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Editorden

Degerli Bilim Insanlari;

Kocaeli Universitesi Egitim Dergisi olarak 2018 yilinda yayin hayatina basladik ve su anda ikinci
cilt ikinci sayimizla karsiizdayiz. Birinci sayimizin yayinlanmasinin ardindan dergimiz icin e-
ISSN numaras: tahsisi gerceklestirdik. Ikinci saymin yaymlanmasim takiben dergimizde
yayinlanan tiim makalelere DOI numarasi atama islemleri gerceklestirilmistir. DergiPark’in da
TR-Dizin bagvuru siirecleriyle uyumlu hale getirdigi sartlar1 uygulamaya basladik. Ornegin, bu
sayimizla birlikte tiim yazarlarin ORCID ID bilgisini zorunlu olarak talep ediyoruz ve ilgili
makalenin kapak sayfasinda yer veriyoruz. iki yillik toplamda 4 sayilik deneyim ve siirekliligin
verdigi giivenle 2020 yili igerisinde TR-Dizin basvurumuzu da gerceklestirmeyi planhyoruz.
Kocaeli Universitesi Egitim Dergisi olarak akademik dergi yayinciiginin gerektirdigi sorumluluk
ve etik cercevede tiim stiregleri adim adim ve biiytik bir titizlikle ylirtitmekte oldugumuzu gururla
ifade edebiliriz.

Dergimizin ikinci cilt ikinci sayisinin ilk ¢alismasi Kocaeli Universitesinden Miinevver Yahsi
tarafindan kaleme alinan “Salt-ingilizce simiflarina farkli bir yaklasim: Tiirkiye'deki lise
ogrencilerinin anadil kullanimi ve Salt-Ingilizce simiflarina yénelik tutumlar1” bashkh arastirma
makalesidir. ilgili calisma Ingilizce olarak yayinlanmustir. ikinci ¢alisma Baskent Universitesinden
Tillay Sarar Kuzu ve Ilknur Karsi tarafindan kaleme alinan “Farkli brang égretmenlerinin
Tiirkgenin akademik basaridaki roliine yonelik farkindaligl” baslikli arastirma makalesidir.
Sayimizin {igiincii calismasi Eskisehir Osman Gazi Universitesi’'nden Omer Giil tarafindan kaleme
alinan “Gii¢c mesafesi algisi 6lcegi gecerlik ve giivenirlik ¢alismas1” baghikli arastirma makalesidir.
Sayimizin dérdiincii ve son ¢alismasi, Fatih Sultan Mehmet Vakif Universitesinden Pinar Kir
tarafindan kaleme alinan “Ingilizce 6gretmeni seciminde Praxis diger dilleri konugsanlara yonelik
Ingilizce (ESOL) sinaw1 ile Tiirkiye Kamu Personeli Secme Sinavi'min (KPSS) karsilagtirmal
gecerlik analizi” baslikli arastirma makalesidir.

Dergimizin doérdiincii sayisinin ¢cikmasinda emegi gecen basta Yayin Kurulu ve Danisma Kurulu
liyeleri olmak {izere, bu sayinin yazarlarina ve hakemlerine ictenlikle tesekkiir ederim.

TR-Dizin bagvurumuzu da gergeklestirecegimiz liglinct cilt birinci sayimizda bulusmak dilegiyle...
Saygilarimla,

Prof. Dr. Elif CELEBI ONCU
Bas Editor
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Turkiye’deki lise 6grencilerinin anadil kullanimi ve
Salt-Ingilizce siniflarina yénelik tutumlar:

A different take on English-Only classrooms: High
school learners’ use of mother tongue and their
attitudes towards the English-Only classrooms in

Turkey
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Bu makale, lise 6grencilerinin Tiirkiye'de yabanci dil 6greniminde anadil kullanim miktarlari ve salt
Ingilizce kullanimina yénelik tutumlarina iliskin bir ¢alismanin sonuglarimi sunmaktadir. Katihmcilar
Tiirkiye'nin kuzeybati bélgesindeki farkli devlet liselerine devam eden ve Ingilizce seviyeleri orta derece
olan toplam 30 dgrenciden olusmaktadir. Calismanin amaci; Ingilizce derslerinde (a) égrencilerin farkl
muhataplar arasindaki Tiirk¢e kullanim miktarini, (b) 6grencilerin belirli baglamlarda Tiirk¢e kullanim
miktarlarini, (c) égrencilerin salt Ingilizce kullanimina iliskin tutumlarin1 ve (d) 6grencilerin belirli
baglamlarda salt ingilizce kullamimina yénelik tutumlarim incelemektir. Temel veri toplama araci anket
iken birincil veri formunu desteklemek i¢cin katilimcilarla yar1 yapilandirilmis goriisme de yapilmistir.
Anket sonuclarina gére ogrencilerin yalmzca Ingilizce kullanimina yénelik tutumlari incelendiginde
yabanci dile azami sekilde maruz kalmanin 6nemli olduguna inandiklari icin 6gretmenin her kosulda
yalnizca Ingilizce konusmasi gerektigini belirttikleri goriilmiistiir. Fakat ayn1 zamanda anadilin de Ingilizce
O0grenimi sirasinda kullanilmasi gerektigini belirtmislerdir. Anadilin kullanim alanlar1 incelendiginde ise
ogrencilerin en ¢ok dilbilgisi agiklamalar1 ve test veya ddevlerin detaylar ile ilgili talimatlar verilirken
anadilde ag¢iklamaya ihtiya¢ duyduklar: goriilmiistiir. Yar1 yapilandirilmis goriisme sonuglari ise yabanci
dili 6grenme stirecini kolaylastirmasinin yani sira, anadil kullaniminin elestirel bir bakis acisi ile kimlik
sorunuyla iliskilendirildigini gostermistir. Ogrencilerin Tiirkge'ye gecis ihtiyaclar ile ilgili diger yorumlar
da tartisilmistir.

Anahtar Sozciikler: Sinifta salt ingilizce kullanimi, ana dil kullanimyi, Tiirk 6grenciler

ABSTRACT

This article presents the results of a study on intermediate high school learners’ mother language use and
their attitudes towards the only-English use in foreign language learning in Turkey. The participants of the
study are 30 students who attend to different state high schools in the North-western region of Turkey.
The study aims to investigate (a) learners’ amount of Turkish language use among specific interlocutors,
(b) learners’ amount of Turkish language use in specific contexts, (c) learners’ attitudes towards only target
language use, and (d) learners’ attitudes towards only target language use in specific contexts. The main
data collection instrument is a questionnaire, while a semi-structured interview is conducted to
supplement the primary form of data. According to the results of the questionnaire, the learners state that
teachers should speak only in English in almost all circumstances, as the learners hold the belief that the
maximum exposure to the foreign language is important. However, they also state that the mother tongue
should be used during English language instruction when necessary. Such a necessity for the use of mother
tongue is felt by learners during grammar explanations and instructions about the details of tests or
assignments. Moreover, the results of the semi-structured interviews show that the use of mother tongue
is associated with the identity issue from a critical perspective as well as a facilitator of the L2 learning
process. Further interpretations about students’ needs to shift to Turkish are also offered.

Keywords: The use of only English language in the class, use of L1, Turkish learners

Miinevver Yahsi
Salt-Ingilizce siniflarina farkh bir yaklasim: Tiirkiye’deki lise 6grencilerinin anadil kullanimi ve Salt-Ingilizce
siniflarina yonelik tutumlar:
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INTRODUCTION

The “English-only” use in the foreign language classrooms has been perceived as one of the
preconditions for learning English in the ELT arena since the rejection of the use of GTM
(Grammar Translation Method) and the introduction of the Reform Movement in the 19th century
(Richards & Rodgers, 2001). The methods such as Direct Method and Audiolingual Method
following the Reform Movement, which focuses on oral language production and inductive
grammar teaching, prohibit the use of L1 (mother tongue) and advocate exposal to the input
provided by a native speaker in order to develop native-like language proficiency (Cook, 2001).
Additionally, Lado (1958) introduces the term of “Contrastive Analysis” to the language teaching
research, which advocates the monolingual use of English by claiming that the use of L1 interferes
with L2 (foreign language) acquisition.

However, the phenomenon of using the only target language in the class has changed over the
years and ultimately become “unfashionable” (Atkinson, 1987: 241). Various researchers
(Atkinson, 1987; Auerbach, 1998; Cook, 2001; Tang, 2002; Storch & Wigglesworth, 2003; Swain
& Lapkin, 2000) challenge the justifications for the use of only target language, which, as a result,
leads to discussions on the presence of the mother tongue and alternative takes on its use during
the foreign language learning process in terms of both pedagogical and ideological concerns. From
a pedagogical standpoint, humanistic methods such as CLT (Communicative Language Teaching)
recommend the sagacious use of mother tongue (Larsen-Freeman, 2000) rather than completely
forbidding it. Moreover, the ways in which L1 could be applied to foster L2 learning in the class
continue to be a wide research topic and have led to suggestions for various techniques such as
comprehension check or eliciting in L1 (Atkinson, 1987; Harbord, 1992). From a critical point of
view, Auerbach (1998) considers the monolingual attitude in the classroom as an ideological one
and deconstructs the unequal power relationship between the mother tongue and the foreign
language of the learner.

This changing attitude towards L1 use leads to studies which investigate the teachers’ (Harbord,
1992; McMillan & Rivers, 2011) and learners’ attitudes (Arenas-Iglesias, 2016; Kavaliauskienég,
2009; Rolin-lanziti & Varshney, 2008; Schweers, 1999; Tsukamoto, 2012; Varshney & Rolin-
lanziti, 2006) towards L1 use in L2 context. In the local context, Turkey, while there are numerous
studies that investigate the teachers’ attitudes towards L1 use (Kafes, 2011; Kayaoglu, 2012; Sali,
2014; Senel, 2010; Tungay, 2014; Ustiinel & Seedhouse, 2005; Yavuz 2012) there are few studies
that focus on learners’ perspectives towards the use of mother tongue in foreign language
classrooms (Debreli & Oyman, 2016; Oflaz, 2009; Paker & Karaagag, 2015; Taskin, 2011). In
parallel with the mentioned studies, this study focuses on the areas where learners need to shift
to their L1. However, unlike other studies, it also examines the learners’ attitudes towards only
target language use according to the specific contexts. In that sense, this study could shed light on
the question of whether English-only classrooms should be reinforced when the learners’
attitudes and needs are considered.

LITERATURE REVIEW

Reasons for the Avoidance of L1

Cook (2001) and Auerbach (1998) examine the possible justifications of using L1 in the classroom
by providing English teaching and learning methods promoting the use of L1. While Cook (2001)
mostly explains the reasons for avoidance or banning of the L1 during language learning from
pedagogical point of view, Auerbach (1998) examines forbidding of L1 from a political point of
view by explaining the dominance of the monolingual English teaching propaganda over
pedagogical implementations.

Cook (2001) lists three reasons that justify the use of only target language in the classroom. The

first one is about the false association between first and second / foreign language acquisitions.

He states that looking at the L1 acquisition process of children, as children do not use another
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language, native languages of the learners are banned during L2 learning process. However, he
clearly criticizes the inappropriate comparison between the L1 and L2 acquisition by referring to
the clear-cut differences in the cognitive and emotional developments of the first and second
language learners. Plus, the overall objective of L2 learning is simply reduced to the ability of
speaking as a native speaker, which is quite essentialist and places the non-native learners in an
inferior position from a critical point of view (Auerbach 1998, Cook, 2001). The second reason is
related to the compartmentalization of the brain, which refers to the hypothesis that human brain
stores the different languages in separate places. The assumed counterproductive effect of L1 on
the L2 development is justified with the Contrastive Analysis (Lado, 1958), which anticipates the
inter-language errors based on the interference of L1. Cook (2001) goes on to state that L2 users
are more open to creative thinking without producing stereotypes. Therefore, such a non-
compartmentalized point of view towards bilingualism could promote the use of L1 in L2 learning
process. He emphasizes that L1 plays a key role in L2 learning and L2 use as a means of scaffolding
among learners for negotiation of meaning and the use of L1 as a mediating tool for meaning
construction in another language. The third reason for avoiding L1 is related to need for the
sufficient second language use in the classroom. Accepting the importance of showing and using
English purposefully in the class by creating a mutual classroom language in English, Cook (2001)
states that the situation does not necessarily prevent the use of L1 in the class.

Auerbach (1998) approaches the reasons of avoidance of L1 use in 12 context from a political view
and re-examines the use of L1 in the L2 classroom with a critical attitude towards the promotion
of monolingual English education in ESL classroom in her article by emphasizing the underlined
power relations and political concerns in the society and their effects on the language teaching
approach and pedagogy. She overtly states that English in teaching ESL has an ideological political
ground which shapes the pedagogical implementations by considering the idea of prohibiting the
L1 in the class for fostering foreign language development as a pedagogical hypothesis proposed
by the leading force of British neo-colonial practices for dominating other communities.

There is a Room for L1: Advantages of the L1 Use in L2 Setting

Studies which investigate the positive effect of L1 use in L2 context can be examined in
pedagogical and political categories. There are various studies (Tang, 2002; Storch &
Wigglesworth, 2003) investigating the pedagogical implementations of L1 use in terms of the
amount of L1 use, the reasons to turn to L1 and teacher and students’ attitudes towards using L1
as well as the ones which criticize the English-only classrooms by referring to learners’ identity
and anxiety (Auerbach, 1998; Osburne & Harss-Covaleski, 1991).

Storch and Wigglesworth (2003) investigate the role of L1 in the L2 learning context from a socio-
cultural point of view. Twenty-four university students are grouped into 12 pairs and the
researchers focus on the 6 group that share the same L1. All pairs complete one reconstruction
task and a short joint composition task. Their dialogues during complementation of the tasks and
the interviews conducted with them are recorded. The results show that students mostly turn to
L1 for task managements such as requirements of the task in the joint compositions, while they
use L1 mostly for discussing the meaning of words and grammatical structures in the
reconstruction task. In the light of these results, Storch and Wigglesworth (2003) suggest that
some use of L1 in the language lessons could have a supportive and facilitative role on the
development of L2. Tang (2002) also agrees with the attitudes of the teachers and the students
towards the use of L1 in the lessons by stating that 10 percentage of the lessons could be in native
language in order to foster the development of English through explaining culturally-specific
concepts, assist classroom management, compensate comprehension breakdowns resulting from
English instruction.

Looking into the reasons for using L1 in the classroom in these studies, it can be claimed that
students mostly turn to their native language for task managements such as requirements of the
task in the joint composition, discussing the meaning of words and the grammatical structures,
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for understanding stories or amaking vocabulary research. Therefore, these studies confirm the
efficient role of L1 in terms of providing clarity in unfamiliar concepts via L1 explanations and
supportive role of L1 during the L2 learning process. As a result, all these researchers justify the
use of L1 in L2 context but in a cautious manner. They clearly state their concerns about the
advocating the use of L1, which in turn could hinder the second language learning process.

However, Auerbach (1998) does not agree with the idea of “minimizing” the L1 use in the
classroom and she approaches the issue from a broader perspective. Rather than only offering
suggestions about classroom implementations, she also discusses the content of the materials,
teacher qualifications and learners' autonomy for deciding the language of the classroom under
the umbrella term of “power relations” and “native speakerism”. While deconstructing the power
inequality and linguistic imperialism in terms of using L1 in the classroom and teacher
qualifications, she refers to the studies of D’Annunzio (1991) and Hemmindinger (1987) which
emphasize the necessity of the L1 —especially for adult learners who have minimum literacy- in
order to get the learners emotionally engaged with learning process. The results of these two
studies based on the language development of nearly illiterate refugees show that bilingual
approach to initial ESL prevents culture shock and regulates the affective filter of the learners
more effectively than a monolingual enforcement of English which excludes the learners in the
classroom both psychologically and ethnographically. As learners are forced to express their
feelings in simple structured sentences in English rather than having a chance to apply their native
language while showing their emotional reactions, this situation makes them feel isolated and
excluded from the community.

Likewise, Osburne and Harss-Covaleski (1991) oppose the belief that bilingual instruction beyond
the beginner level is necessarily the leading factor of over-use of L1 that interferes the second
language acquisition. The result of this study shows that there is no qualitative or quantitative
difference between the compositions written directly in English and those written in the native
language of the learner and then translated into English. Moreover, using translation activities in
the class prompts learners to actively participate in the lessons by using their native language for
metalinguistic purposes such as talking about English grammatical structures. In addition to the
role of L1 in fostering the development of English, they claim that the curriculum and the content
should be based on the learners’ daily problems to improve their critical thinking skills. This is
harder of an achievement through monolingual instruction, as it forces the learners to feel stuck
in the simplest way of expressing themselves, which prevents the development of critical skills.
Language choice in the multilingual classes should be decided with the participation of the
learners to the decision-making process, which challenges power relationships favouring the
authority of the teacher. Looking at the hegemony of English in a monolingual propaganda,
Auerbach (1998) criticizes the promotion of native-speakerism which reduces the qualifications
of being teacher to having a pedagogical formation and being a native speaker of English: He
claims that non-native teachers who share the same native language with their students can
anticipate the difficulties better during the acquisition process and help their students in both
languages.

Learners’ Attitudes towards L1 Use

Considering the advantages of using L1 and its positive effect on the learners’ L2 acquisition
process from both pedagogical and political perspectives, there is a need to have a deep
understanding of learners’ attitudes towards L1 as they are the ones who are exposed to the
pedagogical implementations of these studies. For this purpose, Schweers (1999) conducts a
study with EFL students and their teachers in a Spanish context to investigate their attitudes
toward using L1 in the L2 classroom. His results indicate that the majority of students and
teachers agree that Spanish should be used in the EFL classroom. Similarly, Tang (2002) conducts
a study to seek the frequency of L1 use and the purposes of turning to L1 by looking at the
perception of 20 teachers and 100 students towards its use in the classroom via classroom
observation, interviews with three teachers whose classes are observed, and different
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questionnaires for teachers and students. The results show that a high percentage of the students
and the teachers who participated in the study think that Chinese should be used in the classroom.
According to students, Chinese is most necessary to explain complex grammar points and to help
define some new vocabulary items. Kavaliauskiené (2009) also aims at examining students’
perceptions of the use of mother tongue and translation in various linguistic situations. The
findings demonstrate that all learners need a support of mother tongue in English classes, but the
amount of the native language needed depends on students’ proficiency in English. In addition,
there are researchers (Arenas-Iglesias, 2016; Rolin-lanziti & Varshney, 2008) who create a link
between the use of L1 and its effect on the anxiety level of the learners. Arenas-Iglesias (2016)
states that having to speak only in English causes the learners to experience negative feelings. The
fact that both students and the teacher can interact in the same language seems to lower students’
anxiety levels. Similarly, Rolin-lanziti and Varshney (2008) state that L1 has a positive impact on
anxiety and motivation level of the learners.

In the local context, Turkey, there are few studies which have parallel results with the previous
ones mentioned above. In her case study, Taskin (2011) compares the attitudes of the learners,
teachers and teacher trainers towards the teacher’s use of L1 in the L2 class. She finds that there
is an inconsistency among these three groups. When teachers stress the minimum use of L1,
learners favour it in the classroom and view it as a means to reach their aims. On the other hand,
teacher trainers and administrators advocate the English-only policy of the preparatory school.
Oflaz (2009) also emphasizes that mother tongue is an inseparable part of language teaching and
there is no significant difference between teachers and students’ views concerning the use of
mother tongue in the classrooms. He underlines the necessary and facilitating role of the first
language of learners on the language instruction. Similarly, Paker and Karaagac¢ (2015) conduct a
study with English instructors and students. The results reveal that L1 is a crucial part of language
teaching in terms of facilitating different functions such as rapport building or topic negotiation.
Also, both teachers and students are found to be aware of the need of mother tongue.

To understand the background of the controversy among the researchers who advocate either
monolingual or bilingual instruction, this paper looks at the possible reasons for avoiding the use
of L1 in language learning context from pedagogical (hypothesis related to the L2 acquisition) and
political (western hegemony with the promotion of native speakerism and monolingual English
teaching) aspects. However, the prohibition of L1 is challenged by various studies which, as
mentioned above, put forward the possible advantages of using L1 such as fostering L2
development, having a shared understanding of the meaning, providing metalinguistic awareness
on the use of L2, clarifying abstract or unfamiliar concepts, and sustaining classroom
management. In the light of the previous studies, this study seeks to answer these questions:

1. What are the learners’ L1 use percentages during foreign language instruction?
1.1. What are the learners’ L1 use percentages while speaking with different
interlocutors?
1.2. What are the learners’ L1 use percentages while speaking in specific contexts?
2. What are the learners’ attitudes towards only English use in the class?
2.1. What are the learners’ attitudes towards only English language use in specific
contexts?

METHODOLOGY

Participants

There are 30 participants in total. 25 of them are intermediate learners who attend to a state
science high school in the North-western region of Turkey, while 5 of them attend a state high
school. 21 of them are female while 9 of them are male. All of them are native Turkish speakers.
In addition to English, there are beginner learners of Arabic, French, Japan, German, Italian,
Korean, Azerbaijani languages in the class, although the official foreign languages in the
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curriculum are English and German. Students’ mean of the total English learning time is 8 years.
80% of the students are highly or moderately motivated, with high motivation topping the list at
48% while only 12% of the learners is lowly motivated. Table 1 shows the numbers and
percentages of their reasons to learn English.

