimci-
lar 4006-TUBITAK bilim fuarinin kisisel gelisimlerine farkli alanlarda katki yaptigini da ifade etmisler ve bu alan-
lar “olumlu tutum ve davramslar” ile “iist diizey diiginme becerileri” temalar: altmda toplanmigtir. 4006-TUBI-
TAK bilim fuarinda yasadiklar: sorunlara iliskin katilimcilar bir¢ok ¢oziim onerisi dile getirmisler ve bu ¢oziim
onerileri uygulayacak kurumlar dikkate alimarak okul idaresi, Milli Egitim Bakanligi (MEB), il milli egitim mii-
diirliigii (Il MEM) temalar altinda bildirilmistir.

Anahtar sézciikler: Bilim okuryazarligi, TUBITAK bilim fuari, danisman 6gretmen ve égrenci goriisleri

Abstract

The purpose of this study, 4006-Scientific and Technological Research Council of Turkey (TUBITAK) is to put
forward both advisor teachers’ and students’ their opinions on the science fair. In the study, case study was used
from qualitative research methods. The study was conducted on a voluntary basis with 15 advisor teachers and 15
students of a school that held 4006-TUBITAK science fair in the spring semester of 2017-2018 academic year. The
semi-structured interview form developed by the researchers was used as data collection tool. Content analysis
method was used in the analysis of the data. As a result, advisor teachers and students had expressed their thoughts
about 4006-TUBITAK science fair with positive words. The words they use include “leadership*, ‘‘far from mo-
notony”, “entrepreneurship”, ‘“creativity”. These words were classified by the participants in terms of their rela-
tions with cognitive, affective and psychomotor areas. The lack of laboratory, lack of equipment, lack of tools, lack
of necessary sensitivity of the school administration, students’ anxiety of exam and lack of irrelevant, teachers’
course density and lack of project experience have been shown as problems in the science fair process. In addition,
advisor teachers and students stated that they also need expert support especially during the project preparation
process. Participants also expressed that the 4006-TUBITAK science fair contributed to their personal develop-
ment in different areas and these fields were gathered under the themes of “positive attitudes and behaviors” and
“high-level thinking skills”. The participants have offered many solutions about their live problems in the 4006-
TUBITAK science fair process, and considering the institutions that will apply these solution proposals, the school
administration, Ministry of Education (MEB), provincial national education directorate are reported under the
themes.

Keywords: Science literacy, TUBITAK science fair, advisor teacher and student opinions

'Bu ¢alisma, 19-21 Mart 2019 tarihleri arasmda Van’da gergeklestirilen “Egitim Pratigimiz ve 2023 Egitim Vizyonu
Kongresi’nde” sozlii bildiri olarak sunulmustur.
2 Ogretmen-Bilim Uzmani, Milli Egitim Bakanhgi, m.ataokuyucu@gmail.com
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1. Giris

Bilim ve teknolojide meydana gelen hizli degisimler bireylerden beklenen rolleri, bireyin ve
toplumun ihtiyaglarini, 6grenme-6gretme yaklasimlarindaki yenilikleri ve gelismeleri dogrudan
etkilemistir. Bu yiizden bilim okuryazarligi 6nemli bir hale gelmistir. Bilim okuryazarlig1, bilimin
temel kavramlarim ve yontemini gercek hayatta ve karar verme siirecinde kullanabilmeyi, bilimsel
verileri anlamay: ifade eder. Ayrica ¢agdas miifredatin vizyonunu olusturmakla birlikte fen ve
matematik miifredatinda da sikga karsilagilmaktadir.

Ogrencilerin bilim okuryazari olmasini saglamak i¢in egitim kurumlarinda verilen egitimler
kadar okul dis1 6grenme ortamlar1 da dnemlidir (Kegeci, 2017). Bu sebeple giliniimiizde “hayat
boyu 6grenme” kavrami biiylik 6nem kazanmistir. Bu baglamda bilim olimpiyatlari, bilim festi-
valleri ve bilim fuarlar 6grencilerin yasam boyu 6grenme becerilerini edinmesinde dnemli bir rol
oynamaktadir (Bruce & Bruce, 2000). Ancak bilim olimpiyatlari, bilim festivalleri ve bilim fuar-
lar1 arasinda bazi farkliliklar vardir. Bilim olimpiyatlari, 6grencilerin temel bilim alaninda ¢alis-
malar yapmasini tesvik etmek, ilgi ve yetenekleri dogrultusunda bu alanlarda 6zel egitim olanak-
larm saglayarak gelismelerine katkida bulunmak amaciyla diizenlenmektedir. Bilim festivalleri;
bilim ve teknoloji kiiltiiriiniin toplumun daha genis kesimlerine yayginlagtirmasini ve katilimci-
lara bilimsel bilginin ulagmasini saglayan bilim sergileri, sahne gosterileri, ¢alistaylar, agik hava
etkinlikleri ve roportajlardan olusmaktadir. Ogrencilerin arastirma sonuclarini arkadaslariyla, 63-
retmenleriyle, velileriyle, bilim insanlariyla ve toplumdaki diger insanlarla paylastiklar1 ise bilim
fuarlaridir. Bilim fuarlar1 genellikle bilim festivallerinden daha kii¢lik etkinliklerdir. Diinya ¢a-
pinda farkli bigimlere sahip olan bilim olimpiyatlari, bilim festivalleri ve bilim fuarlar1 aym genel
amagclara sahiptirler. Bireylerde bilimsel merak uyandirarak yaratici fikirlerin ortaya ¢ikmasina
ve bireylerin gercek hayatta karsilastiklari olaylar bilimsel temellere dayandirmasina katkida bu-
lunurlar.

Okul dis1 6grenme ortamlarinin organizasyon bigimleri iilkelere gore farklilik gostermektedir.
Tiirkiye’de, Tiirkiye Bilimsel ve Teknolojik Arastirma Kurumu (TUBITAK) ve Milli Egitim Ba-
kanligt (MEB) ¢esitli yarigmalar1 ve bilimsel faaliyetleri desteklemektedir. Bunlardan bazilari
2201-Ulusal Ortaokul Bilim Olimpiyatlari, 2202-Ulusal Bilim Olimpiyatlari, 2203-Uluslararas1
Bilim Olimpiyatlar1, 2204-Ortadgretim Ogrencileri Arastirma Projeleri Yarismasi ve ortaokul 6g-
rencileri i¢in “Bu Benim Eserim” arastirma projeleri yarismasidir. Son yillarda ¢ok talep goéren
iki farkli program vardir. Bu programlardan biri 4007-Bilim Senlikleri Destekleme Programi di-
geri ise 4006-TUBITAK Bilim Fuarlar1 Destekleme Programi’dir. 4007-Bilim Senlikleri Destek-
leme Programi’nin amac1 bilimsel kiiltiiriin toplumun daha genis alanlarina yayilmasini saglamak,
toplumun ilgisini artirmak, 6grencilere bilimsel alanlarda kariyer yapmaya tesvik etmektir. 4006-
TUBITAK bilim fuarlar1 destekleme programi, MEB ile TUBITAK arasinda imzalanan ve TU-
BITAK Bilim ve Toplum Dairesi tarafindan yiiriitiilen “Egitimde Isbirligi Protokolii” kapsaminda
Tiirkiye’de bilim kiiltiiriiniin gelistirilmesine y&nelik olarak ortaya ¢ikmustir. ilk olarak 2012-
2013 egitim-6gretim yili i¢in 6nceden belirlenen 1000 pilot okulda gergeklestirilmistir. Daha
sonra 2014 yilinda 881, 2015 yilinda 3201, 2016 yilinda 5986, 2017 yilinda 5334, 2018 yilinda
9876 okulda desteklenmistir. 4006-TUBITAK bilim fuarinin amaci 5-12. smifta okumakta olan
ogrencilerin 6gretim programi ¢ergevesinde ve kendi ilgi alanlar dogrultusunda belirledikleri ko-
nular iizerine aragtirma yapmasini, arastirmalardan elde ettikleri sonuglari sergileyebilmesini ve
eglenerek dgrenebilecekleri bir ortam olusturmasini saglamaktir. TUBITAK bilim fuarlari ile he-
deflenen genel amaglar asagida maddeler halinde sunulmustur.
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¢ Bilimin ve bilimsel ¢aligmalarin gelecek nesiller tarafindan benimsenmesinin tesvik edilme-
sini,

e Bilimin gergek hayatla iligkilendirilmesini,

e Bilimsel aragtirma yontemleri ve tekniklerin tavandan tabana dogru geng bireylere kazandi-
rilmasini,

e Farkli gelisimsel ve bilissel diizeydeki her ¢ocuga bilimsel proje yapma firsatinin sunulma-
sini,

e Ogrencilere bilimsel proje yapma ve paylasma konusunda yeni ortam ve olanaklarin yaratil-
masini,

e Ogrenciler iizerindeki yarisma baskisinin ortadan kaldirilarak bilimin eglenceli taraflarmin
on plana ¢ikarilmasini,

o Farkli sosyoekonomik diizeydeki okullarin bilimsel projelere esit katilimini,

o Gergek hayattaki sorunlara ¢oziim bulunmasi konusunda bilimsel ¢aligmanin 6neminin 6g-
renciler tarafindan uygulanarak dgrenilmesini saglamaktir (TUBITAK, 2017).

TUBITAK bilim fuari, 6grencilerin bilim insan1 gibi planli ve grupla galismasm saglamak,
problem ¢dzme becerisi ile analitik, yaratici ve elestirel diisiinme becerisi kazanmasina yardimci
olmak, planli ve grupla caligabilmesini ve sosyallesmesini saglamak gibi 6énemli islevleri vardir
(Ozel ve Akyol, 2016). Ogrencilerin bu kazanimlar1 elde etmesinde rehber konumundaki dgret-
menlerin TUBITAK bilim fuarinda yaptiklar: danismanliklarin etkili olmasi ile miimkiin olabilir.
Ancak 6gretmen ve 0grencilerin proje deneyimi eksikligi proje slirecinde hem 6gretmenlerin hem
de 6grencilerin sikintilar yasamasina neden olmaktadir (Ari, 2010; Aydin, Bacanak ve Cepni,
2013; Aydm ve Cepni, 2011; Avci, Su-Ozenir ve Yiicel, 2016; Baki ve Biitiiner, 2009; Cetin ve
Sengezer, 2013; Durmaz, Oguzhan-Dinger ve Osmanoglu, 2017; Fallik, Eylon & Rosenfeld,
2008; Giiven, 2013; Oguz-Unver, Arabacioglu ve Okulu, 2015; Ozel ve Akyol, 2016; Oztuna-
Kaplan ve Diker-Coskun, 2012; Sozer, 2017; Tortop, 2014). Bu durumun olusmasinda hem 6g-
rencilere hem de dgretmenlere proje hazirlama ve yiiriitme egitimine yonelik MEB tarafindan
sunulan egitim faaliyetlerinin yeterli olmamas1 gosterilebilir.

[lgili alanyazimn incelendiginde, 6gretmen ve dgrenciler 4006-TUBITAK bilim fuarlar proje
stirecinde bir¢ok sorunla (arag-gereg eksikligi, ders yogunlugu, laboratuvarin olmamasi, 6grenci-
lerin smav kaygisi, proje deneyimi eksikligi, okul idaresinin 6nem vermemesi vb.) karsilagmis-
lardir (Avcr ve ark., 2016; Baki ve Biitiiner, 2009; Cetin ve Sengezer, 2013; Dionne ve ark., 2012;
Fallik ve ark., 2008; Kankelborg, 2005; Kubinova, Novotna & Littler, 1999; Oguz-Unver ve ark.,
2015; Ozel ve Akyol, 2016; Siiliin, Ekiz ve Siiliin, 2009; Sozer. 2017; Tortop, 2013; Windschitl,
2003). Oguz-Unver, Arabacioglu ve Okulu (2015); Ozel ve Akyol (2016), Tortop (2013) yaptik-
lar1 ¢caligmalarda, Bu Benim Eserim (BBE) projeleri ile ilgili karsilagilan problemleri ve ¢6ziim
Onerileri yonetici, 6gretmen ve 6grenci goriisleri 1518inda ortaya koymay1 amaglamiglardir. Calis-
manin sonucunda; yoneticiler, okulun reklam ve tanitimin1 yapmak ve bir {ist yonetimin baski ve
zorlamasina maruz kalmamak; 6gretmenler, 6grencilerin bilimsel yontemi kullanma, verileri ana-
liz etme ve literatiir tarama gibi kisimlarda ciddi eksikliklerin oldugu; dgrenciler ise liseye giris
siavlarma etkisinin olmasi, materyal bulamama sorunun ¢dziilmesi, zaman ve yer eksikliginin
giderilmesi seklinde goriis bildirmistir. Avci, Su-Ozenir ve Yiicel (2016), Jensen ve Buckley
(2014), Sozer (2017) tarafindan yapilan arastirmalarda, TUBITAK ortadgretim &grencileri

