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Abstract

Keywords

In this research, it is aimed to examine the assessment and the unit evaluation
questions at the end of the units in the 1st and 2nd grade mathematics textbooks
in line with the Revised Bloom Taxonomy (RBT), to make classifications and to
evaluate the questions in terms of knowledge and cognitive skills. For this
purpose, the unit evaluation questions in the mathematics textbooks prepared
with the 2018 mathematics curriculum were classified in the light of RBT.
Typical case sampling, which is one of the purposeful sampling methods, was
used for sample selection. Thus, the sample of the research in 2019; 42 questions
included in the measurement and evaluation questions in the 1st grade math
textbook and 60 questions included in the unit evaluation questions in the 2nd
grade math textbook; total of 102 questions. The researchers discussed the
questions with an academician who is an expert in their field. They gathered and
evaluated all the classifications of questions obtained from joint decisions made
as a result of brainstorming under one roof. In general, the results show that the
questions mostly contain procedural information in the knowledge dimension.
Moreover, generally in cognitive process dimension were found 'understanding'
step. In this sense, the deficiencies in the metacognitive knowledge and the
creation steps of the unit evaluation questions in the textbooks prepared were
observed and the aim was to shed light on those who prepared the textbooks.

Elementary mathematics
Teaching,

Textbooks,

Revised Bloom Taxonomy,
Unit evaluation questions
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Introduction

Mankind has always made efforts to put his life in order due to his nature.The mathematics
and physics that were born to create and develop this order were discovered in their own place rather
than being born.Therefore, it is possible to see the traces of mathematics in every part of life from
shopping to business life.As a matter of fact, we know that mathematics first met children in the
family, before school.Children need mathematics by their very nature and try to eliminate most of
their curiosity with mathematics. The mathematics curriculum in schools aims to achieve many goals
such as improving students' mathematical literacy skills and using them effectively, understand
mathematical concepts and carry them into daily life, carry out problem-solving processes, make sense
of the relationship between people and objects by using mathematics, improve their metacognitive
knowledge and skills, and a positive attitude towards mathematics (Milli Egitim Bakanligi, 2018 p.9).
With mathematics teaching, individuals learn to look at events from a different perspective and gain
the ability to reason and interpret from these differences (Ocak & Dénmez, 2010).

Mathematics teaching in schools is a combination of 5 main things: students, teachers,
curriculum, outcomes and textbooks. The importance of the textbooks, which indirectly affects the
teaching learning process due to the problems in both their structure and usage methods, is greater in
the first level of primary education (Cekirdekci & Toptas, 2017). In fact, textbooks are the most easily
procured materials that serve as a bridge between students and teachers in the classroom.Moreover,
textbooks serve as mirrors that make the teaching programs prepared at the abstract level concrete
(Demirel & Kiroglu, 2006).The textbooks, which guide students on how to teach both at school and at
home, especially during primary school, guide not only students but also teachers and
parents.Therefore, it has always been as a matter of interest and time for education researchers to
examine and develop the textbooks that support the teaching strongly for the improvement of the
teaching.

One of the classification tables in which teaching materials such as textbooks and exam
questions are examined is the Revised Bloom Taxonomy (RBT), which was developed by Bloom in
1956 and later revised by Anderson and Kratwohl (2001) to meet the needs of teaching. The taxonomy
of educational goals was created in order to create question banks that measure each educational goal
and to analyze the question exchange between faculties of various universities. Benjamin Bloom,
when he was director of the University of Chicago Examinations Office, thought taxonomy would
reduce the workload of preparing comprehensive annual exams.In other words, he argued that the
preparation of the exams would now be easier.Thus, Bloom made the final arrangements with a group
of experts he formed in 1949, and the book named Taxonomy of Educational Objectives Handbook |
Cognitive Domain was prepared and published in 1956 (Bloom, 1956).After the book was published
in 1956, they decided to update the book with a new group to be formed by David Krathwohl and
Lorin Anderson and started their work.

As a result of the brainstorms created, some updates were made on the Original Bloom
Taxonomy (OBT). The steps in Bloom's taxonomy include knowledge, comprehension, application,
analysis, synthesis and evaluation. At the beginning of the changes made in RBT, it becomes two-
dimensional as knowledge and cognitive process. The taxonomy, which classifies teaching and
learning goals by customizing it in general, includes the knowledge dimension that processes what
students know, including factual knowledge, conceptual knowledge, procedural knowledge and
metacognitive knowledge.In addition, while classifying the information learned by students, the
process that examines what and how they learned is called the cognitive process and it consists of the
dimesions of remembering, understanding, applying, analyzing, evaluating and creating.Perhaps the
most important innovation made in taxonomy may be the change in the 'synthesis' step in the Original
Bloom Taxonomy to the 'creation’ step in the Revised Taxonomy.The purpose of this change is to
measure the students' realization of what they have learned and put out a new product based on what
they have learned.In addition, the evaluation in the last step of the Original Taxonomy has been placed
in the fifth step of RBT.The authors, who revised the taxonomy, aimed to measure the students'
journey to reach the whole from what they learned.As information and cognitive dimensions, RBT has
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become more comprehensive and applicable when classifying (Anderson & Krathworthl, 2001). The
innovations made by Anderson and Krathwohl (2000) and their original form are shown in Figure 1.

ORIGINAL BLOOM TAXONOMY (1956) REVISED BLOOM TAXONOMY (2001)
EVALUATION CREATING
SYNTHESIS EVALUATING
ANALYSIS ANALYZING
APPLICATION APPLYING
COMPREHENSION UNDERSTANDING
KNOWLEDGE REMEMBERING
NOUN > TO VERB FORM

Figure 1. Changes in Bloom's Taxonomy

While the questions or gains are evaluated according to RBT, the step in the knowledge
accumulation dimension and which step in the cognitive process dimension are decided separately.
Then, the intersection of the information accumulation dimension in the row part and the cognitive
process dimension in the column part determine the place of the problem in the Taxonomy (Karaman,
2016, p.32).The RBT classification table used on the basis of research is included in Appendix 1.

While the target of some RBT classifications made by researchers in many domestic and
international studies are textbooks(Cosar, 2011; Kahramanoglu, 2013; Sarar Kuzu, 2013; Rohani,
Taheri & Poorzangeneh, 2014; Sivaraman & Krishna, 2015; Biiyiikalan Filiz & Delal Turan, 2018;
Susan, Warsoo & Faridi, 2020); other classification goals include curricula, questions in country-wide
exams, and teaching achievements(Ayvact & Tiirkdogan, 2010; Dalak, 2015; Karaman, 2016;
Ardahanli, 2018; Bangahei, Bagheri & Yanini, 2020).Yal¢in (2020) classified activities and questions
in 3rd grade mathematics textbooks according to RBT in his study. He determined that textbooks have
a great effect on metacognitive thinking skills. He also stated that there were insufficient studies on
textbooks in Turkey.One of the most important results obtained from these studies is the necessity of
measuring whether the materials such as all kinds of questions, textbooks and acquisitions in the
learning process of students are in line with the educational objectives in order to base the teaching on
solid foundations.

This study includes the classification of the unit evaluation questions in textbooks in line with
RBT, which is one of the leading roles in the changing learning-teaching process with a constructivist
approach. The problem sentence of the research is "How do the unit evaluation questions in the 1st and
2nd Grade Mathematics Textbooks of 2019 distribute according to the level of knowledge
accumulation and cognitive process dimension in the Revised Bloom Taxonomy?" sub-problems are
expressed as follows:

1. What is the distribution of the unit evaluation questions in the 2019 Primary School 1st Grade
Mathematics textbooks according to the knowledge and cognitive skill levels in RBT?

2. What is the distribution of the unit evaluation questions in the 2019 Primary School 2nd Grade
Mathematics textbooks according to the knowledge and cognitive skill levels in RBT?
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Methodology
Research Design

The qualitative research method was used in this research. The qualitative research is defined
as a research in which a qualitative process is followed to reveal the perceptions and events in the
natural environment in a realistic and holistic manner in which qualitative data collection methods
such as observation, interview and document analysis are used (Yildirnm & Simsgek, 2016
p.41).Document analysis, one of the qualitative research models, was used in the study.Document
analysis is defined as a qualitative research method used to analyze a humber of written materials of
painting, film etc. bearing the traces of past events, works, books, magazines etc. published on facts
(Karasar, 2008, p.183). In addition, within the content of the study, the Revised Bloom Taxonomy was
taken as basis and the case study was used as the research design.According to Bassey (1999), case
study is a research approach that emphasizes understanding, defining, predicting, or controlling an
individual, a situation or a cultural situation (Saban & Ersoy, 2017 p.144). The aim of this study was
to examine the unit evaluation questions in mathematics textbooks in the light of the updated RBT.

Study Group

Typical case sampling, which is one of the purposeful sampling methods, was used in the
study group of this research.In typical case sampling, if a researcher wants to introduce an innovation,
he prefers the most typical case of an innovation (Yildirim & Simsek, 2016).In this respect, the sample
of the study consists of the 1st and 2nd grade mathematics textbooks approved and taught by the MEB
(Ministry of National Education) and Talim Terbiye Kurulu in 2019 with the 2018 curriculum and
target content. The books that make up the sample are coded and defined as follows:

K.1.: MEB, 1st Grade Primary School Mathematics Textbook, published in 2019.
K.2.: MEB, 2nd Grade Primary School Mathematics Textbook published in 2019.
Question coding example: K.1.2.1

The meaning of the code:

K.1. : 1st Grade Math Textbook

2: Unit 2 Evaluation Questions in the Textbook

1: 1st Question in the 2nd Unit Evaluation

Data Collection and Analysis

The researchers examined 1st and 2nd grade Mathematics textbooks of the primary school that
were taught in 2019, which formed the data of the study.For the research, 2019 mathematics textbooks
were reached through the website of Talim Terbiye Kurulu.Descriptive analysis was used in the data
analysis of the study. According to the descriptive analysis, the obtained data are summarized and
interpreted on the basis of previously determined themes. The data can be arranged according to the
themes revealed by the research questions, or they can be presented by considering the questions or
dimensions used in the interview and observation processes.The purpose of this kind of analysis is to
systematically organize and interpret the findings of the research and express cause-effect
relationships clearly (Yildirrm & Simsek, 2016, p.239).The questions at the end of the unit in the
textbooks are classified according to the RBT Information and Cognitive Skills Table (Krathwohl,
2002 p.216), which was found as a result of literature reviews and was previously created.Before the
research, the RBT tables and classification examples given in the book titled " Ogrenme Ogretim ve
Degerlendirme ile Ilgili Bir Smiflama Bloom'un Egitimin Hedefleri ile flgili Siniflamasinin
Giincellestirilmis Bi¢imi ", translated by Ozcelik (2014), named Bloom's Classification Related to the
Obijectives of Education, were examined. Afterwards, a common RBT token table was created in order
to place the questions in the RBT Indicator Table and used as a key table (Annex-1) in classification.
In order to ensure external reliability in the analysis of the data, support was received from an expert
lecturer who worked in the field of Classroom Education and Primary School Mathematics Education.
The researchers discussed the classification process in detail with the expert, and the questions were
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re-checked in the light of the brainstorming with the expert and the feedback received. It is believed
that using a field education expert in the classification of the questions will increase the reliability of
the study.The obtained data were tabulated and compared in order to find solutions to the created sub-
problems in the research. In addition, in the analysis of the research, the questions and the themes
prepared by the researchers and the expert together, and the classifications made in line with the RBT
table were taken into consideration and the findings were formed.

Findings
Findings Regarding the First Sub-Problem

In this section, "What is the distribution of the unit evaluation questions in the 2019 Primary
School 1st Grade Mathematics textbooks according to the knowledge and cognitive skill levels in
RBT?" an answer to the sub-problem was sought and the results were tabulated.In the research, the
textbook of this sub-problem was coded as K.1.Within the content of the research,the total of 6 unit
and 42 unit evaluation questions were determined in the assessment and evaluation in the 1st grade
Mathematics Textbook distributed and taught by the MEB in 2019. Table 1 shows the distribution and
percentile of the findings obtained with the intersecting classification of the researchers in terms of
knowledge and cognitive skills of RBT.In addition, in Graph 1 and Graph 2, there is the percentile of
the classification of the target questions in the dimension of RBT knowledge and cognitive skills.

Table 1. Classification of Unit Evaluation Questions in the Textbook named K.1 Code according to the
dimension of knowledge and cognitive skills in RBT

Fregquency Total
Information Factual Conceptual Procedural Meta-cognitive Total %
/Cognitive Knowledge Knowledge Knowledge Knowledge
Remember 5 2 4 11 15.27
Understand 8 11 16 35 48.61
Apply 2 6 8 11.11
Analyze 11 2 13 18.05
Evaluate 1 2 3 4.16
Create 1 1 2 2.77
Total 15 15 40 2
% 20.83 20.83 55.55 2.77

As it can be understood from Table 1, in the K.1 coded textbook in which the researchers were
classified together, a total of 42 questions determined from the evaluation in a total of 6 units,
common points in the knowledge and cognitive skills dimension of RBT intersected. There is a total of
72 (f = 72) information dimensions in 42 questions. When the questions were analyzed in terms of
knowledge (f = 72); 15 of them are factual knowledge, 15 of them are conceptual knowledge, 40 of
them are procedural knowledge and 2 of them are metacognitive knowledge.In the percentages of the
information level dimension (f = 72), it was observed that the highest rate belongs to the procedural
knowledge level with 55.55%. At the lowest rate, there is metacognitive information with 2.77%.

In addition, it was concluded that there is a total of 72 (f = 72) cognitive skill dimensions in 42
guestions. When the questions are considered in the cognitive skill dimension, the total (f = 72), it is
classified as 11 remember, 35 understand, 8 apply, 13 analyze, 3 evaluate and 2 create.While the
highest rate in the percentages in the cognitive (understand) skill dimension (f = 72) is the
comprehension level with 48.61%, the lowest rate is the create with 2.77%.

Graph 1 and Graph 2 show the percentages of the unit evaluation questions in the knowledge
and the cognitive skill dimensions of the textbook named code K.1.
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The Knowledge Dimension
Meta-cognitive
Knowledge

Graph 1. Percentage representation of the Unit Evaluation Questions in the Textbook named K.1 code according
to the information dimension in RBT

The Cognitive Process Dimension

Create
3%

Evaluate
4%

Graph 2. Percentage representation of the classification of the Unit Evaluation Questions in the
Textbook K.1 according to the cognitive skill dimension in RBT
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Findings Regarding the Second Sub-Problem

In this section, "What is the distribution of the unit evaluation questions in the 2019 Primary
School 2nd Grade Mathematics textbooks according to the knowledge and cognitive skill levels in
RBT?" an answer to the sub-problem was sought and the results were tabulated.In the research, the
textbook of this sub-problem was coded as K.2. Within the content of the research, the total of 6 unit
and the 60 unit evaluation questions were determined in the assessment and evaluation in the 2nd
grade Mathematics Textbook distributed and taught by the MEB in 2019. Table 2 shows the
distribution and percentile of the findings obtained with the intersecting classification of the
researchers in terms of knowledge and cognitive skills of RBT. In addition, in Graph 3 and Graph 4,
there is the percentile of the classification of target questions in the dimension of RBT knowledge and
cognitive skills.

Table 2.Classification of Unit Evaluation Questions in the Textbook named K.2 Code according to the
dimension of knowledge and cognitive skills in RBT

Frequency Total
Information Factual Conceptual Procedural Meta-cognitive Total %
/Cognitive Knowledge Knowledge Knowledge Knowledge
Remember 5 6 8 1 20 22.22
Understand 8 7 12 27 30
Apply 7 1 15 16.66
Analyze 2 6 16 17.77
Evaluate 6 1 10 11.11
Create 2 2 3.33
Total 15 32 40 3
% 16.66 35.55 44.44 3.33

Table 2 shows the frequency and percentage distribution of the 60 questions in the evaluations
at the end of 6 units of the 2019 2nd Grade Mathematics textbook, coded as K.2, where the researchers
were classified together and the common points intersected in the dimension of knowledge and
cognitive skills of RBT. A total of 90 (f = 90) information dimensions of these 60 unit evaluation
guestions in the textbook with code name K.2 were determined. The questions were classified in the
knowledge dimension (f = 90); it was determined that there is 15 factual information, 32 conceptual
information, 40 procedural information and 3 meta-cognitive knowledge dimensions.In the
percentages in the knowledge level dimension of the target questions (f = 90), it was observed that the
procedural knowledge level was the highest with 44.44% and the meta-cognitive knowledge was the
lowest with 3.33%.

In addition, it was determined that 60 questions in the unit evaluations in the textbook named
K.2. are 90 (f = 90) cognitive skill dimensions in total. When the target questions are classified in the
cognitive skill dimension (f = 90); It was determined that 20 of them are at the stage of remembering,
27 of them are at the stage of understanding, 15 of them are at the stage of apply, 16 of them are at the
analyze, 10 of them are at the stage of evaluate and 2 of them are at the create. In the percentages of
the cognitive skill dimension (f = 90), the highest rate is understanding level with 22.22%. In addition,
the lowest rate of classification is the create with 3.33%.

Graph 3. and Graph 4. have shown the percentile ratios of the unit evaluation questions in the
knowledge and cognitive skill dimensions in the textbook named K.2.
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The Knowledge Dimension

Meta-cognitive
Knowledge

Graph 3.Percentage representation of the classification of the Unit Evaluation Questions in the
Textbook named K.2. according to the knowledge dimension in RBT

The Cognitive Process Dimension

Create
3%

Graph 4.Percentage representation of the classification of the Unit Evaluation Questions in the
Textbook named K.2. according to the cognitive skill dimension in RBT

Discussion, Conclusion and Suggestions

For the purpose of this study, a total of 102 questions that test the extent of learning at the end
of the units in the 1st and 2nd grade mathematics textbooks taught in 2019 were examined and
analyzed according to the knowledge and cognitive skill dimensions of RBT. One of the most
important conclusions reached by the researchers is the uneven distribution of the tabulated findings in
the classification.It has been observed that in some classifications, dimensions of knowledge or
cognitive skills are rarely encountered.These dimensions of knowledge / cognitive skills, which are
insufficient, left a question mark about the textbooks that should be prepared by adopting the
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constructivist approach.Because textbooks are generally procedural knowledge in the dimension of
knowledge; cognitive skills are classified in the comprehension dimension. The rarity of
metacognitive knowledge or evaluation and creation makes it clear that textbooks do not give students
enough opportunities to transfer the knowledge they have learned to a new environment or produce a
new product with what they have learned.Sarar Kuzu (2013) stated in her study that when she
classified the questions in the textbook she chose on the basis of samples, on the basis of RBT, high-
level thinking skill levels were rarely encountered and stated that this situation weakened the
constructivist approach. Krathwohl (2002) defined metacognitive knowledge as being aware of one's
own cognition. Based on this, unless the correct questions are asked to direct the students to
metacognitive knowledge, the possibility of students getting to know themselves and learning in the
light of what they know may make us think. The mathematics lesson outcomes prepared by teachers,
written exams and math questions asked in the central exams were classified with RBT (Ayvacit &
Tiirkdogan, 2010; Gokler, Aypay & Ari, 2012; Dalak, 2015; Demir, 2015; Kala, 2015; Zorluoglu,
Kizilaslan & Sozbilir, 2016; Karaman, 2016; Uymaz, 2016; Yakali, 2016; Ciftei, 2017; Ulum, 2017,
Yunita, 2017; Ari, 2018; Biiyiikalan Filiz & Delal Turan, 2018; Celik, Kul & Uzun, 2018; Gokdeniz,
2018; Aslan & Atik, 2018; Ardahanli, 2018; Kozikoglu,2018; Altiparmak & Palabiyik, 2019; Yolcu,
2019), and it was observed in previous studies that metacognitive knowledge was low compared to
other knowledge dimensions.It was observed that the questions that directed to the students about
metacognitive knowledge were inadequate, and while this is the case, the situation in which we
educate thestudents who do not know themselves and their own cognition creates a question mark in
the teaching.In the unit evaluation questions examined, and it was determined that one of the
inadequate classifications belonged to the evaluation and creation step of the cognitive skill
dimensions of RBT.Krathwohl and Anderson (2014, p.108) made the definition of evaluation as
making judgments based on criteria or standards.In addition, the same authors defined creation as
bringing together elements to form an integrated and functional unity. Moreover, they stated that the
most important thing to consider in "creating" is that students realize what they learn in accordance
with their age and teaching rather than originality.However, in the unit evaluation questions examined
in the study, and it was determined that the students were not given sufficient opportunity to
accurately convey what they learned.

One of the results obtained from the findings is that the procedural information was
determined in general of the questions selected on the basis of samples. This uneven distribution with
other dimensions of knowledge is actually not a negative situation as it is supposed. Krathwohl and
Anderson (2014) generally interpreted procedural knowledge as the ability to conduct research on
more fields and to know what kind of algorithm, method or strategy to apply with these
researches.Therefore, the classification of the unit evaluation questions in the textbooks mostly in
procedural knowledge indicates that the target questions are effective in the field of mathematics and
that they try to teach in the field.

In the light of the information that each classroom teacher has taught in education faculties
and gained through school experiences, it can be said that students who have just started school are in
the age of play, and they agree to attract their attention with games and applications. Balli (2006)
stated that children in primary education need various social and physical stimuli considering their
cognitive and affective development in this critical period and the easiest way is through
play(Karamustafaoglu &Aksoy, 2020). The more applications and activities students find themselves
in, the easier and funnier learning becomes. In this case, teachers are aware that they need to activate
the teaching with the pre-lesson preparations and textbooks. It is undoubtedly very important that the
guestions and activities in the textbooks that are prepared or needed to be prepared with a
constructivist approach in which students are active when it is taken this situation into
consideration.Thus, when the unit evaluation questions examined in the study are classified with RBT,
it can be said that the application level in the cognitive skill dimension is at a sufficient level compared
to the other steps, creating a positive effect for the research. With the introduction of the constructivist
approach, many researchers such as Piaget (1953) always emphasized that children in the age of play
make permanence and knowledge transfer easier with practical activities. Mayer and Wittrock (1996)
stated that two of the most important goals of education are increasing the permanence and transfer of
what has been learned, and these two constitute meaningful learning (Anderson & Krathwohl, 2014).

144



Journal of Education, Theory and Practical Research, 2020, Vol 6, No 2, 136-148 Biigra USLUOGLU, Veli TOPTAS

Therefore, it is one of the best functions of the primary school age children for concrete learning
period and meaningful learning, that the student spends effectively and practically in mathematics
lesson.

Perhaps one of the most important findings of the study is that 102 questions on sample basis
are generally collected in 'understanding' of RBT. Anderson and Krathwohl (2014) explained
understanding, which is one of the cognitive skill dimensions, in 7 items (interpretation,
exemplification, classification, summarization, inference, comparison and explanation). Unit
evaluation questions are generally classified in terms of 'understanding' and it is an indication that the
questions prepared are actually questions that contain the most of these seven items.Especially
considering the age characteristics of the students, it will be very helpful for children to do cognition
studies that include understanding such as sampling, classification and comparison in order to
understand a subject. Celik, Kul, and Uzun (2018) found that the outcomes in the Mathematics Lesson
Curriculum, which they examined on the basis of RBT, were gathered in the 'understanding' step in the
cognitive skill process in general.

If the conclusion part of the research is summarized in general; Unit assessment questions in
the 1st and 2nd grade mathematics textbooks of the year 2019 selected within the content of the study
were classified with RBT tables and the obtained data were expressed in the form of frequency and
percentiles. When these percentages are examined, it is seen that a total of 102 questions are generally
classified with 'understanding' in the dimension of knowledge and in the dimension of 'procedural
knowledge' in the cognitive skills.In this sense, it was concluded that more activities that improve
metacognitive skills should be included in unit evaluation questions.

Based on the research results, some suggestions can be made for the application and the future
research:

e As can be seen from the results of this study, taking into account the disproportionate
distribution, the questions prepared on the basis of the analysis, the evaluation and the creation
steps, which are the metacognitive skill dimensions, can be added to the textbooks.

e The importance of unit evaluation questions in the textbooks can be discussed by the
conducting interviews with the classroom teachers.

o Similar researches can be conducted for different courses, years and grade levels.
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ANNEX-1: Classification Table of a Target (Anderson & Krathwohl, 2014, p.41)

The Knowledge
Dimension

The Cognitive Process Dimension

1.REMEMBER

2.UNDERSTAND

3.APPLY

4. ANALYZE

5.EVALUATE

6.CREATE

A.FACTUAL
KNOWLEDGE

B.CONCEPTUAL
KNOWLEDGE

C.PROCEDURAL
KNOWLEDGE

D.META-
COGNITIVE
KNOWLEDGE
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Abstract

Keywords
The material and moral culture of humanity has changed, advanced in a Folklore
common or special way with different societies since prehistoric times and has Cartoons

reached today. Every society has wondered about the stages that the nation has
gone through and wanted to learn. Folklore is the most important resource that a
nation can use for recognize itself and other nations. Folk tales and fairy tales
played the most important role in the transfer of culture in the past. Today,
cartoons are taking on this burden. If a cartoon artist wants to ensure cultural
continuity, cartoons associated with the past and roots of our nation must emerge.
Researching the resources that have an important role in the transfer of our culture
is of great importance. Accordingly, the aim of this study is to examine Niloya, a
cartoon that directly addresses our children, in terms of folklore elements. This
research, in which Niloya cartoon was examined in terms of folklore elements,
was designed according to the Document Analysis method, which is one of the
qualitative research methods. The universe of the study is all the episodes of the
cartoon Niloya broadcast on the TRT Cocuk television channel. The sample is
composed of 40 episodes selected by the criterion sampling method, one of the
purposeful sampling methods. Content analysis method was used to analyze the
data. According to the results of the research, in the Niloya cartoon, which covers
the life of a little girl living in the Black Sea region of Turkey and of her immediate
circle, many folklore elements reflecting the Turkish culture in the region she lives
have been found results. It is seen that Niloya cartoon has played an important role
in transferring folklore elements, which are almost forgotten, to next generations
and in keeping them alive, and can be used for purposes of teaching. As a result,
as in the example of Niloya cartoon, it is seen that the folklore elements can be
kept alive by means of animated cartoons, can be transferred to next generations,
and can be taught through these cartoons.
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Introduction

For centuries, many states and nations have existed on earth. Some lived long, some lived short,
some lived without going out of their geography, and some tried to spread all over the world. Looking
at these states and nations, it will be noticed that each of them has a unique folk culture (Uzer and Cetin,
2018). According to the Turkish Language Institution (2016), culture, together with all the spiritual and
material values created in the development process as social and historical, are all the tools that are used
to create them, transfer them to the next generations, and demonstrate the domination of individuals
both socially and naturally. Globalization, which has emerged with technological developments, has
brought a uniform culture form. This uniform culture has begun to threaten local cultures. Especially
when the television and internet world has taken the lead, cultural content based on western civilization
caused destructive effects on national folk cultures and led to serious concerns in the transfer of folklore
elements to future generations (Aral, 2015).

Folklore is a very broad concept and many different definitions have been made in the literature.
Umay Giinay (1995) defines folklore as follows: "It is the name given to the variants of the data
experienced by different groups of a nation in different dimensions in the historical development of the
accumulation consisting of many elements called national culture and the science that examines these
data”. According to Sedat Veyis Ornek (1995), it is a science that covers all the material and spiritual
cultural features of a society within a particular country or a region, and that compiles, analyzes,
classifies and interprets all these with its own methods. The aim of folklore is to create a data source for
social sciences by researching and analyzing the cultural heritage that has reached up to our times from
very old times of history, to develop it and to produce results (Yilar, 2017).

The function of folklore is listed as follows according to the theoretician W. Bassom (2003)
(Citation: Yilar, 2017):

Ensuring that people have a good time, have fun and are entertained,

Supporting social, religious, moral and legal institutions,

Educating people and educating by transmitting the culture from generation to generation,
It is the function of being able to be a port that enables people to get rid of the pressure they
suffer personally and socially.

The material and spiritual culture of humanity has been evolved and improved in a common or
special way with different societies as from prehistoric times, and has reached up to present times. Every
society has wondered and desired to learn about the stages that the nation has gone through. Folklore is
the most important resource that a nation can use to recognize itself and other nations.

Although it is difficult to draw a framework in a way that is sufficient, complete and agreeable
by everyone on the subjects included in folklore, Sedat Veyis Ornek (1995) made a list consisting of 25
titles and sub-items, stating that it is not too assertive. Below is the order made without sub-items.

1) Village, Town and Urban Life (Monographies)

2) Settlement-Settlement Types.

3) Shelter-Housing (Folk Architecture).

4) Enlightenment, Warming.

5) Vehicles Transport Techniques

6) Types of Economy

7) Public Economy

8) Nutrition-Kitchen-Pantry

9) Measuring, Weighing, Calculating Units; (Time and Distance Concepts)
10) Folk Arts and Crafts

11) Clothing-Apparel-Ornament

12) Public Knowledge

13) Morals, Customs, Traditions, Conventions

14) Transition Periods

15) Holidays-Greetings-Farewells

16) Stereotyped Movements (Attitudes, Gestures, Mimics) -Formulaic Expressions and Voices
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17) Associations, Organizations; Solidarity and Mutualization
18) Religious-Magical Content Beliefs, Procedures

19) Folk Literature

20) Folk Theater (Traditional Theater)

21) Folk Dances

22) Folk Music and Musical Instruments

23) Kids Games and Toys

24) Folk Entertainment; Sports

25) Names

Children play a very important role in the adoption of our national culture and its transfer from
generation to generation. In order to ensure that our national culture stands upright against technological
developments and changing time, it is very important for folklore to come into existence in our lives and
for us to be able to guide children in this way. This should be among our most vital duties in our
community. While setting an example for our children, we should not forget about other elements that
will affect their lifestyle. Television and internet come first in this regard. Especially cartoons that can
be used from both these sources are very effective in this regard. Cartoons are a cinema technique that
shows three-dimensional objects, pictures, drawings and puppets in a way to be in motion and live
(Hacibektagoglu, 2014). According to the Turkish Language Institute (2016); it is the job of organizing
stationary objects or images as if they were in motion during the screening and of transferring them to
a movie.

When the studies performed are examined, cartoons usually take the first place in the types of
programs by which children spend their times. Today children especially spend 3-4 hours a day in front
of the television. When considering a year, it makes 1500 hours and it is seen that it is more than the
time spent in school (Oktem, Sayil and Celenk Ozen, 2006). As technology develops very quickly,
individuals meet tools such as television, telephone and computer at a very early age. And among these
tools, they first meet with television. Owing to their instinctive sensitivity to sounds, colors and
movements at a very young age, the children meet the magic world of television (Yagli, 2013).

Folk tales and fairy tales played the most important role in the transfer of culture in the past.
Today, cartoons are taking over this burden. If a cartoon artist wants to ensure cultural continuity, this
artist must create the cartoons associated with the past and roots of our nation. Only in this way can they
create cartoons in a sense that can carry our traditions, customs, and national culture from local to
universal (Tas Alicenap, 2015). For this reason, it is very important to study the cartoons, which have
such an important place in the lives of our children, in terms of the folklore elements that they have
contained. This is because it is thought that the more a cartoon contains folklore elements from our roots
and history, the more it will reflect us and be beneficial.

The presence of cartoons including folklore has increased in Turkey in recent years and it has
been observed that researchers have started to study these productions in terms of folklore (Bayraktar,
2014; Tas Alicenap, 2015; Karakus, 2016; Esitti, 2016; Selanik Ay and Korkmaz, 2017; Cetin and Uzer
, 2018; Aslan and Yilar, 2019). The cartoons chosen by the researchers are composed of cartoons that
are rich in folklore and are preferred by children more in terms of views. Niloya cartoon is among the
cartoons that are watched very much. The cartoon has become the most watched cartoon by exceeding
1 million views on its Youtube channel and this has demonstrated how much it is liked by children
(Firat, 2019). Looking at the number of views, it is seen how big the audience the Niloya cartoon has
the power to influence. From this point of view, the fact that a production that can directly affect children
positively or negatively contains enough folklore is extremely important in terms of transferring our
culture to future generations.

It is getting harder every day to protect and keep our national culture alive. In this regard, it is
very important to search for resources that have an important role in transferring our national culture to
our children. Accordingly, the aim of this study is to examine Niloya, a cartoon that directly addresses
our children, in terms of folklore elements. In line with this main purpose, answers to the following
guestions were sought;

1. What folklore elements are there in the cartoon of Niloya?
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2. What is the use of folklore elements in the cartoon of Niloya?
Method

This study, in which Niloya cartoon was studied in terms of folklore elements, was designed
according to the document analysis method, which is one of the qualitative research methods. According
to the document analysis method, it is possible to analyze digital and visual documents such as videos,
photographs, films, pictures as well as written documents containing information about the targeted facts
and events (Yildirim & Simsek, 2013; Creswell & Clark, 2007). Using the document analysis method,
40 episodes of the Niloya cartoon were studied to find answers to the questions created for the purpose
of the study.

Study Group

The universe of the study is consisted of the entire episodes of Niloya cartoon, which is
broadcast on television channel named TRT Cocuk and on some social networking sites. Its sampling is
composed of 40 episodes selected by the criterion sampling method, one of the purposeful sampling
methods. In this method, out of the events and facts to be examined, the ones that will meet the sampling
are selected (Sonmez & Alacapinar, 2011). The episodes selected for the sampling and where they were
obtained are shown in Table 1.

Table 1: Episodes studied

Order Episode Source
1 Kemancha https://www.youtube.com/watch?v=YQyd O mqC8&list=PLyhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=6
2 Sahur (*meal before https://www.youtube.com/watch?v=uhorf42fcB4&list=PLyhMzyW9Hd-
dawn during ramadan)  1LOKaLtX TQo-eFYhykKIV&index=8
3 Milk https://www.youtube.com/watch?v=E5kAm606p8o&list=PLyhMzyW9Hd
-1L0KaLtX TQo-eFYhykKIV&index=14
4 Keep Your Shop and https://www.youtube.com/watch?v=ELOW1UWI_Ok&list=PLyhMzyW9H
Your Shop Will Keep d-1LO0KaLtX TQo-eFYhykKIV&index=15
You
5 Corn Bread https://www.youtube.com/watch?v=0igKExDJ5U&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=16
6 Let's Play Together https://www.youtube.com/watch?v=NWU5CeGpdVs&list=PLyhMzyW?9
Hd-1L0KaLtX TQo-eFYhykKIV&index=17
7 Spring https://www.youtube.com/watch?v=j2tHVgkxWE&list=PLyhMzyW9Hd-
1L0KaLtX TQo-eFYhykKIV&index=19
8 Story https://www.youtube.com/watch?v=LUXUSQfR_PM&list=PLyhMzyW9
Hd-1L0KalLtX TQo-eFYhykKIV&index=25
9 Karag6z And Hacivat https://www.youtube.com/watch?v=RQ5vvDneKH4&list=PL yhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=30
10 Calf https://www.youtube.com/watch?v=gyyOxPTNJ8&list=PLyhMzyW9Hd-
1L0KaLtX TQo-eFYhykKIV&index=32
11 Many A Little Makes https://www.youtube.com/watch?v=Tot76RGpQ_c&list=PLyhMzyW9Hd-
A Mickle 1L0OKaLtX TQo-eFYhykKIV&index=34
12 Grabbing https://www.youtube.com/watch?v=R05ju8CxsY &list=PLyhMzyW9Hd-
Handkerchief 1L0KaLtX TQo-eFYhykKIV&index=40
13 Nightingale’s Song https://www.youtube.com/watch?v=6F4qY6YfmRk&list=PLyhMzyW9Hd
-1L0KaLtX TQo-eFYhykKIV&index=45
14 A Ship in the Black https://www.youtube.com/watch?v=0wMfmiK5wV0&list=PL yhMzyW9IH
Sea d-1L0KaLtX TQo-eFYhykKIV&index=48
15 Hazelnut Time https://www.youtube.com/watch?v=bRfsj3IwY X8&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=53
16 The Black Sea https://www.youtube.com/watch?v=TXPkH bXYdY &list=PLyhMzyW9H
Orchestra d-1L0KaLtX TQo-eFYhykKIV&index=54
17 April 23rd https://www.youtube.com/watch?v=Sv6L1T5 9J0&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=55
18 The Game https://www.youtube.com/watch?v=QcfFz3d7vLo&list=PLyhMzyW9Hd-

1L OKaLtX TQo-eFYhykKIV&index=59
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19 Ramadan Fest https://www.youtube.com/watch?v=M4txr1V-iLA&Ilist=PLyhMzyW9Hd-
1L0KaLtX TQo-eFYhykKIV&index=72
20 Iftar (*The breaking of  https://www.youtube.com/watch?v=NaCO7y55ExU&list=PLyhMzyW9H
the ramadan fast) d-1LOKaLtX_ TQo-eFYhykKIV&index=75
21 Gunny Sack Race https://www.youtube.com/watch?v=3X-
4okpmXAo&list=PLyhMzyW9Hd-1L0KaLtX TQo-
eFYhykKIV&index=77
22 Egg https://www.youtube.com/watch?v=HgXmPtQ1BSE&Ilist=PLyhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=79
23 Onion https://www.youtube.com/watch?v=xCRVrlpbRbo&list=PLyhMzyW9Hd-
1L0KaLtX TQo-eFYhykKIV&index=82
24 Fairy Tale https://www.youtube.com/watch?v=MAa-
AvUerkQ&list=PL yhMzyW9Hd-1L 0KaLtX TQo-
eFYhykKIV&index=84
25 Yellow Leaves https://www.youtube.com/watch?v=-iZJqY0-9UE&Ilist=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=88
26 Mete the Guest https://www.youtube.com/watch?v=4Xs1sc8usTM&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=91
27 Mete the Shepherd https://www.youtube.com/watch?v=922iaPDm2dk&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=93
28 A Hot Soup https://www.youtube.com/watch?v=1jzRKT 1L Ueo&list=PLyhMzyW9Hd-
1L0KaLtX TQo-eFYhykKIV&index=99
29 Yoghurt https://www.youtube.com/watch?v=3NTbcTasVnY &list=PLyhMzyW9Hd
-1L0KaLtX TQo-eFYhykKIV&index=100
30 The Black Sea https://www.youtube.com/watch?v=QV2spj1LpfU&Ilist=PLyhMzyW9Hd-
Treasure 1LOKaLtX TQo-eFYhykKIV&index=102
31 The Strawberry Jam https://www.youtube.com/watch?v=B-
XwWviZREbg&list=PLyhMzyW9Hd-1L0KaLtX TQo-
eFYhykKIV&index=107
32 The Shepherd’s Dog https://www.youtube.com/watch?v=Zcsp_neGmN4&list=PLyhMzyW9Hd
-1LO0KaLtX TQo-eFYhykKIV&index=115
33 Tree Doctor https://www.youtube.com/watch?v=e-Jkwt165U8&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=123
34 Monday https://www.youtube.com/watch?v=x02TDnRyhBs&list=PLyhMzyW9Hd
-1L0KaLtX TQo-eFYhykKIV&index=117
35 I Am Walking Minis https://www.youtube.com/watch?v=4uEcOD1_baU&list=PLyhMzyW9Hd-
the Calf 1LOKaLtX TQo-eFYhykKIV&index=106
36 Theater https://www.youtube.com/watch?v=JoN1R8060 U&list=PLyhMzyW9Hd
-1L0KaLtX TQo-eFYhykKIV&index=95
37 Let’s Reconcile the https://www.youtube.com/watch?v=cp3u_eSsd0o&list=PLyhMzyW9Hd-
Estranged Ones 1L 0KaLtX TQo-eFYhykKIV&index=90
38 Windrose https://www.youtube.com/watch?v=SHhZ4wK490g&list=PLyhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=73
39 Lily https://www.youtube.com/watch?v=ng52UdLo5Pk&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=78
40 Snow https://www.youtube.com/watch?v=LQFCvbgfT1E&Iist=PLyhMzyW9Hd

-1L0KaLtX TQo-eFYhykKIV&index=89

Data Collection and Analysis

For the collection of the data in the study, the videos section of the TRT Cocuk television

channel, the official website of the Niloya cartoon and the official Youtube channel were used. Episodes
were determined by criterion sampling method, one of the purposeful sampling methods, and examined
one by one.

Content analysis method was used to analyze the data. Content analysis is a scientific approach

that investigates the truth by classifying, digitizing, and inferring the message contained in documents
as meaning or grammar in an objective and systematic way (Tavsancil & Aslan, 2001). This method is
not only used on texts, but also on shooting productions such as pictures and television programs
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https://www.youtube.com/watch?v=1jzRkT1LUeo&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=99
https://www.youtube.com/watch?v=1jzRkT1LUeo&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=99
https://www.youtube.com/watch?v=3NTbcTasVnY&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=100
https://www.youtube.com/watch?v=3NTbcTasVnY&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=100
https://www.youtube.com/watch?v=QV2spj1LpfU&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=102
https://www.youtube.com/watch?v=QV2spj1LpfU&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=102
https://www.youtube.com/watch?v=B-XwviZREbg&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=107
https://www.youtube.com/watch?v=B-XwviZREbg&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=107
https://www.youtube.com/watch?v=B-XwviZREbg&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=107
https://www.youtube.com/watch?v=Zcsp_neGmN4&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=115
https://www.youtube.com/watch?v=Zcsp_neGmN4&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=115
https://www.youtube.com/watch?v=e-Jkwt165U8&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=123
https://www.youtube.com/watch?v=e-Jkwt165U8&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=123
https://www.youtube.com/watch?v=xo2TDnRyhBs&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=117
https://www.youtube.com/watch?v=xo2TDnRyhBs&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=117
https://www.youtube.com/watch?v=4uEc0D1_baU&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=106
https://www.youtube.com/watch?v=4uEc0D1_baU&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=106
https://www.youtube.com/watch?v=JoN1R806O_U&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=95
https://www.youtube.com/watch?v=JoN1R806O_U&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=95
https://www.youtube.com/watch?v=cp3u_eSsd0o&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=90
https://www.youtube.com/watch?v=cp3u_eSsd0o&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=90
https://www.youtube.com/watch?v=SHhZ4wK49Og&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=73
https://www.youtube.com/watch?v=SHhZ4wK49Og&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=73
https://www.youtube.com/watch?v=nq52UdLo5Pk&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=78
https://www.youtube.com/watch?v=nq52UdLo5Pk&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=78
https://www.youtube.com/watch?v=LQFCvbqfT1E&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=89
https://www.youtube.com/watch?v=LQFCvbqfT1E&list=PLyhMzyW9Hd-1L0KaLtX_TQo-eFYhykKIV&index=89
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(Biiyiikoztiirk, Kilig Cakmak, Akgiin, Karadeniz and Demirel, 2014; Tavsancil and Aslan, 2001). The
purpose of content analysis is to bring together similar data around some concepts and themes, to
determine the presence of these categories in the document, to interpret them in a way that the reader
can understand and to create a descriptive picture (Ozdemir, 2010; Yildirim & Simsek, 2013). In this
study, categorical analysis method, one of the content analysis types, has been used considering all these
situations. The main purpose of the categorical analysis is to reach the concepts and relationships
necessary to explain the data obtained (Yildirim & Simsek, 2013). In this analysis, the data are grouped
according to predefined categories. In this framework, 40 episodes of the cartoon named Niloya were
included in the research process. Each episode was subjected to categorical analysis in order to find
answers to the questions in the research problems. In the categorization of the data obtained, 25-item
folklore study topics, which were created by Sedat Veyis Ornek (1995) and explained in the introduction
part of the study, were taken as basis.

The data were examined and coded separately by the researchers to ensure reliability. Codes
with consensus and divergence were determined and their effect on the reliability of the study was
estimated by using the formula of Miles and Huberman (1994) (Consensus/(Consensus + Divergence)
x100). According to the results of the review, the percentage of agreement was calculated as 92%. The
fact that this percentage of agreement is 70 and above indicates that the generated coding is reliable
(Miles & Huberman, 1994; Yildinnm & Simsek, 2013).

Findings
As a result of the content analysis carried out in this section, the findings of our study entitled
‘The use of folklore elements in cartoons: example of Niloya’ are explained in titles.
The Main Characters of Niloya Cartoon

In this section, the main characters of the Niloya cartoon are presented in a table and visually.
The characters are taken from the cartoon's official website (http://www.niloya.com/). The information
about the characters consists of the data on the website. Niloya cartoon is a domestic-made thematic
cartoon that is broadcast on TRT television channel, appealing to preschool children. The physical and
emotional characteristics of the main characters of the Niloya cartoon are shown in Table 2.

Table 2. The main characters of Niloya cartoon

Character Characteristics

She was born in 20009. It has a cute appearance with big eyes, hazelnut-
like nose. Her closest friends are Tospik, Mete and her brother Murat.
Niloya She loves swimming in the river, exploring, learning and adventure.
She does not like to wait, to be misunderstood and to be unhappy.
Niloya’s name comes from happiness. Her mother wanted her
daughter's name to be Nil, and her father wanted it to be Oya. His
grandfather wanted to honor the wish of both and named her Niloya.

Tospik, a down-to-earth turtle, is one of the closest friends of Niloya.
Tospik, who loves swimming in the river, playing hide and seek and
sleeping, does not like at all when Niloya paints him. He feels very
lucky to have a friend like Niloya who loves him very much.

Tospik

He was born in 2007. He has curious eyes and dark hair, and is a
slightly longer than Niloya. Murat loves playing ball, running and

Murat collecting hazelnuts, but does not like the spoilsport nor the ball going
up to the tree. Murat, who loves Niloya very much, is having a lot of
fun when Niloya misunderstands the things.

Mete, who has a adorable appearance with his big eyes, is at the same
age as Niloya. Mete, who loves distributing his toys and listening to
kemancha very much, does not like losing his belongings and not
finding what he is looking for.

Mete

Niloya's grandfather was born in 1950. He has a white beard, is a little
Grandfather old and has a darling look. Our grandfather, who loves his family,
going to the highland and fishing, cannot stand to see the sadness of
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the children. Niloya's grandfather is also a mentor for all other
characters.

The grandmother, who is old and has a darling look, was born in 1952.
Grandmother, who loves cooking with her bride, her family, her
grandchildren, and collecting hazelnuts, cannot stand to see the
sadness of her beloved ones.

Grandmother

Born in 1976, the mother is a tall, vigorous and beautiful lady. The
Mother mother, who loves the crops, the highland, spending time with her
children and cleaning, does not like slatterliness and noise.

Born in 1974, the father is a very genial person. The father, who loves
the field, the sea and the fish very much, does not like laziness and
disrespect for nature. Having a happy home, the father is doing his
best to be a strong and good father that his daughter and son dream of.

Father

Babaanne

Image 1: Main Characters of Niloya Cartoon
Village, Town and Urban Life

Mostly village life is described in the Niloya cartoon. A normal life in a typical Black Sea
Region village is depicted. This is delivered in all aspects including its economy, family and social life,
nature, etc.. The Niloya’s village, which is a traditional Black Sea village, is a verdurous settlement
integrated with nature, where the houses are built as if they are a part of the nature, and the residents
live a happy life by giving thanks to what nature gives them.

Settlement and Settlement Types

The settlement is in the form of a typical traditional Black Sea village, consisting of houses that
are not very close to each other and shaped according to the settlement of nature. There are shelters
related to animal husbandry and agriculture as well as gardens in front of the houses. The gardens are
surrounded by fences. It is the living areas where the creeks flow through, the forests and mountains are
located very close to the village, and the people living in this village and all other creatures live happily.

Shelter-Housing (Folk Architecture)

The residences are designed as detached as in a normal village. The residential buildings are
structured in a manner specific to the Black Sea region, and equipped with structures such as their own
garden, hayloft, barn, etc. in front of them. The houses are painted with different colors, and they have
generally managed to adapt to the color of nature. It is seen that trees and stones are used as the
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construction materials of the houses. Local elements were also used inside the houses. It is seen that
there are pictural tables containing the pictures of family elders and family members as well as local
musical instruments (kemancha) on the walls of the houses, while there are items such as region-specific
table cloths, carpets, curtains, gas lamps, bookshelves inside the house. While it is possible to see that
the products grown in the garden are hung on the walls of the houses in a dried form, there is also a local
sieve right next to them. The views of the windows of the houses are generally depicted with the sky
and woodlands as well as lush green meadows. On the river passing by the house, there is an arched
bridge built traditionally in the Black Sea Region.

Enlightenment and Warming

Chimneys and smoking fumes are depicted on the roofs of the houses. As can be understood by
that, it can be seen that the houses are heated with stove. However, it is not seen that the chimneys come
out of the kitchen, since it is known from the episodes reviewed that the meals made in the kitchen are
cooked in a stove with propane cylinder. Stoves are located in another part of the house, not in the
kitchen.

For the enlightenment, there are bulbs on the electricity poles in the streets, smaller bulbs in the
houses and traditional gas lamps against power cuts.

Types of Economy and Public Economy

In the episodes, much emphasis is placed on the economy of the local people. Agriculture and
animal husbandry are mentioned in particular in a manner consistent with with the region. The local
economy up to the Black Sea fishing, hazelnut gardens, corn fields, cows and goats is always intertwined
with the topics of episodes. Niloya's father and grandfather are fishermen, but also take care of the
animals in the barn and the agricultural products such as hazelnuts and vegetables in the land. In addition,
Niloya's mother and grandmother support the domestic economy by helping with the care of fields and
animals. Niloya's family has cows, goats and chickens just like in a traditional village life. They supply
milk and eggs from them. For example, the episode titled “milk” mentions about the milking of the
grandmother of Niloya from a cow traditionally for Niloya’s sick brother, and again in another episode,
it is seen that the whole family, including Niloya and her brother Murat, goes to the hazelnut garden and
collects hazelnuts. Everyone in Niloya's house is doing all the tasks they undertake for the domestic
economy.

In episodes, corn flour is mentioned rather than wheat flour. Locally, corn is produced more
than wheat, and therefore corn flour takes place more. In fact, in the episode entitled “corn bread”, the
method of making corn flour is shown in the mill of the father of Niloya's best friend Mete. In the episode
called “Wind rose”, it is told that a windmill produces flour from wheat. As can be seen, the episodes
clearly explain how the people traditionally demonstrate the economic life of that region.

Nutrition

As in the whole of the cartoon, local foods dominate the nutrition. Traditional and natural
products of the region such as hazelnuts, corn, corn bread, fish, milk, yoghurt and eggs are highly
mentioned in the nutrition. The products used for nutrition are not the artificial materials sold in markets
and grocery stores, but are products that are produced by the public itself in traditional nature. Meals are
usually eaten on the table in the kitchen. Besides the meals, tea glasses also take place on the table as
full. Corn bread is generally consumed as bread. Either boiled eggs or fried eggs usually take place at
breakfast. These eggs are the eggs of the house's own chickens. The meals cooked at regular meal
courses are local dishes made from vegetables such as beans and tomatoes collected from the garden of
the house. Pastry has also been used in food in some episodes. For example, in the episode called "Merry
Cookies", Niloya's mother made cookies and distributed it to all children playing around the house.

The kitchen of the house contains normal kitchen utensils and a dining table. Vegetables and
fruits are stored in the kitchen cabinets, not in a separate pantry. On the walls of the kitchen are dried
vegetables, sieve and a kemancha, the traditional musical instrument of the Black Sea region.
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Measuring, Weighing and Calculating Units

In the Niloya cartoon, the time units are described in the episode called “Monday” like a
curriculum. They also learn the time by looking at the clocks in their homes. In Ramadan, we understand
that the evening has come with the cannon burst, and the morning has come with the morning adhan, in
the episode called “sahur”.

Folk Arts and Crafts

As can be seen in the episodes, traditionally embroidered covers are located on the places such
as table and coffee table inside the houses. Kitchen and ornaments made of porcelain and clay are also
seen in the house. In addition, handicrafts come to the fore especially in the clothes of female characters.
This is more common in the hairpins and hand-painted kerchiefs they wear. Niloya's father and
grandfather, on the other hand, overcome all problems like a construction master in any problem that
has occurred in the village or in their own home.

Clothing-Apparels-Ornament

Clothes in the cartoon are generally traditional clothes of the Black Sea region. These traditional
clothes are quite evident in casual clothes, especially in Niloya's grandparents and grandmother. Table
3 shows the apparel status of the characters of the cartoon Niloya.

Table 3. Apparels of characters

Character Clothing-Apparel

Niloya Her brown hair is split in two, tied with a ribbon; her dress is strappy, with a yellow shirt on
top, a floral pattern, and usually a single and vibrant color; her shoes are red without laces.

Murat His brown hair is slicked to the side, has a brown sweater on a light blue shirt on top, and light
blue trousers and light shoes down below.

Mete His blond hair is not straightly combed, he is wearing a light blue shirt on top, and a brown
shorts and a lace-up blue shoes down below.

Mother She has brown and not-too-long slicked-back hair, a floral hairpin in her hair, a pink shirt with

a blue vest on top, a purple skirt down below, and a yellow patterned work apron on her, a
light lace-up shoe.

Father His black hair is slicked to the side, near the center, he has a moustache and is wearing a red
T-shirt with collar on top, a light blue-colored trousers down below with a belt on t-shirt and
no-lace blue shoe.

Grandfather He has a beret, which is usually worn by pilgrims in that area, on his head; his face is white
and bearded, he wears a light blue shirt on top and a vest with a purple button on it, light blue
trousers down below, and light brown shoes.

Grandmother  She has a light purple embroidered hand-painted kerchief on her head, a small glasses on her
white face, a light-colored blouse on top and a pink buttoned vest on it, a blue skirt with a
square pattern and a light brown no-lace shoe down below.

As also can be seen in Table 3, it is seen that traditional clothes are used mostly in family elders
in particular. Colors are often depicted similarly. Although the clothes of the characters are generally
like this, it is also seen that sometimes different clothes are worn depending on the season, the work
done and the weather.
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Image 2. Apparels of the Main Characters in the Cartoon

In the cartoon, in addition to normal daily clothes, it is also seen that traditional clothes are
occasionally worn in some episodes. According to the subject of the episode, traditional clothes of the
Black Sea region are also used much. Examples of these clothes are given in Table 4.

Table 4. Traditional and regional clothes worn in the cartoon

Order

Clothes

1

Horon Clothes (*Horon is the name of traditional
folk dance of Black Sea Region)

Holiday Clothes

Shepherd Clothes

Climber Clothes

Theater Clothes

Sportswear

~N[o|jo|hlw(iN

Sailor Clothing

8

Postman Clothes

Looking at the traditional clothes, it is clearly seen that it belongs more to our own culture. As
seen in the images below, Niloya’s apparels such as horon and ship captain clothes, etc. are examples
of this. In addition to the traditional clothes of the Black Sea region, it can be seen that the clothes
resulting from the fact that the settlement is a village are also used.
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Image 3. Examples of local traditional clothing used in the Niloya Cartoon

Public Knowledge

In the cartoon of Niloya, information on folk is generally manifested in fields such as folk
medicine, folk botanics, folk meteorology. For example, in the episode named “A Hot Soup”, the topic
that the soup that Niloya’s father tries to make for Niloya’s sick mother will be good for the illness is
addressed. Similarly, in the episode named “Milk™, it is stated that milk with honey is required for
Niloya's sick brother.

As the Niloya cartoon instills a village life in the Black Sea, people are intertwined with animals
and plants. For this reason, in many episodes, all kinds of characteristics of plants such as vegetables
and fruits in public gardens, trees and flowers in forests have been addressed. The conditions such as
the plants' greening, ripening, yellowing, and leaf fall have been the subject of some episodes. In these
episodes, in particular specific unique plants of the region where Niloya lives are selected.

There are also many examples in the Niloya cartoon that show the effect of seasons on plants
and lifestyle. Even some episode names are especially like this (Spring, Yellow leaves, Snow). In these
episodes, the public knowledge that the public knows about meteorology is presented.

Morals, Customs, Traditions, Conventions

The Niloya cartoon is a very rich cartoon in terms of morals, customs, traditions and
conventions. The morals, customs, traditions and conventions are interspersed throughout the cartoon.
The morals, customs, traditions and conventions identified in the cartoon are shown in Table 5.
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Table 5. Morals, customs, traditions, conventions in the cartoon

Order Morals, Customs, Traditions, Conventions

Hanging dried vegetables on the walls of the house

Co-op style mutualization in cases that arise in the village

Kissing hands on holidays

Exchanging gifts on holidays

Making visits on holidays

Loving and respecting elders

Waking the public up by playing drums for the meal before dawn during ramadan (*sahur)
Waiting for the cannon to be burst at the table for the breaking of the ramadan fast (*iftar)
9 Wearing new dresses on holiday morning

10 Going on a visit to friends and relatives, taking gifts while going

11 Offering treats to incoming guests

12 Making toys from plants

13 Reconciling the Estranged Ones

O N[OOI (WIN| -

14 Waking up for sahur and waiting for the adhan in Ramadan
15 Making a snowman, playing snowballs

16 Organizing a sack race festival in the village

17 Taking care of your brother

18 Listening to stories and fairy tales from adults

19 Giving gifts in return for given gifts

20 Asking for permission when taking someone else's belongings
21 Mutualization of family members in all jobs

22 Helping those in need

23 Playing local instruments

24 Finding natural solutions for patients

As can be seen in Table 5, the morals, customs, traditions and conventions are seen intensely in
the cartoon. These are spread throughout the cartoon, and were interspersed in the topics in all episodes.
It is seen that these are generally told to the children by the adult characters of the cartoon or they become
exemplary by being experienced directly in life. It is seen that the beliefs told by their elders or taken
from them as an example are also kept alive by the children between each other.

Transition Periods

In the cartoon, there was no focus on the transition periods, but the birth of "Benekli", the cow
of Niloya's family, was the subject in an episode. With this birth scene, concepts such as birth and life
are told to children and are reflected to the audience.

Holidays, Greetings, Farewells

In the cartoon, holidays are attempted to be told by combining with the Black Sea and Turkish
culture in its fullest sense. For example, cases such as the fact that child characters wear new clothes
bought before the holiday with excitement on holiday morning, that they kiss the hands of elders and
that they receive gifts from them have been addressed. In addition, the fact that the children in the village
pay a visit to all the houses to celebrate holidays and collect candies is the integral part of both the region
where the cartoon takes place and the Turkish culture. Greetings are presented in an exciting and joyful
manner, and farewells are usually presented in a sad manner.

Stereotyped Movements, Formulaic Expressions and Voices

In the cartoon, everyone is usually genial. We see this geniality mostly in Niloya. Niloya and
her friends are generally seen as excited, curious, open-hearted and adorable. The adult characters in the
cartoon are always patient and loving towards the little ones. They are often genial and even if their eyes
are sometimes filled with tears, these are mostly tears of joy.

Stereotyped daily lives are related to the traditional Black Sea village life such as care of
animals, agricultural activities, fishing, kids games etc.. For example, there are stereotyped movements
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depending on the work done, such as wearing a raincoat when going to fishing, wearing a helmet and
elbow pad when riding a bicycle.

Religious Beliefs, Cults

There is a mosque and an imam in the Niloya’a village, serving the whole village. Especially in
the episodes that tell about the month of Ramadan and holidays, these motifs are used a lot. In addition
to these motifs, the Islamic motifs such as fasting, waking up for sahur, breaking the fast, playing drums
for waking up for sahur etc. have been widely used in the cartoon. In addition, there are beliefs that
falling rains and sharing our meals will bring fertility.

Folk Literature

Folk Literature elements were used in many episodes of the cartoon. Especially in some episodes
such as “many a little makes a mickle” and “Fairy Tale”, the episode names directly address Folk
Literature. While folk literature products are sometimes given implicitly in the course of the script,
sometimes they are the subject of the script directly. For example, the episode titled “keep your shop
and your shop will keep you™ addresses how Niloya hears and misunderstands the proverb and what she
has experienced while learning the correct meaning. Table 6 gives examples of Folk Literature products
used in the cartoon.