Table 1: Numbers and percentages of reasons to learn English

Number Percentage (%)
School requirement only 1 3
Personal interest in the language 5 16
School requirement and personal 15 50
interest in the language/culture
Have a better job 8 26
To achieve a global unity 1 3
TOTAL 30 100

As can be seen in the Table 1, half of the learners’ reasons to learn English stem from school
requirement and personal interest in the language. Interestingly, 26% of them state in the other
column that they learn English to have a better job, which is higher than only personal interest in
the language. In addition, 68% of the learners state that they regularly seek out opportunities to
use or hear the L2 outside of their class although the totally agree and totally disagree options are
evenly divided with the 32 per cent. Not surprisingly, 68% of them intend to pursue advanced
study of the L2/ or work abroad for their future career while only 8% of them do not want to do
that.

Data Collection Instruments

Questionnaire and semi-structured interview are used to collect the data. An adapted version of
the questionnaire in the Levine’s study (2003) is conducted to 25 of the participants. It consists
of four sections: a) demographic information about the participants, b) intermediate high school
learners’ Turkish use percentages in specific classroom contexts and with different interlocutors,
c) their’ attitudes towards the only use of English and d) their attitudes towards only English
language use in specific contexts. Data is analysed by looking at the frequencies of each statement
that the learners answer. Structured interview is conducted with 5 students who do not answer
the questionnaire. The major source of data used in this study is obtained via the analysis of the
questionnaire. As the structured interview is used to supplement the primary form of data, only
specific parts of the interview are transcribed for further interpretations.

FINDINGS
Learners’ L1 Use Percentages during Foreign Language Instruction

The percentages of using Turkish among different interlocutors

As can be seen in the Figure 1, nearly third-quarter (72%) of the students estimate that their
teacher speaks in Turkish about the 0-20% of the time in the lesson. Except for the one student,
rest of the class states that their teacher speaks in English during the more than half of the lesson
in total. When asked their percentage of the comprehension when their teacher talks in English,
more than half of the students (56%) state that they understand what their teacher is saying in
English about 80-100% of the time, and %88 of them understand at least the half of their teacher’s
utterances in total. Therefore, it can be said that the teacher speaks only in English most of the
time and student comprehension is over fifty percent.

All students agree that their teacher make expectations regarding the use of English in the
classroom explicit by discussing them. Also, except for one student, all students agree that their
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teacher spends class time working through or discussing communicative strategies that will help
them communicate in the English. However; in spite of the teacher’s effort to make them speak in
the foreign language, when looking at the student interaction with the teacher, only %32 of the
learners use Turkish to communicate with their teachers about %0-20 time in the class while %28
of them rarely use English to talk with their teacher. When students have difficulty in
understanding any point and need an explanation, 56% of them ask for an explanation in English
about more than half of the time in the class while the situation is the opposite for the %40 of
them. The percentages decrease when students speak with the teacher out of class. There is no
student who states that she/he speaks with the teacher about 0-20% of the time in Turkish out of
the class while %96 of them speak less than half of the time in English out of the class.
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Figure 1. The percentages of using Turkish among different interlocutors

The highest percentages of Turkish use are found in the instances of student-student interactions.
During the task completion process, more than three-quarters (76%) of the learners state that
they immediately shift to Turkish while working with a partner or group. When they request for
an explanation from their friends, they either use English (56%) or Turkish (52%). There is no
significant difference between them. However, it is clear that there is a contrast in terms of the
total amount of teacher-student and student-student interactions.

The percentages of using Turkish in specific contexts

Figure 2 represents graphically the students’ use of Turkish in three classroom communicative
contexts. Turkish is used the most for communication about tests, quizzes, and assignments (52%)
and grammar (52%), and less for theme/topic-based communication (44%). In detail, however,
the total percentages of learners who speak under and above the average is slightly different,
which means that students do not necessarily speak much more English during theme-based
communication. For the discussions about grammar and tests, it can be said that learners’ use of
Turkish is evenly divided, and it is above the average. Therefore, it can be claimed that they need
L1 for grammar explanation and details about tests, quizzes, and other assignments (how much
will be covered, format of test sections, etc.).
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Figure 2. The percentages of using Turkish in specific contexts

Learners’ Attitudes towards the Only English Use in the Class

Except for the one student who is neutral, rest of the participants agree that the more they use
English in the classroom, the better they will be at communicating in English. However, it does not
mean that they advocate the only use of English in the classroom. When their answers about the
statement that “there is no situation in which the first language should be used in the classroom”
are analysed, it is found that 36% of the learners disagree with this statement while 28% of them
agree with the idea of monolingual English classrooms. The percentage of the learners who are
neutral (32%) is more than the ones who advocate the English-only classrooms. In total, only
slightly more than one-quarter of the learners favour monolingual instruction in the class.
Similarly, when asked how they would feel if the teacher forbidden the use of L1 in the class during
the interview with one of the learners, one student answers as follow:

T: How would you feel if | informed you about forbidding the use of Turkish at the beginning
of the lesson?

S$3: Iwould feel anxious because I would hesitate if there would be some words that I could not
remember during the lesson

T: Let’s assume that there was a topic that you were really interested in. However, you did not
know how to say it in English, and it was forbidden to speak in Turkish. How would you feel?

S§3: I would eat my heart out
T: Then should a teacher allow the use of L1 in the class?
S$3: Absolutely yes. We must ask something when we do not understand or remember easily.

It is possible to say, as Piasecka (1986), Bolitho (1983) and Swain and Lapkin (2000) state, that
bilingual instruction allows learners to use language for negotiation of meaning instead of
focusing on the production of predictable outcomes. When learners are supposed to speak, think,
and react only in English, they hesitate to participate in the lesson and negotiation for the meaning.

Learners’ Attitudes towards the Only English Language Use in Specific Contexts

Figure 3 shows students’ attitudes towards the only foreign language use in different contexts,
which are grammar explanation, teacher instruction about activities, classroom management
including course policies, attendance, or any administrative information and teachers’ constant
use of English regardless of students’ shifts to Turkish. As can be seen in the Figure 3, students
mostly disagree with the English-only approach during the grammar explanation (56%). They
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need Turkish scaffolding for the grammar explanation. Classroom management is the second least
agreed one for only use of English. 28% of the learners would like to shift to Turkish about the
topics independent from the content of the lesson. Apart from that, 68% of the learners agree with
the teachers’ instructions about activities being only in English, and 60% of them agree with the
statement that teacher should always speak in English no matter how students shift to Turkish.
The result related to the teacher’s constant use of English is parallel with learners’ beliefs about
the amount of the English to be exposed to during the acquisition process and learners’ estimates
of their teachers’ percentage of using English during the lesson.
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Figure 3. Learners’ percentages of the only English language use in different contexts

Another interpretation of learners’ attitudes towards monolingual English instruction could be
related to their identity issue rather just L2 acquisition process. From a critical point of view,
another example from the interview is worth to discuss:

T: How would you feel if I informed you about forbidding the use of Turkish at the beginning
of the lesson?

S1: To be honest, I would be angry.
T: Why?

S1: Because I am not an English person. I cannot express my every feeling like an American or
English does. There would be moments that I need to shift to Turkish.

Parallel with the explanation the linguistic imperialism in terms of using L1 in the classroom
(Cummins, 2007), when learners are forced to express their feelings in simple structured
sentences in English rather than having a chance to apply their native language while showing
their emotional reactions, they could feel isolated and excluded from the community.

DISCUSSION and CONCLUSION

This study is conducted to investigate the high school learners’ attitude towards English-only
instruction in the class. At first, the percentages of L1 use among different interlocutors are
examined. The results show that L1 is used the most when students speak with other students,
less by students when speaking with their instructors, and even less by the teacher when speaking
to students. In accord with Guthrie (1984), Macaro (2001), and Nzwanga (2000), it appears that
the teacher uses the TL a great deal of the time overall.

According to the reported amounts of L1 use in different communicative contexts, findings show
that the Turkish language is used mostly for communication about tests, quizzes, and assignments.
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L1 use for grammar instructions has also a common occurrence, whereas English is preferred for
theme /topic-based communication. This shows that students’ need L1 for grammar explanations
and test instructions. While this result differs from the study of Schweers (1999) which states that
neither learners nor teachers prefer the L1 instruction for tests or grammatical explanations, the
results concerning the amount of L1 use among different interlocutors and contexts are parallel
with the study of Levine (2003).

The results of the learners’ attitudes towards the only target language use in the class show that
96% of the learners believe that the more English they use in the classroom, the better they will
be at communicating in English. It is parallel with the assumption that “standards of English will
decline if other languages are used for any significant amount of instructional time” (Cummins,
2007, p. 225). However, only 28% of them agree with the idea of monolingual English classrooms,
which shows that students need their mother tongue during L2 interaction and their attitude
towards target language use does not match with reality. In that sense, this study confirms the
need for the L1 use as suggested in various studies investigating the pedagogical implications of
L1 use (Tang, 2002; Schweers, 1999; Swain & Lapkin, 2000).

As for the contexts where learners specifically disagree with bilingual instruction, the results
show, in accordance with the study of Schweers (1999), that more than half of the learners
advocate the English-only attitude during the entire lesson no matter how often students shift to
Turkish. Students’ insistence on the teachers’ monolingual attitude towards English could be
related to their belief about the maximum amount of exposure to the target language. During the
interview, one of the students explain the situation as follows:

T:  Should teachers always speak in English?

S2:  Yes, when they speak in English, I feel better. We always speak in Turkish in our country.
It is better when we listen and speak English in here.

As English is taught as a foreign language in Turkey, their exposure to English is quite limited. In
most cases, the teacher is the only source of the spoken data of English. That could be the reason
why they want their teachers to speak only in English. However, when it comes to their needs
about L1 use in specific contexts, results show that they need Turkish scaffolding for grammar
explanation and instructions about the details of test or assignments. The results are parallel with
the studies (Tang, 2002; Storch & Wigglesworth, 2003) which state that students mostly turn
to their native language for task management such as requirements of the task in the joint
composition, discussing the meaning of words and the grammatical structures, for understanding
the story or making vocabulary research. Such a need of the learners as found in this study to shift
to Turkish is also advocated in the socio-cultural learning theory. Swain and Lapkin (2000)
emphasize the role of the “collaborative dialogue” either in L1 or L2 on the co-construction of
various theories related to the foreign language itself, which in turn creates a mutual
understanding among learners. Atkinson (1987) also states that the mother tongue does not
violate the foreign language learning process necessarily if it is used cautiously and on purpose.

In addition, learners’ need to shift to Turkish could have also critical implications beyond
pedagogical ones. As one of the students states that she is a bilingual person and should not be
forced to react only in English, the English-only propaganda puts the learner’s mother tongue into
an inferior position, as this approach considers L1 as a negative factor that should be banned
during the L2 interaction, which could cause to impede their identity investment process
(Auerbach, 1993; Cummins, 2007). In that sense, for the future implications, as Eldridge (1996)
states that there may not a negative correlation between the language proficiency level and the
use of mother tongue, this study suggests that rather than perceiving L1 use as a temporary
resource for only lower level students, it should also be perceived as a norm for the bilingual
learners who should not be restricted to express themselves only in one language, as well as a
pedagogical tool to foster the L2 acquisition process.
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This study examines the 30 intermediate high school learners’ mother language use and their
attitudes towards the only-English use in the North-western region of Turkey. The data is
collected through a questionnaire while a semi-structured interview is used to back up the main
data collection tool. The results show that although learners believe that maximum exposure to
the foreign language is important and they advocate that teachers should speak only in English;
the mother tongue also should be used for grammar explanation and instructions about the details
of tests or assignments. The results of semi-structured interviews show that the use of mother
tongue is associated with the identity issue from a critical perspective as well as a facilitator of the
L2 learning process.

Limitations of the Study

In this study, the proficiency level of the participants is intermediate. Therefore, the outcomes of
the study could not be generalized for other proficiency levels. To understand if there is a
correlation between learners’ proficiency level and their amount and reasons to use mother
tongue, there is a need for more comprehensive studies which examine the different age groups’
use of mother tongue.
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Ingilizce derslerinde salt yabanci/hedef dil kullanimi ve smif icinde anadil kullanimimn
yasaklanmasi, Dogrudan Yontem (Direct Method) ve Sesli Dil Yontemi (Audio-lingual Method) gibi
sozli dil tiretimi ile dolayli yoldan gramer egitimine odaklanan ve bu baglamda yalnizca anadili
Ingilizce olan bir kaynaktan saglanan yabana dil verisine maruz kalmanin énemini vurgulayip
sinif icinde anadil kullanimini yasaklayan dil 68retim yontemlerinin popiilerlesmesi sonucunda
yabanci dil 6grenimi i¢in bir énkosul olarak algilanmistir (Richards & Rodgers, 2001). Fakat
yabanci dil gelisimi i¢in sinifta yalnizca yabanci/hedef dil kullanilmasi gerektigi olgusu yillar
icinde degismis ve sonuc olarak bu olgu “modasi ge¢mis” olarak nitelendirilmistir (Atkinson,
1987: 241). Buna bagh olarak smif icinde yalnizca yabanci dil kullanimina iliskin sunulan
gerekcelere meydan okuyan birgok calisma yayinlanmaya baslanmis ve bu c¢alismalar hem
pedagojik hem de politik agidan yabanci dil 6gretimi siirecinde anadilin varhig1 ve alternatif
kullanim alanlar ile ilgili miinazaralara yol agmistir. Pedagojik bir bakis acisindan bakildiginda
lletisim Dili Ogretimi (Communicative Language Learning) gibi insancil yéntemler, anadilin
tamamen yasaklamasi yerine hedefe yonelik bir sekilde kullanilmasini 6nermekte iken politik
acidan Auerbach (1998) elestirel bir bakis agisi ile sinifta salt yabanci dil kullanilmasinin
O0grencinin anadili ile yabanci/hedef dil arasindaki ideolojik bir giic dengesizliginin
vurgulanmasina ve bu durumun 6grencide kimlik sorununa yol ag¢tigina deginmistir. Anadil
kullaniminin lehine degisen bu goriisler Ingiliz Dili Ogretimi arastirma sahasinda da 6gretmenin
(Harbord, 1992; McMillan & Rivers, 2011) ve 6grencinin (Arenas-Iglesias, 2016; Kavaliauskiené,
2009; Rolin-lanziti & Varshney, 2008; Schweers, 1999; Tsukamoto, 2012; Varshney & Rolin-
lanziti, 2006) sinif icinde anadil kullanimina y6nelik tutumlarini arastiran bir¢ok calismaya 1s1k
tutmustur. Yerel baglamda ise 6gretmenlerin anadil kullanimina yonelik tutumlarini arastiran ¢ok
sayida calisma olsa da (Kafes, 2011; Kayaoglu, 2012; Sali, 2014; Senel, 2010; Tuncay, 2014;
Ustiinel ve Seedhouse, 2005; Yavuz 2012) yabana dil simiflarinda 6grencilerin anadil kullanimina
yonelik bakis agilarina odaklanan az sayida ¢alisma vardir (Debreli ve Oyman, 2016; Oflaz, 2009;
Paker ve Karaagag, 2015; Taskin, 2011). S6z konusu ¢alismalara paralel olarak bu ¢alisma da
ogrencilerin anadile gecis yapma ihtiyaci hissettikleri alanlara odaklanmaktadir. Ancak, diger
¢alismalardan farkl olarak, bu ¢alisma ayni zamanda 6grencilerin belirli baglamlara gore sadece
yabanci/hedef dil kullanimina yo6nelik tutumlarini da incelemektedir. Bu sebeple bu ¢alismanin
sonuglart 6grencilerin tutumlar1 ve ihtiyaglar1 dikkate alindifinda simifta salt Ingilizce
kullanilmasi gerektigi olgusunun desteklenmesi gerekip gerekmedigine 1s1k tutabilir.

Yontem

Bu calisma, Tiirkiye’deki lise 6grencilerinin yabanci dil 6greniminde anadil kullanimlarini ve salt
Ingilizce kullanimina yénelik tutumlarini arastirmak igin yapilmistir. Calismanin amac; Ingilizce
derslerinde (a) ogrencilerin farkli muhataplar arasindaki Tirkc¢e kullanim miktarini, (b)
ogrencilerin belirli baglamlarda Tiirkce kullanim miktarlarini, (c) 6grencilerin salt Ingilizce
kullanimina iliskin tutumlarim ve (d) 6grencilerin belirli baglamlarda salt Ingilizce kullanimina
yonelik tutumlarini incelemektir. Bu amagla anadili Tiirk¢e olan, 25 tanesi Tiirkiye'nin kuzeybati
bolgesindeki bir devlet fen lisesine, 5 tanesi de devlet lisesine devam eden toplamda 30 katilimci
calismaya katilmistir. Verilerin toplanmasinda anket ve yari yapilandirilmis goériisme
kullanilmistir. Katilimcilarin 25 tanesine Levine’nin (2003) calismasinda kullandigi anket
formunun uyarlanmis bir versiyonu uygulanmistir. Anket, a) katilimcilar hakkinda demografik
bilgiler, b) lise 68rencilerinin anadillerini belirli kosullarda ve farkli muhataplarla kullanma
ylizdeleri, ¢) Ingilizce kullanimina yénelik tutumlari ve d) belirli baglamlardaki salt Ingilizce
kullanimina y6nelik tutumlari olmak lizere toplamda dort boliimden olusmaktadir.

Veriler ogrencilerin cevapladigi her ifadenin sikligina bakilarak analiz edilmistir. Anketi

cevaplamayan 5 6grenci ile de yapilandirilmis goriisme yapilmistir. Bu ¢alismada kullanilan

baslica veri kaynagi anket analizi ile elde edilmistir. Yapilandirilmis gériisme, birincil veri bicimini
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desteklemek i¢in kullanildigindan, gériismenin yalnizca belirli béliimleri analiz i¢in yazili ortama
aktarilmis ve analiz edilmistir.

Tartisma ve Sonug¢

Bu calisma, lise 6grencilerinin anadil kullanimlarini ve salt ingilizce kullanimina kars1 tutumlarini
arastirmak amaciyla yapilmustir. i1k énce, farklh muhataplar arasindaki anadil kullanim yiizdeleri
incelenmistir. Sonuclara gore anadilin en ¢ok 6grencilerin kendi arkadaslariyla, daha az olarak
ogrencilerin 6gretmenleriyle ve en az da 6gretmenlerin 6grencileriyle iletisim kurarken tercih
ettikleri bir iletisim araci oldugu saptanmistir. Guthrie (1984), Macaro (2001) ve Nzwanga’'nin
(2000) calismalari ile uyumlu olarak, 6gretmen ingilizce’yi genel olarak cokca kullanmaktadir.

Farkli baglamlarda bildirilen anadil kullanim miktarlarina gore, bulgular Tiirk¢e’'nin ¢ogunlukla
testler, sinavlar ve odevler hakkinda iletisim icin kullanildigini gdstermektedir. Dilbilgisi
talimatlarinda anadil kullanimi gériiliirken, tema / konu tabanl iletisim i¢in Ingilizce’nin tercih
edildigi goriilmiistiir. Bu, 6grencilerin gramer aciklamalar1 ve test talimatlari i¢in anadillerine
ihtiyac1 oldugunu gostermektedir. Bu sonu¢ ne 6grencilerin ne de 6gretmenlerin testler veya
gramer agiklamalarn icin anadilde talimat tercih etmediklerini belirten Schweers’'in (1999)
calismasindan farkli olsa da farkli muhataplar ve baglamlar arasinda anadil kullanimi miktarina
iliskin sonuglar Levine’nin ¢calismasina paraleldir (2003).

Ogrencilerin smifta salt Ingilizce kullammina yénelik tutumlarinin sonuglari, égrencilerin
%96'simin sinifta ne kadar Ingilizce konusulursa yabanc dilde o kadar iyi iletisim kuracaklarina
inandiklarin1 gostermektedir. Yar1 yapilandirilmis goriisme sonuglarina gére bunun temel
sebebinin Ingilizce'nin yabanci dil olarak 6gretildigi bir ortamda 6gretmenin ve sinif ortaminin
hedef dilin kullanildig1 temel kaynak olarak algilanmasinda roli oldugu ve bunun da zaten sinif
disinda Ingilizce’'nin pratik edilebilecegi kisith ortamlar oldugu icin simf icinde azami diizeyde
yabanci dile maruz kalmanin gerekliligiyle ilgili bir tutuma yol actig1 goriilmiistiir. Buna paralel
olarak, égrencilerin farkli baglamlarda salt Ingilizce kullanimina yénelik tutumlari incelendiginde
katilimcilardan yarisindan fazlasinin her ne sebeple olursa olsun 6gretmenin her zaman yabanci
dilde konusmasi gerektigini savunduklar1 saptanmistir. Ancak, anadilin sinif ortaminda komple
yasaklanip yalnizca ingilizce kullanimina izin verilmesi hususunda ise bu 6grencilerden yalmzca
%28'i anadilin yasaklanmasi gerektigini savunmustur. Bu durum da o6grencilerin hedef dil
kullanimina y6nelik tutumlarinin gerceklerle 6rtiismedigini ve yabanci dilde etkilesim sirasinda
ana dillerine ihtiya¢ duyduklarini ortaya koymustur. Bu anlamda, bu ¢alisma anadil kullaniminin
pedagojik etkilerini arastiran cesitli calismalarda da 6nerildigi gibi yabanci dil 6grenimi sirasinda
anadil kullanimina duyulan ihtiyaci dogrulamaktadir (Tang, 2002; Schweers, 1999; Swain &
Lapkin, 2000).