Copyright © 2015 by IJSSER
ISSN: 2149-5939



205

Okuyucu, M.A. (2019). 4006-TUBITAK Bilim Fuarina iliskin 6gretmen ve dgrenci gériisleri. International
Journal of Social Sciences and Education Research, 5(2), 202-218.

aragtirma projeleri yarismasina katilan 6grencilerin yarigma siirecinde edindikleri 6grenme dene-
yimleri ve kazanimlari incelenmistir. Aragtirmanin sonucunda, 6grencilerin proje hazirlama siire-
cinde analiz ve gozlem yeteneklerini, analitik diisinme ve iletigim becerilerini, 6zglivenlerini,
girisimciliklerini, yaraticiliklarini artirdigini saptamislardir. Cetin ve Sengezer (2016), Dionne ve
arkadaslar1 (2012) ve Kubinova, Novotna ve Littler (1999) yiiriittiikleri ¢calismalarda, ortaokul
Ogrencilerinin proje tanimina, proje isleyis siirecine ve proje ¢calismalarindan elde edecekleri ka-
zanimlara yonelik goriislerini betimlemiglerdir. Caligmanin sonucunda proje iiretme ¢aligmalari-
nin, 6grencilerin bilime olan ilgisine ve sosyallesmesine katki sagladigimi ortaya koymuslar. Ay-
rica Ogrencilerin, proje tanimi ve isleyisi konusunda bilinglendirilmesi gerekliligi sonucuna da
ulagsmislardir. Baki ve Biitiiner (2009), Fallik, Eylon ve Rosenfeld (2008) ve Windschitl (2003)
yapmis olduklar arastirmalarda, ilkdgretim okullarinda gérev yapan dgretmenlerin proje yliriitme
siirecinde yasadig1 zorluklari ortaya koymaya ¢alismiglar ve konuya iliskin ¢esitli ¢o6ziim Onerile-
rinde bulunmuslardir. Aragtirmanin sonucunda, 6gretmenlerin proje ¢aligsmalari siirecinde 6gren-
cilere rehberlik etmede yetersiz kaldiklarini belirtmislerdir. Ayn1 zamanda 6gretmenlere proje ¢a-
lismalarinin nasil yapilmasi gerektigi ve 6grencileri nasil yonlendirilecegi konusunda da uzun
stireli hizmet i¢i egitim verilmesini ortaya koymuslardir. Durmaz, Oguzhan-Dinger ve Osmanoglu
(2017), Finnerty (2013) ve Siiliin, Ekiz ve Siiltin (2009) yiiriittiikleri caligmalarda, bilim senlikle-
rinin 6gretmen adaylarinin fen 6gretimine ve d6grencilerin fen ve teknoloji dersine yonelik tutu-
muna etkisini incelemislerdir. Calismanin sonucunda, bilim senligine gézlemci olarak katilan 6g-
retmen adaylarin fen 6gretimine yonelik, projeleri ile katilan 6grencilerin ise fen ve teknoloji der-
sine olumlu tutum gelistirdigini tespit etmislerdir.

4006-TUBITAK bilim fuar1 Tiirkiye gapinda ilkdgretim ikinci ve ortadgretim kademede ger-
ceklestirilen kapsamli bir program olmasina ragmen konuya iligkin sinirh sayida arastirmalarin
(Durmaz ve ark., 2017; Kegeci, 2017; Tortop, 2014, Yildirim ve Sensoy, 2016) yapildig1 gozlem-
lenmistir. Yapilan ¢aligmalarda bilim senligine gézlemeci olarak katilan 6gretmen adaylarinin fen
Ogretimine ve projeleri ile katilan 6grencilerin fen bilimleri dersine yonelik tutumu, 6gretmen
adaylarinin bilim fuar projelerinin kalitesine iliskin algilari, ortaokul ve lise dgrencilerinin proje
stirecindeki 6grenme deneyimleri ve kazanimlar1 incelenmistir. Bu yiizden yapilan ¢alismada hem
damgman dgretmenlerin hem de 6grencilerin 4006-TUBITAK bilim fuari ile ilgili goriislerinin
ortaya konulmasi amaglanmistir. Bu amagcla agagidaki alt problemlere cevap aranmistir:

¢ 4006-TUBITAK bilim fuari ile ilgili diisiincelerinizi hangi kelimelerle ifade edersiniz?
¢ 4006-TUBITAK bilim fuar siirecinde yasadiginiz sorunlar nelerdir?

¢ 4006-TUBITAK bilim fuarinda proje hazirlamanizin / projeye damigmanlik yapmanizin ki-
sisel gelisiminize katkilar1 nelerdir?

¢ 4006-TUBITAK bilim fuarinda proje hazirlama / projeye danismanlik yapma siirecinde ya-
sadiginiz sorunlara iligkin ¢6ziim 6nerileriniz nelerdir?

Aym zamanda bu ¢aligma 6grencilerin ve danisman 6gretmenlerin 4006-TUBITAK bilim fu-
ar1 stirecinde yasadig1 sorunlari ve bu sorunlara yonelik ¢dzlim Onerilerini ortaya koyarak, bundan
sonra yapilacak daha kapsamli caligmalara da katki saglayacag: diistiniilmektedir.

2. Yontem

Bu bdliimde ¢alismada kullanilan ¢aligma deseni, katilimcilar, veri toplama araci, verilerin
analiz siireci ve ¢aligmanin gegerliligi ve glivenirligi ile ilgili bilgilere yer verilmistir.
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2.1. Calisma deseni

Nitel aragtirma yontemlerinden durum (6rnek olay) calisma modeli kullanilmisgtir. Durum (6r-
nek olay) caligmasiin amaci, bir ya da daha fazla olay1, ortami, programi ve sosyal grubu derin-
lemesine incelemektir (McMillan, 2004).

2.2. Kattlimcilar

Calisma, 2017-2018 egitim-6gretim yilnin bahar yariyilinda 4006-TUBITAK bilim fuari dii-
zenlemis bir okulun 15 danigman 6gretmeni ve 15 6grencisi ile goniilliiliik esasina gore yiiriitiil-
miistiir. Calisma grubu, ¢alismaya hiz ve pratiklik kazandirmasi amaciyla amagli 6rnekleme yon-
temlerinden kolay erisilebilen durum 6rnekleme yontemi ile belirlenmistir (Yildirim ve Simsek,
2016). Katilimcilarin cinsiyete gére dagilimi Tablo 1°de gdsterilmektedir.

Tablo 1. Katilimcilarin cinsiyete gore dagilimi

Katihmcilar Cinsiyet
Kadin Erkek Toplam %
Ogrenci 8 7 15 50
Ogretmen 7 8 15 50
Toplam 15 15 30 100

2.3. Veri toplama araci ve stireci

Veriler, aragtirmacilar tarafindan gelistirilen yar1 yapilandirilmig goriisme formu (Ek 1) ile
toplanmistir. Yar1 yapilandirilmis goriisme teknigi, aragtirmaciya 6zel bir konuda derinlemesine
soru sorma firsat1 sunar ve katilimeilarin vermis olduklar cevaplarin ayritilandirilmasim saglar
(Cepni, 2011). Gériisme formu iki boliimden olusmaktadir. Ilk béliimde demografik dzelliklere
(cinsiyete) iligkin soru ikinci boliimde ise ¢aligmanin alt problemi ile ilgili sorular yer almaktadir.
Gorlisme formunda yer alan sorularin gegerliligine iliskin bu alandaki 3 uzman kisinin goriislerine
bagvurulmus ve gelen 6neriler dogrultusunda gerekli diizenlemeler yapilarak sorulara son sekli
verilmistir. Goriismelerin tamami 4006-TUBITAK bilim fuarinda damismanlik gorevini yiiriitmiis
aragtirmacilarin birisi tarafindan gerceklestirilmistir. Her bir gériisme ortalama 25-30 dakika siir-
miistiir. Gorlisme sirasinda dgrencileri yonlendirici olmaktan ve calismanin veri toplama siirecini
olumsuz etkileyebilecek durumlardan kaginilmistir.

2.4. Verilerin analizi

Verilerin analizinde icerik analizi yontemi kullanilmistir. Icerik analizinde amag elde edilen
verilerden birbirinin benzeri olanlar belirli temalar (kategoriler, bulgular) altinda bir araya getir-
mektir (Yildinm ve Simsek, 2016). Ayrica 6grenci goriislerini ¢arpici bir bigimde yansitmak ama-
ciyla dogrudan alintilara da yer verilmistir. Katilimeilarin kimlik bilgilerinin gizli kalmasi ama-
ciyla kodlamalardan yararlanilmigtir. Arastirmacilar elde edilen verileri birbirlerinden bagimsiz
olarak kodlamiglardir. Arastirmacilarin biri nitel verilerin analiz siireci ile ilgili deneyime sahip
ogretim gorevlisi iken, digeri ise 4006-TUBITAK bilim fuarinda danismanlik gorevini yiiriitmiis-
tiir. Yar1 yapilandirilmis goriisme formu ile 6gretmenlerden ve 6grencilerden elde edilen goriis-
lerden bazilarina iliskin arastirmacilarin olusturduklari temalar Tablo 2’de gosterilmektedir.
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Tablo 2. Ogretmenler ve dgrencilerden elde edilen gériislerden bazilarina iliskin arastirmaci-
larin olusturduklari temalar

Goriisler 1. Kodlayici 2. Kodlayicl (Arastirmaci)

“Okul yonetiminin gerekli arag¢ ge-
rec¢leri temin etmede sitkintilar yasa-

Arag- ksikligi Arag- ksikligi
masi projemi hazirlamamda sorun- rag-getee cksfidigt rag-getee cksidigt
lar yasama neden oldu.”
“Ogrencilerin bircogu bilimsel sii-
b j ki I hip ol- . C . o
reg becert razammiarina Samp o Proje deneyimi eksikligi Proje deneyimi eksikligi

madigindan dolayt projenin yapi-
minda zorlanmaktadirlar.”

“Yaptigim projede kendime 6zgii
bir iiriin ortaya koydugumdan ana-  Analitik diistinme becerisi* Uriin ortaya koyma
litik diisiinme becerilerim gelisti.”

“Ogretmenlik hayati boyunca pro-
Jjeyve damigsmanlik yapmak ¢ok zor
bir sey olarak zihnime yerlestigin-
den ¢ok isteksizdim. Ancak 4006- Ozgiiven* Korku
TUBITAK bilim fuarinda projeye
damsmanlik yapmam ozgiivenimin
artmasini sagladi.”

“Okul idaresinin biz ogrencilere
proje hazirlama siireci ile ilgili
bilgi vermesi igin okula uzman kisi- Uzman destegi Uzman destegi
ler cagirarak seminerler vermesini
saglamaldir.”

“Projelerin niteliginden ¢ok niceli-
givle ilgilenilmektedir. Niteligi arti- Projelerin niteligi Projelerin niteligi
rict onlemler alinmalidir.”

* Aragtirmacilarin belirledigi ortak temalar1 gostermektedir.

Arastirmacilar arasindaki tema ve alt tema uyusma orami sirasiyla .90 ve .87 olarak tespit
edilmigstir. Arastirmacilar kodlama isleminden sonra bir araya gelerek olusturduklar temalari tar-
tismiglar ve sonucunda ortak temalar belirlemislerdir. Ayrica goriisme formundaki sorulara veri-
len cevaplardan ortaya ¢ikan temalarin frekans (f) ve ylizdeleri (%) de hesaplanmistir.

2.5. Calismanin gegerliligi ve giivenirligi

Bilimsel aragtirmalarin en 6nemli 6l¢iitlerinden biri aragtirma sonuglarin inandiriciligi kabul
edilmektedir. Bu yiizden aragtirma sonuglarinin inandiriciligi i¢in kullanilan gecerlilik ve giive-
nirlik en 6nemli iki 6gedir (Yildirim ve Simsek, 2016).
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Nitel arastirmalarda gegerlilik, sosyal bir olay1 tiim gercekligi ile ortaya koyma olarak tanim-
lanmaktadir (Marvasti, 2004). Yildirim ve Simsek (2016) i¢ gegerliligi, arastirmadan elde edilen
bulgularin, sonuglarin ve bunlara dayali yapilan yorumlamalarin ger¢ek durumu ne kadar dogru
yansittigi seklinde tanimlamuslardir. I¢ gegerliligi saglamak igin gdriismeler araciligiyla elde edi-
len bulgular derinlemesine ve ayrintili bir sekilde verilmistir. Ayrica katilimcilardan katilimei
teyidi de alinmistir. Yildirim ve Simsek (2016) tarafindan belirtildigi iizere, nitel aragtirmalarda
sosyal olaylar i¢inde bulunulan kosullara gore degistiginden aragtirma sonuglari bagka bir duruma
dogrudan genellenemez. Bu ylizden dis gecerligi saglamak olduk¢a zordur. Buna ragmen dis ge-
cerliligi saglamak i¢in ise; 6rneklem genellemeye izin verecek olgiide ¢esitlendirilmeye ve galis-
madan elde edilen bulgular arastirma sorulart ile ilgili olacak sekilde sunulmaya caligilmistir.