Table 6. Examples of folk literature products used in the cartoon
Proverb “distance lends enchantment to the view”
“keep your shop and your shop will keep you”
“many a little makes a mickle”
“if it is fated for things to go well, they will go well”
Idioms “being infatuated”
“putting on an act”
“enjoying something”
“atoning”
“getting inspired”
“getting bored”
“occurring to someone”
“being in the pink of health”

Story “the story of the little girl living by the river”
“Black Sea ship”

Fairy Tale “Little people living in the trees”

Chansonette “The chansonettes told by the ramadan drummer”

Legend “legend that the wind rose toy is the mother”

Folk Poetry "April 23 poem written by Murat himself”

Folk Theater

In the cartoon, shadow play, theater and spectacle shows were used in relation to the folk theater.
The “Theater” and “Karagéz and Hacivat” episodes dealt with the folk theater both as a name and a
subject. In the episode named “Theater”, Niloya and her friend Mete portrayed Keloglan, a folk hero of
our culture, and her mother and the villagers watched them. In the episode named “Karagdz and
Hacivat”, Niloya and her friend Mete used the shadow play to ensure that the adults give an ear to their
solutions for the problem that the village fountain is not flowing, and succeeded in that. It was seen that
Niloya and his friends performed before the villagers in some other episodes, too. In Image 5, an
example is given demonstrating that the people of the village have watched the show of Niloya and his
friend Mete.
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Image 4. The theater show of Niloya and her friends in the village

Folk Dances

“Horon” is more concentrated on as folk dances. It is seen that Niloya and her friends play horon
by wearing traditional clothes, especially with the kemancha, the traditional instrument. In the episodes
where traditional dances are performed, again the tulum (*bagpipe) and kemancha, which are traditional
instruments, are used.

Folk Music and Musical Instruments

In the Niloya cartoon, folk music and musical instruments are generally traditional products of
that region. If there are no instruments, radios are generally used and traditional music of that region is
listened to. The tulum and kemancha, which are the musical instruments of the Black Sea region, are
the most frequently mentioned cultural elements in the episodes. Even an episode is named as "the
Kemancha". Int he episode called “Kemancha”, Niloya, who sees the kemancha always hanging in the
kitchen, takes it and starts playing. Everyone is disturbed by the sound that comes out because she is
unable to play. However, Niloya's grandfather takes the kemancha and shows how to play. In the episode
called “The Black Sea Orchestra”, when the radio that Niloya's mother listens to is broken, Niloya and
her friends form an orchestra for her mother with a kemancha, tulum and drum.

Kids Games, Toys

In the cartoon of Niloya, we see a lot of traditional games for children. These games include
both modern time games like “skating” and old traditional games like “sack race”. Table 7 shows
examples of the games in the cartoon.
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Table 7. Kids games in the cartoon
Order The Game

Istop

Gunny Sack Race
Riding a bike
Guest Play
Marbles

Football
Hopscotch
Snowball

9 Flying a kite

10 Grabbing handkerchief
11 Dodgeball

12 Blind man's buff
13 Toboggan
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As can also be seen in Table 7, kids games are intensely addressed in cartoon and these games
are mostly traditional and old games that are specific to that region. Generally, the themes of
entertainment, mutualization and learning are covered in games.

Toys such as soccer ball, toy cars, Kites, wind roses, etc. are used as kids toys. In addition, any
product of nature, which are grown in the village of Niloya, has the potential to be used for kids games.

Folk Entertainment

In the cartoon, folk entertainment is told mostly through children and their audience
performances. Most of the time, two-person shows (shadow play, theater) of Niloya and Mete or
competitions (gunny sack race-children festivities) performed by more children are all watched together
by the villagers.

Names

The names of Niloya and her friends are generally present, but the names of family members
are not mentioned in the cartoon. Denominations such as mother, father, grandfather and grandmother
were made. The names of the parents of Niloya's friends are also mentioned in the sections. In addition,
the animals owned by Niloya’s family also have names (minis, benekli). The school, which belongs to
Niloya’s village, can be seen in some episodes (for example, in the episode called ‘Skating’) and
“Sirintepe primary school” is written on the school's sign.

Discussion, Conclusion and Suggestions

In the Niloya cartoon, which covers the life of a little girl living in the Black Sea region of
Turkey and of her immediate circle, many folklore elements reflecting the Turkish culture in the region
she lives have been found. The 25-item folklore study topics of Sedat Veyis Ornek (1995), which are
used while determining the folklore elements, are mostly present in the cartoon. In order to keep the
cultural values of a nation alive and to transfer from generation to generation, its codes must be repeated
and reproduced. With the recent development of technology, animations that attract large audience to
movie theaters have played an important role in conveying cultural heritage to future generations (Tas
Alicenap, 2015). In this context, it can be said that the Niloya cartoon, which has a very rich structure
in terms of folklore elements, has an important role in conveying our culture to future generations.

In our culture, there is a culture of hosting the guests who come to the house called “Halil
Ibrahim Sofras1”. Thanks to this culture, it is thought that meals prepared for guests and those in need
will increase the abundance of dining table (Giindiizoz, 2016). In the study of Aslan and Yilar (2019),
it was determined that this belief and the traditions of this culture are kept alive in the cartoon of Rafadan
Tayfa. In parallel with this study, it is seen in many episodes of the Niloya cartoon that especially
Niloya’s mother distributes delicious food and local pastry products she has made to all children who
play in front of the house.
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Bayraktar (2014) studied the cartoon titled the Fairy Tales of Keloglan and found the cartoon
successful in the re-execution of our culture in different environments and in updating our tradition
through the transfer of verbal culture products to digital media. Verbal cultural elements take a big place
also in the cartoon of Niloya. Especially folk literature products such as poetry, story, fairy tale, proverb,
idiom etc. were addressed in many episodes of the cartoon. In this way, our oral culture products had
the chance to be re-executed in different environments and to travel from tradition to the future.

Selanik Ay and Korkmaz (2017) studied the cultural elements in the cartoon called Little
Hezarfen. Cultural elements including oral culture elements, social environments, natural and historical
places, traditions, clothes, dishes, architectural structure, Turkish elders, crafts, games, musical
instruments, celebrations and holidays etc. were found in the cartoon. Cetin and Uzer (2018) examined
the national cultural elements in the same cartoon. Although the results of the study are consistent with
the study above, 23 different cultural elements have been identified. It is seen that the results obtained
from these studies are similar to the results of our research. In the cartoon of Niloya, cultural folklore
elements of Sedat Veyis Ornek (1995), which are examples of all 25-item folklore study subjects, were
identified.

Karakus (2016) examined 20 episodes from the animated cartoon called Maysa and Bulut, where
the life of the nomads was told. In the cartoon, 30 cultural elements were identified under the title of
morals, traditions, customs and conventions. As a result, the researcher is of the opinion that the cartoon
is an important production in terms of culture transfer. Since the results obtained in our study contain
similar results with this research, we can say that Niloya cartoon also has an important role in cultural
transfer.

The study of Esitti (2016) has revealed that the Pepee cartoon conveys rather the local culture
and the values and lifestyles of this culture to the audience. The results of this study seem to be consistent
with our study. The Niloya cartoon conveys many local cultural elements in a typical Black Sea village
and the lifestyle of that region to the audience at a level that children can understand. In this way, it
plays an important role in keeping the culture alive by transferring it to the next generations.

In their study, Aslan and Yilar (2019) examined 42 episodes from the cartoon named Rafadan
Tayfa. According to the results of the study, many folklore elements have been identified. In addition,
it is emphasized that folklore elements can be conveyed to children by means of the cartoons, and our
traditions and customs can be taught through cartoons. The results of this study match up with the results
of our study highly. There are many folklore elements, traditions, customs, conventions and cultural
elements in the cartoon of Niloya. In this regard, it is thought that the Niloya cartoon can be used in
transferring our culture and the folklore to the next generations and teaching them.

It has been observed that the interest of researchers has increased in this direction with the
increase of domestic cartoon productions involving folklore in recent years. When the studies on
cartoons are examined, it is seen that the researchers are working on the existence of folklore elements
in cartoons and the transfer of them to the next generations. The production of cartoons that contain the
folklore elements in the scenario, making the scientific research on them and the fact that they are
multiplying are highly important both scientifically and culturally for the construction of our future.
This is important both in transferring our culture to the next generations and keeping the folklore alive.

The Niloya cartoon has a very rich structure in terms of folklore elements of Turkish culture.
The subjects of folklore ranging from Folk Literature to Folk Architecture, from Folk Beliefs to Folk
Knowledge and from Folk Economy to Nutrition have largely taken place in the cartoon. Traditional
Black Sea village life, which has almost been forgotten especially due to the rapid increase of
urbanization in recent years and the development of technology, has been attempted to be kept alive
thanks to this cartoon. Family, economy, architecture, social life, education, traditions and customs,
beliefs, verbal and written elements, etc. in Black Sea village life were attempted to be reflected to the
audience in a simple way that children can understand. Considering that the Niloya cartoon has been
watched and liked by millions on social networking platforms and television channels, it is better
understood how important the role it plays in the transfer of folklore elements that have almost been
forgotten to the next generations and in keeping them alive. As a result, the multiplication of cartoons
telling about our culture is very important today, when the negative effects of technology and
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globalization on children are very fast. This is because, as Oguz (2009) said, many of our reference
sources can be forgotten, and they can be replaced by examples created by mass culture. For example;
Nardaniye Hanim will be replaced by Snow White, Koroglu will be replaced by Robin Hood, Kerem
and Asli will be replaced by Romeo and Juliet, and Boz Atli Hizir will be replaced by Santa.

In line with these results, the following suggestions were created:;

Different cartoons can also be similarly analyzed and compared to studies in the field,

New alternative cartoon scenarios containing folklore elements can be prepared for children,
The Niloya cartoon can be used for teaching the cultural folklore elements,

Workshops and in-service training can be designed to make effective use of cartoons in order
to be used for the education and training in the transfer of our culture.

e
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Abstract

Anahtar Kelimeler

The present study aims to investigate the anxiety levels of students before and after
vocational skill laboratory practice of Women's Health And Diseases nursing
course. This cross-sectional study was carried out on 3rd grade n = 124 students
who took the course of Women's Health and Diseases Nursing at the Faculty of
Health Sciences, Faculty of Health Sciences between October 2018-March 2019.
The data were collected with information form developed by the researchers based
on the available literaure and State Anxiety Inventory. The data were assessed
using the descriptive statistics and Paired T-test. The average age of nursing
students is 20.8 + 1.2 and the gender of 81.5% is female. 79.8% of the students do
not feel ready for the vocational skills laboratory practice, 48.4% are excited
before the vocational skills laboratory practice, and 38.7% are concerned about
not being able to apply the theoretical knowledge. He stated that. The mean score
of the State Anxiety Scale before the laboratory application was 42.1 £ 8.8 and the
average score of the State Anxiety Scale for the students who came to the clinic
after the laboratory application was 34.1 + 12.1. A significant difference was found
between the mean scores of the State Anxiety Scale before and after the vocational
skills laboratory application of the course (p <0.001). The state anxiety level of
the students is middle before the Occupational Health and Disease Nursing course
professional skills laboratory application. After the laboratory application, anxiety
levels of the students who came to the clinic decreased significantly. Before the
clinical practice of the Women's Health and Diseases Nursing course, having the
students perform the laboratory practice will decrease the level of anxiety related
to the clinic and practices and will make the clinical practice more effective.
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Introduction

Information technologies, which are changing rapidly today, have changed traditional
education. Students provide comprehensive access to information anywhere and anytime (Chang, Lai &
Hwang, 2018). Independent Global Education Commission for Healthcare Professionals; In the 21st
century, it directs health education institutions to reorganize existing education and curriculum design
in order to strengthen theoretical and clinical education by adopting information technology supported
learning (Frenk & et al., 2010). Nursing educators also constantly challenge students in innovative
teaching and learning methods from the beginning of education to graduation (Butt, Kardong-Edgren &
Ellertson, 2018; Irwin & Coutts, 2015). Therefore, supporting the theoretical part of nursing education
with laboratory applications is important in preparing students for the clinic (Chang, Lai & Hwang,
2018; Frenk & et al., 2010; Fealy & et al., 2019).

The purpose of nursing education is to provide students with optimal knowledge, skills and
attitudes in cognitive, affective and psychomotor fields in order to provide professional clinical
competence and to increase the delivery of safe, quality nursing care (Forsberg, Georg, Ziegert & Fors,
2011; Tseng, Chou, Wang, Ko , Jian & Weng, 2011). Nursing education as a practice-oriented
profession not only encompasses the theoretical content discussed in classrooms, but also requires
sufficient clinical practice to allow skill development and the integration of theoretical content into
practice. Nursing students can learn what they have learned in classroom and laboratory practices on
cases in the clinic (Salifu, Gross, Salifu & Ninnoni, 2019). The application gap of the theory arises due
to the deficiencies that occur during the insufficient transfer of theoretical knowledge into practice
(Salifu, Gross, Salifu & Ninnoni, 2019). The disappointments and difficulties in practice, together with
the theoretical practice gap, can have a negative effect on the professional professionalization of student
nurses and graduate nurses (Salifu, Gross, Salifu & Ninnoni, 2019; Jamshidi, 2012; Monaghan, 2015).
The reality shock experienced after a wide theoretical practice gap increases the rates of making
mistakes in practice, decision making, inability to evaluate patients in a holistic and physical manner,
stress and anxiety among student nurses. The theoretical practice gap experienced in the education
system is tried to be overcome by laboratory applications. Laboratory practice is an effective pedagogy
for training healthcare professionals and is widely used in undergraduate nursing education (Alexander
& et al., 2015). The Council of National Nursing Boards (NCSBN) supports the addition of professional
skills laboratory practices and simulations for the quality of clinical practice times in nursing
undergraduate programs (Alexander & et al., 2015; National Organization of Nurse Practitioner
Faculties, 2013; Nye, Campbell, Hebert, Short & Thomas, 2019).

Clinical training after professional skills laboratory practice enables the student to learn by
applying nursing clinical skills in real environments such as hospitals and family health centers.
Experiences provided in professional skill laboratory applications increase the psychomotor
development of the student and provide professional socialization as well as transferring theoretical
knowledge to practice (Sendir & Acaroglu, 2008). Students who encounter real cases during clinical
practice have to deal with many situations that cause anxiety and stress at various stages. Anxiety and
stress are among the factors that affect the academic success and professional adaptation of the student
during nursing education (Kartal & Yazici, 2017; Karaca, Yildirim, Ankarali, A¢ikgéz & Akkus, 2015).

Students in clinical practice; the patient experiences anxiety and stress as a result of the care of
the patient, insufficient guidance instructor, insufficient support, lack of self-confidence, fear of making
mistakes, and relationships with clinical healthcare professionals (Salifu, Gross, Salifu & Ninnoni, 2019;
Pryjmachuk & Richards, 2007; Lo, 2002; Levett- Jones, Lathlean, Higgins & McMillan, 2009). It has
been determined as a result of national and international studies that nursing students experience long-
term and uncontrollable stress during their education poses a negative risk on both their professional
identity development and their health (Seyedfatemi, Tafreshi & Hagani, 2007; Ozkan & Yilmaz, 2010;
Edwards, Burnard, Bennett & Hebden, 2010).

It is thought that the high level of anxiety affects the clinical practice skills and clinical
performance of the student (Bayar, Cadir & Bayar, 2009). It is important for nursing students to be able
to control their anxiety levels by using clinical practice experiences in the nursing approach to women
who have experienced many biological, physiological, sociological and psychological changes in their

167



Hatice KAHYAOGLU SUT,

Journal of Education, Theory and Practical Research, 2020, Vol 6, No 2, 166-173 Burcu KUCUKKAYA

life cycle. It is thought that the vocational skills laboratory applications of the Women's Health and
Disease Nursing (WHD) course, which is a part of the education process of nursing students, may have
a positive effect on students' anxiety levels before they go into clinical practice in the field of gynecology
and obstetrics. In this study, it was aimed to examine the effect of vocational skill practices training
given in the laboratory prior to the clinical practice of the WHD Nursing Course on students' anxiety
level. For this purpose, the following questions were sought in the research:

1. What is the level of anxiety of the students before the vocational skills laboratory applications
of the WHD Nursing Course?

2. What is the level of anxiety of the students after the vocational skills laboratory applications of
the WHD Nursing Course?

3. Does the vocational skills laboratory practice training given before the clinical practice of the
WHD Nursing Course reduce the anxiety level of the students?

Method

This study was conducted between October 2018 and March 2019 on 3rd grade students who
are in a cross-sectional type and are studying in the Nursing Department of the Faculty of Health
Sciences of a State University.

Research Group

The universe of the research was composed of all (n = 134) 3rd grade students studying in the
Nursing Department. Without calculating the number of the study group, n = 124 students who were
willing to participate in the study were included in the study, and 92.5% of the population was reached.

Data Collection Tool
"Questionnaire Form" and "State Anxiety Inventory" were used in the study.

Questionnaire Form: It was created by the researchers by scanning the literature, and consists
of 6 questions containing the personal characteristics of nursing students and 5 questions about the
feelings and thoughts about the professional skills laboratory practice of the WHD Nursing Course (Nye,
Campbell, Hebert, Short & Thomas, 2019; Kartal & Yazici, 2017).

State Anxiety Inventory: It is an inventory that was developed in 1964 to determine the state
anxiety levels of Spielberger et al., And consists of short expressions that allow the person to evaluate
himself in terms of anxiety. In 1998, it was adapted to Turkish by Oner and Le Compte. State Anxiety
Scale was developed to measure what the person feels at that moment. The scale consists of 20 items
and is a four-point Likert type ((1) None, (2) A little, (3) Much and (4) Totally). There are two types of
expressions in the scales, both straight and reverse. In the State Anxiety Scale, 10 questions (items 1, 2,
5, 8, 10, 11, 15, 16, 19 and 20) are reversed expressions. The constant value in the State Anxiety Scale
is 50. The scores obtained from the scale theoretically vary between 20 and 80. High score indicates
high anxiety level, low score indicates low anxiety level. The same is true when interpreting scores
according to percentage order. That is, a low percentage rank (1, 5, 10) shows that anxiety is low
(Spielberger, Gorsuch & Lushene, 1970; Oner & Le Compte, 1998).

Data Collection and Analysis

Before starting data collection, the participants were informed about the purpose of the study,
and it took approximately 10 minutes for the students who agreed to participate in the study to fill out
the questionnaire form. In the analysis of the data; descriptive statistics (mean (mean) + standard
deviation (SD) and categorical results were used as number (n) and percentage (%) and Paired T-test.
Social Sciences (SPSS Inc .; Chicago, IL, USA) 23.0 was used Significance level was accepted as p
<0.05 in statistical evaluation.

Ethical Aspect of the Research

For the ethical compliance of the study, written permission from the Faculty of Health Sciences
Department of Nursing of the same university and verbal consent from the students who accepted to
participate in the study were obtained from the Scientific Research Ethics Committee of the university
(2018/358) where the study will be conducted.
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Results

The personal characteristics of nursing students are shown in Table 1. The average age of the
nursing students is 20.8 + 1.2, 81.5% of them are female, 69.4% of them are Anatolian High School
graduates, 66.1% of them have income equal to their expenses, 73.4% of their mother's education level
is primary education. and six, 55.6% of the fathers were found to have primary education and below.

Table 1. Personal characteristics of nursing students

Variables Mean+SD
Age 20.8+1.2
Number Percent
(n) (%)
Gender Woman 101 81,5
Male 23 18,5
High School Graduated Normal highschool 15 12,1
Anatolian High School 86 69,4
Vocational high School 6 4,8
Other 17 13,7
Income rate Less than income 25 20,2
Income is equal to expenses 82 66,1
More than income 17 13,7
Mother Education Status Primary and lower 91 73,4
High school and above 33 26,6
Father's Education Status Primary and lower 69 55,6
High school and above 55 44,4
Total 124 100,0

The feelings and thoughts of the nursing students about the professional skills laboratory
practice of the WHD Nursing Course are shown in Table 2. When we question the feelings and thoughts
of the nursing students before the laboratory practice; 79.8% of the students did not feel ready for the
professional skills laboratory application of the WHD Nursing Course, 91.9% thought that the
theoretical knowledge of the WHD Nursing Course was insufficient for the professional skills laboratory
application, 72.6% of the WHD Nursing Course professional skills laboratory It was found that there
were no skills that they were worried about applying in their practice, 48.4% were excited before the
WHD Nursing Lesson vocational skills laboratory practice, and 38.7% stated that the reason for the
emotion felt before the WHD Nursing Course vocational skills laboratory practice was the worry of not
applying the theoretical knowledge.
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Table 2.The feelings and thoughts of nursing students about the professional skills laboratory practice
of the WHD Nursing Course

Variables Number Percent
(n) (%)
Do you feel ready for the WHD Yes 25 20,2
Nursing Course professional skills ~ No
laboratory practice? 99 79,8
Is your theoretical knowledge Yes 10 8,1
sufficient for professional skills No
laboratory application of WHD
Nursing Course? 114 919
Are there any skills you are Yes 34 27,4
concerned about applying the WHD  No
Nursing Course in professional
skills laboratory practice? %0 726
What do you feel before the WHD  Excitement 60 48,4
Nursing Course professional skills  Happy 11 8,9
laboratory practice? Stress 34 27,4
Worry 10 8,1
Fear 3 24
Other 6 4,8
What do you think is the reason for  Fear of hurting the patient 37 29,8
the emotion felt before the WHD Attitude of physicians and 48 387
Nursing Lesson vocational skills nurses '
laboratory practice? * Fear of making mistakes in
. 17 13,7
hospital procedures
AnX|ety about not applying the 51 411
theoretical knowledge
Fear of giving false information 30 258
to the patient
Lack of trust in the student 28 226
nurse
Worry about making mistakes 42 33,9
Other 4 3,2
Total 124 100,0

* More than one option has been marked.

The comparison of the results of the State Anxiety Scale of nursing students before and after the
WHD Nursing Lesson vocational skills laboratory practice is shown in Table 3. The average score of
the State Anxiety Scale of the nursing students before the WHD Nursing Course professional skill
laboratory practice was found to be 42.1 £ 8.8, and the State Anxiety Scale mean score of the students
who came to the clinic after the laboratory application was 34.1 + 12.1. A significant difference was
found between the total mean scores of State Anxiety Scale before and after the professional skill
laboratory application of the course (p <0.001).

Table 3. Comparison of the results of the State Anxiety Scale of nursing students before and after the
WHD Nursing Course vocational skills laboratory practice
Before Professional Skills ~ Before Professional Skills
Laboratory Practice After Laboratory Practice After

Variables Professional Skills Professional Skills
Laboratory Practice Laboratory Practice
Mean+SD Mean+SD p
<0.001
State Anxiety Scale 42.1+£8.8 34.1£12.1 t=5.870*

*Paired T-test
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Discussion, Conclusion and Suggestions

Before graduating, student nurses are required to apply basic nursing skills that differ from each
other as well as to practice similar skills in different clinical areas. According to the nursing education
program, the application of the basic nursing skills that students learn in the 2nd or 3rd grade causes
great anxiety. Up to this stage, nursing students experience nursing skills and competencies by acting
alone in the classroom environment or using teaching techniques such as professional skills laboratory
practices (Sun, Long, Tseng, Huang, You & Chiang, 2016; Arabaci, Korhan, Tokem & Torun, 2015) .
Professional skills laboratory practices conducted in order to enable students to experience field-specific
nursing practices and care before going to the actual clinical field can be effective in reducing anxiety.

In the study, most of the nursing students did not feel ready for the professional skills laboratory
application of the WHD Nursing Course, the majority of them thought that their theoretical knowledge
was insufficient for laboratory practice, most of them did not have any skills that they were worried
about applying in laboratory practice, almost half of them were excited before the laboratory application
and the reason for the emotion felt before the laboratory application was theoretical. It was found that
he expressed anxiety about not being able to apply the information (Table 2). In the study conducted by
Arabaci et al. (2015), it was determined that more than half of the students felt excited before the clinical
practice and their emotions were due to their learning new things. It can be said that the nursing students
felt excited or anxious before the clinical application.

It was found that nursing students experienced a moderate level of anxiety before the WHD
Nursing Course vocational skills laboratory practice, and significantly decreased afterwards. It has been
found that professional skills laboratory training given to students before clinical practice is effective in
reducing the level of anxiety (Table 3). In the study by Smith et al. (2019) examining the anxiety levels
of active and passive role groups in clinical simulation, it was found that the anxiety level of the practice
group using the vocational skills laboratory was mild before and after the skill, and the anxiety level
experienced after the skill decreased further. In the study by Sun et al. (2016) examining the anxiety
experiences experienced by undergraduate nursing students during their first clinical practice, it was
stated that the level of anxiety felt by all students after completing the application of basic nursing skills
decreased. In the study of Khalaila (2014) evaluating the results of the students in their first clinical
practice together with the simulation application, it was found that the anxiety level of the students
before and after the first clinical application was mild, and the decrease in the anxiety level experienced
after the skill compared to the pre-skill was found to be significant. In the study conducted by Kiraz et
al. (2019), it was determined that the anxiety level of the students who were trained on the model before,
before and after the first clinical application was mild, and the anxiety level experienced after the skill
was significant compared to the pre-skill level. In the study of Celik and Eser (2017), it was found that
students experienced mild anxiety before and after clinical practice. According to the results of the
studies, it is seen that the anxiety level decreases after the skill application compared to before. However,
different results have been reached in the literature. In the study conducted by Mert and Terzioglu
(2015), it was found that students using the vocational skills laboratory experienced moderate anxiety,
which increased after the pre-skill level before they experienced the management of postpartum
hemorrhage. In the study conducted by Karagozlii et al. (2014), it was determined that students
experienced mild anxiety before the first clinical application and increasingly moderate anxiety after the
first clinical application. In the study conducted by Arabaci et al. (2015), it was found that the students
experienced moderate anxiety increasingly after the first clinical application compared to before. It is
seen that the level of anxiety decreases in some studies and increases in some studies. It is thought that
the students' grade level and the application made may be effective in the change of anxiety level.

Our study results show that; It was found that the nursing students who took the WHD Nursing
course experienced anxiety at a moderate level before the professional skill laboratory practice and at a
significantly decreasing level afterwards; It has been found that professional skills laboratory training
given to students before clinical practice is effective in reducing anxiety levels.
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In line with these results; before the clinical application of the WHD Nursing course, it is
recommended that the students have the professional skills laboratory practice done, and the opportunity
to repeat the practice until the student feels sufficient and the level of anxiety is reduced.
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Productive skills which are speaking and writing uses when an individual's
thoughts, emotions, knowledge, etc. transferring to the other person. Regardless
of its field of study, every teacher is expected to be successful in speaking and
writing. Because, in all aspects such as knowledge transfer and skill acquisition,
they can be productive in parallel with their success in these skills. The general
purpose of this study; to determine anxiety levels of preservice teachers’
productive skills and to examine these levels in terms of determined variables.
The study was carried out by descriptive scanning method. The data analyzed in
the study were collected at the last week of 2019-2020 Academic Year Fall
Semester in the faculty of education at a state university in Turkey, from
preservice teachers in the first class. Data collection tools used in the study; It is
the Scale of Speaking Anxiety for Prospective Teachers of Kinay and Ozkan
(2014) and the Writing Anxiety Scale of Karakaya and Ulper (2011). The data
were analyzed with the SPSS 25.0. Unrelated Samples t Test and One Way
ANOVA were used in the study. The results of the analysis indicate that anxiety
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effect on the physiological symptoms subscale, and writing anxiety. It was
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of speaking anxiety and some subscale caused differentiation. The results of the
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Introduction

Language, which is the basic means of understanding and communication of human beings,
consists of four basic skill areas. These areas according to the order of education; listening, speaking,
reading and writing. Skill areas; it can be divided into two main groups as comprehension and
productive skills. Comprehension skills, reading and listening, an individual's event, situation,
concept, etc. It can be explained as understanding and structuring information through various mental
processes. Productive skills, on the other hand, are used by the person to understand a thought, feeling,
knowledge, etc. Speaking and writing skills used in the process of transferring to the other person.

Thoughts and feelings are conveyed to the other person through speech, but speech should not
be seen as just a vocal process. Speaking is a process that starts in the mind and ends with the verbal
expression of thoughts (Giines, 2016). Speaking, which has an important place in individual and social
life, is also one of the factors that determine success in education and business life (Temizkan, 2016).
Qualified speaker is a person who makes planned, knowing the subject to speak, knowing the listener,
observing, using time effectively and efficiently, controlling excitement, knowing the limits of his
voice, knowing the limits of his voice, knowing Turkish, open to criticism, using body language,
correct style, having a solid character and personality and paying attention to etiquette (Topguoglu-
Unal & Ozden, 2018, pp. 106-111). Katranc1 and Melanlioglu (2013) state that providing preservice
teachers to become competent in speaking skills during undergraduate education will affect the quality
of their education in formal education institutions in the following years.

Writing, which is another of the productive skills, is an indispensable field of skill especially
in education life. Writing skill is a skill that is acquired later and is relatively more difficult than other
skill areas. Giines (2016) defines writing as the act of transferring using various symbols in accordance
with certain rules using writing, thoughts, feelings, etc. in our minds.

Anxiety, which gives individuals feelings such as sadness, worry and tension, is a feeling that
can negatively affect both daily life and education and business life. High levels of anxiety towards
language skills can also be detrimental to one's understanding, expression and sharing. Breakey (2005)
states that speaking in front of a community, regardless of size, is often an act that most people dislike
and avoid. It can be thought that if a teacher continues his lesson with anxious speech, it will cause
distraction of the students, the teacher being a wrong example for them and the lesson time will be
inefficient (Katranci & Kusdemir, 2015). Anxiety towards writing is generally reflected in the
products written and the attitudes and behaviors during writing (Daly & Wilson, 1983). In addition,
"speaking and writing anxiety can create emotional states that reduce the quality of learning processes
and pose an obstacle to the individual™ (Barutcu, 2020, pp. 86-87).

As teachers are role models of students, how and how they speak or write is important to their
students. Teachers should support what they say by showing them as well as advising students what is
good and what is right. In addition, as Bodie (2010) stated, educators have an obligation to help their
students overcome their fear of speaking. It can be thought that this situation is also necessary in
overcoming the fear of writing.

Regardless of the branch, every teacher is expected to be successful in speaking and writing,
which are productive skills. Because they can be efficient in all matters such as transferring knowledge
to their students, acquiring acquisitions, and gaining skills, only in parallel with the success levels in
these skills. In this context, it is important for preservice teachers, who are the teachers of the future, to
develop themselves in the aforementioned areas.

When the literature on preservice teachers' speaking anxieties is reviewed, the studies that
generally address the speaking anxiety of the Turkish teacher candidates (Baki & Kahveci, 2017; Baki
& Karakus, 2015; Iscan & Karagdoz, 2016; Kardas, 2015; Liile-Mert, 2015; Sen, 2017) were
understood to done. In addition, there are also studies that examine the speaking anxiety of only
classroom teacher candidates (Deringdl, 2018; Tolun, 2019) or only social studies teacher candidates
(Durmus & Bas, 2016). In addition to these, there are also studies that carry out their application with
two different branches of science (Gomleksiz & Kog-Deniz, 2019; Temiz, 2013). There are limited
number of studies that can be detected in the literature, which are collected data from more than two
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main disciplines and regarding the speaking anxiety of preservice teachers: three of them (Ozkan &
Kinay, 2015; Suroglu-Sofu, 2012; Temiz, 2015) are scanning method and one (Katranc1 & Kusdemir,
2015) is experimental method are researches.

As a result of the literature review regarding the writing anxieties of pre-service teachers, the
studies were generally conducted with Turkish teacher candidates (Demir & Ciftci, 2019; Iseri &
Unal, 2012; Uriin-Karahan, 2017), classroom teacher candidates (Kusdemir, Sahin & Bulut, 2016) or
two It was understood that the group was taken together (Kalayct & Erdogan, 2017). The only study
that has been found to be practiced with three different branches of science is a study that belongs to
Karakaya and Ulper (2011) and includes Turkish and elementary teacher candidates as well as
elementary mathematics teacher candidates. In the aforementioned study, in addition to examining
writing anxiety, the scale used in this study was also developed.

When all these studies are taken into consideration, it is seen that about the anxiety levels of
the preservice teachers in speaking and writing skills a limited number of study and especially applied
the branches of Turkish education. In addition, the researchers determined the anxiety levels of only
speaking or only writing skills and made examinations in terms of some variables. However, speaking
and writing are parallel to each other and when considered together as productive skills; anxiety for
one may also be related to the other.

In this context, the general purpose of the study is; to determine the level of anxiety of
preservice teachers about productive skills and to reveal the status of these levels in terms of
determined variables. For this purpose, the questions to be answered are listed as follows:

1. What are the preservice teachers' anxiety about speaking and writing?

2. Preservice teachers' speaking and writing anxiety; does it differ significantly according to their
gender, departments, their willingness to be a teacher, and the average number of books they
read in a year?

3. Speaking concerns of preservice teachers; does it differ significantly according to the
situations of thinking that their diction is correct and having spoken in public before?

4. Writing concerns of preservice teachers; does it differ significantly according to the writing
habits, the frequency of written expression in secondary school and the frequency of written
expression in high school?

5. Is there a significant relationship between preservice teachers' anxiety about speaking and
writing?

Method

This study is a descriptive research and was carried out by scanning method. Karakaya (2014)
states that survey research is widely used in social sciences, and researchers describe a situation in
detail with screening research.

Population and Sample

The population of the study are preservice teachers in different departments of education
faculties of universities in Turkey. Easily accessible sampling was preferred in the selection of the
sample group for the study. The sampling of the mentioned type; “It is carried out on volunteers who
are in the immediate vicinity and are easy to reach, available and want to participate in the research”
(Erkus, 2019, p. 145). The sample of the research; preservice teachers who are in the faculty of
education at a state university in Turkey, studying in first grade and taken Turkish Language I course
from the same teacher of during a semester.

The distribution of preservice teachers, who are the sample of the study, according to various
variables is given in Table 1, Figure 1 and Figure 2:
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Table 1. Distribution of preservice teachers by gender and departments
F M T
Science Teaching 46 8 54
English Teaching 33 19 52
Mathematics Teaching 33 16 49
Preschool Teaching 21 10 31
Special Education Teaching 35 35 70
Social Sciences Teaching 14 13 27
Total 182 101 283

Willingness to be a
teacher

mYes mNo

24%

76%

The state of thinking
that her/his diction is
correct

mYes mNo

46%

54%

Public speaking
situation before

mYes mNo

33%

67%

Average number of books read in a
year

0 m1-3 m4-6 m7-9 m10-10+
1%

20%

Writing habit

m | write regularly.
m | write occasionally.

m | do not write unless | have to.

33%

20%

26%

6%
41%

53%

Figure 1. Distribution of preservice teachers according to various variables

Frequency of written expression

200
150
g 100 /
o
= 5 4 AN
— -
0
In every Once or
lan Once a Wi N
guage week wice a ever
course month
= Secondary School 23 56 167 37
= High School 18 34 167 64

Figure 2. The frequency of preservice teachers to make written expressions in secondary and high

school
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Data Collection Instruments

In this study, besides the personal information form prepared by the researcher, two different
scales whose validity and reliability were determined were used. Information on the scales used is as
follows:

The Scale of Speaking Anxiety for Prospective Teachers, developed by Kinay and Ozkan
(2014), is a scale consisting of 3 subscales and 40 items. The subscale of the scale; physiological
symptoms (11 items), skill-related anxiety (6 items) and psychological state (23 items). These three
subscales explain 42.34% of the total variance. The factor loads of the items in the scale were found
between .444 and .716. The fit indices of the scale were examined with confirmatory factor analysis
and it was found that the Chi-square value (2 = 1925.70, N = 336, sd = 737, p = 0.00) was
significant. The fit index values were given by the researchers (RMSEA,; 0.069, SRMR; 0.059, CFl,
0.96, IFI; 0.96, NFI; 0.93, NNFI; 0.96, »2 / df = 2.61). The reliability coefficient of the scale is; It was
calculated between .942 for all items and between .785 and .927 for the subscales of the scale. Test-
retest reliability of the scale was also calculated, and it was found .835 for the whole scale and .627
and .788 for its subscales.

The Writing Anxiety Scale, developed by Karakaya and Ulper (2011), is a one-dimensional
scale consisting of 35 items. One factor explains 48.90% of the total variance. Item loads on the scale
are mostly over .60. The fit indices of the scale are given as (RMSEA; 0.009, SRMR; 0.061, CFlI;
0.95, NFI; 0.95, NNFI; 0.97). The reliability coefficient of the scale was calculated by the researchers
as .970. The scale was prepared in five-point likert type as "Always, Most of the Time, Sometimes,
Very Rarely, Never". 5 points were given for the "Always" option of the scale, which is scoring
gradually decreased. The total score obtained from the scale is directly proportional to the level of
anxiety.

From the applied scales; The Writing Anxiety Scale has 35 items and the lowest score that can
be obtained from the scale is 35 and the highest score is 175. The Scale of Speaking Anxiety for
Prospective Teachers consists of 40 items and the lowest score that can be obtained from the scale is
40 and the highest score is 200. The high scores on the scales indicate a high level of anxiety.

Tekin's (2019) "string width / number of groups to be made" formula was used in determining
the value ranges to interpret anxiety levels. Table 2 shows the ranges of the highest and lowest scores
that can be obtained from the scales and the scores obtained:

Table 2. Value ranges of scale scores

Anxiety levels and ranges of values

Scale and Number

subscales of items Min Max Very low Low Medium High \h/iegrg

Writing 35 35 175 35-63 64-91 92-119 120-147  148-175
anxiety

Speaking 40 40 200 40-72 73-104 105-136 137-168  169-200
anxiety

Physiological 11 11 55 11-198  19,9-286  287-374  375-462  46,3-55
symptoms

Skill-related 6 6 30 6-108  10,9-156  157-204  205-252  253-30
anxiety

;Zgho'og'ca' 23 23 115  23-414 415598  599-782  78,3-966 96,7-115

Data Collection and Analysis

For this study, both scales were applied to preservice teachers together with the personal
information form prepared by the researcher. The data were collected in one class hour in the last
week of the fall semester of the 2019-2020 academic year.

Anxiety data about productive skills collected from preservice teachers were analyzed using
SPSS 25.0 package program. The Cronbach Alpha reliability coefficient of the Writing Anxiety Scale
applied in this study (a=, 960); The Cronbach Alpha reliability coefficient of the Scale of Speaking
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Anxiety for Prospective Teachers was found at (a=, 942). This indicates that the data are highly
reliable.

Since the distribution of the data obtained in the study showed normalcy, parametric tests were
used in examinations to be made for variables. Unrelated Samples t Test was used for variables with
two categories, and One Way ANOVA for variables with three or more categories. The Scheffe test
was preferred for the scores that were found to be significant as a result of the ANOVA test -
considering the homogeneity of the variances and the differences between the sample numbers in the
groups.

Cohen and Manion (1998) state that many researchers who will conduct statistical analysis on
data agree that the sample size is at least thirty. For this reason, groups with less than thirty persons in
the variables to be analyzed were excluded from the analysis. In determining the relationship between
productive skills, Pearson Correlation analysis was used as the data were distributed normally.

Findings

The relationship between the preservice teachers' anxiety levels about speaking and writing,
which are their productive skills, and the relationship between them and the analysis findings
according to the variables specified in the sub-problems are as follows:

Table 3. Anxiety levels of preservice teachers about productive skills

N Min Max 1 S Anxiety level*
Writing anxiety 283 35 144 79,35 24,75 Low
Speaking anxiety 283 44 148 92,37 24,22 Low
Physiological symptoms 283 11 41 2296 6,78 Low
Skill-related anxiety 283 6 28 16,20 4,64 Medium
Psychological state 283 23 91 53,21 15,62 Low

* In the interpretation, the value ranges given in Table 2 were taken into consideration.

When Table 3 is examined, it is seen that the anxiety levels of the preservice teachers about
both speaking and writing skills are low. The results show that only skill-related anxiety subscale is a
medium level in the speaking anxiety.

Table 4. Analysis of anxiety levels towards productive skills by gender

Gender N X S df t p
Writing anxiety F:/Ir’r;?;e 13% gé% ;gég 281 2,13 .034*
Speaking anxiety F:/Ir’r;?;e 13% gggg ;ggzll 281 1,45 147
rmptoms S — s ——
Skill-related anxiety F,fﬂrgf‘e'e ﬁi 123; jzg 281 059 557
Psychological state F:/Ir'r;?;e 13% ggg; 1228 281 0,95 .342

*p<.05 **p< 01

When Table 4 is examined, in which the anxiety levels towards productive skills are analyzed
according to the gender variable, it can be said that this variable causes a significant difference in the
physiological symptoms subscale of writing anxiety and speaking anxiety. When the averages are
examined, it is seen that writing anxiety is higher in female preservice teachers than in male. In
addition, it can be said that female preservice teachers have higher levels of anxiety in the subscale of
physiological symptoms about speaking.
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Table 5. Analysis of anxiety levels towards productive skills according to departments

Source of Sum of df Mean of F Significant
variance squares squares P difference
Writing gBreotL‘j‘;)ie” 1928,760 4 482,190
anxiety Within groups _149867,678 251 597,082 808 521 Nodifference
Total 151796,437 255
Between

3255,736 4 813,934

) groups :
gﬁf?e';'”g Within groups _ 137114.124 251 546271 490 206 Nodifference
Y Total 140369,859 255
Physiological gBreotL\:\;/)Zen 320,905 4 80,226
symptoms _ Within groups _ 10685,004 251 42,573 184 114 Nodifference
Total 11006,809 255
. Between English Teaching
iﬁ)l(lile—trelated groups 289,808 4 72,452 3536 008+ and Mathematics
y Within groups _ 5143,630 251 20,493 ’ ' Teaching
Total 5433438 255 (1?=0,053)
psychologica ngotL‘:‘g’se” 964,963 4 241241
state Within groups ~ 57980,877 251 231,000 1,044 385 No difference
Total 58945840 255
**p<0.01

When the anxiety levels of preservice teachers towards their productive skills were examined
according to the departments, it was understood that there was only a differentiation in the skill-related
subscale of speaking anxiety. As a result of the Scheffe test, it is seen that this difference is between
English and Mathematics preservice teachers. The calculated effect size is (2 = 0.053) and it is
medium.

Table 6. Average scores of anxiety levels by departments

Departments+ N % S
Science teaching 54 16,24 4,42
English teaching 52 14,54 4,77
Skill-related anxiety Mathematics Teaching 49 17,71 3,84
Preschool Teaching 31 17,16 5,27
Special Education Teaching 70 15,93 4,51
Total 256 16,20 4,62

+ Since 27 students from the social studies teaching department participated in the study, the preservice teachers in
this group were excluded from the analysis in the comparisons made according to the department.

When the averages of the sub-dimension of anxiety about skills are compared, it can be said
that the mathematics teacher candidates have higher levels of anxiety than the pre-service English
teachers.

Table 7. Analysis of anxiety levels towards productive skills according to the willingness to be a
teacher

The willingness to

_ _ be a teacher N x s . t P
ertlﬂ-g anXle-ty YNeOS 26176 ;g:ig ggg? 281 030  .766
Speafmg rimXIety KIGOS 26176 g%g gigi 281 206  .041*
" — 1
Sklll-relatetd anxiety YNGOS 26176 12;3 jgi 281 0,05 958
Psychological state YN(ZS 26176 g%gg 12;‘; 281 277  .006**

*p<.05**p<.01
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When Table 7 is evaluated, it can be said that the speaking anxiety of the preservice teachers
who do not willing to be a teacher, is significantly higher than the candidates who wanted to be
teachers. In addition, the psychological anxiety levels of the candidates who do not come to the
teaching profession voluntarily are significantly higher than the other candidates.

Table 8. Analysis of anxiety levels towards productive skills according to the average number of books
read in a year

Source of Sum of df Mean of E b Significant
variance squares squares difference
Between 1747,556 3 582 519
Writin groups ' .
anxiet)? Within groups _ 168738,707 274 615,835 0946 419 Nodifference
Total 170486,263 277
Between 6693,628
Speaking  —roups C LY e owr  L3andiodor
anxiety Within groups  157336,286 274 574,220 ' (9?=0,041)
Total 164029,914 277
Between 230,876 3 76,959

Physiological _groups
symptoms Within groups ~ 12695,833 274 46,335

1,661 .176 No difference

Total 12926,709 277
Between 197,659
Skill-related _groups S O8O e e L3and 100+
anxiety Within groups  5851,852 274 21,357 ’ ' (1%=0,033)
Total 6049,511 277
Between 2962,230
Psychological groups 3 987,410 4181  006%* 1-3 and 10-10+
state Within groups  64707,601 274 236,159 ’ ' (9>=0,044)
Total 67669,831 277

*p<.05 **p<.01

According to Table 8, it can be said that the average number of books the preservice teachers
read in a year makes a significant difference between the total score of speaking anxiety and the
subscales of anxiety about skills and psychological status. Scheffe tests conducted show that these
differences are between those who read 1-3 books a year and those who read 10 or more books. It can
be said that the effect sizes (n2 = 0.041), (y2 = 0.033) and (n2 = 0.044) are medium and close to each
other.

Information on the averages of the groups whose differences are determined as a result of the
analysis are given in Table 9:

Table 9. Average scores of anxiety levels according to the number of books read in a year

Number of books+ N 1 S
1-3 books 57 99,95 24,53
Physiological symptoms 4-6 books 74 94,63 24,36
7-9 books 55 91,25 23,37
10-10+ books 92 86,68 23,64
Total 278 92,42 24,33
1-3 books 57 17,33 4,16
4-6 books 74 16,81 4,59
. . 7-9 books 55 15,82 4,81
Skill-related anxiety 10-10+ books 0 15.22 2.80
Total 278 16,19 4,67
1-3 books 57 58,26 16,22
4-6 books 74 54,30 14,92
Psychological state 7-9 books 55 53,34 14,95
10-10+ books 92 49,28 15,42
Total 278 53,26 15,63

+ Since only 4 of the preservice teachers who participated in the study stated that they had not read any books,
these people were excluded from the analysis in the comparisons made according to the number of reading books.
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When the direction of the differences is determined by considering the averages, it is seen that
those who read 1-3 books a year have more anxiety than those who read more than 10-10 books. This
situation can be interpreted as those who read less books have higher anxiety levels.

Table 10. Analysis of anxiety levels towards speaking according to the state of thinking that their
diction is correct

The state of

thinking that their N X S df t p

diction is correct
Speaking Yes 153 86,90 23,83 o
anxiety No 130 98,81 23,14 281 4,24 000
Physiological Yes 153 21,86 6,66 o
symptoms No 130 24,25 6,72 281 3,01 003
Skill-related Yes 153 15,08 4,42 o
anxiety No 130 17,51 4,56 281 4,53 000
Psychological Yes 153 49,96 15,43 o
state No 130 57,05 15,02 281 3,90 000

**p<0.01

Table 10 shows that preservice teachers who think that their diction is not smooth have
significantly higher anxiety level than preservice teachers who think that their diction is smooth in all
subscales with total score of their speaking anxiety.

Table 11. Analysis of anxiety levels towards speaking according to the state of public speaking before
The state of public

_ speaking before N x S df t p
ety L OB B0 55 40 o
e W
S:;Iit{;lated o i ﬁgg ggi 2157 364 .000%
e = TR [T RST YR PS R

**p<0.01

When Table 11 is evaluated, it is seen that the situations of speaking in public before
preservice teachers differ significantly in the total score of speaking anxiety and the subscales of
anxiety about skill-related and psychological state. When the averages are examined, it is understood
that the anxiety levels of the preservice teachers who have not given a public speech before are higher.

Table 12. Analysis of writing anxiety levels according to writing habits

Writing habits+ N 1 S df t p
Writing I write occasionally 142 72,44 20,70
. - 206,8 5,87 .000**
anxiety | do not write unless | 111 90,13 25,94
have to
+ Since there were 17 preservice teachers who said they wrote regularly; they were excluded from the analysis.
**p<0.01

Table 12 shows that writing habit significantly affects writing anxiety. The findings show that
the writing anxiety of the preservice teachers who do not write unless they have to, is higher than the
preservice teachers who write occasionally.

The writing anxiety of the preservice teachers was addressed according to the frequency of
their written expression in secondary school. Table 13 gives the results of the analysis conducted for
this purpose:
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Table 13. Analysis of writing anxiety levels according to the frequency of written expression in
secondary school

Source of Sum of df Mean of

. F p Significant difference
variance squares squares
N Between 13643,141 2 6821570 Once a wee!< and never,
Writing _ groups 12305  000** Once or twice a month
anxiety ~ Within groups  142470,844 257 554,361 ' ' and never
Total 156113,985 259 (n%=0,087)
**p< 01

When Table 13 is examined, it is seen that the frequency of written expressions made in
secondary school has a significant effect on pre-service teachers' writing anxiety. With the Scheffe test
conducted, it is understood that this difference is between those who made written expression once a
week in secondary school and those who never do, and between those who made written expression
once or twice a month and those who never do.

Table 14. Average scores of anxiety levels according to the frequency of written expression in
secondary school

The frequency of written

L N 1 S
expression in secondary school
Once a week 56 72,79 24,85
Writing anxiety Once or twice a month 167 79,58 23,44
Never 37 97,08 21,94
Total 260 80,61 24,55

When the averages in Table 14 are taken into consideration, it is understood that those who do
not make any written expression in secondary school have the highest level of writing anxiety.

The writing anxiety of the preservice teachers was also addressed according to the frequency
of their written expression in high school. Table 15 contains the results of the analysis:

Table 15. Analysis of writing anxiety levels according to the frequency of written expression in high

school
Sou_r ce of Sum of df Mean of F p Significant difference
variance squares squares
N Between 14040737 2 7020.368 Once a wee!< and never,
Writing  groups 12291 000** Once or twice a month
anxiety  Within groups  149650,003 262 571,183 ' ' and never
Total 163690,740 264 (1?=0,086)

**p< 01

According to Table 15, the writing anxiety of preservice teachers differs significantly
according to the frequency of written expression in high school. As a result of the Scheffe test
conducted to determine among which groups this difference is, it was found that, as in the frequency
of written expression in secondary school, it was found between those who made written expression
once a week and those who did not do it at all, and those who did not make written expressions once /
twice a month and those who did not.

Table 16. Average scores of anxiety levels according to the frequency of written expression in high
school

The frequency of written

expression in high school N X S
Once a week 34 66,85 19,87
Writing anxiety Once or twice a month 167 77,92 23,96
Never 64 90,81 25,61
Total 265 79,61 24,90

When the averages in Table 16 are examined, it is seen that the writing anxiety of the
preservice teachers who have never made written expression in high school is much higher than the
other groups.
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In the study, Pearson moment product correlation was used to examine the relationships
between writing anxiety, speech anxiety and all subscales of this anxiety of preservice teachers. The
findings of the analysis are as in Table 17:

Table 17. Analysis of the relationship level between the levels of anxiety towards productive skills

N: 283 Wri_ting Spea_king Physiological rilkaltlé-d Psychological
anxiety anxiety symptoms . state
anxiety
Writing anxiety 1 0,571 0,484 0,501 0,527
.000** .000** .000** .000**
Speaking anxiety 0,571 1 0,798 0,822 0,960
.000** .000** .000** .000**
Physiological symptoms 0,484 0,798 ! 0,586 0,629
.000** .000** .000** .000**
Skill-related anxiety 0,501 0,822 0,586 1 0,722
.000** .000** .000** .000**
psychological state 0,527 0,960 0,629 0,722 1
.000** .000** .000** .000**

**p< 01

When Table 17 is evaluated, it can be said that writing anxiety and speaking anxiety are
moderately and significantly related. Again, writing anxiety is moderately and significantly related to
all subscales of speaking anxiety.

Conclusion, Discussion and Suggestions

As a result of the study, it was determined that the anxiety levels of the preservice teachers
about productive skills were low for both speaking and writing skills. It can be said that this result is
gratifying when we consider the preservice teachers as future teachers. When we look at the studies in
the literature on the speaking anxiety of preservice teachers, the following results are encountered: The
findings of Temiz (2015) are that the speaking anxiety of preservice teachers who have pedagogical
formation in different branches is very low. Researchers (Kardasg, 2015; Liile-Mert, 2015; Sen, 2017)
also determined that the speaking anxiety of the Turkish teacher candidates was low in different
studies in the study group consisting only of Turkish teacher candidates. The results of the research
conducted by Deringdl (2018) and Tolun (2019) with the classroom teacher candidates and Durmus
and Bas (2016) with the social studies teacher candidates also show that the candidates have a low
level of speaking anxiety. Suroglu-Sofu (2012), on the other hand, in his study examining the speaking
anxiety of teacher candidates, concluded that the candidates had moderate speaking anxiety.

As a result of the research, it was stated that the writing anxiety of the preservice teachers was
low as well as the speaking anxiety. The results of other studies investigating the writing anxiety of
preservice teachers are as follows: Iseri and Unal (2012) and Demir and Ciftci (2019) for Turkish
teacher candidates; Kalayci and Erdogan (2017) found that both Turkish and classroom teacher
candidates had low writing anxiety. The findings of Uriin-Karahan (2017) are that the writing anxiety
of Turkish teacher candidates is high. Kusdemir, Sahin, and Bulut (2016) found that the classroom
teacher candidates’ writing anxiety was moderate.

In the study, it was concluded that gender did not have a significant effect on the total score of
preservice teachers' speaking anxiety. This result coincides with the findings of Ozkan and Kinay
(2015). In addition, the results of the studies conducted on the speaking anxiety of Turkish teacher
candidates (Baki & Karakus, 2015; Kardas, 2015; Liile-Mert, 2015; Sen, 2017) show that speaking
anxiety does not differ significantly according to gender. In the studies conducted by Durmus and Bas
(2016) with social studies teacher candidates and Dering6l (2018) with candidate classroom teachers,
it is seen that gender does not have a significant effect on speaking anxiety. The results of Suroglu-
Sofu (2012) and Baki and Kahveci (2017) show that the speaking anxiety of female preservice
teachers is significantly higher than male preservice teachers.

However, in this study, there is a gender difference in the physiological symptoms subscale of
speaking anxiety. According to the averages, female preservice teachers have a higher level of anxiety
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in the physiological dimension of speaking than male preservice teachers. This result corresponds
exactly to the findings of the studies conducted by Gomleksiz and Kog-Deniz (2019) with Turkish and
elementary mathematics teacher candidates and by Tolun (2019) with prospective classroom teachers.
In the aforementioned studies, the difference based on gender is only in the physiological symptoms
subscale and it is that female preservice teachers have more speaking anxiety.

As a result of the study, it was understood that gender is a variable that has a significant effect
on preservice teachers' writing anxiety. The results show that female preservice teachers have more
writing anxiety than men. The results of Demirel's (2019) study are in the opposite direction of this
result and that male preservice teachers have more writing anxiety. In many studies in the literature
that are usually conducted with Turkish and / or classroom teacher candidates (Demir & Ciftei, 2019;
Iseri & Unal, 2012; Kalayc1 & Erdogan, 2017; Karakaya & Ulper, 2011; Kusdemir, Sahin & Bulut,
2016) it was concluded that gender is a variable that does not significantly affect writing anxiety.

As a result of the research, it can be said that speaking anxiety and writing anxiety do not
differ according to the departments that preservice teachers are trained in. Similarly, in different
studies in the literature on speaking anxiety (Suroglu-Sofu, 2012; Temiz, 2015), it is seen that the
fields of preservice teachers do not have a significant effect on speaking anxiety. The only significant
difference calculated for the anxiety levels of the preservice teachers studying in different departments
in the study; it is in the skill-related anxiety subscale of speaking anxiety. The results show that in this
subscale, preservice mathematics teachers have higher anxiety levels than preservice English teachers.
Gomleksiz and Kog-Deniz (2019) compared the speaking anxiety of preservice elementary
mathematics teachers and Turkish teacher candidates. Unlike this study, the researchers found no
difference in the level of anxiety about skill as a result of the comparison, while they found a
difference in the subscales of speaking anxiety and the total score of physiological symptoms and
psychological status. Their findings are that the anxiety levels of preservice mathematics teachers are
higher. However, since the Turkish teacher candidates were not included in this study, it would not be
correct to make a one-to-one comparison in the results.

The results of Ozkan and Kinay (2015) are that the departments are effective in the total score
of speaking anxiety and subscales of anxiety about skill-related and psychological state. In their study,
they state that the lowest anxiety level for all scales is in preservice teachers who receive language
education. In the study of Temiz (2013) comparing the speaking anxiety of music teacher candidates
and Turkish teacher candidates, it was found that Turkish teacher candidates had significantly higher
anxiety levels.

The results of the study show that writing anxiety does not differ according to the departments
of preservice teachers. This result coincides with the findings of Kalayc1 and Erdogan (2017). Demirel
(2019) states that the writing anxiety of Turkish teacher candidates is significantly lower than other
teacher candidates.

As a result of the study, it was understood that the speaking anxiety of the candidates who did
not willing to be a teacher, and their anxiety about the psychological state, which is one of the
subscales of speaking anxiety, was found to be significantly higher. The status of willing to be a
teacher does not make a significant difference on the writing anxiety of preservice teachers.

The results of the study show that the average number of books that preservice teachers read in
a year is effective in the total score of speaking anxiety and subscales of skill-related anxiety and
psychological status. It was understood that the anxiety levels of the preservice teachers who read less
books were higher. In Kardas's (2015) study, it was found that the speaking anxiety of the multi-
lingual Turkish teacher candidates whose second language is Turkish differs according to the number
of books they read in a year. Sen (2017) concluded in his study that reading frequency does not have a
significant effect on Turkish teacher candidates' speaking anxiety. The results of the study show that
the writing anxiety of the preservice teachers does not differ significantly according to the average
number of books they read in a year. The findings of Iseri and Unal (2012) are that the number of
books read does not affect the writing anxiety of Turkish teacher candidates.

The results of the study show that the speech anxiety of the preservice teachers who thought
that diction was not smooth was at a higher level in all subscales and total score. Akkaya (2012), in his
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study in which preservice teachers determined their speaking problems, found that most of these
problems were caused by errors in sound, tone, stress and pronunciation. Based on these results, it can
be said that it may be beneficial to give preservice teachers lectures in diction and / or eloquence
during undergraduate education, regardless of their department. Because every prospective teacher
will need to speak effectively and beautifully, to pronounce words correctly, to use his tone well and
to emphasize correctly during his teaching. With this education, they will be able to have more self-
confidence in their diction and this may lead to a decrease in speaking anxiety.

When the results are evaluated, it is understood that the anxiety levels of the preservice
teachers who had not spoken in front of public before were higher in the subscales of speaking anxiety
and skill-related anxiety and psychological status. The results of Ozkan and Kinay (2015) indicate that
the speaking anxiety scores of the preservice teachers who have not made a speech in any official
ceremony before are high in all subscales and total scores. Akkaya (2012) found that getting excited
while speaking in front of the community was one of the most frequently mentioned speech problems
by preservice teachers. Iscan and Karagdz (2016), on the other hand, state that the Turkish teacher
candidates' not having enough practice in speaking in front of the public may be one of the reasons for
their high speaking anxiety. In this context, it can be said that it would be beneficial for preservice
teachers, who will conduct their professional life by speaking in front of a group of students, to
experience speaking in front of the public during their undergraduate years. Making into perform an
application one hour of Turkish Language | and Turkish Language Il courses, which are included in
the first year curriculum of all departments in the faculty of education, may benefit to prospective
teachers in this respect.

The results of the study show that the writing habit has an effect on writing anxiety. The
writing anxiety of the preservice teachers who did not write unless they had to was found higher than
the preservice teachers who wrote occasionally. Iseri and Unal (2012) also found in their study with
Turkish teacher candidates that writing anxiety increased as the frequency of writing decreased. These
results can be interpreted as that prospective teachers who have writing anxiety can reduce this anxiety
by doing writing activities whenever they find time.

In the study, it was concluded that the frequency of written expression in secondary school and
high school years has an effect on the writing anxiety of preservice teachers. It is observed that as the
number of written expression activities increased for both educational periods, writing anxiety
decreased. It is understood that preservice teachers who have never done any written expression work
in the aforementioned years have the highest level of writing anxiety. These results also indicate that
writing exercises that are done too much will decrease writing anxiety.