Pedagojik bakis acgisina ek olarak 6grencilerin yabanci dil 6grenimi sirasinda Tirkge’ye ihtiyag
duymalarinin katilimcilar tarafindan elestirel bir bakis acisiyla da ele alindig1 yar1 yapilandirilmis
goriismeler sonucunda ortaya ¢cikmistir. Bu gériismelerde dgrencilerden birisi kendisini “cift dilli”
olarak tanimlamis ve yabanc dil 6grenimi siirecinde anadili Ingilizce olan biri gibi sadece yabanci
dilde kendisini ifade etmeye zorlanmamasi gerektigini belirtmistir. Bu baglamda Auerbach (1993)
ve Cummins (2007) ile paralel olarak, simfta salt Ingilizce kullanilmas: gerektigini savunan bir
propagandanin, anadilin yabanci dil gelisimine zarar veren ve engellenmesi gereken bir faktor
olarak algilanmasina sebep oldugu i¢in 6grencinin anadilini yabanci dile kiyasla daha alt bir
konuma soktugu, bu durumun da 6grencinin kimlik gelisimi siirecini olumsuz etkiledigi 6ne
surilebilir.
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iletisimin temel araci olan dilin dogru kullanimi, toplumun énemli bir kesiminde, yalnzca Tiirkce
o0gretmenleri ile dilcilerin sorunu gibi goriilmektedir. Oysa dil, her alanda ve yasamin her boyutunda,
herkes icin, saglikli iletisim kurmak agisindan yasamsal 6neme sahiptir. Ogrencilerin anlama ve anlatma
becerileri anadilleri ile gelistirildiginden, dogru ve etkin dil kullanimi genel akademik basari acisindan da
ayrica biiyiik 6nem tasimaktadir. Bu ¢alismanin amaci, Tiirkge dersi disinda kalan ders 6gretmenlerinin,
ogrencilerin anadili yeterlilikleri ile akademik basarilar1 arasindaki iliski konusunda farkindaliklarini
ortaya koymaktir. Calisma nitel bir calisma olarak planlanmistir. Milli Egitim Bakanlifi’'na bagh
ortaokullarda gorev yapan ve rastgele secimle belirlenen 5., 6., 7. ve 8. sinif 6gretmenleri ile 2017- 2018
O0gretim y1l1 gliz donemi icerisinde gerceklestirilmistir. Verilerin toplanmasinda esneklik ve sorulara alinan
yanit oranlarinda tamlik saglanabilmesi amaciyla yar1 yapilandirilmis goériisme yontemi uygulanmistir.
Ogretmen goriismelerinden elde edilen veriler dokiiman analizi yéntemi ile yorumlanmistir. Calisma
grubuna uzman gorisii alinarak hazirlanan 5 soru yodneltilmistir. Bu sorulara verilen cevaplardan elde
edilen bulgular yorumlandiginda, 6gretmenlerin dilin islevini ve akademik basaridaki roliinii belli sinirlar
icinde degerlendirdikleri; dil yeterliligi konusunda okuma, okudugunu anlama ve yazma becerilerine
odaklandiklari; diistinmenin, fikir tiretmenin ve paylasmanin dil ile gergeklestigi konusunda yeterli dikkat
ve farkindaliga sahip olmadiklar1 gorilmiistiir. Calisma sonucunda 6gretmenlerin 6grenci basarisini
6l¢mede yalnizca dogru cevabi segip isaretledikleri coktan se¢meli test kullanmalarinin 6grencilerin metin
liretme ve ¢oziimlemesine ortam ve olanak saglamadig1 belirlenmistir. Buradan hareketle hem ders
stirecinde hem de dgretilenlerin 6l¢cme ve degerlendirilmesinde, her alanda, s6ze dayal dilin kullanimina
0zen gosterilmesinin ve 6grencide dil yanlislar1 konusunda dikkat uyandirilmasinin 6grencinin akademik
basarisina olumlu etki edebilecegi degerlendirilmistir.

Anahtar Sézciikler: Dil kullanimi, Farkh Branglar, iletisim, Ogrenme, Tiirkce

ABSTRACT

The correct use of language, which is the main tool of communication in society, is seen only as the problem
of Turkish teachers and linguists. However, language is of vital importance in terms of establishing healthy
communication in all areas and in every dimension of life. Since the students' comprehension and narrative
skills are developed with their mother tongue, the correct and effective use of language is of great
importance for general academic achievement. The aim of this study is to reveal the awareness of the
teachers who are outside the Turkish course on the relationship between their mother tongue proficiency
and their academic achievement. The study was planned as a qualitative study and it was carried out with
the 5th, 6th, 7th and 8th grade teachers, who were assigned randomly by the Ministry of National
Education. Semi-structured interview method was applied to provide flexibility in collecting data and to
ensure completeness in response rates. Data obtained from teacher interviews were interpreted by
document analysis method. 5 questions were asked to the study group and the findings obtained from the
answers to these questions were interpreted; it was seen that teachers' language and language functions
were evaluated within certain limits. It is neglected that thinking, thinking, and sharing are realized
through language. Teachers focus on reading, reading comprehension and writing skills on language
proficiency. In addition, it was observed that the measurement and evaluation tests applied to the students
did not allow the students to produce and analyze text, and they were subjected to measurement and
evaluation by making selections only in multiple choice tests. From this point of view, it is thought that
both the teaching of the lesson and the use of language in the measurement and evaluation of the teachings
can have a direct effect on the academic success of the student.

Keywords: Communication, Different branches, Effective communication, Learning, Turkish, Language
use
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GIRIS

Dilin 6zelligine ve islevine iliskin pek ¢ok tanim mevcuttur. Bu tanimlardan birisi “Dil,
dilbilimciler tarafindan, bir toplumu olusturan kisilerin diisiince ve duygularinin o toplumda ses
ve anlam bakimindan gecerli ortak 6geler ve kurallardan yararlanilarak baskalarina aktarilmasini
saglayan cok yonlii ve gelismis bir sistem olarak tanimlanmistir” seklindedir (Beyreli, Cetindag,
Celepoglu 2011). Insanin é6grenmesi yasam boyu siirer. “Ogrenme ¢ok igerikli bir kavram olup
gorme, isitme, dokunma, tat ve koku duyular ile algilanan uyarilarin beyinde iliskilendirilme,
tekrarlama gibi birden ¢ok beyin islemi sonucu gerceklesir’ (Bingdl, 1997). Bu slirecte arag
oncelikle anadilidir. Birey anadili ile diisiiniir, anadili ile anlar, anlatir. Yeni fikirler iiretir, bu
fikirlerini en rahat ve anlasilir sekilde anadilini kullanarak diger insanlarla paylasir. Akademik
baglamda 6grenme ve 6gretme bu paylasimin simetrik goriinen anlama ve anlatma seklinde iki
ayr1 boyutu ile miimkiin olur.

Akademik yasamda, 68renci acisindan bakildiginda yani 6grenme s6z konusu oldugunda anlama
boyutu 6ne ¢ikmaktadir. “Ogrenme konusundaki kuram ve yaklagimlar temelde iki bashk altinda
ele alinmaktadir. Bunlardan ilki kosullanma (¢agrisim) yoluyla 6grenmedir ve uyarici - uyarilan
iliskisinden yola ¢ikarak 6grenme kavramim agiklamaya cahgir. Ikinci yaklasim ise zihinsel
O0grenme aktivitelerinin tamamini icine alan ve 6grenme siirecini kas seviyesinden zihin
seviyesine cikaran kognitifci yaklasimdir” (Arik, 1995). Burada dilin diisiinme konusunda arag
olma islevi s6z konusudur.

Etkili bir 6grenme ve 6gretme i¢in anlasilirligin, kendini dogru ifade edebilmenin, bilgiyi dogru
aktarabilmenin, dolayisiyla dili dogru ve etkili kullanmanin 6nemi blyiktiir. Aktarilan ve
ogretilen bilgi ne olursa olsun bunun aliciya dogru ulasmasindaki basat 6ge dildir; ¢iinkii bilgiler
ve diislinceler dil araciligiyla bir biitiinliik ve dizgesellik igerisinde sunulur. Bu baglamda tam ve
dogru anlamanin éneminden s6z edilebilir. “Tam anlama ‘bir duygu ve diisliincenin kendi akisi
icinde kesintiye ugramadan anlasilmast’, dogru anlama ise ‘bize anlatilmak istenen bilgi, duygu ve
diistincelerin oldugu gibi, bir yanlishiga yol agmadan ve hicbir siipheli nokta kalmayacak bicimde
biitiin boyutlari ile kavranilmasidir” (Kavcar, Oguzkan, Sever, 2003).

Tiirkge 6gretimi programlarinda yer alan dinleme ve okuma 6gretimi etkinlikleri agirlikli olarak
anlama stratejilerini gelistirmeye yoneliktir. Bu durumda bellegi ve diistinme giiciinii destekleyen
orgiitleme ve 6grenme stratejileri 6nem kazanmaktadir. Senemoglu (1999) soézciiklerin, basit
iliskilerin, ilkelerin ve olgularin hatirlanmasi ve 6gretilmesinde bellek destekleyici; daha karmasik
o0grenme hedeflerine (kavrama, uygulama, analiz, sentez, degerlendirme) ulasmak icin de not
tutma, 6zetleme, ana hatlar1 belirleme, bilgiyi semalastirma ve tablolastirma gibi 6rgiitleme
stratejilerini kullanmay1 6nermektedir.

Dilin s6zii edilen 6nem ve islevlerinden hareketle, 6ncelikle 6gretim ortamlarinda bilgi kaynagi ve
aktaricilarindan biri olan 6gretmenlerin dilin 6neminin farkinda olmasi gerekir. Bir diger deyisle,
her seyden 6nce bu konuda 6gretmenin bilingli, 6zenli, duyarli, yeterli olmasi ve bununla ilgili
farkindaliginin yiiksek diizeyde olmasi beklenir. Aksi halde 6grenciden anlayamadigi bir konuda
akademik basar1 gostermesi beklenemez.

Gorilecegi lUzere bu sorumluluk yalmz Tiirkce Ogretmenlerine yiiklenemez. Tiirkce dersi
disindaki alanlarda egitim veren tiim o6gretmenlerin de Oncelikle kendilerinin; sonra da
ogrencilerinin dil yeterliliklerinin farkinda olmas, dili etkili ve dogru kullanma konusunda onlara
ornek olmasi, onlar1 yonlendirmesi ve gerekirse yaptirim uygulayarak bu konuda 6grencilerde
farkindalik olusturmaya katkida bulunmasi gerekir. Ciinkii, Kuzu'nun (2008) belirttigi gibi
“disiinceleri acik, dogru ve etkili bir bicimde aktarabilmek sistemli diisiinmeyi gerektirir. Bu
beceriyi kazanan bireyler ancak; amaca uygun metinler olusturmayi, diger bir deyisle
diistincelerini sinirlayarak amaca uygun dizenlemeyi, 6znel bakis agisiyla diislince iiretmeyi,
yazim kurallarini yasama gecirmeyi ve bdylece dilin kurallarina uygun olarak 6zgiirce kendini
ifade etmeyi basarabilirler. Tiim bunlar genel akademik basariy1 dogrudan etkileyecektir.”
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Bu calismada, farkli alanlardaki ders yiriitiiclilerinin; dilin etkili ve dogru kullaniminin,
ogretilmek istenenlerin daha anlasilir, kolay kavranabilir ve sistemli 6gretilmesinin,
ogretilenlerin kaliciligina etkisi konusundaki farkindaliginin belirlenmesi amaglanmistir.
Calismanin bu baglamda diger alan 6gretmenlerinde farkindalik yaratma 6zelligiyle alana katki
saglayabilecegi diisiiniilmektedir. Ayrica bu bilincle davranacak 6gretmenlerin 6grencilerinin,
Tiirk¢enin dogru ve etkili kullanilmasinin yalnizca Tiirk¢e derslerinin konusu ve sorunu oldugu
seklindeki mevcut algisinin degismesine de katki saglayabilecegi varsayilmaktadir.

Arastirmanin Amaci

Bu calismanin amaci, Tiirkcenin kuralli ve etkin kullanimi iizerine egitim almis Tiirkge
o0gretmenleri disinda kalan farkli alan 6gretmenlerinin, 6gretim araci olarak dilin dogru ve etkili
kullanilmasinin  dgrencilerin akademik basarisina katkisi konusundaki farkindaliklarimi
belirlemektir.

YONTEM

Arastirma Yontemi

Calisma, nitel bir calisma olarak planlanmis olup verilerin toplanmasinda esneklik saglamasi,
sorulan sorulara karsi 6gretmenlerin verdigi anlik tepkilerin gézlemlenebilmesi ve sorulara
alinan yanit oranlarinda tamlik saglanabilmesi amaciyla bireysel, yar1 yapilandirilmis gériisme
yontemi uygulanmistir (Yildinm & Simsek, 2009, Biiyiikoztirk, 2015). Ogretmen
goriismelerinden elde edilen veriler dokiiman analizi yontemi ile yorumlanmistir. Verilerin
yorumlanmasi siirecinde glivenirligin saglanmasi amaciyla uzman gériisii alinmistir.

Calisma Grubu

Bu arastirmanin c¢alisma grubunu; 2018-2019 06gretim yilinda, Ankara ilinde yer alan 3
ortaokulda gorev yapan cesitli alanlardan 20 6gretmen olusturmaktadir. Ogretmenlerin alanlar
ve sayilan sirasiyla; Matematik (6) , Fen ve Teknoloji (4), Sosyal Bilgiler (3), Ingilizce( (3), Din
Kiltiri ve Ahlak Bilgisi (2) ve Bilgisayar (2)’dir. Calisma grubuna bu alanlarin her birinden gesitli
yas ve cinsiyette 6gretmenler dahil edilmistir. Bu sayede drneklemin temsil ediciligi arttirilmistur.

Tiim farkl brans 6gretmenlerine ulasmanin giigliigt sebebiyle calisma grubu belirlenirken dlgiit
ornekleme ve tipik durum érneklemesi yontemleri izlenmistir. Olgiit (kriter) 6rnekleme; énceden
belirlenmis bir dizi 6l¢iitii karsilayan biitiin durumlarin cahsilmasidir. (Baltaci, 2018). Olgiit
arastirmaci tarafindan olusturulur ya da daha 6nceden hazirlanmis o6lgiitler listesi kullanilabilir
(Marshall & Rossman, 2014). Tipik durum 6rneklemesinde ise tipik durumlar, evrende yer alan
¢ok sayidaki benzeri arasindan genel olarak incelenen olay veya olguyu a¢iklayabilecek diizeyde
bilgi iceren durumlardir (Patton, 2005). Bu noktada tipik durum, evreni temsil yetenegi olan ve
temel oOzellikleri bakimindan evrenden farklilasmayan durumlar1 ifade etmek igin
kullanilmaktadir (Marshall & Rossman, 2014). Arastirmacinin bir kiiltiirii veya toplumsal olguyu,
bu kiiltiir veya olguya yabanci olan kisilere aktarmak icin tipik durumlar kullanmasi énemlidir
(Miles & Huberman, 1994).

Verilerin Toplanmasi

Dilin etkili ve kuralli kullaniminin akademik basariya etkisinin belirlenmesi amaciyla farkl alan
o0gretmenlerine, yar1 yapilandirilmis goriisme teknigine uygun ve i¢ gecerligin saglanmasi
amaciyla iki alan uzmani goriisii alinarak olusturulan su 5 soru yoneltilmistir.

e Sizce dilin en 6nemli ti¢ kullanim amaci nedir?

e Alanimizda ders anlatirken kullandigimiz sézciiklerin anadilinde olmasi anlamay1 ve
o0grenmeyi nasil etkilemektedir?

e Beden dilinizi, ses tonunuzu ve vurguyu derslerde islevsel olarak ne sekilde
kullaniyorsunuz? Bu konuda 6grencilere 6érnek oldugunuzu diisiiniiyor musunuz?

e Ogrencilerin dil yeterliliklerinin sinavlara nasil yansidigini diisiiniiyorsunuz?

Tiilay Sarar Kuzu, {lknur Karsi
Farkli brans 6gretmenlerinin Tiirkgenin akademik basaridaki roliine yonelik farkindalig
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e Ogrencilerin dil ve anlatimiyla ilgili herhangi bir yaptirirminiz var mi1? Dil kullanimim
puanlamaya ne sekilde katiyorsunuz?

BULGULAR

Dilin En Onemli U¢ Kullamm Amacina Yénelik Ogretmen Goriislerine iliskin
Bulgular

Sekil 1'de goriilecegi lizere, goriisme yapilan 6gretmenlerin %91’i dilin en 6nemli kullanim
amacinin iletisim ve anlasma oldugunu ifade etmistir. 2. ve 3. kullanim amaglari icin de sirasiyla;
kendini ifade etme, anlama, dinleme, yazma, tanitim gibi amaglar belirtilmistir. Ogretmenlerin
sadece %15'i iletisim ve anlasmadan sonra gelmek iizere, diisiince iiretmenin de dil kullanilarak
yapildigini belirtmistir. Ogretmenlere yoneltilen “Sizce dilin en énemli ii¢ kullanim amaci nedir?”
sorusuna yonelik 6gretmen goriisleri Tablo 1'de sunulmustur.

Tablo 1: Dilin en 6nemli ii¢ kullanim amacina yonelik 68retmen goriisleri

Ogretmen Ozet

01 Anlama, problem ¢6zme, iletisim

02 lletisim, yorumlama, diisiinme

03 Anlasma, duygu ve diisiince aktarma

04 Iletisim kurmak, anlamak, duygu aktarimi

05 fletisim, fikir iiretme

06 Konusma, yazma, dinleme

07 Diistindiigiinii ifade etme, kendini ifade etme, okudugunu anlama
08 Anlagma, tanitim, rahatlik

09 Kendini ifade, iletisim, diigiinme

010 fletisim, duygu ve diisiince yaratmak ve aktarmak
011 lletisim, sorun gidermek, mutluluk

012 lletisim, kendini ifade, anlamak

013 Anlasmak

014 lletisim, kavrama, prozodi

015 lletisim, iletisim, iletisim

016 lletisim, tanitim, kendini ifade

017 Duygular1 anlatmak, iletisim kurmak, kiltiirii yasatmak
018 Kendini ifade etme, sarki sdyleme, ders anlatma

019 Karsilikl anlasmak, ifade 6zgiirliigi, kiiltiir 6grenme
020 fletisim, kendini ifade, anlasmak

Tiilay Sarar Kuzu, {lknur Karsi
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Hiletisim M Anlasmak ® Kendini ifade etme Diger
Sekil 1. Dilin en 6nemli 3 kullanim amacina yonelik goriisler

Kullamlan Kelimelerin Anadilde Olmasimin Anlamaya ve Ogrenmeye Etkisine
Yonelik Bulgular

Arastirmanin dikkat ¢ekici bulgularindan biri ders anlatiminda kullanilan kelimelerin Tiirkge
olmasinin 6grenmeyi ve anlamayi etkilemesine yonelik soruya iliskin cevaplardan elde edilmistir.
Sekil 2'de gorilecegi gibi ¢alisma grubundaki 6gretmenlerin %80’'i yabanci kelimelerin ve
terimlerin Tiirkeelestirilerek aciklanmasinin dersi kolaylastirdigi ve 6grenmeyi olumlu etkiledigi
yoniinde goriis bildirmistir. Ogretmenler; ézellikle fen ve teknoloji ve matematik derslerinde
karsilasilan yabanci kokenli kelimelerin cokea gectigi konulari anlatirken oldukg¢a zorlandiklarini
ifade etmektedir. Ornegin; bir Matematik égretmeni bu durumu “Reel, rasyonel, irrasyonel
sayllarin bizim 6grencimizde bir karsiligl1 olmuyor; bu yiizden 6zellikle bu konular1 anlatirken
zorluk cekiyoruz.” seklinde ifade etmistir. Buna ek olarak; goriisme grubunda yer alan bir Fen ve
Teknoloji 6gretmeni, yabanci kelimelerin anlasilabilmesi icin siirekli farkli materyaller bulup
kullanmak zorunda olduklarini, 6grenmenin ger¢eklesmesi icin kullandiklari kelimenin 6grencide
bir karsiliginin bulunmasi gerektigini ifade etmistir.

HQOlumlu  ®Olumsuz ™ Fark etmedim

Sekil 2. Kullanilan kelimelerin anadilde olmasinin anlamaya ve 6grenmeye etkisine yonelik goriisler

Sekil 2’ye bakildiginda; olumsuz goriis bildiren %8’lik 6gretmen grubu evrensellesmis kelimelerin
(terimlerin) Tiirkcelestirilmesinin derse katki saglamayacagini ve konuya adapte olmayi
zorlastiracagini belirtmislerdir. Sekil 2’ye gore, ders anlatiminda kullanilan kelimelerin 6z Tiirkce
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olmasinin 6grenmeye ve anlamaya katkisi tizerine herhangi bir diistincesi olmayanlarin oranm %
12'dir. Ogretmenlere yoneltilen “Alaninizda ders anlatirken kullandigimiz kelimelerin anadilde
olmasi anlamay1 ve 6grenmeyi nasil etkiliyor?” sorusuna yonelik 6gretmen goriisleri Tablo 2’de
sunulmustur.

Tablo 2: Ders anlatirken kullanilan kelimelerin anadilde olmasinin anlamaya ve 6grenmeye etkisi
Ogretmen Ozet
Olumlu etkiliyor, kelime anadilde olunca anlamlandirmak ve anlamak

01 kolaylasiyor. Latince terimleri anlamakta zorlaniyorlar.

02 Olumlu ydnde etkiliyor.

03 Dikkat etmedim.

04 Olumlu etkileniyor. Tiirkce kelimeler daha rahat kavraniyor.

05 Daha anlasilabilir olmayi saghyor. Ogrenciler daha rahat kullaniyor.

06 Ingilizce dgretirken anadilde kullanim miimkiin olmuyor.

o7 Ogrencilerin hazirbulunusluk diizeyleri diisiik oldugu igin ders icinde siirekli
kelime anlamlarini soruyorlar.