Giivenirlik ise bir durumu ortaya koymak icin yapilan gézlemin dogrulugu olarak tanimlan-
maktadir (Roberst & Priest, 2006). Kirk ve Miller (1986) i¢ giivenirligi, ayn1 zaman diliminde
birden fazla arastirmacinin bir olay veya olguyu aynmi bigimde agiklamasi seklinde ifade etmis-
tir. I¢ glivenirligi saglamak igin uygulama sonrasinda danisman 63retmenlerden ve dgrencilerden

elde edilen veriler arastirmacilar tarafindan ayr ayri analiz edilmistir. Miles ve Huberman (1994)
Goriis birligi

tarafindan Onerilen formiilii kullanilarak yapilan hesaplama sonu-

(Goris birligi)+(Goris ayriligt)
cunda arastirmacilar arasindaki tema ve alt tema uyusma orani sirasiyla .90 ve .87 bulunmustur.
Giivenirlik sonucunun .70’in {izerinde olmasi ¢alismanin giivenilir oldugunu gostermektedir (Mi-
les & Huberman, 1994). Dis giivenirlik ise arastirilan olay veya olgunun benzer durumlarda ayni
bicimde agiklanmasi olarak tanimlanmaktadir (Kirk & Miller, 1986). Dis giivenirligi saglamak
icin ise; arastirmacilarin arastirma siirecindeki pozisyonlari, 6rneklem se¢imi, veri toplama aract
ve verilerin analiz siireci ayrintili bicimde agiklanmigtir.

3. Bulgular

Damigman dgretmen ve dgrencilerin “4006-TUBITAK bilim fuar ile ilgili diisiincelerinizi
hangi kelimelerle ifade edersiniz?”” sorusuna vermis olduklar1 cevaplar temalar halinde Tablo 3’te
gosterilmektedir.

Tablo 3. Danigman dgretmen ve dgrencilerin 4006-TUBITAK bilim fuar ile ilgili diisiincele-
rinden olusturulan temalar ve frekanslar

Ogrenci Ogretmen
Tema Alt tema f % f %
Aragtirma ve inceleme 6 40 7 47
Kesfetme 4 27 5 33
Beyin firtinasi 2 13 3 20
Biligsel alan Soyut diisiinme - - 4 27
Liderlik 1 7 3 20
Girisimcilik 2 13 2 13
Monotonluktan uzak 1 7 2 13
Merak 12 80 9 60
Duyussal alan Zevkli ve eglenceli 11 73 8 53
Mutluluk ve gurur 9 60 3 20
Psikomotor alan Yg.r atl?lhk 6 40 > 33
Uretim 5 33 4 27
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Tablo 3 incelendiginde, danisman dgretmenlerin ve dgrencilerin 4006-TUBITAK bilim fuart
ile ilgili disiinceleri “biligsel”, “duyussal” ve “psikomotor” alan temalar1 altinda toplanmistir.
Bilissel alan temasi altinda danigman 6gretmenlerin ve 6grencilerin en ¢ok tekrarladigi kelimeler
aragtirma ve inceleme kelimeleridir. Danigman 6gretmenlerin %47’si 6grencilerin %40°1 4006-
TUBITAK bilim fuarini arastirma ve inceleme kelimesi ile agiklamistir. Danisman dgretmenlerin
ve dgrencilerin sirastyla %331 ve %27’si kesfetme kelimesi ile ifade etmistir. Biligsel alan temasi
altinda en az vurgulanan alt tema ise monotonluktan uzak olmadir. Danigman &gretmenlerin
%20’si dgrencilerin %131 4006-TUBITAK bilim fuar ile ilgili diisiincesini monotonluktan uzak
kelimesi ile belirtmistir. Duyusgsal alan temas1 altinda danigman 6gretmenlerin ve 6grencilerin en
cok tekrarladig1 kelime merak kelimesidir. Danigman 6gretmenlerin %60°1 6grencilerin %801
4006-TUBITAK bilim fuarin1 merak kelimesi ile agiklamistir. Danisman dgretmenlerin ve dgren-
cilerin sirasiyla %53’1 ve %731 zevkli ve eglenceli kelimeleri ile ifade etmistir. Duyusgsal alan
temasi altinda en az vurgulanan alt tema ise mutluluk ve gururdur. Danisman 6gretmenlerin
%20’si 6grencilerin %60°1 TUBITAK bilim fuari ile ilgili diisiincesini mutluluk ve gurur kelime-
leri ile belirtmistir. Psikomotor alan temasi altinda danigman 6gretmenlerin ve 6grencilerin en gok
tekrarladig1 kelime yaraticilik kelimesidir. Danigman 6gretmenlerin %33l 6grencilerin %401
4006-TUBITAK bilim fuarin1 yaraticilik kelimesi ile agiklamistir. Danisman &gretmenlerin ve
ogrencilerin sirastyla %27°si ve %33’ii {iretim kelimesi ile ifade etmistir. Katilimcilarin TUBI-
TAK bilim fuarimi ifade ederken kullandiklar kelimelere bakildiginda hem 6gretmenlerde hem
de o6grencilerde duyussal alana iligkin kelimelerin daha ¢ok tekrarlandigi goriilmektedir.

Danisman dgretmen ve dgrencilerin “4006-TUBITAK bilim fuar siirecinde yasadigiiz so-
runlar nelerdir?” sorusuna verdikleri cevaplar temalar halinde Tablo 4’te gosterilmektedir.

Tablo 4. Danisman &gretmen ve 6grencilerin 4006-TUBITAK bilim fuar siirecinde yasadik-
lar1 sorunlardan olusturulan temalar ve frekanslar

Ogrenci Ogretmen

Tema Alt tema f % f %
Laboratuvar olmamasi 8 53 10 67

. . Arag-gereg eksikligi 7 47 8 53
Okul idaresi Onem vermeme 3 20 4 27
Ulagim 3 20 2 13

Zaman Sinav kaygisi 6 40 7 47
Ders yogunlugu 5 33 6 40
Ogrencinin yetersizligi - - 9 60

Beceri Ogretmenin proje deneyimi eksikligi 6 40 2 13
Ogrenci isteksizligi - - 4 27

Tablo 4’te goriildiigii iizere danisman 6gretmenlerin ve 6grencilerin TUBITAK bilim fuarinda
yasadig1 sorunlar “okul idaresi”, “zaman” ve “beceri” temalar1 altinda ele alinmigtir. Okul idaresi
temast altinda danigman 6gretmenler ve 6grenciler en ¢ok laboratuvar olmamasi ile ilgili goriis
belirtmislerdir. Bir 6gretmen (Ogr-1) “Okulda projelerin uygulanabilecegi islevsel bir laboratu-
var ortaninmin olmamast” seklinde goriis belirtmistir. Okul idaresi temasi altinda gogunlukla tek-
rarlanan diger bir gorils ise arac-gere¢ eksikligidir. Bir 6grenci (0-2) “Okul yonetiminin gerekli
arag geregleri temin etmede sikintilar yasamasi projemi hazirlamamda sorunlar yasama neden
oldu.” seklinde goriis dile getirmistir. Bir 6gretmen (Ogr-3) “Robotlarla ilgili bir projemizde
elektronik devre elemanlarina ulasmakta yasadigimiz sorunlar sebebiyle projemizi tamamlaya-
madik. ” seklinde goriis belirtmistir. Okul idaresi temasi altinda en az vurgulan alt temalar ise okul
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idaresinin bilim fuar ile ilgili gerekli hassasiyeti gdstermemesi ve ulasim sorunudur. Bir 6gret-
men (Ogr-2) “Okul yonetimi TUBITAK bilim fuarimn okula ve 6grenciye hichir getirisinin olma-
digini diisiindiigiinden dolay: bu tiir etkinliklere sicak bakmiyor. ” seklinde gorlislinii agiklamigtir.
Bir 6grenci (O-5) “Projemiz icin hafta sonlari okula calismak icin gelmek istiyorduk. Fakat koyde
oturdugumuz i¢in ulasim problemi yasryorduk.” seklinde goriis belirtmistir. Zaman temasi altinda
en ¢ok tekrarlanan goriis siav kaygisidir. Bir dgrenci (O-1) “Universite sinavlart icin ders ¢alis-
mak zorunda oldugumdan dolayt proje calismasina yeterince vakit ayiramadim.” seklinde goriis
ifade etmistir. Bir 6gretmen (Ogr-12) “Ozellikle son sinif 6grencileri iiniversite sinavina hazir-
landiklarindan proje hazirlama motivasyonlar: diisiiktii.” seklinde goriis bildirmistir. Zaman te-
mas1 altinda en az vurgulan alt tema ise ders yogunlugudur. Bir 6grenci (O-11) “Giinde sekiz saat
dersimiz oldugundan ne evde ne de okulda proje ile ilgili iiretken olamiyordum.” seklinde goriis
belirtmistir. Bir 6gretmen (Ogr-9) “Zaten derslere girmek yeterince yorucu oluyor. Bu sebeple
projeye danigsmanlik yapmak igin zamanim kalmiyor.” seklinde goriisiinii agiklamigtir. Beceri te-
masi altinda ¢ogunlukla tekrarlanan goriis 6grencilerin proje deneyimi eksikligidir. Bir 6grenci
(O-11) “Kafamdaki projeleri yapacak kadar teorik bilgim yoktu.” seklinde gériis bildirmistir. Bir
ogretmen (Ogr-3) “Ogrencilerin bircogu bilimsel siire¢ beceri kazanimlarina sahip olmadigin-
dan dolay: projenin yapiminda zorlanmaktadirlar. ” seklinde goriis belirtmistir. Beceri temasi al-
tinda ¢ogunlukla tekrarlanan diger bir goriis ise dgretmenin proje deneyimi eksikligidir. Bir 6g-
retmen (Ogr-7) “Daha énce hi¢ proje damismanligi yapmadigimdan siireci yonetmekte zorlan-
dim.” seklinde goriisiinii aciklamstir. Bir 6grenci (O-8) “Ogretmenim hayal ettigim proje konu-
sunda yardimct olmakta zorlandi.” seklinde goriis dile getirmistir. Beceri temasi altinda en az
vurgulan alt tema ise 6grenci ilgisizligidir. Bir 6gretmen (Ogr-1) “Ogrencilere 4006-TUBITAK
bilim fuarna iliskin duyuru yaptisimda ¢ok az égrenciden doniit aldim. Ilgilenmiyorlards.” sek-
linde goriis ifade etmistir.

Danigman dgretmen ve dgrencilerin “4006-TUBITAK bilim fuarinda proje hazirlamanizin /
projeye danmismanlik yapmanizin kisisel gelisiminize katkilar1 nelerdir?” sorusuna verdikleri ce-
vaplar temalar halinde Tablo 5’te gosterilmektedir.

Tablo 5. Danisman 6gretmen ve dgrencilerin 4006-TUBITAK bilim fuarinin kisisel gelisim-
lerine katkilarindan olusturulan temalar ve frekanslar

Ogrenci Ogretmen
Tema Alt tema f % f %
Sabirl ve karali olma 10 67 - -
Grup caligmast 9 60 - -
Tecriibe 4 27 4 27
Fikir Giretme 5 33 2 13
Olumlu tutum ve davranis Ozgiiven 3 20 4 27
Yasam doyumu 3 20 3 20
Planli olma 3 20 - -
Sorumluluk 2 13 - -
Analitik du§1}nme be- ] 53 i i
cerisi
Ust diizey diisiinme Yaratici du§qnme be- 4 27 3 20
cerisi
Problem ¢6zme bece- 3 20 i i