The results of the study indicate that writing anxiety and speaking anxiety are moderately and
significantly related. In addition, writing anxiety is moderately and significantly related to all
subscales of speaking anxiety.
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Abstract

Keywords

STEM is a new educational approach that enables learning to be multidimensional
by integrating and linking different disciplines of knowledge and skills in the fields
of science, technology, engineering and mathematics. From an early age, parents
play an important role in raising awareness of STEM by making them interested
in the disciplines that make up STEM, making them love STEM and creating a
positive attitude towards STEM. In this context, parents need to be aware of the
knowledge and skills related to STEM for the education and economy of our
country. Accordingly, this study aims to examine the validity and reliability of
STEM Parent Awareness Scale developed by Yun, Cardella, Purzer, Hsu and Chae
(2016) and adapted by Gonyea (2017). This scale consists of two sub-scales:
knowledge and attitude. Firstly, translation procedures and arrangements were
made with the support of experts. The final scale was administered to 207 parents
(131 females, 76 males) with children aged 6-18 years. Subsequently, item-total
correlations were calculated and the correlation values were found to be between
.55 and .86. For the item discrimination, the lower and upper group averages of
27% were compared with independent t-test and found to be significant at p <.001
level for all test items. The correlation value between knowledge and attitude
subscales was .51 and it was found to be significant at p <.001 level. As a result
of confirmatory factor analysis, it was observed that the values of the fit indices
were within the acceptable value limits. Finally, Cronbach’s Alpha coefficients
were calculated for the internal consistency of the scale. Cronbach's Alpha
coefficients were .96 for knowledge subscale, .97 for attitude subscale and .96 for
the total scale. As a result, STEM Awareness Scale parents to have enough mental
properties of the Turkish version, from primary school to higher education of
children with their parents, to measure knowledge and attitudes which it can be
used in Turkey.
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Introduction

With globalization in the 21st century, the economy, technological developments and defense
industry have become more and more crucial day by day. With these developments brought about by
globalization, reforms in education started to be implemented to increase the quality of education with
the idea of spreading to all segments of the society. The United States of America (USA) has played an
important role in this area. In the race brought about by globalization, with the USA seeing other
countries as a threat, it has turned to invest in the field of engineering and technological developments.
Considering that development in the economic field can be possible with entrepreneurship activity in
the field of science and technology, STEM education has emerged in the United States to raise
entrepreneurial and creative individuals (Martin-Paez, Aguilera, Perales-Palacios & Vilchez-Gonzales,
2019). Achieve Inc, a curriculum under the name of Next Generation Science Standards (NGGS, 2012),
has received STEM support and become widespread in many countries, especially in the USA
(Akgiindiiz et al., 2015).

Dugger (2010) and Thomas (2014) stated that experts did not reach a consensus about STEM
that there was no common definition and that this concept was defined with more than one expression
in the literature (Eroglu & Bektas, 2016). In its most acceptable form, STEM education enables learning
to take place in a versatile way by bringing together different disciplines and establishing relationships
between these disciplines (Smith & Karr-Kidwell, 2000). It is said that the emphasis on STEM education
was first made with the abbreviation SMET after 1990, but this abbreviation was changed to STEM as
it caused difficulties in pronunciation (Derin, Aydin & Kirkig, 2017). STEM is an acronym consisting
of the initials of the words "Science, Technology, Engineering and Mathematics" (Yildirim & Altun,
2015). In our country, FeTeMM abbreviation is used as the abbreviation of STEM education, which
consists of the first letters of Science (Fen), Technology (Teknoloji), Engineering (Miihendislik) and
Mathematics (Matematik) (Yilmaz, Yigit Koyunkaya, Giiler, & Giizey, 2017). The disappearance of US
students' interest in science, mathematics and engineering fields is the reason for the emergence of
STEM education (Ostler, 2012).

Science, Technology, Engineering and Mathematics (STEM) education plays a critical role in
the development of 21st century skills. STEM education includes 21st-century skills such as critical
thinking, collaboration, creativity, and communication that will be needed to achieve success in a
globalizing world, and enables them to be developed by making them experiential (Akaygiin & Aslan
Tutak, 2016). In the 21st-century, it is necessary for individuals to be included in an education process
that can reveal these skills in line with the expected characteristics. Individuals should be involved in
STEM education practices in order to reveal these skills. With its integrative structure that brings
different disciplines together, STEM education enables individuals to develop these skills. It is thought
that individuals will be able to adapt to business life without any problems when they are included in
business life thanks to these skills (Milli Egitim Bakanligi [MEB], 2018).

Providing the integration of science, technology, engineering and mathematics disciplines,
STEM education is an innovative approach, but it also enables STEM literate individuals to be trained
(Bybee, 2013). Yildirim and Altun (2015) stated that STEM education can be considered as an education
that brings together different disciplines, enables to use information in daily life, increases skills that
can be used in daily life, and includes critical thinking. Although that the term STEM brings together
different disciplines, experts state that the STEM field is not open and that it may be problematic to
exclude some disciplines from this field (Yildirim & Altun, 2015). Based on this, when the effects of
these fields on each other are examined, it can be said that an interdisciplinary approach is inevitable.

According to the Turkish Industrialists' and Businessmen's Association (Tiirk Sanayicileri ve Is
Adamlar1 Dernegi [TUSIAD]), accurate and efficient work areas for the graduates of 2023 must take
place in Turkey in the field of STEM business. According to PwC analysis results for the year 2023, it
is estimated that STEM field will be approximately 3.5 million of about 34 million total workforces in
Turkey, between 2016 and 2023 the workforce need in the STEM field will approach 1 million and a
deficit of approximately 31% will occur in meeting this need based on undergraduate and graduate
graduates (TUSIAD, 2017).
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On the other hand, it is very important for the development of children that families, who have
a great responsibility for the care and education of the child, are a part of education. For this reason, the
educator needs to know the child and the family, as well as the family to know the school and the child,
as they are important factors affecting the psychological and educational development of the children.
Timely warning of individuals, creating environments in which they will contribute to their
development, and meeting their spiritual needs are behaviors that should be realized consciously. In our
country, STEM education, which aims to develop skills such as teamwork, critical thinking, creativity
and problem-solving, which is called as 21st-century skills, as well as enriching the intellectual and
cultural worlds of our students, will raise awareness of STEM by raising interest in the disciplines that
make up STEM from early ages. Parents have an important role to play in promoting STEM,
popularizing STEM and developing a positive attitude towards STEM (Azgin, 2019). In this context,
parents need to be aware of STEM-related knowledge and skills for the education and economy of our
country.

When the literature on STEM studies was examined, although there were various scale
development and adaptation studies regarding STEM education attitude scale (eg. Aydin, Saka & Giizey,
2017; Derin, Aydin & Kirkig, 2017; Yilmaz, Koyunkaya & Giiler, 2017), STEM teaching orientation
scale (eg. Haciomeroglu & Bulut, 2016), teachers' awareness of STEM approach (eg. Cevik, 2017;
Karakaya, Ay¢in & Cimen, 2018), and students' awareness of STEM approach (eg. Buyruk & Korkmaz,
2014), no scale measuring parents' STEM awareness was found. With the scale adapted in this study,
STEM awareness levels of parents can be measured. Based on this information, it is thought that this
scale will contribute to the relevant literature. The aim of this study is to study the adaptation, validity
and reliability of STEM Parent Awareness Scale to Turkish in a sample of parents.

Method
Participants

The sample of the study consists of 207 parents (131 females, 76 males) who can be reached by
using the convenient sampling method due to limitations such as time and money in a district located in
the Aegean Region. The average age of the parents participating in the study is 38.85. The ages of the
children that parents have are between 6-18, 164 of them are girls and 168 are boys.

Instrument

As a data collection tool, the measurement tool adapted as the STEM Parent Awareness Scale
by Gonyea (2017), which was developed as the Purdue Parent Engineering Awareness Scale by Yun,
Cardella, Purzer, Hsu, and Chae (2010), was used. Original scale data were collected from parents who
had children from preschool to university period. For the STEM Parent Awareness Scale, the appropriate
"engineering" words in the original scale were replaced with the word "STEM" and necessary
adaptations were made. While adapting for STEM, the scale was administered to parents who had a
child in high school. 5-strongly agree, 4-agree, 3- neither agree nor disagree, 2-disagree, 1-strongly
disagree) STEM Parent Awareness Scale has 2 sub-dimensions: 16 in the knowledge sub-dimension and
22 in the attitude sub-dimension. and 38 items. The reliability coefficients of the scale developed and
adapted for STEM are given in Table 1.

Tablel. Reliability coefficients of the scale developed and adapted

Developed Adapted for STEM
(Yun, Cardella, Purzer, Hsu, & Chae, 2010) (Gonyea, 2017)
Knowledge .94 .94
Attitude 91 .90
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Procedure

As the first step of the adaptation of the STEM Parent Awareness Scale to Turkish, Dr. Gonyea
was contacted and permission was obtained for the Turkish adaptation of the scale. Then the items of
the scale were translated into Turkish. The translation of the scale from English to Turkish, which is the
source language, was made by one of the researchers has a good level of English and Turkish and is an
expert in science education. The translation was examined by two academicians, who are also experts
in science education and have good Turkish and English proficiency. After the necessary revisions were
made at the end of the check, an English language expert completed the translation of the scale items
back to the source language, English, in order for the two forms to have the same quality in terms of
language use and grammar. It was determined that there was no difference in meaning between the two
scales. To control the conformity of the translated scale with Turkish, the scale was checked by a Turkish
language expert, and revisions were made in terms of grammar rules and words that the expert deemed
necessary. The scale items were discussed with four parents. For the content validity of the finalized
scale, the opinions of two science educators who have worked on STEM were consulted. As a result of
the interviews with them, an item was removed from the scale because it was not suitable for the MEB
program and the practices in schools.

After employing the scale to the participants, many analyzes were made for item analysis and
construct validity. Item discrimination of the items was determined by the item analysis. For this
purpose, Pearson product-moments correlation analysis was performed and the scores of the lower 27%
and upper 27% groups were compared with an independent t-test. In addition, the correlation between
sub-dimensions forming the scale was calculated. Then, confirmatory factor analysis was performed for
the construct validity of the scale. Cronbach's Alpha coefficients were examined for the reliability of the
scale.

Results

For the discrimination levels of the items in the Turkish adaptation of the scale, corrected item-
total Pearson product-moment correlation values were calculated for each item by item analysis. As seen
in Table 2, the correlation values of the items in the attitude sub-dimension except for item 17 and item
18 are between .55 and .86. These two items with a correlation coefficient of r <.30 were removed from
the scale.
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Table 2. Pearson product moment correlation results

Sub-dimension Items Corrected item-total r
Item1 .76
Item 2 81
Item 3 .78
Item4 .55
Item 5 .85

Knowledge Item 6 .85
Item 7 .87
Item 8 .85
Item 9 .85
Item 10 .85
Item 11 .86
Item 12 .83
Item 13 .60
Item 14 .78
Item 15 71
Item 16 .67
Item 1 74
Item 2 .79
Item 3 .80

Attitude Item 4 .78
Item 5 .79
Item 6 .83
Item 7 .68
Item 8 73
Item 9 .85
Item 10 .87
Item 11 .85
Item 12 .76
Item 13 .81
Item 14 .76
Item 15 .86
Item 16 .79
Item 17 .20
Item 18 A7
Item 19 .76
Item 20 .67
Item 21 .80

As another item analysis method, the raw scores obtained from the scale were ranked in
ascending order. According to the results of this ranking, the results of the comparison of item scores of
the lower 27% and upper 27% groups with the independent t-test are given in Table 3. According to the
results of the independent t-tests, the scores of those in the upper 27% group are significantly different

from those in the lower 27% group.
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Tablo 3. Independent t-tests results
Knowledge X SD t Attitude X SD t

Item 1 L 27% 1.62 .48 -29.75* Item 1 L 27% 257 65 -26.92*
U27% 430 .46 U 27% 498 .13

Item 2 L 27% 1.67 .47 -29.83* Item 2 L 27% 258 .68 -22.99*
U27% 426 .44 U 27% 489 .31

Item 3 L 27% 1.75 54 -26.66* Item 3 L 27% 275 .83 -20.12*
U27% 433 47 U27% 5.00 .00

Item 4 L 27% 258 91 -18.80* Item 4 L 27% 2.83 .82 -19.56*
U27% 494 .22 U 27% 5.00 .00

Item 5 L 27% 1.78 56 -26.28* Item 5 L 27% 262 .61 -28.67*
U27% 442 49 U 27% 5.00 .00

Item 6 L 27% 1.71 .45 -29.75* Item 6 L 27% 257 .70 -24.97*
U27% 432 47 U27% 498 .13

Item 7 L 27% 1.71 .45 -29.75* Item 7 L 27% 250 .68 -25.28*
U27% 432 47 U 27% 494 22

Item 8 L 27% 1.71 .45 -29.75* Item 8 L 27% 271 59 -22.70*
U27% 432 47 U 27% 483 .37

Item 9 L 27% 1.64 .48 -29.68* Item 9 L 27% 312 .81 -17.31*
U27% 432 47 U 27% 5.00 .00

Item 10 L 27% 155 50 -30.11* Item 10 L 27% 294 77 -19.88*
U27% 430 .46 U 27% 5.00 .00

Item 11 L 27% 1.60 .49 -24.65* Item 11 L 27% 3.19 .77 -17.46*
U27% 424 .63 U 27% 5.00 .00

Item 12 L 27% 1.62 .48 -29.72* Item 12 L 27% 276 53 -26.24*
U27% 433 47 U 27% 491 .28

Item 13 L 27% 2.07 .62 -22.55* Item 13 L 27% 3.26 .75 -17.27*
U27% 450 .50 U 27% 5.00 .00

Item 14 L 27% 198 .75 -20.30* Item 14 L 27% 285 84 -19.07*
U27% 442 49 U 27% 5.00 .00

Item 15 L 27% 192 65 -22.93* Item 15 L 27% 332 .78 -15.92*
U27% 446 .50 U 27% 5.00 .00

Item 16 L 27% 158 .49 -29.76* Item 16 L 27% 326 .84 -15.39*
U27% 432 .47 U 27% 5.00 .00

Item 17 L 27% 342 .82 -14.20*
U 27% 5.00 .00

Item 18 L 27% 246 .73 -25.72*
U 27% 5.00 .00

Item 19 L 27% 296 .89 -17.04*
U 27% 5.00 .00

*p<.001

The correlation between knowledge and attitude, which are sub-dimensions of the scale, was
calculated. The correlation value between knowledge and attitude is .51 and it is statistically significant

at the p <.001 level.

Construct Validity

The construct validity of the scale was tested by confirmatory factor analysis using the LISREL
program as seen in Figure 1. When the fit indices of the first confirmatory factor analysis were examined,
it was determined that the values were within the acceptable value limits. The fit indices are as
follows:y2 /df=2.48, NNF1=.96, CFI=.96, RMSEA=.11, PGFI=.57.
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Figure 1. Confirmatory factor analysis
Reliability

In order to determine the internal consistency of the STEM Parent Awareness Scale, the
coefficients were calculated. Cronbach's Alpha coefficients were .96 for the knowledge sub-dimension,
.97 for the attitude sub-dimension, and .96 for the total scale.

Discussion and Conclusion

In this study, STEM Parent Awareness Scale adapted by Gonyea (2017) was adapted into
Turkish. In this study conducted with 207 parents, translation procedures were performed and then
content validity was examined. As a result of this analysis, an item that was not compatible with the
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MEB program and practices in schools was removed from the scale. Subsequently, the construct validity
of the translated scale was checked. Accordingly, item analysis was done first. For item analysis,
corrected item-total correlation values were calculated. Corrected item-total correlation values
acceptable for item analysis are >.30 (Nunnally & Bernstein, 1994). Two items with calculated
correlation values below this reference value were removed from the scale. The correlation values of
the other items were between .55 and .86, and it was concluded that these items were discriminatory.
For item analysis, another method was used and the mean scores of those in the lower 27% and upper
27% groups were compared with the independent t-test. Based on the results of the independent t-tests,
it was determined that it was significant at the p <.001 level for all items. Therefore, it can be said that
the item discrimination level of the scale is high and it distinguishes high and low scores.

In order to examine the construct validity, correlation values between sub-dimensions of the
scale were calculated and the result was found to be significant at p <.001 level. In addition, the fit
indices of the confirmatory factor analysis performed are %2 / df = 2.48, NNFI = .96, CFI = .96, RMSEA
= .11, PGFI = .57, PNFI = .88. For model fit, %2 / df <5 indicates that the model is suitable (Wheaton,
Muthen, Alwin, & Summers, 1977). Besides, NNFI and CFI values should be greater than .90 (Bentler
& Bonet, 1980; Hu & Bentler, 1999), PGFI and PNFI values should be greater than .50 (Meyers, Gamst,
& Guarino, 2006), and RMSEA value should be less than .08 (Browne & Cudeck, 1993). When all these
parameter values are compared with the values obtained in the study, it can be interpreted that the factor
structure of the Turkish adaptation of the scale is similar to the factor structure of the original scale,
except for the RMSEA value. Since the RMSEA value is affected by the sample size (Chen, Curran,
Bollen, Kirby, & Paxton, 2008), the reason why the RMSEA value of the study is higher than the
reference value may be the small sample size.

The reliability study was examined by calculating Cronbach's Alpha coefficients. The accepted
value for reliability in the literature is> .7 (Nunnally, 1978). Considering the results of Cronbach's Alpha
coefficients of .96 and .97 in the sub-dimensions and .96 for the total scale, it can be said that the scale
is reliable.

As a result, there is no reverse item in the STEM Parent Awareness Scale, the minimum score
that can be obtained from the scale is 35 and the maximum score is 175. The application time of the
scale is approximately 20 minutes. It is thought that the scale can be used to measure STEM awareness
of parents with children from primary school to higher education level.

References

Akaygiin, S, Aslan Tutak, F. ve Tezsezen, S. (2017). Isbirlikli FeTeMM (fen-teknoloji-miihendislik ve matematik)
egitimi uygulamast: Kimya ve matematik 6gretmen adaylarmin FeTeMM farkindaliklarinin incelenmesi.
Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 32(4),794-816.

Akglindiiz, D., Aydeniz, M., Cakmakgi, G., Cavas, B., Corlu, M.S., Oner T., ve Ozdemir, S. (2015). STEM egitimi
Tiirkiye raporu: “Giiniimiiz modast mi yoksa gereksinim mi? . Istanbul: STEM Merkezi ve Egitim Fakiiltesi,
Istanbul Aydin Universitesi.

Aydin, G., Saka, M. ve Guzey, S. (2017). 4-8.simf ogrencilerinin fen, teknoloji, miihendislik, matematik
(FeTeMM) tutumlarinin incelenmesi. Mersin Universitesi Egitim Fakiiltesi Dergisi, 13(2),787-802.

Azgm, A. O. (2019). flkokulda STEM: Ogrencilerin kariver ilgileri ve tutumlar: ile 6gretmenlerin yonelimleri
(Yayimlanmamus Yiiksek Lisans Tezi). Mugla Sitki Kogman Universitesi, Egitim Bilimleri Enstitiisii, Mugla.

Bentler, P. M., & Bonnet, D. C. (1980). Significance tests and goodness of fit in the analysis of covariance
structures. Psychological Bulletin, 88(3), 588-606.

Browne, P.M., & Cudeck, R. (1993).Alternative ways of assessing model fit. In.K.A. Bollen& J.S. Long (Eds.),
Testing structural equation models (pp.136-162). Newbury Park, CA: Sagc.

Buyruk, B. & Korkmaz, O. (2014). FETEMM farkindalik 6lgegi (FFO): gegerlik ve giivenirlik calismasi. Tiirk Fen
Egitimi Dergisi, 13(2),61-76.

Bybee, R. W. (2013). The case for STEM education: Challenges and opportunities. Arlington, VA: National
Science Teachers.

Chen,F., Curran, P. J., Bollen, K. A., Kirby, J., & Paxton, P. (2008). An empirical evaluation of the use of fixed
cutoff points in RMSEA test statistic in structural equation models. Sociological Methods & Research,
36,462-494.

196



Journal of Education, Theory and Practical Research, 2020, Vol 6, No 2, 189-198 Canan UNLU, Burcu SENLER

Cevik, M. (2017). Ortadgretim 6gretmenlerine yonelik FeTeMM farkindalik lgegi (FFO) gelistirme calismasi.
Journal of Human Sciences, 14(3), 2436-2452

Derin, G., Aydm, E. & Kirkig, K. A. (2017). STEM (Fen-Teknoloji-Miihendislik-Matematik) Egitimi Tutum
Olgegi. El-Cezeri Fen ve Miihendislik Dergisi,4(3), 547-559.

Eroglu, S. ve Bektas, O. (2016). STEM egitimi almis fen bilimleri 6gretmenlerini STEM temelli ders etkinlikleri
hakkindaki goriisleri. Egitimde Nitel Arastirmalar Dergisi, 4(3),43-67.

Gonyea, M. (2017). Evahtating parental STEM knowledge and awrareness as a predictor of advanced level course
enrolment. Yayimlanmamis doktora tezi. Carson-Newman University, USA.

Haciémeroglu, G., & Bulut, A. S. (2016). Integrative STEM Teaching Intention Questionnaire: A validity and
relaibility study of the Turkish form. Journal of Theory and Practice in Education, 12(3), 654-669.

Hu,L. T., & Bentler,P.M. (1999). Cutoff criteria for fit indexes in covariance structure analysis: conventioal criteria
versus new alternatives. Structural Equation Modeling, 6(1),1-55.

Karakaya, F., Unal, A., Cimen, O. & Y1lmaz, M. (2018). Fen bilimleri 6gretmenlerinin STEM yaklasimina yénelik
farkindaliklari. Egitim ve Toplum Arastirmalart Dergisi, 5(1), 124-138.

Martin-Paez, T., Aguilera, D., Perales- Palacios, F. J. & Vilchez-Gonzalez., J. M. (2019). What are we talking
about when we talk about STEM education? A rewiew of literatiire. Science Education, 103(4), 799-822.

Meyers, L. S, Gamst, G. & Guarino, A. J. (2006). Applied multivariate research: Design and interpretation.
London: SAGE Publications.

Milli Egitim Bakanlig1. (2018). Ilkégretim fen bilimleri dersi (3,4,5,6,7 ve 8. sumiflar) 6gretim programi. Ankara:
MEB Yayinevi.

Nunnally, J.C. (1978). Psychometric Theory, 2nd ed. New York: McGraw-Hill.

Nunnally, J.C. & Bernstein, I.H. (1994). Psychometric theory (3rd ed.). New York: McGraw-Hill.

Ostler, E., (2012). 21st century STEM education: A tactical model for long-range success. International Journal
of Applied Science and Technology, 2(1), 28-33.

Smith, J., & Karr-Kidwell, P. J. (2000). The interdisciplinary Curriculum: A literary review and a manual for
administrators and teachers. http://files.eric.ed.gov/fulltext/ED443172.pdf adresinden alinmistir.

Tiirk Sanayicileri ve Is Adamlar1 Dernegi. (2017). 2023’e dogru Tiirkiye’de STEM gereksinimi. Istanbul:
TUSIAD. Erisim adresi https:/tusiad.org/tr/yayinlar/raporlar/item/9735-2023-e-dog-ru-tu-rkiye-de-stem-
gereksinimi

Wheaton, B., Muthen, B., Alwin, D., & Summers, G. F. (1977), Assessing reliability and stability in panel models.
Sociological Methodology, 8(1), 84-136.

Yildirim, B., ve Altun, Y. (2015). STEM egitim ve miithendislik uygulamalarmin fen bilgisi laboratuar dersindeki
etkilerinin incelenmesi. El-Cezeri Fen ve Miihendislik Dergisi, 2(2), 28-40. Erisim adresi
http://dergipark.gov.tr/ecjse/issue/4899/67132

Yilmaz, H., Yigit Koyunkaya, M., Giiler, F. & Giizey,S. (2017). Fen, Teknoloji, Miihendislik, Matematik (STEM)
Egitimi Tutum Olgegi’nin Tiirk¢e’ye uyarlanmasi. Kastamonu Egitim Dergisi, 25(5),1787-1800.

Yun, J., Cardella, M., Purzer, S., Hsu, M., & Chae (2010). Development of the Parents’ Engineering Awareness
Survey (PEAS) according to the knowledge, attitude and behavior framework. Proceedings, 2010 ASEE
Annual Conference, American Society for Engineering Education,Washington, DC.

197


https://tusiad.org/tr/yayinlar/raporlar/item/9735-2023-e-dog-ru-tu-rkiye-de-stem-gereksinimi
https://tusiad.org/tr/yayinlar/raporlar/item/9735-2023-e-dog-ru-tu-rkiye-de-stem-gereksinimi
http://dergipark.gov.tr/ecjse/issue/4899/67132

Journal of Education, Theory and Practical Research, 2020, Vol 6, No 2, 189-198 Canan UNLU, Burcu SENLER

EK 1- STEM FARKINDALIK OLCEGI

£

E|E | g | £
«2 |2 | § |8
X o e N 2
= = 2 Z £
£= | = s =
) - N I -
O < G <
Y | M4 M (4

1. STEM alanlarinda ¢aligsanlarin miihendislik tasarim ilkelerini nasil kullandiklarini
biliyorum.

2. STEM alanlarinda ¢aliganlarin problem ¢dzme stratejilerini nasil kullandiklarimi
biliyorum.

3. STEM alanlarinda ¢alisanlarin neler yaptigini biliyorum.

4. Miihendisligin fen bilimleri, matematik ve teknoloji ile nasil iligkili oldugunu
biliyorum.

5. Topluma faydali olmak i¢in STEM’i nasil kullanilabilecegimi biliyorum.
6. STEM'in fen bilimlerinden farkli yanlarini biliyorum.

7. STEM'in matematikten farkli yanlarim biliyorum.

8. STEM'in teknolojiden farkli yanlarini biliyorum.

9. Cocuguma STEM becerilerini nasil 6gretebilecegimi biliyorum.

10. STEM ile ilgili kavramlar giinliik hayatimda nasil kullanabilecegimi biliyorum.

11. Cocuguma STEM ile ilgili kavramlar1 nasil agiklayabilecegimi biliyorum.

12. Cocugumun STEM ile ilgili fikirlerini ve becerilerini gelistirmesinde ona nasil
yardimei olabilecegimi biliyorum.

13. Problemleri nasil tanimlayacagimi ve ¢dzecegimi biliyorum.

14. Cocugumun STEM hakkinda daha fazla bilgi edinmesi i¢in gerekli kaynaklari nasil
bulacagimi biliyorum.

15. STEM ile ilgili daha fazla bilgiyi nerede bulacagimi biliyorum.

16. Cocugumun okulunda yapilan STEM etkinliklerinin farkindayim.

1. STEM'in yasam kalitemizi iyilestirmede rol oynadigina inantyorum.

2. STEM alaninda yapilan ¢aligmalarin hayatimizi daha kolay hale getirdigine
inantyorum.

3. STEM c¢alismaya degerdir.

4. STEM toplumumuzu gelistirir.

5. STEM alanindaki ¢aligmalarin insanlara yardim ettigini diisiiniiyorum.

6. STEM alaninda yapilan ¢aligmalarin, gocugumun hayatini kolaylastirdigina
inantyorum.

7. Cocugumun STEM alanlarindan birinde meslek sahibi olmasini isterim.

8. Cocugum iiniversitede STEM alaninda egitim almaktan keyif alacaktir.

9. STEM ile ilgili fikirleri ve becerileri grenmenin ¢gocugum ig¢in iyi olacagina
inantyorum.

10. STEM becerileri cocugumun kariyeri i¢in faydali olacaktir.

11. Cocugumun okulu, STEM kavramlarini ve becerilerini 6gretmelidir.

12. Cocugum, egitim hayat1 boyunca (okul dncesinden iiniversiteye kadar) STEM
o6grenmekten hoglanacaktir.

13. Egitim hayatinda STEM 6grenmesi, gocugumun fen bilimleri, matematik ve teknoloji
gibi diger konular1 daha iyi anlamasin saglar.

14. Egitim hayatinda STEM 6grenmesi, gocugumun daha iyi bir yasam kalitesine sahip
olmasini saglar.

15. Cocugumun STEM becerilerini 6grenmesini istiyorum.

16. Cocugumun STEM alaninda ¢alisanlarin ne yaptigini anlamasini istiyorum.

17. Kuaz ve erkek ¢ocuklarin STEM 6grenmeleri esit derecede 6nemlidir.

18. Cocugumun okulunda yapilan STEM atblyelerine katilmak isterim.

19. STEM alanlar1 hakkinda miimkiin oldugunca erken yasta bilgi edinmek gerektigini
diisliniiyorum.
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Introduction

Among learning domains, reading skill is considered critical both for school and off-school life.
Indeed, reading is regarded as one of the most important indicators of academic achievement, and
educational contents are mainly constructed on reading. In this sense, how students can acquire an

effective reading skill is often emphasized from the first years of primary school (Bastug and Celik,
2015).

In the teaching of reading skill that starts from the first grade at school, recognition,
pronunciation, discernment, and speed elements are taken as basis at the beginning. This is about the
development of reading fluency, that is to say, teaching the basic reading skills. However, such elements
of reading skill also become tools in subsequent grades and serves the purpose of actualizing the
comprehension. Acquired reading and comprehension skills are elements which will make a student
succeed in all courses throughout the educational life, in business life after school, and every domain of
everyday life.

Akyol (2013: 33), states that providing students with reading skills and skills of making meaning
of what is read is included in educational programs and teaching process as the greatest contribution to
make human’s life more meaningful. Per the 2015 Turkish course (1%-8t grades) Curriculum, general
objectives were set by Ministry of National Education (MoNE) Board of Education such as accessing
information from printed materials and multiple media sources, using and producing information;
researching, exploring, interpreting information and constructing it in the mind, and the learning domain
in regard to achieving these objectives was determined to be “reading” (MoNE, 2015). The reason for
such changes in Turkish curriculum and other curricula might be the desire to have the shared
educational outputs in parallel with the globalizing world. In fact, our country takes part in international
assessment and evaluation activities such as PIRLS (Progress in International Reading Literacy Study)
and PISA (The Programme for International Student Assessment).

According to the PISA National Final Report average score of Turkey significantly differs both
in reading and other domains in favor of OECD countries in 2003, 2006, and 2009. In PISA 2012,
Turkey scored 475 in the domain of reading skills to take the 31° place among 34 OECD countries and
the 41 place among 65 participants in total, which meant an average below OECD member countries
(MoNE, 2015).

In PIRLS project, another examination that measures reading skills of students internationally,
Turkey fell behind the average international achievement by 51 points to take the 28" place among 35
countries (MoNE, 2003).

Given Turkey’s results in these international examinations, one can argue that there are
deficiencies in the development of reading skill. This requires the redefinition of reading and
comprehension, which is the output of reading, and the use of more effective strategies in the teaching
of these skills.

According to Keskin and Bastug (2012), reading is a skill which has not lost its significance to
date and of which qualities have been changing depending on technological developments. This also
means that definition and quality of reading will change in the future. Today, it is possible to observe
several definitions of reading and studies on how it should be. The most exhaustive ones among them
are given below:

“Reading is a dynamic process of making meaning which necessitates an active and effective
communication between writer and reader” (Akyol, 2013: 33) and successful readers use the reading
strategies that are the requirement of reading as a dynamic process (Akyol, 2009: 16).

Giines (2013: 128) defines reading as an “active process in which individual integrates
information within the text through their preliminary knowledge and produces new meanings” and states
that reading is a “broad domain that involves several skills and techniques as a learning domain.”

Bastug (2012) argues that reading is an active operation which involves physical and mental
processes and requires interaction between reader and texts and aims comprehension and that readers
use the reading strategies with their preliminary knowledge to achieve comprehension.
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General conclusion can be drawn from the definitions of reading is that a good reader
comprehends a given text and reaches new meanings from that text by using their preliminary
knowledge and mental skills. When doing so, they use the reading comprehension skills. Giingér and
Un Acikgdz (2006) suggest that development of reading comprehension depends on knowing the
reading comprehension skills. Indeed, these strategies indicate how readers apprehend a process, how
they draw meaning from what they read and what they do when they do not comprehend what they read
(Temizkan, 2008). Thus, which of the reading comprehension skills that students will use for life and
that will support their independent learning are more effective is important.

When determining the appropriate strategy, instructor will certainly prefer a strategy of which
effectiveness has been tested before. However, in this case, the question which of strategies with tested
effectiveness is more effective will come to mind. This calls for a meta-analysis study to be performed
in the relevant field. This study will help researchers and practitioners working in the field see the effect
levels of strategies, methods and techniques used in the development of reading comprehension
comparatively. It is thought that results of this meta-analysis which will be obtained through the
combination of experimental studies will contribute to the relevant field. To that end, this research aimed
to obtain an overall idea about the effect of reading comprehension skills on the achievement of reading
comprehension. The following subproblems were accordingly answered in an attempt:

1. Comparing the effectiveness of reading comprehension strategies, are there significant
differences in the achievement of reading comprehension by grade levels?

2. Comparing the effectiveness of reading comprehension strategies, are there significant
differences in the achievement of reading comprehension by types of publication (article,
postgraduate thesis, doctoral thesis)?

Method

Meta-analysis method of literature review methods was used in the research. Meta-analysis is a
statistical analysis method performed to obtain an overall conclusion by combining the results achieved
in the studies by different researchers (Dinger, 2014). In this research using the meta-analysis method,
the effect of strategies, methods and techniques used in reading comprehension on the achievement of
reading comprehension was examined. The reason for choosing the meta-analysis method was to
investigate the effectiveness of using reading comprehension strategies by combining the studies
conducted on the subject rather than performing a study to examine the effect of reading comprehension
strategies on the achievement of reading comprehension.

Steps of Meta-Analysis

As every scientific research method, meta-analysis method has its specific process even though
there is no certain standard to it (Dinger, 2014: 10). In this meta-analysis, the steps below were followed:

e Collecting the relevant studies for meta-analysis,
e Deciding the studies to be included in the research,
e Coding the studies that met the inclusion criteria and calculating their effect sizes.

Collecting the Relevant Studies

To determine the effect of reading comprehension strategies on the achievement of reading
comprehension, scientific articles, postgraduate and doctoral theses which were performed quantitative
studies in reading comprehension between 2000 and 2016 were examined in the research. The steps
below were followed to collect data:

e Theses in the subject matter were searched on Council of Higher Education (CoHE) National
Thesis Center.

e Scientific articles in the subject matter were accessed through Turkish Academic Network and
Information Center (ULAKBIM), electronic catalogs of university libraries in Turkey, Google
Scholar, and bibliographies of similar studies accessed.

¢ \When necessary, authors of the studies were contacted to access all relevant studies.
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e The following keywords were used throughout the review: “okuma” (reading), “anlama”
(comprehension), “okudugunu anlama” (reading comprehension), “okudugunu anlama
stratejileri” (reading comprehension strategies), “okudugunu anlama strateji, yontem ve
tekniklerinin okudugunu anlamaya etkisi” (effect of reading comprehension strategies, methods
and techniques on reading comprehension), “okuma becerilerinin gelistirilmesi” (development
of reading skills), and “okuma egitimi” (reading education).

e 226 studies were accessed with these keywords at the end of the review. Those which are non-
experimental, those without a control group, and those without required statistical data were not
included in the analysis.

e The research sample was formed by 37 studies in total which examined the effect of reading
comprehension strategies on the achievement of reading comprehension and met the inclusion
criteria.

e Following the publication bias test, 18 of these studies were omitted from the study as they
caused publication bias. Finally, 19 studies were included in the research.

¢ Among the studies meeting the inclusion criteria, it was determined that the doctoral thesis by
Epcagan (2008) tested the effectiveness of two reading comprehension strategies and different
results were obtained on the strategy effectiveness. Hence, the strategies of which effects were
tested individually were evaluated as two separate studies in the meta-analysis.

Identifying the Study Characteristics

Study characteristics were identified to determine the effect size of independent variables which
were thought to affect the meta-analysis. Characteristics used in this study can be listed as follows:

e Publication type of study
o Grade levels of the students who participated in the study

Inclusion Criteria

The following criteria were used to choose the studies to be included in the meta-analysis:

e Studies conducted between 2000 and 2016,

e Studies measuring the effect of reading comprehension strategy on the achievement of reading
comprehension,

e Studies with findings obtained from experimental studies,

o Experimental studies that applied reading comprehension strategies and used the pretest-posttest
control group model,

e Studies with sufficient data (arithmetic mean, standard deviation, experimental group and
control group sample sizes) to calculate the standardized effect size,

e Study sample being on primary and secondary school levels,

e Published or unpublished postgraduate, doctoral theses, and scientific articles,

e Studies conducted in Turkey and written in Turkish.

Coding Method

Once the data collected for meta-analysis meet the inclusion criteria, a coding method needs to
be developed to transform research characteristics into continuous or categorical variables so that the
data can be used in the comparison of studies later. Accordingly, a clear and detailed coding form should
be developed about the research included in the meta-analysis. Coding system utilized in the research is
composed of three parts: The first part is study credentials. This part includes details such as ID no,
name, author(s) name(s), year, type of publication of the study. The second part is study’s content. This
part involves information such as grade level of group on which reading comprehension strategies were
applied and reading comprehension strategies used in the experiment. The third part is study data. This
part addresses information on sample size of experimental and control groups, their means and standard
deviation values in the studies.
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Data Analysis

Studies found in the literature review are examined qualitatively to decide the ones to be
included in the meta-analysis. Next, results to be derived from these studies need to be combined
statistically. Statistical meta-analysis model may vary by research data (Y1ldiz, 2002). In meta-analysis,
analyses can be conducted by two statistical models which are fixed-effects model and random-effects
model. Since the data forming this study were homogenous, statistical analysis were performed by fixed-
effects model.

Calculating the Effect Size

The main term that constitutes the nature of meta-analysis is effect size. Effect size is a measure
that gives information about to what extent independent variable affects dependent variable positively
or negatively in a study (Dinger, 2014: 16). In meta-analysis, effect size is calculated individually for
each study. Thus, effect size of each study was calculated in this analysis in the first place. Hedges’ g
was utilized for calculating the effect sizes.

In meta-analysis studies, firstly, effect sizes of two-group experiments need to be calculated for
each study. Then, general effect size needs to be calculated using the effect sizes of the studies (Tarim,
2003). Cohen called the effect size “d”. Cohen’s d is found by dividing the difference between arithmetic
means of experimental and control groups by the standard deviation of one of the two groups. Cohen
described effect size as small, medium, and large when d=0.2, d=0.5, and d=0.8, respectively (Demir,
2013).

The measure below is usually used when classifying the sizes of studies. While this measure is
given for Cohen’s d, it can also be used for Hedges’ g (Dinger, 2014: 33).

» -15 < Effectsize  <.15 very small
« .15 < Effectsize  <.40 small

+ 40 < Effectsize  <.75 medium

« .75 < Effect size <1.10 large

« 1.10 < Effectsize = <1.45 very large
* 145 < Effect size  huge

After calculating the effect size and variances, it can be proceeded with homogeneity tests which
are the main aspect of a meta-analysis. How effect sizes vary between studies is detected with a
“homogeneity test”. This test aims to determine the expected sample error differences of the variance in
effect sizes (Kasarci, 2013). In meta-analysis, homogeneity is tested with the calculated p and Q values.
A p value smaller than 0.05 means a significant difference between individual studies. This significant
difference indicates heterogeneity of the study. If p value is greater than 0.05, it means that the study is
homogeneous. Another measure of homogeneity is Q value. If Q value is greater than the value
corresponding to df value in X2 table, it means that the meta-analysis is heterogeneous. Otherwise, it
indicates homogeneity of the meta-analysis (Dinger, 2014: 71).

In meta-analysis, if the structure is homogeneous, analysis carries on with the fixed-effects
model. If it is heterogeneous, it proceeds with the random-effects model. Fixed-effects model is based
on the assumption that all of the collected studies estimate the same effect (Kiigiikonder, 2007). This
model assumes that variance between study results stems from the interrelated data (Okursoy, 2009).
Random-effects model is based on the assumption that actual effect size varies by studies. This model
provides an assessment in consideration of the variance both within and between the studies (Okursoy,
2009). In this meta-analysis, results obtained with p value and Q statistics showed that the studies are
homogeneous. Thus, general effect size was calculated by the fixed-effects model.

Findings

This section addresses findings of the studies included in the meta-analysis. Descriptive
information on the studies included in the meta-analysis, effect sizes calculated and relevant
interpretations are provided respectively. Before the calculation of effect sizes, publication bias analysis
was performed for the studies included in the meta-analysis.
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Findings on Descriptive Statistics

This section includes findings of the studies on the effect of reading comprehension strategies
on reading comprehension achievement derived in this meta-analysis. First, descriptive information on
the studies included in the meta-analysis are given, and then, whether the calculated Hedges’ effect size
values and effect sizes calculated for each group in subcategories were significant was examined.

19 studies that met the inclusion criteria and were conducted in Turkey were combined with the
meta-analysis method. It was attempted to answer the following questions:

1. Comparing the effectiveness of reading comprehension strategies, are there significant
differences in the achievement of reading comprehension by grade levels?

2. Comparing the effectiveness of reading comprehension strategies, are there significant
differences in the achievement of reading comprehension by types of publication (article, postgraduate
thesis, doctoral thesis)?

Statistical significance level of the studies was taken as p=.05. Tables below present the studies
included in the meta-analysis and their descriptive statistics.

Table 1. Studies included in the meta-analysis

Author and Year of Publication Grade Level Type of Publication
Aslan Ali, 2006 4 Postgraduate
Balta Elif Emine, 2011 8 Doctorate
Bastug M, Keskin H. K. 2011 5 Article
Bozpolat Ebru, 2012 5 Doctorate
Bulut Berker, 2013 4 Postgraduate
Cayir Necla Belkis, 2011 4 Postgraduate
Epcagan Cevdetl, 2008* 5 Doctorate
Epcacan Cevdet2, 2008* 5 Doctorate
Hamzadayi Ergiin, 2010 8 Doctorate
Kanmaz Ahmet, 2012 5 Doctorate
Karasu Mehmet, 2013 4 Doctorate
Karkkilig et al. 2011 8 Acrticle
Kocaarslan Mustafa, 2015 4 Doctorate
Kog Canan, 2007 8 Doctorate
Kusdemir Yasemin, 2014 4 Doctorate
Kiictlikavsar Aslihan, 2010 6 Doctorate
Pilten Giilhiz, 2007 5 Doctorate
Sulak Siileyman Erkam, 2014 4 Doctorate
Sahin flhami, 2012 5 Postgraduate

*Different results were derived for the method effectiveness in this study. Thus, individual methods were
evaluated as individual studies.

According to Table 1, 19 studies were included in the meta-analysis.
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Table 2. Frequencies on year of study

Year of Study Frequency %

2006 1 5%

2007 2 11%
2008 2 11%
2010 2 11%
2011 4 21%
2012 3 16%
2013 2 11%
2014 2 11%
2015 1 5%

Total 19 100%

Table 2 showed the distribution of studies included in the meta-analysis by years. It is
accordingly seen that the highest number (21%) of studies were conducted in 2011. Frequency
distributions of the studies by type of publication are given in Table 3.

Table 3. Frequencies by type of publication

Type of Publication Frequency %

Postgraduate Thesis 4 21%
Doctoral Thesis 13 68%
Article 2 11%
Total 19 100%

As seen in Table 3, 4 of the studies are postgraduate theses, 13 are doctoral thesis, and 2 are
articles. Accordingly, doctoral thesis has the greatest share (68%) among the type of studies included in
the meta-analysis.

620
611
610
602
590

1

m Experimental

H Control G
Group ontrol Group

Figure 1. Column chart for total sample distribution of experimental and control groups

In Figure 2, total sample size of the studies included in the meta-analysis is 1213 participants,
611 of which are experimental group and 602 of which are control group.

Table 4. Sample sizes of the studies included in the study

Number of participants Frequency %

n <30 16 42%
30<n<40 16 42%
40<n 6 16%
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Table 4 presented sample sizes of the studies included in the meta-analysis and findings on their
rates in the meta-analysis. “n” refers to total number of participants in experimental and control groups.
Of the studies, 16 (42%) were conducted with less than 30 participants, 16 (42%) were conducted with
30 to 40 participants, and 6 (16%) were conducted with more than 40 participants.

Findings on Publication Bias

One of the greatest concerns in meta-analysis studies is the bias of studies included in the
analysis. Such studies are substantially chosen from among published studies. The assumption that
published studies generally achieved significant differences gives rise to the thought that accumulations
towards a certain direction would be observed in these studies. For eliminating the sample tendency, or
taking the distribution back to normal, in other words, for significance to be eliminated, it is necessary
to calculate how many more studies which provide zero effect size on the subject matter need to be
included in the meta-analysis. This calculated number is called fail-safe n. This number refers to the
publication bias calculated to present reliability of the meta-analysis. It is the number of studies, which
will reverse the results (Long, 2001). In other words, number of studies to be included in the analysis so
that strength of the study and p value are greater than alpha value can be learned in classic fail-safe n.
The fail-safe n was calculated to be 5538 for this meta-analysis. That is to say, 5558 individual studies
are further required for alpha value to be 0.05. This means that the analysis is not much reliable and
there is publication bias in the analysis. For a more realistic interpretation, Tau squared coefficient was
calculated. Tau squared coefficient is defined as the variance of actual effect size. For no publication
bias, it is expected that Tau value is close to 1 and p value is greater than 0.05. Tau of 0.53 and p value
of 0.000 calculated for this study indicate that there is publication bias in this meta-analysis.

According to the Rosenthal method, fail-safe n was found to be 902.2. It means that there must
be at least 902.2 more studies with findings which contrast with the findings at hand in the literature for
findings of this meta-analysis of 37 studies to be considered invalid.

The findings indicate that there is publication bias for 37 studies to be included in the meta-
analysis. Hence, studies causing the publication bias were excluded from the dataset. Once the studies
causing the publication bias were excluded from the dataset, Tau was calculated to be 0.32 and p value
was found to be 0.054 for the remaining 19 studies. This statistical analysis concludes that there is no
publication bias in the meta-analysis.

Whether there is publication bias can also be interpreted through the funnel plot given in Figure
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Funnel Plot of Standard Error by Hedges's g
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Figure 2. Funnel plot

In case of publication bias in the meta-analysis, effect sizes (shapes shown with circles) in the
funnel plot would be asymmetrical. Effect sizes would be distributed symmetrically in case of no
publication bias. In Figure 3, circles represent effect sizes of individual studies while diamond at the
bottom of the plot represents the general effect. As can be understood from Figure 3, presence of
publication bias for 19 studies does not appear to be strong.

Thus, fixed-effects model was utilized as the studies included in the meta-analysis were similar
both in their designs and variables. The CMA statistical analysis software was used in the data analysis.
After the effect size and variance had been calculated for the meta-analysis, homogeneity test Q statistics
were calculated. Where effect sizes were statistically and significantly heterogeneous (Qg > %2.95;
p<.05), I? statistic was taken into consideration to determine the degree of heterogeneity.

Findings of the Effect Size Analysis for Studies Included in the Meta-Analysis

With the arithmetic means, standard deviation values and sample sizes of the studies included
in the meta-analysis, effectiveness of strategies, methods and techniques used in reading comprehension
in the achievement of reading comprehension was examined. As concluded in the data analysis on CMA
software, Hedges’ effect size, standard error, variance, and minimum and maximum values for 95%
confidence interval are given in Table 5.
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Table 5. Findings of the analysis of the calculated effect sizes (before the exclusion of studies causing
the publication bias)

(Hedges’ g) 95% ClI

Study Effect Size  Level of Standard Variance  Min. Max.

Effect Size Error Value Value
Sahin, 2012 1.000 Large 0.288 0.083 0.436 1.564
Belet, 2005 1.460 Huge 0.338 0.114 0.797 2.123
Kirkkilig et al., 2011 1.187 Very large 0.294 0.087 0.610 1.764
Ar1, 2014 -0.042 Very small 0.249 0.062 -0.530 0.446
Kocaarslan, 2015 0.892 Large 0.282 0.079 0.340 1.445
Kog, 2007 0.917 Large 0.339 0.115 0.253 1.582
Kusdemir, 2014 1.248 Very large 0.308 0.095 0.644 1.852
Hamzaday1, 2010 1.063 Large 0.282 0.080 0.510 1.615
Kusdemir, 2007 0.351 Small 0.229 0.052 -0.097 0.800
Epcacanl, 2008* 0.584 Medium 0.232 0.054 0.129 1.038
Epcagan2, 2008* 0.756 Large 0.235 0.055 0.295 1.217
Bozpolat, 2012 0.870 Large 0.256 0.065 0.369 1.371
Aslan, 2006 0.669 Medium 0.228 0.052 0.223 1.115
Bozkurt, 2005 1.498 Huge 0.381 0.145 0.751 2.244
Ozaslan, 2006 1.630 Huge 0.459 0.211 0.730 2.530
Kaya, 2006 1.563 Huge 0.356 0.127 0.866 2.261
Pilten, 2007 1.272 Very large 0.265 0.070 0.752 1.792
Cakiroglu, 2007 1.974 Huge 0.418 0.175 1.155 2.793
Temizkan, 2007 1.459 Huge 0.321 0.103 0.831 2.088
Aygin, 2009 2.563 Huge 0.379 0.143 1.821 3.305
Ozyilmaz, 2010 0.228 Small 0.239 0.057 -0.240 0.697
Kiigiikavsar, 2010 0.602 Medium 0.245 0.060 0.121 1.083
Yildirim, 2010 0.133 Very small 0.298 0.089 -0.451 0.716
Balta, 2011 1.083 Large 0.273 0.075 0.548 1.619
Cayir, 2011 0.807 Large 0.349 0.122 0.123 1.491
Hacioglu, 2011 0.445 Medium 0.200 0.040 0.053 0.837
Coskun, 2011 292.916 Huge 20.214 408.610  253.297  332.535
Kanmaz, 2012 1.088 Large 0.285 0.081 0.528 1.647
Bulut, 2013 0.429 Medium 0.180 0.032 0.076 0.781
Karasu, 2013 1.290 Very large 0.244 0.059 0.812 1.768
Sulak, 2014 1.303 Very large 0.277 0.077 0.760 1.845
Epgagan, 2010 1.770 Huge 0.312 0.097 1.158 2.382
Tok, 2008 0.489 Medium 0.251 0.063 -0.003 0.980
Bastug and Kagan, 2011  0.924 Large 0.264 0.070 0.406 1.442
Top, 2014 0.516 Medium 0.252 0.063 0.022 1.009
Celikei, 2000 1.807 Huge 0.236 0.056 1.344 2.270
Tuna, 2016 11.273 Huge 1.043 1.088 9.229 13.317
Total Effect Size 1.169 Very large 0.164 0.027 0.849 1.490

Ztoa= 7.151, Q= 436.946, df=36, p=0.0000

*Different results were derived for the method effectiveness in this study. Thus, individual methods were
evaluated as individual studies.
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In the homogeneity test performed before the exclusion of studies causing the publication bias,
Qs value was found 436.946, degree of freedom was found 36, and p value was found 0.000. According
to the results in Table 5, the studies were concluded to be heterogeneous (df=36, Q-value= 436,946, p=
0,000), therefore, it was understood that random-effects model was to be used for the studies included
in the meta-analysis. In the meta-analysis conducted by the random-effects model, the following values
were found: mean standard error (0.164), variance (0.027) and general effect size (1.169) calculated
with lower limit (0.849) and upper limit (1.490) within 95% confidence interval. This effect size of
1.169 indicates that strategies, methods and techniques used in reading comprehension have a positive
and very large effect on the achievement of reading comprehension. Z value was found 7.151. These
values are statistically significant (p=0.000).

As seen in Table 5, effect sizes of the studies included in the meta-analysis before the exclusion
of studies causing the publication bias are as follows: very small (2 studies), small (2 studies), medium
(7 studies), large (10 studies), very large (5 studies), and huge (11 studies).
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Table 6. Findings of the effect size analysis for studies included in the study (after the exclusion of studies
causing the publication bias

Study (Hedges’ g) 95% ClI
Effect Effect Std. Variance Min. Max. Weight Strategy used
Size.  Size. Level error Val. Val. (%)

Sulak, 2014 1.303 Verylarge 0277  0.077 076 1.845 431 Procedural Model

Karasu, 2013 129  Verylarge 0.244  0.059 0812 1768 606  Dialog-Based
Instruction

Pilten, 2007 1272 Verylarge 0265  0.07 0752 1792 5.10  Findingthe Main
Idea Strategy

Kusdemir, 2014 ~ 1.248 Verylarge 0.308  0.095 0644 1.852 596 fﬂ'gzgl Instruction

Karkkilig et al.

2011 1.187 Verylarge 0.294 0.087 061 1764 4.12 Concept Map
SQ3R (Survey,

Kanmaz, 2012 1.088 Large 0.285  0.081 0528 1.647 4.38 Question, Read,
Recite, Review)

Balta, 2011 1.083  Large 0.273  0.075 0548 1.619 4.79 Waldmann Model

Hamzadayi, 2010  1.063 Large 0282  0.08 051 1615 449  Holistic Learning-
Teaching Approach

Sahin, 2012 1 Large 0.288 0.083 0436 1564 4.67 Story Map

Bastug and Teaching

Kask_g aélo " 0924 Large 0264  0.07 0406 1442 513 Informational Text

eskin, Structure
Kog, 2007 0.917 Large 0339  0.115 0.253 1582 4.49 Active Learning
Kocaarslan, 2015  0.892  Large 0.282  0.079 034 1445 3.06 Mental Imagery

Story Map Used

with Cooperative
Bozpolat, 2012 0.87  Large 0.256  0.065 0.369 1.371 .48 .megrateg’ Learning

and Composition

Theory of Multiple
Cayir, 2011 0.807 Large 0349 0122 0123 1491 288 o e

POSSE (Predict,
Organize, Search,

Epgagan2, 2008*  0.756  Large 0.235  0.055 0.295 1217 6.0 Summarize,
Evaluate)

Aslan, 2006 0669 Medium 0228  0.052 0223 1115 6.95 Mental Map

Kiiciikavsar, 2010  0.602 Medium  0.245  0.06 0.121 1.083 3.74 Constructive Model
Cooperative

. Learning -

Epcacanl, 2008*  0.584 Medium 0232  0.054 0.129 1.038 6.69 Discussion and
Questioning

Bulut, 2013 0.429 Medium 0.18 0.032 0.076 0.781 11.21  Effective Listening

Total Effect Size  0.896 Large 0.060 0.004 0.778 1.013

Zrota= 14.956, Q= 22.139, df=18, p=0.2259

In the homogeneity test, Qg value was found 22.139, degree of freedom was found 18, and p
value was found 0.226. The results in Table 6 show that the studies were homogeneous (df=18, Q-value=
22,139, p= 0,226), therefore, it was understood that fixed-effects model was to be used for the studies
included in the meta-analysis. In the meta-analysis conducted by the fixed-effects model, the following
values were found: mean standard error (0.060), variance (0.004) and general effect size (0.896)
calculated with lower limit (0.778) and upper limit (1.013) within 95% confidence interval. This effect
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size of 0.896 indicates that strategies, methods and technigues used in reading comprehension have a
positive and large effect on the achievement of reading comprehension. Moreover, all effect sizes were
found positive for individual studies. This shows that all 19 studies have an effect in favor of
experimental groups. Z value was found 14.956. These values are statistically significant (p=0.000).
Effect classifications of individual studies are given in Figure 5.

5;26% ‘

10;53%

Medium a DiiLarge s DiiiVery Large is Dlizeyde

Figure 3. Pie Chart for the distribution of studies by effect size levels

According to the pie chart in Figure 5, of the studies, 4 have a medium effect size, 10 have a
large effect size, and 5 have a very large effect size.

Findings on Effect Sizes of Studies by Grade Levels

Table 7. Frequency of studies included in the meta-analysis by grade levels before and after the
publication bias test

Grade Level Frequency before the Publication Bias  Frequency after the Publication Bias Test
Test
1. Grade 0 0
2. Grade 0 0
3. Grade 2 0
4. Grade 9 7
5. Grade 13 7
6. Grade 2 1
7. Grade 4 0
8. Crade 4

As seen in Table 7, before the exclusion of studies causing the publication bias from the meta-
analysis, distribution of the studies by grade levels are as follows: 2™ grade (0 study), 3™ grade (2
studies), 4" grade (9 studies), 5" grade (13 studies), 6™ grade (2 studies), 7" grade (4 studies), and 8"
grade (7 studies). After the exclusion of studies causing the publication bias from the meta-analysis, 7
studies on the 4"-grade level, 7 studies on the 5"-grade level, 1 study on the 6"-grade level and 4 studies
on the 8"-grade level included in the meta-analysis. No studies on 2"-grade level were observed to meet
the inclusion criteria before and after the publication bias test. All of the studies on 3"- and 7""-grade
levels were excluded. The fact that there was 1 study left on the 6"-grade level indicates that it was not
possible to make a comparison in this grade level. In addition, the fact that there was no study on the
2M- 319 and 7"-grade levels which met the inclusion criteria made it impossible to make comparisons
in these grade levels. For all these reasons, effectiveness of strategies, methods and techniques used in
reading comprehension could not be compared among grade levels.

211



Journal of Education, Theory and Practical Research, 2020, Vol 6, No 2, 199-216 Yunus DOGAN, Muhammet BASTUC

Findings on Effect Sizes of Studies by Types of Publication

With the arithmetic means, standard deviation values and sample sizes of the studies included
in the meta-analysis, effect of reading comprehension strategies on the achievement of reading
comprehension was examined by types of publication. As concluded in the data analysis on CMA
software, Hedges’ effect size, standard error, variance, and minimum and maximum values for 95%
confidence interval are given in Table 8.

Table 8. Effect of strategies, methods and techniques used in reading comprehension on the achievement
of reading comprehension by types of publication

(Hedges’ g) 95% ClI
Type of N Effect Size Level of Effect  Standard Variance Min. Max.
Publication Size Error Value Value
Postgraduate
Thesis 4 0.636 Medium 0.119 0.014 0.403 0.870
Doctoral Thesis 13 0.975 Large 0.074 0.005 0.830 1.120
Acrticle 2 1.042 Large 0.197 0.039 0.656 1.427
Total Effect Size 19 0.896 Large 0.060 0.004 0.778 1.013

Zrorai= 14,964, QB: 5.866, df=2, p:0053

According to Table 8, effect size levels of the strategies, methods and techniques used in reading
comprehension over the achievement of reading comprehension are positive by types of publication.

The homogeneity test found a QB value of 5.866, a degree of freedom of 2 and a p value of
0.053. IT was understood from the results in Table 8 that the studies were homogeneous (df=2, Q-value=
5,866, p= 0,053), therefore, it was understood that fixed-effects model was to be used for the studies
included in the meta-analysis. In the meta-analysis conducted by the fixed-effects model, the following
values were found: mean standard error (0.060), variance (0.004) and general effect size (0.896)
calculated with lower limit (0.778) and upper limit (1.013) within 95% confidence interval. This effect
size of 0.896 indicates that strategies, methods and techniques used in reading comprehension have a
positive and large effect on the achievement of reading comprehension (by types of publication). Z value
was found 14.964. These values are statistically significant (p=0.000).

Discussion, Conclusion and Recommendations

In this meta-analysis, to examine the effect of using strategies, methods and techniques in the
development of reading comprehension on the achievement of reading comprehension, experimental
studies on the subject matter were investigated and their findings were numerically combined.

General effect of reading comprehension strategies on the achievement of reading
comprehension was found to be positive and large. Comparing the total participants of experimental
groups (611) and control groups (602) in the studies included in the meta-analysis, a significant
difference was found in favor of experimental groups which used strategies in reading comprehension.
In the meta-analysis by Sidekli and Cetin (2017), reading comprehension strategies on the achievement
of reading comprehension was found to have a very large, positive and significant effect size. Individual
studies on the subject matter (Bastug and Kagan, 2011; Balta, 2011; Bozpolat, 2012; Cayir, 2011;
Sidekli, 2012; Hamzadayi, 2010; Kanmaz, 2012; Kocaarslan, 2015; Kog¢, 2007; Sahin, 2012) also
indicate that use of strategies, methods and techniques have a positive effect on the achievement of
reading comprehension. Thus, one can argue that the results of this meta-analysis are very consistent
with the relevant literature. This indicates that using different strategies, methods and techniques in the
development of reading comprehension would increase the achievement of reading comprehension.

Considering the effect sizes of individual studies included in the meta-analysis by strategies
used, the top four strategies with the highest positive effect level (very large) were found to be procedural
model, dialog-based instruction (mutual instruction) model, finding the main idea strategy, and direct
instruction model (application of finding the main idea strategy with direct instruction model),
respectively. The common aspects of all four strategies include examining the text in light of preliminary
knowledge, making estimations about text, reviewing the text part by part and analyzing the auxiliary
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ideas, associating the auxiliary ideas with each other, reaching the main idea, and addressing the main
idea from reader’s perspective (making deductions). According to the meta-analysis, it is possible to
argue that basic principles of these four strategies with the highest effect levels are common and share
the same framework. The meta-analysis performed by Sidekli and Cetin (2017) found the most effective
strategies in reading comprehension to be cooperative learning based on the theory of multiple
intelligence, SQ3R technique, and meta-cognitive strategy. The meta-analysis by Davis (2010)
concluded the most effective reading comprehension strategies to be mutual instruction, peer-supported
learning, education for thinking, procedural strategies teaching, and concept-oriented reading teaching.
Swanson’s (1999) meta-analysis found the most effective reading comprehension strategies to be
cognitive and direct instruction strategy.