08 Anadile ¢evrilmis kelimeler karisikliga yol acabiliyor.

09 Cok olumlu etkiliyor. Clinkii karsi tarafin anlayabildigi 61¢iide anlatabiliriz.
Anadilde sozctik kullanimi ¢oziimlemeye ve anlamaya daha miisait oldugu i¢in

010 cocugun hafizasimi giiclendiriyor ve kelimeyi, dolayisiyla konuyu kavrayan
cocuktan bu sayede direkt ve dogru yanitlar ve doniitler alabiliyoruz.

011 Genellikle olumlu fakat terimler ve evrensellesmis kelimeler ¢evrilmemeli.
Anadilde tiiretilmis kelimeler 6grencilerin yaraticiliklarini ve anlamalarim

012 kolaylastiriyor fakat yeni olusumlar icin yabanci kokenli kelimeler dile
yerlesmeden Tiirkceleri olusturulmali.

013 Olumlu etkiler.

014 Anlama ve telaffuzu olumlu etkiliyor. iletisimde netlik saghyor.

015 Genel olarak olumlu fakat uydurma olmamali, yeni kelimeler dile girmeden
cevrilerek direkt olarak Tiirkcesi 6gretilmeli.
Yabanci kékenli kelimeleri ana dile ¢cevirdigimizde ¢ok daha kolay anlasiliyor.

016 Kavram anlasilmadan konu anlasilmayacagi icin yabanci kelimelerde once
kelimeyi a¢iklayip dersi anlatabiliyoruz.

017 Dogrudan olumlu etkiler.

018 Olumlu etkiler.

019 Anadilde kelime kullanimi anlamay1 ¢ok kolaylastiriyor.

620 Farkli dillerdeki kelimelerin Tiirkcede karsiligi olabilecek kelimeleri

anlatmadan 6g8rencilere konuyu 6zlimsetemiyoruz.

Beden Dili, Ses Tonu ve Vurgu Kullanimina Yoénelik Goriislerden Elde Edilen
Bulgular

Derslerde beden dili, ses tonu ve vurgunun kullanilmasi ve bu konuda 6rnek olunmasiyla ilgili
yoneltilen soruya biiyiik oranda, sesin ve bedenin konusmada etkili kullanilmasinin sinif
hakimiyetini kolaylastirdigina yonelik cevaplar verilmistir. Sekil 3’te goriilecegi gibi,
Ogretmenlerin % 82’si biirtin 6geleri kullaniminin 6grenci ile etkilesimi arttirdigl ve dikkat
cekmeye fayda sagladigini belirtmistir. Ancak 6gretmenlerin %18’lik kismi ses tonu ve vurguyu
etkili iletisimden ziyade sinifta etkililik ve disiplin icin kullandiklarini ifade etmistir.

Ogretmenlere yoneltilen “Beden dilinizi, ses tonunuzu ve vurguyu derslerde islevsel olarak ne
sekilde kullaniyorsunuz? Bu konuda o6grencilere 6rnek oldugunuzu diisiiniiyor musunuz?”
sorusuna yonelik 6gretmen goriisleri Tablo 3’de sunulmustur.

Tiilay Sarar Kuzu, {lknur Karsi
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Tablo 3: Beden dilj, ses tonu ve vurgunun derslerde islevsel olarak kullanimina yonelik goériisler
Ogretmen  Ozet

01 Sesimi yiikseltip alcaltarak, sive yapip ilgi cekerek ders anlatirim.

02 Bunlar iletisimde kullandigimiz égeler, iletisimi etkiler.

03 Ses tonumu ve mimiklerimi aktif kullanarak disiplin sagliyorum.
Onemli konularda ses tonumu yiikseltir ve tekrarlar yaparim. Ogrencilere

04 konuyu kavratmaya c¢alisirim. Ses tonunun konu anlatiminda énemli oldugunu
diistiniiyorum.

05 Ornek oldugumu diisiinerek etkili kullanmaya ¢alisiyorum.

Sistem telaffuza ¢ok miisait degil, ben kullaniyorum fakat égrencilerden yazil
ve okumaya yo6nelik doniit aliyorum.

07 Stirekli ayakta ve aktif ders anlatirim. Beden diline ¢cok énem veririm.

Ses tonunu, beden dilini, gozle iletisimi kullaniyorum. Viicut dili anlamay1

06

08 kolaylastiriyor. Disiplin i¢cin de kullaniyoruz.

09 Beden dilimi aktif kullanirim.

010 Bir tiyatrocu gibi beden dili ve mimikleri kullanirim. ilgi cekerek ders
anlatirim.

011 Kesinlikle harikayim.

012 Ses tonumu ve beden dilimi kullanirim, géz temasi kurarim.

013 Ornek oldugumu diisiinityorum, ses tonumu etkili kullaniyorum.

014 Beden dilimi ve mimiklerimi ¢ok kullanirim. Dersi oyunlastirarak eglenceli ve

etkili hale getiririm.
015 Dikkat cekmek icin 6nemli ya da farkli yerlerde sesimi degistiririm.
= Genellikle dersi ayakta anlatirim. Ses tonumu anlatacaklarimi sinifa duyurmak
016 - s .
icin etkili ve yiiksek kullanirim.
017 Dikkat toplamak ve ilgi cekmek i¢in kullanirim.
Ders icinde seving, kizginlik gibi duygularimi sinifa aktarmak i¢in beden dilimi

018
ve ses tonumu kullanirim.

019 Ornek oldugumu diisiinmiiyorum fakat etkili kullanmaya ¢alisirim. G6z temasi
kurmaya ve sinifta siirekli hareket etmeye 6zen gdsteririm.

020 Sinifta dikkati toplamak ve sinifi susturmak i¢in ¢okga kullanirim.

m Etkili iletisim = Dikkat ¢gekme = Disiplin

Sekil 3. Beden dili, ses tonu ve vurgunun derslerde islevsel olarak kullanimina yonelik goriisler

Ogrencilerin Dil Yeterliliklerinin Sinavlara Yansimasina Yénelik Bulgular

Ogrencilerin dil yeterliliklerinin sinavlara nasil yansidig1 sorusuna Tablo 4’te goriilecegi iizere
o0gretmenler, dil becerilerinin 6l¢gmeyi oldukga etkiledigi yontiinde goriis bildirmistir. Genel olarak
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ogrencilerin; okudugunu anlama, kelime hazinesi ve sozlii anlatimda zayif oldugunu bildiren
o0gretmenler, bu konunun 6l¢gmede oldukca gdzlenebilir oldugunu ifade etmektedir. Sistemin,
yerlestirme sinavlarinda coktan secmeli test uyguluyor olmasi sebebiyle 6gretmenleri de ¢oktan
secmeli sorularla bir 6l¢cme yapmaya yonelttigi bircok 6gretmen tarafindan 6zellikle belirtilmistir.
Bu sebeple 6gretmenler acik uglu sorularla dlgme yapmadiklarimi belirtmekle birlikte, coktan
se¢cmeli sorularda o6grencilerin okuduklarini anlayamama, yorumlayamama ve problem
c6zememe sorunlarinin altini ¢izmistir. Ogretmenlere yoneltilen “Ogrencilerin dil yeterliliklerinin
sinavlara nasil yansidigini distinliyorsunuz?” sorusuna yonelik 6gretmen gortsleri Tablo 4’de
sunulmustur.

Tablo 4: Ogrencilerin dil yeterliliklerinin sinavlara nasil yansidigina yénelik gériisler
Ogretmen  Ozet
Ogrencilerin geneli problemleri anlamiyorlar ve bu yiizden ¢ézemiyorlar. Bu da

01 akademik basarilarini disiiriiyor.

02 Dikkat etmedim.

03 Yansiyor.

04 Ogrencileri bu konuda yeterli bulmuyorum. Cok az kelimeyle konusuyorlar. Yazmaktan
yoruluyorlar.

05 Cok yansiyor. Ogrencilerin dil yeterliligi konusunda en biiyiik eksik okudugunu anlama.

06 Ogrenciler dili dogru kullandig1 élciide sinavlarda basari saghyor.

o7 Ogrenciler dil konusunda ¢ok yetersiz. Sinavlarda bilgiyi kavrama ve yorumlamaya
yonelik sorular soruyoruz ve ¢ok zorlaniyorlar.

08 Ogrenciler ¢oktan se¢meli sorularda iyi fakat konusmada basarisizlar. Konusurken
6grencilerde korku ve endise oluyor.

09 Test sinavlarda ¢ok yansimiyor fakat okudugunu anlama ve problem ¢ézme (matematik
problemleri)konusunda sikint1 yasiyoruz.

010 Anadil ne kadar yeterli ve dogru kullaniliyorsa diger derslerde anlama ve 6grenme o
kadar kolay oluyor.
Harften gelen okuma sistemi biitlinciil bakmay1 engelliyor. Kelimeyi anlamayan ¢ocuk

011 climleyi de anlamiyor. Heceden okuma 6grenen 6grencilerde anlama ve algilama daha
yuksekti.

012 Dilini giizel kullanan 6grenci dersi daha iyi anliyor ve daha ¢abuk 6greniyor. Kelime
haznesi, diisiinme kapasitesi ve iliski kurma dili iyi kullanan 6grencilerde daha iyi oluyor.

013 Ogrenciler dil yeterliligi ve ciimle kurma konularinda ¢ok eksikler.

014 Dilden ¢ok derse hazir gelmek basariyi etkiliyor.

015 Dilde yeterlilik basariy: etkiliyor.

016 Dili anlamayan, ¢ikarimlar yapamayan hig¢bir dersi anlayamaz.

017 Genellikle test yaptigimiz igin sinavlarda goremiyorum fakat sozli iletisimde de

ogrencilerin ifade giicii ¢ok diistk.
018 Genellikle test yapiyoruz.
Ogrenciler dil yeterliligi konusunda ¢ok zayif. Cok az kelimeyle konusuyorlar. ifade ve
yorum konusunda yetersizler.
020 Genellikle test yapiyoruz.

019

Ogrencilerin Dil ve Anlatimina Yénelik Yaptirimlara iliskin Bulgular

Sinavlarda 6grencilerin dil konusunda uyarilmasi ve dil kullaniminin puanlamaya tabi tutulmasi
ile ilgili soruya, Sekil 4’te goriilecegi gibi, 6gretmenlerin %75’i dil kullanimini puanlamaya tabi
tutmadigl cevabini vermistir. Buna gerekce olarak, uygulanan testlerin ¢oktan se¢cmeli olmasi
gosterilmistir. Buna ragmen, dil kullanimini puanlamadigini belirten 6gretmenler, bu puanlamayi
gerekli gordiiklerini; ¢linkli bu tiir puanlamanin, 6grencilerin hatalarinin farkinda olmalarini
saglayacagini ve kullandiklari dili diizeltmeye tesvik edecegini belirtmislerdir. Dil kullanimim
onemseyerek puanlamaya tabi tuttugunu belirten 6gretmenlerin orani %25’tir. Bu kitlenin biiytik
¢ogunlugunu yabanci dil 6gretmenleri olusturmaktadir.

Tiilay Sarar Kuzu, {lknur Karsi
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Tablo 5’de sunulmustur.

Tablo 5. Ogrencilerin dil ve anlatimina yonelik yaptirimlara iliskin bulgular

Ogretmen Ozet

01 Tutmamiz gerekiyor fakat bunu da puanlamaya dahil edersek hi¢ puan
alamayacaklarimi diisiiniiyorum.

02 Evet tutuyorum. Noktalama isaretleri, diizenli ve giizel yaziy1 dikkate
aliyorum.

03 Tutmuyorum, ¢oktan se¢meli test uyguluyorum.

04 Hayr.

05 Tutuyorum. Bunu 6nemsiyorum.

06 Buna dikkat etmiyorum fakat sorularimi okudugunu anlamaya yonelik
hazirliyorum.

o7 Dil kullanimini, ctimlelerin anlasilir olmasini puanlamaya tabi tutuyorum fakat
noktalama ve yazim yanliglarini tutmuyorum.

08 Tutmuyorum, sinavlari coktan se¢meli, dogru-yanlis, bosluk doldurma
seklinde diizenliyorum.

09 Tutmuyorum fakat gerektigini diisiiniiyorum.

010 Tutmuyorum fakat sorulari olustururken anlasilir ve dogru yazmaya dikkat
ediyorum.

011 Tutuyorum.

012 Hayir, ¢clinki ¢oktan se¢meli test uyguluyorum.

013 Hayir, fakat puanlanmasi gerektigini diisiiniiyorum.

014 Tabii bu konuyu 6nemsiyorum.

015 Tutmuyorum ¢iinki dil kullanimi kétii oldugu icin anlamakta bile
zorlaniyorum. Puanlarsam 6grencilerin aleyhine olur.

016 Tutmuyorum.

017 Test yaptigimiz i¢in tutamiyoruz.

018 Hayr.

619 Tutuyorum. Bunun kesinlikle yapilmasi gerektigini diisiiniiyorum. Dikkat
uyandirilmadig: stirece diizelme gozlenemez.

020 Hayir, fakat tutulmasi gerektigini diisiinityorum.

= Tutmuyorum = Tutuyorum

Sekil 4. Ogrencilerin dil yeterliliklerinin sinavlarda degerlendirilmesine yonelik goriisler

Tiilay Sarar Kuzu, {lknur Karsi
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TARTISMA ve SONUC

Akademik basari, 6grenme ve 6gretme siireclerinde dilin dogru kullanimiyla etkili, faydal ve
kalic1 hale gelir. Kimseden yeterince anlamadig1 ya da yanlis anladig bir konuya ilgi duymasi ve
basar1 gostermesi beklenemez. Bu basari ve ilginin olusturulmasinda dnemli bir yer tuttugu kabul
edilen dilin 6gretme araci olma islevinin, farkl alan 6gretmenlerince nasil algilandigini ortaya
koymak amaciyla yiiriitiilen bu ¢alismada asagidaki sonuclara ulasilmistir.

Ogretmenlere dil kullaniminin en énemli {ic amacin1 belirtmeleri icin yoneltilen sorudan elde
edilen bulgu, farkli alan 6gretmenlerinin dili biiylik o6l¢lide iletisim, aktarim araci olarak
gordiikleri seklindedir. Katilimci 6gretmenlerin dilin bilissel siirecleri baslatan 6ge olmasi ile dilin
algilama ve diislinceleri olusturmadaki Oneminden s6z etmedikleri goézlemlenmistir.
Ogretmenlerin %91’ dilin 6nemini iletisim ve kendini ifade etme gibi sézlerle agiklamaktadir.
Dilin bilissel silireglerin tamaminda etkin oldugu, diisiinceleri aktarmanin, 6ncesinde de
olusturmanin dille gerceklestigi konusunda farkindaliklarinin olmadig1 anlasilmaktadir. Bu da
o0gretmenlerin, dilin dogru ve etkili kullaniminin diisiinmeyi, anlamay1 ve anlatmayi, dolayisiyla
da 6grenmeyi dogrudan etkilediginin yeterince farkinda olmadiklari seklinde yorumlanabilir.

Yine 68retmen goriislerinden Tirkcelesmis kelimelerin, 6zellikle Tiirkce terimlerin anlamay1 ve
o0grenmeyi oldukc¢a kolaylastirdigi sonucu ¢ikarilmistir. Alanyazinda karsilastifimiz bazi
calismalarda Tiirkce kdklerden tiiretilen terimlerin konunun anlasilmasinda daha etkili oldugu
belirtilmistir. Kelimeler yalnizca anlatmaya degil, anlamaya da yardimci olur. Kelimelerin
anlamin1 bilmeden okunanlarin ya da soylenenlerin anlaminin bilinmesi imkansizdir.
(Melanlioglu, 2008). Arastirmalar; ses, bicim, anlam ve s6zdizim 6zellikleri sebebiyle Tiirkcenin
sistemli olma o6zelligiyle; rahat 6grenilme, ¢ozliimleme, yeni terim, bilgi ve fikirler liretmeye
olduk¢a yatkin bir dil oldugunu gostermektedir. “Tiirk¢e, baglamsal diisiinme mantig1 ile
olusturulmus bir dildir” (Onan, 2008). “Tiirk¢enin bir dilbilgisi kitabini1 okumak, bu dili 6grenmek
niyetinde olmayanlar icin bile gercek bir zevktir. Turli dil bilgisel bicimlerin belirtilmesindeki
ustalik, ad ve eylem cekimi sistemindeki diizenlilik ve btitiin dil yapisindaki saydamlik ve kolayca
anlasilabilme yetenegi, insan zekasinin dil araciyla beliren {istiin giiciinii kavrayabilenlerde
hayranlik uyandirir. Arag¢ olarak, Tiirk dilindeki duygu ve diisiincenin en ince ayrimlarin
belirtebilme, ses ve bicim 68elerini bastan sona dek diizenli bir sisteme gore birbiriyle bagdastirip
dizileme giicii, insan zekasinin dille gerceklesen bir basarisi olarak belirir. Tiirk dilinde her sey
saydamdir, apagiktir” (Miller, 1891). Ders anlatiminda kullanilan kelimelerin, algilama ve terimi
dogru kodlama noktasinda anadilde tiiretilmis olmasinin dnemli oldugu yoniindeki 6gretmen
gorisleri Miiller’in bu gértsiiyle de desteklenmistir.

Ogretmenlerin; ders anlatiminda beden dili ve biiriin 6geleri kullaniminin iletisime ve 6grenmeye
etkileri konusundaki farkindaliklarinin degerlendirmesi amaciyla ¢alisma grubuna yoneltilen
sorudan elde edilen bulgular yorumlandiginda ulagilan sonug séyledir: Ogretmenler beden dilini
ozellikle de biiriin 6gelerini ve bu dgeler aracilifiyla saglanan anlasilabilirligi ne kadar 6nemserse,
ogrencilerin derse ilgi ve basarilar1 da o kadar artmaktadir. Goériismelerden anlasildigina gore
o0gretmenler ders anlatiminda beden dilini ve biiriin 6gelerini 6nemsemekte ve bu oOgeleri;
giidiileme, iletisimin etkililigi veya ilgi cekmekten cok disiplini ve sinifa hakimiyeti saglamak
amaciyla bilingli olarak kullanmaktadir. Sinavlar aracilifiyla 68rencilerin dil yeterliklerinin
farkinda olma durumlarini saptamak amaciyla 6gretmenlere yoneltilen sorudan elde edilen
bulgulara bakildiginda su sonuca ulasilmistir: Ogretmenler merkezi yerlestirme sinavlarinin
etkisiyle coktan se¢meli teste yonelmekte, bu nedenle dil kullanimini gerektiren acik uclu
sorularla nitelikli bir 6lcme ve degerlendirme yapamamaktadir. Ogretmenler kullandiklar é6l¢me
aracinin  sinirlilign  gerekeesiyle 0Ogrencilerin  yalnizca okudugunu anlama seviyelerini
gorebildiklerini, dolayisiyla dil yeterliklerini timiuyle gozlemleyemediklerini belirtmektedirler.
Ogrencilerin dil kullammindaki 6zensizligi de bu nedene baglanabilir. Yazmaya ve konusmaya
tesvik edici bir ders ortaminin bu baglamda 6grencilerin derse ilgisine ve dolayisiyla akademik
basarisina 6nemli katki saglayacagi ileri striilebilir. Buradan hareketle, 6grencilere s6zel metin
liretme ve ¢ozlimletme yoluyla 6lgme degerlendirme yapilabilecek bir sinav sistemine gecilmesi
onerilebilir.
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Calisma grubuna yoneltilen son soru; dil kullaniminin puanlamaya katilmasiyla ilgilidir. Bu
soruyla 6gretmenlerin dil kullanimina vermesi gereken 6nemin vurgulanmasi amaglanmistir.
Ogretmenler bu soruda da 6lgme ve degerlendirme araglarimin siirhiligini éne siirerek dil
kullanimini puanlamaya katmadiklarini belirtmislerdir. Puanlama; bir dis isteklendirme unsuru
olarak egitim bilimi agisindan tercih edilmese de, en azindan baslangicta, dilin 6nemine dikkat
cekme ve bilin¢ uyandirma amaciyla kullanilabilir.

Tim bulgular yorumlandiginda, 6gretmenlerin dili ve dilin islevlerini belli sinirlar icinde
degerlendirmekte oldugu goriilmiistiir. Bu nedenle sorulara “Ogrencilerin okudugunu anlama
seviyeleri ¢cok diisiik”, “Konusma ve yazma becerileri ¢ok diistik” seklinde genel ve sinirli cevaplar
vermislerdir. Ogretmenler, bu yetersizliklerin Tiirkce derslerinde diizeltilmesi ve gelistirilmesi
gerektigine yonelik goriis bildirmislerdir. Oysa dil, tiim ders alanlarini ilgilendiren bir olgudur. Bu
yoniiyle Tiirkge dersi ve dil bilgisi alaninin ¢ok 6tesinde; anlasmanin, 6grenmenin ve akademik

basarinin temelinde 6gretim alaninin tiim paydaslari icin dilin dogru kullanimi bir gerekliliktir.