risi
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Tablo 5°te goriildiigii {izere danigman dgretmenlerin ve dgrencilerin TUBITAK bilim fuarmin
kisisel gelisimlerine katkilarina yonelik verdikleri cevaplar, “olumlu tutum ve davranis” ve “iist
diizey diisiinme” temalari altinda toplanmigtir. Olumlu tutum ve davranis temasi altinda 6grenci-
ler en ¢ok sabirl1 ve kararli olma ile ilgili goriis ifade etmislerdir. Bir 6grenci (O-6) “Proje siire-
since bir¢ok sikinti ile karsilastik. Fakat her stkintimin sabirla asilabilecegini projem olustugunda
ve sergiledigimde daha iyi anladim.” seklinde goriis bildirmistir. Bir 6grenci (O-11) “Bircok
proje fikrinden bana en uygun olani se¢me ve tiim diger siireglerde de se¢im yaparken kararli
olmam gerektigini damsman ogretmenimin yardimiyla ogrendim.” seklinde goriis belirtmistir.
Olumlu tutum ve davranig temasi altinda ¢ogunlukla tekrarlanan goriisler ise grup ¢aligsmasi, tec-
riibe, fikir iiretme, planli ¢alisma, sorumluluk, yasam doyumu ve 6zgiivendir. Bir 6grenci (O-9)
“Arkadagslarimizla birlikte calistigimizdan dolayr aramizda giizel bir ekip ruhu olugmasina neden
oldu.” seklinde goriisiinii aciklamstir. Bir 6gretmen (Ogr-13) “Daha énce hi¢ proje ¢alismasina
danismanlik yapmamistim. Projenin tiim agamalari heyecan verici bir tecriibeydi.” seklinde go-
rils belirtmistir. Bir 6grenci (O-14) “Proje baslangicinda ulasabildigim tiim kaynaklardan elde
ettigim bilgileri birlestirerek yeni fikirler iiretebilecegimi gérdiim.” seklinde gorlis bildirmistir.
Bir 6gretmen (Ogr-14) “4006-TUBITAK bilim fuar: ogrencilerle birlikte yeni fikirler iiretebile-
cegimi ve ogrencilerin dzgiin fikirlerinin oldugunu gormemi sagladi. ” seklinde goriis ifade etmis-
tir. Bir 6grenci (0-4) “Her giin projemle ilgili yeni bir bilgi buluyordum. Yil sonuna kadar planli
calismanin 6nemini gorerek giizel bir proje olusturdum. Bence en onemli katkisi planli calismay
bana 6gretmesiydi.” seklinde goriisiinii agiklamustir. Bir 6grenci (O-13) “Yaptigimiz projede da-
nismammiz her birimize ayri ayrt gorevier verdiginden dolayr sorumluluk bilimcimiz gelisti.”
seklinde goriis dile getirmistir. Bir 6gretmen (Ogr-5) “Her giin derse monoton bir sekilde girip
ciktigimizdan ogretmekten zevk almiyorduk. 4006-TUBITAK proje damismanlig: siiresince yeni
bir seyler 6grenmek yasam doyumumu artirdi.” seklinde goriis belirtmistir. Bir 6gretmen (Ogr-
10) “Ogretmenlik hayati boyunca projeye damsmanlik yapmak ¢ok zor bir sey olarak zihnime
yerlestiginden cok isteksizdim. Ancak 4006-TUBITAK bilim fuarinda projeye danismanlik yap-
mam Ozgiivenimin artmasin sagladi.” seklinde goriis ifade etmistir. Ust diizey diisiinme temasi
altinda ¢ogunlukla tekrarlanan goriisler ise analitik diigiinme, yaratici diisiinme ve problem ¢6zme
becerileridir. Bir 6grenci (O-15) “Yaptigim projede kendime ézgii bir iiriin ortaya koydugumdan
analitik diisiinme becerilerim gelisti.” seklinde goriis bildirmistir. Bir 6grenci (0-6) “Projede
genelden ozele bir yol izledim. Once projenin ne olacagina karar verip, sonra sirasiyla parca
parga ele aldim. Béylece analiz edebilme yetenegim gelisti.” seklinde goriislinii dile getirmistir.
Bir 6grenci (O-14) “Proje grubumuzla gelecek yilda ne gibi projeler hazirlayabilecegimizle ilgili
beyin firtinast yaptik. Bunun sonucunda yaratici diistinme becerilerimizin gelistigini diistiniiyo-
rum.” seklinde goriisiini agiklamigtir.

Danigman 6gretmen ve 6grencilerin “TUBITAK bilim fuarinda proje hazirlama / projeye da-
msgmanlik yapma siirecinde yasadiginiz sorunlara iligskin ¢6zim 6nerileriniz nelerdir?” sorusuna
verdikleri cevaplar temalar halinde Tablo 6’da gosterilmektedir.

Tablo 6’da goriildiigii lizere danisman dgretmenlerin ve dgrencilerin TUBITAK bilim fuar
siirecinde iyilestirilmesi gereken yonler “okul idaresi”, “MEB” ve “Il MEM” temalar altinda ele
almmistir. Okul idaresi temasi altinda danigman 6gretmenler ve 6grenciler en ¢ok materyal des-
tegi ve fiziki ortamin iyilestirilmesi ile ilgili goriis belirtmislerdir. Bir 6grenci (0-6), “Calistigim
ilcede materyal ve malzeme konusunda sikintilar yasadigimdan dolayt bir sonraki bilim fuarinda
okul idaresi gerekli tedbirleri almalidir.” seklinde goriis bildirmistir. Bir 6gretmen (Ogr-7) ise
“Okul idaresi oncelikle okullarda ogrencilerin projelerini uygulayabilecegi ve sergileyebilecegi
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uygun fiziki ortami saglamalidwr. ” seklinde goriis belirtmistir. Okul idaresi temasi altinda ¢ogun-
lukla tekrarlanan diger bir goriis ise uzman destegidir. Bir dgrenci (O-9), “Okul idaresinin biz
ogrencilere proje hazirlama siireci ile ilgili bilgi vermesi i¢in okula uzman kisiler ¢cagirarak se-
minerler vermesini saglamalidir.” seklinde goriis ifade etmistir.

Tablo 6. Danisman &gretmen ve 6grencilerin 4006-TUBITAK bilim fuar siirecinde yasadik-
lar1 sorunlara iliskin ¢6ziim onerilerinden olusturulan temalar ve frekanslar

Ogrenci Ogretmen

Tema Alt tema f % f %
Materyal destegi 9 60 10 67
Okul idaresi ile ilgili 6neriler Fiziki imkanlar 6 40 7 47
Uzman destegi 5 33 6 40
Denetimsizlik - - 3 20
Hizmet i¢i egitim 6 40 8 53
Mufredatta proje dgr- 5 33 7 47

sine yer verilmesi
MEB’e iligkin dneriler Ek puan verilmesi 6 40 5 33
Maddi destegin artiril- 1 7 3 20

masi

Proje sayisi - - 2 13
_ Projelerin niteligi 4 27 5 33
Il MEM’e iliskin 6neriler Proj elerlrrln Oe(:illlendlnl- 3 20 4 27

Okul idaresi temasi altinda en az vurgulan alt tema ise denetimsizliktir. Bir gretmen (Ogr-
12), “Okul idaresi proje ddenegini baska yerlere kullandigindan dolayr hazirlanan projelerin
maliyetlerinin diisiik olmasin istiyor. Bu yiizden projeler i¢in gonderilen paranin daha siki de-
netlenmesi gerekmektedir.” seklinde goriis bildirmistir. MEB temasi altinda en ¢ok vurgulan alt
temalar hizmet i¢i egitim verilmesi, miifredatta proje dersine yer verilmesi, 6grencilere ek puan
verilmesi, proje sayist ve maddi destegin artirilmasidir. Bir 6gretmen (Ogr-4), “Proje danisman-
higy ile ilgili hizmet i¢i egitimlerde teorik bilgi yerine daha ¢ok uygulamaly egitimlere yer veril-
melidir.” seklinde goriis dile getirmistir. Bir 6grenci (0-3), “Ders aralarinda projeyi tamamla-
maya ¢alismak ¢ok zor oldu. Kegke ayri bir proje dersi olsaydr daha verimli olabilirdi.” seklinde
goriis belirtmistir. Bir 6gretmen (Ogr-9), “Ders yogunlugundan dolay: projeye zaman aywrami-
yorum. Bu yiizden miifredata se¢meli proje dersi eklenirse projeye daha rahat zaman aywrabile-
cegimizi diisiiniiyorum.” seklinde goriisiinii agiklamistir. Bir baska 6gretmen ise (Ogr-11) “Belli
bir sayida proje yapma zorunlugu hem stres yaratiyor hem de niteligi diisiiriiyor gibi geliyor
bana. Bu uygulamanin kaldirilmas: gerekir.” seklinde goriis ifade etmistir. Bir 6grenci (O-6),
“Yaptigimiz projeler iiniversiteye giris sinavlarinda ek puan getirse hi¢ fena olmaz.” seklinde
goriis bildirmistir. Bir 6gretmen (Ogr-12), “Proje damsmanhgu ile ilgili ek ders iicretleri artiril-
malidir.” seklinde goriis dile getirmistir. Bir 6grenci (O-6), “Proje siiresi boyunca har¢ligimiz
karsilansa daha sevkle calisabiliriz.” seklinde goriis belirtmistir. Il MEM temas: altinda danis-
man 0gretmen ve 6grenciler en ¢ok projelerin niteligi ile ilgili goriis belirtmislerdir. Bir 6gretmen
(Ogr-14), “Arastirma Gelistirme (ARGE) birimindeki gérevli uzman kisiler ayda bir yapilan ¢a-
lismalart denetleyip projeler hakkinda bilgi almalidirlar. Ciinkii okullarda projeler daha ¢ok
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nicel odakli oldugundan dolayr nitelikli projeler ortaya konulamamaktadir.” seklinde goriis bil-
dirmistir. Bir 6grenci (0-6), “Projelerin niteliginden ¢ok niceligiyle ilgilenilmektedir. Niteligi
artirict 6nlemler alinmalidir.” seklinde goriis belirtmistir. Il MEM temast altinda cogunlukla tek-
rarlanan diger bir goriis ise projelerin ddiillendirilmesidir. Bir 6grenci (0-6), “Keske projem
odiillendirilseydi. Bu durum beni ¢ok mutlu ederdi.” seklinde goriis ifade etmistir. Bir 6gretmen
(Ogr-12), “Nitelikli projelerin odiillendirilmesi 6grenciler icin motive edici olurdu.” seklinde go-
ris dile getirmistir.

4. Sonug, tartisma ve oneriler

Bu ¢alismada, 4006-TUBITAK bilim fuar1 diizenlemis bir okuldaki danigsman dgretmenlerin
ve dgrencilerin “4006-TUBITAK bilim fuar ile ilgili diisiincelerinizi hangi kelimelerle ifade
edersiniz?”, “4006-TUBITAK bilim fuar siirecinde yasadigimiz sorunlar nelerdir?”, “4006-TU-
BITAK bilim fuarinda proje hazirlamanizin / projeye danismanlik yapmanizin kisisel gelisiminize
katkilar1 nelerdir?” ve “4006-TUBITAK bilim fuarinda proje hazirlama / projeye damsmanlik
yapma siirecinde yasadiginiz sorunlara iliskin ¢6ziim dnerileriniz nelerdir?” alt problemlerine y6-
nelik goriisleri incelenmis ve asagidaki sonuglara ulagilmigtir.

Calismanin birinci alt problemine iligkin bulgu incelendiginde; danisman 6gretmen ve 6gren-
ciler 4006-TUBITAK bilim fuari ile ilgili diisiincelerini arastirma ve inceleme, kesfetme, beyin
firtinasi, soyut diistinme, liderlik, monotonluktan uzak, girisimcilik, merak, zevkli ve eglenceli,
mutluluk ve gurur, yaraticilik ve iiretim gibi kelimelerle yorumlamiglardir. Avci ve arkadaglart
(2016), Jensen ve Buckley (2014) yaptiklari galismalarda, TUBITAK yarigsmalarinda proje deni-
lince 6grencilerin aklina gelen kelimelerin yaraticilik, analiz, 6zgiiven, rekabet, bilim ve teknoloji
oldugunu goézlemlemislerdir. Tortop (2013) yaptig1 calismada 6gretmenler bilim senlikleri saye-
sinde 6grencilerin sorunlarla miicadele etme ve el becerilerinin gelistigini belirtmistir. Oguz-
Unver ve arkadaslar1 (2015) yaptiklari galismada proje olusturabilmek i¢in planh galismanin, grup
calismasimin ve bilimsel siire¢ becerilerin énemli oldugunu agiklamislardir. Windschitl (2003)
yaptig1 arastirmada 0gretmenin proje siirecinde 6grenciye dogru sorular1 sorma, sorulari agikla-
yabileyecek dogru verileri toplama ve verilerin analizinde belirli bir ¢er¢eve olusturma konusunda
rehberligin dnemini ifade etmistir.

Calismanin ikinci alt problemine iligkin bulguda, danisman 6gretmenlerin ve dgrencilerin TU-
BITAK bilim fuar siiresince yasadiklari sorunlarin baslicalar1 arag-gerec eksikligi, laboratuvarin
nin ders yogunlugu ve proje deneyimi eksikligi oldugu Tablo 4’te goriilmektedir. Bu durumun
nedeni olarak dgretmen ve dgrencilerin daha dnceden okulda TUBITAK bilim fuari ile ilgili her-
hangi bir ¢alisma yapmamis olmamalar1 gosterilebilir. Yapilan ¢alismalarda arag gerec eksikligi
(Cetin ve Sengezer, 2013; Kankelborg, 2005), laboratuvarin olmamasi (Siiliin ve ark., 2009), 6g-
rencilerin proje fikri bulamama (Fallik ve ark., 2008; Ozel ve Akyol, 2016; Oztuna-Kaplan ve
Diker-Coskun, 2012), 6grencilerin sinav kaygisi ve 6gretmenlerin ders yogunlugu (Tortop, 2013;
Oguz-Unver ve ark., 2015), idarenin énem vermemesi (Ayvaci ve Coruhlu, 2010), 6gretmen ye-
tersizligi ve ulagim sorunu (Tortop, 2013; Aver ve ark., 2016) gibi konularda sikintilar yagsandigi
dile getirilmistir. Bahsedilen bu ¢aligmalardan elde edilen sonuglar bu ¢aligmanin sonucu ile 6r-
tiismektedir.