A significant difference was observed in the effect of strategies, methods, and techniques used
in reading comprehension on the achievement of reading comprehension by types of publication.
Avrticles and doctoral theses were found to have large effect sizes while postgraduate theses were found
to have medium effect sizes, which means that the articles and doctoral theses have higher effect size
levels than the postgraduate theses in the meta-analysis. In their meta-analysis, Sidekli and Cetin (2017)
found doctoral theses to be more effective than postgraduate theses among individual studies testing the
effect of reading comprehension strategies on reading comprehension.

In this meta-analysis, 15 postgraduate theses, 18 doctoral theses, and 4 articles that met the
inclusion criteria were subjected to analysis. A Tau value of 0.53 and a p value of 0.000 as calculated in
the analysis indicate a publication bias. For no publication bias, it is expected that Tau value is close to
1 and p value is greater than 0.05. 18 studies found to be causing the publication bias were excluded
from the meta-analysis. Tau and p values were calculated to be 0.32 and 0.054, respectively, for the
remaining 19 studies following the exclusion. This result showed that there was no publication bias for
19 studies. 19 studies (4 postgraduate theses, 13 doctoral theses, and 2 articles) that met the inclusion
criteria were combined with the meta-analysis method.

Next, in the meta-analysis conducted by the fixed-effects model, the following values were
found: mean standard error (0.060), variance (0.004) and general effect size (0.896) calculated with
lower limit (0.778) and upper limit (1.013) within 95% confidence interval. This effect size of 0.896
showed reading comprehension strategies to have a positive and large effect on the achievement of
reading comprehension. All effect levels being positive for individual studies indicated that all 19 studies
were concluded in favor of experimental groups. Z value was found 14.956. These values are statistically
significant (p=0.000).

Considering the effect sizes of individual studies included in the meta-analysis by strategies
used, strategies with the highest effect levels (very large and positive) were found to be Procedural
Model (Sulak, 2014), Dialog-Based Instruction (Karasu, 2013), Finding the Main Idea Strategy (Pilten,
2007), Direct Instruction Model (Application of Finding the Main ldea Strategy with Direct Instruction
Model) (Kusdemir, 2014), and Concept Map (Kirkkilig et al., 2011), respectively. The strategy with the
lowest effect level (medium and positive) was found to be the Effective Listening (Bulut, 2013).

After the exclusion of studies causing the publication bias from the meta-analysis, 7 studies on
the 4"-grade level, 7 studies on the 5"-grade level, 1 study on the 6"-grade level and 4 studies on the
8"-grade level included in the meta-analysis. All of the studies on 3"- and 7"-grade levels were
excluded. It was understood that there needed to be more than 1 study on the 6™-grade level to make a
comparison in this grade level. This showed that effectiveness of the strategies used in reading
comprehension were not fit for a comparison by grade levels. One can argue that results from more
experimental studies on different grade levels are required to perform a comparison by grade levels.

The meta-analysis conducted for the types of publication concluded that studies of all
publication types had positive effect size and Hedge’s g effect sizes of the studies by types of publication
were homogeneous. As for the effectiveness of studies included in the meta-analysis by types of
publication, strategies, methods and techniques used in reading comprehension were found to have a
positive effect on the achievement of reading comprehension in all types of publication. Studies
conducted as articles and doctoral theses were found to have large effect sizes while studies conducted
as postgraduate theses were observed to have medium effect size. By types of publication, the articles
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(Bastug and Keskin, 2011; Kirkkilig et al., 2011) were found to have the highest effect size by 1.042.
Postgraduate theses (Aslan, 2006; Bulut, 2013; Cayir, 2011; Sahin, 2012) were found to have the lowest
effect level by 0.636. Z value was found 14.964. These values are statistically significant (p=0.000).

Based on the results achieved in this meta-analysis on the effect of reading comprehension
strategies on the achievement of reading comprehension, the following recommendations can be offered:

e According to the results of the descriptive analysis, more experimental studies should be carried
out on the use of strategies in the development of reading comprehension.

o Majority of the experimental studies testing the effectiveness of strategies used in the
development of reading comprehension in Turkey was found to be conducted as postgraduate
theses. Accordingly, more articles should be prepared on this subject matter with the
experimental method.

e Some of the studies to be included in the meta-analysis did not mention the duration for the
application of experimental procedure while some of them conducted the procedure in very
short durations. Hence, researchers should perform more long-term procedures and clearly
mention about the duration in their studies.

¢ In this meta-analysis, the effect of reading comprehension strategies on reading comprehension
skills was examined, and their effects on other variables were not included in the meta-analysis.
Meta-analysis studies can be carried out on the effects of reading comprehension strategies on
different variables (motivation, reading attitude, gender, etc.).

o Articles and theses of higher education only conducted in Turkey and written in Turkish were
combined in this meta-analysis. Future research can combine studies performed both in Turkey
and other countries with meta-analysis and make comparisons.

e Studies with different effect size levels can be individually examined, and what factors cause
such differences can be determined in an attempt.

e For ensuring the effective use of reading comprehension skills, experts in the field can provide
trainings for classroom teachers of primary schools and Turkish teachers of secondary schools.

o Different strategies, methods and techniques should be used in the development of reading
comprehension.
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Communication is one of the leading skills expected from a successful teacher.
The communication established within the school contribute to both professional
and personal development of teachers. As the concept of communication is so
important nowadays, "Effective Communication” course is offered in
undergraduate programs in order to bring primary school teacher candidates in
effective communication skills. The purpose of this study is to reveal the
metaphors (mental images) used by primary school teacher candidates regarding
communication. The research was carried out with 66 3rd and 4th year primary
school teacher candidates. The participants were pre-service teachers who enrolled
in the Effective Communication course in the Fall semester of the 2017-2018
academic year. In order to collect the data, an open-ended questionnaire form was
prepared to reveal the opinions of the pre-service teachers regarding the concept
of communication. In the questionnaire form, pre-service teachers were asked to
complete blank spaces in the sentence, "Effective communication ....... like this;
because....... ". The following research questions were sought to answer: "Which
metaphors do teacher candidates use to explain the concept of communication?"
and "Under which categories can the metaphors used by the teacher candidates be
grouped based on their common features?". The opinions of the teacher candidates
on the concept of the curriculum were analyzed via content analysis. The analysis
and interpretation process was carried out by taking into account the naming stage,
the screening and refining stage, the compilation and categorization stage, and the
validity and reliability stage. The result shows that teacher candidates give
importance to the concept of communication and see this concept as vital.
Because, according to the responses of the participants, the concept of
communication is mostly compared to water, oxygen and shopping.
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Introduction

The concept of communication can be considered as an action in which sound (language), text,
visual or non-verbal tools are used. It is believed that good communication occurs when different
communicative tools work together and harmoniously (Caliskan & Yesil, 2005). However, different
techniques can be used to communicate. These techniques can either be direct communication skills or
indirect communication skills. In direct communication, while the person expresses himself/herself by
writing, verbally and practicing; in indirect communication, expressions such as body language,
gestures, facial expressions and emphasis are used.

There is a close relationship between the communication we establish in daily life and the
language. Language has the feature of being an easy and effective way that people have used for
centuries while conveying their feelings and thoughts (Yildiz & Yavuz, 2012). There is an inseparable
relationship between language and thinking. Language is limited to words belonging to the language in
which a society speaks the worldview while determining the minds and imaginations of the speakers
(Kaplan, 2002).

While defining a successful teacher, it is stated that they are defined as the people who can use
their communication skills effectively and correctly (Cift¢ci & Taskaya, 2010). In addition to this,
developing effective and correct communication skills is important for teachers' personal and
professional development. As a result, teachers need to have advanced communication skills to be
successful in their profession (Ihmeideh et al. 2010). At this point, many of the teacher candidates
currently studying in education faculties will be interested in educational activities throughout their
lives, so they must already have effective communication skills. In this context, metaphors that will
improve the positive communication and education of teacher candidates will also increase their impact
on their students.

It is seen that metaphors are used in education, communication and language. For example,
metaphors in education are also a preferred tool for explaining complex concepts. It is also used in
language and communication metaphors to explain skills such as understanding, speaking, listening and
writing. When the relevant literature is examined, it is seen that the metaphors about teacher candidates
generally focus on the teaching profession, school, student and class concept, and classroom
management (Saban, 2004; Ocak and Giindiiz, 2006; Cerit, 2008; Semerci, 2007; Yildirim et al., 2009;
Aydin and Pehlivan, 2010; Altun and Apaydin, 2013).

Until 1980, the concept of metaphor was accepted as an art of speech and it has been involved
in literary works. The concept of metaphor has become the center of many field studies with the
Contemporary Theory of Metaphor put forward on this date (Alparslan, 2007). Although it comes from
French as a term, in the Turkish Language Association Dictionary; "Metaphor" means "the word used
in a different meaning rather than its real meaning as a result of a connection or drawing an analogy"
(www.tdk.gov.tr). At this point, it can be said that the transfer of meaning from one object to another,
which is perceptual similarity for metaphors, is not enough to describe a real phenomenon. It can be said
that it would be more appropriate to understand and experience the object to be explained from other
points (Semerci, 2007). In its shortest definition, metaphor is describing a term with another term
(Marshall, 2010).

On the other hand, being an individual who thinks metaphorically means being a constructivist
learner. As a result, it provides a desired connection from the known to the unknown (Taggart & Wilson,
2005). Besides, metaphors can help to create and restructure images in individuals with limited
vocabulary and to make sense of those who are in educational practices (Celikten, 2006). Sometimes
metaphors can also be an important means of communication when the words in the limited vocabulary
are not enough or where the expression needs to be strengthened. Metaphors enable the individual's
mind to change from one form of comprehension to another form of understanding, allowing that
individual to see a certain concept as another phenomenon (Dds, 2010).

Metaphors are about our minds and are often expressed verbally but can also be described in
different ways from time to time. For example; It can be formed by talking, with gesture and facial
expressions, emphasis, intonation, and even in graphical structures (Saban, 2004; Miiller & Cienki,
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2009). Metaphors are one of the basic tools developed by human beings to understand their inner world,
express themselves correctly and communicate (Deant-Reed and Szokolszky, 1993). People also use
metaphors to express the positive and negative expressions they use when communicating with each
other. From this point of view, people often use metaphors to express themselves in their daily lives and
to understand the individuals (Zanotto et al., 2008).

This research can also help to determine how students who study at the faculty of education
develop and interpret the concept of communication throughout their undergraduate education and
understand the concept of communication. Another aim of this research is to determine how senior
students (teacher candidates) who attend a public university conceptualize their thoughts about
communication with the help of metaphors. By identifying the metaphors that teacher candidates
develop about communication, their approach to the concept of communication will be determined. In
this research, the following questions were asked to be answered:

e With which metaphors do the teacher candidates explain the concept of communication?
o Under which categories are the metaphors collected by teacher candidates in terms of their
common characteristics?

Methods

In this study, the phenomenological method, which is one of the qualitative research methods,
was used. Phenomenological method (phenomenology) focuses on the cases that we are aware of but do
not have an in-depth and detailed understanding (Yildirim & Simsek, 2013, p.78). People encounter
many events, problems and / or experiences throughout their lives, and the phenomenological method
is a method used to determine the level of awareness of people about these situations.

Study Group

The study group of the research consists of the primary school teacher candidates studying at a
public university in the spring semester of the 2017-2018 academic years. The study group was formed
by using convenience sampling method and criterion sampling method (Yildirim & Simsek, 2006). It
consists of 59 teacher candidates (19 of male and 40 female). The distribution of the study group by
gender is shown in Table 1.

Table 1. Frequency and percentage distribution of participants by gender

Frequency Percentage

Gender 0 %)
Male 19 32,2
Female 40 67,8
Total 59 100

Data Collection Instrument

Within the study, only the information of the volunteer teacher candidates was consulted. An
open-ended question form was used to determine the metaphorical perceptions of the primary school
teacher candidates at the end of the Effective Communication course. This course aims to inform
students about the communication and communication process, to enable students to use this
information effectively in daily life and professional life. To reveal the metaphorical perceptions of the
primary school teacher candidates participating in the research about the concept of “communication”,
each participant was asked to complete the relevant gaps by giving some expressions like:
“Communication is like ..................cooll. because......ccovvviiiiiiiiiiiinn. ”. The teacher
candidates were given 15 minutes to create metaphors and the metaphors that the they developed with
their handwriting were collected. The answers given by teacher candidates are the main data source of
the study.

Data Analysis

The data obtained in the study were analyzed with content analysis method. The main purpose
of content analysis is to reach the concepts and relationships that can explain the collected data (Y1ldirim
& Simsek, 2013). The basic process in content analysis is to gather data similar to each other within the
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framework of certain concepts and themes and to organize and interpret them in a way that the reader
can understand (Yildirim and Simsek, 2013, p. 259). The developed metaphors were analyzed in four
stages. These stages are (1) coding data, (2) finding themes, (3) editing codes and themes, and (4)
interpreting findings (Yildinim & Simsek, 2013).

63 teacher candidates who took the course "Effective Communication™ were asked to fill the
open-ended form. Metaphors developed by students, but whose rationale has not been written, have not
been evaluated. Only 59 of these were evaluated and 4 forms were excluded. These documents were
excluded from the evaluation because they were not qualified to explain the concept of communication.
Three of the excluded documents were empty, and one expressed the concept of communication only
with an adjective.

At the stage of determining the basic codes, two researchers worked independently at first and
then they met and discussed until the consensus was reached on the codes. After the consensus was
achieved, an expert was interviewed to ensure the reliability of the study, and the researchers and the
expert reached a consensus.

Findings

Themes consisting of the answers given by teacher candidates about the concept of
communication are: "Communication is vital", "Communication is the effort to establish meaning and
relationship and sharing", “Communication has elements" and "Communication has different aspects".
In line with the results, the metaphors of the theme “Communication is vital” are given in Table 2.

Table 2. “The metaphors of the theme “Communication is vital”
Reasons Frequency (f)  Metaphor
-We can’t live without water. 6
- If we don't drink water, our body needs water after a while. 1
- Water is one of the basic needs. 2 Water
- We cannot live without oxygen. 6 Oxygen

3
2

- To continue living, we need food as well as communication Food
- We can neither understand nor speak without the brain. Brain
- -Every organ in our body receives a message from the brain

and does what is desired.

-A match cannot be without ball, life cannot be without 1 Soccer ball
communication.

-Soil is the basis of life just like communication. 1 Soil
Total 22

As seen in Table 2, 22 of the 59 metaphors are under the theme of “Communication is vital”.
Nine water metaphors, six oxygen metaphors, three food metaphors, two brain metaphors, one soccer
ball and one soil metaphor were used in this category. All the metaphors include cases used in positive
meanings. The main point of the 22 metaphors is that the concept of communication is seen as an
indispensable element of life and that life cannot be continued without communication.

The table showing the metaphors and frequency status of the second theme "Communication is
the effort to establish meaning and relationship and sharing™ are given below.
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Tablo 3. The metaphors of the theme "Communication is the effort to establish meaning and relationship
and sharing"

Reasons Frequency(f) Metaphors

- Both are made mutually, 3 Shopping

- Itis an effort to establish mutual meaning, 2

- There are also two people and assistants in shopping. 1

- Both connect mutual situations. 3 Bridge

- Vein also helps organs to connect. 2 Vein

- My cat is the one who understands me best in this life. 1 Cat

-The spring water shares its water with those who come to it. 1 Spring Water

-Elements exchange elements to coexist. 1 Chemical Bond

-When a person looks at nature, he/she feels something and 1 Nature

tries to understand.

- There is also mutual sharing when sending files. 1 Sending document
in Computer

- There is mutual sharing in both cases. 1 Heat Transfer

- We give water to the tree, and in return, it gives us oxygen. 1 Tree

-The safelight also illuminates us to understand and be 1 Safelight

understood.

Total 19

As can be seen in Table 3, 19 of the 59 metaphors are under the theme of “Communication is
the effort to establish meaning and relationship and sharing". Six of the responses include shopping
metaphor, three of them include bridge metaphor, two of them include vein metaphor and each of these
items are belong to one metaphor: cat, spring water, chemical bond, nature, sending document on
computer, heat transfer, tree and safelight. All the metaphors include cases used in positive meanings.
The main point of these 19 metaphors is that the concept of communication should be mutual,
communication is sharing and a process of establishing a relationship and meaning.

The metaphors written about the third theme, “Communication Has Elements” and the table
showing the frequency status are given below.

Table 4. The metaphors of the theme “Communication Has Elements”

Reasons Frequency(f) Metaphor
-There are many colors in the rainbow. Communication also has 1 Rainbow
many elements.

-The family also has elements such as mother, father and child. 1 Family
-The person who sends the gift is shipper, the person who 1 A gift is sent by
receives it is addressee, the cargo is the distributor (connector), cargo
being happy is feedback.

-There are electricity, water and natural gas pipes in the 1 City
infrastructure. In communication, these pipes are receiver, infrastructure
sender and message.

-The sender is the airport, the receiver is the airport to be visited, 1 Plane

the source is the plane, the message is the passenger, the
feedback is the return route.

-Different elements on the traffic signs express different 1 Traffic Signs
meanings.

-Class also has many elements. 1 Class
Total 7

As seen in Table 4, 7 of the 59 metaphors evaluated are under the theme of " Communication
Has Elements ". In the responses of the theme, rainbow, family, gift sent by cargo, city infrastructure,
plane, traffic signs and class metaphors were used. The main point of the 7 metaphors is the view that
the prominent point in the concept of communication has sub-elements of communication.
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The metaphors of the last theme, "Communication has different aspects” and the frequency
status is given in Table 5.

Table 5. The metaphors of the theme "Communication has different aspects"

Reasons Frequency (f) Metaphor

--It’s like human talk. 2 Sounds of birds

-You can interact with people in every way (audio, written, 2 Social networks

visual) thanks to social networks.

-It interacts with all aspects, both verbal and non-verbal. 1 Google

-If you push too hard, the balance is broken as in 1 Mechanical

communication. pencil

-You'll be happy if you succeed both. 1 Oscar awarded
director

-1t is infinite like the sky. 1 Sky

--The tree grows stronger as it takes root in the ground. 1 Tree

-The more properly a child grows, the healthier it will be. 1

Communication is the same, the better communication is Child

established, the healthier it progresses.

-There is an obligation to be a part of the nation and to 1 Nation

socialize.

Total 11 Total

As seen in Table 5, 11 of the 59 metaphors are under the theme of "Communication has different
aspects ". In the responses of the theme, there were two bird sounds and two social network metaphors.
There were also metaphors like Google, mechanical pencil, Oscar awarded director, sky, tree, child and
nation metaphor. Each of them represents one metaphor. All the metaphors include cases used in positive
meanings. Although 11 metaphors do not have a single main point, they expressed opinions on different
aspects of the concept of communication.

Discussion, Conclusion and Suggestions

The main purpose of this research is to reveal the perceptions of the students of Education
Faculty, who are about to begin their teaching profession, about the concept of communication through
metaphors. In this study, which aims to determine teacher candidates’ perspectives on the concept of
communication, it was determined that 59 metaphors were created.

Based on the metaphors created by the teacher candidates regarding the concept of
communication, 4 themes were created. These themes are “Communication is vital”, “Communication
is the effort to establish meaning and relationship and sharing”, “Communication has elements” and
“Communication has different aspects”. The most important metaphors that emerged in the study;

"Water (9)", "Oxygen (6)", "Shopping (6)", "Food (3)" and "Bridge (3)".

It has been observed that the metaphor studies on the phenomenon of communication in the
national literature are quite limited. However, in the study of Yilmaztekin (2015), English teacher
candidates used the word “Communication” in 15 different meanings. The main finding that emerged
in this different finding meaning study is that effective communication is vital and it is primarily
important for teachers.

As a result of our study with similar results, teacher candidates expressed vital and primarily
important elements in their metaphors instead of communication. Another similar study in the literature
was carried out by Aydemir and Tekin (2018). According to the results of the analysis of the metaphor
study applied to the subjects, the communication phenomenon to be created between the teacher-student-
parent is vital and this trio needs to work and communicate like a team.

In another metaphor study conducted by Akgiil (2017) on individuals of different age groups of
society, individuals over the age of 65 compared the phenomenon of communication mostly to “water”
and “oxygen”.
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As aresult, in this research, it was seen that the primary school teacher candidates explained the
concept of communication not only with positive metaphors but also associated the concept of
communication with the things that were non-living but vital for human beings. According to this result,
it can be said that teacher candidates give importance to the concept of communication and see this
concept as vital. Because, according to the responses of the participants, the concept of communication
is mostly compared to water, oxygen and shopping.

In the context of these results obtained from the research, the following suggestions can be
made:

e Metaphors of the concept of communication can be determined by different student groups or
individuals, and more contributions can be made to the literature.

e Metaphors of the concept of “communication”, which is of high importance for teachers, can be
determined with the teachers currently working.

e Studies can be carried out for the ministry, national education directorates and school
administrators to pay more attention to the concept of “communication”, which is of high
importance for teachers.

e Metaphor studies can be conducted for teacher candidates or teachers who are currently
working, including effective speech, body language, etc., which are the sub-branches of
communication.
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Introduction

With the scientific and technological developments, early childhood education is now more
than a combination of family and preschools as it incorporates alternative sources, such as toy
companies, digital games and social media channels that play an important part in both children’s and
parents’ lives. Providing children with high-quality education in a properly designed, structured and
organized environment is of critical importance for an optimum start (Giiles and Erisen, 2013). A
well-designed building with a garden, a context and teacher providing children with rich experiences,
school-family partnership and a peaceful, sanitary and safe environment are the essentials for high-
quality education (Burchinal et al., 2015; Early, et al. 2007; Lin and Magnuson, 2018; Mashburn et al.,
2008; NAEYC, 2018).

Before moving on to the definition of school safety, it would be better to touch on safety as a
concept. Safety is defined as the state of living in a safe from danger and fear and being able to sustain
legal order in a society (Mwom et al., 2018; Turkish Language Institution, 2018). “Safety” is a broad
term as the issues it covers range from the protection of individuals, groups, state or country to the
prevention of accidents. Personal safety is the protection of an individual from any attacks, threats and
potential accidents (Pektas, 2003 as cited in Kaypak, 2012). Being and feeling safe is a basic need of
human beings, which ranks second in Maslow’s hierarchy following the physiological needs. As
people want to feel safe, order, discipline and safety is necessary for society (Kaypak, 2012).
Therefore, the schools should meet the physical (the quality of the materials, accidents and dangers,
the design of the physical areas), sanitary (nutrition, hygiene and toxic elements) and psychological
(social and emotional relationships and interactions, and emotional support) criteria to be safe as they
are the places where parents leave their children during most of the day (Guo et al., 2010; Mwoma et
al., 2018; NAEYC, 2018).

A safe school is a place where children express themselves freely, get help from teachers and
other staff while learning something and feel themselves safe from dangers and fears. So, a safe school
should be a place where everyone, from teachers and students to parents and other staff have physical,
psychological, sanitary and emotional freedom (Donmez and Giiven, 2003; Early et al. 2007; Mwoma
etal., 2018).

According to the regulations for preschool and primary education in Turkey (Official Journal,
2014), making sure that students are safe in the school is the primary responsibility of principals and
vice-principals. The regulation asserts that classrooms, dining halls, kitchens and bathrooms should
conform to the rules for hygiene, organization, air-conditioning, lighting and heating. In addition,
proper tableware, potable water, first aid kit must be provided and precautions for fire must be taken.
All the necessary training, orientation and guidance should be provided to make schools safe places.
Communication systems and cameras should also be used where necessary to protect students and
staff from physical and psychological violence (Official Journal, 2014).

Physical safety is about the location, the indoor and outdoor features, architecture of the
building, classroom organization and the materials used. Physical environment or school might have
positive or negative impacts on an individual’s health, emotions and performances. So, the layout, the
number of students, color match, heating and lighting, hygiene, security, quietness and aesthetic
concerns should be taken into account in schools (Vural, 2004; Celik and K&k, 2007; Ozkubat, 2013)
as physical arrangements in educational environments may result in accidents. Mistakes in designs and
misuse of outdoor play and indoor learning areas may seriously harm students (Mugo, 2009; Mwoma
et al., 2018). Therefore, some standards have been set to ensure quality in physical conditions of
schools (OECD, 2018).

Preschool education standards in Turkey concerning educational management, teaching-
learning processes, support services (security, hygiene, nutrition and healthcare) and tacid standards
have been established by the Ministry of Education and Unicef (Ministry of Education, 2015). The
physical safety involves the physical features of the school building, school surroundings, precautions
for emergency cases, school buses and dormitories. Standards for handrails, the height of stairs, child-
safe socket outlets, indoor directions and lighting, the surrounding buildings and their ideal distance to
the school building have also been set. Security in school entrances, traffic management around
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schools and the maintenance of school garden and equipment is also regulated (Ministry of Education,
2018).

For sanitary safety, schools should be hygienic and equipped with the necessary materials and
a place for emergencies where a health professional works. School health services are services to
improve the health, psychological and social well-being of school aged children, which includes the
evaluation and promotion of both students’ and school staff’s health to raise awareness in society
(Ozcebe, 2009). So, the lighting, heating and ventilation of play areas, the nutritive quality and
hygiene of the food and drinks, the purity of water, the hygiene in dining halls, bathrooms,
dormitories, dressing rooms and the use of non-toxic materials are the main concerns of sanitary safety
in schools (California Childcare Health Program, 2018; Midcentral Public Health Service, 2014).

The school health services in Turkey includes the nutrition services, detection, correction and
prevention of diseases, treatment of injuries that require first aid and medical counselling. Therefore,
the tracking of children’s growth and development, nutrition, oral and dental health can be made and
their problem behaviours, learning difficulties, social problems, morbid habits, contagious and chronic
diseases can be detected and prevented. For this purpose, the standards have been set to train school
staff in nutrition, hygiene and sanitation, to determine the frequency of cleaning in bathrooms, to
control meal plans and share them with families requiring hygiene certificates for the places where
those meals are prepared (Ministry of Education, 2018; Ministry of Education, 2015).

Psychologically safe classrooms, on the other hand, are the places where students feel free to
express their individuality (thoughts, opinions, beliefs, experiences and creativity) and to take risks
(Barrett, 2010). Feeling psychologically safe helps people stay away from violence in interpersonal
communications, trust others, have a sense of belonging and meet their communication needs, thus
contributing to their psychological well-being (Baeva and Bordovskaia, 2015). Psychologically safe
environments promote active engagement while the positive environment helps individuals optimize
the circumstances during the day (Wanless, 2016).

Children should be provided with guidance and counselling, psychosocial support to prevent
violence and abuse (Ministry of Education, 2015). In order to prevent psychological violence,
aggressiveness and bullying, it is necessary to identify the risk factors and take precautions (Ministry
of Education,, 2018). The psycho-social qualities of schools are an indicator of their democratic and
organizational climate. In this sense, it is of utmost importance to create an environment or context in
which adults respect children and diversity and children have the right to decide, play, express
themselves and which promotes positive child-child and child-adult interactions, self-management
skills and the strengths of disadvantaged children (MEB, 2015).

Safety, one of the basic needs of human beings, plays an important role in children’s
development and protection of psychological well-being (Baeva and Bordovskaia, 2015). Being in a
psychologically insecure environment will inhibit children from engaging in activities that will
promote their development (Wanless, 2016). Similarly, a safe learning environment can be created by
adults with a positive classroom climate (Saltmars et al., 2009). Safe environments are required to
carry out educational activities as it is impossible for both teachers and students to teach and learn
efficiently without feeling secure at school (Calik et al., 2011; Mwoma et al., 2018). Unsafe schools
not only cause children feel scared and anxious but also hinder learning process (Hernandez and Seem,
2004) and influence children’s behavior and quality of education with their indoor and outdoor designs
(Ozkubat, 2013). If students are worried about their safety, it will be hard for them to focus on the
learning targets as violence has a negative effect on the learning environment. Thus, a secure school
environment is a prerequisite of students’ learning (Calik et al., 2011).

There are many projects around the world to make schools safe places. In some countries,
there are supervisors who inspect schools’ safety and detect the deficiencies while researchers try to
elaborate on “safe schools ” (Astor et al., 2004; Fein et al., 2002; Hernandez and Seem, 2004;
Morrison, 2007; UNICEF, 2009; Vossekuil et al., 2002). In Turkey, Safe School Project has been
implented by the Ministry of Education in cooperation with the Ministry of Family and Social
Policies, police departments, Ministry of Healthcare and Ministry of Justice which aims to protect
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students from violence, aggression, alcohol, drugs and abuse and take the necessary precautions for
traffic accidents, fire, flood and earthquake (Safe School Project, 2017).

Although there are many studies and projects focusing on safe schools, the number of studies
investigating the physical, psychological and sanitary characteristics of schools with respect to safety
seems quite inadequate. The aim of the current study is to investigate the physical, psychological and
sanitary characteristics of preschools. This study will therefore the following research questions:

1. Do the participating preschools have physical safety?
2. Do the participating preschools have sanitary safety?
3. Do the participating preschools have psychological safety?

Method

The research questions and problems were developed, the units of analysis were arranged, the
participants were recruited, the data was collected, analyzed and interpreted in line with its
quantitative design (Glesne, 2015; Yildirim and Simsek, 2013).

Participants

30 private and state preschools in Kartal, Tuzla, Pendik, Kadikdy, Atasehir, Uskiidar, Esenler,
Kiiciikcekmece, Zeytinburnu, Sisli, Maltepe and Fatih Districts in Istanbul made up the sample of the
study and the data was collected in 2015 and 2016. A total of 12 districts in Istanbul (40 districts), 6
districts in Europe and 6 districts in Asia, were selected based on convenience sampling method. The
lists of the schools (state/private preschools and state/private kindergartens) in the selected districts
were obtained from District Directorates of National Education and the participating schools were
selected randomly. The 30 schools that volunteered to participate made up the sample of the study
(Table 1). Table 1 shows that %66,66 of the participating schools were state kindergartens while
%23,33 were state preschools. Only %10 of the schools were private kindergartens.

Table 1. Types of the participating schools

Types of Schools f %
State Kindergartens 20 66.66
State Preschools 7 23.33
Private Kindergartens 3 10
Total 30 100

Instrumentation

“The Safety Checklist for Preschool Environment”, which was developed by the researchers,
was used. The checklist, which has 36 items rated on a 3-point Likert Scale, is divided into Physical
(17 items), Psychological (11 items) and Sanitary Safety (8 items). The items were created based on
the related literature and the legislations (Official Journal, 2014; Official Journal, 2015; Official
Journal, 2017; ME, 2015; ME, 2018). The checklist was filled out based on the school and classroom
observations as well as the interviews with the teachers, principals and other staff as “Completely
Available, Partially Available or Not Available”. Expert opinion was received for the content validity
and the final version of the checklist was administered to the sample.

Procedure

Two researchers holding Ph.D. degrees in early childhood education observed the schools at
the same time. The observation at a time lasted about three hours (about two hours in classrooms and
an hour in other parts of the schools). Researchers observed the schools once a week for three weeks.
During the last week, school administration and teachers were interviewed, which took about 15
minutes for each person. They rated the item 15 in physical characteristics and items 1, 4 and 7 in
sanitary characteristics.

The data collected from the school observations and interviews with the school administration
and teachers were discussed, compared and evaluated by the researchers. The level of reliability
between the raters was calculated by the “percentage of agreement” equation described by Miles and
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Huberman (1994). Percent Fit Formula [P = (Na / Na + Nd) x 100] (P: Percent Fit, Na: Fit Amount,
Nd: Amendment Amount). The interrater consistency was 85% for their evaluations of five schools.
When the percentage of consistency in the reliability calculation among the raters is 70%, the
reliability percentage is accepted to be reached (Yildirim & Simsek, 2006). In this case 85% can be
expressed as a high value. The other 25 school evaluations were made based on the common ground
that the researchers shared with respect to the school observations and interviews with the school
administration and teachers.

Data Analysis

Frequency distributions and percentages for the participating schools with mean and total
scores were tabulated. The evaluations indicated the mean score for only the study sample and they do
not have a true zero point. The findings were interpreted with respect to the related regulations and
legislations.

Findings

The data was analysed with frequency distributions and percentages for physical, sanitary and
psychological safety levels, which are presented in tables for each. The findings for the physical safety
characteristics are presented in Table 2.
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Table 2. Distribution of the participating school by physical characteristics

Physical Characteristics Completely Partially Not available  Total
Available Auvailable
f % f % f % f %
1. All closets, doors, windows, tables, 6 20 9 30 15 50 30 100
desks, etc. have corner protectors.
2. All the power outlets in the 8 266 6 20 16 533 30 100
classroom have protection caps on
them.
3. All the door hinges in the classroom 3 10 6 20 21 70 30 100
have finger guards.
4. The stairs have stair rail nets for 22 73,3 6 20 2 6,6 30 100
children’s safety.
5. The bathrooms, washbasins and 24 80 5 16 1 3,3 30 100
sinks are fixed and child-sized.
6. All the furniture, closets, cabinets, 5 16,6 23 76,6 2 6,6 30 100

cabinet doors, shelves, boards and
other stuff in the classrooms are
fixed to the walls.

7. The classrooms, halls, bathrooms, 25 833 5 166 O 0 30 100
etc. have enough lighting.

8. The schools does not have central 24 80 6 20,0 0 0 30 100
heating problems.

9. The classrooms have appropriate 19 63,3 11 36,6 0 0 30 100
and enough ventilation.

10. The flooring does not pose a risk 16 53,3 11 36,6 3 10 30 100

for children’s safety (constructed
with solid and non-toxic materials).

11. The classrooms are arranged for 5 166 8 266 17 56,6 30 100
children  with  special  needs
(Wheelchair ramps, tactile paving for
visually impaired children, etc.)

12. The stairs allow children climb up 17 56,6 10 33,3 3 10,0 30 100
comfortably in line with their
developmental level.

13. There are no open pits, slopes, and 19 63,3 9 30,0 2 6,6 30 100
weights that can fall over children in
the school garden.

14. The school has a visible and 13 43,3 2 6,6 15 50,0 30 100
updated emergency plan on the

walls.

15. The children are informed of the 10 33,3 13 43,3 7 23,3 30 100

emergency plan and they do
emergency drills.

16. The precautions for traffic have 22 733 6 200 2 6,6 30 100
been taken (traffic lights, children
and pedestrian crossings, etc.)

17. There are no constructs around the
school that put children at risk
(uncontrolled  constructions, road
constructions without safety
measures, entertainment venues with
loud music, etc.)

Total 251 49,2 152 29,8 107 20,9 510 100

13 43,3 16 53,3 1 3,3 30 100

Table 2 shows that %49,2 of the participating schools had all the physical characteristics for
physical safety while %29,8 and %20,9 of the schools had some and none of them, respectively. Most
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of the schools were found to have no problems with heating and lighting (f=25, f=24) while most of
them have problems with door hinges, areas with special arrangements like ramps and power sockets
(f=21, f=17, f=16) that are for the protection of children.

Table 3. Distribution of the participating school by sanitary characteristics

Sanitary Characteristics Completely Partially Not Total
Available Available available
f % f % f % f %
1. The staff have received first aid and 4 13,3 9 30,0 17 56,7 30 100

emergency action training.

2. There is an infirmary that can give first 10 333 8 26,7 12 40,0 30 100
aid treatment in case of accidents and
injuries.

3. The schools cares about sanitation and 23 76,7 7 233 0 00,0 30 100
hygiene in classrooms, bathrooms,
dining hall, kitchen, etc.

4. Children know how to protect 16 53,3 13 43,3 1 3,3 30 100
themselves from diseases.

5. Children know the basic hygiene rules 16 533 14 46,7 O 00,0 30 100
like how to wash hands or sneeze
properly using napkins.

6. Precautions for food safety are taken in 16 533 9 300 5 16,7 30 100
kitchens (the food and drinks served are
not expired, harmful and they are stored
properly).

7. Food samples are taken and stored for 16 53,3 7 23,3 7 23,3 30 100
surveillance every day.

8. The classrooms are arranged according 8 26,7 12 40,0 10 33,3 30 100
to children with special needs.
Total 109 454 79 32,9 52 216 240 100

Table 3 shows that %45,4 of the participating schools had all the characteristics for sanitary
safety while %32,9 and %21,6 of the schools had some and none of them, respectively. Most of the
schools were found to have no problems with sanitation and hygiene (f=16) while most of them did
not have an infirmary (f=12) and staff with first aid training (f=17).
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Table 4. Distribution of the participating school by psychological characteristics

Psychological Characteristics Completely Partially Not available  Total
Available Available
f % f % f % f %
1. Children do not harm of smash 13 43,4 16 53,3 1 3,3 30 100
classroom properties and furniture.
2. Children do not use slang and 12 40,0 15 50 3 10,0 30 100
offensive language.
3. Children do not make fun of others 10 333 18 60 2 6,7 30 100
or call them names.
4. Children engage in collaborative 11 36,7 18 60 1 3,3 30 100
work.
5. There are no symbols/visuals that 21 70 9 30 0 0 30 100

can impair their sense of self or
self-confidence.
6. Children are not criticized for their 30 100 0 0 0 0 30 100
personalities in the school
environment.

7. Children try to express their 17 56,7 12 40 1 3,3 30 100
feelings in a positive manner.

8. Children try to resolve conflictsby 14 46,7 15 50 1 3,3 30 100
talking instead of resorting to
violence.

9. Children respect others’ ideas and 10 33,3 19 63,3 1 3,3 30 100
rights.

10. Teachers respect children’s ideas. 14 46,7 16 53,3 0 0 30 100

11. Children are aware of their peers 22 733 8 26,7 O 0 30 100

with special needs and they have
positive attitudes towards them.
Total 174 52,7 146 442 10 3,0 330 100

Table 4 shows that %52,7 of the participating schools had all the characteristics for
psychological safety while %44,2 and %3 of the schools had some and none of them, respectively.
The most frequently observed characteristic for psychological safety is “There are no symbols/visuals
that can impair their sense of self or self-confidence.” (f=30) as none of the schools did not let such a
thing happen. Most of the schools were found to bear no symbols/visuals that can impair their sense of
self or self-confidence (f=21) while most of the students were aware of their peers with special needs
and they had positive attitudes towards them (f=22). On the other hand, children were observed to use
slang and offensive language and made fun of others or called them names in most of the schools (f=3,
f=2).

Discussion, Results and Suggestions

The results of the current study which aimed to investigate the characteristics of the schools
with respect to physical, psychological and sanitary safety showed that the participating schools had
moderate safety. The participating schools had 50% of the physical characteristics that are necessary
for safety. The arrangements that aim to protect children (protection caps on power outlets, finger
guards on door hinges, etc.) and the ones for children with special needs and for emergencies were
lacking in most of the schools. The other studies indicate that schools that are physically safe have
direct effects on the quality of education (Hannah, 2013; Fullerton and Guardino, 2010; Celik and
Kok, 2007; Uludag and Odaci, 2002). So, the results of the previous and current research underline
the fact that the physical characteristics of the schools should be revised and that the schools which do
not meet these requirements should not be started or allowed to serve with respect to the current
legislations (ME, 2015).

The results indicated that the participating schools had 45% of the sanitary characteristics that
are required for safety. However, most of them lacked an infirmary and a health professional to do an
intervention in addition to the arrangements for children with special needs. According to the
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regulations, private nursery schools, day care centers and children’s clubs may hire a nurse, a doctor
and a nutritionist if they wish (Official Journal, 2015). Research shows that the presence of a nurse in
a school is crucial to the treatment of emergencies to prevent losses as well as to keep health records of
the children for early detection or prevention (Council of School Health, 2008; Baysal et al., 2005;
Morrongiello and Kiriakou, 2004).

Another finding of the study suggested that the participating schools had 53% of the
psychological characteristics. In some schools which were identified to have lower levels of
psychological safety, children were observed to use slang and resort to violence to express their
feelings and thoughts. Research emphasizes that although the characteristics of schools related to
psychological safety are not the only factor in children’s tendency towards slang and violence, they
still play an important role when they coexist with other factors (Johnson, 2009; Meyer-Adams and
Conner, 2008; Orpinas and Horne, 2006; Peterson and Skiba, 2001; Strem et al., 2013). The violence
in schools has been associated with poor relations between school staff and students, overcrowded
schools, too strict rules, iron discipline, limited choice of programs, unfair practices and restriction of
children’s freedom (Miller, 1994 as cited in Yavuzer, 2011). In addition, there has been a relationship
between schools’ psychological characteristics and students’ academic success (Johnson, 2009;
Meyer-Adams and Conner, 2008; Orpinas and Horne, 2006; Peterson and Skiba, 2001; Strem et al.,
2013). The use of slang, bullying and violence beginning from the early years has been a common
problem in schools. The studies indicating a close relationship between psychological insecurity that
can effect children’s personality, sense of self and social development and the factors that can
influence academic success suggest that “well-being” should be a primary component of learning.

In sum, the participating schools in the current study were found to meet about half of the
requirements and standards for physical, psychological and sanitary safety, which means that they
were lacking “a safe learning environment” in all three sub dimensions. No matter how old children
are, a safe environment will have a huge impact on their development and learning (Clapper, 2010;
Gayle et al., 2013; Goksoy et al., 2013; Olley et al., 2010; Ozdinger-Arslan, and Savaser, 2009;
Shakeel and DeAngelis, 2018; Stanley et al., 2004). Therefore, the safety in preschools should be
evaluated based on the standards and requirements of the Ministry of Education, their needs should be
identified and met to support children’s development and learning. For this purpose, teachers may be
provided with training programs to prevent bullying and reduce use of slang among children to
improve psychological safety.

The Ministry of Education might cooperate with healthcare and social services, police
department, universities, unions and nongovernmental organizations in order to provide children with
safe learning environments. The reasons why the decisions of the policymakers are not put into
practice in schools should be investigated. Principals and teacher may be provided with periodical
training in contemporary approaches and measures. A “Safe School Model” that can help practice the
management processes might be developed and adopted. Further qualitative and quantitative research
should be conducted to improve school safety. In order to keep up with the changing times and to
improve physical, psychological and sanitary conditions, preschools should be updated and they can
cooperate with persons, institutions and organizations. This should be a stakeholder democracy where
children, teachers, principals, families, other staff, architects, psychologists, healthcare professionals,
etc. state their opinions.
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Abstract
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Assessment and evaluation activities are very important since they ensure the
diagnosis of the interests, attitudes, ability, knowledge and skills of students, and
education and training is planned accordingly. Assessment and evaluation is one
of the building blocks of education. In line with the changing interests and needs
and developing science and technology, innovation became a requirement in
assessment and evaluation as in all areas of education. Since traditional methods
are only the results of a result-oriented assessment and evaluation approach, they
were determined to be inadequate in evaluating the education process, and
therefore, alternative assessment and evaluation methods were adopted and
applied. In this study, it was aimed to determine how frequently Turkish Course
teachers used the assessment and evaluation tools in the 2019 Turkish Course
Curriculum prepared in accordance with the constructivist approach. In this study,
the survey model, which is among the quantitative research models, was used, and
additionally, the opinions of Turkish teachers were taken with a survey in order to
determine the frequency they use the evaluation tools and materials. According to
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Introduction

It is through the mother tongue that individuals become capable to communicate with others, to
express their feelings and thoughts, and to meet their needs. Individuals acquire their native language
without a system until they reach the school age. After the school age, systematic, planned, and
programmed mother tongue activities start. The main aim of mother tongue education in schools is to
improve the comprehension power of students, to gain the ability to explain, to create listening and
reading habits, to teach basic grammar rules, to gain language awareness and love of language (Kavcar,
Oguzkan and Sever, 2003). Turkish language education is also done with a systematic program based
on understanding and narrative skills. Reading and listening skills comprise the comprehension skill,
while speaking and writing constitute the skills of narrative. The necessary curriculums are prepared
and implemented for the students to acquire these skills. In this regard, assessment and evaluation
applications are carried out in order to determine to what extent the knowledge and skills aimed in the
program are acquired.

The 2019 Turkish Course Curriculum emphasizes that assessment and evaluation activities
should be continuous and process-oriented. The before-process assessment applied prior to the teaching
process provides an information about the level of the student at the start of the process and supports
determining the necessary objectives accordingly, while the during-process assessment provides
feedbacks to the student and to the teacher, and post-process assessment ensures determining to what
extent the objectives are achieved and deciding which changes should be made (Milli Egitim Bakanlig1
[MEB], 2019).

Each skill must be considered and evaluated separately in teaching Turkish, which is a skill
course. This requires embracing contemporary, alternative and diagnostic measurement instruments,
rather than traditional assessment and evaluation approaches. In the result-oriented approaches, the
assessment of student achievement is generally considered separate from the teaching process with a
higher emphasis on the product, and in this regard, multiple-choice and short-answer tests and written
and oral examinations are prioritized (MEB, 2018). Therefore, new approaches have been developed
that measure the process in addition to the result-oriented assessment methods that measure only the
product.

Within the scope of the education process, the evaluation efforts are discussed under three
headings according to the intended use of the measurement results. These are the diagnostic evaluation
intending to recognize the student, formative evaluation that is conducted during the process in order to
reveal the defections in the education process, and to detect the learning deficiencies, and summative
evaluation conducted at the end of the process in order to make decisions about the student (Kilmen,
2017).

In order to measure high level skills such as problem solving, critical thinking, evaluation,
prediction, induction, deduction, and creative thinking, Kutlu, Dogan and Karakaya (2014) suggest
performance-oriented assessment, student portfolio and assessment studies under the heading of new
evaluation methods. Alici (2011) names the evaluation of the efforts and activities that students perform
through active learning during the process and the products at the end of the process as the performance
evaluation. Additionally, it was also reported that performance evaluation is named differently such as
alternative evaluation, supplementary evaluation, and authentic evaluation in various foreign or
domestic sources, stressing that the assessment methods such as multiple choice tests, short answer tests,
and long answer exams are classified as traditional assessment tools.

While the written examinations with usually only one correct answer, short-answer questions,
true-false questions, multiple-choice tests, and matching questions are classified under traditional
assessment techniques, the tools such as grade scoring keys, diagnostic tree, structured grid, word
association test, and student portfolio are classified under the supplementary assessment and evaluation
methods (Bahar, Nartgiin Durmus and Bigak, 2015).

In 2006 Turkish Course Curriculum, a wide coverage was given to assessment and evaluation
tools. In the curriculum prepared in 2017, it was stated that assessment and evaluation efforts will be
conducted in three ways: diagnosis-oriented, monitoring-oriented and outcome-oriented. The
assessment tools specified in the curriculum are short-answer items, multiple-choice items, matching
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items, true-false items, open-ended questions, attitude scales, student portfolios, performance tasks, and
project assignments. As per the evaluation tools, they are interview, self-evaluation form,
listening/watching skills observation form, speaking-skill evaluation form, reading-skill observation
form, written narrative evaluation form, reading-skill checklist, student self-evaluation form on the
product file, performance and project evaluation forms (MEB, 2017). These assessment and evaluation
tools, which focus on the educational process and which considers evaluation of the students through
following their development as a part of learning, differ from the result-oriented (Summative) assessment
tools in many aspects.

Goger (2014) reports that process evaluation is effective in the development of cognitive,
affective and psycho-motor skills of the students, and also in determining their ability to use all these
skills complementary to each other. Additionally, it is also reported that product-oriented evaluation is
inadequate since the development of language and intelligent skills of the students are evaluated together
in language teaching.

Traditional assessment and evaluation activities are the outcomes of an understanding where
assessments are made on the student answers during the exam, with an inadequacy in measuring the
high-level skills, and mostly based on rote learning. This kind of an assessment approach is partially
inadequate in measuring and evaluating high-level cognitive skills since the teacher is in an active role
and the student is passive. Furthermore, with the traditional assessment tools, the skills and development
potentials of the students in the system cannot be evaluated and recognized together (Sefer, 2006; Baki
and Birgin, 2004).

In this respect, the starting point of this study was, on the one hand, an overview of the
assessment and evaluation approaches in the curriculum prepared in the light of constructivist
educational philosophy, and on the other hand, a determination of the levels of Turkish teachers, who
are the practitioners of the program, in using performance-based (supplementary) assessment and
evaluation tools in measuring the performances of students in the process. It is thought that determining
the levels of the teachers will fill an important gap in the field in order to plan further activities and take
necessary measures in education and training. Therefore, the study sought answers to the following
guestions:

e What are the assessment and evaluation approaches in the Turkish Course Curriculum?
How often do Turkish teachers use the traditional and supplementary tools specified in the
curriculum to measure students' performance in the process?

Method

The study was conducted using quantitative research methods, and the views of Turkish course
teachers were taken through a survey to determine their awareness levels and the extent they use the
assessment and evaluation tools. “Studies aimed at collecting data to determine specific characteristics
of a group are called as survey studies.” (Biiyiikoztiirk, Kilig Cakmak, Akgiin, Karadeniz and Demirel,
2016: 15). In this study, the survey model was used to determine the extent that Turkish course teachers
use the assessment and evaluation tools by taking teacher opinions.

Population and Sample

The accessible population of the study was comprised of Turkish teachers working in Malatya
province, and the sample, which was determined through simple random sampling method, consists of
voluntary Turkish teachers, who could be reached by the researcher and who were working in secondary
schools in Yesilyurt District of Malatya province. A total of 120 teachers participated in the research.
53 of the participants were men and 67 were women. 80 of the sample are graduates of Department of
Turkish Language Teaching, Faculty of Education. The rest of the teachers are either the graduates of
the Faculty of Arts and Sciences or graduates of a different branch in the Faculty of Education. Among
the teachers,104 completed bachelors’ degrees and 13 completed postgraduate degrees. 3 participant
teachers did not provide information about their educational level.
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Data Collection Tool

In this study, in order to determine the extent that Turkish teachers use the assessment tools, a
survey form was prepared in which the traditional and performance-based (supplementary)
measurement tools that were included in the Turkish Course Curriculums of 2017, 2018 and 2019 were
listed and which included statements questioning the frequency of using these tools. The content of the
form concerning the assessment and evaluation tools in the programs were asked to two field experts in
assessment and evaluation field and Turkish language education field through e-mail, and the form was
given its final form based on their opinions.

Data Analysis

The form, which was prepared to determine the frequency of teachers in using the
supplementary assessment-evaluation tools and traditional assessment-evaluation tools for detecting the
performances of students in the process, was implemented on the sample and the outcomes were reported
through simple statistical methods such as frequency and percentage.

Findings

Examining the “assessment and evaluation” parts of the MNE 2019 Turkish Course
Curriculum, MNE 2018 Turkish Course Curriculum, and MNE 2017 Turkish Course Curriculum, it was
determined that the assessment-evaluation practices identified in the program were classified as
diagnostic evaluation, formative evaluation, and summative evaluation. As per the assessment and
evaluation tools, they are rather supplementary tools for determining student performance than
traditional ones. Furthermore, it was determined that certain tools were recommended such as attitude
scale, student portfolios, authentic task, project assignments, interview, self-assessment, peer
assessment, readiness testing, observation, grade scoring key, structured grid, diagnostic tree, word
association test, group evaluation, checklist, and concept map.

Table 1. The levels of Turkish course teachers in using assessment-evaluation tools

Assessment
Tools =

-c% = = § =

T8 = £ 2 5 5 5
Short-answer F 3 9 38 42 25 118
Items % 2,5 7,5 31,6 35 20,8 100
Multiple- F 1 3 17 59 39 119
Choice Items % 0,83 2,5 14,1 49,1 32,5 100
Matching F 1 6 35 50 25 117
Items % 0,83 5 29,2 41,6 20,8 100
True-False F 2 5 34 57 20 118
Items % 1,6 4,1 28,3 47,5 16,6 100
Open Ended F 0 11 23 49 36 119
Questions % 0 8,3 19,1 40,8 30 100
Attitude F 19 38 37 20 5 119
Scales % 15,8 31,6 30,8 16,6 4,1 100
Student F 18 26 44 23 8 119
Portfolios % 15 21,6 36,6 19,1 6,6 100
Authentic F 27 35 40 10 2 114
Tasks % 22,5 29,1 33,3 8,3 1,6 100
Projects F 11 8 36 30 33 118

% 9,1 6,6 30 25 21,7 100
Interview F 22 34 40 15 8 119
Forms % 18,3 28,3 33,3 12,5 6,6 100
Self- F 14 30 47 16 12 119
Assessment % 11,6 25 39,1 13,3 10 100
Form
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Peer- F 22 38 40 13 6 119
Assessment % 18,3 31,6 33,3 10,8 5 100
Form
Readiness F 11 20 43 30 14 118
Tests % 9,1 16,6 35,8 25 11,6 100
Observation F 21 19 51 19 8 118
Forms % 17,5 15,8 42,5 15,8 6,6 100
Grade F 15 18 33 30 21 117
Scoring Key % 12,5 15 27,5 25 17,5 100
Structured F 33 37 26 13 4 113
Grid % 27,5 30,8 21,6 10,8 3,3 100
Diagnostic F 33 32 35 9 6 115
Tree % 27,5 26,6 29,1 7,5 5 100
Word F 17 17 37 37 9 117
Association % 14,1 14,1 30,8 30,8 7,5 100
Test
Group F 28 21 38 22 8 117
Evaluation % 23,3 17,5 31,6 18,3 6,6 100
Form
Checklists F 19 21 32 29 17 118
% 15,8 17, 26,6 24,1 14,1 100
Concept Maps F 15 14 33 33 24 119
% 12,2 11,6 27,5 27,5 20 100

Based on the data in Table 1, it was determined that teachers responded that the most frequently
used assessment-evaluation tools were multiple-choice items. Among the participant teachers, 49%
reported that they often used multiple-choice items as an assessment tool, and 32,5% always. While 3
teachers reported that they rarely used multiple-choice items, only 1 teacher reported that he/she never
used it.

Among the participant teachers, 30% stated that they always used open-ended questions. 78%
of the teachers often and always use the open-ended questions. There is no teacher who doesn’t use the
open-ended question type.

When Table 1 is examined, it is observed that teachers never give up using the true-false items.
According to this result, 47,7 % of the Turkish course teachers often, and 16,6 % of them always use
true-false items. 2 teachers stated that they never used them.

Among the respondent teachers, 35 % often and 20,8% always use the short-answer items.
Similarly, 41,6 % of the teachers often, and 20,8 % always used the matching items, which is among the
traditional assessment tools.

31,6% of the participant Turkish teachers stated that they rarely used the attitude scales, which
are among the diagnostic evaluation tools, while 30,8% of them stated to use them sometimes. On the
other hand, a 4,1 % portion of the participants declared that they never used the attitude scales.

As per the student portfolio, which ensures a systematic monitoring of the student performance
during the education process, 36,6% of the teachers mentioned that they sometimes used it. Total
percentage of teacher using this method often and always is 25,7%.

Examining Table 1, it is understood that 42,5 % of the teachers often and always use the projects.
30 % of the teachers stated that they sometimes use the projects.

The participant teachers do not prefer using “often” the alternative assessment-evaluation tools
such as interview, self-evaluation, peer and group evaluation, authentic tasks, and observation. While
33,3 % of the teachers state that they sometimes use the interview technique, 28,3 % state that they use
it rarely. This comprises 61,6 % of the participant teachers in total. The total figure of the percentages
of the teachers who sometimes (39,1%) and rarely (25%) use the self-evaluation forms is 64,1%. 33,3
% of the teachers use peer evaluation sometimes, and 31,6 % of them use it rarely. Group evaluation is

241



Journal of Education, Theory and Practical Research, 2020, Vol 6, No 2, 237-244 Bahar DOGAN KAHTALL Seyma CELiK

used by 31,6 % of the teachers sometimes, and 23,3 % of them never use it. Among the participant
Turkish course teachers, 42,5 % reported that they sometimes used the observation forms and 33,3 %
stated that they sometimes used the authentic tasks. The total percentage of the teachers who mentioned
that they never or rarely used the authentic tasks was 51,6 %.

Examining the Table 1, it is concluded that the supplementary assessment-evaluation tools
measuring the performances of students in the process such as grade scoring key, structured grid, and
diagnostic tree are not also being used often by the teachers. 27,5% of the teachers use the grade scoring
key sometimes. The total percentage of the teachers, who rarely use (30,8%) and never use (27,5%)
structured grid, points that more than half of the participant teachers never or rarely preferred this
method. Among the participant teachers, 29,1% state that they sometimes use and 27,5% report that they
never use the diagnostic tree.

It was determined that the participant Turkish course teachers use the readiness test, word
association test, checklist, and concept map more compared to other supplementary tools. Among the
teachers, 35 % use the readiness test sometimes, and 25 % often. The total percentage of the teachers
who mentioned that they used the word association test sometimes (30,8%) and often (30,8%) is 61,6
%. The rates of the teachers who mention that they use the checklist sometimes is 26,6% and who use
often is 24,4%. The proportion of the teachers who use the concept maps sometimes is 27,5% and who
use it often is 27,5%, with a total percentage of 55%.

In general terms, Table 1 points to the fact that the majority of the participant Turkish language
teachers are using the traditional assessment-evaluation tools.

Discussion, Conclusion and Suggestions

In this study, which was conducted to determine the level of Turkish teachers in using the
assessment-evaluation tools suggested in the 2019 Turkish Course Curriculum designed in accordance
with the constructivist approach, participant Turkish language teachers reported that they use the
traditional assessment tools (multiple choice items, matching test, short-answer items, true-false type
items) more compared to the performance-based (supplementary) assessment-evaluation tools. It was
revealed that Turkish teachers mostly use the multiple-choice items among the traditional assessment
and evaluation tools. More than half of the teachers use the multiple-choice item type to determine
student achievement in a skill course such as Turkish. However, in the Turkish course, the required
skills can only be achieved by the development of four learning fields, namely listening, speaking,
reading and writing, together. Multiple choice tests can only be used to assess reading ability. In order
to assess and evaluate other learning areas, assessment and evaluation tools should be used that are based
on learning process.

It was observed that teachers often use the open-ended questions that can be included in the
category of supplementary assessment-evaluation tools and that can be used to measure high-level
knowledge and skills. It was also determined that certain tools such as concept maps, project studies and
word association tests are used at a higher rate compared to other tools aimed at measuring and
evaluating students' performance during the education process. One’s attitude towards a profession is of
significant importance in transforming it into a skill or being successful in that profession. In this respect,
that approximately 60% of the teachers rarely or sometimes use measurement tools that measure
students' attitudes in Turkish course and in a given learning field points that due diligence is not given
to the performance-based (supplementary) assessment and evaluation tools.

Various studies have been conducted about the problems experienced by teachers in using
assessment and evaluation tools. Based on these previous studies, the reasons behind the fact that
teachers use supplementary assessment tools in a lower rate compared to the traditional methods are
insufficient knowledge of the teachers, thinking that these evaluation methods are complicated,
insufficient time, negative attitudes of the students, difficulty in applying these methods in crowded
classrooms, long time requirement of these evaluation methods, and the negative impacts of test-type
examinations (Anil and Acar, 2008; Duban and Kiigiikyilmaz, 2008; Demir, 2015; Giines et al., 2010;
Sidekli ve Altintas, 2018; Simsek, 2011; Gémleksiz, Yildirim and Yetkiner, 2011; Cetinkaya and Duran,
2011). The findings of these previous studies are supporting those of this study.
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According to the results of this study, Turkish teachers use traditional assessment and evaluation
tools, which are easier to evaluate and apply, more often than performance-based supplementary
assessment and evaluation tools. The use of traditional assessment and evaluation tools more frequently
than supplementary tools is not in line with the assessment and evaluation approach of the MNE 2019
Turkish Course Curriculum.

In line with the results of the research, the following suggestions can be made in order to expand
the use of supplementary assessment and evaluation tools for student performance in instructional
programs:

In accordance with the constructivist educational approach, it is suggested that teachers should
use traditional assessment tools such as multiple-choice tests, true-false tests, short-answer tests,
matching tests, as well as projects, student portfolios, grade scoring keys, self and peer evaluation, and
observation forms together and more effectively in evaluation of the achievement of the students. Skill
assessment should be conducted in the reading, listening, speaking and writing skill fields.

Students and parents should be informed about the assessment and evaluation tools proposed to
be used in the program designated in accordance with the constructivist approach and it is needed to
make the most effective use of these tools.

The in-service training seminars, which will be planned to increase the levels that teachers use
assessment and evaluation tools and to address the problems they face, can be given by scholars
practically.

Guidelines with extensive descriptions of assessment and evaluation tools including numerous
examples can be prepared for teachers.
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Introduction

Countries are in an effort to educate individuals for their future and seek new solutions to the
problems they encounter in the education system. New strategies and methods are being researched for
individuals to benefit from the education they receive in the most beneficial way. (Butakin and Ozgen,
2007). Education systems that want to make individuals better equipped need new approaches
(Siinkiir, Aribas, Ilhan, and Siinkiir, 2012). Individuals, who are the outputs of education systems,
should gain some skills and attitudes in order to be able to understand the world and to adapt to change
by progressing towards self-realization (Karadag, 2012). While setting educational goals, taking into
account the social-cultural structure and the economic priorities of the country, systems that can be
sustained for many years should be worked on. (Yildiz and Yildiz, 2016).