Arastirmanin Simirhiliklar:

Arastirmanin kiimesi 2018-2019 6gretim yilinda, Ankara ilindeki 3 ortaokulda gérev yapan ¢esitli
alanlardan 20 o6gretmenle sinirhdir. Arastirmanin bir diger siirhligl ise tiim farkli alan
o0gretmenlerine ulasmanin giicliigii sebebiyle calisma grubu belirlenirken dl¢iit 6rnekleme ve tipik
durum 6érneklemesi yontemlerinin secimiyle ilgilidir.
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Introduction

Learning takes a lifetime. Within this period, the way of learning is primarily native language.
Individuals think, understand and speak in their native language. They come up with ideas and
shares their ideas simply and understandably with others through their native language. In an
academic context, learning and teaching make up two distinct dimensions of this sharing, which
seem symmetrical. In this case, for effective learning and teaching, the importance of
comprehensibility, expressing yourself well, conveying knowledge accurately, thus the ability to
use the language properly and effectively are indisputable facts. Whatever is taught, the most
significant element is language in reaching it. Therefore, at first, it is expected that the source of
information in learning environment and the teachers who are one of the main transmitters of it
should be aware of the importance of language. For this, first of all, teachers must be conscious,
sensitive and qualified themselves on this point and also their awareness about it must be
sufficient, otherwise it would be inappropriate to expect academic achievement in a subject that
students are not able to understand.

Method

The aim of this study is to determine the awareness of the teachers from different branches about
the influence of using Turkish language accurately and effectively on students’ academic
achievement.

The study was planned as a qualitative study and it was carried out with the 5th, 6th, 7th, and 8th
grade teachers who work in the secondary schools of Ministry of National Education. In order to
provide flexibility in the data collection and completeness in the response rates, semi-structured
interview method was used. The data obtained from the teachers’ interviews were interpreted by
document analysis method. Five questions below were prepared by taking expert opinions to the
study group and the findings obtained from the answers to these questions were interpreted.

e  What do you think the three most important purposes of the language are?

e Howdoesitaffect understanding and learning that the words you use in your branch while
teaching are in your native language?

e How do you use your body language, tone and emphasis of voice functionally in classes?
Do you think that you are a very good example in this sense?

e How do you think students’ language proficiency reflects in exams?

¢ Do you have any sanctions regarding the language and expression of your students? To
what extent do you require linguistic performance in scoring?

Discussion and Conclusion

Learning and teaching, these two elements that are the basis of academic achievement, become
permanent, useful and efficient through accurate use of language. No one can be expected to be
interested in the subject that he has not understood or he has misunderstood, or successful in it.
In this study where we have conducted in order to reveal how different branch teachers perceive
the function as a means of teaching of the language that we accept as having an important place
in the creation of success and interest, we have concluded the results below.

It was seen that the participant teachers were not able to express the importance of language as
an element that starts cognitive processes through perception and thinking. The vast majority of
the teachers explained the importance of language through words such as communication and
self-expression. It has been understood that language is effective in all cognitive processes and
that it has not been sensed that coming up with an idea is achieved through language before
transferring knowledge-ideas. It can be interpreted that the teachers are not aware that accurate
and effective use of language directly influences thinking, understanding and thus learning.
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It was concluded that Turkish words, especially Turkish terms, make learning and teaching easy,
based on these findings. It has been pointed out that the terms derived from Turkish words roots
are more effective in understanding the subject in some studies that we have come across in the
literature.

As it is understand from the interviews, the teachers have taken activities of prosody elements
into consideration and have used these elements by knowing the importance in communication.
However, at this point, it has been seen that the purpose is to provide class dominance instead of
motivation, effectiveness and drawing attention.

The teachers pointed out that they could only see students’ the levels of understanding what
students read, thus they could not observe exactly their language competencies. In this respect, it
can be said that the testing system should be replaced with a testing system that is able to measure
students’ levels in spoken language. It is claimed that a learning environment that encourages
writing and speaking contributes significantly to students’ interest in classes and thus their
academic achievement.

Another question addressed to the working group is about scoring the use of language. With this
question, it has been aimed at determining and emphasizing the importance the teachers attach
to the use of language and language. Asserting assessment and evaluation instrument in this
question, the teachers stated that they did not include the use of language in scoring. It can be
claimed that grading, although it is preferred as an external motivation from the point of view of
educational science, can be used, at least in the beginning, to attract attention and raise
consciousness to the importance of language.

When all the findings were interpreted, it was seen that the teachers evaluated the language and
functions of it within certain limits. Therefore, they gave general and limited answers to the
questions such as “the level of understanding what students read is very low” “speaking and
writing skills are very low”. The teachers present an opinion that these shortcomings should be
corrected and improved in Turkish lessons. However, language is the element that initiates
thinking. From this aspect, beyond Turkish lesson and the field of grammar, accurate use of
language is a must for all the stakeholders of teaching branches at the basis of agreement, learning
and academic achievement.

Tiilay Sarar Kuzu, {lknur Karsi
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0z

Esitsizlik her toplumda kismen de olsa goriilmekte olup, aile, sosyal hayat, kamusal alan, egitim 6rgiitleri
ya da is hayati gibi toplumun bircok degisik kurumlarinda ortaya ¢ikabilmektedir. Toplumun degisik
kurumlarinda ortaya ¢ikan bu esitsizlik toplumun baz fertlerini daha gii¢li kilmaktadir. Toplumdaki
fertlerin birbirleri ile esit olmadig1 anlayisina dayanan giic mesafesi kavrami, bir iilkenin kurum ve
kuruluslarinda daha az giice sahip iiyelerin giiciin esit dagitilmadigini kabul etme diizeyini ifade
etmektedir. Orgiit icerisinde giiciin esit olmayan dagilimindan kaynaklanan giic mesafesi érgiitsel yasamda
onemli bir kavram olup, karar alma, iletisim, etkilesim gibi 6rgiitsel siire¢ler acisindan oldukg¢a 6nemli bir
kavramdir. Bu baglamda, bu arastirmada calisanlarin giic mesafesi algilarini tespit etmeye yonelik bir 6lcek
gelistirmek amaglanmistir. Arastirmanin ¢alisma grubunu, Milli Egitim Bakanliginda gérev yapmakta olan
ilkokul, ortaokul ve lise 6gretmenleri olusturmaktadir. Arastirmada, agimlayict ve dogrulayici faktor
analizleri yapilarak olcegin yap1 gecerliligi sinanmis olup agimlayic1 faktor analizi 401 6gretmen ile,
dogrulayici faktor analizi ise 601 6gretmen ile gergeklestirilmistir. Yapilan faktor analizleri sonucunda
Olgegin, katilim, hiyerarsi ve erisim olmak lizere 23 madde ve 3 boyuttan olusan bir yapiya sahip oldugu
ortaya konulmustur. Bu ti¢ faktoriin acikladigl toplam varyans orani %56.65 olup, bu yap1 DFA ile
dogrulanmistir. @1gegin DFA analizi soncunda uyum degerleri, x2/sd = 2.8, RMSEA=.06, NNFI=.93; CFI=.94,
RMR=.05; GFI=.91 ve AGFI=.90 olarak tespit edilmistir. Olgegin, pilot uygulama sonrasi yapilan giivenirlik
analizi sonucunda, Cronbach Alfa degerinin .91 oldugu, alt boyutlarda ise katilim boyutunda a=.92, ulasim
boyutunda a=.88, hiyerarsi boyutunda ise a=.83 olarak tespit edilmistir. Ayrica, DFA i¢in 601 katilimcidan
toplanan verilerle yapilan giivenirlik analizinde ise, 6l¢gegin Cronbach Alfa degerinin .94 oldugu, boyutlarda
ise katilim alt boyutu a=.91, ulasim alt boyutu a=.89, hiyerarsi alt boyutu a=.81 ve olarak tespit edilmistir.
Arastirma neticesinde 6gretmenlerin okuldaki giic mesafesi algilarini 6l¢mek i¢in kullanilabilecek gecerli
ve giivenilir veriler elde edilebilecek bir 6l¢cek gelistirilmistir.

Anahtar Sézciikler: Giic, Gii¢ mesafesi, Orgiitsel giic mesafesi

ABSTRACT

Inequality is seen in many societies and can occur in many different institutions of the society such as
family, social life, public sphere, educational organizations or business life. This inequality in different
institutions of the society makes some members of the society stronger than others. The concept of power
distance, which is based on the understanding that individuals in society are not equal to each other,
expresses the level of acceptance of the fact that less power is not distributed equally in a country's
institutions and organizations. The power distance that stems from unequal distribution of power within
the organization is an important concept in organizational life and it is a very important concept in terms
of organizational processes such as decision making, communication and interaction. In this context, this
study was carried out to develop a scale to determine employees' perceptions of power distance. The study
group consists of primary, secondary and high school teachers working in the Ministry of National
Education. The construct validity of the scale was tested by using exploratory and confirmatory factor
analyzes. As a result of factor analysis, it was revealed that the scale had 23 items and 3 dimensions:
participation, hierarchy and access. The variance ratio explained by these three factors was 56.65% and
this structure was confirmed by DFA. At the end of the DFA analysis, the fit values of the scale were x2 / sd
= 2.8, RMSEA = .06, NNFI = 93; CFI = 94, RMR =.05; GFI = .91 and AGFI =.90. In addition, as a result of the
reliability analysis, it was found that Cronbach alpha internal consistency values for the scale was .92 after
expletory factor analysis. It was also found that Cronbach alpha internal consistency values for the scale
was .94. after confirmatory factor analysis. As a result of the study, a valid and reliable scale was developed
which can be used to measure teachers' perceptions of power distance at school.

Keywords: Power, Power distance, Organizational power distance
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GIRIS

Gilic mesafesi kavrami, ismini sosyal psikolog Mauk Mulder’in yaptig1 bir calismadan almaktadir.
Hofstede'nin gelistirmesi sonucunda ortaya cikan bu kavram yoneticiler ile ¢calisanlar arasindaki
duygusal mesafeyi ifade etmektedir (Hofstede vd. 2010, s. 55). Toplumdaki fertlerin birbirleri ile
esit olmadigi anlayisina dayanan gii¢ mesafesi kavramyi, bir iilkenin kurum ve kuruluslarinda daha
az giice sahip liyelerin giiciin esit dagitilmadigini kabul etme dilizeyini ifade etmektedir (Hofstede
vd. 2010, s. 61). Giic mesafesi, birey ya da gruplarin giic, otorite, prestij, statii, zenginlik ve servet
acisindan siniflandirilmasidir (Matveev ve Del Villar, 2014, s. 47).

Bir toplumda bireyler arasindaki esitsizlik degisik sekillerde ve bicimlerde ortay ¢ikabilmektedir.
Ayrica, bu esitsizligin sebepleri de farkli farkli olabilir. Bir toplumda insanlar, fiziki 6zellikleri,
zihinsel kapasiteleri, ekonomik statiisii, egitim seviyesi, ait oldugu sosyal sinif, icerisinde dogup
biiytidiigl aile, meslek ve statii gibi degisik yonlerden ayrisabilirler. Mesela, bir toplumda degisik
meslek gruplari (siyasetci, sanatgl, sporcu, is adami, bilim insani) farklh giiclere, statiilere,
ayricaliklara sahip olabilirler. Dolayisiyla biitiin toplumlarda az ya da ¢ok bir takim sosyal
esitsizliklerin olmasi beklenebilir. Bu esitsizlikler, toplumda bazi birey ve gruplar, digerlerinden
daha giiclii, digerleri tizerinde egemen kilmaktadir. Bu durum, ailede, okulda, kamu yonetiminde,
orgiitlerde ve toplumsal hayatin degisik kademelerinde gozlenebilmektedir (Sisman, 2011, s. 65).

Giic mesafesi, bireyin kendisini otoriteye ne kadar uzak yahut yakin algiladigini ifade etmektedir.
Bireyin kendisini otorite olarak kabul edilen kisilere, otoritenin sahip oldugu giic ve statiiden
dolay1 ne kadar uzak yahut yakin algiladiginin ifadesidir. Hofstede ve digerleri (2010, s. 61) giic
mesafesini yiiksek giic mesafesi ve diisiik glic mesafesi olmak tlzere iki baslk altinda ele
almaktadir. Diisiik giic mesafesi olan toplumlarda calisanlarin yoneticilere bagimhilhig ve
calisanlar ile yoneticiler arasindaki duygusal mesafe diigtiktiir. Calisanlar rahatlikla yoneticilere
yaklasabilir ve onlarla ters diisebilirler. Ancak yiiksek giic mesafesi olan toplumlarda ¢alisanlarin
yoneticilere bagimliligi esastir ve calisanlar ile yoneticiler arasindaki duygusal mesafe yiiksektir.
Calisanlar yoneticilere yaklasmak ve onlarla ters diismek istemezler.

Yiiksek giic mesafesinin hakim oldugu kiiltiirde c¢alisanlar kararlara katilma konusunda
isteksizdir. Amirlerinin kendilerinin yerine karar vermesini ve onlara pasif bir sekilde takip
edebilecekleri yonergeler vermesini tercih ederler. Isler, cahisanlara sinirli takdir hakki veren, dar
ve siki bir sekilde tayin edilmistir. Iletisim dikey bir bicimde asagiya dogru gerceklesir, yatay
iletisim hi¢ gerceklesmez ya da ¢ok az gerceklesir. Biitiin iletisim solgun, durgundur. Gli¢ mesafesi
ast-list arasinda genis bir iletisim ugurumu olusturur, ¢linkii alt kademede calisanlarin kendi
gorislerini dillendirmesi ya da séylemesi olduk¢a zordur. Ayni zamanda gii¢ mesafesi yoneticilere
astlar lizerinde sinirsiz gii¢ ve kontrol vermektedir. Calisanlar, sirasiyla, sorgulamayan ve itaatkar
bir tutum sergilemektedir. Dahasi yasli ve kidemli ¢alisanlar, yeterliliklerinden degil kurumdaki
uzun gorev siirelerinden, kideminden o6tiirti geng calisanlardan saygi goriirler. Glic mesafesi
ylksek kiiltiirlerde, kararlar despot ve otokrat bir bicimde birkac tepe yonetici tarafindan alinir.
Yiiksek giic mesafesinin oldugu orgiitlerde, yonetimin almis oldugu kararlara alt kademe
¢alisanlarinin ¢ok az direng ve itirazi oldugu i¢in kararlar hizli alinir ve uygulanir. Gii¢ mesafesinin
yliksek oldugu orgiitlerde, iletisimin zayif olmasi ve bilgi paylasiminin olmamas gibi, alt kademe
calisanlardan girdinin olmamasi yiliziinden alinan kararlarin kalitesi distiktiir. Yiiksek giic
mesafesi olan orgiitler etik olmayan davranislara meyillidirler. Ciinkii tepe yoneticiler alt kademe
calisanlara ya da daha genis orgltlere karsi, almis olduklar1 kararlari savunamazlar ya da
dogrulayamazlar. Etik olmayan davranis ya fark edilmez ya da Ustii ortiliir. Ve son olarak, yiiksek
glic mesafesinin oldugu bir orgiitte, yoneticiler denetlemeye, yonlendirmeye meyillidir ve alt
kademeden yukariya ¢ok az karar gider. Bu yiizden iist kademe yoneticiler rutin kararlarin icinde
bogulurlar (Khatri, 2009, s. 2).

Gilic mesafesinin yiliksek oldugu durumlarda, yoneticiler ve calisanlar birbirini esit olarak
gormemekte olup, hiyerarsik sistem bu var olan esitsizlik tizerine kuruludur. Orgiitler giicii birka¢
kisinin elinde toplayarak giicii merkezilestirmektedir. Calisanlar ne yapacaklarinin kendilerine
sdylenmesini bekler. Bir¢cok denetgi personel mevcuttur. Ust kademedekilerle alt kademedekiler
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arasinda genis bir maas farki vardir. Calisanlar egitimsizdir ve el isleri ofis islerine gore daha
diisiik statiide algilanir. Yoneticiler ayricaliklidir ve yoneticiler ile calisanlar arasindaki iletisimi
sadece yoneticiler baslatabilir. Calisanlarin géziinde ideal ydnetici, ¢alisanlarin kendisini yaninda
rahat hissettigi ve saygi duydugu miisfik bir otokrat ya da babacan bir yoneticidir. Calisanlar ve
yoneticiler arasindaki iliski cogunlukla duygu yiiklidiir (Hofstede vd. 2010, s. 73).

Tablo 1: Gili¢ mesafesi diisiik ve yiiksek topluluklar arasindaki farkliliklar

Diisiik Gii¢ Mesafesi Yiiksek Gii¢ Mesafesi

Hiyerarsi rollerin esitsizligi anlamina gelir ve Hiyerarsi tist kademe ile alt kademeler arasinda

diizeni saglamak i¢in vardir. var olan esitsizligi yansitir.

Ademi merkeziyetcilik popiilerdir. Merkezilesme popiilerdir.

Denetleyen birkac tane calisan vardir. Cok fazla denetci calisan vardir.

Tepe yonetim ile alt kademe ¢alisanlari arasinda az ~ Tepe yonetim ile alt kademe calisanlari arasinda

maas farki vardir. maas farki vardir.

Yoneticiler kendi tecriibelerine ve ¢alisanlara Yoneticiler amirlere ve resmi mevzuata

glivenirler. glivenirler.

Alt kademedeki ¢alisanlar kendilerine Alt kademedeki calisanlar ne yapacaklarinin

danisilmasini beklerler. sdylenmesini beklerler.

Yonetici becerikli bir demokrattir. Yonetici koruyucu, miisfik bir otokrattir.

Ast-ust iligkileri faydacidir. Ast-ust iligkileri duygusaldir.

Ayricaliklar ve statiiyli ifade eden semboller uygun  Ayricaliklar ve statiiyti ifade eden semboller

goriilmez. normal ve popiilerdir.

El isleri, masa isleri ile ayn1 statiidedir. Beyaz yakali isleri mavi yakali islerinden daha
kiymetlidir.

Not. G. Hofstede, G.]. Hofstede ve M.Minkov’'un Cultures and Organizations, Software Of The Mind
(Hofstede vd., 2010, s. 76) adli calismasindan alinmistir.

Giiciin esit olmayan dagilimini olagan karsilayan bireylerin glic mesafesi yliksek iken, bu durumun
normal olmadigini diisiinen bireylerin gii¢ mesafesi diisiik seklinde ifade edilebilir. Gii¢ mesafesi
diisiik olan bireyler ayricaliklari ve statii gostergelerini hos karsilamazken, giic mesafesi yiiksek
bireyler tarafindan yonetici icin ayricaliklar beklenir ve bu durum popiilerdir (Uslu ve Ardig,
2013,s.317).

Diisiik giic mesafesinin oldugu durumlarda ise, calisanlar ve yoneticiler birbirlerini esit olarak
gormektedir. Hiyerarsi sadece rollerin esitsizligi olarak algilanir ve kolaylik i¢in vardir. Roller
degisebilir ve bugiin ¢alisan olan birisi yarin yonetici olabilir. Diiz hiyerarsik piramitleri ve sinirh
denetci personeli ile orgiitlerde 4demi merkeziyetci bir yapi s6z konusudur. Calisan ve yonetici
arasindaki maas farki yiiksek degildir. Calisanlar kalifiye elemanlardan olusur ve yiiksek beceri
gerektiren el isleri diisiik beceri gerektiren ofis islerinden daha yiiksek bir statiiye sahiptir.
Yoneticilerin ¢alisanlara oranla daha ayricalikli bir konumda olmasi istenmez. Herkes ayni park
yerini, ayni tuvaleti, ayn1 kantin ve kafeteryayi kullanir. Calisanlar yoneticilere rahathkla
ulasabilmekte olup, ideal yonetici becerikli ve saygi duyulan bir demokrattir. Calisanlar
kendiislerini etkileyen bir karar alinirken kendilerine danisilacagini bekler ancak nihai kararin da
yonetici tarafindan verilecegini de kabul ederler. Statii, konum ifade eden semboller istenmez ve
genc yoneticilere yash yoneticilere gore daha ¢ok deger verilir (Hofstede vd. 2010, s. 74).

Gilic mesafesi, bireyleri, gruplari, organizasyonlari ve uluslarn esitsizliklerin ka¢inilmaz olarak ya
da islevsel olarak kabul edildigi dereceye gore farklilastiran bir degerdir. Gii¢ mesafesinin
anlasilmasi 6zellikle kurumsal arastirmalarda 6nemlidir, ¢iinki gii¢ tiim iliskiler icin temeldir,
hiyerarsik organizasyonlarda dogaldir ve bir¢cok orglitsel siire¢ ve sonucu etkiler (Daniels ve
Greguras, 2014, s. 1).

Yiiksek giic mesafesi kiiltlirii, orgiitlerde dengesiz giic dagilimi ve orgiitlerdeki ayricalikli
hiyerarsik yapilar lizerinde durur. Birkag kisinin biiytik giicli s6z konusu iken geri kalan cogunluk
¢ok az bir giice sahiptir ve gii¢ kisisel bir 6zellik olarak gérilmektedir. Diisiik Gli¢ Mesafesi kiiltiirii
ise, herkesin tek bir diizlemde oldugu yatay iliskilere deger verir. Statii ifade eden semboller ve
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ayricaliklar kabul gérmez. Eger bir yonetici glic veya otoriteye sahip ise ¢alisanlara saygi duymal
ve gerektiginde bu giiciin faydalarini miimkiin oldugunca paylasmaya ¢ok dikkat etmelidir. Karar
verirken herkes s6z hakkina sahiptir ve her bir birey ya da grup bu haklarin ihlalinde bundan
sikayet etme 6zglirliigiine ve hakkina sahiptir. Neyin adil olup olmadig1 konusunda ¢ok giiclii bir
hassasiyet vardir ve ¢alisanlar kendilerine adil bir bicimde davranilmadigini diisiindiikleri vakit
sikayette bulunma ve durumlarimi iyilestirmek icin miizakere etme konusunda o6zgiirdiirler
(Hofstede vd., 2002, s. 142).