Calismanin iiciincii alt problemine iliskin baska bir énemli bulgu ise, 6grencilerin TUBITAK
bilim fuarinda proje hazirlamalar1 sabirli ve kararli olmalarina, 6zgiivenlerinin artmasina,
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sorumluluk sahibi olmalarina, planh ¢aligmalarina ve analitik, yaratici ve elestirel diisiinme bece-
rilerinin gelismesine; 6gretmenlerin TUBITAK bilim fuarinda danismanlik gérevini yiiriitmesi
ise proje asamalarin1 yonetme ve 6grenciye rehberlik etme becerilerinin kazanmasina katki sag-
ladig1 gozlenmigtir. Literatiir taramasi yapildiginda bu sonucu destekleyecek caligmalar mevcut-
tur. Kubinova, Novotna ve Littler (1999), Kiifrevioglu, Baydas ve Goktas (2011) yaptiklar calis-
malarda, 6grencilerin proje sayesinde sosyal hayatlarinda karsilastiklar1 sorunlarla bas edebilme
yeteneklerinin gelistigini ifade etmislerdir. Dionne ve arkadaglar (2012) yaptiklar1 ¢alismada
proje calismalar1 6Zrencilerin bilime olan ilgisine, 6zyeterlilik algisina ve bilimsel arastirma yon-
temlerini edinmeye katkist oldugunu dile getirmislerdir. Giiven (2013) yaptig1 ¢alismada proje
caligmalar1 6grencilerin ve dgretmenlerin 6zgiiveninin artmasina, 6gretmenlerin projeyi ve 6g-
renciyi yonetme becerilerinin gelismesine katki sagladigini bildirmistir. Finnerty (2013), Siiliin
ve arkadaslar1 (2009) yaptiklar1 ¢caligmalarda, 6grencilerin proje hazirlamasi analitik, yaratic1 ve
elestirel diisiinme becerilerini gelistirdigini gozlemlemislerdir. Avci ve arkadaglar (2016) yaptik-
lar1 galismada 6grencilerin proje hazirlamasi planli ve sabirli olmalarim sagladigini belirtmisler-
dir.

Calismanin dordiincii alt problemine iligkin bulgu incelendiginde; danigsman 6gretmenler ve
ogrenciler TUBITAK bilim fuarinda proje hazirlama siiresince iyilestirilmesi gereken yonleri;
ulasim sorununun ¢6ziimii, miifredatta segmeli proje dersine yer verilmesi, hizmet i¢i egitimin
yeniden yapilandirilmasi, {iniversiteye giris sinavina etkisinin olmasi, fiziki imkanlarin saglan-
mas1 ve projelerin daha nitelikli olmasi olarak dile getirmislerdir. Ogrencilerin ortaya koyduklar
iiriinlerin liniversiteye giris sinavina etkisinin olmasi durumunda onlarin 6zgiivenlerinin, 6grenme
isteklerinin ve merak duygularinin artmasina neden olabilir. Baki ve Biitliner (2009), Schneider
ve Lumpe (1996), Windschitl (2003) yaptiklar1 calismalarda, dgretmenlerin 6grenciye 6zgiin
proje konusu verme, proje siirecinde 0grenciye sorularini agiklayabileyecek dogru verileri top-
lama ve verilerin analizinde belirli ¢cergeve olusturma konusunda rehberligin 6nemini belirtmis-
lerdir. Kiifrevioglu ve arkadaglar1 (2011), Bolat, Bacanak, Kasike¢1 ve Degirmenci (2014) yaptik-
lar1 galigmalarda yapilan projelerin niceliginden ¢ok niteligine 6nem verilmesinin ve okul idare-
sinin tesvik ve destek saglamasinin gerekliligini rapor etmislerdir. Tortop (2013) yaptig1 ¢alis-
mada proje yapan O0grencilere ulusal smavlarda ek puan verilmesini ve 6grencilerin ulagim soru-
nun ¢ozlilmesini ifade etmistir. Yapilan ¢alismalardan elde edilen sonuglar bu ¢aligmanin sonucu
ile paralellik gdstermektedir.

Calismadan elde edilen sonuglar dogrultusunda asagidaki 6neriler sunulmustur.

1. Ogrenci isteksizligini ortadan kaldirmak i¢in proje yapan 6grencilere iiniversite sinavinda
ek puan verilebilir.

2. Danigman 6gretmen ve 6grenciler ddiillendirilerek bilim fuar1 daha ilgi ¢ekici hale getiri-
lebilir.

3. Ogretmen ve dgrencilere proje hazirlama siireci ile ilgili seminerlerde teorik bilgi yerine
uygulamali egitimler verilebilir.

4. Ogretmen ve 6grenciler proje galismalarina yeterli zaman ayiramadiklarindan dolay: orta-
ogretim miifredatinda se¢gmeli proje dersine yer verilebilir.
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Extended abstract in English

The rapid changes in science and technology directly had affected the roles expected from
individuals, the needs of the individual and the society, the innovations and developments in the
learning-teaching approaches. That's why science literacy has become important. Science literacy,
refers to using basic concepts and methods of science in real life and decision-making process. In
addition, the curriculum of contemporary curricula is often seen in science and mathematics cur-
riculum. In order to ensure that students’ become a science literate, out-of-school learning envi-
ronments are as important as the training provided in educational institutions (Kegeci, 2017). Out-
of-school learning environments are closely related to the concept of lifelong learning”. Science
olympics, science festivals and science fairs, which can be considered as out-of-school learning
environments, play an important role in the acquisition of the students lifelong learning skills
(Bruce & Bruce, 2000). However, there are some differences between science olympics, science
festivals and science fairs. Science olympics are organized in order to encourage students’ to work
in the field of basic science and to contribute to their development by providing special education
opportunities in these areas in line with their interests and abilities.

Science festivals enable the dissemination of the culture of science and technology to the wider
segments of the society and the access of scientific knowledge to the participants. They consist
of science exhibitions, stage shows, workshops, outdoor activities and interviews. Science fairs
are that students’ share their research results with their friends’, teachers’, parents’, scientists’ and
other people in the society. Science fairs are usually smaller activities than science festivals. Sci-
ence fairs contribute to the emergence of creative ideas by inducing scientific curiosity in indi-
viduals, and to make individuals base their events on scientific basis in real life. In Turkey, the
Scientific and Technological Research Council of Turkey (TUBITAK) and the Ministry of Edu-
cation (MEB) are supporting various competitions and scientific activities. One of the two differ-
ent programs that have been in high demand in recent years is the 4007-Science Festival Support
Program and the 4006-TUBITAK Science Fair Support Program. 4006-TUBITAK science fair
program of support has emerged for the development of science culture in Turkey.

It was first carried out at 1000 pilot schools, which were predetermined for the 2012-2013
academic year. Then it was supported in 881 schools in 2014, in 3201 schools in 2015, in 5986
schools in 2016, in 5334 schools in 2017, in 9876 schools in 2018. The purpose of the 4006-
TUBITAK science fair is to enable students’ studying in the 5-12™ grade to conduct research on
the topics they have determined in the framework of the curriculum and their own interests, to
present their results from researches and to create an environment in which they can learn with
fun (TUBITAK, 2017). Made literature in 4006-TUBITAK science fair, although a comprehen-
sive program conducted in middle school and high school levels throughout Turkey has been
observed that a limited number of studies (Durmaz, Oguzhan-Dinger & Osmanoglu, 2017;
Kegeci, 2017; Tortop, 2014, Yildinm & Sensoy, 2016) done. Therefore, it was aimed to reveal
the opinions of both advisor teachers’ and students’ about the 4006-TUBITAK science fair. In
the study, case study was used from qualitative research methods.

The study was conducted on a voluntary basis with 15 advisor teachers and 15 students of a
school that held 4006-TUBITAK science fair in the spring semester of 2017-2018 academic year.
The semi-structured interview form (Annex 1) developed by the researchers was used as data
collection tool. Content analysis method was used in the analysis of the data. As a result, advisor
teachers and students had expressed their thoughts about 4006-TUBITAK science fair with
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positive words. The words they use include “leadership®, “far from monotony”, “entreprencur-
ship”, “creativity”. These words were classified by the participants in terms of their relations with
cognitive, affective and psychomotor areas. The lack of laboratory, lack of equipment, lack of
tools, lack of necessary sensitivity of the school administration, students’ anxiety of exam and
lack of irrelevant, teachers’ course density and lack of project experience have been shown as
problems in the science fair process. In addition, advisor teachers and students stated that they
also need expert support especially during the project preparation process. The reason for this
situation is that teachers’ and students’ have not done any studies related to the TUBITAK science
fair in the school. Participants also expressed that the 4006-TUBITAK science fair contributed to
their personal development in different areas and these fields were gathered under the themes of
“positive attitudes and behaviors” and “high-level thinking skills”. The participants have offered
many solutions about their live problems in the 4006-TUBITAK science fair process, and con-
sidering the institutions that will apply these solution proposals, the “school administration”,
“ministry of education”, “provincial national education directorate” are reported under the
themes. If the products of the students have an impact on the university entrance exam, they can
increase their self-confidence, desire for learning and feelings of curiosity.
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Direng davramglart okul ortamini negatif yonde etkileyen ogrencilerin sergiledigi olumsuz tiirdeki hareketlerdir.
Bu ¢alismada, ortaokullarda gorev yapan 6gretmenlerin okullarindaki ogrencilerin direng davranislarina iligkin
algilart incelenmistir. Tarama modelinde betimsel bir ¢alisma olan arastirmaya, 510 dgretmen katilmistir. Verile-
rin toplanmasinda, Ogrenci Direng Davramslar: Olgegi kullamimistir. Veriler “SPSS 25” paket programiyla ana-
liz edilmistir. Analiz sonucunda veriler normal dagilim gostermedigi icin non - parametrik testler kullanilmugstir.
Verilerin analizinde betimsel istatistikler ile Mann Whitney-U testi, Kruskal Wallis-H testi kullanilmistir. Sonug
olarak, ogretmenlerin algilarina gore ogrenci direng davramslari ile karsilasma sitkligi, bransa ve mezun olunan
okul tiiriine gore farklilasmamaktadir. Direng davramslariyla karsilagma sikligi ogretmenin cinsiyetine gére an-
lamli fark gostermemesine karsin, erkek 6gretmenlerin tiim boyutlarda daha yiiksek ortalamalara sahip oldugu,
dolayisiyla diveng davramglart ile daha sik karsilastiklart belirlenmistir. Ayrica mesleki kideme gorve 10 yil alti
kideme sahip 6gretmenlerin direng davramslar ile daha sik karsilastiklar; sosyo-ekonomik diizeye gore ise alt
sosyo-ekonomik diizeydeki okullarda gorev yapan égretmenlerin algilarina gére ogrenci direng davramslarimn
stk goriildiigii belirlenmistir.

Anahtar sozciikler: Ogrenci direng davramglari, ortaokul, direng davramslart.

Abstract

Resistance behaviors are acts of students that negatively affect school environment. In this study, secondary school
teachers’ perceptions related to resistance behaviors of the students in their schools is examined. 510 teachers
participated in this research that is a descriptive study in scanning model. Student Resistance Behaviors Scale is
used in gathering the data. Data is analyzed with “SPSS 25" program. Since the data didn’t show normal range,
non-parametric tests are used in the end of the study. Descriptive statistics and Mann Whitney-U test, Kruskal
Wallis-H test were performed in the analysis of data. In the result; encountering frequency with student resistance
behaviors according to the perceptions of teachers does not change in terms of the branch and graduated school’s
type. Although encountering frequency of resistance behaviors doesn’t change significantly according to the gen-
der of teacher, it has been determined that male teachers have high average rates in all contents, hence they
encounter more with resistance behaviors. Also, it has been determined that teachers who have seniority below 10
years encounter more frequently with resistance behaviors; in terms of socioeconomic level; on the other hand,
according to the perception of teachers who work at low socioeconomic level schools, student resistance behaviors
occur more frequently.

Keywords: Student resistance behaviors, secondary school, resistance behaviors
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1. Giris

Okul, toplumun yansimasidir. Toplumda nasil farkli kiiltiirlerde, farkli yasam bigimlerine,
farkl1 inaniglara sahip insanlar varsa okul da kendine 6zgii dinamiklere sahiptir. Her okulun hatta
her smifin iginde bulundugu ortama gére sosyal ve psikolojik yapisi vardir. Ogrencinin davranis-
lar1 da bu ortamdan etkilenir ve bu ortama gore sekillenir. Bu davranislar arasinda her ne kadar
olumlu tiirde davranislar olsa da olumsuz olarak nitelendirilen, disiplin kurallarina uymayan,
problem davraniglar da goriilebilmektedir. Bu davranislar arasinda “direng davraniglar” dedigi-
miz davraniglar da bulunmaktadir.