Education systems have become a structure that must be updated due to the rapid progress and
change of information, technology and science. The updating of education systems cannot be done
without changing the curriculums that act as the guide of the system. It is thought that it will be easier
for education to reach the desired goals and objectives with the curriculum prepared according to the
needs (Ciray, Kii¢iikkyilmaz, & Giiven, 2015). While explaining the education, it cannot be considered
independent from the curriculum. Curriculum features help teachers increase their knowledge of
specific teaching topics. Based on this, one can be more flexible in new situations (Davis & Krajcik,
2005).

Curriculums serve as a guide for the education system. For the first time, the curriculum,
which is the Latin concept that defines the oval-shaped running track on which race cars race in Rome,
has started to be used in education meaning “the followed path”(Oliva, 1988, s. 4). While societies
raise individuals, they start to question their curriculums with certain standards (Egan, 1978). Since
curriculum development is not a static process, it is not possible for such activities to remain the same
(Kelting-Gibson, 2005). It is not possible for the curriculum that put into practice without preparing
the necessary conditions and infrastructures to achieve the expected success. We can see this situation
in the curriculums that were removed from the application before (Aykag, 2007). The fulfillment
status of educational institutions can only be determined as a result of the evaluation of the
curriculums they implement with the participation of all their stakeholders (Yiiksel, 2010). With the
change and development of the world, the need for trained human sources that countries need is
changing day by day. In order to meet the human qualifications that countries need, education systems
and curriculums, which are the guides of education systems, need to be changed.

A feature of the education system in Turkey is also known to have been exposed to frequent
changes to the system. It has become a necessity for societies to achieve scientific and technological
advances that are rapidly emerging in the world (Gegit, 2008). According to Sahin (2009), Turkey's
curriculum development history was started in 1924 and updated many times during the history of the
Republic, depending on the need and replaced if necessary. In the 1926 curriculum, in addition to the
titles of the courses, there are important details that need to be taken into account in the process of the
purpose and subjects. In addition, concepts such as life science that takes place in the report of John
Dewey when he was in the invitation of Turkey are included in this curriculum (Sahin, 2009). In 1930,
the Village Schools Curriculum was prepared in order to educate the students in the village according
to the conditions and needs of the village, in a way to adhere to the principles of the city schools’
curriculum (Tekigik, 1992). The 1948 curriculum was implemented for 20 years. The basis of the 1948
curriculum was the production of knowledge, and the goals of education were divided into four
according to national education: social, personal, human relations and economic (Sahin, 2009). In
Turkey, due to the impact of the constructivist approach towards the end of 1990s, a large-scale study
was carried out to create new primary education curriculums in 2004. (Erdogan, Kayir, Kaplan, Unal,
and Akbunar, 2005). In 2005, the constructivist approach was taken as a basis by abandoning the
behavioral approach in primary education curriculums (Sahin, 2009). The curriculums put into
practice by adopting a constructivist approach in 2005 have received criticism from some aspects. It
has been argued that the new curriculum emerged as a result of the view that human beings should be
seen as a capital in the globalizing world and that this capital should be developed (inal, 2006). Most
of the educators continued to teach in the way they were used to, despite the newly created approach
and curriculum. As the curriculum changes were not accepted, they were not implemented (Bas,
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2011). Achieving the expected success of newly created curriculums based on needs is as important
as the process of creating them. Good processing of recommendations and feedback, including all
stakeholders of the revised or newly created curriculum, contributes to success (Mitchell, 2016). It is
known that after 2005, changes were made in the curriculums in 2009, 2015, 2017 and 2018.

In Turkey, changing all curriculums in 2005, although presented as a revolutionary project, it
did not achieve the expected impact and success in all areas of the country. Especially, the curriculum
of many courses started to change in 5 years after 2005 due to the continuity of educational
inequalities with the size of the country, the perspective of the teacher dimension to the curriculum
change or the state of readiness and political effects. 2018 has been one of the years in which
important changes were experienced in the curriculum in our education history. It is inevitable to
change the curriculum depending on the needs of the society with the rapid development of science
and technology. The implementation process of the curriculum is as important as the changing
process. After the development of the curriculum, the most important factor for success in the
application process is the attitudes of the teachers towards the implementation of the curriculum. In
this study, it is aimed to reach the following sub-goals in order to evaluate the opinions of classroom
teachers on the change of curriculum, which is one of the main components of educational activities;
what features a curriculum should have, implementation period of the curriculums, factors to be
considered in curriculum changes, teacher participation in curriculum changes, positive aspects of
curriculum changes, causes of curriculum changes in Turkey, frequency of curriculum changes,
suitability for the human qualifications the country needs in the change of curriculum, problems the
curriculum is expected to solve, preparation of suitable conditions in schools for the changes in
curriculum, suitability of the new curriculum for scientific and technological developments,
orientation process for the change of the curriculum, lessons that need a curriculum change and how
an ideal curriculum should be.

Method
Research Model

Phenomenology design, one of the qualitative methods, was used in this study, which aims to
evaluate the opinions of classroom teachers on the change of curriculum. Sources of access to data in
phenomenology design consist of individuals who live and experience the subject (Biiylikoztiirk,
Cakmak, Akglin, Karadeniz, & Demirel, 2017).

Working group

In determining the study group, a sample was formed from classroom teachers with at least 15
years of professional experience by using the criterion sampling method, one of the purposive
sampling methods. Purposive sampling is the selection of situations suitable for the purpose of the
research (Biiyiikoztiirk et al., 2017). Participants are 21 classroom teachers, 7 women and 14 men who
have at least 16-20 years and at most 36-40 years of experience and are between 39 and 62 years old.
12 of the teachers consider themselves professionally competent, 7 consider themselves moderately
competent and last 2 teachers consider themselves incompetent.

Data Collection Tools

A semi-structured interview form consisting of 14 questions prepared by the researchers was
used to collect the research data. Semi-structured interviews can combine both simple alternative
answering and in-depth data collection on the subject under investigation (Biiyiikoztirk et al., 2017).
The interview form created was examined in detail by the researchers and took its final form by taking
the opinions of 2 professors and senior classroom teachers.

Reliability and Validity Studies

Two different analyzes were made and compared with each other during the analysis process
in order to ensure the reliability of the data. During the coding process of the data obtained as a result
of the interviews, 2 different encoder analysis and the percentage of agreement between them (79%) is
an issue that increases the reliability. In order to ensure the validity of the interviews with the
participants, the interview recorded on the computer during the interview was asked to be read and
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approved by the participant. In addition, the opinions of the participants were supported by direct
guotations.

Collection of Data

The research data were collected during the 2018-2019 academic year, by having 30 to 45
minutes of interviews with classroom teachers working in primary schools in Samsun, by typing on
the researcher's computer.

Analysis of Data

The research data were made meaningful by using the content analysis technique. This
analysis method can be defined as a systematic and renewable analysis technique in which a text is
summarized with smaller content categories by coding within certain rules (Biiyiikoztiirk et al., 2017).
NVivo package program was used to model the findings.

Results

In this part, findings regarding the opinions of classroom teachers on the change of curriculum
are included.

Findings Regarding the Features that a Curriculum Should Have

The first question of the research is “What features do you think a curriculum should have?”
The answers given by the participants to the question are shown in Figure 1, Figure 2, Figure 3 and
Figure 4.

Features of the
curriculum

Individual features Social features Structural features

Figure 1. The features that a curriculum should have

According to the answers given by the classroom teachers, the features of the curriculum were
divided into three upper categories. These categories are individual features, social features and
structural features.
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Individual features
of the curriculum

//
; Being suitable - : ;
Meeting the ot "’ffOV'd':‘g Raising ethical Being compatible  Raising productive
needs of the e informauon students withthe individuals
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of the children

Figure 2. The individual features that a curriculum should have

The individual features of the curriculum according to the participants' answers are; meeting
the needs of the student(f:9), being suitable for the development of the children(f:3), providing
information to students(f:2), raising ethical students(f:2), being compatible with the generation Z(f:1),
raising productive individuals(f:1). Some of the participants who gave their opinions about the
individual features of the curriculum are as follows.

(CT-7) “The curriculum should emphasize the individual characteristics of the student. Raising good
individuals is more important than gaining a profession. Curriculums should prioritize raising good
moral individuals.” (Raising ethical students).

(CT-4) “A curriculum should be suitable for the developmental period of the child. There are great
difficulties in achieving the achievements and goals in the curriculums prepared without considering
the development period of the student.” (Suitable for the development of the children).

Social features of

the curriculum

o > v « .

Meeting the Being Being suitable = Being suitable Being
needs of the national for history for developing democratic
society and spiritual and culture technology and secular

Figure 3. The social features that a curriculum should have

The social features of the curriculum according to the participants' answers are; meeting the
needs of the society(f:4), being national and spiritual(f:4), being suitable for history and culture(f:2),
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being suitable for developing technology(f:2), being democratic and secular(f:1). Some of the
participants who gave their opinions about the social features of the curriculum are as follows.

(CT -9) “The curriculum should convey the history, culture, living together and the past of the country
to the students. ” (being national and spiritual).

(CT -21) “The curriculum should create a world of philosophy, taking into account the realities,
geography, culture, history and ideals of the country.” (being suitable for history and culture).

Structural features

of the curriculum

/ & 5 / \\\
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Simple Functional  Scientific Innovative  Universal Realistic  Regional Atatiirk's Continuous
ideas

Figure 4. The structural features that a curriculum should have

The structural features of the curriculum according to the participants' answers are;
simple(f:3), functional(f:3), scientific(f:6), innovative(f:6), universal(f:3), realistic(f:1), regional(f:2),
adhering to Atatiirk’s ideas(f:2), continuous(f:1). According to the participants, the most repeated
opinion was that the curriculums were innovative and scientific. Some of the opinions of the
participating classroom teachers are given below.

(CT -10) “A curriculum should prepare the individual for life, be purified from unnecessary
knowledge and skills.” (functional).

(CT -12) “The frequency of change in a curriculum is very important. It should not change and it
should be continuous.” (continuous).

Findings Regarding the Implementation Period of the Curriculum

The analysis results of the answers given to the question “How many years do you think a
curriculum should be implemented on average? Why?” are given in Figure 5.
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Figure 5. Implementation period of the curriculums

According to the analysis results of the answers given regarding the implementation period of
the curriculum, the durations of the implementation of a curriculum are; 12 years(f:2), 5 years(f:1), 20-
30 years(f:1), at least 8 years(f:2), 10 years(f:4), 15 years(f:2), at least 20 years(f:2), updating when
necessary according to scientific and technological developments(f:7). According to the participants,
the most repeated and remarkable opinion was “updating when necessary according to scientific and
technological developments”. Some opinions are as follows.

(CT -2) “It must be at least 8 years because children must finish school with the curriculum they
started. For example, we started with handwriting, but now we have moved to basic letters. This
situation causes children to be badly affected.” (At least 8 years).

(CT -5) “A curriculum should not change for a person from kindergarten to higher education, but it
should be updated according to the changing and developing technology and science.” (Updating
when necessary according to scientific and technological developments).

Findings regarding the factors to be considered in curriculum changes

The analysis results of the answers given to the question “What factors should be taken into
consideration when making a curriculum change? ” are given in Figure 6.
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Figure 6. Factors to be considered in curriculum changes

According to the teachers' answers, the most repetitive factor that should be considered in the
process of changing the curriculum is “being suitable for technological developments” (f:7). The other
factors are; being suitable for culture and value judgments(f:4), being suitable for age, environmental
and physical conditions(f:4), meeting the needs of individuals and society(f:3), taking teachers'
opinions(f:3), containing usable information(f:3), training people in accordance with state
policies(f:1), offering equal opportunities(f:1), good evaluation of old curriculum results(f:1), being
suitable for the examination system(f:1). Some opinions regarding the factors to be considered in
curriculum changes are as follows.

(CT -1) “It should definitely be in contact with the countryside, not with the central cities. Ideas
should be taken from the countryside and there should be dialogue. In other words, the opportunities
between the school in Ankara, Cankaya and the school in Samsun, Alacam are not the same. It does
not provide equal opportunity, so it should be suitable for the conditions.” (Offering equal
opportunity).

(CT -16) “The cultural structure, folklore and music of the society should be taken into consideration.
Foreign countries make a computer game and they can affect your culture badly because of those who
play this game. There must be games about our culture and history. It should be the game that
digitizes the culture. It should transfer culture using technology.” (Being suitable for culture and value
judgments).

Findings Regarding the evaluation of teacher participation in curriculum changes

The analysis results of the answers of the classroom teachers given to the question “How do
you evaluate the teacher participation in curriculum changes in Turkey?” are given in Figure 7.
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Figure 7. Evaluation of teacher participation in curriculum changes

According to the teachers' answers, the most repetitive opinion about the evaluation of teacher
participation in curriculum changes is “changing the curriculum without teacher participations” (f:13).
Other opinions are; disregarding of teachers because they think they are ignored(f:3), fast and frequent
changes in the curriculum(f:3), taking teacher opinions in the last 5 years(f:2), short periods of pilot
implementation(f:1), ensuring teacher participation by holding adequate workshops(f:1). Some
thoughts about this topic are below.

(CT -3) “Curriculums are presented to teachers when they are already prepared. We are informed
after the curriculum is made. More effective results will occur if the curriculum is presented to us
before it changes. Teacher participation is not enough right now . (changing the curriculum without
teacher participation).

(CT -18) “I think there is no teacher participation. Survey to schools etc. I have never witnessed it.”
(changing the curriculum without teacher participation).

Findings regarding the positive aspects of curriculum changes

The analysis results of the answers of the classroom teachers given to the question “Which
aspects of curriculum changes do you find positive?” are given in Figure 8.
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Figure 8. Positive aspects of curriculum changes

According to the opinions of the participants, “no positive aspects” was the most repetitive
opinion. Other opinions are; updating information(f:5), changes based on technology(f:4),
simplification(f:3), considering teachers' views(f:2), being student-centered(f:2), meeting the changing
needs of society(f:1), giving importance to values education(f:1). Some teachers' views on the positive
aspects of the curriculum are listed below.

(CT -14) “I find it positive in terms of updating the information. In other words, updating the
available information. I find it positive to remove unnecessary information. We are getting away from
stereotyped information.” (Updating information).

(CT -20) “There was a huge problem with handwriting. In this country, we find it positive to change
the curriculum based on technology, but I find it negative to change it before the product comes out.”
(Changes based on technology).

Findings regarding the causes of curriculum changes in Turkey

The analysis results of the answers of the classroom teachers given to the question “What are
the reasons for curriculum changes in Turkey?” are given in Figure 9.
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Figure 9. The causes of curriculum changes in Turkey

According to the opinions of teachers about the curriculum changes in Turkey, the most
repetitive opinion is “views of the MEB staff” (f:14). In addition to this, changing technology(f:4),
changes in educational sciences(f:3), student failure(f:3), interests and needs(f:3), social
expectation(f:2), new jobs(f:1) are the other opinions. The remarkable answers given by some
participants are as follows.

(CT -15) “It may be that interests and needs are not met. Curriculums for the formation of social
expectations are being changed.” (Interests and needs).

(CT -20) “The feedbacks of the education system require updating. The curriculum is changed
depending on the minister-oriented education policies. The new curriculum is changing with the new
management.” (Views of MEB staff).

Findings regarding the frequency of curriculum changes

The analysis results of the answers of the classroom teachers given to the question “How do
you evaluate the implementation period of the curriculum and change frequency in Turkey?” are given
in Figure 10.
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Figure 10. The frequency of curriculum changes

According to the answers of the teachers about the frequency of change in the curriculum, the
following results have been found; changing too often is not right(f:18), changing is normal(f:2),
constantly changing as it does not meet the need(f:1). The remarkable answers given by some
participants are as follows.
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(CT -21) “Changes are made very often, but it should not be done this way, existing exam systems may
force this change. Because it is interconnected.” (Changing too often is not right).

(CT -9) “The curriculum is not suitable for the frequency of change. When curriculums are constantly
changing, the results are bad. We academically audit the outcome of the curriculum.” (changing too
often is not right).

Findings regarding the suitability for the human qualifications the country needs in the
change of curriculum

The analysis results of the answers of the classroom teachers given to the question “How do
you evaluate the suitability for the human qualifications the country needs in the change of
curriculum?” are given in Figure 11.

Suitability for the human qualifications the country
needs in the change of curriculum

Not suitable Suitable Partially suitable

Figure 11. Suitability for the human qualifications the country needs in the change of curriculum

According to the participant answers on this topic, findings are listed as “not suitable(f:16),
suitable(f:4), partially suitable(f:1)”. It is an important finding that the majority of the classroom
teachers who participated in the research found the suitability for the human qualifications the country
needs in the change of curriculum, low or not suitable at all. The remarkable answers given by some
participants are as follows.

(CT -11) “First of all, while raising people, the aim should be individuals who will meet the needs of
the society. We have enough workforce and we need ethical people to do this job. Curriculums in

recent years address this need. Especially putting values education in curriculums is very effective.”
(Suitable).

(CT -4) “We are an agricultural society, but we are constantly moving away from agriculture. This
situation is not suitable for our education system. There used to be village institutes. Now there are no
teachers in the village and the villagers are not trained. The closure of schools in the village had a
negative impact on our education system.” (Not suitable).

Findings regarding the problems the curriculum is expected to solve

The analysis results of the answers of the classroom teachers given to the question “Which
problems of the country or individuals should curriculums aim to solve? ” are given in Figure 12.
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Figure 12. Problems the curriculum is expected to solve

According to the participants, the first problem that curriculum have to solve is inability to get
a job and profession(f:15). Other opinions are; inability to develop in social and artistic fields(f:4),
inability to catch up with the era(f:4), morality(f:3), inability to meet the talents and desires of the
individual(f:3), inability to be together(f:2), inability to communicate(f:1). Some answers given by
some participants are as follows.

(CT -5) “We should solve the problem of society's inability to unite and strengthen the unity of
people.” (Inability to be together).

(CT -19) “It should be aimed at solving the problems of individuals in the field of acquiring a
profession. What professions are there in the developing time and technology? It should be geared
towards the professions of the future. First of all, it should solve the job problems.” (Inability to get a
job and profession).

Findings regarding the preparation of suitable conditions in schools for the changes in
curriculum

The analysis results of the answers of the classroom teachers given to the question “Are
suitable conditions prepared in schools for the changed curriculums?” are given in Figure 13.
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Figure 13. Preparation of suitable conditions in schools for the changes in curriculum

According to teachers' opinions, the most recurring opinion on the preparation of schools for
curriculum changes is the lack of sufficient physical conditions and tools(f:14). Other findings are; not
being prepared(f:3), late preparation(f:3), being prepared(f:2), teachers do not have sufficient
knowledge(f:1), pilot trials are not accurate(f:1). The remarkable answers given by some participants
are as follows.

(CT -20) “Absolutely, appropriate conditions are not prepared in schools. SO even if they are
prepared, they are late. Tools arrive at schools late. Teachers do not have enough knowledge and
skills to use it either.” (NOt being prepared).

(CT -3) “It is a mistake to try the curriculum developed by choosing a pilot school because this
experience cannot be transferred to other schools. It cannot be disseminated with a pilot study.
Schools are not prepared for changes. It is taught to a few people from each school, but nobody
updates themselves.” (Pilot trials are not accurate).

Findings regarding the suitability of the new curriculum for scientific and technological
developments

The analysis results of the answers of the classroom teachers given to the question “Are new
curriculums suitable for scientific and technological developments?” are given in Figure 14.
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Figure 14. Suitability of the new curriculum for scientific and technological developments

According to the opinions of the participants, the most repetitive opinion is “not suitable(f:8)”.
Other opinions are; conditions of the schools are not suitable(f:7), suitable(f:7), partially suitable(f:2),
teachers do not have the skills to implement(f:1), suitable but problems in implementation(f:2). The
responses of some participants are as follows.

(CT -19) “For example, if we are to explain based on ourselves, science and social studies are
suitable. When we look at the themes, there is the answer to the exact question you said. We process
technology tools for rights and responsibilities in social studies.” (Suitable).

(CT -2) “New curriculums are suitable, but pardus operating system is used on smart boards. In some
cases, trouble happens. Although new curriculums are prepared in accordance with technological
development, there are problems in implementation.” (School conditions are not suitable).

Findings regarding the orientation process for the change of the curriculum

The analysis results of the answers of the classroom teachers given to the question “How do
you evaluate the orientation process of the curriculum changed?” are given in Figure 15.
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Figure 15. Orientation process for the change of the curriculum

According to the answers of the classroom teachers, most of the teachers think that the stages
related to the orientation process in the curriculum change are unsuccessful(f:11). Other views are;
making only short introduction(f:6), limited and not appealing to all teachers(f:3), teachers not
fulfilling their responsibilities(f:1). Some remarkable answers given by some participants are as
follows.

(CT -17) "It provides in-service training to teachers, but it is limited and not all teachers can be
addressed." (limited and not appealing to all teachers).

(CT -12) “The change has come from the top. Later, it is applied without teachers being trained.
There is a short introduction. There are no application examples. No teacher knows how to implement.
There should be advisor teachers. The report should be prepared in the process.” (making only short
introduction).

Findings regarding the lessons that need a curriculum change

The analysis results of the answers of the classroom teachers given to the question “In which
lessons are the curriculum changes needed mostly? Why?” are given in Figure 16.
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Figure 16. Lessons that need a curriculum change

According to the answers of the classroom teachers, the lesson most in need of a curriculum
change is Social studies(f:10). Also, other opinions are; Science(f:9), Math(f:8), Turkish(f:7), Visual
arts(f:3), Games and physical activities(f:3), Science and Technology(f:3), Religious culture and
ethics(f:1). It is a significant finding that 6 of the participants think that all lessons(f:6) need a change
in their curriculums. Some comments of the participants are as follows.

(CT -8) “It should be done in social studies and science. Society must adapt to today's changing
world." (Social studies, Science).

(CT -1) “There should be changes in the curriculum mostly in the fields of mathematics and science
because mathematics and science are directly related to technology. Since catching up with
technology is possible with mathematics and science, these lessons need to be changed." (Science,
Mathematics).

Findings regarding the ideal curriculum

The analysis results of the answers of the classroom teachers given to the question “How
should a curriculum be to say “Yes, this curriculum is definitely for me”” are given in Figure 17.
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Figure 17. The features an ideal curriculum should have

The most prominent opinion among the opinions of classroom teachers about how the ideal
curriculum should be is “program that meets the needs of students and society(f:6)” There are also
some classroom teachers who think that the features listed below are also needed; program based on
scientific basis(f:4), program that teaches by doing and living(f:3), program based on advanced
technology(f:2), program that raises ethical individuals who maintain our culture(f:2), program that
develops interests and talents in life(f:2), program with national and international characteristics(f:2),
program to get a job(f:1). Some opinions are as follows.

(CT -10) “It should meet the interests and needs of the society. If it is evaluated in terms of students, it
should prepare students for life by considering the values of society. It must meet the family's
expectations on the children. The program should guide the family through the child. It should inform.
So it should develop the family." (Being a program that meets the needs of students and society)

(CT -6) “The child should be at the forefront, reflect the value of the society, simple language, few
gains, and each class should start with the things they need to learn and be built accordingly. The
problem of the society must be found and formed to solve problems." (Being a program that meets the
needs of students and society)”

Discussion, Conclusion and Suggestions

As there are no other study trying to analyze the opinions of teachers, especially classroom
teachers, about the change of curriculum was found in the literature, this study has been created and as
a result, the features that the curriculum should contain were collected under three main headings.
These features are the individual, social and structural features of the curriculum. Considering the
individual features of the curriculums, meeting the needs of the student, being suitable for the
development of the children, providing information to students, raising ethical students, being
compatible with the generation Z and raising productive individuals are emphasized by classroom
teachers. In terms of social characteristics, the following features are stated by classroom teachers;
meeting the special needs of the society, being national and spiritual, being suitable for history and
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culture and for developing technology, being democratic and realistic. And for the structural features
that the curriculum should contain according to classroom teachers, the findings are listed as simple,
functional, scientific,, innovative, universal, realistic, regional, continuous and adhering to Atatiirk’s
ideas.

According to the participants, the most expected features of the curriculums are that they
should be scientific and innovative. Rapid changes and developments in social and cultural life,
science and technology cause changes in the qualities needed by the society and the individual. This
change reveals the need for updating and renewing the curriculum which will ensure the training of
individuals who will have the qualities required by the age. (https://setav.org/). According to Bal
(2008), continuous improvement in technology and knowledge requires change in the field of
education as in other fields of societies. Accordingly, individuals should prioritize contemporary
values such as being multilingual and cultured, globalization, motivation, lifelong education, multi-
channel education and learner-centered education. She stated that the curriculums were affected the
most by the changes made in the field of education depending on these situations.

Participant teachers' views on the change frequencies of the curriculum are as follows; 12
years, 5 years, 20-30 years, at least 8 years, 10 years, 15 years, at least 20 years, must be updated when
necessary according to scientific and technological developments. While changing the curriculums,
following factors need to be considered; being suitable for technological developments, culture and
value judgments, age, environmental and physical conditions, meeting the needs of individuals and
society, taking teachers' opinions, containing usable information, training people in accordance with
state policies, offering equal opportunities, good evaluation of old curriculum results and being
suitable for the examination systems. Individuals and society have expectations from curriculums in
some basic subjects. In order for individuals to adapt to developing and changing conditions and to
protect the cultural and moral values of the society, it is expected that the curriculum will meet these
needs. Akengin (2008), emphasized that curriculum should be functional and meet the needs of the
society.

According to the classroom teachers, these findings are revealed about the process of change
of curriculum; changing the curriculum without teacher participations, disregarding of teachers
because they think they are ignored, fast and frequent changes in the curriculum, taking teacher
opinions in the last 5 years, short periods of pilot implementation, ensuring teacher participation by
holding adequate workshops. According to Basaran(1978), there are many problems in the preparation
of curriculums in Turkey. The most important of these is that the Ministry acts alone while preparing
the curriculum. The opinions of teachers, universities and parents are not included at all.
Understanding and questioning the updated or renewed curriculum by teachers and expressing the
difficulties they encounter will help the effective implementation of the curriculum and identify and
resolve the difficulties in the curriculum (Karaman and Karaman, 2016).

The positive aspects of the curriculum changes by classroom teachers are as follows; updated
information, changes based on technology, simplification, considering teachers' views, being student-
centered, meeting the changing needs of society, giving importance to values education. In addition,
the most repetitive opinion is that there is no positive aspect of the curriculum changes. In their
studies, Akdeniz and Pani¢ (2012) reveal changes and developments as time goes on with the
development of science and technology. Developed countries, who know how important the current
experience, knowledge exchange and development is, have revealed that they update their curriculum
in this direction every five years.

The reasons for changing the curriculum by the classroom teachers are as follows; in
particular, views of the MEB staff, changing technology, changes in educational sciences, student
failur), interests and needs, social expectations, new jobs. Changes in the curriculum can take place at
various time intervals. The views of the MEB administrators or changes in other fields may cause this.
However, according to the developing technology and science, changing the curriculum when needed
may be the most efficient curriculum change process for a healthier progress of the education process.
The importance of establishing the education system not as a political party or government policy but
as a long-term state policy is recognized by everyone. If the Turkish nation determines an education
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policy based on these qualities, it can reach the level of contemporary civilization
(http://devlet.com.tr).

The participants stated that they did not find the frequency of change in the curriculum correct,
considering that the curriculum changes very often. In addition, some teachers who gave their opinions
on this topic found the frequency of curriculum change to be normal and the curriculum was
constantly changing because it did not meet the needs. One of the most important problems that
curriculums have to solve is seen as providing individuals with a job and a profession. Other issues
need to be solved are; inability to develop in social and artistic fields, inability to catch up with the era,
morality, inability to meet the talents and desires of the individual, inability to be together, inability to
communicate. Considering the situation of preparing schools for this change while changing the
curriculum, first of all, we encountered the lack of sufficient physical conditions and course materials
in accordance with the new curriculum in schools. Besides, according to the opinions of classroom
teachers, the following views have emerged; schools are not prepared, late preparation, partially
prepared, teachers do not have sufficient knowledge and pilot trials are not accurate. Mitchell (2016)
emphasized that trainings should be organized including the resources of application and teaching-
learning tools related to new curriculums. MEB should not be too hasty in the policies it develops
regarding education, it should be very careful, it should think twice in the process it will take a step,
when it will make a statement on a subject. Accordingly, it can be said that the counselors and the
educators nearby will have a role (http://www.gonuldergisi.com/).

Classroom teachers’ views about suitability of the curriculum for scientific and technological
developments are “not suitable, conditions of the schools are suitable, suitable, partially suitable,
teachers do not have the skills to implement and suitable but problems in implementation. Aksu (2008)
explained that the lack of physical infrastructure and lack of technological products in the
implementation of the curriculum made it difficult to successfully implement the newly developed
curriculum. Aksu (2008) explained that the lack of physical infrastructure and lack of technological
products in the implementation of the curriculum made it difficult to successfully implement the newly
developed curriculum.

Classroom teachers find the adaptation process after the curriculum change unsuccessful. In
addition, there are some other opinions for the same topic such as making only short introductions,
orientation process is limited and it does not appeal to all teachers and even though the activities are
successful, teachers are not fulfilling their responsibilities. Akdeniz and Pani¢ (2012) stated that
putting the curriculum into practice without waiting for teachers to have sufficient knowledge about
the curriculum and without in-service training causes teachers to have problems in practice. It is a
negativity that the teachers who are the implementers of the curriculum do not receive any training for
the new curriculum, and therefore the teachers do not know the system they will implement (Akengin,
2008). Providing teachers with in-service training about the new curriculum and with knowledge and
activities are of great importance for the implementation of the curriculum (Aksu, 2008). It should not
be forgotten that the most important factor in the implementation of the curriculum is the trained
educator, and it should be ensured that the curriculum is introduced with teachers and experts by
establishing cooperation with the university and the Ministry of National Education, even if it is late
(Duru & Korkmaz, 2010).

Regarding the characteristics of an ideal curriculum, it is the most common opinion among
classroom teachers that there should be a curriculum that meets the needs of students and society. In
addition, other expected curriculum features are; a program based on scientific basis, a program that
teaches by doing and living, a program based on advanced technology, a program that raises ethical
individuals who maintain our culture, a program that develops interests and talents in life, a program
with national and international characteristics, a program to get a job. Providing vocational training to
teachers who are actively continuing their jobs and equipping them with activities and skills related to
the new curriculum is very important for the implementation of the newly developed curriculum. It
can be argued that the content of the courses taught at universities should be created according to the
new curriculum to be implemented and processed in accordance with this content in order to
implement the curriculum successfully and in accordance with its purpose. The initial implementation
process of new curriculums can be seen as a difficult process which takes time. The fact that the first
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implementation processes of new curriculums are a difficult process emerges as problems arising from
administrators, teachers, students, curriculums and schools. According to Aksu (2008), projects should
be created in cooperation with National Education Directorates and Faculties of Education. It can be
thought that it would be beneficial to continuously evaluate the efficiency and effectiveness of the
newly implemented curriculums. Continuous feedback should be obtained from the teachers who
implement the curriculums, and changes to the curriculums should be made based on this point.

It is very important to associate the old and new curriculum with the continuity of the skills
and values desired to be acquired by students. (Demir, 2016). The innovations made in the curriculum,
process and application areas of education show that the applied training does not meet the expected
needs(Kress, 2000). The role of teachers who are practitioners in the success of the curriculums is very
important. While developing curriculums, local differences should be taken into account and adequate
publicity with stakeholders is of great importance (Karaman & Karaman, 2016). It is an obligation that
talented individuals from all segments of the society participate in the preparation of the curriculums.
In particular, teachers are expected to have a say in the process of creating curriculums that they
implement (Basaran, 1978). In order for the development and change of new curriculums to be made
at certain standards, the teachers who are the implementers of the curriculum should evaluate with
integrity and continuity (Butakin & Ozgen, 2007). In order for the curriculums to be used with
maximum benefit, the infrastructure needs of the teachers should be met, the philosophy of the new
curriculum should first be comprehended to the teachers, and the necessary trainings should be
organized for the effective use of technological tools and equipment (Gelen & Beyazit, 2007). Courses
and seminars should be organized to enable teachers to use and assimilate new curriculums efficiently,
and to evaluate the student correctly in the educational process (Bal, 2008). Although curriculums are
sufficient in terms of features such as content, purpose, vision and approaches, they cannot be valid
when educational institutions are not sufficient. It is the teachers who will implement the curriculum in
educational institutions (Tekbiyik & Akdeniz, 2008). Considering the opinions of classroom teachers
on the change of curriculum, suggestions about the change process of the curriculum are presented
below.

e While preparing a new curriculum, it should fully meet the needs of the student in order to
benefit fully from the curriculum to be developed. For this reason, individual needs of
students should be prioritized in curriculums.

e More opinions should be obtained from teachers in order to ensure more participation of
teachers in the curriculum change process. The teachers of the courses whose curriculum
will be changed should be interviewed using technological possibilities to get an idea
about their problems and expectations. Thanks to the developing technology on this
subject, the opinions of more teachers should be involved.

e While changing the curriculum, attention should be paid to whether the education system
meets the needs or not. In today's world, jobs and professions are changing rapidly. At this
point, future jobs and professions should be taken into account while changing the
curriculum.

e Prior to changing the curriculum, emphasis should be placed on financial initiatives aimed
at improving the conditions of the schools to be implemented. Although the curriculums
are suitable for technological developments, schools may not meet these conditions. For
this reason, schools should be prepared more for the innovations that the curriculum will
bring.

e In order for curriculum to meet the social needs, needs should be investigated in depth
before developing a curriculum.

e The curriculum, which is expected to meet the needs, should be strong in terms of
simplicity, functionality and scientificity.

e While changing the curriculum, attention should be paid to the developments in the field
of science and technology and the most important changes rather than the period applied.

e While the curriculum is changing, care should be taken to consider cultural values together
with the requirements of the age.
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Sorularimin Yenilenmis Bloom Taksonomisine Gore Incelenmesi
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Oz

Anahtar Kelimeler

Bu arastirmada Ilkokul 1 ve 2. smif matematik ders kitaplarindaki iinitelerin
sonunda yer alan O6lgme degerlendirme veya flnite degerlendirme olarak
adlandirilan sorular1 Yenilenmis Bloom Taksonomisi (YBT) dogrultusunda
incelemek, siniflamalar yapmak ve sorulari bilgi ve bilissel beceri boyutu
acisindan degerlendirmek amaglanmistir. Bu amag dogrultusunda 2018 yili MEB
matematik 6gretim programiyla hazirlanan matematik ders kitaplarindaki tinite
degerlendirme sorular1 YBT 1s1ginda smiflandirilmistir. Arastirmada 6rneklem
se¢cimi i¢in amaghi Ornekleme yontemlerinden tipik durum Orneklemesi
kullanilmistir. Boylece arasgtirmanin Orneklemini 2019 yilindaki 1. sinif
matematik ders kitabindaki 6l¢me degerlendirme sorularinda yer alan 42 soru ve
2. sinif matematik ders kitabindaki inite degerlendirme sorularinda yer alan 60
soru olmak tiizere toplamda 102 soru olusturmaktadir. Arastirmacilar sorulari
alaninda uzman olan bir akademisyenle birlikte miizakere etmislerdir. Yapilan
beyin firtinasi sonucunda alinan ortak kararlardan elde edilen tiim soru
simiflandirmalarini tek bir ¢at1 altinda toplamig ve degerlendirmislerdir. Genel
anlamda elde edilen bulgular sorularm bilgi boyutunda igslemsel; bilissel beceri
boyutunda ise anlama, hatirlamada oldugu iizerindedir. Bu anlamda ¢alismada,
hazirlanan ders kitaplarindaki {inite degerlendirme sorularmin istbilissel bilgi ve
yaratma basamaklarindaki eksiklikler gozlemlenmis ve ders kitaplar:
hazirlayanlara bir 151k tutma amaci giidiilmiistiir.

ilkokul matematik dgretimi,
Ders kitaplari,

Yenilenmis Bloom
Taksonomisi,

Unite degerlendirme sorulari
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Giris

Fitrat1 geregi insanoglu her daim yasamini diizene sokmak igin ¢abalar sarf etmistir. Bu diizenin
olusturulmasi ve gelistirilmesi icin dogan matematik ve fizik, aslinda dogmaktan ziyade var olan yerinde
kesfedilmistir. Dolayisiyla aligveristen is hayatina kadar hayatmn her yerinde matematigin izlerini
gormek miimkiindiir. Isin asli matematigin cocuklar ile okulunda éncesinde, ilk olarak ailede tanistigini
bilmekteyiz. Cocuklar dogalart geregi matematige kendileri ihtiyag duyarlar ve merak ettiklerinin
cogunu matematik ile gidermeye calisirlar. Okullarda matematik Ogretim programi, &grencilerin
matematik okuryazarlik becerilerini gelistirmeleri ve etkin bir sekilde kullanabilmeleri, matematiksel
kavramlari anlayabilmeleri ve bunlar1 giinliik hayata tasiyabilmeleri, problem ¢6zme siireglerini
yiiriitmeleri, matematigi kullanarak insanlar ile nesneler arasindaki iliskiyi anlamlandirabilmeleri, {ist
bilissel bilgi ve becerilerini gelistirmeleri ve matematige yonelik olumlu tutum gelistirmeleri gibi birgok
amaci ger¢eklestirmeyi amaglamaktadir (Milli Egitim Bakanligi, 2018 s.9). Matematik 6gretimi ile
bireyler olaylara farkli perspektiften bakmay1 6grenir ve bu farkliliklardan akil yiiriitme ve yorum yapma
becerisi kazanirlar (Ocak ve Donmez, 2010).

Matematik Ogretimi okullardaki egitimin bagrolii olan 6grenci, 6gretmen, ders programi,
kazanimlar ve ders kitaplarinin bir araya gelmesiyle yapilmaktadir. Gerek yapilarindaki gerekse
kullanim yontemlerindeki sorunlardan 6tiirii 6gretme 6grenme siirecini dolayl olarak etkileyen ders
kitaplarinin 6nemi ilkdgretim birinci kademede daha biiyiiktiir (Cekirdekci ve Toptas, 2017). Aslinda
ders kitaplart bir nevi siniftaki 6grenci ile 6gretmen arasinda koprii gorevi goren ve en kolay tedarik
edilen materyallerdir. Dahasi ders kitaplar1 soyut diizeyde hazirlanan 6gretim programlarini somut hale
getiren birer ayna gérevindedir (Demirel ve Kiroglu, 2006). Ozellikle ilkokul déneminde 6gretimin nasil
yapildigina dair hem okulda hem de evde 6grencilere rehber olan ders kitaplar1 sadece 6grenciler i¢in
degil ayn1 zamanda 6gretmen ve velilere de yol gdstermektedir. Dolayisiyla yapilan 6gretimin kuvvetle
desteklenmesini saglayan ders kitaplarini, 6gretimin ilerlemesi i¢in incelemek ve gelistirmek egitim
arastirmacilarimin her zaman ilgi ve zamanini harcadigi bir konu olmustur.

Ders kitaplari, smav sorulart gibi Ogretim materyallerinin incelendigi siniflandirma
tablolarindan birisi de 1956 yilinda Bloom tarafindan gelistirilen ve sonrasinda 6gretimin ihtiyaglarini
kargilamak i¢in Anderson ve Kratwohl (2001) tarafindan tekrar revize edilen Yenilenmis Bloom
Taksonomisi (YBT) dir. Egitim hedeflerinin her birini 6lgen soru bankalarini olusturmak ve gesitli
iiniversitelerin fakiilteleri arasinda soru degisimini analiz etmek amaciyla egitim hedefleri taksonomisi
olusturulmustur. Benjamin Bloom, Chicago Universitesi Sinavlar Dairesi miidiirii oldugu zamanlarda
taksonominin yillik kapsamli sinavlart hazirlamada ig yiikiinii azaltacagini diisiinmiistiir. Yani sinavlarin
hazirlanmasinin artik daha kolay olacagi konusunda fikir ileri siirmiistiir. Boylece Bloom 1949 yilinda
olusturdugu uzman bir grup ile son diizenlemeleri yaparak 1956 yilinda Egitim Hedeflerinin Asamali
Siniflamasi: El Kitab1 I, Biligsel Alan (Taxonomy of Educational Objectives Handbook I Cognitive
Domain) adli kitap hazirlanarak yaymlanmistir (Bloom, 1956). Kitabin 1956 yilinda yaymlanmasindan
sonra David Krathwohl ve Lorin Anderson tarafindan olusturulacak yeni bir grup ile kitap iizerinde
giincelleme yapmaya karar vermisler ve ¢aligmalara baglamiglardir.

Olusturulan beyin firtinalar1 sonucunda Orijinal Bloom Taksonomisinin ilk hali {izerinde bazi
giincellemeler yapilmigtir. Bloom taksonomisindeki basamaklar bilgi, kavrama, uygulama, analiz,
sentez ve degerlendirme iken YBT’de yapilan degisikliklerin basinda bilgi birikimi ve biligsel siireg
olarak iki boyutlu hale gelmesidir. Genel anlamda 6gretim ve 6grenim hedeflerini kendi igerisinde
Ozellestirerek siniflandiran taksonominin 6grencilerin ‘neler’i bildiklerini isleyen bilgi birikimi boyutu
kendi igerisinde olgusal bilgi, kavramsal bilgi islemsel bilgi ve iistbilissel bilgiyi barindirmaktadir.
Ayrica dgrencilerin 6grendigi bilgileri siniflandirirken neleri ‘nasil’ grendiklerini inceleyen siireg ise
bilissel siire¢ olarak adlandirilmakta ve hatirlama, anlama, uygulama, ¢oziimleme, degerlendirme ve
yaratma basamaklarindan olugmaktadir. Taksonomide yapilan yeniliklerden belki de en 6nemlisinin
Orijinal Bloom Taksonomisindeki sentez basamaginin revize edilmis taksonomide yaratma basamagi
Olmasmi diyebiliriz. Bu degisimin amaci1 O6grencilerin  6grendiklerini hayata gecirmesini ve
ogrendiklerinden yola c¢ikarak ortaya yeni bir iirlin koymasini Olgebilmektir. Ayrica orijinal
taksonominin son basamagindaki degerlendirme, YBT’nin besinci basamagina yerlestirilmistir.
Taksonomiyi revize eden yazarlar oOgrencilerin biitlin asamalar1 ge¢mesinin ardindan Once
degerlendirme basamaginda yargiya ulagsmasini ardindan yaratma basamaginda ulastigi yargilarla
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islevsel bir biitiin olusturabilme yetisi kazanmasin1 6lgme amaci giitmiislerdir. Bilgi ve biligsel boyutlar
olarak kendi igerisinde de alt boyutlara ayrilan YBT siniflandirma yaparken daha kapsamli ve
uygulanabilir hale gelmistir (Anderson ve Krathworthl, 2001). Anderson ve Krathworthl’un (2000)
yaptig1 yenilikler ve orijinal haliyle Sekil 1°de gosterilmektedir.

BLOOM'UN ORiJINAL TAKSONOMISi {1956) REViZE EDILMIS TAKSONOMI (2000
DEGERLENDIRME >< YARATMA
SENTEZ DEGERLENDIRME
ANALIZ ANALIZ
UYGULAMA UYGULAMA
KAVRAMA ANLAMA
BILGI HATIRLAMA
ISIM FORMUNDAN >FIIL FORMUNA

Sekil 1. Bloom Taksonomisinde yapilan degisiklikler

Sorular veya kazanimlar YBT’ye gore degerlendirilirken, bilgi birikimi boyutunda hangi
basamaga ve biligsel siire¢ boyutunda hangi basamaga yerlesecegine ayr ayri karar verilmektedir. Daha
sonra satir kismindaki bilgi birikimi boyutu ile siitun kismindaki bilissel siire¢ boyutunun kesisim yeri
sorunun taksonomideki yerini belirlemektedir (Karaman 2016, s.32).Arastirma bazinda kullanilan YBT
siniflama tablosu Ek 1°de yer almaktadir.

Yurt i¢i ve yurt dist pek ¢ok calisgmada arastirmacilarin yapmis olduklari bazi YBT
simiflandirmalarmin hedefinin ders kitaplari olurken (Cosar, 2011; Kahramanoglu, 2013; Sarar Kuzu,
2013; Rohani, Taheri ve Poorzangeneh, 2014; Sivaraman ve Krishna, 2015; Biiyiikalan Filiz ve Delal
Turan, 2018; Susan, Warsoo ve Faridi, 2020); diger siniflandirma hedefleri arasinda ise Ogretim
programlari, iilke genelinde yapilan sinavlardaki sorular ve 6gretim kazanimlar yer almaktadir (Ayvaci
ve Tirkdogan, 2010; Dalak, 2015; Karaman, 2016; Ardahanli, 2018; Bangahei, Bagheri ve Yanini,
2020). Yal¢in (2020) yaptig1 ¢alismada orneklem bazinda segtigi 3. smif matematik ders kitaplarinda
yer alan etkinlik ve sorulart YBT bazinda siniflandirmis ve Tiirkiye’de 6grencilerin giinliik hayatta
iistbiligsel diisiinme becerisine biiyiik etkisi olan matematik d6gretiminin 6nemli materyallerinden biri
olan ders kitaplar1 hakkinda yeterli diizeyde arastirma yapilmadigini belirtmistir. Bu ¢alismalardan elde
edilen en 6nemli sonuglardan birisi de, 6gretimin saglam temellere dayandirilmasi i¢in 6grencilerin
Ogrenim siireclerindeki her tiirlii soru, ders kitabi ve kazanmim gibi materyallerin egitim hedefleri
dogrultusunda olup olmadigini 6l¢iilmesinin gerekliligidir.

Bu ¢alisma, yapilandirmaci yaklasim ile degisen 6grenme-0gretme siirecindeki basrollerden
birisi olan ders kitaplarinda yer alan {inite degerlendirme sorularimin YBT dogrultusunda
siniflandirmasini igermektedir. ‘2019 MEB 1 ve 2. Smif Matematik Ders Kitaplarinda yer alan {inite
degerlendirme sorularmin Yenilenmis Bloom Taksonomisi’nde bulunan bilgi birikimi boyutu ve biligsel
siire¢ boyutu basamaklarina gore nasil dagilim gostermektedir?’ problem ifadesine cevap aranan
arastirmanin alt problemleri sunlardir:

1. 2019 Ilkokul 1. Smif Matematik ders kitaplarinda yer alan iinite degerlendirme sorularinin
YBT’de bulunan bilgi ve bilissel beceri basamaklarina gére dagilimi nasildir?
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2. 2019 llkokul 2. Smf Matematik ders kitaplarinda yer alan {inite degerlendirme sorularinin
YBT’de bulunan bilgi ve bilissel beceri basamaklarina gére dagilimi nasildir?

Yontem
Arastirma Deseni

‘Ilkokul Matematik Ders Kitaplarindaki Unite Degerlendirme Sorularinin Yenilenmis Bloom
Taksonomisine Gore Incelenmesi’ adli bu calismada nitel arastirma yontemi kullamlmistir. Nitel
arastirma; gozlem, goriisme ve dokiiman analizi gibi nitel veri toplama yontemlerinin kullanildig:
algilarin ve olaylarin dogal ortamda gercekgei ve biitiinciil bir big¢imde ortaya konmasina yonelik nitel bir
sirecin izlendigi arastirma olarak tanimlanabilir(Yildirim ve Simsek, 2016 s.41).Arastirmada, nitel
arastirma modellerinden belge (dokiiman) incelemesi kullanilmigtir. Dokiiman incelemesi “Belgesel
tarama olarak belirtilen, ge¢misteki olgularin izlerini tasiyan resim, film vb. yapitlar, olgularla ilgili
olarak yaymlanmis kitap, dergi vb. birtakim yazili materyalleri analiz etmek ic¢in kullanilan nitel
aragtirma yontemidir” seklinde tanimlanmistir (Karasar, 2008, s.183). Ayrica c¢alisma kapsaminda
Yenilenmis Bloom Taksonomisi baz alinmis ve aragtirma deseni olarak durum caligmasi kullanilmaigtir.
Bassey’e (1999) gore durum caligmasi, bir bireyi, durumu ya da kiiltiir durumunu anlama, tanimlama,
tahmin etme ya da kontrol etmeyi vurgulayan bir aragtirma yaklagimidir (Saban ve Ersoy, 2017 s.144).
Bu c¢aligmadaki amag giincel olan YBT nin 1s18inda ger¢ek yasam igerisinde yer alan matematik ders
kitaplarindaki iinite degerlendirme sorularini irdelemek olmustur.

Calisma Grubu

Arastirmanin ¢aligma grubunda orneklem seg¢imi i¢in amagh drnekleme yontemlerinden biri
olan tipik durum o6rneklemesi kullanilmistir. Tipik durum oOrneklemesinde eger bir arastirmact bir
yeniligi tanitmak istiyorsa bu yeniligin oldugu bir durum arasindan en tipik olanin tercih eder (Y1ildirim
ve simgek, 2016, s. 120). Bu dogrultuda arastirmanin drneklemini ise 2018 dgretim programi ve hedef
icerigiyle 2019 yillarinda MEB ve Talim Terbiye Kurulu Bagkanlig: tarafindan onaylanan ve okutulan
1. ve 2. simf matematik ders kitaplar1 olusturmaktadir. Orneklemi olusturan kitaplar kodlanarak su
sekilde tanimlanmaktadir:

K.1.:2019 yili basilan MEB 1. Simif {lkokul Matematik Ders Kitab1 Devlet Kitaplar1 Ankara:
MHG Yaymlan

K.2. : 2019 yil1 basilan MEB 2. Smif ilkokul Matematik Ders Kitab1 Devlet Kitaplar1 Ankara:
Teknoart1 Yayincilik

Ornek soru kodlama: K.1.2.1

Kodun agilimz:

K.1. : 1. Stmif Matematik Ders Kitabi

2: Ders Kitabindaki 2. Unite Degerlendirme Sorular

1: 2. Unite Degerlendirmede Yer Alan 1. Soru

Veri Toplama ve Analizi

Aragtirmacilar, aragtirmanin verilerini olusturan 2019 yillarinda MEB’e bagl olarak dagitilan
ve okutulan ilkokul 1. ve 2. simif Matematik ders kitaplarini incelemistir. Arastirma igin 2019 yili
matematik ders kitaplarina MEB’e bagli Talim ve Terbiye Kurulu’nun kendi internet sayfasi araciligiyla
ulagsmistir. Arastirmanin veri analizinde betimsel analiz kullanilmigtir. Betimsel analize gore, elde edilen
veriler, daha 6nceden belirlenen temalara gore 6zetlenir ve yorumlanir. Veriler arastirma sorularinin
ortaya koydugu temalara gore diizenlenebilecegi gibi, goriisme ve gozlem siireglerinde kullanilan
sorular ya da boyutlar dikkate alinarak da sunulabilir. Bu tiir analizlerde amag, arastirmanin bulgular1
sistematik bir sekilde diizenlenip yorumlanarak neden-sonug iliskileri agik olarak ifade etmektir
(Yildirnm ve Simsek, 2016, s.239).Ders kitaplarindaki iinite sonlarinda bulunan sorular, literatiir
taramalari sonucunda bulunan ve daha dnceden olusturulmus olan YBT Bilgi ve Biligsel Basamaklarina
(Krathwohl, 2002 s.216) Gore Diizenlenmis Belirtke Tablosuna gore siniflandirilmistir. Bu tablo,
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arastirma oncesinde Ozgelik (2014) tarafindan cevrilen “Ogrenme Ogretim ve Degerlendirme ile ilgili
Bir Siniflama Bloom'un Egitimin Hedefleri ile ilgili Siniflamasinin Giincellestirilmis Bigimi” adli
kitabinda verilen YBT belirtke tablolar1 ve smiflandirma oOrnekleri incelenmistir. Sonrasinda ise
sorularin YBT Belirtke Tablosuna uygun sekilde yerlestirebilmek icin ortak bir YBT belirtke tablosu
olusturulmus ve siniflandirmada anahtar tablo (Ek-1) olarak kullanilmigtir. Verilerin analizinde dis
giivenirligin saglanabilmesi igin Stmif Egitimi ve Ilkokul Matematik Egitimi alaninda ¢aligmalar yapmis
uzman 6gretim gorevlisinden destek alinmigtir. Arastirmacilar uzmanla smiflandirma siirecinin detaylt
bir sekilde tartigmis ve uzmanla yapilan beyin firtinalar1 ve alinan doniitler 15181nda sorular tekrar kontrol
edilmistir. Sorularin siniflamasinda alan egitimi uzmanindan yararlanmanin, ¢alismanin giivenirligini
artiracagina inanilmaktadir. Elde edilen veriler tablolastirllmis ve aragtirmanin olusturulmus alt
problemlere ¢6ziim bulacak sekilde karsilastirilarak incelenmistir. Ayrica aragtirmanin analizinde
sorular, aragtirmacilar ve uzman tarafindan birlikte hazirlanan temalar ve belirtke tablosu dogrultusunda
yapilan siniflandirmalar g6z 6niine alinmis ve bulgular olusturulmustur.

Bulgular
Birinci Alt Probleme Iliskin Bulgular

Bu boliimde “2019 flkokul 1. Simif Matematik ders kitaplarindaki iinite degerlendirme
sorularinin YBT’de bulunan bilgi ve biligsel beceri basamaklarina gore dagilimi nasildir?” alt
problemine cevap aranmis ve sonuglar tablolastirilmistir. Arastirmada bu alt probleme ait ders kitabi
K.1. olarak kodlanmistir. Arastirma kapsaminda 2019 yilinda MEB tarafindan dagitilan ve okutulan 1.
sinif Matematik Ders Kitabi’ndaki 6lgme degerlendirmede toplam 6 {inite ve 42 iinite degerlendirme
sorusu tespit edilmistir. Tablo 1.’de ve arastirmacilarin YBT nin bilgi ve biligsel beceri boyutunda ortak
olarak kesisen siiflandirmasi ile elde edilen bulgularin dagilimi ve yiizdelik dilimi gosterilmektedir.
Aynica Grafik 1. ve Grafik 2.’de hedef sorularin YBT bilgi ve bilissel beceri boyutundaki
smiflandirmasinin yiizdelik dilimi bulunmaktadir.

Tablo 1. K.1. Kodlu Ders Kitabindaki Unite Degerlendirme Sorularmin YBT’de bilgi ve bilissel beceri
boyutuna gore simiflandirmasi

Frekans } Toplam
Bilgi/Bilissel Olgusal Kavramsal Islemsel Ustbiligsel Toplam %
Boyut Bilgi Bilgi Bilgi Bilgi
Hatirlama 5 2 4 11 15.27
Anlama 8 11 16 35 48.61
Uygulama 2 6 8 11.11
Coziimleme 11 2 13 18.05
Degerlendirme 1 2 3 4.16
Yaratma 1 1 2 2.77
Toplam 15 15 40 2
% 20.83 20.83 55.55 2.77

Tablo 1. ile K.1. ismiyle kodlanmis olan 2019 yil1 1. Simif Matematik ders kitabindaki 6 iinite
degerlendirmeden tespit edilen 42 adet sorunun arastirmacilarin birlikte siniflandirilmis olduklari,
YBT’nin bilgi ve biligsel beceri boyutunda kesistigi ortak noktalar frekans ve yilizdelik dagilimi
verilmistir. K.1. kodlu ders kitabindaki bulunan 42 soruda toplam 72 adet (f=72) bilgi boyutu
bulunmaktadir. Sorular bilgi boyutunda incelendiginde (f=72); 15’1 olgusal bilgi, 15’1 kavramsal bilgi,
401 iglemsel bilgi ve 2’si istbiligsel bilgi boyutunda siniflandirilmistir. Bilgi basamagi boyutundaki
yiizdeliklerde (f=72) ise en yiiksek oranin %55.55 ile islemsel bilgi basamagina ait oldugu
gbzlemlenmistir. En diisiik oranda ise %2.77 ile iistbilissel bilgi vardir.

Ayrica K.1. kodlu ders kitabindaki iinite degerlendirmelerde yer alan 42 soruda toplamda 72
adet (f=72) bilissel beceri boyutu oldugu sonucuna ulasilmistir. Sorular biligsel beceri boyutunda ele
alindiginda ise toplam (f=72); 11 adet hatirlama, 35 adet anlama, 8 adet uygulama, 13 adet ¢oziimleme,
3 adet degerlendirme ve 2 adet yaratma basamaginda siniflandirilmistir. Biligsel beceri boyutundaki
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ylizdeliklerde (f=72) en yiiksek oran1 %48.61 ile anlama basamagi olusturmaktadir. En diisiik oranda
ise %2.77 ile yaratma basamagi vardir.

Grafik 1. ve Grafik 2.’da K.1. kodlu ders kitabindaki tinite degerlendirme sorularmin bilgi ve
bilissel beceri boyutundaki yiizdelik dilim oranlar1 gosterilmektedir.

1.,Bilg] Boyutu

3%

Grafik 1. K.1. Kodlu Ders Kitabindaki Unite Degerlendirme Sorularmin YBT de bilgi boyutuna gore
smiflandirmasinin yiizdelik dilimi gésterimi

Bilissel Beceri Boyutu

Yaratma

Degerlendirme
3%

4%

Grafik 2. K.1. Kodlu Ders Kitabindaki Unite Degerlendirme Sorularmin YBT de bilissel beceri boyutuna gére
smiflandirmasinin yiizdelik dilimi gésterimi
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Ikinci Alt Probleme Iliskin Bulgular

Bu boliimde “2019 ilkokul 2. Sinif Matematik ders kitaplarindaki iinite degerlendirme
sorularinin YBT’de bulunan bilgi ve bilissel beceri basamaklarina gore dagilimi nasildir?” alt
problemine cevap aranmis ve sonuglar tablolastirilmigtir. Arastirmada bu alt probleme ait ders kitabi
K.2. olarak kodlanmisgtir. Arastirma kapsaminda 2019 yilinda MEB tarafindan dagitilan ve okutulan 2.
smif Matematik Ders Kitabi’ndaki 6 iinite sonunda yer alan iinite degerlendirmelerde60 soru tespit
edilmigtir. Tablo 2.’de ve aragtirmacilarin YBT’nin bilgi ve bilissel beceri boyutunda ortak olarak
kesisen siniflandirmasi ile elde edilen bulgularin dagilimi ve ytizdelik dilimi gosterilmektedir. Ayrica
Grafik 3. ve Grafik 4.’de hedef sorularin YBT bilgi ve biligsel beceri boyutundaki siniflandirmasinin
ylizdelik dilimi bulunmaktadir.

Tablo 2. K.2. Kodlu Ders Kitabindaki Unite Degerlendirme Sorularmin YBT de bilgi ve bilissel beceri
boyutuna gore siniflandirmasi

Frekans Toplam
Bilgi/Biligsel Olgusal Kavramsal Islemsel Ustbiligsel Toplam %
Boyut Bilgi Bilgi Bilgi Bilgi
Hatirlama 6 8 1 20 22.22
Anlama 8 7 12 27 30
Uygulama 7 1 15 16.66
Coziimleme 2 6 8 16 17.77
Degerlendirme 6 1 10 11.11
Yaratma 2 2 3.33
Toplam 15 32 40 3
% 16.66 35.55 44.44 3.33

Tablo 2. ile K.2. ismiyle kodlanmig olan 2019 yil1 2. Simif Matematik ders kitabinda 6 iinite
sonundaki degerlendirmelerinde yer alan 60 adet sorunun arastirmacilarin birlikte siniflandiriimig
olduklari, YBT’nin bilgi ve biligsel beceri boyutunda kesistigi ortak noktalar frekans ve yiizdelik
dagilimi verilmistir. K.2. kodlu ders kitabindaki bu 60iinite degerlendirme sorusunun toplam 90 adet
(f=90) bilgi boyutu saptanmistir. Sorular bilgi boyutundaki siniflandirmasinda (f=90); 15 adet olgusal
bilgi, 32 adet kavramsal bilgi, 40 adet islemsel bilgi ve 3 adet iistbiligsel bilgi boyutu oldugu
belirlenmistir. Hedef sorularin bilgi basamagi1 boyutundaki ytizdeliklerde (f=90), %44.44 ile islemsel
bilgi basamaginin en yiiksek oran oldugu ve %3.33 orani ile iistbiligsel bilginin en diisiik oran degerini
paylastig1 gozlemlenmistir.