Yiiksek gilic mesafesi durumunda iistler ve astlar, birbirleriyle esit olmadiklarini bastan kabul
etmektedirler. Bu tip orgiitler daha merkezidir. Hiyerarsik yapi, yiiksek bir piramit seklindedir ve
bu orgiitlerde yukariya dogru iletisim zayif olmaktadir. Hiyerarsik sistem, bu esitsizlik iizerine
kurulmus gibidir. Astlarin sdylenenleri yapmalar1 beklenmekte, yapmadiklari/yapamadiklari
denetgilerin  tarafindan tespit edilirse, ya o6diilden mahrum birakilmakta veya
cezalandirilmaktadirlar. Maas sistemleri, en list ve en alt arasinda biiyiik ugurumlar olacak sekilde
diizenlenmektedir. Ustlere maas haricinde, 6zel oda, makam araci, lojman gibi ayricaliklar
verilmektedir. Diistik gilic mesafesi durumunda ise, astlar ve lstler birbirlerini esit kabul
etmektedirler. Hiyerarsik sistemin sadece rollerin bir esitsizligi oldugu, kolaylik icin bu sekilde
diizenlendigi ve rollerin degisebilecegi kabul edilmektedir. Orgiitler merkezi degil, hiyerarsi
yayvan bir piramit seklinde ve denetci personel sayisi kisithdir. Ust ve ast arasindaki maas aralig
fazla degildir, calisanlar oldukga kalifiyedir. Ustler i¢in ayricaliklar istenmeyen bir durumdur ve
herkesin ayni tuvalet, garaj ve kafeteryayi kullanmasi beklenmektedir. Ustlere, astlar tarafindan
kolayca ulasilabilmekte ve patronlar demokratik bir yonetim tarzi sergilemektedir (Celik, 2007, s.
39).

Hofstede Tirkiye'yi giic mesafesinin yliksek oldugu iilkeler arasinda degerlendirmektedir
(Hofstede vd., 2010, s. 58). Bu yiiksek giic mesafesinin okullar ve okul yonetimine yansimasina
baktigimizda, okullarda merkezi bir yapinin oldugu ve giiciin belli kisilerde toplandigi
gorilmektedir. Ogretmenler, merkez teskilatindan gelen talimatlar dogrultusunda hareket
etmektedir. Ogretmenlerin sinif icerisinde neler yapacag, 6gretecegi konular, yapacagi yazih ya
da sozlu smavlar, katilacagr kurullar, uyacagi kurallar vs. merkez teskilatinin belirlemis oldugu
yonetmelikler dahilinde gerceklesmektedir. Okul miidiirii bu yonetmeliklerin icraci makami ve
ogretmenler de uygulayicisidir. Ogretmenler kiiciik esnetmelerle bu yénetmelikler dahilinde
gorevlerini yerine getirirler. Tiirk egitim sisteminde okul miidiiriiniin kapisindan baslayan dikey
bir hiyerarsi olup, cok fazla yonetici bulunmaktadir. Bu hiyerarsik yapiya gore 6gretmenlerin tist
kademe yoneticilere sayg1 gostermesi beklenir. Ayrica okul i¢i kararlar genellikle yonetmelikler
cercevesinde, okul idaresince alinmaktadir. Okullarda okul gelisim ekibi, okul karar alma kurulu
gibi kurullar olsa da cogunlugu evrak iizerindedir ve uygulamada okul miidiirleri okul i¢i kararlari
alir ve uygularlar. Ogretmenler de alinan bu kararlara genellikle uyarlar. Ogretmen simf
icerisinde, 6grencilerin saygi duydugu ve kismen c¢ekinip korktugu bir figiir olup egitim-6gretim
slireci tamamen 6gretmen merkezlidir.

Gii¢ Mesafesi ve Aile Hayati

Bircok insan dogumdan hemen sonra rol model olarak aldig: aile biiyiiklerinden icinde dogup
biiylidiigii alenin zihin kodlarimi edinir. Glic mesafesinin yiiksek oldugu ailelerde cocuklar
ebeveynlerine itaat ederler. Hatta bazen ¢ocuklar arasinda bile otorite vardir. Kii¢iik cocuklarin
kendisinden biiyiik olan kardeslerine itaat etmeleri beklenmektedir. Anne-babaya ve biiyiiklere
karsi saygili olmak temel erdem olarak gortilmektedir. Anne-babanin otoritesi anne-baba hayatta
oldugu siirece devam etmektedir. Anne-baba ihtiyarladiginda cocuklarin anne-babalarini finansal
olarak desteklemeleri beklenmekte olup ¢ogunlukla anne-babalar yaslilik dénemlerinde ¢ocuklari
ile birlikte yasamaktadirlar. Diistik glic mesafesi olan ailelerde ise baskalarina karsi davranislar
insanlarin yaslarina ve statiisiine bagh degildir. Cocuklar biiyiidiiklerinde anne-babasiyla arkadas
gibi ya da onlarla esit statiide kendilerini gérmeye baslarlar ve 6nemli kararlar verirken anne-
babasinin iznini ya da tavsiyesine ihtiya¢c duymazlar. ideal bir ailede aile iiyeleri birbirine karsilikl
olarak baghdir. Anne-babalar yaslandiginda ¢ocuklarinin kendilerini maddi ac¢idan
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desteklemelerini beklemezler onlarla birlikte yasama gibi bir beklenti icerisinde de olmazlar
(Hofstede vd. 2010, s. 67).

Gii¢ Mesafesi ve Egitim Hayati

Bir¢ok toplumda bugiin ¢cocuklar birkag yil boyunca okula gitmektedir, bazi gelismis toplumlarda
okul siiresi bir gencin hayatinin 20 yilindan fazlasina denktir. Okulda ¢ocuk kedi zihin kodlar
gelistirmektedir. Ogretmenler ve simf arkadaslar icinde bulunduklar kiiltiiriin degerlerini bu
ogrenciye telkin etmektedir. Giic mesafesinin yliksek oldugu egitim ortamlarina bakildiginda
anne-baba ve c¢ocuk iliskisindeki esitsizlik egitim hayatinda da Ogretmen-6grenci esitsizligi
seklinde devam etmektedir. Ogretmenlere saygi duyulur hatta égrenciler 6gretmenden korkarlar.
Egitim stireci 6gretmen merkezlidir, 6gretmenler takip edilecek entelektiiel patikalarin sinirlarini
belirlerler. Sinifta siki bir disiplin vardir ve biitiin diyaloglar1 6gretmenler baslatir. Ogrenciler
sinifta sadece 6gretmen miisaade ettigi zamanlarda konusmaktadir. Okul disinda bile olsalar
o0gretmenlere karsi gelinmez ve 68retmenler elestirilemez. Bu diizende 6grencinin 6grenme
kalitesi 6gretmenin miikemmelligine baghdir. Gii¢ mesafesinin diistik oldugu egitim ortamlarinda
ise 6grenci merkezli bir egitim s6z konusudur ve 6grenciler kendi entelektiiel gidisatlarini
belirlerler. Sinifta, 6grenci istedigi zaman konusabilir ve anlamadigl seyleri 6gretmenine
rahatlikla sorabilmektedir. Ogretmenleri ile rahathkla tartisabilmekte, farkh diisiindiiklerinde
bunu rahatlikla dile getirebilmekte ve 6gretmenini rahatlikla elestirebilmektedir. Ogrenci simifta
yanlis bir davranis sergilediginde 6grencinin anne-babasi genellikle 6grencinin yaninda ve
o0gretmenin karsisinda yer alirlar (Hofstede vd., 2010, s. 69).

Gii¢ Mesafesi ve Calisma Hayati

Gii¢ mesafesi yliksek olan tilkelerde baskici, otoriter liderler daha ¢oktur. Halbuki gii¢ mesafesinin
diisiik oldugu iilkelerde demokratik ve katilimci liderler daha ¢ok bulunmaktadir. Liderler ile
izleyenleri arasindaki giic mesafesi ne kadar coksa yonetim ve denetim birimleri anlasmazlik ve
sorunlari ¢6zmede o kadar zorlanmaktadir. Statli ve formalitelere az 6nem verilen diisiik gig
mesafesinin oldugu kiiltiirlerde liderler ile izleyenleri arasindaki farklar ¢ok azdir ve birbirlerine
benzemektedir (Polat & Doyuran-Goktiirk, 2005).

Bircok insan calisma hayatina aile ve okuldaki egitim ve 68renme siirecinin ardindan geng
yaslarda baslamaktadir. Ebeveyn-cocuk, Ogretmen-0grenci ve doktor-hasta arasindaki ikili
iliskilere bir yenisi eklenmektedir, patron-¢alisin iliskisi. Dolayisiyla ebeveynimize (6zellikle
babaya) ve oOgretmenlerimize karsi sergiledigimiz, zihinsel kodlarimiza daha o6nce
yerlestirdigimiz, zihinsel programimizda var olan tutum ve davraniglarin aynisini patronumuza
karsi gostermeye basliyoruz. Gii¢ mesafesinin yiiksek oldugu calisma ortamlarinda yoneticiler ve
calisanlar birbirini esit olarak gormemektedir. Hiyerarsik sistem var olan bu esitsizlige
dayanmaktadir ve orgiitler giici miimkin oldugunca birka¢ kisinin elinde tutarak
merkezilestirmektedir. Calisanlar ne yapmasi gerektiginin yoneticiler tarafindan kendisine
soylenmesini beklemektedirler. Bir¢cok denetleyici personel bulunmaktadir ve dikey hiyerarsi
mevcuttur. Orgiitiin tepe yonetimi ile taban arasinda iicret acisindan ¢ok biiyiik farklar vardir.
Calisanlarin egitim diizeyi diistiktiir. Calisanlarin géziinde yonetici iyimser bir otokrat ya da iyi bir
babadir. Diisiik glic mesafesinin oldugu c¢alisma ortamlarinda ise, calisanlar ve yoneticiler
kendilerini birbirine denk goérmektedir. Hiyerarsi, sadece rollerin esitsizligi anlamina
gelmektedir. Roller degisebilir, birisi bugiin calisan iken yarin patron konumunda olabilmektedir.
Orgiitlerde merkezi bir yap1 bulunmamakla birlikte yatay bir hiyerarsi s6z konusu olup sinirh
saylda denetleyici personel bulunmaktadir. Tepe yonetim ile calisanlar arasinda iicret fark
oldukg¢a distktir. Calisanlar yiliksek donanima ve becerilere sahip egitimli bireylerden
olusmaktadir. Ideal yonetici ise saygi duyulan bir demokrattir. isle ilgili kararlar alinirken
calisanlarin da gorislerine basvurulmasi beklenir ancak son karari yonetici vermektedir
(Hofstede vd. 2010, s. 73-74).
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YONTEM

Calisma Grubu

Arastirmanmin calisma grubu, 2016-2017 yillarinda Istanbul ili Sultangazi ilgesindeki resmi
okullarda gérev yapan ve arastirmaya goniillii olarak katilan 6gretmenler olusturmaktadir. Olgek
birbirinden farkl iki ayr1 ¢alisma grubundan toplanan veriler ile Agimlayici ve Dogrulayici faktér
analizlerine tabii tutulmustur. Pilot uygulamada 401 goniillii 6gretmenden gelen veriler ile
Acimlayici Faktor Analizi yapilirken, Dogrulayici Faktér Analizi, yapilan ikinci uygulamada 601
gonillii 6gretmenden gelen veriler ile gerceklestirilmistir. Pilot uygulamaya katilan 401
o0gretmenin demografik 6zellikleri incelendiginde, arastirmaya katilan 6gretmenlerin 237’si
(%59,1) kadin, 164’i (%40,9) ise erkektir. Ayrica 6gretmenlerin 318’1 (% 79,3) 1-10 y1l, 51'i (%
12,7) 11-20 y1il ve 32’si (% 8,0) 21 y1l ve tizeri mesleki kideme sahiptir. DFA yapilan ikinci grup ise
601 6gretmenden olusmaktadir. Ogretmenlerin 300’i (% 49,9) kadin, 286’s1 (47,6) erkek olup
15’1 (%2,5) ise cinsiyetini belirtmekten kaginmistir. Ayrica, 6gretmenlerin 441’i(%73,4) 1-10 yil,
109'u (%18,1) 11-20 y1l, 32’si (%5,3) 21 yil ve lizeri mesleki kideme sahip olup, 19 (%3,2)
ogretmen ise kidem yilim belirtmemigtir. Olgme aracinin giivenirlik analizleri, 601 6gretmenden
gelen nihai verilerle gerceklestirilmistir.

Veri Toplama Aracinin Gelistirilmesi

Giic mesafesi olceginin teorik yapisini sekillendirmek iizere giic mesafesi ile ilgili alanyazini
incelendikten sonra uzman goriisleri de alinarak 76 maddelik bir madde havuzu olusturulmustur.
Olusturulan bu havuzda birbirini tekrar eden ifadeler birlestirilmis, anlasilmasi gii¢ olan ifadeler
cikartilmis ve 45 maddelik bir taslak form olusturularak uzman goriisiine sunulmustur. 45
maddelik taslak form bir Tiirk¢e 68retmeni ve li¢ Tiirk Dili ve Edebiyati 6gretmenine sunularak
gerekli anlatim bozukluklar1 ve dil hatalarinin giderilmesi istenerek gerekli dilsel hatalar ve
muglak ifadeler diizeltilmistir. Taslak form, kapsam gecerligi icin egitim ydnetimi alaninda
doktorasini tamamlamis 5 uzmana sunulduktan sonra, uzmanlarin gorisleri dogrultusunda iki
madde ilave edilmis ve bazi maddeler birlestirilmis ya da ¢ikartilmis ve 32 maddelik nihai form
olusturulmustur. 5’li Likert bi¢ciminde hazirlanan 32 maddelik nihai form 1 (Kesinlikle
Katilmiyorum) - 5 (Tamamen Katiliyorum) araliginda derecelendirilmistir. 32 maddelik son
halini alan 6l¢ek anlasilabilirlik ve kolay cevaplanabilirlik 6zelliklerinin sinanmasi bakimindan 15
6gretmene uygulanmistir. Ogretmenlerin goriisleri de géz éniinde bulundurularak élcege son hali
verilmis ve o6lcek pilot uygulama icin hazir hale getirilmistir. Olcegin katihm boyutundaki
maddeler (2,4,5,7,8,15,16,19,20), ters kodlu maddeler olup 6lgekten puan alirken bu maddeler
ters kodlanmaktadir.

BULGULAR

Pilot Uygulama ve A¢imlayici Faktor Analizi

Arastirmaya katilan kisilerin tepkilerini 6l¢gmek, 6lcek maddelerinin anlasilabilirligi ve islevselligi
icin olusturulan 32 maddelik nihai formun pilot uygulamasi yapilmistir. Pilot uygulama Milli
Egitim Bakanlig1 blinyesinde gorev yapmakta olan resmi ve 6zel okullarda gorev yapan 401
6gretmene uygulanmistir. 32 maddeden olusan Giic Mesafesi Algis1 Olcegi’nin faktér yapisini
belirlemek amaciyla 401 katilimciya 6n uygulama yapilmis olup bu uygulamada agimlayici faktér
analizi yapilmistir. Yapilan analiz sonucunda toplanan verilerin Kaiser Meyer Olkin=.94 ve Bartlet
(p<.01) test analizleri sonuglar ile faktoér analizinin yapilabilecegi goriilmiistiir. Arastirmada
faktor yapisi incelenirken 6lcegin cok faktorlii bir yapiya sahip oldugu diisiiniilerek Varimax dik
eksen dondiirme teknigi tercih edilmistir. Faktor analizi sonucunda, Tablo 2’den goriilebilecegi
lizere Olgegin 6z degeri 1’den biiyiik ii¢ alt boyuttan olustugu gorilmiistiir.
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Tablo 2: Gii¢ Mesafesi Algis1 Olceginin Alt Boyutlarina iliskin Faktor Yiik Degerleri

Maddeler 1. Boyut 2. Boyut 3. Boyut
M16 ,727

M4 ,727

M15 ,683

M5 ,676

M7 ,633 ,392

M19 ,609 ,334

M8 ,603

M20 ,567

M2 ,566 ,304
M14 ,824

M18 ,351 ,786

M21 ,618

M13 ,604

M22 ,303 ,584

M10 , 379 ,581 ,303
M17 464

M1 ,678
M3 ,678
M9 ,302 ,671
M12 ,348 ,636
M11 ,617
M6 ,605
M23 ,342 ,590
Oz Deger 4,59 4,02 3,74
Varyans Yiizdesi 19,97 17,48 16,28

Varimax Dik Eksen Dondiirme Teknigi sonucunda 6l¢egin 1. boyutu toplam varyansin %19,97 sini,
2. Boyut %17,48 ini, 3. Boyut ise %16,28 ini aciklamaktadir. Olgek maddelerinin Varimax Dik
Dondirme Teknigi sonucunda 6z degeri 1’den biiyiik 3 faktérde toplandigi, tim maddelerin
girdikleri faktorde kabul edilebilir yiik degerlerine sahip oldugu gorilmistiir. Maddelerin faktor
yiiklerinin, .824 ile .464 arasinda degistigi goriilmektedir. iki boyutta da yiiksek faktor yiikiine
sahip olan dokuz madde 6lgekten cikartilmistir. Cikartilan bu maddelerden sonra 6lgegin g
boyutlu ve yirmi ii¢ maddeli bir yapisinin oldugu goriilmiistiir. 23 maddeden olusan Gii¢ Mesafesi
Olgeginin dokuz maddeden olusan birinci alt boyutu katiim, yedi maddeden olusan ikinci alt
boyutu erisim zorlugu ve yedi maddeden olusan tiglincii alt boyutu ise hiyerarsi alt boyutu olarak
isimlendirilmistir.

Gelistirilen Olgegin Uygulanmasi ve Dogrulayici Faktor Analizi

Gelistirilen 6l¢cek son halini aldiktan sonra uygulamaya gecilmis ve 32 ayri okulda gorev yapmakta
olan 6gretmenlere uygulanmis ve 601 katilimcidan elde edilen veriler ile 6zgiin 6lcekte yer alan
23 madde ve saptanan ti¢ faktorli yapi ile bu calismada elde edilen verilerin ne derece uyum
gosterdigini degerlendirmek amaciyla dogrulayici faktoér analizi yapilmistir. 601 katilimcidan elde
edilen veriler ile 6zgiin Olgekte yer alan 23 madde ve saptanan li¢ faktorlii yapi ile bu ¢alismada
elde edilen verilerin ne derece uyum gosterdigini degerlendirmek amaciyla DFA yapilmistir. DFA
sonucunda elde edilen degerler asagida sunulmustur.
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Sekil 1. Gli¢ mesafesi 6l¢cegi dogrulayici faktor analizi sonuglari

DFA iliskin degerler incelendiginde x2 degerine iliskin p degerinin manidar oldugu (p<.01)
gorilmustiir. Model serbestlik derecesine oranina gore (x2/sd = 2,8) degerlendirildiginde, elde
edilen sonuca gore uyumun ¢ok iyi oldugu gériilmektedir. Orneklemin biiyiikliigii de goz éniinde
bulunduruldugunda diger degerlerin de kontrol edilmesinde fayda vardir. Bu baglamda GM 6lcegi
icin RMSEA=.06, NFI= .91, NNFI=93, NFI=91, PNFI=.82, CFI=94, IFI=94, PGFI=.75, RFI=.91,
standardize edilmis RMR=.05; GFI=.91 ve AGFI=.90 olarak tespit edilmistir. Bu ¢ercevede sonug
olarak uyum indeksleri incelendiginde modelin iyi bir uyum gostererek dogrulandigi ifade
edilebilir (Meydan ve Sesen, 2011; Klein, 1998; Cokluk, Sekercioglu ve Biiyiikoztiirk,
2016;Tabachnick ve Fidell, 2001).

Gitvenirlik Analizi

Gii¢ Mesafesi Algis1 Olcegi icin pilot uygulama sonrasi yapilan giivenirlik analizi sonucunda,
Olgegin Cronbach Alfa degerinin .91 oldugu gériilmiistiir. Olgegin alt boyutlarina iliskin giivenirlik
degerleri ise katilim boyutunda a=.92, ulasim boyutunda a=.88, hiyerarsi boyutunda ise a=.83
olarak tespit edilmistir. Ayrica, DFA i¢in 601 katilimcidan toplanan verilerle yapilan giivenirlik
analizinde ise, Giic Mesafesi Algis1 Olceginin Cronbach Alfa degerinin .94 oldugu goriilmiistiir.
Olgegin alt boyutlarina ait giivenirlik degerleri ise katilim alt boyutu «=.91, ulasim alt boyutu
a=.89, hiyerarsi alt boyutu a=.81 ve olarak tespit edilmistir. Bu deger, maddeler arasinda ytliksek
derecede giivenirliginin oldugunu géstermektedir.