Ogretmenlerin olumsuz olarak nitelendirdigi davramsglarda genel olarak 6grenci o anda karar
verir ve davranisi gerceklestirir fakat direng davraniginda 6grenci bu davranisi gostermek igin
daha 6nceden planlama yapar ve bu davranisi gereken zamanlarda ve devamli olarak gergeklesti-
rir (Yiksel, 2003). Diren¢ davranis1 gdsteren 6grenciler yaptig1 hareketleri bilerek, isteyerek ve
planlayarak yapar. Sinif ortaminda aniden gerceklesen birkag¢ 6grencinin anlik dikkat ¢ekmek igin
gostermis oldugu istenmeyen davraniglar direng davranigi olarak kabul edilmemektedir. Direng
kavrami, 6grencinin 6gretimi reddetmesi, okul degerlerini elestirmesi sonucu akademik basari-
s1zliga yol acan 6gretmen - 6grenci arasindaki sosyo - kiiltiirel fark sonucu ortaya ¢ikan 6grenci
davraniglarini agiklamak ve yorumlamak i¢in kullanilir (Alpert, 1991).

Her davranisin ortaya ¢ikmasinda cesitli faktorlerin etkisi vardir ve bu durum, 6grencilerin
direng davraniglan i¢in de gecerlidir. Okulundan memnun olmayan, arkadaslarina ve 6gretmen-
lerine kars1 olumsuz tutum sergileyen, iletisim kuramayan yani kisaca okuldaki yasamindan mutlu
olmayan Ogrenci, tepki olarak diren¢ davranisi gosterebilir. Bu da 6grencinin kendisi, diger 6g-
renciler ve dgretmenler i¢in egitimin akademik ve sosyal ¢iktilar iizerinde olumsuz etkilere yol
acabilir.

2. Diren¢ davramslar

Field ve Olafson (1999), 6gretmenlerin genel olarak direng davranislarimi yikici olan, dikkat
cekmek i¢in yapilan, is birligine dayali olmayan, diirtiisel olarak veya bir nedene bagl gergekle-
sen hareketler olarak tanimladiklarini belirtmislerdir. Cok sade olan bu tanim, diren¢ davranisla-
rimin sadece bir boyutunu yansitmaktadir. Diren¢ davraniglar1 genel olarak olumsuz, yikici, bas-
kaldiric1, uyumsuz davranislar olarak tanimlanir fakat 6grenciler bu davranislar disinda derse ka-
tilmama, 6gretmeni umursamama, arka siraya oturma, dersten kagma, kopya ¢ekme, ders igin
gerekli materyalleri getirmeme vb. gibi pasif olarak da direng gdsterebilir (Sever ve Giiven, 2014).
Giroux (2001/2014, s. 276)’a gore baz1 6grenciler glindelik dgretim rutinine ve uygulamalara as-
gari Olciide katilarak direng gosterebilir; yani Giroux’a gore 6grenciler, pasif bir sekilde de direng
gosterebilir. Spaulding (1995) direng davraniglarini pasif direng ve agresif direng olarak iki kate-
goride incelemistir. Pasif direng gdsteren Ogrencilerin davramiglarini, “tekrarlama, s6z kesme,
konu degisiklikleri, yok sayma, kismi itaat” basliklar altinda; agresif direng gosteren 6grencilerin
davraniglarini, “protesto etme, araci kullanma” basliklar1 altinda toplamistir. Kisaca 6rneklemek
gerekirse, sinif etkinliklerine az katilmak gizli dirence, ders esnasinda dgretmenle siirekli tartig-
mak acik dirence 6mek olarak verilebilir (Basar, 1999, s. 147). Burroughs, Kearney ve Plax
(1989, s. 216) 6grenci direncini “yapici veya yikici karst koyma davranisi” seklinde agiklamiglar-
dir. Yikicr direng, daha yaygin olarak bilinen yanlis, istenmeyen davranis olarak kabul edilen
tutumu yansitir. Yikici direng 6grenme faaliyetlerini olumsuz etkilerken yapici direng 6grenme
faaliyetlerini olumlu olarak etkiler ve bu faaliyetlerin etkililigini arttirir. Yapici direng davranisi
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gosteren 6grenciler olumsuz durumlan sikayet etmek, belli bir amag¢ dogrultusunda sorular sor-
mak, 6gretmenin diisiincelerine karsi ¢ikmak gibi davraniglar gosterebilmektedir.

Miles (2005, s. 11) ise 6grenci direnci lizerine yazdig1 kitapta, direng gosteren 6grencilerin
davraniglarini su sekilde siralamistir:

e Sosyal ve mesleki gorevlerine iligkin rutinleri reddederler.
e Yanlis anlagilmaktan ve takdir edilmemekten yakinirlar.

e Miinakasacidirlar.

e  Somurtkandirlar.

e  Otoriteyi elestirir ve sayg1 duymazlar.

o Bagkalarina kars1 kizginlik igeren tavirlar sergilerler.

e Fiziksel ya da s6zel kars1 koyma gosterirler.

e Karamsardirlar.

e  Olumsuz tutum sergilerler.

Sever (2012) 6grenci direng davraniglarini inceledigi calismasinda, ilkogretim 6grencilerinde
en fazla rastlanan direng davraniginin “sorumluluklarini yerine getirmeme” oldugunu tespit et-
migstir. Ayrica direng davraniglarimi en sik goriilenden en az goriilenlere dogru” sorumluklarini
yerine getirmeme, dersle ilgilenmeme, dikkat ¢ekmeye caligsma, kurallara uymama, okuldan
kagma, derse katilmama, arkadaslarin1 6nemsememe, bahaneler 6ne siirme, dersi aksatma, ken-
dini dis uyaricilara kapatma, 6gretmenle catisma, 6gretmeni zorlama, 6gretmeni umursamama.”
sekilde siralamigtir.

2.1. Direng davramglarmin kaynaklar

Diren¢ davraniglarinin kaynaklari, alanyazinda genel olarak 6gretmenden ve 6grenciden kay-
nakl1 olarak incelenmistir. Kearney, Plax, Burroughs (1991)’un diren¢ davranislarinin kaynakla-
rini1 arastirmak i¢in iiniversite 6grencileri lizerinde yaptiklar aragtirmada, daha dnce 1989 yilinda
yapmis olduklar ¢calismada ortaya koyduklar1 19 temel 6grenci direng kategorisinin kaynaklarini,
ogretmen kaynakli davranislar (teacher-owned), 6grenci kaynakli davraniglar (student-owned)
olarak iki boyutta toplamiglardir. Sever (2012) ise direng davraniglarinin kaynaklarini “6gretmen
kaynakli, 6grenci kaynakli, aile kaynakli, 6teki kaynaklar” olmak {izere dort grupta incelemistir.
Alpert (1991) ise diren¢ davraniglarinin kaynaklarini; “Ergen kiiltiiriiniin bilesenleri: Dil ve ilgi
alanlar1 (6gretmenin ilgi alanlarin1 ve kullandig1 konusma dilini 6grencilerin farkli bir bigimde
algilamasi)”, “Akademik basar1 beklentileri (aile ve toplumun akademik basar1 i¢in arzular)”,
“Uyum saglama ve itaat (egitim sistemine ve normlara uyma itaat etme)”, “Akademik oncelik,
ders bilgisi ve becerilerine dayali 6gretim (6gretmenin 6grencilerle iyi bir iletisim kuramamasi,
dersi kuramsal ¢ercevede islemesi)” olarak kategorize etmistir.

Ogretmen kaynakl direng davranislari: Ogretmenin ders ici kullandig: teknikler, iletisim be-
cerileri, konu bilgileri gibi 6gretmene ait boyutu kapsar. Uyumsuz ve tutarsiz davranan gretmen-
leri algilarlar. Ogrenciler dgretmen taleplerine kars: direnislerinde hakli olduklarini hissedebilir-
ler ve sorumlulugu dogrudan 6gretmenin iizerine atabilirler. Ayrica karizmatik 6gretmenlerin
ozellikleriyle (stratejik onsezi, telaffuz, ¢evreye duyarlilik, iiyelerin ihtiyaclarina karsi duyarlilik,
kisisel risk, alisilmamig davraniglar) 6grenci direnci arasindaki iligkiyi arastiran Goodboy ve Bol-
kan (2011) bu iki degisken arasinda negatif yonlii anlaml1 bir iliski oldugunu tespit etmislerdir.
Yani 6gretmenin karakteristik 6zellikleri direng davraniglarinin goriilme sikligiyla iliskilidir.
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Ogrenciden kaynakli direng davranislari: Bu tiir davramslar sergileyen dgrenciler, §gretmen-
lerin ne yapip ne yapmamalar1 gerektigini sdylemelerinden hoslanmazlar. Ogretmenin gergekles-
tirdigi itaat saglama girisimlerine kars1 daha da agresiflesebilirler (Diigmanca savunmaya gegebi-
lirler, sdylenenlerin aksini ispat etmeye calisabilirler, 6gretmeni aldatabilirler ya da 6gretmeni
yok sayabilirler).

2.2. Direng davramglarint onleme ve bas etme yontemleri

Direng davraniglarinin olusmasini engellemek ve bu davraniglarla bas etmek i¢in alanyazinda
yapilan arastirmalar bulunmaktadir. Wells, Jones ve Jones (2014), 6grenci direng davranislarinin
¢Oziimii i¢in motivasyonel goriigme modelini 6nermislerdir. Bu teknigin amaci 6grencinin ken-
dine giivenmesini, kendi bagimsizligini gelistirmesini saglamak ve katilimim desteklemektir. Bu-
nun sonucunda 6grenciler kendi 6grenmelerinin sorumlulugunu alirlar. Bu model 6gretmen — 6g-
renci arasinda is birligi ve yapici iletisimi tesvik eder. McFarland (2001), 6grencilerin sosyal ola-
rak desteklenmediginde, direng davraniglar gosterebileceklerini ve bu ¢abalarim siirdiirebilecek-
lerini tespit etmis, sinif yonetimi stratejilerinin direng davraniglarini 6nlemede ve bu davranislarla
bas etmede etkili oldugunu savunmustur. Sever ve Giiven (2014), 6gretmenlerin 6gretim siirecle-
rinde 6grenme sorumlulugunu 6grencilere veren, daha ¢cok dgrenciyi etkin kilan yani 6grenci mer-
kezli dgretim, yaklasim, yontem ve tekniklerine yer vermelerinin diren¢ davraniglart {izerinde
olumlu yonde etki gosterebilecegini belirtmislerdir. Margonis (2004), orta siniftan gelen bir 6g-
retmenin is¢i sinifindan 6grencilerin gittigi bir okulda karsilastig1 direng davranislarini ve iletisi-
min bu konu tizerindeki etkisini aragtirmigtir. Arastirma sonucunda kurulan olumlu iletigimin 6g-
rencinin direng davranigini azalttigi, sosyal iliskileri ve egitime katilimi arttig1 saptanmstir. Lee,
Levine ve Cambra (1997) 6grencilerin, sevilen ve sinifla iletisimi iyi olan istenmeyen davraniglar
karsisinda yapici ve kibar bir dille konusan 6gretmenlere karsi da daha az direng gosterildigini
saptamislardir. Paulsel ve Chory-Assad (2005) smfta esitligin olmadigimi diisiinen 6grencilerin,
sinifta esitlik oldugunu diisiinen 6grencilerden daha ¢ok direng davranigi gosterdigini saptamis-
lardir. Otoriter bir smif yonetimi ve korku ortami direng davraniglarinin goriilme sikligini arttirir
(Miles, 2005, s. 28). Korkunun hakim oldugu sinif ortami, problem davranislara neden olabilir;
ogretmeninden korkan &grenci, korkan bir insan davranisi sergiler; bir an dnce bulundugu ortam-
dan kurtulmak, kagmak icin ¢aba gosterir; bu durumda 6gretmen engeldir, engeller sevilmez, asi-
lip gegilmek istenir (Akgadag, 2009, s. 280). Ogrenme siireci zevkli hale getirilmez ise direnme,
diisiik motivasyon, dikkatin azalmasi, derse ilgisizlik, 6tke gibi davraniglar olusmaya baslar; bu
durum karsisinda 6gretmen sinirlenebilir, giic ve yetkilerini kullanabilir; sonug olarak §grenme
siireci sevimsiz bir hale gelir (Akgadag, 2009, s. 279).

2.3. Amag ve onem

Egitim birbirine bagl halkalardan olusan bir sistemdir. Bu halkalar1 birinde olusacak bir ariza
tiim sistemi etkileyecektir. Bu halkalarin en énemli pargasi dgrencilerdir. Ogrencilerin davranis-
lar1 okuldaki tiim egitim-6gretim ortamini etkilemektedir. Direng davraniglarinin sik¢a goriildigi
bir ortamda tiim okul bu durumdan etkilenebilir. Sik sik diren¢ davraniglariyla karsilasan dgret-
menler bu durumdan olumsuz etkilenebilir, yetersizlik hissine kapilabilir. Ogretmenler igin ders
anlatmak ¢ekilmez bir duruma gelebilir. Bu durumdaki 6gretmenlerin verimli bir sekilde dersini
anlatmasi zorlasabilir. Bu da egitim 6gretimin zarar gérmesine neden olabilir.

Diren¢ davranislari sinif ve okul ortamina zarar veren davraniglardir. Ogrencilerin okulda ser-
giledigi direng davraniglarinin ampirik veriler 1s181nda incelenmesi, bu ¢aligmanin hareket noktasi
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olmustur. Bu baglamda ¢aligmanin problem ciimlesi “Ortaokul 6gretmenlerinin okullarindaki 6g-
rencilerin direng davraniglarina iligkin algilart nasildir?” seklinde ifade edilmistir.