Bununla birlikte K.2. kodlu ders kitabindaki iinite degerlendirmelerinde yer alan 60 sorunun
toplamda 90 adet (f=90) biligsel beceri boyut oldugu tespit edilmistir. Hedef sorular biligsel beceri
boyutunda smiflandirildiginda ise (f=90); bunlardan 20’sinin hatirlama, 27’°sinin anlama, 15’inin
uygulama, 16’smin ¢6ziimleme, 10’unun degerlendirme ve 2’sinin yaratma basamaginda oldugu
belirlenmistir. Bilissel beceri boyutundaki yiizdeliklerde (f=90) en yiiksek oran %22.22 ile anlama
basamagi olusturmaktadir. Ayrica siniflandirmanin en diisiik oraninda 3.33 ile yaratma basamagi yer
almaktadir.

Grafik 3. ve Grafik 4.’de K.2. kodlu ders kitabindaki iinite degerlendirme sorularimin bilgi ve
biligsel beceri boyutundaki yiizdelik dilim oranlar1 gosterilmektedir.
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Bilgi Boyutu

Ustbilissel Bilgi
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Grafik 3. K.2. Kodlu Ders Kitabindaki Unite Degerlendirme Sorularmin YBT de bilgi boyutuna gére
siniflandirmasinin ylizdelik dilimi gosterimi
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Grafik 4. K.2. Kodlu Ders Kitabindaki Unite Degerlendirme Sorularmim YBT’de bilissel beceri
boyutuna gore siiflandirmasmin ytizdelik dilimi gosterimi

Tartisma, Sonug ve Oneriler

Bu ¢alismanin amaci geregi 2019 yili MEB tarafindan dagitilan ve okutulan 1. ve 2. simf
matematik ders kitaplarindaki {inite sonlarinda 6grenimin ne dl¢iide gergeklestigini sinayan toplamda
102 soru YBT’nin bilgi ve biligsel beceri boyutlarina gore incelenmis ve analiz edilmistir. Tablo haline
getirilen bulgularin yapilan smiflamadaki dengesiz dagilimi arastirmacilarin ulastigi en Onemli
sonuglardan birisidir. Oyle ki baz1 siniflandirmalarda kimi bilgi ya da bilissel beceri boyutuna ya ¢ok az
rastlanildig1 gézlemlenmistir. Eksik ya da neredeyse hi¢ olmayan bu bilgi/biligsel beceri boyutlar
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akillarda yapilandirmaci yaklasimi benimseyerek hazirlanmasi gereken ders kitaplarinda hakkinda soru
isaretleri olusturmustur. Ciinkii ders kitaplar1 genel anlamda, bilgi boyutunda iglemsel bilgide; bilissel
beceride ise anlama boyutunda smiflandiriimugtir. Ustbilissel bilgi veya degerlendirme ve yaratma
basamaklarina bu denli az rastlanilmasi ders kitaplarinin, 6grencilere 6grendikleri bilgileri yeni bir
ortama aktarma ya da 6grendikleri ile ortaya yeni bir iiriin koymalar1 i¢in yeterli firsati vermedigini
acikca belli etmektedir. Sarar Kuzu (2013) yaptigi ¢alismada 6rneklem bazinda segtigi ders kitabindaki
sorulart YBT bazinda siniflandirdiginda iist diizey diislinme beceri basamaklarina oldukca az
rastlanildigini ifade etmis ve bu durumun yapilandirmaci yaklasim anlayis1 zayiflattigim belirtmistir.
Krathwohl (2002) istbiligsel bilgiyi bilis bilgisi yani kendi bilisinin farkinda olmak olarak tanimlamaistir.
Buradan hareketle yapilan 6gretimde, Ogrencileri listbiligsel bilgiye yonlendirecek dogru sorular
sorulmadik¢a Ggrencilerin kendini tanimasi ve bildikleri 1s1ginda 6grenmesinin zorlagma ihtimali
kolaylikla akillarda soru isareti birakabilir. Ogretmenlerin hazirladig1 matematik ders kazanimlari, yazili
sinavlar1 ve merkez sinavlarda sorulan matematik sorularini YBT ile siniflandirmis 6nceki ¢alismalarda
da(Ayvaci ve Tiirkdogan, 2010; Gokler, Aypay ve Ari, 2012; Dalak, 2015; Demir, 2015; Kala, 2015;
Zorluoglu, Kizilaslan ve Sozbilir, 2016; Karaman, 2016; Uymaz, 2016; Yakali, 2016; Cift¢i, 2017,
Ulum, 2017; Yunita, 2017; Ar1, 2018; Biiyiikalan Filiz ve Delal Turan, 2018; Celik, Kul ve Uzun, 2018;
Gokdeniz, 2018; Aslan ve Atik, 2018; Ardahanli, 2018; Kozikoglu,2018; Altiparmak ve Palabiyik,
2019; Yolcu, 2019) iistbiligsel bilginin diger bilgi boyutu oranlarina gore diisiik oldugu gézlemlenmistir.
Ogrencileri iistbilis bilgisine yonlendiren sorularin yetersizligi gézlenmis ve hal boyle iken kendini ve
kendi biligini tanimayan ogrenciler yetistirdigimiz durumu yapilan 6gretimlerde akillara soru isareti
olusturmaktadir. Incelenen iinite degerlendirme sorularinda yetersiz smiflandirmalardan YBT’nin
biligsel beceri boyutlarindan degerlendirme ve yaratma basamagma da ait oldugu saptanmistir.
Krathwohl ve Anderson (2014, 5.108) degerlendirmenin tanimini 6lgiitler ya da standartlara dayali
yargilamalar yapmak seklinde yapmistir. Ayrica ayni yazarlar, yaratmayi ise 6geleri biitiinlesik ve
islevsel bir biitiinliik olusturacak sekilde bir araya getirmek olarak tanimlamislardir. Yaratma siirecinde
dikkate alinmasi gereken en Onemli seyin orijinallik ya da Ozgiinlilkten ziyade Ogrencilerin
ogrendiklerini yas ve 6gretimlerine uygun sekilde hayata gegirmeleri oldugunu belirtmislerdir. Ancak
calisma dogrultusunda hedef aliman 1. ve 2. Simf matematik ders kitaplarindaki, 6grencinin
ogrendiklerini en iyi aktarabilecegi sorular olarak bulunmasi gereken iinite degerlendirme sorulari ne
yazik ki 6grencilere bu firsatlart vermede oldukea yetersiz kalmistir.

Bulgular 15181nda elde edilen sonuclardan birisi de islemsel bilginin 6rneklem bazinda segilen
sorularin genelinde olmasidir. Diger bilgi boyutlariyla arasindaki dengesiz dagilimin bu sekilde olmasi
aslinda zannedildigi gibi olumsuz bir durum degildir. Krathwohl ve Anderson (2014), genel anlamda
islemsel bilgiyi daha ¢ok alana iligkin arastirma yapmak ve bu aragtirmalarla ne tiir algoritma, yontem
veya strateji uygulayacagini bilme becerisi olarak yorumlamigslardir. Bu yiizden ders kitaplarinda yer
alan tnite degerlendirme sorularimin c¢ogunlukla islemsel bilgide siniflandirilmasi aslinda hedef
sorularin matematik alaninda etkili oldugu ve 6gretimi alana iligkin yapmaya calistigimin gostergesidir.

Her smif 6gretmeninin egitim fakiiltelerinde 6gretilen ve okul tecriibeleriyle edinmis oldugu
bilgiler 1s1g8inda, okula yeni baslayan 6grenciler heniiz oyun ¢aginda oldugu i¢in yapilan 6gretimde
onlarn dikkatini en fazla oyun ve uygulamalar ile ¢ekilmesi konusunda hemfikir oldugu sdylenebilir.
Ball1 (2006) ilkdgretimdeki ¢ocuklarin saglikli gecirmesi i¢in bu kritik donemi biligsel ve duyussal
gelisim goz Oniine alinarak sosyal ve fiziksel agidan gesitli uyaranlar ihtiyag duydugunu ve bununda en
kolay yolu yolunun oyundan gegtigini belirtmistir (Akt: Karamustafaoglu ve Aksoy, 2020). Ogrenciler
kendini ne kadar ¢ok uygulama ve etkinligin i¢inde bulursa 6grenme de o kadar kolay ve eglenceli hale
gelir. Bu durumda 6gretmenler, gerek ders dncesi hazirliklarla gerekse ders kitaplarinin yardimlariyla
ogretimi aktif hale getirmeleri gerektiginin farkindadirlar. Ogrencilerin aktif oldugu yapilandirmaci
yaklasimla hazirlanan veya hazirlanmasi gereken ders kitaplarindaki soru ve etkinliklerin de bu durumu
g0z Oniine almasi siiphesiz ¢ok 6nemlidir. Bu durumda, arastirmanin amaci dogrultusunda segilen iinite
degerlendirme sorularimin YBT ile smiflandirildiginda biligsel beceri boyutundaki uygulama
basamaginin diger basamaklara gore yeterli diizeyde olmasi arastirma i¢in olumlu etki yarattigi
sOylenebilir. Yapilandirmaci yaklasimin ortaya konulmasiyla birlikte Piaget (1953) gibi pek ¢ok
aragtirmaci, oyun ¢agindaki cocuklarin uygulamali etkinliklerle kalicilig1 ve bilgi aktarimini1 daha kolay
yaptigin1 her daim dnemle altin1 ¢izmektedir. Mayer ve Wittrock (1996), egitimin amaglarindan en
onemli iki tanesinin Ogrenilenlerin kaliciliginin ve transferinin artirilmasi ve bu ikisinin anlaml
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ogrenmeyi olusturdugunu belirtmislerdir (Anderson ve Krathwohl, 2014). Dolayisiyla 6grencinin
matematik dersinde etkin olarak ve igerisinde uygulamalar yaparak gecirmesi, ilkokul ¢agindaki
cocuklarin somut 6grenme donemi ve anlamli 6grenme i¢in en iyi islevlerinden birisi olmaktadir.

Arastirmanin belki de en 6nemli bulgularindan bir digeri 6rneklem bazindaki 102 sorunun genel
anlamda YBT’ nin anlama basamaginda toplanmasidir. Anderson ve Krathwohl (2014) biligsel beceri
boyutlarindan biri olan anlamay1 kendi igerisinde 7 maddede (yorumlama, 6rneklendirme, siniflama,
ozetleme, sonug ¢ikarma, karsilastirma ve aciklama)agiklamislardir. Unite degerlendirme sorularinin
genelinin anlama boyutunda siniflandirilmasi hazirlanan sorularm aslinda bu yedi maddeyi en fazla
iceren sorular oldugunun gostergesidir. Ozellikle dgrencilerin yas 6zellikleri gdz oniine alindiginda
cocuklarin bir konuyu anlamak i¢in 6rnekleme, siniflama ve karsilastirma gibi anlamay1 igeren bilis
calismalar1 yapmalarinin 6gretimi igsellestirmelerinde bir hayli yardimi1 dokunacaktir. Celik, Kul ve
Uzun’un (2018), Matematik Dersi Ogretim Programindaki kazanimlari YBT bazinda inceledikleri
calisma tespit edilen toplamda 215 kazanimin siniflandirilmasindan elde ettigi sonuglardan biriside
kazanimlarin bilissel beceri siirecinde genel anlamda ‘anlama’ basamaginda toplandigidir.

Arastirmanin sonug kismi genel olarak 6zetlenecek olursa; ¢aligma kapsaminda segilen 2019
yili 1. ve 2. sinif matematik ders kitaplarinda yer alan {inite degerlendirme sorular1t YBT tablolar ile
siiflandirilmis ve elde edilen veriler frekans ve yiizdelik dilimler seklinde ifade edilmistir. Bu
ylizdelikler incelendiginde, toplamda 102 sorunun genel olarak bilgi boyutunda islemsel bilgi ve biligsel
beceri boyutunda ise anlama ile siniflandirildig1 goriilmektedir. Bu anlamda 6gretimde 6gretilenlerin
sonucunu alma veya 6grenilenlerin bir degerlendirmesini yapma yollarindan biri olarak hazirlanan {inite
degerlendirme sorularinin olusturulma asamasinda daha ¢ok, bilgi boyutunda iistbiligsel bilginin, bilissel
beceri boyutunda ise degerlendirme ve yaratma basamaginin eksik oldugu ve yeni hazirlanan kitaplarda
bu durumun goz oniinde bulundurulmasi gerektigi diistiniilmektedir.

Bu durumda arastirma sonuglarina dayali olarak uygulamaya ve gelecek arastirmalara yonelik
bazi 6neriler getirilebilir:

e Bu aragtirmada YBT bazinda smiflandirilan 2019 yili 1. ve 2. Smif matematik ders
kitaplarindaki iinite degerlendirme sorulari genel anlamda bilgi boyutunda islemsel bilgide;
bilissel boyutta ise anlama boyutunda bulunmustur. Bu orantisiz dagilim dikkate alinarak ders
kitaplarinda daha ¢ok {istbiligsel beceri boyutlarindan olan ¢dziimleme, degerlendirme ve
yaratma basamaklari baz alinarak hazirlanan sorular eklenebilir.

e Ders kitaplarindaki iinite degerlendirme sorularinin 6nemi sinif 6gretmenleri ile goriismeler
yapilarak arastirma konusu olarak ele aliabilir.

e Farkli derslere, yillara ve sinif diizeylerine yonelik benzer konuda arastirmalar yapilabilir.
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EK-1: Bir Hedefin Smiflama Tablosu Siniflandirmasi (Anderson ve Krathwohl, 2014, s.41)
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Cizgi Filmlerde Halk Bilimi Unsurlarimin Kullanimi: Niloya Ornegi

Hamdi KARAMAN?, Omer YILAR?

Oz

Anahtar Kelimeler

Tarih 6ncesi donemlerden itibaren insanligin maddi ve manevi olarak kiiltiiri,
farkli toplumlarla ortak ya da 6zel bir sekilde, degismis, gelismis ve giinlimiize
kadar ulasmustir. Her toplum, millet gegirdigi bu evreleri merak etmis ve
o0grenmek istemistir. Halk bilimi bir milletin kendisini ve bagka milletleri
tanimast i¢in kullanabilecegi en Onemli kaynaktir. Gegmiste kiiltiiriin
aktarilmasindaki en O6nemli rolii halk hikayeleri ve masallar {istleniyordu.
Giintimiizde ise bu yiikii artik ¢izgi filmler listlenmektedir. Eger bir ¢izgi film
sanatgist kiiltiirel devamliligi saglamak istiyorsa, milletimizin ge¢misi ve
kokleriyle iliskilendirilmis c¢izgi filmler ortaya c¢ikarmalidir. Kiiltiiriimiiziin
aktarilmasinda 6nemli rolii olan kaynaklarin aragtirilmasi biiylik 6nem arz
etmektedir. Bu dogrultuda bu ¢alismanin amaci, ¢ocuklarimiza dogrudan hitap
eden bir ¢izgi film olan Niloya’nin halk bilimi unsurlar1 agisindan
incelenmesidir. Niloya ¢izgi filminin halk bilimi unsurlari agisindan incelendigi
bu aragtirma nitel arastirma yontemlerinden Dokiiman Analizi yontemine gore
tasarlanmistir. Calismanin evrenini TRT Cocuk televizyon kanalinda yayinlanan
Niloya ¢izgi filminin biitiin boliimleri olusturmaktadir. Orneklemini ise amagsal
ornekleme yontemlerinden Olgiit 6rnekleme yontemiyle segilen 40 boliim
olusturmaktadir. Verilerin analiz edilmesi amaciyla igerik analizi yontemi
kullanilmistir. Arastirma sonuglarina gore Tiirkiye’nin Karadeniz bdlgesinde
yasayan kiiciik bir kizin ve yakin ¢evresinin hayatini1 konu edinen Niloya ¢izgi
filminde bulundugu yoreye ait Tirk kiiltiriinii yansitan bir¢ok halk bilimi
unsurunun varligi tespit edilmistir. Niloya ¢izgi filminin unutulmaya yiiz tutmus
halk bilimi unsurlarinin gelecek kusaklara aktarimi ve yasatilmasi adina 6nemli
bir rol istlendigi ve bunlarin dgretilmesinde kullanilabilecegi goriilmiistiir.
Sonug olarak Niloya ¢izgi filmi 6rneginde oldugu gibi halk bilimi unsurlarinin
animasyon ¢izgi filmler araciligiyla yasatilabilir, gelecek kusaklara aktarilabilir
ve bu ¢izgi filmler araciligtyla 6gretilebilir oldugu goérilmiistir.
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Giris

Asirlar boyunca yeryiiziinde bircok devlet ve millet var olagelmistir. Kimi uzun kimi kisa
yasamis, bazilart bulunduklar1 cografyanin disina ¢ikmadan hayat siirmiis bazilari ise diinyanin dort bir
tarafina yayilmaya ¢aligmigtir. Bu devlet ve milletlere bakildigi zaman her birinin kendine has bir halk
kiiltiiriine sahip olduklar1 gériilecektir (Uzer ve Cetin, 2018). Tiirk Dil Kurumuna (2016) gére kiiltiir,
toplumsal ve tarihi olarak gelisim siireci i¢inde olusturulan biitiin manevi ve maddi degerlerle beraber
bunlar1 olusturmada, gelecek kusaklara aktarmada kullanilan, bireylerin toplumsal ve dogal olarak
cevrelerine hakimiyetlerini gosteren araglarin tamamidir. Teknolojik gelismelerle beraber ortaya ¢ikan
kiiresellesme beraberinde tek tip kiiltiir seklinide getirmistir. Bu tek tip kiiltiir yerel kiiltiirleri tehdit
etmeye baslamistir. Ozellikle televizyon ve internet diinyasmin basini ¢ekmesiyle beraber, bati
medeniyeti temelli kiiltiirel igerikler ulusal halk kiiltiirleri iizerinde yikici etkilere sebep olmus ve yerel
kiiltiirlerin, halk bilimi unsurlariin gelecek kusaklara aktariminda ciddi endiselerin ortaya ¢ikmasina
yol agmustir (Aral, 2015).

Halk bilimi ¢ok genis bir kavramdir ve alanyazinda pek ¢ok farkli tanimi yapilmistir. Umay
Gilinay (1995) halk bilimini, “Milli kiiltiir denilen pek ¢ok unsurdan olusan birikimin tarihi gelisim
icinde bir milletin gesitli gruplari tarafindan farkli 6lgiilerde yasanilan verilerinin varyantlarina ve bu
verileri inceleyen ilme verilen isimdir.” seklinde tanimlamistir. Sedat Veyis Ornek’e (1995) gore ise,
belli bir iilkenin veya bir yérenin toplumuna iligskin olarak maddi ve manevi biitiin kiiltiirel 6zelliklerini
konusunun igine alan, biitiin bunlar1 kendine has bir takim yontemler ile derleme, ¢oziimleme, siniflama
ve yorumlama yapan bir bilimdir. Halk biliminin amact; tarihin ¢ok dncesinden ¢agimiza kadar gelen
kiiltiir mirasini1 arastirip inceleyerek, onu gelistirmek ve sonuglar ortaya koyarak sosyal bilimlere veri
kaynag1 olusturmaktir (Y1ilar, 2017).

Halk biliminin islevi ise teorisyen W. Bassom’a (2003) gore su sekilde siralanmistir (Akt,.
Yilar, 2017):
e Insanlarm giizel vakit gecirmeleri, eglenmeleri ve eglendirilmeleri,
e Toplumsal, dini, ahlaki ve hukuki kurumlarin desteklenmesi,
e Insanlarm egitilmesi ve kiiltiiriin nesilden nesile iletilerek egitilmesi,
e Insanlarm kisisel ve toplumsal olarak ugradiklar baskilardan kurtulabilmesini saglayan bir
liman olabilmesi islevidir.

Tarih 6ncesi donemlerden itibaren insanligin maddi ve manevi olarak kiiltiirii, farkli toplumlarla
ortak ya da 0zel bir sekilde, degismis, gelismis ve giiniimiize kadar ulagmistir. Her toplum, millet
gecirdigi bu evreleri merak etmis ve 6grenmek istemistir. Halk bilimi bir milletin kendisini ve baska
milletleri tanimasi i¢in kullanabilecegi en 6nemli kaynaktir.

Halk biliminin i¢erdigi konularin yeterli, tam ve herkesin lizerinde anlasabilecegi sekilde bir
cerceve ¢izilmesi her ne kadar zor olsa da, Sedat Veyis Ornek (1995) cok iddiali olmadigin1 belirterek
25 baslik ve alt maddelerden olusan bir siralama yapmistir. Asagida alt maddeleri olmadan yapilan
siralama gosterilmistir.

1) Koy, Kasaba ve Kent Yasami (Monografiler)
2) Yerlesim-Yerlesim Tiirleri.

3) Barinak-Konut (Halk Mimarisi).

4) Aydinlanma, Isinma.

5) Tasitlar Tasima Teknikleri

6) Ekonomi Tiirleri

7) Halk Ekonomisi

8) Beslenme-Mutfak-Kiler

9) Olgme, Tartma, Hesaplama Birimleri; (Zaman ve Mesafe Kavramlar1)
10) Halk sanatlar1 ve Zanaatlari

11) Giyim-Kusam-Siis

12) Halk Bilgisi

13) Toreler, Adetler, Gelenekler, Gorenekler
14) Gegis Donemleri

15) Bayramlar-Karsilamalar-Ugurlamalar
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16) Kalip Hareketler (Tavirlar, Jestler, Mimikler)-Kalip Soézler ve Sesler
17) Dernekler, Kuruluslar; Dayanisma ve Yardimlagma

18) Dinsel-Biiyiisel Icerikli Inanglar, Islemler

19) Halk_Edebiyati

20) Halk Tiyatrosu (Geleneksel_Tiyatro)

21) Halk Oyunlar1 (Danslar1)

22) Halk Miizigi ve Miizik Araglari

23) Cocuk Oyunlar1 ve Oyuncaklar

24) Halk Eglenceleri; Sporlar

25) Adlar

Milli kiiltiiriimiiziin benimsenmesinde, nesilden nesile aktarilmasinda ¢ocuklarin yeri ¢ok
onemlidir. Milli kiiltiiriim{iiziin teknolojik gelismelere ve degisen zamana karsi dimdik ayakta durmasini
saglayabilmek i¢in halk biliminin hayatimizda viicut bulmasi ve cocuklara bu sekilde rehberlik
edebilmemiz cok Onemlidir. Bu toplumuzdaki en hayati gorevlerimiz arasinda olmalidir. Bizim
cocuklara ornek olurken, onlarin yasam tarzlarini etkileyecek olan diger unsurlarida unutmamamiz
gerekmektedir. Bunlarin basinda televizyon ve internet gelmektedir. Ozellikle bu iki kaynaktanda
kullanilabilen ¢izgi filmler bu konuda oldukca etkili olmaktadir. Cizgi filmler, hareket halinde ve canli
olacak sekilde, ii¢ boyutlu nesneleri, resimleri, ¢izimleri ve kuklalar1 gosteren bir sinema teknigidir
(Hacibektasoglu, 2014). Tiirk Dil Kurumu’na (2016) gore ise; duragan nesneleri veya resimleri gosterim
sirasinda hareket halindeymis gibi diizenleyebilme ve onu bir filme aktarabilme isidir.

Yapilan arastirmalar incelendigi zaman c¢izgi filmler cocuklarin vakit gecirdikleri program
tirlerinde genelde ilk sirayr almaktadirlar. Cocuklar 6zellikle giiniimiizde bir giiniin 3-4 saatini
televizyon karsisinda gegirmektedirler. Bu bir yila vuruldugunda ise 1500 saat yapmaktadir ve okulda
gecirilen zamandan fazla oldugu goériilmektedir (Oktem, Sayil ve Celenk Ozen, 2006). Teknoloji gok
hizl1 bir sekilde gelistigi i¢in bireyler ¢cok erken yaslarda televizyon, telefon ve bilgisayar gibi araglarla
tanigmaktadirlar. Bunlar icinde ise ilk olarak televizyon ile tamigirlar. Cocuklarin ¢ok kiiciik yaslarda
seslere, renklere ve hareketlere olan iggiidiisel duyarliliklar1 sayesinde, televizyonun sihirli diinyasiyla
tanisirlar (Yagli, 2013).

Gegmiste kiiltiiriin aktarilmasindaki en 6nemli rolii halk hikayeleri ve masallar tstleniyordu.
Glinlimiizde ise bu yiikii artik ¢izgi filmler Ustlenmektedir. Eger bir ¢izgi film sanatgisi kiiltiirel
devamlilig1 saglamak istiyorsa, milletimizin ge¢misi ve kdkleriyle iliskilendirilmis ¢izgi filmler ortaya
cikarmalidir. Ancak bu sekilde geleneklerimizin, adetlerimizin, milli kiiltiirlimiiziin yerelden evrensele
tagiyabilecek bir manada ¢izgi filmler meydana getirebilirler (Tas Alicenap, 2015). Bu sebeple
cocuklarimizin hayatinda bu kadar 6nemli bir yere sahip olan ¢izgi filmleri icinde bulundurduklar1 halk
bilimi unsurlar1 bakimindan arastirmak oldukga 6nemli goriilmektedir. Zira bir ¢izgi film koklerimizden
ve gecmisimizden gelen halk bilimi unsurlarini ne kadar barindiriyorsa o kadar bizden ve o kadar faydal
olacag diislinilmektedir.

Tiirkiye’de son yillarda halk bilimini iceren ¢izgi filmlerin varli§i artis gostermis ve
arastirmacilarinda bu yapimlar1 halk bilimi yoniiyle aragtirmaya bagladiklar1 goriilmiistiir (Bayraktar,
2014; Tas Alicenap, 2015; Karakus, 2016; Esitti, 2016; Selanik Ay ve Korkmaz, 2017; Cetin ve Uzer,
2018; Aslan ve Yilar, 2019). Arastirmacilarin sectikleri ¢izgi filmler halk bilimi agisindan zengin ve
izlenme sayis1 olarak ¢ocuklarin daha ¢ok tercih ettigi cizgi filmlerden olusmaktadir. Niloya cizgi
filmide ¢ok izlenen ¢izgi filmler arasindadir. Cizgi film kendi youtube kanalinda 1 milyon izlenme
sayisini gecerek en ¢ok izlenen ¢izgi film olmus ve cocuklar tarafindan ne kadar begenildigini
gostermistir (Firat, 2019). izlenme sayilarma bakildiginda Niloya ¢izgi filminin ne kadar biiyiik bir
kitleyi etkileme giicii oldugu goriilmektedir. Bu agidan bakildiginda ¢ocuklari olumlu veya olumsuz
olarak dogrudan etkileyebilecek olan bir yapimin halk bilimini yeterince igermesi kiiltlirimiiziin gelecek
kusaklara aktarilabilmesi agisindan son derece onem arz etmektedir.

Muilli kiiltiirimiizii korumak ve yasatmak her gecen giin daha da zorlagsmaktadir. Bu bakimdan
cocuklarimiza milli kiiltiiriimiiziin aktarilmasinda 6nemli rolii olan kaynaklarin arastirilmasi biyiik
onem arz etmektedir. Bu dogrultuda bu ¢aligmanin amaci, ¢ocuklarimiza dogrudan hitap eden bir ¢izgi
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film olan Niloya’nin halk bilimi unsurlar1 agisindan incelenmesidir. Bu ana ama¢ dogrultusunda
asagidaki sorulara cevap aranmustir;

1. Niloya ¢izgi filminde hangi halk bilimi unsurlar1 bulunmaktadir?
2. Niloya ¢izgi filminde bulunan halk bilimi unsurlarinin kullanimi nasildir?

Yontem

Niloya ¢izgi filminin halk bilimi unsurlari agisindan incelendigi bu aragtirma nitel arastirma
yontemlerinden dokiiman analizi yontemine gore tasarlanmistir. Dokiiman incelemesi yontemine gore
hedeflenen olgu ve olaylarla ilgili olarak bilgi iceren yazili belgelerin yam sira video, fotograf, film,
resim gibi dijital ve gorsel dokiimanlarinda analiz edilebilmesi saglanabilmektedir (Yildirim ve Simsek,
2013; Creswell ve Clark, 2007). Dokiiman incelemesi yontemi kullanilarak Niloya ¢izgi filminin 40

boliimii aragtirmanin amact dogrultusunda olugturulan sorulara cevap aramak igin incelenmistir.

yontemlerinden Olgiit Ornekleme yoOntemiyle secilen 40 boliim olusturmaktadir.

Arastirma Grubu

Calismanin evrenini TRT Cocuk televizyon kanali ve bazi sosyal paylasim sitelerinde yer alan
Niloya ¢izgi filminin biitlin boliimleri olusturmaktadir. Orneklemini ise amagsal Ornekleme

Bu yontemde

incelenecek olay ve olgular arasinda 6rneklemi kargilayacak olanlar secilirler (Sonmez ve Alacapinar,
2011). Orneklem icin segilen béliimler ve nereden elde edildikleri Tablo 1°de gdsterilmistir.

Tablo 1. Incelen boliimler

Sira Boliim Kaynak

1 Kemenge https://www.youtube.com/watch?v=YQyd O_mqgC8&list=PLyhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=6

2 Sahur https://www.youtube.com/watch?v=uhorf42fcB4&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=8

3 Siit https://www.youtube.com/watch?v=E5kAm606p8o&list=PLyhMzyW9Hd
-1LOKaLtX TQo-eFYhykKIV&index=14

4 Bakarsan Bag https://www.youtube.com/watch?v=ELOW1UWI_Ok&list=PLyhMzyW9H

Bakmazsan Dag Olur d-1L0KaLtX TQo-eFYhykKIV&index=15

5 Misir Ekmegi https://www.youtube.com/watch?v=0igKExDJ5U&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=16

6 Birlikte Oynayalim https://www.youtube.com/watch?v=NWU5CeGpdVs&list=PLyhMzyW9
Hd-1L0KaLtX TQo-eFYhykKIV&index=17

7 Ilkbahar https://www.youtube.com/watch?v=j2tHVgkxWE&list=PL yhMzyW9Hd-
1L0KaLtX TQo-eFYhykKIV&index=19

8 Hikaye https://www.youtube.com/watch?v=LUXUSQfR_PM&list=PLyhMzyW9
Hd-1L0KaLtX TQo-eFYhykKIV&index=25

9 Karagoz ve Hacivat https://www.youtube.com/watch?v=RQ5vvDneKH4&list=PLyhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=30

10  Buzag https://www.youtube.com/watch?v=gyyOxPTNJ8&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=32

11  Damlaya Damlaya Gol https://www.youtube.com/watch?v=Tot76RGpQ_c&list=PLyhMzyW9Hd-

Olur 1LOKaLtX TQo-eFYhykKIV&index=34

12 Mendil Kapmaca https://www.youtube.com/watch?v=R05ju8CxsY &list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=40

13 Biilbiil Sarkisi https://www.youtube.com/watch?v=6F4qY6YfmRk&list=PLyhMzyW9Hd
-1LOKaLtX TQo-eFYhykKIV&index=45

14 Karadeniz’de Bir Gemi https://www.youtube.com/watch?v=0wMfmiK5wV0&list=PLyhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=48

15 Findik Zamani https://www.youtube.com/watch?v=bRfsj3IwY X8&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=53

16 Karadeniz Orkestrasi https://www.youtube.com/watch?v=TXPkH_bXYdY &list=PLyhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=54

17 23 Nisan https://www.youtube.com/watch?v=Sv6L1T5 9J0&list=PLyhMzyW9Hd-
1L0KaLtX TQo-eFYhykKIV&index=55

18 Oyun https://www.youtube.com/watch?v=QcfFz3d7vLo&list=PLyhMzyW9Hd-

1LOKaLtX TQo-eFYhykKIV&index=59
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19  Ramazan Bayrami https://www.youtube.com/watch?v=M4txr1V-iLA&list=PLyhMzyW9IHd-
1L0KaLtX TQo-eFYhykKIV&index=72

20 Iftar https://www.youtube.com/watch?v=NaCO7y55ExU&Iist=PLyhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=75

21 Cuval Yarist https://www.youtube.com/watch?v=3X-
4okpmXAo&list=PLyhMzyW9Hd-1L0KaLtX TQo-
eFYhykKIV&index=77

22 Yumurta https://www.youtube.com/watch?v=HgXmPtQ1BSE&list=PLyhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=79

23 Sogan https://www.youtube.com/watch?v=xCRVrlpbRbo&list=PLyhMzyW9Hd-
1L0KaLtX TQo-eFYhykKIV&index=82

24 Masal https://www.youtube.com/watch?v=MAa-
AvUerkQ&list=PLyhMzyW9Hd-1L 0KaLtX TQo-
eFYhykKIV&index=84

25 Sar1 Yapraklar https://www.youtube.com/watch?v=-iZJqY0-9UE&Ilist=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=88

26 Misafir Mete https://www.youtube.com/watch?v=4Xs1sc8usTM&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=91

27 Coban Mete https://www.youtube.com/watch?v=922iaPDm2dk&list=PLyhMzyW9Hd-
1L 0KaLtX TQo-eFYhykKIV&index=93

28 Sicak Bir Corba https://www.youtube.com/watch?v=1jzRkT1L Ueo&list=PLyhMzyW9Hd-
1L 0KaLtX TQo-eFYhykKIV&index=99

29  Yogurt https://www.youtube.com/watch?v=3NThcTasVnY &list=PLyhMzyW9Hd
-1LOKaLtX TQo-eFYhykKIV&index=100

30 Karadeniz Hazinesi https://www.youtube.com/watch?v=QV2spjlLpfU&Ilist=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=102

31 Cilek Regeli https://www.youtube.com/watch?v=B-
XwWViZREbg&list=PLyhMzyW9Hd-1L 0KaLtX TQo-
eFYhykKIV&index=107

32 Coban Kopegi https://www.youtube.com/watch?v=Zcsp_neGmN4&list=PLyhMzyW9Hd
-1L0KaLtX TQo-eFYhykKIV&index=115

33 Agac Doktoru https://www.youtube.com/watch?v=e-Jkwt165U8&list=PLyhMzyW9Hd-
1L0KaLtX TQo-eFYhykKIV&index=123

34 Pazartesi https://www.youtube.com/watch?v=x02TDnRyhBs&list=PLyhMzyW9Hd
-1L0KaLtX TQo-eFYhykKIV&index=117

35  Minisi Gezdiriyorum https://www.youtube.com/watch?v=4uEcOD1_baU&list=PLyhMzyW9Hd-
1L0KaLtX TQo-eFYhykKIV&index=106

36  Tiyatro https://www.youtube.com/watch?v=JoN1R8060 U&list=PLyhMzyW9Hd
-1L0KaLtX TQo-eFYhykKIV&index=95

37 Kiisleri Barigtiralim https://www.youtube.com/watch?v=cp3u_eSsd0o&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=90

38  Riizgar Giili https://www.youtube.com/watch?v=SHhZ4wK490g&list=PLyhMzyW9H
d-1L0KaLtX TQo-eFYhykKIV&index=73

39 Zambak https://www.youtube.com/watch?v=ng52UdL 05Pk&list=PLyhMzyW9Hd-
1LOKaLtX TQo-eFYhykKIV&index=78

40 Kar https://www.youtube.com/watch?v=LQFCvbqfT1E&list=PLyhMzyW9Hd

-1LOKaLtX TQo-eFYhykKIV&index=89

Verilerin Toplanmasi ve Analizi

Caligmada verilerin toplanmasinda TRT c¢ocuk televizyon kanalinin videolar bdliimiinden,
Niloya ¢izgi filminin resmi internet sayfasindan ve resmi youtube kanalindan yararlanilmistir. Boliimler
amagsal 6rneklem yontemlerinden 6l¢iit ornekleme yontemiyle belirlenmis ve tek tek incelenmistir.

Verilerin analiz edilmesi amaciyla icerik analizi yontemi kullanilmistir. Icerik analizi;
dokiimanlarin igerdigi mesaji anlam veya dilbilgisi olarak nesnel ve sistematik bir bigimde
siniflandirma, sayisallastirma, ¢ikarim yapma yollariyla gercegi arastiran bilimsel bir yaklagimdir
(Tavsancil ve Aslan, 2001). Bu yontem sadece metinler {izerinde kullanilmaz, ayni zamanda resimler,
televizyon programlari gibi ¢ekim yapimlarinin iizerinde de kullanilmaktadir (Biyiikoztirk, Kilig
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Cakmak, Akgiin, Karadeniz ve Demirel, 2014; Tavsancil ve Aslan, 2001). Icerik analizin amac1, benzer
verileri bazi kavram ve temalar ¢evresinde yan yana getirerek, bu kategorilerin dokiimanda var olma
durumunu belirleyip, bunlarin okuyucunun anlayacagi bir sekilde yorumlayip betimlemis bir resim
ortaya ¢ikarmaktir (Ozdemir, 2010; Yildirim ve Simsek, 2013). Bu ¢alismada biitiin bu durumlar dikkate
alinarak icerik analizi tiirlerinden kategorik analiz yontemi kullanilmistir. Kategorik analizin temel
amaci elde edilen verileri agiklayabilmek i¢in gerekli olan kavram ve iligkilere ulasmaktir (Yildirim ve
Simsek, 2013). Bu analizde veriler énceden belirlenmis kategorilere gore gruplandirilmaktadir. Bu
cercevede Niloya adli ¢izgi filmin ulasilan 40 boliimii arastirma siirecine dahil edilmistir. Her bir béliim
aragtirma problemleri igerisindeki sorulara cevaplar bulabilmek amaciyla kategorik analize tabi
tutulmustur. Elde edilen verilerin kategorize edilmesinde ise Sedat Veyis Ornek’in (1995) olusturdugu
ve calismanin giris boliimiinde de acgiklanmis olan 25 maddelik halk bilimi calisma konular1 esas
alinmugtir.

Giivenilirligi saglamak amaciyla veriler arastirmacilar tarafindan ayr ayri incelenmis ve
kodlanmistir. Goriis birligi ve ayriligi olan kodlamalar tespit edilmis ve aragtirmanin giivenilirligine
etkisi Miles ve Huberman’in (1994) formiiliinden (Goriis birligi/(Goriis birligi+Gorts ayriligr) x100)
faydalanilarak hesaplanmistir. Yapilan inceleme sonucuna gore uyusum yilizdesi % 92 olarak
hesaplanmistir. Bu uyum ytiizdesinin 70 ve tizeri olmasi1 olusturulan kodlamalarin giivenilir oldugunu
gostermektedir (Miles ve Huberman, 1994; Yildirim ve Simsek, 2013).

Bulgular

Bu kisimda yapilan igerik analizi sonucunda, ¢izgi filmlerde halk bilimi unsurlarmin kullanimai:
Niloya 6rnegi adl1 calismamiza ait bulgular basliklar halinde agiklanmustir.

Niloya Cizgi Filminin Baslica Karakterleri

Bu kisimda Niloya ¢izgi filmine ait baslica karakterler tablo ve gorsel olarak tanitilmigtir.
Karakterler ¢izgi filmin resmi internet sayfasindan (http://www.niloya.com/) alinmistir. Karakterler
hakkindaki bilgilerde internet sayfasindaki verilerden olusmustur. Niloya ¢izgi filmi TRT televizyon
kanalinda yayinlanan, okul &ncesi donemindeki ¢ocuklara hitap eden yerli yapim tematik bir ¢izgi
filmdir. Niloya c¢izgi filmine ait baslica karakterlerin fiziksel ve duygusal ozellikleri Tablo 2’de
gosterilmistir.
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Tablo 2. Niloya ¢izgi filmindeki baslica karakterler

Karakter Ozellik

2009 yilinda dogmustur. Koca gozlii, findik burunlu, sirin bir goriiniimi
vardir. En yakin arkadagslari Tospik, Mete ve abisi Murat’tir. Nehirde
ylizmeyi, kesfetmeyi, 6grenmeyi ve macerayr sevmektedir. Beklemeyi,
yanlis anlamayr ve mutsuz olmayi sevmez. Niloya ismini mutluluktan
almaktadir. Annesi kizinin isminin Nil olmasini babasi ise oya olmasini
istemistir. Dedesi her ikisininde istedigi olsun der ve adin1 Niloya koyar.

Niloya

Kendi halinde bir kaplumbaga olan Tospik Niloya’nin en yakin
arkadaslarindan biridir. Nehirde yiizmeyi, saklambag oynamay1 ve uyumay1

Tospik ¢ok seven Tospik, Niloya’nin onu boyamasindan ise hi¢ hoslanmamaktadir.
Kendisini ¢ok seven Niloya gibi bir dosta sahip oldugu i¢in kendisini ¢ok
sansli hissetmektedir.

2007 yilinda dogmustur. Merakli bakisli, koyu sacli ve Niloya’dan biraz daha
uzun bir goriiniime sahiptir. Top oynamayi, kosturmay1 ve findik toplamay1
¢ok seven Murat, mizik¢ilig1 ve topunun agaca ¢ikmasini ise sevmemektedir.
Niloya’y1 ¢ok seven Murat, onun bir geyleri yanlig anlamasiyla ¢ok egleniyor.

Murat

Koca gozlii sevimli bir gériiniime sahip olan Mete Niloya ile ayni yastadir.
Mete Oyuncaklarini dagitmay1 ve kemenge dinlemeyi ¢ok seven Mete, esyalarini
kaybetmeyi ve aradigini bulamamayi ise hi¢ sevmez.

Niloya’nin dedesi 1950 dogumludur. Beyaz sakalli, biraz yasl ve ton ton bir
goriinlime sahiptir. Ailesini, yaylaya gitmeyi ve balik tutmayi cok seven
dedemiz ¢ocuklarin iiziilmesinede hi¢ dayanamaz. Niloya’nin dedesi ayrica
diger biitiin karakterler i¢in bir akil hocasidir.

Dede

Yasli ve sirin bir goriiniime sahip olan babaanne 1952 dogumludur. Geliniyle
Babaanne yemek yapmayi, ailesini, torunlarii, findik toplamay1 ¢ok seven babaanne,
sevdiklerinin {iziilmesine ise hi¢ dayanamaz.

1976 dogumlu olan anne uzun boylu, ding ve giizel bir hanimdir. Ekinleri,
Anne yaylayi, ¢cocuklari ile vakit gecirmeyi ve temizligi ¢cok seven anne, pasakliligi
ve gliriiltiiyii ise hi¢ sevmez.

1974 dogumlu olan baba oldukga giiler yiizlii bir insandir. Tarlayi, denizi ve
baliklar1 gok seven baba, tembelligi ve dogaya saygisizlik yapilmasini ise hi¢
sevmez. Mutlu bir yuvaya sahip olan baba, kizinin ve oglunun diigledigi
giiclii ve iyi bir baba olmak i¢in elinden geleni yapmaktadir.

Baba

Babaanne

Gorsel 1. Niloya ¢izgi filmi baslica karakterler
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Koy Kasaba ve Kent Yasamti

Niloya ¢izgi filminde daha ¢ok kdy hayati anlatilmaktadir. Tipik bir Karadeniz Bolgesi kdyiinde
gecen normal bir hayat resmedilmektedir. Ekonomisi, aile ve sosyal hayati, dogasi vb. tiim yonleri ile
bu ortaya konmaktadir. Geleneksel bir Karadeniz kdyii olan Niloya’nin koyti; yesillikler i¢inde doga ile
birlesmis bir sekilde, evlerin tabiatin bir parcasiymis gibi insa edildigi, yasayan insanlarin doganin
onlara verdikleri ile slikrederek mutlu birer hayat siirdiikleri bir yerlesim yeridir.

Yerlesim ve Yerlesim Tiirleri

Yerlesim, evlerin birbirine ¢ok yakin olmadigi, doganin yerlesimine gore sekillenmis evlerden
olusan tipik bir geleneksel Karadeniz koyii formatindadir. Evlerin 6niinde hayvancilik ve tarimla alakali
barinaklar ve bahgeler bulunmaktadir. Bahgelerin etrafi ise citlerle ¢evrelenmistir. Icinden derelerin
aktig1, kdyiin ¢cok yakinlarinda ormanlarin ve daglarin bulundugu bu koy i¢inde yasayan insanlarin ve
diger biitiin canlilarin mutlu bir sekilde hayatlarini siirdiirdiikleri yasam alanlaridir.

Barmak-Konut (Halk Mimarisi)

Konutlar normal bir kdyde oldugu gibi miistakil olarak tasarlanmistir. Konut yapilarn ise
Karadeniz ydresine 6zgii sekilde yapilandirilmis, 6niinde kendi bahgesi, samanligi, ahir1 vb. yapilarla
donatilmistir. Evler birbirinden farkli renklerle boyanmis, doganin renginede genelde uyum saglamayi
basarmistir. Evlerin yapt malzemesi olarak agaclarin ve taslarin kullanildigi goriilmektedir. Evlerin
icinde yine yoresel unsurlar kullanilmistir. Evlerin duvarlarinda aile biiytiklerinin ve aile tyelerin
bulundugu resim tablolari, yoresel calgilar (kemenge) mevutken, evin iclerinde ydreye 0zgii masa
ortiileri, halilar, perdeler, gaz lambalari, kitaplik gibi esyalarin oldugu goriilmektedir. Yine evlerin
duvarlarinda bahgede yetistirilen {irtinlerin kurutulmus olarak asili halde durdugunu goérmek
miimkiinken, onlarin hemen yaninda yoresel elekte bulunmaktadir. Evlerin pencerelerinin manzarasi
genelde gokylizii ve agagliklara yemyesil cayirlarla resmedilmistir. Evin yanindan gecen nehirde ise
Karadeniz Bolgesinde geleneksel olarak yapilan kemerli tarihi bir kdprii mevcuttur.

Aydinlanma ve Isitnma

Evlerin ¢atilarinda bacalar ve tiiten dumanlar resmedilmistir. Buradan o yorenin insanlariin
soba ile 1sindig1 anlagilmaktadir. Ancak bacalarin mutfaktan ¢iktigi goriilmemektedir zira mutfakta
yapilan yemeklerin tiiplii ocakta pisirildigi incelenen boliimlerden bilinmektedir. Sobalar mutfakta degil
evin baska bir boliimiinde konumlandirilmiglardir.

Aydinlanmada ise sokaklarda elektrik direklerindeki ampuller, evlerde ise daha kii¢iik boylu
ampuller ve elektrik kesintisine kargi geleneksel gaz lambalar1 bulunmaktadir.

Ekonomi Tiirleri ve Halk Ekonomisi

Boliimlerde yoresel halkin ekonomisine olduk¢a vurgu yapilmaktadir. Ozellikle bolgeye
uyumlu bir sekilde tarim ve hayvanciliktan bahsedilmektedir. Karadeniz balik¢iligia, findik
bahgelerine, misir tarlalarina, inekler ve kegilere kadar yoresel ekonomi bdliimlerin konulari ile hep i¢
icedir. Niloya’nin babasi ve dedesi balik¢idir ama ayn1 zamanda ahirdaki hayvanlar ve arazideki findik
ve sebze gibi tarim iiriinleri ile de ilgilenmektedirler. Ayrica Niloya’nin annesi ve ninesi de ev
ekonomisine tarla ve hayvanlarin bakimindaki yardimlari ile destek olmaktadirlar. Niloya’nin ailesin
geleneksel bir koy hayatinda oldugu gibi inekleri, kegileri ve tavuklart bulunmaktadirlar. Onlardan siit
ve yumurta temin etmektedirler. Ornegin ”siit” adli boliimde Niloya’nin hasta olan abisi i¢in ninesinin
inekten geleneksel olarak siit sagmas1 anlatilmaktadir ve yine baska bir bolimde Niloya ve abisi
Murat’ta dahil biitiin ailenin findik bahgesine gidip findik topladigi goriilmektedir. Niloya’nin evindeki
herkes, evin ekonomisi i¢in {izerine diisen biitiin gorevleri yapmaktadirlar.

Boliimlerde bugday unundan ziyade misir unundan bahsedilmektedir. Yoresel olarak misir
bugdaya gore daha fazla tiretilmektedir ve dolayisiyla misir unu daha fazladir. Hatta “misir ekmegi” adli
boliimde misir ununun nasil yapildigi Niloya’nin en yakin arkadasi Mete’nin babasimin degirmeninde
gosterilmistir. “Riizgargiili” adli boliimde ise bir yel degirmeninin bugdaylardan un yaptig
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anlatilmistir. Goriildiigii gibi boliimlerde halkin genelde geleneksel olarak o yorenin ekonomik hayatini
nasil ortaya koydugu agik bir sekilde anlatilmustir.

Beslenme

Cizgi filmin genelinde oldugu gibi beslenmede de ydreye 6zgii besinler agir basmaktadir.
Beslenmede findik, misir, misir ekmegi, balik, siit, yogurt ve yumurta gibi yorenin geleneksel ve dogal
irtinlerinden oldukga bahsedilmektedir. Beslenmede kullanilan iirlinler market ve bakkallarda satilan
yapay malzemelerden degil genelde iginde bulunulan dogada halkin geleneksel yontemlerle kendi
iirettikleri iiriinlerdir. Yemekler genelde mutfaktaki masada yenilmektedir. Yemeklerin yaninda masada
genelde ¢ay bardaklarida dolu halde bulunmaktadir. Ekmek olarak genelde misir ekmegi
tilketilmektedir. Yumurta ¢cogu kahvaltida haglanmis ya da tavada yapilmis olarak bulunmaktadir. Bu
yumurtalar evin kendi tavuklarmin yumurtalaridir. Normal 6gilinlerde yapilan yemekler evin
bahc¢esinden toplanan fasulye, domates gibi sebzelerden yapilan yoresel yemekler olmaktadir. Hamur
isi yiyeceklerde bazi boliimlerde kullanilmigtir. Ornegin “Neseli Kurabiyeler” béliimiinde Niloya’nin
annesi kurabiye yapmis ve evin etrafinda oynayan biitiin ¢ocuklara dagitmistir.

Evin mutfaginda normal mutfak esyalar1 ve bir yemek masast bulunmaktadir. Sebzeler ve
meyveler ayri bir kilerde degil mutfagin dolaplarinda saklanmadir. Mutfagin duvarlarinda kurutulmus
sebzeler, elek ve Karadeniz bolgesinin geleneksel ¢algisi olan kemenge bulunmaktadir.

Ol¢me Tartma ve Hesaplama Birimleri

Niloya ¢izgi filminde zaman birimleri bir ders programi gibi “pazartesi” adli boliimde
anlatilmistir. Ayrica zamani evlerinde bulunan saatlere bakarak 6grenmektedirler. Ramazanda ise top
patlayinca aksam oldugunu, sabah ezani okununcada sabah oldugunu “sahur” adli boéliimden
gormekteyiz.

Halk Sanatlart ve Zanaatlar:

Boliimlerde goriildiigii iizere geleneksel olarak yapilmis olan islemeli ortiiler evlerin i¢inde
masa, viskoz gibi yerlerin lizerlerinde bulunmaktadir. Evde porselenden ve kilden yapilmis mutfak ve
siis esyalarida goriilmektedir. Ayrica Ozellikle kadin karakterlerin giysilerinde el is¢iligi 6n plana
cikmaktadir. Baslarina taktiklari tokalarda ve yazmalarda bu daha fazla goriilmektedir. Niloya’nin baba
ve dedesi ise kdyde veya kendi evlerinde ¢ikan herhangi bir sorunda bir ingaat ustasi gibi biitiin
sorunlarin iistesinden gelmektedirler.

Giyim-Kusam-Siis

Cizgi filmde kiyafetler genelde Karadeniz yoresinin geleneksel kiyafetleridir. Giindelik
kiyafetlerde 6zellikle Niloya’nin dedesi ve ninesinde bu geleneksel kiyafetler olduk¢a kendini belli
etmektedir. Tablo 3’te Niloya ¢izgi filminin karakterlerinin giyim kusam durumu belirtilmistir.

Tablo 3. Karakterlerin giyim ve kusamlari

Karakter Giyim-Kugam

Niloya Kahverengi saglari ikiye ayrilmis, kurdele ile baglanmis sekilde; elbisesi askili, iistiinde sari
bir tigort, ¢igek desenli, genelde tek ve canli bir renk; ayakkabisi bagciksiz kirmizi renkli.

Murat Kahverengi saclar1 yana taranmig sekilde, tstiinde agik mavi gémlek tizerinde kahverengi
stiveter, altinda ise yine agik mavi pantolon ve agik renk ayakkab.

Mete Sar1 saglar diiz taranmamus bir sekilde, tizerinde a¢ik mavi bir tisort, altinda ise kahverengi
bir sort ve bagcikli mavi renkli bir ayakkabi.

Anne Geriye taranmig kahverengi ve ¢ok uzun olmayan saglari, saginda ¢igekli tokasi, iistiinde

pembe bir gémlek ve onun tizerinde mavi bir yelek, altinda mor bir etek ve onun tizerinde sar1
renkli desenli bir is 6nliigii, acik renkli bir bagciksiz bir ayakkabu.

Baba Siyah saglari ortaya yakin yana taranmig bir sekilde ve biyikli, iizerinde yakali kirmiz1 bir
tisort, altinda agik mavi renkli bir pantolon ve tigortiin tizerinde kemerli bir sekilde, bagciksiz
mavi bir ayakkabi.

Dede Baginda genelde o yorede hacilarin taktigi bere, yiizii beyaz ve sakalli, iistiinde agik mavi
gbémlek ve onun tizerinde mor renkli diigmeli bir yelek, altinda ag¢ik mavi bir pantolon, agik
kahverengi ayakkabilar.
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Nine Baginda agik mor iglemeli bir yazma, beyaz yiiziinde kiigiik bir gozliik, tistiinde agik renkli bir
buluz ve onun iizerinde pembe renkli diigmeli bir yelek, altinda kare desenli mavi bir etek ve
acik kahverengi bagciksiz bir ayakkabi.

Tablo 3’te goriildiigli iizere oOzellikle aile biiyiiklerinde daha g¢ok gelencksel kiyafetlerin
kullanilmis oldugu goriilmektedir. Renkler genelde birbirine benzer sekilde resmedilmistir.
Karakterlerin kiyafetleri genelde bu sekilde olsa da mevsime, yapilan ise ve hava durumuna gore bazen
farkl kryafetler giyildigide goriilmektedir.

Gorsel 2. Cizgi filmdeki baslica karakterlerin giyim ve kusamlar

Cizgi filmde normal giinliik kiyafetler yaninda baz1 boliimlerde geleneksel kiyafetlerinde ara
ara giyildigi goriilmektedir. Boliimiin konusuna gore Karadeniz bolgesinin geleneksel kiyafetleride
bolca kullanilmaktadir. Tablo 4’te bu kiyafetlere 6rnekler verilmistir.

Tablo 4. Cizgi filmde giyilen geleneksel ve yoresel kiyafetler
Sira Kiryafet

Horon Kiyafetleri

Bayram Kiyafetleri

Coban Kiyafetleri

Dagc1 Kiyafetleri

Tiyatro Kiyafetleri

Sporcu Kiyafetleri

Denizci Kiyafeti

8 Postaci Kiyafetleri

N[OOI WIN(F

Geleneksel kiyafetlere baktigimizda daha ¢ok kendi kiiltiirimiize ait oldugu acik bir sekilde
goriilmektedir. Niloya’nin agagidaki gorsellerde goriildiigii gibi giydigi horon ve gemi kaptam
kiyafetleri vb. bunlara 6rnektir. Karadeniz yoresinin geleneksel kiyafetlerinin yani sira yerlesim yerinin
kdy olmasindan kaynaklanan kiyafetlerinde kullanildig1 goriilmektedir.
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Gorsel 3. Niloya ¢izgi filminde kullanilan yerel geleneksel kiyafetlere drnekler

Halk Bilgisi

Niloya ¢izgi filminde halk bilgisi genelde halk hekimligi, halk botanigi, halk meteorolojisi gibi
alanlarda goriilmektedir. Ornegin “Sicak Bir Corba” béliimiinde Niloya’nin hasta olan annesi igin
babasinin yapmaya calisti§i ¢orbanin hastaliga iyi gelecegi konusu islenmistir. Ayn1 sekilde “Siit”
boliimiinde ise Niloya’nin hasta olan abisi i¢in balli siitiin gerektigi belirtilmistir.

Niloya ¢izgi filmi Karadeniz’de bir kdy hayatini isledigi igin insanlar, hayvanlar ve bitkilerle i¢
icedir. Bu sebeple bir¢ok boliimde halk bahgelerdeki sebze ve meyveler, ormanlardaki agacglar ve
cigekler gibi bitkilerin her tiirli 6zellikleri iglenmigtir. Bitkilerin yesermesi, olgunlasmasi, sararmasi,
yaprak dokmesi gibi durumlar bazi boélimlerin konusunu olusturmustur. Bu bdliimlerde 6zellikle
Niloya’nin yasadig1 yorenin kendine has olan bitkileri se¢ilmistir.

Niloya ¢izgi filminde mevsimlerin bitkiler ve yasam tarzi iizerindeki etkisini gosteren bir¢ok
ornekte mevcuttur. Hatta bazi boliim isimleri bile bizzat bdyledir (Ilkbahar, Sar1 yapraklar, Kar). Bu
boliimlerde 6zellikle halkin meteoroloji ile ilgili bildigi halk bilgisi ortaya konulmaktadir.

Toreler, Adetler, Gelenekler, Gorenekler

Niloya ¢izgi filmi toreler, adetler, gelenekler ve gorenekler bakimindan oldukg¢a zengin bir ¢izgi
filmdir. Cizgi filmin genelinde toreler, adetler, gelenek ve gorenekler serpistirilmis bir vaziyette
bulunmaktadir. Tablo 5’te ¢izgi filmde saptanan toreler, adetler, gelenek ve goreneklere ornekler
gosterilmistir.
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Tablo 5. Cizgi filmde gegen toreler, adetler, gelenekler, gérenekler
Sira  Toreler, Adetler, Gelenekler ve Gorenekler

Evin duvarlarina kurutulmus sebzeler asmak
Koyde ortaya ¢ikan durumlarda imece usulii yardimlagmak
Bayramlarda el 6pmek

Bayramlarda hediyelesmek

Bayramlarda ziyaretler yapmak

Biiyiikleri sevmek ve onlara saygili olmak
Sahurda davul calarak halki uyandirmak
Iftar icin sofrada top patlamasimi beklemek
Bayram sabahi yeni elbiseler giymek

10 Misafirlige gitmek, giderken hediyeler gotiirmek
11 Gelen misafire ikramlarda bulunmak

12 Bitkilerden oyuncaklar yapmak

13 Kiisleri barigtirmak

14 Ramazanda sahura kalkip ezani1 beklemek
15 Kardan adam yapmak, kartopu oynamak

16 Koyde cuval yarisi gsenligi diizenlemek

17 Kardesine sahip ¢ikmak

18 Biiyiiklerden hikaye ve masallar dinlemek
19 Verilen hediyeler karsilik hediye vermek

20 Bagkasinin egyasini alirken izin almak

21 Biitiin iglerde aile iyelerinin yardimlagmasi
22 Ihtiyaci olanlara yardim etmek

23 Yoresel calgilar: ¢almak

24 Hastalar i¢in dogal ¢oziimler bulmak

D N[O |IWIN|F-
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Tablo 5’ten goriilecegi iizere ¢izgi filmde toreler, adetler, gelenekler ve gorenekler yogun bir
sekilde goriilmektedir. Bunlar c¢izgi filmin geneline yayilmis, biitiin boliimlerde konularin igine
yerlestirilmigtir. Bunlarin genelde ¢izgi filmin biiylik karakterleri tarafindan ¢ocuklara anlatildig1 veya
bu karakterlerin direkt olarak hayatin iginde 6rnek olduklar1 goriilmektedir. Biiyiiklerinin anlattiklar1 ya
da onlardan Ornek aldiklari inanglari/davranislart ¢ocuklarin kendi aralarinda da yasattiklar
gorilmektedir.

Gecis Donemleri

Cizgi filmde gecis donemleri iizerine yogunlagma olmamustir ancak bir boliimde Niloya’nin
ailesinin inekleri olan “Benekli”’nin dogumu konu edinmistir. Bu dogum sahnesi ile beraber dogum
yasam gibi kavramlar ¢ocuklara anlatilmakta ve seyirciye aksettirilmektedir.

Bayramlar, Karsilamalar, Ugurlamalar

Cizgi filmde bayramlar tam anlamiyla Karadeniz ve Tiirk kdiltiirii ile yogurularak anlatilmaya
calisilmistir. Ornegin cocuk karakterlerin bayram dncesi alian yeni kiyafetleri heyecanla bayram sabahi
giymeleri, biiyiiklerin ellerini 6pmeleri ve onlardan hediyeler almalar1 gibi durumlar islenmistir. Ayrica
kdydeki cocuklarm biitiin evleri gezerek bayram kutlamasi yapmasi ve seker toplamasida hem ¢izgi
filmin gectigi yorenin hem de Tiirk kiiltlirliniin ayrilmaz parcalaridir. Karsilamalar heyecanl ve
sevingli, ugurlamalar ise genelde hiiziinlii bir sekilde verilmistir.