Tablo 2: Gli¢ mesafesi 6l¢egi ve alt boyutlarina iliskin giivenirlik analizi

Olgekler N Madde Sayisi Alpha

Okulda Giig¢ Mesafesi Olgegi 601 23 94

Katilim Alt Boyutu 601 9 91

Erisim Zorlugu Alt Boyutu 601 7 .89

Hiyerarsi Alt Boyutu 601 7 .81
TARTISMA ve SONUC

Ogretmenlerin giic mesafesi algillarim1 6lgmek amaciyla gecerli ve giivenilir bir 6lcme arac
gelistirmek amaciyla gercgeklestirilen bu ¢calismada, 45 maddelik bir madde havuzu olusturulmus,
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uzman gorisleri alindiktan sonra bazi maddeler cikartilmis, bazi maddeler birlestirilmis,
uzmanlarin 6nerdigi maddeler ilave edilmis ve nihai olarak 32 maddeden olusan bir 6lgek
olusturulmustur. 32 maddeden olusan giic mesafesi 6lceginin son hali ile 401 6gretmenden veri
toplanmis ve Olgege acimlayici faktoér analizi yapilmistir. Agimlayici faktor analizi neticesinde ti¢
boyutlu ve 23 maddeden olusan bir 6l¢ek ortaya ¢cikmistir. Daha sonra 3 boyutlu ve 23 maddeden
olusan giic mesafesi olgegi ile 601 6gretmenden veri toplanmis ve pilot uygulamada elde edilen 3
boyut ve 23 maddeden olusan bu yapi dogrulanmaya calisilmistir. Bu amagla dogrulayici faktér
analizi yapilmis ve elde edilen degerler pilot uygulamadaki 3 boyut ve 23 maddeden olusan bu
yapiyl dogrulamistir. Ortaya ¢ikan bu ii¢ boyut katiim (2,4,5,7,8,15,16,19,20), erisim zorlugu
(10,13,14,17,18,21,22) ve hiyerarsi (1,3,6,9,11,12,23) olarak isimlendirilmistir.

Katilim, calisanlarin orgiitsel yasamdaki esit olmayan giic dagilimini benimsemesinden dolay1
glicli elinde bulunduran otoritenin vermis oldugu kararlar1 kabul etmesi ve alt kademe
calisanlarin bu karar siireclerine dahil edilip edilmeme, goriis ve diistinciilerinin bu yonetsel
slireclerde temsil edilip edilmemesini ifade etmektedir. Hofstede vd. (2010, s. 76) giic mesafesinin
yliksek oldugu toplumlarda merkeziyetci bir anlayisin oldugunu ve Kkararlarin giicii elinde
bulunduran otoritelerce alindigini ve astlarin bu kararlara uydugunu, ¢alisanlarin kararlara dahil
edilmedigini ifade etmektedir.

Hiyerarsi, alt kademe calisanlar ile iist kademe arasindaki var olan esitsizligi yansitmaktadir.
Hiyerarsi, dlizeni saglamak amaciyla orgiit igerisinde is boliimii ve departmanlarin olusumu
stirecinde belli boliim ve kademelerde sorumlu olan yoneticilerin konumlarinin farklilasmasi,
yani var olan rollerin esitsizligi anlamina gelmemekte olup, alt kademe calisanlarla yonetim
kademesi arasindaki, yoneticilerin statiisiinden kaynaklanan ayricaliklar1 ve esitsizligi ifade
etmektedir.

Zira giic mesafesinin yiiksek oldugu kiiltiirlerde, insanlar hiyerarsik diizeni kabul eder ve seckin
(elit) sinifa ayricaliklar taniyarak bu esitsizligi tesvik emektedir (Mead ve Andrews, 2009, s. 38).
Hofstede vd. (2010, s. 76) giic mesafesi yliksek olan orgiitlerde merkeziyetci bir yapinin oldugunu,
hiyerarsinin rollerin esitsizliginden 6te oldugunu, beyaz yakali islerin mavi yakali islerinden daha
kiymetli oldugunu ve statiiyii ifade eden sembollerin ve ayricaliklarin oldugunu ifade etmektedir.

Erisim zorlugu boyutu, giiciin esit olmayan dagiliminin statii, ayricaliklar ve statiiyii ifade eden
sembollerin calisanlar tarafindan kabullenilmesi neticesinde c¢alisanlarin iistlerine kolay bir
sekilde ulasip ulasamama durumunu ifade etmektedir.

Zira giic mesafesinin diistik oldugu orgiitlerde, calisanlar ile yoneticiler arasindaki mesafe daha az
olup yonetici ile calisan arasinda direkt (dolayli olmayan) ve daha sik bir irtibat s6z konusudur.
Giic mesafesinin yliksek oldugu orgiitlerde ise, yoneticiler ile calisanlar arasindaki mesafe daha
genistir (Biatas, 2009, s. 107).

Ayrica, giic mesafesi, bir orgiitte daha gii¢siiz olan bireylerin, giiciin esit olarak dagitilmadigini
kabullenmeleri ile olusan uzakligi ifade etmektedir. Gii¢ mesafesinin ytliksek oldugu toplumlarda
giicii gostermek icin statii onemli olup glicli gosteren statii ve semboller popiilerdir (De Mooij ve
Hofstede, 2002, s. 63). Ayrica, diisiik giic mesafesi olan toplumlarda ise calisanlarin yoneticilere
bagimlilig1 ve calisanlar ile ydneticiler arasindaki duygusal mesafe diistiktiir. Calisanlar rahatlikla
yoneticilere yaklasabilir ve onlarla ters diisebilirler. Ancak yiiksek gii¢ mesafesi olan toplumlarda
calisanlarin yoneticilere bagimlilig1 esastir ve calisanlar ile yoneticiler arasindaki duygusal mesafe
ylksektir. Calisanlar yoneticilere yaklasmak ve onlarla ters diismek istemezler (Hofstede vd.
2010, s. 61). Glig mesafesinin ytliksek oldugu kiltiirlerde, giicii elinde bulunduran aktorlerin sahip
oldugu statii ve ayricaliklar gii¢ sahibi aktorlere ulasilmasini zorlastirmaktadir.

Sonuc olarak, Gii¢c Mesafesi Olcegi 23 madde ve 3 boyuttan olusan bir yap1 sergilemektedir. Olgek
Maddeleri  “1-Kesinlikle = Katilmiyorum” ile “5-Tamamen Katiliyorum” araliginda
puanlanmaktadir. Olgekten alinan puanlarin artmasi, katitimcilarin giic mesafesi algilarinin
yiikseldigini gostermektedir. Giic Mesafesi Olcegine yonelik bulgular goéz o6niinde
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bulunduruldugunda, 6l¢ek arastirmacilara gii¢ mesafesi algisini 6lcmeye yonelik alternatif bir veri
toplama araci olmasi bakimindan 6nemli bir eksikligi giderecektir.
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EXTENDED ABSTRACT

Introduction

Inequality is seen in many societies and can occur in many different institutions of the society such
as family, social life, public sphere, educational organizations or business life. This inequality in
different institutions of the society makes some members of the society stronger than others. The
concept of power distance, which is based on the understanding that individuals in society are not
equal to each other, expresses the level of acceptance of the fact that less power is not distributed
equally in a country's institutions and organizations. The power distance that stems from unequal
distribution of power within the organization is an important concept in organizational life and it
is a very important concept in terms of organizational processes such as decision making,
communication and interaction. In this context, this study was carried out to develop a scale to
determine employees' perceptions of power distance. The study group consists of primary,
secondary and high school teachers working in the Ministry of National Education. The construct
validity of the scale was tested by using exploratory and confirmatory factor analyzes. As a result
of factor analysis, it was revealed that the scale had 23 items and 3 dimensions: participation,
hierarchy and access. The variance ratio explained by these three factors was 56.65% and this
structure was confirmed by DFA. At the end of the DFA analysis, the fit values of the scale were x2
/ sd = 2.8, RMSEA =.06, NNFI = 93; CFI = 94, RMR =.05; GFI =.91 and AGFI =.90. In addition, as a
result of the reliability analysis, it was found that Cronbach alpha internal consistency values for
the sub-dimensions of the scale were between .81 and .91. As a result of the study, a valid and
reliable scale was developed which can be used to measure teachers' perceptions of power
distance at school.

Method

The study group of the study consists of teachers working in official schools in Sultangazi district
of Istanbul province in 2016-2017 and volunteering to participate in the research. The scale was
subjected to exploratory and confirmatory factor analyzes with data collected from two different
sample groups. The pilot application was conducted with exploratory factor analysis with data
from 401 volunteer teachers, while the confirmatory factor analysis was performed with data
from 601 volunteer teachers in the second application. The reliability analysis of the instrument
was performed with final data from 601 teachers.

After reviewing the literature on power distance in order to shape the theoretical structure of the
power distance scale, a pool of 76 items was formed by taking expert opinions. In this pool,
repeated expressions were combined, expressions that were difficult to understand were
removed and a draft form consisting of 45 items was presented to the expert opinion. A 45-item
draft form was presented to a Turkish teacher and three Turkish Language and Literature
teachers to correct the necessary errors in language and errors and corrected linguistic errors and
ambiguous expressions. After the draft form was submitted to 5 experts who completed their
doctorate in the field of educational management for the validity of the scope, two items were
added and some items were combined or omitted and a final 32-item form was created. The 32-
item final form, prepared in 5-point Likert form, is rated in the range 1 (Never Disagree) to 5
(Completely Agree). The final version of the 32-item scale was applied to 15 teachers in order to
test the intelligibility and easy-to-respond features. Considering the opinions of the teachers, the
scale was finalized and the scale was made ready for pilot implementation.

Results

As a result, the Power Distance Scale has 23 items and 3 dimensions. The scale items are scored
in the range of “1-Strongly Disagree” to “5-Strongly Agree”. The increase in the scores obtained
from the scale indicates that the perception of power distance of the participants increased.
Considering the findings of the Power Distance Scale, the scale will address a significant shortage
of researchers as an alternative data collection tool for measuring power distance perception.
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Discussion and Conclusion

In this study, which was conducted to develop a valid and reliable measurement instrument to
measure teachers' perception of power distance, a pool of 45 items was created, after the opinions
of experts, some items were removed, some items were combined, the items proposed by experts
were added and finally a scale consisting of 32 items It was formed. With the final version of the
power distance scale consisting of 32 items, data were collected from 401 teachers and
exploratory factor analysis was performed. As a result of exploratory factor analysis, a three-
dimensional scale consisting of 23 items was developed. Afterwards, data were collected from 601
teachers with the power distance scale consisting of 3-dimensional and 23 items and this
structure consisting of 3-dimension and 23-items obtained in pilot application was tried to be
verified. For this purpose, confirmatory factor analysis was performed and the values obtained
confirmed this structure consisting of 3 dimensions and 23 items in the pilot application. The
resulting three dimensions were called participation, difficulty in access and hierarchy.
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EK 1: GUC MESAFESI OLCEGI
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Gii¢c mesafesi dlcegi maddesi e 2 |22 £ | £E£
M1 | Buokuldaki hiyerarsi kendisini hissettirir.
M2 | Okul mudiri biitiin 68retmenleri esiti gibi goriir.
M3 | Okul midiiri ile olan iliskilerimiz olduk¢a resmidir.
M4 Okul miidiirii karar almadan 6nce 6gretmenlerle istisarede
bulunur.
Okul miidiirii 6gretmenler ile ayni fikirde olmasa bile
M5 o o
cogunlugun kararina uyarak hareket eder.
M6 Okul miidiiri 6gretmenlerden daha ayricalikli calisma
ortamlarina ve imkanlarina sahiptir.
Okul miidiirii 6gretmenleri ilgilendiren kararlar alirken
M7 | .. ! C
o6gretmenlerin taleplerini dikkate alir.
M8 | Okul mudiirii 68retmenlerin hatalarina karsi hosgorilidiir.
MO Okul miidiirii tavir ve davranislari ile 6gretmenlere ast-tist
farkini hissettirir.
M10 | Okul mudiri, okulu kendi fildisi kulesinden yo6netir.
M1l Okul miidiirii, 6gretmen ve diger calisanlardan daha fazla
imtiyaza sahiptir.
Okul miidiirii, 6gretmen, 6grenci ve ¢alisanlara karsi
M12 .
mesafeli davranir.
Okul miidiiriine kolaylikla ulasmamizi engelleyen psikolojik
M13
duvarlar bulunmaktadir.
M14 | Okul miidiiriine ulasmak olduk¢a zordur.
M15 | Okulumuzda kararlar demokratik bir sekilde alinir.
Okulumuzda, faaliyetler planlanirken 6gretmenlerin bilgi,
M16 R, PP
deneyim, fikir ve onerileri dikkate alinir.
Ogretmenin en kii¢iik hata yahut ihmalinde okul miidiirii
M17 . .
sert bir tavir sergiler.
Ogretmenler ile okul miidiirii arasinda, gretmenlerin
M18 . 1 .
miidiire ulasmasini zorlastiracak tel 6rgiiler vardir.
Ogretmenler, farkl goriis ve kanaatlerini rahatlikla dile
M19 o .
getirebilmektedirler.
M20 Ogretmenler, isle alakali herhangi bir seyi okul midiiriine
soylemekte zorlanmaz.
Ogretmenler, okul miidiiriiniin makamina ¢ikmak zorunda
M21 o
kaldiginda stres yasar.
M22 Ogretmenler, okul miidiiriiniin tavirlarindan dolay:
kendilerini baski altinda hisseder.
M23 Ogretmeler ile okul midiirii arasinda hissedilir diizeyde bir
mesafe vardir.
Omer Giil
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0z

Yabana dil 6gretmenlerine olan talebin artmasiyla birlikte, kurumlar ise alim siire¢lerinde 6gretmenlere
farkl testler uygulamaya basladi. Bazi ulusal degerlendirme merkezleri, Tiirk Kamu Personeli Secme
Sinav1 (KPSS) gibi kendi sinavlarini gelistirirken, diger kurumlar Praxis Diger Dilleri Konusanlara Yonelik
Ingilizce (ESOL) Sinav1 gibi uluslararasi testleri kullanmaktadir. Alandaki testlerin giivenirligini arastiran
bir¢ok calisma olmasina ragmen, testlerin gecerligini belli kriterlere gore inceleyen sadece birkag calisma
oldugu gorilmektedir. Bu nedenle, bu calisma ESOL ve KPSS sinavlarini sistematik olarak gézden gecirerek
farkli sinavlarin gecerligini karsilastirmay1 ve sinavlarin gecerlik derecelerini analiz etmeyi
amaclamaktadir. Bu amagla, her iki sinav da dort gegerlik tiiriine gore analiz edilip, karsilastirmali nitel
vaka c¢alismasi yontemi takip edilmistir. Veriler internet sitelerinden toplanmis ve dokiiman analiz
¢alismasi yaklasimi ile analiz edilmistir. Bu arastirmanin sonugclari, her iki sinavin da gegerlik kriterleri
acisindan bazi benzerlikleri ve farkliliklar1 oldugunu goéstermistir. ESOL Sinavi tiim gegerlik tiirlerinde
daha tutarli maddeler sunarken, KPSS Sinavi bir¢ok test gecerligi gereksinimini karsilamamaktadir. Bu
sonuglar, test merkezlerinin zaman ve pratiklik kisitlamalar1 ve ayrica sinav katilimcilarinin sayisi ile
aciklanabilir.

Anahtar Sozciikler: Gegerlik, Praxis diger dilleri konusanlara yénelik Ingilizce (ESOL) Sinavi, Ingilizce
o0gretmeni, KPSS, Uluslararasi sinav

ABSTRACT

Along with the increasing demand for language teachers, institutions started to apply different tests to
recruit teachers. While some of the national assessment centers develop their own tests such as Turkish
Public Personnel Selection Examination (KPSS) for Selecting English Language Teachers, other institutions
use international tests such as Praxis English to Speakers of Other Languages (ESOL) Test. Although there
are many studies researching reliability of tests in the field, literature shows that there are only a few
studies to determine a test’s validity based on the validity specifications. Therefore, this study aims to
compare and contrast validity of different tests, systemically reviewing ESOL Test and KPSS Test in order
to find out whether they are valid or not. For this purpose, both tests were analyzed based on four types of
validity. Comparative qualitative case study method was followed. The data were gathered from the
websites and analyzed through document analysis study approach. The results of this investigation showed
that both tests have some similarities and differences in terms of validity criteria. Whereas ESOL Test offers
more valid test items in all validity types, KPSS Test does not meet many requirements of test validity.
These results can be explained through the time and practicality constraints of test centers and also the
number of test takers.

Keywords: English language teacher, International test, Praxis English to Speakers of Other Languages
(ESOL) Test, Turkish Public Personnel Selection Examination (KPSS), Validity
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INTRODUCTION

With the demands of globalization, English has become the lingua franca of the 21st century. Apart
from the inner circle where English is spoken as the first official language (e.g., the UK, the USA)
and the outer circle where English is spoken as the second language (e.g., Philippines, South
Africa), English has increased its dominance in the outer circle where English is taught as a foreign
language (e.g., Turkey, Germany). It has been acknowledged as the language of education, science,
aviation, medicine, and trade all over the world and it created a common communication ground
for all countries. In that sense, English language education has gained great importance from
kindergarten to higher education institutions all over the world. Following this situation, the
demand for English language teachers has increased. Both national and international institutions
have developed some tests to use in the recruitment process of English language teachers. Praxis
English to Speakers of Other Languages (ESOL) Test and Turkish Public Personnel Selection
Examination (KPSS) for Selecting English Language Teachers are two examples of these tests.
ESOL Test is an international test that institutions benefit during their recruitment process in all
over the world. Likewise, Turkish Public Personnel Selection Examination (KPSS) for Selecting
English Language Teachers is the Turkish national test that is used in the selection of English
language teachers. To compare and contrast these tests, this study systemically reviews the data
for those tests aiming to provide their validity degrees.

LITERATURE REVIEW

Praxis English to Speakers of Other Languages (ESOL) Tests

Praxis English to Speakers of Other Languages (ESOL) Test is a computer-delivered exam that
aims to evaluate the pedagogical and linguistic knowledge of prospective English teachers who
are going to work in primary and middle schools. ESOL Tests are applied in the international test
centers such as universities and some other institutions. Candidates can apply to international
centers to take the exam. The test takes 2 hours, including two sections. The first section contains
20 selected response listening questions. Questions cover oral grammar, vocabulary, and
pronunciation. The second section includes 100 selected response questions. That part tries to
measure the knowledge and skills of teachers under four main parts: Foundations of linguistics
and language learning; planning, implementing and managing instruction; assessment and
cultural and professional aspects of the job. Specifications of these main titles are explained in
detail in the exam guide. Candidates can study for the exam following the instructions in the guide
and solving the mock test.

Turkish Public Personnel Selection Examination (KPSS) for Selecting English
Language Teachers

Turkish Public Personnel Selection Examination (KPSS) for Selecting English Language Teachers
is a high-stake exam that aims to evaluate the pedagogical and linguistic knowledge of prospective
English teachers. The test is used to decide to test taker's future workplace. The prospective
English teachers are assigned to state schools in direct proportion to their test results. It is
administered by the Turkish Ministry of National Education to select the English teachers who are
going to work in public schools. The test is held in July every year. The test is written by
Assessment Selection and Placement Center (OSYM). It was first initiated and used in 2013. The
exam with 50 multiple choice questions including 16 linguistics, 14 literature, and 20 subject
matter knowledge questions takes 75 minutes. To be able to take the test candidates should have
completed four years of language teaching education in the Faculty of Education or they should
be the seniors in the faculty.

Validity
Validity which is one of the most important features of a test determines whether the test
measures the specific characteristics that it intended to measure (Hughes, 1989, p. 26). Cureton
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(1951) suggests that validity is the fundamental feature of the test to show whether the test
functions in the same way that it needs to function. It is acknowledged as the most critical
component of the exam quality. Messick explains validity as “an integrated evaluative judgment
of the degree to which empirical evidence and theoretical rationales support the adequacy and
appropriateness of inferences and actions based on scores or other modes of assessment”
(Messick, 1989, p. 1).

High test validity indicates that the test is appropriate for its intended focus. A considerable
number of high-stakes tests examine whether the test items are interrelated with the intended
job or profession. If a test does not require the needs of validity, it does not demonstrate the
results of the skills and knowledge required for the profession. American Psychological
Association identified validity framework and the types of validity in 1954 for the first time
(American Psychological Association, 1954). Then, Lado (1961) and Clark and Watson (1995)
concerned with the importance of validity while developing each language test although they had
shown an interest to few types of validity such as content validity. In 1980, Guion (1980)
suggested “Holy Trinity” to define three forms of validity: criterion-related, content, and construct.
His influential idea became more popular with Messick’s unitary validity model. Nonetheless, the
main weakness of Messick’s model was its failure to create concrete examples for language testers.
To solve this problem, Bahman and Palmer applied five qualities: construct validity, reliability,
authenticity, interactiveness, and impact (Bachman & Palmer, 1996). In 1957, Loevinger
discussed the importance of construct validity indicating its superiority over the other validity
types. That was the alteration from the multiple types of validity to one type of validity. Today,
validity is regarded as the essential notion as it shows how well prepared a test is. Exclusively,
with the increasing number of language tests all over the world, validity is fast becoming a key
instrument in language test development. It is accepted as the fundamental feature of each test.

Construct validity

Cronbach and Meehl first defined construct validity in 1955. After this date, construct validity
attributed to the determination of main constructs of a test. It suggested how much a test measure
the constructs that it claimed to measure. Shaw and Crisps (2011) defined construct validity as a
bridge between the pre-learned knowledge and test performance. According to them, the test
performance of a student and their curriculum-based theories should be steady and specifications
of a test construct should be determined in the initial stages of testing. In 1986, Anastasi claimed
the view that construct validity is the top category of both content and criterion-related validity
and Smith (2005) approved her idea defining construct validity as an umbrella term that includes
test validation processes.

Content validity

Content validity refers to the representativeness of test items following the defined curriculum
and syllabus. To be able to have content validity, a test should cover all specific topics and
structures intended to cover as it is the critical factor of participant performance. According to
Hughes (1989), content validity should be developed at the early stages of test preparation. Also,
he emphasizes that there is a significant positive correlation between content validity and
washback effect.