Arastirmanin genel amac1 ortaokullarda gorev yapan 6gretmenlerin okullarindaki 6grencilerin
diren¢ davranislarina iligkin algilarinin incelenmesidir. Bu ana amag¢ dogrultusunda asagidaki so-
rulara yanit aranmistir:

1. Ogretmenlerin okullarindaki diren¢ davranislarina iliskin algilari nasildir?

2. Ogretmenlerin okullarindaki diren¢ davranislarina iliskin algilar1 arasinda cinsiyete gore
anlamli fark var midir?

3. Ogretmenlerin okullarindaki diren¢ davramislarina iliskin algilari arasinda kideme gore an-
lamli fark var midir?

4. Ogretmenlerin okullarindaki diren¢ davranislarina iliskin algilar1 arasinda calistigi okulun
sosyo-ekonomik diizeyine gore anlamli fark var midir?

3. Yontem
3.1. Arastirma modeli

Arastirma, nicel anlayis temele almarak yapilan tarama modelinde betimsel bir caligmadir.
Arastirmada 6gretmenlerin okullarindaki 6grenci direng davraniglarina iligkin algilarini daha ge-
nele yansitmak amaclandigindan nicel yontem kullanimi uygun goriilmistiir. Ayrica 6gretmenle-
rin okullarindaki 6grenci direng davraniglarina iliskin algilarini 6l¢ekler yoluyla oldugu gibi be-
timlemek, herhangi bir degistirme ¢abasi i¢inde olmadan var olan sekliyle belirlemek hedeflen-
digi i¢in betimsel model tercih edilmistir.

Tarama, gecmiste ya da giliniimiizde bir durumu, onlar1 degistirme veya etkileme cabasi gos-
termeden kendi kosullar i¢inde tanimlamay1 amaglayan bir arastirma modelidir (Karasar, 2016,
s. 109). Nicel anlayis, gercekligin nesnel olarak gdzlenebilecegini, 6l¢iilebilecegini, analiz edile-
bilecegini savunan pozitivist felsefe temeline dayanir (Biiyiikoztiirk, Cakmak, Akgiin, Karadeniz,
Demirel, 2016, s. 12). Nicel arastirma kisaca sosyal gercekligi gozlemlenebilir, dl¢iilebilir ve sa-
yisal olarak ifade edilebilir bir sekilde ortaya koyan bir arastirma tiirtidiir (Ttirniiklii, 2001). Nicel
verilerin toplanmasi ve analizini kapsayan nicel arastirmanin amaci bu veriler arasindaki iligkileri
kanitlamak, genelleme yapmak, tahminlerde bulunmaktir (Biiyilikdztiirk, vd., 2016, s. 12). Bu ¢a-
lismada nicel anlayis dogrultusunda &gretmenlerin okullarindaki dgrenci diren¢ davraniglarina
iligkin algilari, 6lgek kullanilarak belirlenmis ve cesitli bagimsiz degiskenlere (cinsiyet, kidem,
okulun sosyo-ekonomik diizey) gore incelenmistir.

3.2. Evren ve orneklem

Aragtirmanin evrenini 2017-2018 egitim-6gretim y1li Adana ili merkez ilgelerinde gorev ya-
pan tiim ortaokul (Seyhan, Yiregir, Cukurova, Sarigcam) 6gretmenleri olugturmaktadir. Arastir-
manin drneklemini ise bu okullar arasindan tabakali kiime 6rnekleme yontemiyle belirlenen 18
devlet ortaokulunda gorev yapan ve katilima goniillii olan 510 brang 6gretmeninden olugmaktadir.
Ogretmenlere ait kisisel bilgiler Tablo 1°de gdsterilmistir.
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Tablo 1. Orneklemdeki 6gretmenlere ait kisisel bilgiler

Degiskenler Alt Boyutlar f %0
Kadin 287 56.3
Cinsiyet Erkek 200 39.2
Belirtmeyen 23 4.5
0-5 y1l 82 16.1
6-10 y1l 95 18.6
Kidem 11-15y1l 78 15.3
16-20 yil 76 14.9
214yl 154 30.2
Belirtmeyen 25 49
Egitin Enstitiisii 23 4.5
Lisans Tamamlama 18 3.5
e Olunan Okul Egitim Fakiiltesi 355 69.6
Fen-Edebiyat Fakiiltesi 66 12.9
Diger 31 6.1
Belirtmeyen 17 33
Alt 146 28.6
Caligilan Okulun Sosyo- 5 202 396
Ekonomik Diizeyi Ust 162 318

3.3. Veri toplama araglar

Ogrenci direng davranislari 6lgegi (ODDO): Sar1 (2018) tarafindan gelistirilen Ogrenci Direng
Davranislar1 Olgegi-Ogretmen Formu (ODDO-T), dgretmenlerin okulun genelinde veya sinifla-
rinda karsilastigi 6grenci direng davraniglarinin varligimi ve sikligini belirlemede kullanilabilecek
bir 6l¢me aracidir. Yapilan agiklayici ve dogrulayici faktor analizleri ile giivenirlik analizleri so-
nucunda Ogrenci Diren¢ Davranislari Olgeginin “Ogretmen Otoritesine Direng”, “Ogretmene
Kars1 Diismanca Tavirlar”, “Siirekli Ofkeli Olma” ve “Pasif Diren¢” olmak iizere toplam dort
faktdrden olustugu belirlenmistir. Bes dereceli Likert tipinde bir ara¢ olan ODDO-T, 25 madde-
den olusmaktadir. Olgegin tamamina ait Cronbach alfa i¢ tutarlik katsayis1 .95 iken, alt dlgeklerine
iliskin katsayilar,.91, .89, .85 ve .79 seklindedir. ODDO igin yapilan dogrulayici faktor analizi
sonuglar1 da 6l¢egin kullanima uygun olduguna isaret etmektedir [2=405.04 (sd=269, p=.000),
(2 /sd=1.50), RMSEA=.052, NNFI= .99, NFI=.97, SRMR=.046, GFI=.85, AGFI=.82, CFI=.99].

Bu ¢aligmada 6lgegin Cronbach alfa i¢ tutarlik katsayilar1 yeniden incelenmis ve elde edilen
degerler “Ogretmen Otoritesine Direng” alt dlgegi i¢in .90, “Ogretmene Karsi Diismanca Tavir-
lar” alt dlcegi icin .89, “Siirekli Ofkeli Olma” alt dlgegi icin .85 ve “Pasif Direng” alt dlgegi igin
de .84 oldugu goriilmiistiir.

3.4. Verilerin analizi

Analizlerden once verilerin normal dagilim sayiltisim karsilayip karsilamadigini anlamak
amaciyla basiklik ve carpiklik katsayilarmin (Skewness ve Kurtosis) yanm sira, Kolmogorov-
Smirnov (K-S) degerleri incelenmistir. Bu inceleme sonucunda elde edilen K-S degerleri ODDO-
T Ogretmen Otoritesine Direng boyutu i¢in 1.519 (p<.05), ODDO-T Ogretmene Kars1 Diismanca
Tavirlar boyutu icin 2.406 (p<.05), ODDO-T Siirekli Ofkeli Olma boyutu icin 2.942 (p<.05),
ODDO-T Pasif Diren¢ boyutu igin 1.593 (p<.05), ODDO-T Toplam puani i¢in 1.371 (p<.05)
olarak bulunmustur. Bu durumda analizlerde parametrik testler yerine ikili karsilagtirmalarda
Mann Whitney-U testi, coklu karsilagtirmalarda ise Kruskal Wallis-H testleri kullanilmistir.
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Puanlarin yorumlanmasinda grup genislik degeri, dlcek besli Likert tipinde oldugundan,
4/5=0.80 olarak alinmistir. Buna gore; 1.00 — 1.80 aras1 “gok diisiik”; 1.80— 2.60 aras1 “diigiik”;
2.60 — 3.40 aras1 “orta”; 3.40 — 4.20 aras1 “yiiksek”; 4.20 — 5.00 aras1 da “cok yiiksek™ olarak
alinmigtir. Istatistiksel bulgularin anlamliliginin degerlendirilmesinde .05 anlamlilik diizeyi 6lgiit
alimmigtir.

4. Bulgular
4.1. Ogretmenlerin ODDO-T puanlarina iligkin betimsel istatistikler

Ogretmenlerin ODDO-T 6lgeklerinden aldiklar1 puanlara ait aritmetik ortalama ve standart
sapmalar Tablo 2°de sunulmustur.

Tablo 2 . Ogretmenlerin ODDO-T puanlarina iliskin betimsel istatistikler

Olgek (:)lgek Boyutlari X Ss
Ogretmen Otoritesine Direng 2.74 17
Ogretmene Kargi Diismanca Tavirlar 1.86 .69
ODDO-T  Siirekli Ofkeli Olma 2.23 .89
Pasif Direng 2.45 a7
ODDO Toplam Puanlart 2.32 .66

Tablo 2’de goriildiigii gibi 6gretmenlerin ODDO-T puanlarina iliskin ortalamalari ise 1.86 ile
2.74 arasinda degigmektedir.

4.2. Cinsiyete gore égretmenlerin ODDO-T puanlari

Ogretmenlerin ODDO-T puanlarinin cinsiyete gore karsilastirilmasi amaciyla yapilan Mann
Whitney U testi sonuglart Tablo 3’te gdsterilmistir.

Tablo 3. Cinsiyete gore dgretmenlerin ODDO-T puanlarina ait Mann Whitney U-Testi sonug-
lar

Alt Boyutlar Cinsiyet n Sira Ort. Sira Top. U p
Ogretmen Otoritesine Kadin 287 239.32 68685.00 357000 370
Direng Erkek 200 250.72 50143.00 ) )
Ogretmene Karst Dils- Kadin 287 230.72 66216.00 14888000 012
manca Tavirlar Erkek 200 263.06 52612.00 ) )

) Kadin 287 237.53 68171.50
Siirekli Ofkeli Olma 26843.500 222

Erkek 200 253.28 50656.50

o Kadin 287 234.45 67287.50
Pasif Direng 25959.500 .072
Erkek 200 257.70 51540.50

R Kadm 287 233.64 67054.00
Olgek Toplam Puanlari 25726.000 .052
Erkek 200 258.87 51774.00

p> .05

Tablo 3’te goriildiigii gibi Ogretmenlerin  “Ogretmene Kars1i Diismanca Tavirlar”
(U=24888.000; p<0.05) disindaki ODDO alt 6lgeklerinde ve toplam puanlar arasinda cinsiyete
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gore anlamli bir fark bulunmamaktadir (U= 27357.000; 26843.500; 25959.500; 25726.000;
p>0.05). Gruplara ait sira ortalamalar1 incelendiginde ODDO alt 6lcekleri ve toplam puanlarinda
erkek 6gretmenlerin puanlarinin daha yiiksek oldugu gortilmiistiir.

4.3. Kideme gére ogretmenlerin ODDO-T puanlari

Ogretmenlerin ODDO-T puanlarinin kideme gore karsilastirilmasi amaciyla yapilan Kruskal
Wallis testi sonuglar1 Tablo 4’te gdsterilmistir.

Tablo 4. Kideme gore dgretmenlerin ODDO-T puanlarina iliskin Kruskal Wallis Testi sonug-
lar

Kidem Y1l

Boyutlar Arahin N SwraOrt. sd X p U
0-5 82 316.24 0-5> 16-20
Ogretmen Otori- 6-10 % 27851 6-10 > 16-20
tesine Direng 11-15 78 199.06 4 49.044 000 6-10 >11-15
16-20 76 187.92 0-5 >11-15
21 ve tstii 154 231.53 0-5> 21 ve list
0-5 82 261.69
Ogretmene Karst  6-10 95  269.20
Diigsmanca Tavir-  11-15 78 199.61 4 16.694 002 6-10>11-15
lar 16-20 76 213.03
21 ve istii 154 253.65
0-5 82 338.40 0-5>6-10
) 6-10 95  268.78 0-5>16-20
Siirekli Ofkeli 11-15 78 187.92 4 65.661 000 0-5 > 11-15“
Olma 16-20 76 190.83 0-5> 21 ve iist
6-10 > 16-20
21 ve tstii 154 229.94 6-10 > 11-15
0-5 82 294 .07
6-10 95 26371 0-5>16-20
Pasif Direng 11-15 78 189.86 4 28147 o000 OIS
16-20 76 211.89 6-10 > 11-15
21 ve iist > 11-15
21 ve tstii 154 24531
0-5 82 311.09 0-5> 16-20
6-10 95 27473 0-5 >11-15
Olgek Toplami 11-15 78 187.16 4 46.804 000 0-5>21veiist
16-20 76 191.80 6-10 > 16-20
21 ve tstii 154 240.72 6-10 > 11-15

N=485

Tablo 4’te goriildiigii gibi Kruskal Wallis testi sonuglarma gére dgretmenlerin ODDO-T alt
Olgeklerinde ve toplam puanlarinda gruplarin sira ortalamalarinda anlamli farklar bulunmaktadir.
Mann Whitney U testiyle yapilan ikili karsilastirmalarda “Ogretmene Karsi Diismanca Tavirlar”
boyutu harig¢ ODDO-T toplam ve alt boyutlarda 0-5 yillik kideme sahip dgretmenlerin 11-15, 16-
20 ve 21 yil ve tstii; 6-10 yillik kideme sahip 6gretmenlerin ise 11-15 ve 16-20 yillik kideme
sahip 6gretmenlerden anlamli bir sekilde daha yiiksek puan aldiklari belirlenmistir.