Kalip Hareketler, Kalip Sozler, Sesler

Cizgi filmde herkes genelde giiler yiizliidiir. Bu giiler yiizliiliigl en ¢ok Niloya’da gérmekteyiz.
Niloya ve arkadaslar1 genelde heyecanli, merakli, paylasimci, sevimli olarak goriilmektedirler. Cizgi
filmdeki biiylik karakterler ise kiiciiklere karsi daima sabirli ve sevgi doludurlar. Cogu zaman giiler
yiizliidiirler ve bazen gozleri dolsa bile genelde seving gbzyaslari olmaktadir.

Kaliplagmus giinliik yasantilar; hayvanlarin bakimi, tarimsal faaliyetler, baliga ¢ikmak, ¢ocuk
oyunlar1 vb. gibi geleneksel Karadeniz koy yasamui ile ilgilidir. Ornegin baliga giderken yagmurluk
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giymek, bisiklete binerken kask ve dirseklik takmak gibi yapilan ise gore kaliplasmis hareketler
bulunmaktadir.

Dinsel Inamislar, Inanglar

Niloya’nin kdyiinde biitiin kdy icin bir cami ve bir imam bulunmaktadir. Ozellikle ramazan
ayinin ve bayramlarin anlatildigi béliimlerde bu motifler cok¢a kullanilmislardir. Bu motiflere ek olarak
orug tutmak, sahura kalkmak, iftar yapmak, sahura kalkmak i¢in davul ¢almak vb. gibi Islami motifler
cizgi filmde ¢okg¢a kullanilmistir. Ayrica yagan yagmurlarin ve yemeklerimizi paylagsmanin bereket
getirecegi gibi inanclarda mevcuttur.

Halk Edebiyani

Cizgi filmin birgok boliimiinde Halk Edebiyat: unsurlar1 kullanilmustir. Ozellikle “damlaya
damlaya g6l olur” ve “Masal” gibi bazi boliimlerde ise direkt olarak boliim isimleri Halk Edebiyatini
konu edinmistir. Halk edebiyati iirlinleri bazen senaryonun akisi iginde ortiik bir sekilde verilmekte iken
bazende direkt olarak senaryonun konusunu olusturmustur. Ornegin “bakarsan bag bakmazsan dag olur”
adli boliimde Niloya’nin atasodziinii duyup yanlis anlamasini ve dogrusunu 6grenirken yasadiklarini
konu edinmistir. Tablo 6’da ¢izgi filmde kullanilan Halk Edebiyat: iirlinlerine drnekler verilmistir.

Tablo 6. Cizgi filmde gecen halk edebiyat iiriinlerine rnekler
Atasozii “davulun sesi uzaktan hos gelir”
“bakarsan bag bakmazsan dag olur”
“damlaya damlaya gél olur”
“iyi olacak hastanin doktor ayagina gelir”
Deyimler “ay1ilip bayilmak”
“numara yapmak”
“giile giile kullanmak™
“g0niil almak”
“ilham almak”
“cani sikilmak”
“aklina gelmek”
“turp gibi olmak”

Hikaye “nehir kenarinda yasayan kiigiik kizin hikayesi”
“Karadeniz gemisi”

Masal “agaclarin i¢inde yagayan kiiciik insanlar”

Mani “ramazan davulcusunun sodyledigi maniler”

Efsane “riizgargiilli oyuncagmin annesi olduguna iliskin
efsane”

Halk siiri “Murat’in Kendi yazdig1 23 Nisan siiri”

Halk Tiyatrosu

Cizgi filmde halk tiyatrosu ile ilgili olarak goélge oyunu, tiyatro ve seyirlik gosteriler
kullanilmistir. “Tiyatro” ve “Karagéz ve Hacivat” boliimleri hem isim hem de konu olarak halk
tiyatrosunu ele almislardir. Tiyatro adli béliimde Niloya ve arkadasi Mete kiiltiiriimiiziin bir halk
kahramani olan Keloglan ve onun annesini canlandirmiglar ve koyliilerde onlar1 izlemiglerdir. Karagoz
ve Hacivat bolimiinde ise Niloya ve arkadasi Mete kdy g¢esmesinin akmama sorununa iligkin
¢Oziimlerini biiyiiklerin dinlemesini saglamak i¢in golge oyununu kullanmiglar ve basarilt olmuslardir.
Niloya ve arkadaslarmin diger bazi boliimlerde de koylii karsisinda performanslar sergiledikleri
goriilmiistiir. Gorsel 5’te koy halkiin Niloya ve arkadasi Mete nin gosterisini izledigini gosteren bir
ornek verilmistir.

161



Egitim Kuram ve Uygulama Aragtirmalar1 Dergisi 2020, Cilt 6, Say1 2, 149-165 Hamdi KARAMAN, Omer YILAR

Gorsel 4. Niloya ve arkadaglarinin yaptigi tiyatro gosterisi

Halk Oyunlart

Halk oyunlari olarak daha ¢ok “horon” iizerine yogunlasilmustir. Ozellikle geleneksel calgi olan
kemenge ile beraber Niloya ve arkadaslarmin geleneksel kiyafetler giyerek horon oynadiklari
goriilmektedir. Geleneksel oyunlarin oynandigi boliimlerde yine geleneksel c¢algilar olan tulum ve
kemenge kullanilmaktadir.

Halk Miizigi ve Miizik Araglart

Niloya ¢izgi filminde halk miizigi ve miizik araglari genelde o yo6renin geleneksel tirtinleri
olmaktadir. Calgilar yoksa genelde radyolar kullanilmakta ve o yorenin geleneksel miizikleri
dinlenmektedir. Karadeniz yoresinin miizik aletleri olan tulum ve kemencge bdliimlerde en ¢ok islenen
kiiltiirel unsurlardir. Hatta bir b6liimiin ismi “kemenge’’dir. Kemenge adli boliimde mutfakta her zaman
asili duran kemenceyi goren Niloya onu alir ve ¢galmaya baglar. Calmay1 beceremedigi i¢in ¢ikan sesten
herkes rahatsiz olur. Ancak Niloya’nin dedesi kemengeyi alarak nasil ¢almasi gerektigini gosterir.
“Karadeniz Orkestras1” adli béliimde de Niloya’nin annesinin dinledigi radyo bozulunca, Niloya ve
arkadaslar1 annesi i¢in kemenge, tulum ve davulla bir orkestra olustururlar.

Cocuk Oyunlari, Oyuncaklart

Niloya ¢izgi filminde ¢ocuklara yonelik olarak geleneksel oyunlardan ¢okga gérmekteyiz. Bu
oyunlara arasinda hem “paten” gibi modern zaman oyunlar1 hem de “guval yaris1” gibi eski geleneksel
oyunlar bulunmaktadir. Tablo 7°de ¢izgi filmde ge¢en oyunlara 6rnekler verilmistir.

Tablo 7: Cizgi filmde gecen g¢ocuk oyunlari
Sira  Oyun

Istop

Cuval yarisi
Bisiklet stirmek
Misafircilik
Misket

Futbol

Sek sek

Kartopu
Ugurtma ugurmak
10  Mendil kapmaca
11  Yakartop

12 Korebe

13 Kizakla kaymak

OO IN|O|O A~ WIN|F-
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Tablo 7’de goriildiigii {izere ¢ocuk oyunlari ¢izgi filmde yogun bir sekilde islenmistir ve bu
oyunlar yogunlukla hem o yoreye 6zgii geleneksel hem de eski oyunlardir. Oyunlarda genellikle
eglence, yardimlasma ve ders alma konular1 iglenmektedir.

Cocuk oyuncaklar1 olarak futbol topu, oyuncak arabalar, ugurtmalar, riizgar giilleri vb. gibi
oyuncaklar kullanilmistir. Ayrica Niloya’nin kdyiinde yetisen doganin herhangi bir iirliniide ¢ocuk
oyunlart i¢in kullanilma potansiyeline sahiptir.

Halk Eglenceleri

Cizgi filmde halk eglenceleri daha ¢ok cocuklar ve onlarin seyirlik gosterileri iizerinden
anlatilmistir. Cogu zaman Niloya ve Mete’nin iki kisilik gosterileri (gdlge oyunu, tiyatro) veya daha
fazla ¢ocugun yaptigi yarigsmalar (guval yarisi-cocuk senlikleri) kdylii tarafindan hep beraber
izlenilmektedir.

Adlar

Niloya ve arkadaslarinin isimleri genelde mevcuttur ancak aile iiyelerinin ismi ¢izgi filmde
belirtilmemektedir. Anne, baba, dede ve nine gibi isimlendirmeler yapilmistir. Niloya’nin arkadaglarinin
anne ve babalarinin isimleride boliimlerde gegmektedir. Ayrica Niloya’nin ailesinin sahip oldugu
hayvanlarinda isimleri vardir (minis, benekli). Niloya’nin koyline ait olan okul bazi boéliimlerde
goriilmekte (6rnegin Paten boliimiinde), okulun tabelasinda “Sirintepe ilkokulu” yazmaktadir.

Tartisma, Sonuc ve Oneriler

Tiirkiye’nin Karadeniz bdlgesinde yasayan kiiciik bir kizin ve yakin ¢evresinin hayatin1 konu
edinen Niloya ¢izgi filminde bulundugu yoéreye ait Tiirk kiiltiiriinii yansitan bir¢ok halk bilimi unsuru
tespit edilmistir. Halk bilimi unsurlar1 tespit edilirken kullanilan Sedat Veyis Ornek’in (1995) 25
maddelik halk bilimi ¢alisma konulari, biiyiik ¢ogunlukla ¢izgi filmde bulunmaktadir. Bir millete ait
kiiltiir degerlerinin yasatilmasi ve kusaktan kusaga aktarilmasi i¢in kodlarinin yinelenmesi ve yeniden
tiretilmesi gerekmektedir. Teknolojinin son zamanlarda gelismesiyle beraber biiyiik kitleleri sinema
salonlarina c¢eken animasyonlar, kiiltiirel mirasin gelecek nesillere iletilmesinde onemli bir rol
iistlenmiglerdir (Tas Alicenap, 2015). Bu baglamda halk bilimi unsurlari agisindan ¢ok zengin bir yapiya
sahip olan Niloya ¢izgi filminin kiiltiiriimiiziin gelecek nesillere iletilmesinde 6nemli bir role sahip
oldugu sdylenebilir.

Kiiltiiriimiizde “Halil ibrahim Sofras1” olarak adlandirilan eve gelen konuklar1 agirlama kiiltiirii
vardir. Bu kiiltiir sayesinde konuklar ve ihtiya¢ sahipleri i¢in hazirlanan yemeklerin sofra bereketini
artiracagi diistiniilmektedir (Giindiizoz, 2016). Aslan ve Yilar’in (2019) yaptigi ¢calismada bu inanigin
Rafadan Tayfa ¢izgi filminde bu kiiltiire ait geleneklerin yasatildigi tespit edilmistir. Bu calismayla
paralel olarak Niloya ¢izgi filminde 6zellikle Niloya’nin annesinin bircok bdlimde yaptigi lezzetli
yemek ve yoresel hamur isi lirlinleri evin 6niinde oynayan biitiin ¢ocuklara dagittigi goriilmektedir.

Bayraktar (2014), keloglan masallar1 adli ¢izgi filmi aragtirmis ve s6zel kiiltiir {irlinlerinin, dijital
ortamlara taginmasiyla beraber kiiltliriimiiziin farkli ortamlarda yeniden icra edilmesi ve gelenegimizin
giincellenmesi noktasinda ¢izgi filmi basarili bulmustur. Niloya ¢izgi filminde de sozlii kiiltiir unsurlari
oldukga yer bulmaktadir. Ozellikle siir, hikdye, masal, atasdzii, deyim vb. gibi halk edebiyat: {iriinleri
¢izgi filmin birgok boliinde islenmistir. Bu sayede sozlii kiiltiir tirlinlerimiz farkli ortamlarda yeninden
icra edilme ve gelenekten gelecege yolculuk etme sanst bulmuslardir.

Selanik Ay ve Korkmaz (2017) Kiiciik Hezarfen adli ¢izgi filmdeki kiiltiir 6gelerini
arastirmiglardir. Cizgi filmde sozli kiltiir 6geleri, sosyal ortamlar, dogal ve tarihi yerer, gelenekler,
kiyafetler, yemekler, mimari yap1, Tirk biiyiikleri, el sanatlari, oyunlar, miizik aletleri, kutlamalar ve
bayramlar vb. seklinde kiiltiir unsurlarina rastlanilmistir. Cetin ve Uzer (2018) ise ayni ¢izgi filmde
bulunan milli kiiltiir unsurlarini incelemislerdir. Calismanin sonuglar1 yukaridaki ¢alismayla uyumlu
olmakla beraber 23 farkli kiiltiir unsuru tespit edilmistir. Bu c¢aligmalardan elde edilen sonuglarin
aragtirmamizin sonuglar1 ile benzer oldugu goriilmektedir. Niloya ¢izgi filminde de Sedat Veyis
Ornek’in (1995) 25 maddelik halk bilimi ¢alisma konularmin tiim maddelerine drnek kiiltiirel halk bilimi
unsurlar tespit edilmistir.
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Karakug (2016) yoriiklerin hayatinin anlatildigt Maysa ve Bulut adl1 animasyon ¢izgi filmden
20 boliim incelemistir. Cizgi filmde orf, adet, gelenek ve gorenekler basligi altinda 30 kiiltiirel unsur
tespit edilmistir. Sonug olarak aragtirmaciya gore ¢izgi filmin kiiltlir aktarimi yoniinden 6nemli bir
yapim oldugu diisiiniilmektedir. Calismamizda elde edilen sonuglarda bu arastirma ile benzer sonuglar
icerdiginden, Niloya ¢izgi filmininde kiiltlir aktariminda 6nemli bir rolii oldugunu séyleyebiliriz.

Esitti (2016) calismasinda Pepee ¢izgi filminin daha ¢ok yoresel kiiltiirii ve bu kiiltiire ait
degerleri, hayat tarzin1 seyredenlere aktardigini ortaya c¢ikarmistir. Bu c¢aligmanin sonuglarinin
caligmamizla uyumlu oldugu goriilmektedir. Niloya ¢izgi filmi, Karadeniz’in tipik bir kdyiindeki birgok
yoresel kiiltiirel unsuru ve o yoreye ait hayat tarzini ¢ocuklarin anlayacagi seviyede seyirciye
aktarmaktadir. Bu sayede Kkiiltiiriin gelecek nesillere aktarilarak yasatilmasinda 6nemli bir rol
oynamaktadir.

Aslan ve Yilar (2019) calismalarinda, rafadan tayfa adli ¢izgi filmden 42 béliim incelemiglerdir.
Caligmanin sonuglarina gore bir¢ok halk bilimi unsuru tespit edilmistir. Ayrica halk bilimi unsurlarinin
cocuklara cizgi filmlerle beraber aktarilabilecegi, gelenek ve goreneklerimizin ¢izgi filmler yoluyla
Ogretilebilecegi vurgulanmistir. Bu c¢alismanin  sonuglariyla calismamizin  sonuglar1  oldukca
ortiismektedir. Niloya ¢izgi filminde bir¢ok halk bilimi unsuru, gelenekler, adetler, gérenekler, kiiltiirel
unsurlar mevcuttur. Bu bakimdan Niloya ¢izgi filminin kiltiirlimiiziin, halk biliminin gelecek kusaklara
aktarilmasinda ve bunlarin 6gretilmesinde kullanilabilecegi diisiiniilmektedir.

Son yillarda halk bilimi iceren yerli ¢izgi film yapimlarinin c¢ogalmasiyla beraber
arastirmacilarin ilgilerinin bu yonde artig1 goriilmiistiir. Cizgi filmlerle ilgili olarak yapilan ¢aligmalar
incelendiginde, arastirmacilarin ¢izgi filmlerdeki halk bilimi unsurlarinin varligtr ve bunlarin gelecek
kusaklara aktarilmasi iizerine calismalar yaptiklar1 goriilmiistiir. Senaryosunda halk bilimi konularinin
bulundugu ¢izgi filmlerin ve bunlarla ilgili bilimsel arastirmalarin yapilmas1 ve bunlarin sayilarinin
giderek artmasi gelecegimizin insast adina hem bilimsel hem kiiltiirel olarak olduk¢a énemlidir. Bu
durum hem kiiltiiriimiiziin gelecek kusaklara aktarilmasinda hem de halk biliminin yagatilmasinda énem
arz etmektedir.

Niloya ¢izgi filmi Tiirk kiiltiirine ait halk bilimi unsurlart agisindan olduk¢a zengin bir
yapidadir. Halk Edebiyatindan Halk Mimarisine, Halk Inanislarindan Halk Bilgisine, Halk
Ekonomisinden Beslenmeye halk bilimi ¢aligma konular1 biiyiik oranda ¢izgi filmde yerini almustir.
Ozellikle son yillarda sehirlesmenin hizli bir sekilde artmasi teknolojinin gelismesiyle beraber
unutulmaya yiiz tutmus geleneksel Karadeniz koy hayati bu ¢izgi film sayesinde yasatilmaya
calisgilmistir. Karadeniz kdy hayatinda aile, ekonomi, mimari, sosyal hayat, egitim, gelenek ve
gorenekler, inanislar, sozIlii ve yazili unsurlar vb. ¢ocuklarin anlayacagi sade bir sekilde izleyiciye
yansitilmaya c¢alisilmistir. Niloya c¢izgi filminin sosyal paylasim platformlarinda ve televizyon
kanallarinda milyonlar tarafindan izlenildigini ve begenildiginide g6z Oniinde bulundurulursa,
unutulmaya yiiz tutmus halk bilimi unsurlarinin gelecek kusaklara aktarimi ve yasatilmasi adina ne
kadar 6nemli bir rol iistlendigi daha iyi anlagilacaktir. Sonug olarak kiiltlirlimiizii anlatan ¢izgi filmlerin
cogalmasi, teknolojinin ve kiiresellesmenin ¢ocuklar iizerindeki olumsuz etkilerinin ¢ok hizli oldugu
glinlimiizde ¢cok onemlidir. Zira Oguz’un (2009) dedigi gibi; bir¢ok referans kaynagimiz unutulabilir,
onlarin yerini kitle kiiltiiriiniin ortaya ¢ikardigi &rnekler alabilir. Ornegin; Nardaniye Hanim’m yerini
Pamuk Prenses, Koroglu’nun yerini Robin Hood, Kerem ile Asli’nin yerini Romeo ve Juliet, Boz Ath
Hizir’in yerini Noel Baba alacaktir. Bu sonuglar dogrultusunda asagidaki oneriler olugturulmustur;

1. Farkli ¢izgi filmlerde benzer sekilde incelenerek alandaki ¢aligsmalarla karsilastirilabilir,

2. Cocuklar igin, iginde halk bilimi unsurlar1 bulunan yeni alternatif ¢izgi film senaryolari

hazirlanabilir,

Kiiltiirel halk bilimi unsurlarinin 6gretiminde Niloya ¢izgi filmi kullanilabilir,

4. Kiltiiriimiiziin aktariminda egitim 6gretimde kullanilmas1 amaciyla ¢izgi filmlerden etkili bir
sekilde yararlanmaya iliskin atdlyeler ve hizmet i¢i egitimler tasarlanabilir.

w
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Anahtar Kelimeler

Bu ¢aligmada, Kadin Sagligi ve Hastaliklart Hemsireligi Dersi klinik uygulamasi
oncesi laboratuvarda verilen mesleki beceri uygulamalar1 egitiminin 6grencilerin
kaygi diizeyi tizerine etkisini incelemek amaglanmistir. Kesitsel tipteki bu
arastrma, Ekim 2018-Mart 2019 tarihleri arasinda bir Devlet Universitesinin
Saglik Bilimleri Fakiiltesi Hemsirelik Boliimii’'nde Kadin Sagligi ve Hastaliklar
Hemgsireligi dersini alan 3. sinif n=124 §grenci tizerinde yiiriitiilmiistiir. Arastirma
verileri aragtirmacilar tarafindan literatiir incelenerek olusturulan “Anket Formu”
ve “Durumluk Kaygi Olgegi” ile toplanmustir. Verilerin degerlendirilmesinde
tanimlayici istatistik ve Paired T-test kullanilmistir. Hemsirelik 6grencilerinin yag
ortalamas1 20,8+1,2 olup %81,5’inin cinsiyeti kadmndir. Ogrencilerin %79,8’i
dersin mesleki beceri laboratuvar uygulamasina kendini hazir hissetmedigini,
%48,4’1i dersin mesleki beceri laboratuvar uygulamasi dncesi heyecanli oldugu ve
%38,7°s1 dersin mesleki beceri laboratuvar uygulamasi Oncesi hissedilen
duygunun nedeninin teorik bilgiyi uygulayamama endisesi oldugunu ifade
etmistir. Ogrencilerin laboratuvar uygulamasi dncesi Durumluk Kaygi Olcegi
puan ortalamasi 42,1+8,8 ve laboratuvar uygulamasi sonrasi yapilan klinige ¢ikan
ogrencilerin  Durumluk Kaygi Olgegi puan ortalamas1 34,1+12,1 olarak
bulunmustur. Dersin mesleki beceri laboratuvar uygulamasi 6ncesi ve sonrasi
Durumluk Kaygi Olgegi toplam puan ortalamalari arasinda anlamli fark
saptanmigtir (p<0,001). Kadin Saglig1 ve Hastaliklar1 Hemsireligi dersi mesleki
beceri laboratuvar uygulamasi oncesi 6grencilerin durumluk kaygi diizeyi orta
diizeydedir. Laboratuvar uygulamasi sonrasi ise klinige ¢ikan 6grencilerin kaygi
diizeylerinde anlamli olarak azalma goriilmektedir. Kadin Saglig1 ve Hastaliklar1
Hemsireligi dersi klinik uygulamasi 6ncesi 6grencilere laboratuvar uygulamasinin
yaptirilmasi, 6grencilerin klinige ve uygulamalara iliskin kayg1 diizeyini azaltarak,
klinik uygulamanin daha etkin olmasini saglayacaktir.
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Giris

Gliniimiizde hizla degismekte olan bilgi teknolojileri geleneksel egitimi degistirmistir.
Ogrenciler her yerde ve her zaman bilgiye kapsamli erisim saglamaktadir (Chang, Lai ve Hwang, 2018).
Saglik Profesyonellerinin Bagimsiz Global Egitim Komisyonu; 21. yiizyilda saglik egitim kurumlarini,
bilgi teknolojileri destekli 6grenmeyi benimseyerek teorik ve klinik egitimi giiclendirmek i¢in mevcut
egitim ve miifredat tasariminmi yeniden diizenlemeye yonlendirmektedir (Frenk ve dig., 2010).
Hemsgirelik egitimcileri de 6grenciyi, egitimin baglangicindan mezuniyet asamasina kadar yenilikgi
ogretim ve Ogrenme yontemleri konusunda siirekli zorlamaktadirlar (Butt, Kardong-Edgren ve
Ellertson, 2018; Irwin ve Coutts, 2015). Bu nedenle hemsirelik egitiminin teorik kisminin laboratuvar

uygulamalar ile desteklenmesi 6grencilerin klinige hazirlanmasinda 6nemlidir (Chang, Lai ve Hwang,
2018; Frenk ve dig., 2010; Fealy ve dig., 2019).

Hemsirelik egitiminin amaci, 6grencilere profesyonel klinik yeterlilik saglamak amaciyla
bilissel, duyussal ve psikomotor alanlarda optimal diizeyde bilgi, beceri ve tutum kazandirmak ve
giivenli, kaliteli hemsirelik bakimi sunumunu arttirmaktir (Forsberg, Georg, Ziegert ve Fors, 2011;
Tseng, Chou, Wang, Ko, Jian ve Weng, 2011). Uygulamaya yonelik bir meslek olarak hemsirelik
egitimi, sadece siniflarda tartisilan teorik icerigi kapsamaz, ayni zamanda beceri gelisimine ve teorik
icerigin uygulamaya entegre edilmesine olanak saglamak i¢in yeterli diizeyde klinik uygulamalar1 da
gerektirmektedir. Hemsirelik 6grencileri sinif ve laboratuvar uygulamalarinda 6grendiklerini, klinikte
vakalar iizerinde gerceklestirilebilmektedir (Salifu, Gross, Salifu ve Ninnoni, 2019). Teorik bilgilerin
uygulamaya yetersiz aktarilmasi sirasinda meydana gelen eksiklikler nedeniyle teorigin uygulama
boslugu ortaya ¢ikmaktadir (Salifu, Gross, Salifu ve Ninnoni, 2019). Teorik uygulama bosluguyla
birlikte yasanan hayal kirikliklar1 ve uygulamadaki zorluklar, biiyiik 6l¢iide 6grenci hemsireler ve
mezun hemsirelerin mesleki profesyonellesmeleri iizerinde olumsuz bir etkiye sahip olabilmektedir
(Salifu, Gross, Salifu ve Ninnoni, 2019; Jamshidi, 2012; Monaghan, 2015). Genis bir teorik uygulama
boslugu sonrasi yasanan gerceklik soku, 6grenci hemsireler arasinda uygulamada hata yapma, karar
verme, hastalart biitiinciil ve fiziksel degerlendirme yetersizligi, stres ve kaygi yasama oranlarini
artirmaktadir. Yaganan teorik uygulama boslugu, egitim sisteminde laboratuvar uygulamalariyla
giderilmeye c¢alisilmaktadir. Laboratuvar uygulamalari, saglik profesyonellerinin yetistirilmesi igin
etkili bir pedagojidir ve lisans hemsireligi egitiminde yaygin olarak kullanilmaktadir (Alexander & et
al., 2015). Ulusal Hemsirelik Kurullar1 Konseyi (NCSBN), hemsirelikte lisans programlarinda klinik
uygulama siirelerinin kalitesi i¢in mesleki beceri laboratuvar uygulamalarinin ve simiilasyonlarin
eklenmesini desteklemektedir (Alexander ve dig., 2015; National Organization of Nurse Practitioner
Faculties, 2013; Nye, Campbell, Hebert, Short ve Thomas, 2019).

Mesleki beceri laboratuvar uygulamasi sonrasi ¢ikilan klinik egitim, 6grencinin hastane, aile
saglig1 merkezleri gibi gergek ortamlarda hemsirelik klinik becerilerini uygulayarak 6grenmesini
saglamaktadir. Mesleki beceri laboratuvar uygulamalarinda saglanan deneyimler, teorik bilginin
uygulamaya aktarilmasinin yaninda Ogrencinin psikomotor gelisimini arttirmakta ve mesleki
sosyalizasyonunu saglamaktadir (Sendir ve Acaroglu, 2008). Klinik uygulama esnasinda gergek vakalar
ile karsilagan 6grenciler ¢esitli agsamalarda, kaygi ve stres yaratan ¢ok sayida durumla bas etmek zorunda
kalir. Kayg1 ve stres, hemsirelik egitimi boyunca 6grencinin akademik basarisini ve mesleki uyumunu
etkileyen faktorler arasindadir (Kartal ve Yazici, 2017; Karaca, Yildirim, Ankarali, Agikgéz ve Akkus,
2015).

Klinik uygulamalarda 6grenciler; hasta bireyin bakimi, yetersiz rehber egitmen yeterince
destegi, 6zgiiven eksikligi, yanlis yapma korkusu ve klinik saglik ¢alisanlari ile iligkiler sonucunda kaygi
ve stres yasamaktadir (Salifu, Gross, Salifu ve Ninnoni, 2019; Pryjmachuk ve Richards, 2007; Lo, 2002;
Levett-Jones, Lathlean, Higgins ve McMillan, 2009). Hemsirelik 6grencilerinin, egitimleri boyunca
uzun siireli ve kontrol edilemeyen stres yasamalarinin hem profesyonel kimlik gelisimleri hem de
sagliklar1 iizerinde olumsuz risk olusturdugu ulusal ve uluslararasi diizeyde yapilan calismalar
sonucunda belirlenmistir (Seyedfatemi, Tafreshi ve Hagani, 2007; Ozkan ve Yilmaz, 2010; Edwards,
Burnard, Bennett ve Hebden, 2010).

Kaygi diizeyi yiiksekliginin, 6grencinin klinik uygulama becerisi ve klinik performansini
etkiledigi distintilmektedir (Bayar, Cadir ve Bayar, 2009). Hemgsirelik 6grencilerinin  klinik
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uygulamalarda, yasam dongiisiinde birgok biyolojik, fizyolojik, sosyolojik ve psikolojik degisim
yasayan kadina yonelik hemsirelik yaklasiminda klinik uygulama deneyimlerini kullanarak kaygi
diizeylerini kontrol edebilmesi 6nemlidir. Hemsirelik 6grencilerinin egitimleri siirecinin bir pargasi olan
Kadin Sagligi ve Hastaliklart Hemsireligi (KSH) dersinin mesleki beceri laboratuvar uygulamalarinin,
ogrencilerin kadin hastaliklar1 ve dogum alaninda klinik uygulamaya ¢ikmadan 6nce kaygi diizeylerini
azaltic1 yonde olumlu etkisi olabilecegi diisiiniilmektedir. Bu ¢alismada, KSH Hemsireligi Dersi klinik
uygulamas1 dncesi laboratuvarda verilen mesleki beceri uygulamalar egitiminin 6grencilerin kaygi
diizeyi iizerine etkisini incelemek amacglanmistir. Bu amag¢ dogrultusunda arastirmada asagida yer alan
sorulara cevap aranmistir:

1. KSH Hemsireligi Dersinin mesleki beceri laboratuvar uygulamalari egitimi 6ncesi grencilerin
kayg1 diizeyi nedir?

2. KSH Hemsireligi Dersinin mesleki beceri laboratuvar uygulamalari egitimi sonras1 6grencilerin
kayg1 diizeyi nedir?

3. KSH Hemsireligi Dersi klinik uygulamasi oncesi verilen mesleki beceri laboratuvar
uygulamalar egitimi 6grencilerin kaygi diizeyini azaltmakta midir?

Yontem

Bu ¢alismada, kesitsel tipte olup bir Devlet Universitesinin Saghik Bilimleri Fakiiltesi
Hemsirelik Boliimii’nde egitim goren 3. smuf 6grencileri tizerinde Ekim 2018-Mart 2019 tarihleri
arasinda yiiriitilmustiir.

Arastirma Grubu

Arastirmanin evrenini, Hemsirelik Boliimii’nde egitim alan 3. sinif 6grencilerinin timii (n=134)
olusturmustur. Caligsma grubunun sayisi hesaplanmadan, arastirmaya katilmaya goniilli n=124 6grenci
aragtirmaya dahil edilmis olup, evrenin %92,5’ine ulagilmistir.

Veri Toplama Araci
Arastirmada “Anket Formu” ve “Durumluk Kaygi Envanteri” kullanilmistir.

Anket Formu: Arastirmacilar tarafindan literatiir taranarak olusturulmus olup, hemsirelik
ogrencilerinin kisisel 6zelliklerini iceren 6 soru ve KSH Hemsireligi Dersi mesleki beceri laboratuvar
uygulamasi ile ilgili duygu ve diisiincelerinin igeren 5 soru olmak {izere toplam 11 sorudan olugmaktadir
(Nye, Campbell, Hebert, Short & Thomas, 2019; Kartal & Yazici, 2017).

Durumluk Kayg1 Envanteri: 1964 yilinda Spielberger ve ark., durumluk kaygi seviyelerini
belirlemek amacriyla gelistirilmis olan ve kisa ifadelerden olusan kisinin kendini kaygi durumu agisindan
degerlendirmesine olanak saglayan envanterdir. 1998 yilinda ise Oner ve Le Compte tarafindan
Tiirk¢e’ye uyarlanmistir. Durumluk Kaygi Olgegi, kisinin o anda hissettiklerini 6lgmek amaciyla
gelistirilmistir. Olgek, 20 maddeden olusmaktadir ve dértlii likert tiptedir ((1) Hig, (2) Biraz, (3) Cok ve
(4) Tamamiyla) uygulanmaktadir. Olgeklerde hem diiz hem de tersine olmak iizere iki tiirlii ifade
bulunmaktadir. Durumluk Kaygi Olgegi’nde, 10 soru (1, 2, 5, 8, 10, 11, 15, 16, 19 ve 20. maddeler)
tersine donmiis ifadelerdir. Durumluk Kaygi Olgegi’nde degismeyen deger 50°dir. Olgekten elde edilen
puanlar kuramsal olarak 20 ile 80 arasinda degisir. Yiiksek puan yiiksek kaygi seviyesini, diisiik puan
disiik kaygi seviyesini belirtmektedir. Puanlar yiizdelik sirasina gére yorumlanirken de ayni durum
gecerlidir. Yani diisiik yiizdelik sira (1, 5, 10) kayginin az oldugunu géstermektedir (Spielberger,
Gorsuch ve Lushene, 1970; Oner ve Le Compte, 1998).

Verilerin Toplanmast ve Analizi

Veri toplanmasina baglanmadan once katilimcilara ¢alismanin amaci hakkinda bilgi verilmis
olup, caligmaya katilmayir kabul eden &grencilerin anket formunu doldurmalar1 yaklasik 10 dk
stirmiistiir. Verilerin analizinde; tanimlayici istatistikler (ortalama (ort.) + standart sapma (SS) ile
kategorik sonuglari ise say1 (n) ve yiizde (%) ve Paired T-test kullanilmistir. Calismada elde edilen
bulgular degerlendirilirken, istatistiksel analizler i¢in istatistik paket programi Statistical Package for
the Social Sciences (SPSS Inc.; Chicago, IL, ABD) 23,0 kullanilmustir. Istatistiksel degerlendirmede
anlamlilik diizeyi p<0,05 olarak kabul edilmistir.

168



Hatice KAHYAOGLU SUT,

Egitim Kuram ve Uygulama Arastirmalar: Dergisi 2020, Cilt 6, Say1 2, 166-173 Burcu KUCUKKAYA

Arastirmanmin Etik Yonii

Arastirmanin etik uygunlugu i¢in ¢alismanin yiiriitiilecegi liniversitenin Bilimsel Aragtirmalar
Etik Kurulu’ndan etik onay (2018/358) ve verilerin toplanmasi igin ayni tiniversitenin Saglik Bilimleri
Fakiiltesi Hemsirelik Boliim Baskanligi'ndan yazili izin ve c¢aligmaya katilmay1r kabul eden
ogrencilerden s6z1i onam alinmistir.

Bulgular

Hemsirelik 6grencilerinin kisisel 6zellikleri Tablo 1°de gosterilmistir. Hemsirelik 6grencilerinin
yas ortalamasi 20,8+1,2, %81,5’inin kadin, %69,4’liniin Anadolu Lisesi mezunu, %66,1’inin geliri
giderine esit, %73,4’liniin annesinin egitim durumu ilkogretim ve alti, %55,6’sinin babasinin egitim
durumu ilkégretim ve alt1 oldugu bulunmustur.

Tablo 1. Hemsirelik 6grencilerinin kisisel 6zellikleri

Degiskenler Ort£SS
Yas 20.8+1.2
Frekans Yiizdelik
() (%)
Cinsiyet Kadin 101 81,5
Erkek 23 18,5
Diiz Lise 15 12,1
. Anadolu Lisesi 86 69,4
Mezun Olunan Lise Meslek Lisesi 6 48
Diger 17 13,7
Gelir giderden az 25 20,2
Gelir Diizeyi Gelir gidere esit 82 66,1
Gelir giderden fazla 17 13,7
e [kogretim ve alt1 91 73,4
Anne Egitim Durumu Lise ve fistil 33 26,6
. [kogretim ve alt1 69 55,6
Baba Egitim Durumu Lise ve iistil 55 44,4
Toplam 124 100,0

Hemsirelik 6grencilerinin KSH Hemsireligi Dersi mesleki beceri laboratuvar uygulamasi ile
ilgili duygu ve diisiinceleri Tablo 2’de gosterilmistir. Hemsirelik 6grencilerinin laboratuvar uygulamasi
oncesi duygu ve disiincelerini sorguladigimizda; 6grencilerin %79,8’inin KSH Hemsireligi Dersi
mesleki beceri laboratuvar uygulamasina kendini hazir hissetmedigi, %91,9’unun KSH Hemsireligi
Dersi mesleki beceri laboratuvar uygulamasi igin teorik bilgisinin yetersiz oldugunu diisiindiigii,
%72,6’simin KSH Hemsireligi Dersi mesleki beceri laboratuvar uygulamasinda uygulamaktan
endiselendigi beceri bulunmadigi, %48,4’liniin KSH Hemsireligi Dersi mesleki beceri laboratuvar
uygulamasi 6ncesi heyecanli oldugu ve %38,7’sinin KSH Hemsireligi Dersi mesleki beceri laboratuvar
uygulamasi dncesi hissedilen duygunun nedeninin teorik bilgiyi uygulayamama endisesi oldugunu ifade
ettigi bulunmustur.
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Tablo 2. Hemgirelik 6grencilerinin KSH Hemsireligi Dersi mesleki beceri laboratuvar uygulamasi ile
ilgili duygu ve diistinceleri

Degiskenler Frekans Yiizdelik
) (%)

KSH Hemsireligi Dersi mesleki Evet 25 20,2

beceri laboratuvar uygulamasina

kendinizi hazir hissediyor Hayir 99 79,8

musunuz?

KSH Hemsireligi Dersi mesleki Evet 10 8,1

beceri laboratuvar uygulamasi igin

teorik bilginiz yeterli mi? Hayr 114 91.9
KSH Hemsireligi Dersi mesleki Evet 34 27,4
beceri laboratuvar uygulamasinda
uygulamaktan endiselendiginiz Hayir 90 72,6
beceri bulunmakta midir?
Heyecan 60 48,4
Mutl 11 8,9
KSH Hemsireligi Dersi mesleki it )
- Stres 34 27,4
beceri laboratuvar uygulamast
Oncesi ne hissediyorsunuz? Kaygr 10 81
' Korku 3 2,4
Diger 6 4,8
Hastaya zarar verme korkusu 37 29,8
Hekim ve hemgirelerin tutumu 48 38,7
Hastane prosediirlerinde yanlis 17 13,7
yapma korkusu
KSH Hemsireligi Dersi mesleki Teorik bilgiyi uygulayamama
. L 51 41,1
beceri laboratuvar uygulamasi endisesi
oncesi hissedilen duygunun sizce Hastaya yanlis bilgi verme 32 258
nedeni nedir?* korkusu '
Ogrenci hemsireye giiven 28 22.6
duymama
Hata yapma endisesi 42 33,9
Diger 4 3,2
Toplam 124 100,0

*Birden fazla segenek isaretlenmistir.

Hemgsirelik 6grencilerinin KSH Hemsireligi Dersi mesleki beceri laboratuvar uygulamasi 6ncesi
ve sonrast Durumluk Kaygi Olcegi sonuglarinin karsilastirilmasi: Tablo 3’te gosterilmistir. Hemsirelik
ogrencilerinin KSH Hemsireligi Dersi mesleki beceri laboratuvar uygulamasi 6ncesi Durumluk Kaygi
Olgegi puan ortalamasi 42,1+8,8 ve laboratuvar uygulamasi sonrasi klinige ¢ikan 6grencilerin Durumluk
Kaygi Olgegi puan ortalamasi 34,1+12,1 olarak bulunmustur. Dersin mesleki beceri laboratuvar
uygulamas1 dncesi ve sonrast Durumluk Kaygi Olgegi toplam puan ortalamalari arasinda anlamli fark
saptanmgtir (p<<0,001).

Tablo 3. Hemgirelik 6grencilerinin KSH Hemygireligi Dersi mesleki beceri laboratuvar uygulamasi dncesi
ve sonras1 Durumluk Kaygi Olgegi sonuclarmin karsilastirilmasi

Mesleki Beceri Mesleki Beceri
Laboratuvar Uygulamast Laboratuvar Uygulamasi
Degiskenler Oncesi Sonrast
Ort£SS Ort£SS 0
<0.001
Durumluk Kayg1 Olgegi 42.148.8 34.1+12.1 t=5.870*

*Paired T-test
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Tartisma, Sonug ve Oneriler

Ogrenci hemsirelerin mezun olmadan dnce farkli klinik alanlarda, birbirine benzerlik gdsteren
beceri uygulamalar1 oldugu kadar, birbirinden farklilik gosteren temel hemsirelik becerilerini de
uygulamalar1 gerekmektedir. Hemsirelik egitim programina gore Ogrencilerin 2. veya 3. sinifta
ogrendikleri temel hemsirelik becerilerinin uygulamasi biiyiik oranda kaygi yaratmaktadir. Bu agsamaya
kadar, hemsirelik 6grencileri sinif ortaminda sadece rol yaparak veya mesleki beceri laboratuvar
uygulamalar1 gibi 6gretim tekniklerini kullanarak hemsgirelik becerileri ve yeterliliklerini
deneyimlemektedirler (Sun, Long, Tseng, Huang, You ve Chiang, 2016; Arabaci, Korhan, Tokem ve
Torun, 2015). Gergek klinik alana ¢ikmadan 6nce 6grencilerin alana 6zgii hemsirelik uygulamalar1 ve
bakimin tecriibe edebilmesi amaciyla yiiriitiilen mesleki beceri laboratuvar uygulamalar1 yasanilan
kaygiy1 azaltict yonde etkili olabilmektedir.

Calismada, hemsirelik 6grencilerinin ¢ogunun KSH Hemsireligi Dersi mesleki beceri
laboratuvar uygulamasina kendini hazir hissetmedigi, biiyilik cogunlugunun laboratuvar uygulamasi igin
teorik bilgisinin yetersiz oldugunu diisiindiigii, ¢ogunun laboratuvar uygulamasinda uygulamaktan
endigelendigi beceri bulunmadigi, yartya yakininin laboratuvar uygulamasi dncesi heyecanl oldugu ve
laboratuvar uygulamasi dncesi hissedilen duygunun nedeninin teorik bilgiyi uygulayamama kaygisi
oldugunu ifade ettigi bulunmustur (Tablo 2). Arabaci ve ark.’nmin (2015) yaptiklar1 calismada,
Ogrencilerin yaridan fazlasinin klinik uygulama 6ncesi heyecan hissettigi ve duygularinin yeni seyler
ogreniyor olmalarindan kaynaklandigi belirlenmistir. Hemsirelik boliimi  dgrencilerinin  Klinik
uygulama oncesi kendilerini heyecanli veya kaygili hissettigi sdylenebilir.

Hemsirelik 6grencilerinin KSH Hemsireligi Dersi mesleki beceri laboratuvar uygulamasi dncesi
orta diizeyde, sonrasinda ise anlamli derecede azalan diizeyde kaygi yasadigi saptanmistir. Klinik
uygulama Oncesi 6grencilere verilen mesleki beceri laboratuvar egitiminin kaygi diizeyini azaltmada
etkili oldugu bulunmustur (Tablo 3). Smith ve ark.’nin (2019) klinik simiilasyonda aktif ve pasif rol
gruplarinin kaygi diizeylerini inceledikleri calismada, mesleki beceri laboratuvari kullanan uygulama
grubunun beceri Oncesi ve sonrast kaygi diizeyinin hafif oldugu, beceri sonrasinda yasanan kaygi
diizeyinde daha da azaldigi bulunmustur. Sun ve ark.’nin (2016) lisans hemsirelik 6grencilerinin ilk
klinik uygulamalan sirasinda yasadiklar kaygi deneyimlerini inceledikleri ¢aligmada, tiim dgrencilerin
temel hemsirelik becerileri uygulamasin1 tamamladiktan sonra hissettikleri kaygi diizeyinin azaldigi
belirtilmistir. Khalaila’nin (2014) 6grencilerin ilk klinik uygulamalarindaki sonuglarini simiilasyon
uygulamasiyla birlikte degerlendirdigi ¢alismasinda, 6grencilerin ilk klinik uygulama 6ncesi ve sonrasi
kaygi diizeyi hafif olup, beceri sonrasinda yasanan kaygi diizeyinde beceri Oncesine gore azalmanin
anlamli oldugu saptanmistir. Kiraz ve ark.’nin (2019) yaptiklar1 ¢alismada, maket iizerinde egitim
verilen 6grencilerin ilk klinik uygulama oncesinde, beceri 6ncesi ve sonrast kaygi diizeyi hafif olup,
beceri sonrasinda yasanan kaygi diizeyinde beceri 6ncesine gore azalmanin anlamli oldugu saptanmistir.
Celik ve Eser’in (2017) yaptiklan ¢alismada, 6grencilerin klinik uygulama 6ncesi orta ve sonrasi hafif
diizeyde kaygi yasadigi saptanmistir. Yapilan ¢alismalarin sonuglarina goére beceri uygulamasinin
oncesine gore sonrasinda kaygi diizeyinin azaldig1 goriilmektedir. Ancak literatiirde farkli sonuglara da
ulastlmistir. Mert ve Terzioglu (2015) yaptiklari ¢alismada, mesleki beceri laboratuvarini kullanan
Ogrencilerin postpartum kanamanin yonetimini deneyimlemeden 6nce, beceri dncesine gore sonrasinda
artan sekilde orta diizeyde kaygi yasandigi saptanmistir. Karagozlii ve ark.’min (2014) yaptiklari
calismada, 6grencilerin ilk klinik uygulama oncesi hafif ve sonrasinda artan sekilde orta diizeyde kaygi
yasadigi belirlenmistir. Arabaci ve ark.’nin (2015) yaptiklari ¢alismada, 6grencilerin ilk klinik uygulama
Oncesine gore sonrasinda artan sekilde orta diizeyde kaygi yasadigi tespit edilmistir. Baz1 ¢calismalarda
kaygi diizeyinin azaldigi, baz1 ¢aligmalarda ise arttid1 goriilmektedir. Ogrencilerin simf diizeyinin ve
yapilan uygulamanin kaygi diizeyi degisiminde etkili olabilecegi diistiniilmektedir.

Calisma sonuclarimiz gosteriyor ki; KSH Hemsireligi dersi alan hemsirelik 6grencilerinin
mesleki beceri laboratuvar uygulamasi Oncesi orta diizeyde, sonrasinda ise anlamli sekilde azalan
diizeyde kaygi yasadigi; klinik uygulama oncesi O6grencilere verilen mesleki beceri laboratuvar
egitiminin kaygi diizeyini azaltmada etkili oldugu bulunmustur. Bu sonuglar dogrultusunda; KSH
Hemsireligi dersinin klinik uygulamasi dncesi dgrencilere mesleki beceri laboratuvar uygulamasinin
yaptirilmasi, 6grencinin kendini yeterli diizeyde hissedinceye ve yasadig1 kaygi diizeyi azalincaya kadar
uygulamay1 tekrarlama olanaginin saglanmasi dnerilmektedir.
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Ogretmen Adaylarinin Anlatma Becerilerine Yonelik Kaygi Diizeylerinin

Incelenmesi

Aliye Nur ERCAN GUVEN!

Oz

Anahtar Kelimeler

Anlatma becerileri; bireyin bir diigiinceyi, duyguyu, bilgiyi vb. karsisindakine
aktarma siirecinde kullanilan konugsma ve yazmadir. Bransi ne olursa olsun her
Ogretmenin konusma ve yazmada basarili olmasi beklenir. Ciinkii bilgi aktarim,
beceri kazandirimi gibi tiim hususlarda ancak bu becerilerdeki basarilari
diizeyleri paralelinde verimli olabilirler. Bu ¢aligmanin genel amaci; 6gretmen
adaylarinin anlatim becerilerine yonelik kaygi diizeylerini tespit etmek ve bu
diizeyleri belirlenen degiskenler agisindan incelemektir. Calisma, betimsel
tarama yontemi ile gergeklestirilmistir. Caligmada analiz edilen veriler, 2019-
2020 egitim 6gretim yili gliz yariyilinin son haftasinda Tiirkiye’de bir devlet
iiniversitesinin egitim fakiiltesinde, birinci sinifta 6grenim goéren 6gretmen
adaylarmdan toplanmistir. Calismada kullanilan veri toplama araglari; Kinay ve
Ozkan’m (2014) Ogretmen Adaylart Icin Konusma Kaygist Olgegi ile Karakaya
ve Ulper’in (2011) Yazma Kaygisi Olgegi’dir. Veriler, SPSS 25.0 yardimiyla
analiz edilmistir. Calismada, Tliskisiz Orneklemler t Testi ve Tek Yonli ANOVA
kullanilmistir. Analiz sonucglary, 6gretmen adaylarmin anlatim becerilerine
yonelik kaygi diizeylerinin hem konugma hem de yazma becerisi i¢in diisiik
diizeyde oldugu yoniindedir. Calisma sonucunda; cinsiyetin, konusma kaygisinin
fizyolojik belirtiler alt boyutunda ve yazma kaygisi iizerinde anlamli derecede
etkisi oldugu belirlenmistir. Ogretmen olmay1 isteme durumunun ve bir yilda
okunan ortalama kitap sayisinin konusma kaygismimn toplam puani ile bazi alt
boyutlarda farklilasmaya neden olurken yazma kaygisin1 etkilemedigi
anlasilmistir. Calisma sonuclari, 6gretmen adaylarmmn diksiyonlarinm diizgiin
oldugunu diisinme ve daha o6nce topluluk Oniinde konusma durumlarinin
konusma kaygis1 iizerinde; yazma aligkanliklari, ortaokulda ve lisede yazili
anlatim yapma sikhigmm ise yazma kaygis1 iizerinde etkili oldugunu
gostermektedir. Konusma kaygist ile yazma kaygismin 6gretmen adaylarmin
egitim aldiklar1 ana bilim dallarma goére farklilagsmadig1 sdylenebilir. Yapilan
analizler, yazma kaygisi ile konusma kaygisinin orta diizeyde ve anlamh
derecede iliskili oldugu yoniindedir.
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Giris

Insanoglunun temel anlagsma ve iletisim araci olan dil, dort temel beceri alamindan
olusmaktadir. Bu alanlar 6grenim sirasina gore; dinleme, konusma, okuma ve yazmadir. Beceri
alanlari; anlama ve anlatma becerileri olarak iki ana grupta da toplanabilir. Anlama becerileri, okuma
ve dinleme olup bireyin bir olay, durum, kavram vb. hakkinda bilgi edinip gesitli zihinsel siireclerle
bilgiyi anlamlandirmasi ve yapilandirmasi olarak agiklanabilir. Anlatma becerileri ise, kisinin bir
diisiinceyi, duyguyu, bilgiyi vb. karsisindakine aktarma siirecinde kullandigr konusma ve yazma
becerileridir.

Konusma yoluyla diisiinceler, duygular sesler araciligryla karsidakine iletilir ancak
konusma, sadece bir seslendirme islemi olarak goriilmemelidir. Konusma, zihinde baslayan ve
diisiincelerin sozle ifade edilmesiyle sonlanan bir siirectir (Giines, 2016). Birey ve toplum hayatinda
onemli bir yeri olan konusma, egitim ve is hayatindaki basariy1 belirleyen etmenlerden de biridir
(Temizkan, 2016). Nitelikli konusmaci; planli, konusacagi konuya hakim, dinleyiciyi taniyan, gézlem
yapan, siireyi etkili ve verimli kullanan, heyecanini kontrol eden, sesinin sinirlarimi bilen, Tiirkceye
hakim, elestirilere agik, beden dilini kullanan, iislubu dogru, saglam bir karaktere ve kisilige sahip ve
gorgii kurallarina dikkat eden kisidir (Topguoglu-Unal ve Ozden, 2018, s. 106-111). Katranci ve
Melanlioglu (2013), 6gretmen adaylarinin lisans egitimi sirasinda konugma becerisinde yetkin duruma
gelmelerinin  saglanmasimin ilerleyen yillarda Orglin egitim kurumlarinda verecekleri egitimin
niteligini etkileyecegini belirtirler.

Anlatma becerilerinin digeri olan yazma da 6zellikle egitim 6gretim hayatinin vazgecilmezi
olan bir beceri alanidir. Yazma becerisi, diger beceri alanlarina nazaran daha ge¢ kazanilan ve onlara
nispeten daha zor bir beceridir. Giines (2016) yazmay1, zihnimizde yer alan diisiinceleri, duygular1 vb.
belirli kurallara uygun sekilde cesitli semboller kullanarak aktarma eylemi olarak tanimlar.

Bireye iiziintii, endise ve gerginlik gibi duygular veren kaygi, gerek giinliik hayati gerekse
egitim ve ig hayatlarin1 olumsuz yonde etkileyebilecek bir histir. Dil becerilerine karsi duyulan yiiksek
diizeyde kaygi da kiginin anlama, anlatma ve paylasma durumlarina zarar verebilecek bir durumdur.
Breakey (2005), biiyiikliigii ne olursa olsun, bir topluluk karsisinda konusmanin genellikle cogu
kisinin sevmedigi ve kacindig1 bir eylem oldugunu dile getirir. Bir 6gretmenin dersini kaygili bir
konusma ile siirdiirmesinin ise, dgrencilerin dikkatinin dagilmasina, dgretmenin onlara yanls 6rnek
olmasina ve ders siiresinin verimsiz ge¢mesine neden olacagi diisiliniilebilir (Katranci ve Kusdemir,
2015). Yazmaya kars1 duyulan kaygi ise, genellikle yazilan {irlinlere ve yazma esnasindaki tutum ve
davraniglara yansir (Daly ve Wilson, 1983). Ayrica “konusma ve yazma kaygisi, 6grenme siireclerinin
niteligini diisliren, bireye engel teskil eden duygu durumlar1” (Barutcu, 2020, s. 86-87) olusturabilir.

Ogretmenler, 6grencilerin rol modelleri olduklarindan nasil ve ne sekilde konustuklar:
ya da yazdiklari 6grencileri igin miihimdir. Ogretmenler, dgrencilere iyi ve dogru olani tavsiye
etmenin yani sira gostererek de sdylediklerini desteklemelidirler. Ayrica Bodie’nin (2010) de belirttigi
gibi, egitimcilerin 6grencilerinin konugma korkularini agmada onlara yardimer olma yiikiimliiliikleri
de bulunmaktadir. Bu durumun yazma korkusunu yenmede de gerekli oldugu diisiiniilebilir.

Bransi ne olursa olsun her dgretmenin anlatma becerileri olan konusma ve yazmada basarili
olmasi beklenir. Ciinkii 6grencilerine bilgi aktarimlari, kazanim edindirmeleri, beceri kazandirmalar
gibi tiim hususlarda ancak bu becerilerdeki basar1 diizeyleri paralelinde verimli olabilirler. Gelecegin
Ogretmenleri olan Ogretmen adaylarimin da kendilerini bahsi gecen alanlarda gelistirmeleri bu
baglamda 6nem arz eder.

Ogretmen adaylarinin konusma kaygilarina iliskin alanyazin tarandiginda, arastirmacilarin
genellikle Tirk¢e 6gretmeni adaylarinin konusma kaygilarimi ele alan ¢alismalar (Baki ve Kahveci,
2017; Baki ve Karakus, 2015; Iscan ve Karagdz, 2016; Kardas, 2015; Liile-Mert, 2015; Sen, 2017)
yaptiklar1 anlasilmaktadir. Ayrica sadece sinif 6gretmeni adaylariin (Deringol, 2018; Tolun, 2019) ya
da sadece sosyal bilgiler 6gretmeni adaylarinin (Durmus ve Bas, 2016) konusma kaygilarini inceleyen
calismalar da mevcuttur. Bunlarin yani sira uygulamasini iki farkli ana bilim daliyla yapan
arastirmalar (Gomleksiz ve Kog¢-Deniz, 2019; Temiz, 2013) da bulunur. Ogretmen adaylarinin
konusma kaygilarina yonelik alanyazinda tespit edilebilen, ikiden fazla ana bilim dalindan veri
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toplanan ¢alismalar ise sinirli sayida olup bunlarin {i¢ tanesi tarama (Ozkan ve Kinay, 2015; Suroglu-
Sofu, 2012; Temiz, 2015), biri de deneysel yontemli (Katranci veKusdemir, 2015) arastirmalardir.

Ogretmen adaylarimin yazma kaygilarina iliskin alanyazin taramasi sonucunda da yapilan
¢alismalarin genellikle Tiirkge G6gretmeni adaylariyla (Demir ve Ciftei, 2019; Iseri ve Unal, 2012;
Uriin-Karahan, 2017), sinif 6gretmeni adaylariyla (Kusdemir, Sahin ve Bulut, 2016) ya da iki grubun
bir arada ele alimasiyla (Kalayc1 ve Erdogan, 2017) gerceklestirildigi anlasilmistir. Ug farkli ana
bilim daliyla uygulama yapildig1 tespit edilen tek ¢alisma ise, Karakaya ve Ulper’e (2011) ait olup
Tiirkce ve smif dgretmeni adaylarinin yani sira ilkdgretim matematik 6gretmeni adaylarimin da yer
aldig1 bir aragtirmadir. Bahsi gegcen caligmada, yazma kaygisinin incelenmesinin yani sira ayni
zamanda bu arastirmada da kullanilan dlgek gelistirilmigtir.

Tim bu caligmalar g6z Oniine alindiginda, 6gretmen adaylarinin konusma ve yazma
becerisindeki kaygi diizeylerinin sinirl sayida ve 6zellikle Tiirkge egitimi ana bilim dalina uygulandigi
goriilmektedir. Ayrica arastirmacilar yalnizca konusma ya da yalnizca yazma becerisine yonelik kaygi
diizeylerini belirleyip bazi degiskenler agisindan incelemeler yapmislardir. Oysaki konusma ve yazma,
birbirine paralel nitelikli olup anlatma becerileri olarak bir arada diisiiniildiiglinde; birine kars1 duyulan
kaygi digeri ile de iliskili olabilir.

Bu baglamda g¢alismanin genel amaci; 6gretmen adaylarinin anlatim becerilerine yonelik
kaygilarinin ne diizeyde oldugunu tespit etmek ve bu diizeylerin belirlenen degiskenler agisindan
durumunu ortaya koymaktir. Bu amag¢ dogrultusunda cevap aranan sorular su sekilde siralanmgtir:

1. Ogretmen adaylarinin konusma ve yazma kaygilari ne diizeydedir?

2. Ogretmen adaylarinin konusma ve yazma kaygilari; cinsiyetlerine, ana bilim dallarina,
O0gretmen olmay1 isteme durumlarina ve bir yilda okuduklar1 ortalama kitap sayisina gore
anlaml diizeyde farklilasmakta midir?

3. Ogretmen adaylarmin konusma kaygilari; diksiyonlarinin diizgiin oldugunu diisiinme ve daha
once topluluk 6niinde konusma durumlarma gore anlamli diizeyde farklilasmakta midir?

4, Ogretmen adaylarmin yazma kaygilari; yazma ahiskanliklarina, ortaokulda yazili anlatim
yapma sikligina ve lisede yazili anlatim yapma sikligina goére anlaml diizeyde farklilagmakta
midir?

5. Ogretmen adaylarimin konusma ve yazma kaygilar1 arasinda anlaml diizeyde bir iliski var
midir?

Yontem

Bu calisma, betimsel aragtirma niteliginde olup tarama yontemi ile gergeklestirilmistir.
Karakaya (2014), tarama arastirmalarinin sosyal bilimlerde yaygm olarak kullanildigini,
arastirmacilarin tarama aragtirmalari ile var olan bir durumu ayrintisiyla betimlediklerini belirtir.

Evren ve Orneklem

Caligmanin evreni Tiirkiye’deki tniversitelerin egitim fakiiltelerinden farkli ana bilim
dallarinda 6grenim goren Ogretmen adaylaridir. Calisma i¢in Orneklem grubu se¢iminde kolay
ulagilabilen 6rnekleme tercih edilmistir. Bahsi gegen tiirdeki o6rnekleme; “yakin ¢evrede bulunan ve
ulagilmasi kolay, elde mevcut ve arastirmaya katilmak isteyen goniilli bireyler iizerinde yapilir”
(Erkus, 2019, s.145). Arasgtirmanin oOrneklemini; Tiirkiye’de bir devlet iiniversitesinin egitim
fakiiltesinde, birinci sinifta 6grenim goren ve bir donem boyunca Tiirk Dili I dersini aym1 6gretim
elemanindan almig 6gretmen adaylar1 olusturmaktadir.