Face validity

Face validity concerns with the medium of a test. Hughes states that a test has a face validity only
if it reflects the skill that it aims to measure (Hughes, 1989, pg. 33) For instance, in a writing test,
participants ought to compose an essay. In the case of high-stake tests, face validity is about how
the people perceive the test. Hughes concludes that face validity is getting critical attention from
the students, teachers, and academics as it affects many people. On the other hand, McDowell
(1995) claims that face validity and washback effect are very similar to each other.
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Criterion-related validity

Criterion-related validity refers to which degree a measure can be related to its potential
outcomes. It tries to assess the relationship between criterion and candidates’ ability. It is one of
the most crucial validity types as it is used for calibration of a test for standards. It can be best
treated under two headings: concurrent validity and predictive validity. Concurrent validity tends
to correlate the score of a test to another score of an established test. Concurrent validity is
determined when criterion and possible outcomes are determined at the same time. Predictive
ability presents the potential future performance of a candidate based on their test results.
Whether the candidates are going to be successful in their departments after taking the tests is
about the predictive validity of the exam. If high achievers perform better in their jobs, this
situation approves the high predictive validity of the test.

Qualitative validity

Lynch (2003, p.157) claims that common standards for quality does not meet the expectation of
people in qualitative studies. The same situation can be transferred to the assessment process of
tests. Although many tests offer the basic validity criteria, some points such as the real quality of
test items do not satisfy the test takers and administrators in large scale exams. Especially, while
comparing two tests qualitative validity is crucial. For this reason, the qualitative validity of the
questions ought to be high.

METHOD

A qualitative comparative case study analysis was used to investigate test validation of two high
stake tests to summarize phenomenology with grounded theory. To analyze the data, document
analysis was adapted. Document analysis which is a qualitative research method offers an area
for researchers to be able to interpret and assess the data (Bowen, 2009). As the document, mock
exams, retired questions and webpages were checked and interpreted by the researcher on the
basis of comparative analysis criteria.

FINDINGS and DISCUSSION

Construct Validity

Regarding the notions of construct validity, a test should measure the construct that it is intended
to measure. Having receptive (listening and reading) and productive (writing and speaking) skills
and being able to teach these skills to the students are the essential features of language teachers.
Also, a competent language teacher should have in-depth planning, management, and assessment
abilities. To be able to measure all these fundamental constructs, a test should have high construct
validity, especially in high stake testing. In that sense, KPSS is different from ESOL Test in terms
of construct validity. Regarding the notions of construct validity, ESOL Test measures listening,
reading, planning, management and assessment constructs of English teachers. Nonetheless, an
English teacher should be competent in each of the four skills (writing, reading, listening and
speaking) and the test should measure all of them. ESOL Test assesses only receptive skills and
does not examine any real-life teaching tasks. Professional aspects of the job are evaluated with
multiple choice questions, which does not represent the full range of educational objectives. All
these drawbacks decrease the construct validity of the exam. In contrast to ESOL Test, KPSS Test
only includes 50 multiple questions. It does not measure any of the productive skills (listening
and speaking) or professional aspects of the job like planning, measurement, and assessment in
multiple choice questions. Due to these constraints, construct validity of the KPSS Test can be
attributed as low. The best indication of teaching competence is to present classroom
performance in the teacher recruitment process; still, none of the tests apply this process to their
constructs.
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Content Validity

Based on the definition of content validity, the content of tests should be relevant to English
language teaching curriculum taught at universities. Also, the tests should require to be
representative of all tasks and texts that students encountered during their undergraduate
education. To generate a piece of evidence for the proposition of content validity in KPSS and ESOL
Tests, the curriculum of English Language Teaching Departments both in Turkey and abroad were
checked. Linguistics, English and American Literature, Language Acquisition, Language Teaching
and Language Testing courses are the must undergraduate level courses in all national (e.g.,
Bogazici University, Foreign Language Teaching Curriculum) or international language teaching
programs (e.g., University of Stuttgart, English Teaching Qualification Curriculum). By the
investigation of curriculums and test contents, both of the tests were similar to each other
regarding content validity as both tests include these topics in their content. As an example, both
tests have questions measuring the knowledge of language acquisition as stated below:

Which of the following statements is not a characteristic of Broca’s aphasia?

a) Patients' utterances convey the meaning they wish to communicate.
b) Patients have great difficulty in comprehending speech.
c) Patients reveal speech production breakdown and phonological deficits.
d) Patients' poor articulation results from the injuries of the front (anterior) part of the left
side of the brain.
e) Patients' speech is telegraphic because they omit function words and grammatical
morphemes. (e.g., 0SYM, 2015)
Mr. Levitt overheard a conversation in the teacher's lounge regarding bilingual education. One
teacher remarked to another that a student's learning of a second language is much different than
learning the first language. Which of the following would be an appropriate response by Mr.
Levitt?

a) Learning a second language is not different because it is essentially like learning new
vocabulary words, which is done in any language
b) Learning a second language is not much different than learning the first language; the
language acquisition for L1 and L2 are very similar
c) Theacquisition of a second language is much different from learning the first language due
to the advanced cognitive development of students
d) The acquisition of the second language is much different for students because of the
cultural assimilation required to become proficient in a new language (e.g., Praxis ESOL,
mock exam)
Also, following the curriculum objectives, tests assess the knowledge of language testing with
different question types as in the examples below:

A teacher is monitoring her class while the students are involved in a group activity exploring the
size of angles in a set of triangles. She moves from group to group, pausing and watching the group
dynamics. What the teacher is doing can best be described as:

a) formal summative assessment.

b) informal summative assessment.

c) informal formative assessment.

d) formal formative assessment. (e.g., Praxis ESOL, mock exam)
When we interpret scores from language tests as indicators of test-takers' language ability, a
crucial question is, "To what extent can we justify these interpretations?’ The ---- refers to the
extent to which performance on tests is consistent with the interpretations we make on the basis
of a theory of abilities like proficiency, fluency and communicative competence. The ----, on the
other hand, concerns whether a test actually samples the subject matter about which conclusions
are to be drawn. If a course has ten objectives but only two are covered in a test, then this type of
validity suffers.
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Choose the option that completes the sentence.

a) construct validity / criterion-related validity

b) predictive validity / face validity

c) concurrent validity / content validity

d) predictive validity / criterion-related validity

e) construct validity / content validity (e.g., 0SYM, 2015)
Despite their similarity, ESOL Test has a more definite content and topic match with the university
curriculums. ESOL Test has "planning, implementing and managing instruction; assessment and
cultural and professional aspects of the job" parts in its content, which is more related and
including with the curriculum, in addition to having linguistics and subject matter knowledge
questions. However, the content of KPSS test including only linguistics, literature and subject
matter knowledge cannot provide a comprehensive review of "planning, implementing and
managing instruction; assessment and cultural and professional aspects of the educational job
processes” due to the restricted number of questions.” Concerning lack of some content covered
in the university curriculum, content validity rate of KPPS Test is less than ESOL Test.

Face Validity

Regarding face validity, both tests have a significant rate of face validity. ESOL Test assesses
listening skill with a listening recording and questions, and the other skills and teaching
knowledge with a multiple-choice exam. All of these parts are perceived as a normal test design
by candidates, which increases the face validity of the exam. However, the KPSS test only has
multiple questions and looks like a multiple-choice test. It does not include any listening or writing
part.

Criterion-Related Validity

Following criterion-related validity notions, KPSS test does not support the idea of criterion-
related validity as it is a norm-referenced test. The points of teachers are determined by
considering the standard deviation of participants in norm-referenced tests. Therefore, it is
impossible to demonstrate the real criterion validity of the test related to the test results of
participants. On the other hand, there is not an equivalent recruitment test in Turkey to compare
concurrent validity. For predictive validity, the test does not guarantee the future success of
teachers in their job, as it does not assess their real-life teaching performance. Nonetheless, ESOL
Test is not a large-assessment test, so it does not have norm-referenced criteria. Each candidate’s
performance can be assessed regarding their test result relevant to the criterion. That increases
the criterion-related validity of the test. For predictive and concurrent validity, ESOL Test lacks
evidence like KPSS.

CONCLUSION

The comparison of two high stake exams reveals that KPSS Test is not a well-constructed high-
stake assessment comparison to ESOL Test. Regarding four types of validity, the test does not offer
any significant validity rate. Also, qualitative validity of the questions is very low. The test does
not require the demands of a valid test both for prospective teachers and purpose. On the other
hand, although ESOL Test supplies some criteria of validity types, it is not an ideal valid test as it
does not assess all the elements of language teaching. It seems possible that these results are due
to time and practicality constraints of test centers and also the number of test takers.

Finally, this study has a number of limitations. Firstly, the study has only investigated validity
based on the curriculum and exam comparison. However, there was no participant interviewees
to get feedback from. Also, the research has only qualitative data. Further studies can be
triangulated with quantitative data and participants. Another limitation was about ESOL Test
examples. As it is an online test, there were no retired questions available, so mock exams were
taken into consideration.
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GENISLETILMiS OZET

Giris

Praxis Diger Dilleri Konuganlara Yénelik ingilizce (ESOL) Sinavi ve Tiirk Kamu Personeli Se¢cme
Sinavi (KPSS) 6gretmen ise alim sinavlarina iki 6rnektir. Praxis ESOL Sinavi, kurumlarin ise alim
slirecinde diinyanin her yerinde yararlanilan uluslararasi bir sinavdir. Ayni sekilde, KPSS,
Tiirkiye’de Ingilizce 6gretmenlerinin se¢ciminde kullanilan ulusal sinavidir. Bu ¢alisma, mevcut
sinavlari ve sinavlarin gecerlik derecelerini karsilagtirmak icin sinav verilerini sistematik olarak
gozden gecirir.

Yontem

Bu ¢alismada fenomenolojiyi, temelli teoriyle 6zetlemek icin iki yiiksek riskli sinavin test gecerligi
arastirilmis ve nitel bir karsilastirmali vaka ¢alismasi analizi kullanilmistir. Verileri analiz etmek
icin dokiiman analizi uyarlanmistir. Dokiiman olarak, 6rnek sinavlar, ¢ikmis sorular ve web
sayfalar1 Kkarsilastirmali analiz kriterleri temelinde arastirmaci tarafindan kontrol edilip
yorumlanmigtir.

Bulgular

Bu calismanin sonuglari, Praxis ESOL ve KPSS'nin gegerlik tiirleri agisindan bazi benzerlikleri ve
farkliliklar1 oldugunu goéstermistir. Yap1 gecerligi bakimindan, KPSS, Praxis ESOL Sinavi’ndan
farkhidir. Yap1 gegerligi kavramlarina gore, ESOL Sinavi Ingilizce 6gretmenlerinin dinleme, okuma,
planlama, yonetim ve degerlendirme yapilarim1 6lcer ancak beceri 6gretimi degerlendirmesi
yapmaz. ESOL Sinavi’'nin aksine, KPSS Sinav, liretken becerileri (dinleme ve konusma) veya isin
planlama, 6lgme ve degerlendirme gibi profesyonel yonlerini ¢oktan secmeli sorularda élcmez.
icerik gecerligi ile ilgili olarak, miifredatlarin ve siavin iceriginin arastirilmasiyla, her iki sinavin
da birbirleriyle ayni oldugu goriilmistiir, ¢linkii her iki sinav igeriginde 6gretim programi
konulari1 dahil edilmistir. Benzerliklerine ragmen, ESOL Sinawv1 tiniversite miifredatlar ile daha
kesin bir icerige ve konu eslesmesine sahiptir. ESOL Sinavi, dilbilim ve konu bilgisi sorularina ek
olarak, iceriginde, dersle ilgili daha fazla olan ve miifredatla birlikte “6gretimi planlama, uygulama
ve yonetme; isin degerlendirilmesi ve kiiltiirel ve profesyonel yonleri” boliimlerine sahiptir. Yiiz
gecerligi ile ilgili olarak, KPSS Sinavi sadece ¢oklu sorulara sahiptir ve ¢oktan secmeli bir test gibi
goziikmektedir. Herhangi bir dinleme veya yazma b6liimii icermez. Bununla birlikte, ESOL Sinavi
bir dinleme kaydi ve sorusu ile dinleme becerisini ve ¢oktan se¢meli bir sinavla diger becerileri ve
0gretme bilgisini degerlendirir. Kriter gecerligi kavramlarini takiben, KPSS Sinavi, norm referansh
bir sinav oldugu i¢in kriter gecerligi fikrini desteklememektedir.

Tartisma ve Sonug¢

Iki yiiksek riskli sinavin karsilastirmasi, KPSS Sinavi’'nin ESOL Sinawi ile iyi yapilandirilmis bir
ylksek riskli degerlendirme olmadigini ortaya koymaktadir. Dort gecerlik tiirii ile ilgili olarak,
sinav onemli bir gecerlik orani sunmamaktadir. Ayrica, sorularin niteliksel gecerligi cok diigtiktiir.
Sinav hem 6gretmen adaylar1 hem de amag icin gecerli bir sinav beklentilerini karsilamaz. Diger
yandan, ESOL Sinavi baz1 gecerlik tiirleri kriterlerini saglasa da dil 68retiminin tiim 6gelerini
degerlendirmediginden ideal bir gecerli sinav degildir. Bu sonuglarin, test merkezlerinin zaman
ve pratiklik kisitlamalari ve ayrica sinava giren katilimcilarin sayilar1 gibi nedenlerden o6tiirii
olmas1 muhtemeldir.
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Makale Bashg

Tiirkce: 16 punto, Cambria, sola dayali, sag girinti 3 cm, her kelimenin sadece ilk harfi biiyiik harfle
yazilmalidir, sonrasinda 6 pt bosluk

Ingilizce: 16 punto, Cambria, saga dayali, sol girinti 3 cm, her kelimenin sadece ilk harfi biiyiik
harfle yazilmalidir, 6ncesinde 6 pt bosluk

Yazar Bilgileri
Yazar isimleri 12 punto, Cambria, kalin olarak ve alt alta yazilmalidir.

Yazar isimlerinden sonra “,” koyularak kurum bilgisi (Universite adi, vb.), birim bilgisi (fakiilte adi,
vb.) ve e-posta adresi italik olarak yazilmalidir.

0z

Makalenin geneli hakkinda fikir verecek sekilde Cambria, 10 punto ile 1 satir araliginda yazilmis,
ortalama 250 kelime araliginda olmali. Oz'de calismanin temelini olusturan kavramlara yer
verilmeli, arastirmanin amacina ve 6zelde arastirma odagina yer verilmelidir. Calismanin yontem

ve deseni ile veri toplama araglarindan bahsedilmelidir. Calismanin 6ne ¢ikan bulgular
sunulduktan sonra arastirmanin sonuglarina yer verilerek 6z b6liimii tamamlanmalidir.

Oz boliimiinii Anahtar Sozciikler boliimii takip etmelidir. Anahtar sozciikten sonra virgiil
konularak, anahtar sézciikler birbirinden ayrilmalidir. Anahtar sézctiklerin 3 ile 5 arasinda olmasi
beklenilmektedir. Anahtar sozciikler, Cambria, 10 punto, yalnizca ilk kelimenin ilk harfi biyiik
olarak yazilmalidir.

Abstract

Oz boéliimiinii ingilizce Abstract boliimii takip etmelidir. Oz icin gecerli olan yazim kurallar
gecerlidir. Anahtar sozciikler yerine Keywords ifadesi kullanilmahdir.

Birinci Seviye Bashik

Birinci seviye basliklar (Ornegin Giris, Yontem, Sonuglar, Kaynakga, gibi) yazilirken tiim kelimeler
BUYUK HAREF olarak yazilmalidir. Yazi Tipi: Kalin, Yaz1 Bi¢cimi (Font): Cambria, Yazi Tipi Boyutu:
12 olarak belirlenmelidir. Paragraf bicimi olarak Hizalama: Sol, Aralik Once: 12 nk ve Sonra: 3 nk
olarak belirlenmeli, Satir araligi: 1 (tek) se¢ilmelidir.

ikinci Diizey Baghk

ikinci seviye baghklar (Ornegin, Yéntem birinci seviye bashg altinda yer
alan Katimcilar/Orneklem alt bashgl) icin kullanilmasi gereken bicimsel yapilandirma su
sekildedir: Her kelimenin sadece ilk harfi biliyiik harf olarak yazilmalidir. Yazi Tipi: Kalin, Yazi
Bicimi (Font): Cambria, Yaz1 Tipi Boyutu: 12 olarak belirlenmelidir. Paragraf bicimi olarak;
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Hizalama: Sol, Aralik Once: 12 nk ve Sonra: 3 nk olarak belirlenmeli, Satir arahg: 1 (tek)
secilmelidir.

Uciincii Diizey Bashk

Ugiincii seviye bagliklar (Ornegin Katilimcilar/Orneklem ikinci seviye bashg altinda yer
alan Katilimcilarin belirlenmesinde izlenilen yéntem alt bashgi) kullanilmasi gereken bicimsel
yapilandirma su sekildedir: Sadece ilk kelimenin ilk harfi biiylik harf olarak yazilmalidir. Yazi Tipi:
Kalin, Yaz1 Bi¢imi (Font): Cambria, Yazi Tipi Boyutu: 11 olarak belirlenmelidir. Paragraf bicimi
olarak; Hizalama: Sol, Aralik Once: 12 nk ve Sonra: 3 nk olarak belirlenmeli, Satir araligi: 1 (tek)
secilmelidir.

Metin

Tiim makale boyunca metin i¢in kullanilmasi gereken bicimsel yapilandirma su sekildedir: Yazi
Tipi: Cambria, Yazi Tipi Boyutu: 11 kullanilmalidir. Paragraf bicimi olarak; Hizalama: Yasla (iki
yana yasla), Aralik Once: 0 nk ve Sonra: 6 nk olarak belirlenmeli, Satir aralig:: 1 (tek) secilmelidir.

Sekil Bashiklar:

Sekil basligi seklin altinda yer almalidir. Baghigin yaziminda sadece ilk kelimenin ilk harfi biiyiik
harf olarak yazilmaldir. Kullanilmasi gereken bicimsel yapilandirma su sekildedir: Yazi Tipi:
Normal, Yazi Bi¢cimi (Font): Cambria, Yazi Tipi Boyutu: 10 kullanilmalidir. Paragraf bi¢imi olarak;
Hizalama: Ortalanmus, Aralik Once: 6 nk ve Sonra: 12 nk olarak belirlenmeli, Satir aralig:: 1 (tek)
secilmelidir.

Tablo Basliklan

Tablo bashg tablonun tstiinde yer almalidir. Basligin yaziminda sadece ilk kelimenin ilk harfi
biiylik harf olarak yazilmalidir. Kullanilmasi gereken bicimsel yapilandirma su sekildedir: Yazi
Tipi: Normal, Yazi Bi¢imi (Font): Cambria, Yazi Tipi Boyutu: 10 kullanilmalidir. Paragraf bigimi
olarak; Hizalama: Sol, Aralik Once: 12 nk ve Sonra: 0 nk belirlenmeli, Satir aralig: 1 (tek)
secilmelidir. Tablo i¢i metinlerde de Yazi Tipi Boyutu: 10 olarak kullanilmalidir. Verilerinde
sunumunda ondaliklar i¢in nokta (.) kullanilmalidir. Yine metin icerisinde tabloya tablo numarasi
ile birlikte atif verilmeli ve tablo icerisinde sunulan verilere atif verilirken ayni yazim kuralina
uyulmali ve ondaliklar i¢in nokta (.) kullanilmalidir.

Tablodan sonra eger metin ile devam ediliyorsa “Gir tusu” (“Enter”) ile bir satirlik bosluk
olusturulmalidir. Eger tablodan sonra dogrudan bir baslik geliyor ise fazladan “Gir tusu” (“Enter”)
ile bosluk birakilmasina gerek yoktur. Zaten baslik stillerinde Aralik Once: 12 nk olarak tanimhdir.

Kaynakga

Kaynakea birinci seviye baslik olarak yazilmalidir. Metin igerisindeki tim atiflara kaynakca
altinda MUTLAKA yer verilmelidir. Kaynak¢a altinda yer verilen tiim kaynaklara da MUTLAKA
metin icerisinde atif verilmis olmalidir. Bu ¢apraz kontroliin yapilmasi yazar(lar)in sorumlulugu
altindadr.

Kaynaklarin sunumunda APA 6 kurallarina uyulmaldir. Kullanilmasi gereken bicimsel
yapilandirma su sekildedir: Kullanilmasi gereken bicimsel yapilandirma su sekildedir: Yaz1 Tipi:
Normal, Yazi Bi¢imi (Font): Cambria, Yazi Tipi Boyutu: 10 kullanilmalhdir. Paragraf bi¢cimi olarak;
Aralik Once: 0 nk ve Sonra: 3 nk olarak belirlenmeli, Satir araligi: 1 (tek) secilmelidir. Asili
girintileme: 0,6 cm olarak belirlenmelidir.

Sik kullanilan kaynakga cesitleri i¢in Sablonda 6rneklere yer verilmistir.
Genisletilmis Ingilizce Oz (Extended Abstract)

Calismanin sonunda genisletilmis Ingilizce Oz’e yer verilmelidir. Eger calisma ingilizce ise
genisletilmis Tiirkce Oz'e yer verilmelidir. Metin bicimlendirmesi (11punto biiyiikliigiinde,
Cambria karakteri kullanilarak) bozulmadan, 750-1000 kelimeden olusan genis ingilizce 6z
yazilmalidir. Bu 6z alt bagliklar (ingilizce Oz icin: Introduction, Method, Results, Discussion and
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Conclusion vb.; Tiirce Oz igin: Giris, Yontem, Bulgular, Tartisma ve Sonug gibi) icermeli, makalenin
temel fikirlerinin tiimini kapsayacak bicimde, paragraflar halinde olmalidir. Genis
Tiirkce/Ingilizce 6z yeni bir sayfadan baslamalidir.
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