4.4. Okulun SED’ine gore égretmenlerin ODDO-T puanlari

Ogretmenlerin ODDO-T puanlarmin okulun SED’ine gore karsilastiriimasinda yapilan Krus-
kal Wallis testi sonuglar1 Tablo 5’te gosterilmistir.
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Tablo 5. Okulun SED’ine Gore Ogretmenlerin ODDO-T Puanlarma Iliskin Kruskal Wallis
Testi Sonuglart

Boyutlar SED N Sira Ort. sd X: p U
Sretmen Otoritesi Alt 146 339.70 A>0
gretmen tortesine =5 202 23835 2 72724 000 A>U
Direng — N
Ust 162 201.00 O>U
St Karsi Dite. 146 299.04 ASO
gretmene Barst YU "o 202 24975 2 20817 000 7%
manca Tavirlar .. A>U
Ust 162 22343
Alt 146 358.67 A>0
Siirekli Ofkeli Olma Orta 202 234.61 2 109.929 000 A>U
Ust 162 188.57 o>0U
Alt 146 316.79
[ A>0
Pasif Direng Orta 202 243.06 2 38.724 000 AT
Ust 162 215.78
Alt 146 33941 A>0
Olgek Toplami Orta 202 239.11 2 72.581 000 A>U
Ust 162 200.31 o>U

Kruskal Wallis testi sonuglarina gére dgretmenlerin 6lgek puanlarinda okulun SED’ine gore
anlamli farklar bulunmaktadir. Mann Whitney U testiyle yapilan ikili karsilagtirmalarda belirle-
nen anlamh farklar, alt SED ile orta ve iist SED arasinda; orta SED ile iist SED arasinda sosyo
ekonomik diizeyi daha diisiik okullar Iehine olacak sekildedir (p<.05).

5. Sonug¢ ve tartisma

Ogretmenlerin okulda veya simiflarinda karsilasti1 6grenci direng davramslari incelendiginde,
“Ogretmene Kars1 Diismanca Tavirlar” boyutu disindaki boyutlarin 2 ile 3 puan arasinda oldugu
saptanmuistir, yani ortalamanin biraz altinda disiige yakin diizeydedir. Bu bulgular, 6gretmenlerin
diren¢ davraniglariyla ¢ok sik karsilagmadiklarina isaret etmektedir. Yildiz (2019) 6grenciler lize-
rinde yaptig1 arastirmada 6grencilerin diren¢ davraniglar1 gosterme diizeyinin diisiik oldugunu
tespit etmistir. Ayrica istenmeyen 6grenci davraniglariin sikligini arastiran bazi arastirmalarda
(Ozdas ve Akpinar, 2016) benzer sonuglara rastlanmistir. En diisiik ortalamanin “Ogretmene
Kars1 Diismanca Tavirlar” boyutunda olmasi, arastirma kapsaminda yer alan 6grencilerin 6gret-
menlerine yonelik kisisel 6fke veya diismanlik hisleri tasimadiklarinin, zaman zaman belki bu-
lunduklar1 konum itibar1 ile bir takim diren¢ davranislar1 sergilediklerinin bir gostergesi olarak
ele almabilir.

Ogretmenlerin 6grenci direng davranislariyla karsilasma sikliklarn cinsiyetleri bakimidan
karsilagtirildiginda anlamli fark goriilmedigi (p>.05) saptanmistir. Sira ortalamalar1 incelendi-
ginde ise tlim boyutlarda ve 6l¢ek toplam puanlarinda erkek 6gretmenlerin daha yiiksek ortala-
maya sahip oldugu saptanmistir. Sonug olarak erkek 6gretmenlerin daha ¢ok diren¢ davranisi ile
karsilastiklar1 seklinde yorum yapilabilir. Alanyazin incelendiginde 6gretmen cinsiyetine gore di-
reng davraniglarini aragtiran bir ¢aligmaya ulagilamamis olmakla birlikte sinif i¢i istenmeyen dav-
raniglari inceleyen bazi arastirmalarda (Balay ve Saglam, 2008; Bulut, 2008; Ekici ve Ekici, 2014)
Ogretmen cinsiyetine gore anlamli fark bulunamazken bazi arastirmalarda kadin 6gretmenler le-
hine (Capri, Balc1 ve Celikkaleli, 2010; Erol, 2006) anlamli farka rastlanmistir. Ogrencilerin kadin
Ogretmenleri anne figlirli olarak goérmeleri, anne sevgisine, sefkatine ihtiyag duymalar daha
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seyrek; erkek ogretmenlerin dgrenciler arasinda sert ve sinirli olarak algilanmalar ise daha sik
diren¢ davranisi sergilemelerine neden olmus olabilir.

Ogretmen algilar1 dogrultusunda mesleki kideme gore dgrencilerin direng davramislar ince-
lendiginde kidemi 10 yila kadar olan 6gretmenler lehine anlamli farklar belirlenmistir. Bu bul-
guya gore 6grenci direng davraniglar ile kidemi yiiksek 6gretmenler daha az; kidemi diisiik olan
Ogretmenler ise daha fazla kars1 karstya kalmaktadir. Meslege yeni baglayan 6gretmenler, direng
davraniglanyla karsilastiklarinda yapmalar1 gerekenler ile bocalamakta olabilirler. Hatta 6gret-
menlerin tecriibesizligi nedeniyle kendilerini 6grencilere ifade etmede, 6grenme-dgretme siirecini
etkili bir sekilde planlama ve uygulamada, sinif yonetiminde etkili stratejiler kullanmada yasaya-
bilecekleri sikintilar, 6grencilerin 6gretmenlerini yetersizmis gibi algilamalarina ve bu nedenle
daha cok direng gostermelerine yol agmis da olabilir. Nitekim, kidemi diisiik olan 6gretmenlerin
(Korkut ve Babaoglan, 2010) veya meslege yeni baslayan aday 6gretmenlerin (Oztiirk, 2016) simf
yonetiminde zorluklar yasadigina dair arastirma bulgular1 mevcuttur. Ote yandan Alkan (2007)
ise kidemi 11 yildan fazla olan 6gretmenlerin istenmeyen davraniglarla daha etkili bag edebildik-
lerini, bu davraniglara daha olumlu yaklastiklarini ve daha tutarli olduklarin1 gésteren sonuglara
ulagmuistir.

Ogretmen algilar1 dogrultusunda okulun bulundugu sosyo-ekonomik ¢evreye gore dgrencile-
rin diren¢ davraniglan incelendiginde, en yiiksek ortalamalarin alt sosyo-ekonomik diizeydeki
okullarda oldugu goriilmiistiir. Bu bulgulardan hareketle en sik direng davraniginin alt sosyo-eko-
nomik diizeye sahip okullarda goriildiigii; 6grenci direng davranislarinin en az goriildiigii okulla-
rin ise Uist sosyo-ekonomik diizeye sahip okullar oldugu sonucu ¢ikarilabilir. Bu bulgular direng
teorisyenlerinin alt siniftan gelen dgrencilerin okulun baskin ideolojilerine, uygulamalarina karsi
cikmasi seklindeki goriisleriyle (Anyon, 1981; Apple, 1980; Apple, 1981; Everhart, 1983; Willis,
1977) de uyusmaktadir. Okulun ekonomik ve fiziki kosullarinin yetersiz, sosyal etkinliklerin az
olmasi, derste anlatilan konularin 6grencinin yasam beklentileriyle uyugmamasi veya dgrencinin
ilgisini cekmemesi, hazirbulunuslugu diisiik olan dgrencilerin konular1 6grenirken zorlanmalari,
Ogrenci velilerinin ilgisizligi gibi alt sosyo-ekonomik bdlgelerdeki okullarda yasanan bir¢ok so-
run bu bulgularin nedenleri arasinda sayilabilir.

6. Oneriler

e Arastirma sonuglarinda 6grenci direng davranis sikliginin ortalamanm altinda oldugu tespit
edilmistir. Diren¢ davranis diizeyini en aza indirmek i¢in 6gretmenlerin ve okul ydnetiminin
bu davranislar hakkinda daha c¢ok bilgi sahibi olmasi gerekmektedir. Hizmet igi egitimler
diizenlenerek 6gretmenlere ve okul yonetimine bu davranislar ile bas etme yontemleri anla-
tilabilir. Universitelerde, gretmen adaylarna mezun olmadan énce bu davranislarla bas et-
menin yollarn hakkinda gereken bilgi ve beceriler kazandirilabilir.

e Maesleki kidemi diisiik 6gretmenlerin direng davraniglariyla daha sik karsilastiklar tespit edil-
mistir. Bu nedenle mesleki kidemi diigiik olan 6gretmenlere direng davraniglart hakkinda bil-
gilendirme ¢aligmalari yaptirilabilir. Ya da egitim fakiiltelerinde aday 6gretmenlerin daha gok
staj yapmasi veya farkli sosyo-ekonomik bolgelerde staj yapmasi saglanabilir.

e Arastirmada en sik diren¢ davranisi diizeyi alt sosyo-ekonomik statiideki okullarda ortaya
cikmistir. Bu diizeyde ¢alisan 6gretmenlerle ve MEB ile is birligi yapacak ekipler olusturu-
larak okullarda uygulamali ¢dziim yollar gelistirilebilir.
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Extended abstract in English

Problem: School is the reflection of society. Since human beings who have various cultures,
various life styles, various beliefs exist in the society, school also has its own distinctive dynam-
ics. Every school even every class has its own social and psychological pattern that varies accord-
ing to its environment. The behaviors of students are affected from this environment and take
form in accordance with this environment. Although among these behaviors there are positive
types of behaviors, it can also be seen behaviors that are defined as negative type, disagreeable to
school rules and problematic. Among these behaviors there also exist behaviors that we call “re-
sistance behaviors”.

Detection of resistance behaviors is important both for teachers and also for school adminis-
trators. Because these type of behaviors give harm both to the class and also to the school. It is
important to look at the resistance behaviors in the school and its reasons multi-directionally. This
study is seen important since it emphasizes the subject of student resistance that will have ex-
tremely important outcomes.

Resistance behaviors are the behaviors that harm class and school environment. Starting point
of this study is the analysis of students’ resistance behaviors in the school in the light of empirical
data. Within this context, problem sentence of the study is expressed as “How is the secondary
school teachers’ perceptions related to resistance behaviors of the students in their schools?”

The main aim of the study is to analyze secondary school teachers’ perceptions related to the
resistance behaviors of the students in their schools. In accordance with this main aim, answers
are seeked for the questions mentioned below:

1. How is the teachers’ perceptions related to resistance behaviors of the students in their
schools?

2. Isthere a significant difference between teachers’ perceptions related to resistance behav-
iors of the students in their schools according to their gender?

3. Isthere a significant difference between teachers’ perceptions related to resistance behav-
iors of the students in their schools according to their seniority?

4. Isthere a significant difference between teachers’ perceptions related to resistance behav-
iors of the students in their schools according to the socioeconomic level of the schools that they
work?

Method: The research is a descriptive study using quantitative data collection methods in the
survey model. The universe of the research is secondary school teachers working in the central
districts of Adana. In the sample, 510 teachers working in 18 state secondary schools with differ-
ent socio-economic levels (lower-middle-upper) in the central districts of Adana province during
the academic year 2017-2018 are included. "Student Resistance Behavior Scale" developed by
Sar1 (2018) were used in the research. The data were analyzed with the "SPSS 25" package pro-
gram. Non - parametric tests were used because of the normal distribution of the data. In the
analysis of the data, Mann Whitney-U test, Kruskal Wallis-H test were used together with de-
scriptive statistics.

Findings: In the end of the research it has been detected that secondary school teachers work-
ing in Adana province encounter less frequently with resistance behaviors in their schools.
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Although resistance behaviors encountering frequency doesn’t change significantly according to
the gender of teacher, it has been determined that male teachers have high average rates in all
contents, hence they encounter more with resistance behaviors. When the students’ behaviors are
analyzed in terms of professional seniority, significant differences are detected in favor of the
teachers who have seniority up to 10 years. According to this finding; high seniority teachers
encounter less with student resistance behaviors, low seniority teachers encounter more with stu-
dent resistance behaviors. When student resistance behaviors analyzed in terms of socioeconomic
level, highest average rates are seen in low socioeconomic level schools. Based on these findings
it will be deduced that most frequent student resistance behaviors are seen in low socioeconomic
level schools and least frequent student resistance behaviors are seen in high socioeconomic level
schools.
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