Calismanin 6rneklemi olan 6gretmen adaylarinin gesitli degiskenlere gére dagilimi Tablo 1,
Sekil 1 ve Sekil 2°de verilmistir:
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Tablo 1. Ogretmen adaylarmin cinsiyet ve ana bilim dallarina gore dagilimi

Kiz Erkek Toplam

Fen Bilgisi Ogretmenligi 46 8 54
Ingilizce Ogretmenligi 33 19 52
Matematik Ogretmenligi 33 16 49
Okul Oncesi Ogretmenligi 21 10 31
Ozel Egitim Ogretmenligi 35 35 70
Sosyal Bilgiler Ogretmenligi 14 13 27

Toplam 182 101 283

Ogretmen olmay1 Diksiyonunun diizgiin Daha énce topluluk
isteme durumu oldugunu diisiinme oniinde konusma

durumu durumu

mEvet ®Hayir

24%

76%

mEvet = Hayir

46%

54%

mEvet ®Hayir

33%

67%

Bir yilda ortalama okunan kitap
sayis1

mQ m1-3 m4-6 m7-9 m10-10+
1%

20%

33%

20%

Yazma ahskanhg

® Diizenli olarak yazarim.
¥ Ara sira yazarim.
= Zorunda olmadik¢a yazmam.
6%
41%

53%

Sekil 1. Ogretmen adaylarmin gesitli degiskenlere gore dagilimi

Yazih anlatim yapma sikhg:
200
§ 150
> 100
[<5]
> 50 S
0
Her
Tiirk¢e/TDE . S
IDil ve Haftlgéjza bir Aydi ;)erllkl Hig
Anlatim
dersinde
e Ortaokul 23 56 167 37
— ise 18 34 167 64

Sekil 2. Ogretmen adaylarmimn ortaokul ve lisede yazili anlatim yapma siklig1
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Veri Toplama Araglar:

Bu calismada, arastirmaci tarafindan hazirlanan kisisel bilgi formunun yam sira gegerlik ve
giivenirligi belirlenmis iki farkli 6l¢ek kullanilmigtir. Kullanilan 6l¢eklere dair bilgiler su sekildedir:

Kinay ve Ozkan (2014) tarafindan gelistirilen Ogretmen Adaylar icin Konusma Kaygis
Olgegi, 3 boyuttan olusan ve 40 madde igeren bir dlgektir. Olgegin alt boyutlari; fizyolojik belirtiler
(11 madde), beceri ile ilgili kayg: (6 madde) ve psikolojik durum (23 madde) seklindedir. Bu ii¢ alt
boyut, toplam varyansin %42.34’nii aciklamaktadir. Olgekteki maddelerin faktor yiikleri .444 ile .716
arasinda bulunmustur. Dogrulayici faktor analizi ile 6lgegin uyum indeksleri incelenmis ve Ki-kare
degerinin (2= 1925.70, N=336, sd= 737, p=0.00) anlamli oldugu gorilmiistir. Uyum indeksi
degerleri arastirmacilar tarafindan (RMSEA; 0.069, SRMR; 0.059, CFI; 0.96, IFIL; 0.96, NFI; 0.93,
NNFI;0.96, #2/df=2.61) olarak verilmistir. Olcegin giivenirlik katsayis1 ise; tiim maddeler icin .942 ve
dlcegin alt boyutlari igin .785 ile .927 arasinda hesaplanmustir. Olgegin test-tekrar test giivenirligi de
hesaplanmis ve 6lgegin tiimii i¢in .835 ve alt boyutlar igin .627 ile .788 bulunmustur.

Karakaya ve Ulper (2011) tarafindan gelistirilen Yazma Kaygisi Olgegi, 35 maddeden olusan
tek boyutlu bir lgektir. Tek faktor, toplam varyansin %48.90’1n1 agiklamaktadir. Olgekteki madde
yiikleri ¢ogunlukla .60’1n {izerindedir. Olgegin uyum indeksleri (RMSEA; 0.009, SRMR; 0.061, CFI;
0.95, NFI; 0.95, NNFI;0.97) seklinde verilmistir. Arastirmacilar tarafindan 6lgegin giivenirlik katsayist
.970 olarak hesaplanmistir. Olgek, “Her zaman, Cogu zaman, Ara sira, Cok seyrek, Hicbir zaman”
seklinde besli likert tipinde hazirlanmistir. Puanlamasi dereceli olarak azalan Slgegin, “Her zaman”
secenegi i¢in 5 puan verilmistir. Olgekten alinan toplam puan, kaygi diizeyi ile dogru orantilidir.

Uygulanan dlgeklerden; Yazma Kaygist Olcegi, 35 madde olup dlgekten alinabilecek en diisiik
puan 35, en yiiksek puan 175°tir. Ogretmen Adaylar I¢in Konusma Kaygist Olgegi ise, 40 maddeden
olusmakta olup dlgekten almabilecek en diisiik puan 40, en yiiksek puan 200°diir. Olgeklerden alinan
puanlarin yiiksek olmasi, kaygi diizeyinin de yiiksek oldugunun géstergesidir.

Kaygi diizeylerinin yorumlanacagi deger araliklarinin belirlenmesinde Tekin’in (2019) “dizi
genigligi/yapilacak grup sayis1” formiiliinden faydalanilmistir. Tablo 2, dl¢eklerden alinabilecek en
yiiksek ve en diisiik puanlar ile alinan puanlarin deger araliklarin1 géstermektedir:

Tablo 2. Olgek puanlarmin deger araliklari

Olgek ve En En Kaygi diizeyleri ve deger araliklar:
Madde - ..

alt SavisI diisik  yiiksek Cok Diisiik Orta Yiiksek Cok
Olgekler Y puan puan diisiik } diizeyde yiiksek
Yazma 35 35 175 35-63 64-91 92-119 120-147  148-175
kaygisi

Konusma 45 40 200 40-72 73-104 105-136 137-168  169-200
kaygist

Fizyolojik ;) 11 55 11-19.8 19,9286  28,7-37,4 375462  46,3-55
belirtiler

Beceri ile

ilgili 6 6 30 6-108 109156  157-204  20,5-252  253-30
kayg1

Zz'r'fﬁr']o“k 23 23 115 23414 415598 599782 783966 96,7-115

Verilerin Toplanmast ve Analizi

Bu ¢alisma i¢in, aragtirmaci tarafindan hazirlanan kisisel bilgi formu ile birlikte her iki 6lgek
Ogretmen adaylarina uygulanmistir. Veriler, 2019-2020 egitim Ogretim yili giiz yariyitlinin son
haftasinda bir ders saati icinde toplanmugtir.

Ogretmen adaylarindan toplanan anlatim becerilerine yonelik kaygi verileri SPSS 25.0 paket
programi kullanilarak analiz edilmistir. Bu ¢alismada uygulanan Yazma Kaygis1 Olgeginin, Cronbach
Alpha giivenirlik katsayis1 (a=,960); Ogretmen Adaylar1 icin Konusma Kaygis1 Olceginin, Cronbach
Alpha giivenirlik katsayisi ise (a= ,942) diizeyinde bulunmustur. Bu durum, verilerin yiliksek derecede
giivenilir oldugunu belirtmektedir.
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Calismada elde edilen verilerin dagilimi normallik gdsterdiginden, degiskenlere ydnelik
yapilacak incelemelerde parametrik testlerden yararlanilmistir. iki kategorili olan degiskenler igin
Iliskisiz Orneklemler t Testi, {ic ve daha ¢ok kategorili olan degiskenler icin ise Tek Yonlii ANOVA
kullanilmigtir. ANOVA testi sonucunda anlamli ¢ikan puanlar i¢in ise —varyanslarin homojenligi ve
gruplardaki 6rneklem sayilar1 arasindaki farklar dikkate alinarak- Scheffe testi tercih edilmistir.

Cohen ve Manion (1998), veriler iizerinde istatistiksel analiz yapacak bir¢cok arastirmacinin,
orneklem biiyiikliigii olarak en az otuz sayisinda hemfikir olduklarini belirtirler. Bu nedenle ¢alismada,
analiz yapilacak degiskenlerde otuz kisinin altinda kalan gruplar analiz dis1 birakilmistir. Anlatim
becerilerinin arasindaki iligkinin tespitinde ise, yine veriler normal dagildigindan, Pearson Korelasyon
analizine basvurulmustur.

Bulgular

Ogretmen adaylarmin anlatim becerileri olan konusma ve yazmaya yonelik kaygi diizeylerinin
tespiti ile aralarindaki iliski durumu ve bu diizeylerin alt problemlerde belirtilen degiskenlere gore
analiz bulgular su sekildedir:

Tablo 3. Ogretmen adaylarinm anlatim becerilerine ydnelik kaygi diizeyleri

N  En diigiikk puan En yiiksek puan % S Kaygi diizeyi*
Yazma kaygisi 283 35 144 79,35 24,75 Diisiik
Konugma kaygis1 283 44 148 92,37 24,22 Diisiik
Fizyolojik belirtiler 283 11 41 22,96 6,78 Diisiik
Beceri ile ilgili kayg1 283 6 28 16,20 4,64  Orta diizeyde
Psikolojik durum 283 23 91 53,21 15,62 Diisiik

* Yorumlamada Tablo 2’de verilen deger araliklar1 g6z 6niinde bulundurulmustur.

Tablo 3 incelendiginde, 6gretmen adaylarinin hem konusma hem de yazma becerisine yonelik
kaygi diizeylerinin diigiik oldugu goriilmektedir. Sonuglar yalnizca konugma kaygisinin beceri ile ilgili
kaygi alt boyutunda orta diizeyde bir kaygi oldugunu gostermektedir.

Tablo 4. Anlatim becerilerine yonelik kaygi diizeylerinin cinsiyete gore analizi

Cinsiyet N X S sd t p
Yazma kaygis1 Iéﬁf;ﬁ 12? gé:% gg:ég 281 2,13 .034*
Konusma kaygis1 Iéﬁf;ﬁ 12? 23:22 gg:gi 281 1,45 147
Fizyolojik belirtiler Iéﬁ‘lfe“; gi iéﬁ gzig 281 262 .009%
Beceri ile ilgili kayg: Iéﬁf;ﬁ 13% 123; jzzg 281 0,59 557
Psikolojik durum Iéﬁ‘lf;ﬂ gi ggg; 1228 281 095 342

*p<.05 **p<.01

Anlatma becerilerine yonelik kaygi diizeylerinin cinsiyet degiskenine gore ele alindig1 Tablo 4
incelendiginde, bu degiskenin yazma kaygisi ve konusma kaygisinin fizyolojik belirtiler alt boyutunda
anlamli bir farklilagmaya yol agtig1 soylenebilir. Ortalamalar incelendiginde, yazma kaygisinin kadin
Ogretmen adaylarinda erkeklere gore daha yiiksek oldugu goriilmektedir. Bunun yani sira, konugmaya
iligkin kaygidaki fizyolojik belirtiler alt boyutunda da yine kadin 6gretmen adaylarinin daha fazla
kayg1 diizeyine sahip olduklar1 sdylenebilir.
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Tablo 5. Anlatim becerilerine yonelik kaygi diizeylerinin ana bilim dallara gore analizi

Varyansin Kareler Kareler
ka}}r]nagl Toplami sd Ortalamasi F P Anlaml Fark
Yazma Gruplar 'flr.zm 1928,760 4 482,190
Kaygisi Gruplar i¢i 149867,678 251 597,082 0,808 .521 Fark yok
Toplam 151796,437 255
Konusma Gruplar 'flr.zm 3255,736 4 813,934
Kaygist Gruplar i¢i 137114,124 251 546,271 1,490 .206 Fark yok
Toplam 140369,859 255
Fizyolojik Gruplar 'flr.a51 320,905 4 80,226
belirtiler Gruplar ici 10685,904 251 42,573 1,884 114 Fark yok
Toplam 11006,809 255
Beceri ile Gruplar arast 289,808 4 72,452 Ingilizce ve
ilgili kayer Gruplar ici 5143,630 251 20,493 3,636 .008** Matematik
Toplam 5433,438 255 (1%=0,053)
Psikolojik Gruplar 'flr.a51 964,963 4 241,241
durum Gruplar ici 57980,877 251 231,000 1,044 385 Fark yok
Toplam 58945,840 255
**p<0.01

Ogretmen adaylarinin anlatma becerilerine yonelik kayg: diizeyleri, egitim aldiklar1 ana bilim
dallarina gore incelendiginde, sadece konusma kaygisinin beceri ile ilgili kaygi alt boyutunda bir
farklilasma oldugu anlasilmistir. Yapilan Scheffe testi sonucu bu farkliligin ingilizce ile Matematik
ogretmenligi adaylar1 arasinda oldugu goriilmektedir. Hesaplanan etki biiytikligii ise (92=0,053) olup
orta diizeydedir.

Tablo 6. Kaygi diizeylerinin ana bilim dallarma gdre ortalama puanlari

Ana bilim dallari+ N % S
Fen bilgisi egitimi 54 16,24 4,42
ingilizce egitimi 52 14,54 4,77
Beceri ile ilgili kaygi Matematik.egiFi.mi. 49 17,71 3,84
Okul dncesi egitimi 31 17,16 5,27
Ozel egitim egitimi 70 15,93 4,51
Toplam 256 16,20 4,62

+ Caligmaya sosyal bilgiler egitimi ana bilim dalindan 27 6grenci katildigindan, bu gruptaki 6gretmen adaylari ana
bilim dalina gore yapilan karsilagtirmalarda analiz dis1 birakilmustir.

Beceri ile ilgili kaygi alt boyutuna ait ortalamalar karsilagtinldiginda ise, Matematik
Ogretmenligi adaylarinin Ingilizce 6gretmeni adaylarindan daha yiiksek diizeyde kaygi sahibi olduklari
sOylenebilir.

Tablo 7. Anlatim becerilerine yonelik kaygi diizeylerinin 6gretmen olmay: isteme durumuna gore

analizi _
Semeduume N % G N
Yazma kaygis1 }E;/;fr 26176 ;g:ig ggg? 281 030  .766
K-onusrr-lja ka}’f-:”s-l IE:;tr 26176 3322 gjgi 281 2,06  .041*
Fizyolojik belirtiler E;I;tr 26176 g;:gg g:gg 281 097  .335
e e = SRR
Psikolojik durum IE;/;tr 26176 g%gg 12;’? 281 277  .006%

*p<.05 **p<.01

Tablo 7 degerlendirildiginde, 6gretmen olmayi istemedigi halde 6gretmenlik egitimi alan
adaylarin konusma kaygilarinin 6gretmenligi isteyerek bu egitimi alan adaylardan anlamli derecede
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yliksek oldugu soylenebilir. Ayrica, yine dgretmenlige isteyerek gelmeyen adaylarin konusmadaki
psikolojik kaygi durumlar1 da diger adaylardan anlamli derecede yiiksektir.

Tablo 8. Anlatim becerilerine yonelik kaygi diizeylerinin bir yilda okunan ortalama kitap sayisina gore

analizi
Varyansin Kareler sd Kareler 0 Anlamli
kaynagi Toplami Ortalamasi Fark
Yazma Gruplar aras 1747,556 3 582,519
Kaygist Gruplar i¢i 168738,707 274 615,835 0,946 .419 Fark yok
Toplam 170486,263 277
Konusma Gruplar z.irjcls1 6693,628 3 2231,209 1-3ila 10-
Kaygist Gruplar i¢i 157336,286 274 574,220 3,886 .010* 10+
Toplam 164029,914 277 (n%=0,041)
Fizyolojik Gruplar grgSI 230,876 3 76,959
belirtiler Gruplar i¢i 12695,833 274 46,335 1,661 .176 Fark yok
Toplam 12926,709 277
Beceri ile Gruplar ?r?Sl 197,659 3 65,886 1-3ila 10-
ilgili kayg! Gruplar i¢i 5851,852 274 21,357 3,085 .028* 10+
Toplam 6049,511 277 (1?=0,033)
Psikolojik Gruplar aras 2962,230 3 987,410 1-3ila 10-
durum Gruplar igi 64707,601 274 236,159 4,181 .006** 10+
Toplam 67669,831 277 (1=0,044)

*p<.05, **p< .01

Tablo 8’e gore, 6gretmen adaylarinin bir yilda okuduklar ortalama kitap sayilarinin konugma
kaygismin toplam puan ile, beceri ile ilgili kaygi ve psikolojik durum alt boyutlarinda anlamli
diizeyde farklilik olusturdugu sdylenebilir. Yapilan Scheffe testleri, bu farkliliklarin bahsi yilda 1-3
kitap okuyanlar ile 10 ya da daha fazla kitap okuyanlar arasinda oldugunu gostermektedir. Etki
biyiikliiklerinin ise (1?=0,041), (n=0,033) ve (n?>=0,044) orta diizeye ve birbirlerine yakin degerler
oldugu sdylenebilir.

Analiz sonucu farklilik belirlenen gruplarin ortalamalarina iliskin bilgiler Tablo 9’da yer
almaktadir:

Tablo 9. Kaygi diizeylerinin bir yilda okunan kitap sayisina gore ortalama puanlari

Kitap sayisi+ N % S
1-3 Kitap 57 99,95 24,53
4-6 kitap 74 94,63 24,36
Konugma kaygist 7-9 kitap 55 91,25 23,37
10-10+ kitap 92 86,68 23,64
Toplam 278 92,42 24,33
1-3 kitap 57 17,33 4,16
4-6 kitap 74 16,81 4,59
Beceri ile ilgili kaygi 7-9 kitap 55 15,82 4,81
10-10+ kitap 92 15,22 4,80
Toplam 278 16,19 4,67
1-3 kitap 57 58,26 16,22
4-6 kitap 74 54,30 14,92
Psikolojik durum 7-9 kitap 55 53,34 14,95
10-10+ kitap 92 49,28 15,42
Toplam 278 53,26 15,63

+ Caligmaya katilan 6gretmen adaylarindan yalnizca 4 kisi hi¢ kitap okumadigini belirttiginden, bu kisiler kitap
okuma sayisina gore yapilan karsilastirmalarda analiz dis1 birakilmugtir.

Ortalamalar ele alinarak farkliliklarin yonii tespit edildiginde, yilda 1-3 kitap okuyanlarin 10-
10’dan fazla kitap okuyanlara gore daha fazla kaygi sahibi oldugu goriiliir. Bu durum daha az kitap
okuyanlarin kaygi diizeylerinin daha yiiksek oldugu seklinde yorumlanabilir.
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Tablo 10. Konusmaya yonelik kaygi diizeylerinin diksiyonunun diizgiin oldugunu disiinme durumuna
gore analizi

Diksiyonunun

diizgiin oldugunu N x S sd t p

diigiinme durumu
Konusma Evet 153 86,90 23,83 -
kaygisi Hayir 130 98,81 23,14 281 4,24 000
Fizyolojik Evet 153 21,86 6,66 o
belirtiler Hayir 130 24,25 6,72 281 3,01 003
Beceri ile Evet 153 15,08 4,42 o
ilgili kaygi Hayir 130 17,51 4,56 281 4,53 000
Psikolojik Evet 153 49,96 15,43 o
durum Hayir 130 57,05 15,02 281 3,90 000

**p<0.01

Tablo 10 ile, dgretmen adaylarindan diksiyonunun diizgiin olmadigmi diisiinenlerinin
konusma kaygilarinin toplam puani ile tiim alt boyutlarinda diksiyonunun diizgiin oldugunu diisiinen
ogretmen adaylarindan anlamli derecede daha fazla kaygi diizeyine sahip olduklari goriilmektedir.

Tablo 11. Konugmaya yonelik kaygi diizeylerinin daha 6nce topluluk oniinde konusma durumuna gore

analizi
Daha dnce topluluk
oniinde konugma N X S sd t p
durumu

Konusma Evet 191 88,71 25,10 -
kaygisi Hayir 92 99,98 20,37 217.2 4,03 000
Fizyolojik Evet 191 22,42 6,81
belirtiler Hayir 92 24,06 6,62 281 1,92 056
Beceri ile Evet 191 15,56 4,82 -
ilgili kaygi Hayir 92 17,52 3,94 215,7 3,64 000
Psikolojik Evet 191 50,72 16,11 i
durum Hayir 92 58,39 13,19 2154 425 000

** <001

Tablo 11 degerlendirildiginde, 6gretmen adaylarindan daha once topluluk 6niinde konusma
durumlarmin konugma kaygilarinin toplam puami ve beceri ile ilgili kaygi ve psikolojik durum alt
boyutlarinda anlamli diizeyde farklilastigi goriilmektedir. Ortalamalar incelendiginde, daha 6nce bir
topluluk Oniinde konusma yapmamis olan Ogretmen adaylarmin kaygi diizeylerinin daha yiiksek
oldugu anlasilir.

Tablo 12. Yazmaya yonelik kaygi diizeylerinin yazma aligkanligina gore analizi

Yazma aligkanlhigi+ N X S sd t p
142 72,44 20,70
Yazma Ara sira yazarim N
kaygist Zorunda olmadikg¢a 111 90,13 25,94 2068 2,87 000
yazmam
+ Diizenli olarak yazdigini sdyleyen 17 gretmen aday1 oldugundan bu kisiler analizin disinda birakilmistir.
**p<0.01

Tablo 12°de, yazma aligkanliginin yazma kaygisini anlamli derecede etkiledigi goriilmektedir.
Bulgular, zorunda olmadik¢a yazi yazmayan 6gretmen adaylarinin yazma kaygilarinin ara sira yazan
Ogretmen adaylarindan daha yiiksek oldugu yoniindedir.

Ogretmen adaylarinin yazma kaygilari, ortaokulda yaptiklar1 yazili anlatim sikligina gore ele
alinmigtir. Tablo 13, bu amagla yapilan analizin sonug¢larini vermektedir:
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Tablo 13. Yazmaya yonelik kaygi diizeylerinin ortaokulda yazili anlatim yapma sikligina gére analizi

Varyansin Kareler Kareler
ka}}f]nagl Toplami Ortalamasi F P Anlamli Fark

Gruplar arasi 13643,141 2 6821,570 Haftada bir kez ila
Yazma Gruplar i¢i 142470,844 257 554,361 _hi_g,_ .
kaygis: 12,305 .000** Ayda b|r/!k| kez ila

Toplam 156113,985 259 hi¢

(1%=0,087)
** p < Ol

Tablo 13 incelendiginde, ortaokulda yapilan yazili anlatimlarin sikliginin  Ggretmen
adaylarinin yazma kaygisi iizerinde anlamli derecede etkisi oldugu goriilmiistiir. Yapilan Scheffe
testiyle, bu farkliligin ortaokulda haftada bir kez yazili anlatim yapanlarla hi¢ yapmayanlar arasinda ve
ayda bir/iki kez yazili anlatim yapanlarla hi¢ yapmayanlar arasinda oldugu anlagilmaktadir.

Tablo 14. Kaygi diizeylerinin ortaokulda yazili anlatim yapma sikligina gore ortalama puanlari
Ortaokulda yazili anlatim yapma

siklig N X S
Haftada bir kez 56 72,79 24,85
Yazma kaygisi Avyda bir/iki kez 167 79,58 23,44
Hig 37 97,08 21,94
Toplam 260 80,61 24,55

Tablo 14°te yer alan ortalamalara g6z atildiginda, ortaokulda hi¢ yazili anlatim yapmayanlarin
en yiiksek yazma kaygisi diizeyine sahip olduklar1 anlagilmaktadir.

Ogretmen adaylarinin yazma kaygilari, lisede yaptiklari yazili anlatim sikligina gore de ele
alinmistir. Tablo 15°de yapilan analizin sonuglart bulunmaktadir:

Tablo 15. Yazmaya yonelik kaygi diizeylerinin lisede yazili anlatim yapma sikligina gore analizi

Varyansin Kareler Kareler

kaynag1 Toplam sd Ortalamasi F p Anlamli Fark
Gruplar arasi 14040,737 2 7020,368 Haftada bir kez ila
Yazma Gruplar i¢i 149650,003 262 571,183 Ihi_(}’. .
kaygisi 12,291 .000** Ayda b|r/!k| kez ila
Toplam 163690,740 264 hi¢
(1%=0,086)

Tablo 15’e gore, Ogretmen adaylarmin yazma kaygilan lisede yapilan yazili anlatimin
sikligina gore anlamli diizeyde farklilasmaktadir. Bu farkliligin hangi gruplar arasinda oldugunu tespit
etmek icin yapilan Scheffe testi neticesinde, ortaokulda yapilan yazili anlatimin sikliginda oldugu gibi,
haftada bir kez yazili anlatim yapanlar ile hi¢ yapmayanlar ve ayda bir/iki kez yazili anlatim yapanlar
ile hi¢ yapmayanlar arasinda oldugu bulgusuna ulasilmistir.

Tablo 16. Kaygi diizeylerinin lisede yazili anlatim yapma sikhigina gore ortalama puanlari
Lisede yazili anlatim yapma

siklig1 N % S

Haftada bir kez 34 66,85 19,87

Yazma kaygist Ayda bir/iki kez 167 77,92 23,96
Hi¢ 64 90,81 25,61

Toplam 265 79,61 24,90

Tablo 16’da yer alan ortalamalar incelendiginde, lisede hi¢ yazili anlatim yapmamis olan
Ogretmen adaylarinin yazma kaygilarinin diger gruplardan oldukga yiiksek oldugu goriilmektedir.

Arastirmada, 6gretmen adaylarinin yazma kaygilari, konusma kaygilari ve bu kayginin tiim alt
boyutlar1 arasindaki iligkileri incelemek i¢in Pearson moment c¢arpim korelasyonundan
yararlanilmistir. Yapilan analizin bulgular1 Tablo 17°deki gibidir:
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Tablo 17. Anlatim becerilerine yonelik kaygi diizeylerinin aralarindaki iliski diizeyinin analizi
Yazma Konusma Fizyolojik Beceri ile Psikolojik

N: 283 kaygisi kaygist belirtiler ilgili kaygi durum
Yazma kaygisi 1 0,571 0,484 0,501 0,527
.000** .000** .000** .000**
Konusma kaygist 0,571 1 0,798 0,822 0,960
.000** .000** .000** .000**
Fizyolojik belirtiler 0484 0798 L 0,586 0,629
.000** .000** .000** .000**
Beceri ile ilgili kaygi 0,501 0,822 0,586 1 0,722
.000** .000** .000** .000**

Psikolojik durum 0,527 0,960 0,629 0,722 1

.000** .000** .000** .000**

**p< 01

Tablo 17 degerlendirildiginde, yazma kaygisi ile konugma kaygisinin orta diizeyde ve anlamli
derecede iligkili oldugu sdylenebilir. Yine yazma kaygisi, konugsma kaygisinm tiim alt boyutlariyla da
orta diizeyde ve anlamli derecede iligkilidir.

Sonug, Tartisma ve Oneriler

Calisma sonucunda, 6gretmen adaylarinin anlatim becerilerine yonelik kaygi diizeylerinin hem
konusma hem de yazma becerisi icin diisiik diizeyde oldugu tespit edilmistir. Bu sonucun, 6gretmen
adaylarmi gelecegin 6gretmenleri olarak disiindiigiimiizde memnuniyet verici oldugu soylenebilir.
Ogretmen adaylarinin konusma kaygilarma iligkin alanyazinda yer alan arastirmalara goz atildiginda
su sonuglarla karsilagilmaktadir: Temiz’in (2015) bulgulari, farkli branglarda pedagojik formasyon
alan 6gretmen adaylarinin konusma kaygilarinin ¢ok az diizeyde oldugu seklindedir. Calisma grubu
sadece Tiirkge O0gretmeni adaylarindan olusan farkli ¢alismalarda da arastirmacilar (Kardas, 2015;
Liile-Mert, 2015; Sen, 2017), Tiirkce 6gretmeni adaylarmin konusma kaygilarmin diisiik oldugunu
belirlemiglerdir. Dering6l (2018) ve Tolun’un (2019) smnif 6gretmeni adaylartyla, Durmus ve Bas’in
(2016) ise sosyal bilgiler 6gretmeni adaylariyla yaptiklar arastirmalarin sonuglar1 da adaylarin diistik
bir diizeyde konugma kaygisi yasadiklar1 yoniindedir. Suroglu-Sofu (2012) ise, 6gretmen adaylarinin
konusma kaygilarini inceledigi ¢alismasinda, adaylarin orta diizeyde konusma kaygist yasadiklari
sonucuna ulagmistir.

Arastirma sonucunda, dgretmen adaylarinin konusma kaygilart gibi yazma kaygilarinin da
diisiik seviyede oldugu dile getirilmistir. Ogretmen adaylarinin yazma kaygilarinin arastirildigi diger
calismalarin sonuglar1 ise su sekildedir: Iseri ve Unal (2012) ile Demir ve Cift¢i (2019), Tiirkge
Ogretmeni adaylarinin; Kalayci ve Erdogan (2017) ise hem Tiirkge hem de sinif 6gretmeni adaylarinin
yazma kaygilarmin diisiik oldugunu tespit etmislerdir. Uriin-Karahan’in (2017) bulgular ise, Tiirkce
Ogretmeni adaylarmin yazma kaygilarinin yiiksek oldugu seklindedir. Kusdemir, Sahin ve Bulut
(2016) ise, simf Ogretmeni adaylarinin yazma kaygilarmin orta diizeyde oldugu sonucuna
ulagmislardir.

Calismada, cinsiyetin 0gretmen adaylarinin konusma kaygilarinin toplam puani lizerinde
anlaml bir etkisi olmadig1 sonucuna ulasilmistir. Bu sonug, Ozkan ve Kinay’m (2015) bulgulariyla
ortigmektedir. Ayrica Tirkge Ogretmeni adaylarinin konugma kaygilar1 {izerinde yapilan
arastirmalarin (Baki ve Karakus, 2015; Kardas, 2015; Liile-Mert, 2015; Sen, 2017) sonuglar1 da
konusma kaygisinin cinsiyete gére anlamli diizeyde farklilasmadigi yoniindedir. Durmus ve Bas’in
(2016) sosyal bilgiler 6gretmeni adaylariyla ve Deringdl’tin (2018) smif 6gretmeni adaylariyla
yiiriittiikleri ¢aligmalarda da cinsiyetin konusma kaygisina anlamli bir etkisi olmadigi goriiliir.
Suroglu-Sofu (2012) ile Baki ve Kahveci’nin (2017) sonuglari ise, kadin 6gretmen adaylarinin
konusma kaygilarinin erkek Ogretmen adaylarindan anlamli derecede daha yiiksek oldugunu
seklindedir.

Ancak bu ¢alismada, konusma kaygisinin fizyolojik belirtiler alt boyutunda cinsiyete gore bir
farklilasma goriilmektedir. Ortalamalara gore, kadin Ogretmen adaylari, konugmanin fizyolojik
boyutunda erkek 6gretmen adaylarindan daha yiiksek kaygi diizeyine sahiptir. Bu sonug, Gomleksiz ve
Kog¢-Deniz’in (2019) Tiirkge ve ilkdgretim matematik 6gretmeni adaylartyla, Tolun’un (2019) ise sinif
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Ogretmeni adaylartyla yiiriittiikleri calismalarin bulgulariyla bire bir Ortiismektedir. Bahsi gecen
caligmalarda da cinsiyete dayali farklilasma sadece fizyolojik belirtiler alt boyutunda olup kadin
O0gretmen adaylarmin daha fazla konusma kaygisina sahip olduklar1 seklindedir.

Calisma sonucunda, cinsiyetin Ogretmen adaylarinin yazma kaygilar1 iizerinde anlamh
derecede etkisi olan bir degisken oldugu anlasilmistir. Sonuglar, kadin 6gretmen adaylarinin erkeklere
gore daha fazla yazma kaygisina sahip oldugu seklindedir. Demirel’in (2019) ¢alismasinin sonuglari
ise, bu sonucun tersi yonde olup erkek dgretmen adaylarinin daha fazla yazma kaygisina sahip oldugu
seklindedir. Alanyazinda yer alan ve genellikle Tiirkge ve/veya simf Ogretmeni adaylariyla
gerceklestirilen bircok ¢alismada (Demir ve Ciftgi, 2019; Iseri ve Unal, 2012; Kalayci ve Erdogan,
2017; Karakaya ve Ulper, 2011; Kusdemir, Sahin ve Bulut, 2016) ise cinsiyetin yazma kaygisini
anlaml derecede etkilemeyen bir degisken oldugu sonucuna ulagiimigtir.

Arastirma sonucunda, konusma kaygisi ile yazma kaygisinin 6gretmen adaylarinin egitim
aldiklari ana bilim dallarma gore farklilasmadigr soylenebilir. Konugsma kaygilarina iliskin
alanyazindaki farkli ¢alismalarda (Suroglu-Sofu, 2012; Temiz, 2015) da benzer sekilde Ogretmen
adaylarinin alanlariin konusma kaygilarina anlamli bir etkisi olmadigi goriiliir. Calismada farkli
boliimlerde egitim alan 6gretmen adaylarinin kaygi diizeyleri i¢in hesaplanan tek anlamli farklilik;
konusma kaygisinin beceri ile ilgili kaygi alt boyutundadir. Sonuglar, bahsi gegen bu alt boyutta,
matematik &gretmenligi adaylarmin Ingilizce 6gretmeni adaylarindan daha yiiksek kaygi diizeyine
sahip olduklarin1 gostermektedir. Gomleksiz ve Kog¢-Deniz (2019), ilkdgretim matematik dgretmeni
adaylan ile Tiirk¢e 6gretmen adaylarinin konugma kaygilarimi karsilastirmiglardir. Bu caligmadan
farkli olarak, arastirmacilar karsilastirma sonucunda beceri ile ilgili kaygi diizeyinde bir farklilik
saptamazken konusma kaygisinin toplam puani ve fizyolojik belirtiler ile psikolojik durum alt
boyutlarinda bir farklilagsma tespit etmislerdir. Bulgulari, ilkogretim matematik 6gretmeni adaylarinin
kaygi diizeylerinin daha yiiksek oldugu seklindedir. Ancak Tiirk¢e 0gretmeni adaylar1 bu ¢alismaya
dahil edilmediginden sonuglarda bire bir bir kiyaslama yapmak dogru olmayacaktir. Diger taraftan su
da soOylenebilir ki konugmaya yonelik kaygt diizeyi; iki ¢alismada da sayisal grupta bulunan bir ana
bilim dali ile dil egitimi verecek 6gretmen adaylar1 arasinda farklilasmig ve sayisal gruptakilerin daha
yiiksek kaygi diizeyine sahip oldugu sonucuna ulagilmigtir.

Ozkan ve Kinay’in (2015) sonuglari, alanlarin konusma kaygisinin toplam puani ile beceri ile
ilgili kaygi ve psikolojik durum alt boyutlarinda etkili oldugu yoniindedir. Calismalarinda, tim
boyutlar i¢cin en diisiik kaygi diizeyinin dil egitimi alan 6gretmen adaylarinda oldugunu belirtirler.
Temiz’in (2013) miizik 6gretmeni adaylar ile Tiirkge 6gretmeni adaylarinin konugma kaygilarim
karsilagtirdigi ¢alismasinda ise, Tiirkce Ogretmeni adaylarimin anlamli derecede daha fazla kaygi
diizeyine sahip oldugu saptanmistir.

Arastirma sonuglari, yazma kaygismin 6gretmen adaylarinin ana bilim dallarina goére
farklilasmadig1 yoniindedir. Bu sonu¢ Kalayct ve Erdogan’in (2017) bulgulariyla ortiismektedir.
Demirel (2019) ise, Tiirkge 6gretmeni adaylarinin yazma kaygilarinin diger 6gretmen adaylarina gore
anlaml derecede daha diisiik oldugunu belirtir.

Caligma sonucunda, dgretmen olmay1 istemedikleri halde 6gretmenlik egitimi alan adaylarin
konusma kaygilar ile konugsma kaygisinin alt boyutlarindan psikolojik duruma iliskin kaygilarinin
anlamli derecede yiiksek oldugu anlasilmistir. Ogretmen olmay1 isteme durumu dgretmen adaylarmin
yazma kaygisi lizerinde ise anlamli bir fark olusturmamaktadir.

Caligmanin sonuglari, 6gretmen adaylarmin bir yilda okuduklar1 ortalama kitap sayilarinin
konugma kaygisinin toplam puani ile beceri ile ilgili kaygi ve psikolojik durum alt boyutlarinda etkili
oldugunu gostermektedir. Daha az kitap okuyan 6gretmen adaylarinin kaygi diizeylerinin daha yiiksek
oldugu anlagilmistir. Kardag’in (2015) calismasinda da ikinci dili Tiirkce olan g¢ok dilli Tiirk¢e
Ogretmeni adaylarinin konusma kaygilarmin bir yilda okuduklar kitap sayisina gore farklilastigi tespit
edilmistir. Sen (2017) ise calismasinda, okuma sikliginin Tiirkce 6gretmeni adaylarinin konugma
kaygilar1 lizerinde anlaml bir etkisi olmadig1 sonucuna ulagmistir. Arastirmadaki sonuglar, 6gretmen
adaylarinin yazma kaygilarmin bir yilda okuduklari ortalama kitap sayisina gore anlamli sekilde
farklilasmadig1 seklindedir. Iseri ve Unal’m (2012) bulgular: da okunan kitap sayisinin Tiirkge
Ogretmeni adaylarinin yazma kaygilarina etkisi olmadig1 yoniindedir.
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Arastirmanin sonuglari, diksiyonun diizgiin olmadigini diisiinen &gretmen adaylarinin
konusma kaygilarinin, tiim alt boyutlarda ve toplam puanda, daha yiiksek diizeyde oldugu yoniindedir.
Akkaya (2012), 6gretmen adaylarinin konusma sorunlarini belirledigi ¢aligmasinda, bu sorunlarin
biiyiik bir boliimiiniin ses, ton, vurgu ve telaffuz yanlislarindan kaynaklandigmi tespit etmistir. Bu
sonuglardan hareketle, bransi ne olursa olsun lisans egitimi sirasinda 6gretmen adaylarina diksiyon
ve/veya giizel konugsma derslerinin verilmesinin faydali olabilecegi sdylenebilir. Cilinkii her bir
Ogretmen aday1, 6gretmenligi sirasinda etkili ve giizel konusmaya, kelimeleri dogru telaffuz etmeye,
ses tonunu 1iyi kullanip dogru vurgu yapmaya ihtiya¢ duyacaktir. Alacaklar1 bu egitimle diksiyonlar1
konusunda daha ¢ok 6z giiven duyabilecekler ve bu durum da konusma kaygilarinin azalmasina vesile
olabilecektir.

Sonuglar degerlendirildiginde, daha 6nce bir topluluk Oniinde konusma yapmamis olan
Ogretmen adaylarinin kaygi diizeylerinin, konusma kaygisinin toplam puani ile beceri ile ilgili kaygi
ve psikolojik durum alt boyutlarinda daha yiiksek oldugu anlasiimaktadir. Ozkan ve Kinay’in (2015)
sonuglar1 da daha 6nce herhangi bir resmi térende konusma yapmamis olan 6gretmen adaylarmin
konusma kaygi puanlarinin tiim alt boyutlarda ve toplam puanda yiiksek oldugu yoniindedir. Akkaya
(2012) ¢alismasinda, topluluk karsisinda konusurken heyecanlanmanin 6gretmen adaylarinin en fazla
belirttigi konusma sorunlarindan oldugunu tespit etmistir. Iscan ve Karagdz (2016) ise, Tiirkce
Ogretmeni adaylarinin topluluk karsisinda konusmada yeterli pratige sahip olmamalarinin konusma
kaygilarinin yiiksek c¢ikmasinin nedenlerinden biri olabilecegini belirtir. Bu baglamda, meslek
hayatlarin1 bir grup 6grenci oniinde konusarak yiiriitecek olan 6gretmen adaylarinin topluluk 6niinde
konusmay1 lisans yillarinda tecriibe etmelerinin fayda saglayacagi soylenebilir. Egitim fakiiltesinde
tiim ana bilim dallarinin ilk y1l miifredatinda yer alan Tiirk Dili I ve Tiirk Dili II derslerinin haftada bir
saatinin uygulamaya cevrilmesi 6gretmen adaylarina bu agidan yarar saglayabilir.

Caligma sonuclari, yazma aligkanhiinin  yazma kaygisi tlizerinde etkili oldugunu
gostermektedir. Zorunda olmadik¢a yaz1 yazmayan 6gretmen adaylarinin yazma kaygilarinin ara sira
yazan dgretmen adaylarindan daha yiiksek bulunmustur. Iseri ve Unal (2012) da Tiirkge dgretmeni
adaylartyla yiiriittiikleri calismalarinda, yazma siklig1 azaldikca yazma kaygismin arttigini tespit
etmiglerdir. Bu sonuglar, yazma kaygist bulunan 6gretmen adaylarmin vakit bulduk¢a yazma aktivitesi
yaparak bu kaygiyi diisiirebilecekleri seklinde yorumlanabilir.

Aragtirmada, ortaokul ve lise yillarinda yapilan yazili anlatimin sikliginin 6gretmen
adaylarinin yazma kaygilari iizerinde etkili oldugu sonucuna ulasilmistir. Her iki egitim donemi i¢in
de yapilan yazili anlatim etkinligi sayis1 arttikca yazma kaygilarmin diistiigii goriilmektedir. Bahsi
gecen yillarda hi¢ yazili anlatim galismasi yapmamis olan 6gretmen adaylarinin ise en yiiksek diizeyde
yazma kaygisina sahip olduklar1 anlagilmaktadir. Bu sonuglar da yine fazlaca yapilan yazma
calismalarinin yazma kaygisini diislirecegini belirtir niteliktedir.

Caligmanin sonuglar1, yazma kaygisi ile konusma kaygisinin orta diizeyde ve anlamli derecede
iligkili oldugu yoniindedir. Ayrica yazma kaygisi, konusma kaygisiin tiim alt boyutlariyla da orta
diizeyde ve anlamli derecede iligkilidir.
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STEM Ebeveyn Farkindahk Olceginin Tiirkceye Uyarlamasi: Gegerlik ve

Giivenirlik Calismasi
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Oz

Anahtar Kelimeler

STEM, fen (Science), teknoloji (Technology), miihendislik (Engineering) ve
matematik (Mathematics) alanlarma ait bilgi ve becerilerin farkli bilim dallarini
bir araya getirerek ve bu bilim dallar1 arasinda iliski kurarak 6grenmenin gok
boyutlu gergeklesmesini saglayan yeni bir egitim yaklasimidir. Kiigiik yaslardan
itibaren bireylere STEM’i olusturan disiplinlere ilgi uyandirarak STEM’e iliskin
farkindalik olusturmak, STEM’i sevdirmek ve STEM’e iliskin olumlu bir tutum
olugmasini saglamak i¢in ebeveynlere 6nemli bir rol diismektedir. Bu baglamda
ilkemizin egitim ve ekonomisi i¢in ebeveynlerin STEM ile ilgili bilgi ve
becerilerin farkinda olmasi 6nem tagimaktadir. Bu dogrultuda bu g¢alismanin
amaci, Yun, Cardella, Purzer, Hsu ve Chae (2016) tarafindan gelistirilen Gonyea
(2017) tarafindan uyarlanan STEM Ebeveyn Farkindalik Olgegi’nin Tiirkge
uyarlamasmin yapilarak, gegerlik ve giivenirliligine iliskin dogrulugunu
incelemektir. Bilgi ve tutum olmak tizere iki alt boyuttan olusan olgek igin
uzmanlarin destegiyle ¢eviri iglemleri ve gerekli diizenlemeler yapilmistir. Son
halini alan 6l¢ek 6-18 yag arasi gocugu olan 207 (131 kadin, 76 erkek) ebeveyne
uygulanmistir. Akabinde madde-toplam korelasyonlar1 hesaplanmis ve korelasyon
degerleri .55 ile .86 arasinda oldugu goriilmiistiir. Madde ayirt edicilik 6zelligi igin
%27 alt ve %26 iist grup ortalamalar1 bagimsiz t-testi ile karsilastirilmig ve tiim
test maddeleri i¢in p<.001 diizeyinde anlamli oldugu tespit edilmistir. Bilgi ile
tutum alt boyutlar1 arasindaki korelasyon degeri .51 olup p<.001 diizeyinde
anlamli oldugu saptanmigtir. Yapilan dogrulayici faktor analizi sonucunda uyum
indeksleri degerlerinin kabul edilebilir deger sinirlari iginde oldugu gézlenmistir.
Son olarak, 6l¢egin i¢ tutarlig1 icin Cronbach’s Alpha katsayilar1 hesaplanmustir.
Cronbach’s Alpha katsayilar1 bilgi alt boyutu igin .96, tutum alt boyutu igin .97 ve
toplam Olgek icin .96 olarak saptanmustir. Sonu¢ olarak, STEM Ebeveyn
Farkindalik Olgegi’nin Tiirkge uyarlamasmin yeterli zihinsel 6zelliklere sahip
oldugu, ilkokuldan yiiksekdgretim diizeyine kadar cocugu olan ebeveynlerin, bilgi
ve tutumlarmi 6lgmek amacrtyla Tiirkiye’de kullanilabilecegi goriilmektedir.
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Giris

21. yiizyilda kiiresellesme ile birlikte ekonomi, teknolojik gelismeler, savunma sanayi giin
gectikce daha da onemli hale gelmistir. Kiiresellesmenin getirdigi bu gelismelerle birlikte egitimde
kalitenin artmasi i¢in toplumun tiim kesimlerine yayma diisiincesiyle egitimde reformlar uygulanmaya
baglanmistir. Amerika Birlesik Devletleri (ABD) bu alanda 6nemli bir etken olmustur. Kiiresellesmenin
getirdigi yarista ABD’nin diger iilkeleri bir tehdit olarak gérmesiyle birlikte miihendislik ve teknolojik
gelismeler alaninda yatirim yapmaya yonelmistir. Ekonomik alanda gelisebilmenin bilim ve teknoloji
alaninda girisimcilik faaliyetiyle miimkiin olabilecegi diigiiniilerek STEM egitimi Amerika Birlesik
Devletleri’nde girisimci ve yaratici bireylerin yetismesini saglamak amaciyla ortaya ¢ikmigtir (Martin-
Paez, Aguilera, Perales-Palacios ve Vilchez-Gonzales, 2019). Next Generation Science Standards
(NGGS, 2012) ad1 altindaki 6gretim programi olan Achieve Inc. ilerletilerek STEM destek gormiis ve
ABD basta olmak iizere diinyanin birgok lilkesinde yayginlasmistir (Akgiindiiz vd., 2015).

Dugger (2010) ve Thomas (2014) uzmanlarin STEM ile ilgili goriis birligine varip ortak bir
tanmminin  olmadigimi belirterek literatiirde bu kavramin birden ¢ok ifade ile tanimlandigim
sOylemislerdir (Eroglu ve Bektas, 2016). En kabul edilebilir sekliyle, STEM egitimi, farkli bilim
dallarinin bir araya gelmesini saglayarak ve bu bilim dallar1 arasinda iliski kurarak 6grenmenin ¢ok
yonlii olarak gergeklesmesini saglamaktadir (Smith ve Karr-Kidwell, 2000). STEM egitimi {izerinde
durulmasinin ilk 6nce SMET kisaltmasi ile 1990 yilindan sonra oldugu fakat bu kisaltmanin telaffuzda
zorluklara neden olmasiyla STEM olarak degistirildigi sdylenmektedir (Derin, Aydin ve Kirkig, 2017).
STEM, “Fen (Science), Teknoloji (Technology), Miihendislik (Engineering) ve Matematik
(Mathematics)” sozciiklerinin bas harflerinden olusan bir kisaltmadir (Yildirim ve Altun, 2015).
Ulkemizde STEM egitiminin kisaltmasi olarak, Fen, Teknoloji, Miihendislik ve Matematik alanlarinin
ilk harflerinden olusan FeTeMM kisaltmasi da kullanilmaktadir (Y1lmaz, Yigit Koyunkaya, Giiler ve
Giizey, 2017). ABD’li 6grencilerin fen, matematik ve miithendislik alanlarina olan ilgilerinin zaman
gectikce kaybolmast STEM egitiminin ortaya ¢ikis nedenini olusturmaktadir (Ostler, 2012).

Fen, Teknoloji, Miithendislik ve Matematik (STEM) egitimi, 21. yiizyil becerilerinin gelisiminde
onemli rol oynamaktadir. STEM egitimi kiiresellesen bir diinyada basar1 elde edebilmek igin ihtiyag
duyulacak elestirel diigiinme, isbirligi, yaraticilik ve iletisim gibi 21. yiizyil becerilerini kapsar ve bu
becerilerin yasantisal olmasii saglayarak gelistirilmesine imkan saglar (Akaygiin ve Aslan Tutak,
2016). 21.yiizyilda bireylerin beklenen 6zelikler dogrultusunda bu becerileri ortaya gikarabilecek bir
egitim slirecine dahil olmalar gerekli goriilmektedir. Bireylerin bu becerilerini ortaya ¢ikarabilmesi i¢in
STEM egitimi uygulamalaria dahil olmasi gerekmektedir. STEM egitimi, farkl1 disiplinleri bir araya
getiren biitiinlestirici yapisiyla bireylerin bu becerilerinin gelismesini saglamaktadir. Bireylerin is
hayatina dahil olduklarinda da bu beceriler sayesinde is hayatina sorunsuz bir sekilde adapte
olabilecekleri diisiiniilmektedir (Milli Egitim Bakanligi [MEB], 2018).

Bilim, teknoloji, mithendislik ve matematik disiplinlerinin entegrasyonunu saglayan STEM
egitimi, yenilik¢i bir yaklasim olmakla birlikte, STEM okuryazar bireylerin yetistirilmesini
saglamaktadir (Bybee, 2013). Yildirim ve Altun (2015) STEM egitimini, farkli bilim dallarin1 bir araya
getirerek, giinliik hayatta bilgiyi kullanmay1 saglayan, giinliik yasamda kullanilabilecek becerilerini
artmasini saglayan ve elestirel diislinmeyi iceren bir egitim olarak diisiiniilebilecegini aktarmiglardir.
STEM teriminin farkli bilim dallarin1 bir araya getirmesine ragmen, uzmanlar STEM alaninin agik
olmadigimi ifade ederek bazi disiplinlerin bu alanin iginde ya da disinda tutulmasinin sorun
olusturabilecegini sdylemektedirler (Yildirim ve Altun, 2015). Buradan hareketle bu alanlarin birbiri
tizerindeki etkileri incelendiginde disiplinleraras1 yaklasimin gergeklesmesinin kaginilmaz oldugu
sOylenebilir.

Tiirk Sanayici ve Is Adamlar1 Dernegi’ne (TUSIAD) gore, Tiirkiye’de STEM is sahalarinda
calisacak olan isgiicii icin 2023 yilt mezunlarinin dogru ve etkin bir sekilde is alanlarinda yer almasi
gerekmektedir. PwC analiz sonuglarina gore, 2023 yili i¢in Tiirkiye’de yaklasik 34 milyon toplam
isgiiclinlin yaklasik 3.5 milyonunun STEM alanlarinda olacagi, 2016-2023 déneminde STEM alaninda
isgiicii ihtiyacinin 1 milyona yaklasacagi ve bu ihtiyacin giderilmesinde lisans ve yiiksek lisans
mezunlar temel alindiginda yaklasik %31 degerinde bir agik olusacagi tahmin edilmektedir. STEM
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becerilerine sahip is giiciiniin artacak olmasi sebebiyle STEM alanlariin desteklenmesini gerekli
kilmaktadir (TUSIAD, 2017).

Diger yandan ¢ocugun dogdugu andan itibaren bakimi ve egitiminden biiyiik bir sorumlulugu
olan ailelerin, egitimin bir pargast olmalari, ¢ocuklarin gelisimi agisindan ¢ok onemlidir. Bu ylizden
egitimcinin gocugu ve ailesini tanimasi kadar ailenin de okulu ve gocugu tanimasi, ¢ocuklarin psikolojik
ve egitsel gelisimlerini etkileyen 6nemli faktdrler olduklar igin iki kurumun is birligi icerisinde olmasi
olduk¢a onemlidir. Bireylerin zamaninda uyarilmasi, onlarin gelisimine katki saglayacagi ortamlarin
yaratilmasi, manevi ihtiyaglarin giderilmesi bilingli ger¢eklesmesi gereken davranislardir. Ulkemizde
Ogrencilerimizin entelektiiel, kiiltiirel diinyalarin1 zenginlestirmekle birlikte 21. ylizyil becerileri olarak
isimlendirilen takim caligmasi, elestirel diisinme, yaraticilik ve problem ¢dzme gibi becerilerini
gelistirmeyi amaglayan STEM egitimine bu agidan bakildiginda kiigiik yaslardan itibaren bireylere
STEM’i olusturan disiplinlere kars1 ilgi uyandirarak STEM’e iliskin farkindalik olugsmasini saglamak,
STEM’i sevdirmek ve STEM’e iligkin olumlu bir tutum gelistirmelerini saglamak i¢in ebeveynlere
onemli bir rol diismektedir (Azgm, 2019). Bu baglamda iilkemizin egitim ve ekonomisi i¢in
ebeveynlerin STEM ile ilgili bilgi ve becerilerin farkinda olmasi1 6nem gerektirmektedir.

STEM c¢alismalarina yoénelik alanyazin incelendiginde STEM egitimi tutum Olgegine (Orn.
Aydin, Saka ve Giizey, 2017; Derin, Aydin ve Kirkig, 2017; Yilmaz, Koyunkaya ve Giiler, 2017), STEM
Ogretimine yonelim Ol¢egine (6rm. Haciomeroglu ve Bulut, 2016), d6gretmenlerin STEM yaklasimina
yonelik farkindaliklarma (6rn. Cevik, 2017; Karakaya, Ay¢in ve Cimen, 2018), 6grencilerin STEM
yaklagimina yonelik farkindaliklarina (6rn. Buyruk ve Korkmaz, 2014) iliskin ¢esitli 6l¢ek gelistirme ve
uyarlama calismalar1 yapilmakla birlikte ebeveynlerin STEM farkindaliklarim1 Slgen bir dlgege
rastlanilmamistir. Bu calismada uyarlanan olgek ile ebeveynlerin STEM farkindalik diizeyleri
olgtilebilecektir. Bu bilgiler ekseninde bu 6lcegin ilgili alanyazina katki saglayacag diisliniilmektedir.
Bu calismanin amaci STEM Ebeveyn Farkindalik Olgegi’nin ebeveynlerden olusan 6rneklemde
Tiirkge’ye uyarlama, gegerlik ve giivenirlik ¢aligmasini yapmaktir.

Yontem
Orneklem

Calismanin 6rneklemini Ege Bolgesi’nde yer alan bir ilgede zaman, para ve isgiicli kayb1 gibi
smirliliklar nedeniyle uygun 6rnekleme yontemi kullanilarak ulagilabilen ve goniilli olan 207 ebeveyn
(131 kadin, 76 erkek) olusturmaktadir. Ornekleme katilan ebeveynlerin yasi ortalama 38,85’tir.
Ebeveynlerin sahip olduklar1 ¢ocuklarin 164’1 kiz, 168’1 erkektir.

Veri Toplama Araci

Veri toplama araci olarak Yun, Cardella, Purzer, Hsu ve Chae (2010) tarafindan Purdue Ebeveyn
Miihendislik Farkindalik Olcegi olarak gelistirilen Gonyea (2017) tarafindan STEM Ebeveyn
Farkindalik Olgegi seklinde uyarlanan 6lgme araci kullanilmustir. Orijinal Slgek verileri okul dncesi
donemden {iniversite donemine kadar ¢ocugu olan ebeveynlerden toplanmistir. STEM Ebeveyn
Farkindalik Olgegi igin orijinal dlgekte yer alan “miihendislik” kelimelerinden uygun olanlar1 “STEM”
kelimesi ile degistirilmis ve gerekli uyarlama ¢alismalar yapilmistir. STEM i¢in uyarlama yapilirken,
oOlgek lise doneminde ¢ocugu olan ebeveynlere uygulanmustir. 5°1i likert tiirii (5-kesinlikle katiliyorum,
4-katiliyorum, 3-kararsizim, 2-katilmiyorum, 1-kesinlikle katilmiyorum) olan STEM Ebeveyn
Farkindalik Olgegi’nin bilgi alt boyutunda 16, tutum alt boyutunda 22 olmak iizere toplam 2 alt boyut
ve 38 maddeden olugmaktadir. Gelistirilen ve STEM igin uyarlanan 6lgegin giivenirlik katsayilar1 Tablo
1°de verilmistir.

Tablo 1. Gelistirilen ve uyarlanan dlgegin glivenirlik katsayilar

Gelistirilen STEM i¢in uyarlanan
(Yun, Cardella, Purzer, Hsu ve Chae, 2010) (Gonyea, 2017)
Bilgi .94 04
Tutum 91 .90
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Islem

STEM Ebeveyn Farkindalik Olgegi’nin Tiirkge’ye uyarlama ¢alismasimin ilk asamasi olarak
6lgegi STEM igin uyarlayan Dr. Gonyea ile iletisime gegilerek 6lgegin Tiirkge uyarlama ¢aligmasi i¢in
izin alinmistir. Ardindan O6lcegin maddeleri Tiirkce’ye cevrilmistir. Olcegin kaynak dil olan
Ingilizce’den Tiirkce’ye cevirisi Ingilizce ve Tiirkge’yi iyi diizeyde bilen ve alan bilgisi yeterliligine
sahip olan arastirmacilardan biri tarafindan yapilmustir. Ceviri, yine Tiirkge ve Ingilizce yeterliligi iyi
diizeyde olan fen egitimi alaninda uzman iki akademisyene inceletilmistir. inceleme sonunda gerekli
diizenlemeler saglandiktan sonra dilin kullanimi ve dil bilgisi agisindan iki formun ayni nitelige sahip
olabilmesi igin, bir Ingiliz Dili uzmam 6l¢ek maddelerinin kaynak dil olan Ingilizce’ye geri ¢eviri
islemini tamamlanustir. ki 6lcek arasinda anlam farklii§i olmadifi tespit edilmistir. Cevirisi
tamamlanan Ol¢egin Tiirk¢e’ye uygunlugunun kontrolii saglanmasi i¢in 6lgek Tiirk Dili uzmani
tarafindan kontrol edildikten sonra uzmanin diizenlenmesini gerekli gordiigii dilbilgisi kurallar ve
kelimeler yoniinden diizenlemeler yapilmistir. Hazirlanan 6l¢ek maddeleri dort ebeveyn ile tartigilmistir.
Son haline getirilen 6lgegin kapsam gegerligi igin STEM tlizerine galigmalari olan iki fen egitimcisinin
goriislerine bagvurulmustur. Onlarla yapilan gériismeler sonucunda MEB programina ve okullardaki
uygulamalara uygun olmadigi i¢in bir madde 6lgekten ¢ikarilmustir.

Olgek drnekleme uygulandiktan sonra elde edilen verilerle madde analizi ve yap1 gecerligi icin
bir¢ok analiz yapilmis olup ilk olarak madde analizi yapilarak maddelerin madde ayirt ediciligi tespit
edilmistir. Bu amagla Pearson ¢arpim momentler korelasyon analizi yapilarak alt %27’lik ve {ist %27 lik
gruplarin puanlari bagimsiz t-testi ile karsilastinlmistir. Ayrica 6lgegi olusturan alt boyutlar arasi
korelasyon hesaplanmistir. Ardindan Slgegin yapi gegerligi icin dogrulayici faktdr analizi yapilmastir.
Olgegin giivenirligi i¢in ise Cronbach’s Alpha katsayilari incelenmistir.

Bulgular

Olgegin Tiirkce uyarlamasinda yer alan maddelerin ayirt edicilik diizeyleri icin madde analizi
ile her maddenin kendi fakt6rii i¢in diizeltilmis madde-toplam Pearson ¢arpim moment korelasyon
degerleri hesaplanmistir. Tablo 2’de goriildiigi gibi tutum alt boyutunda yer alan madde 17 ve madde
18 hari¢ diger maddelerin korelasyon degerleri .55 ile .86 arasindadir. Korelasyon katsayist r<.30 olan
bu iki madde 6lgme aracindan ¢ikarilarak islemlere devam edilmistir.
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Tablo 2. Pearson Carpim Moment Korelasyon analizi sonuglari

Alt boyutlar Maddeler Diizeltilmis Madde Toplam r
Madde 1 .76
Madde 2 .81
Madde 3 .78
Madde 4 .55
Madde 5 .85

Bilgi Madde 6 .85
Madde 7 .87
Madde 8 .85
Madde 9 .85
Madde 10 .85
Madde 11 .86
Madde 12 .83
Madde 13 .60
Madde 14 .78
Madde 15 g1
Madde 16 .67
Madde 1 74
Madde 2 .79
Madde 3 .80

Tutum Madde 4 .78
Madde 5 .79
Madde 6 .83
Madde 7 .68
Madde 8 73
Madde 9 .85
Madde 10 .87
Madde 11 .85
Madde 12 .76
Madde 13 .81
Madde 14 .76
Madde 15 .86
Madde 16 .79
Madde 17 .20
Madde 18 A7
Madde 19 .76
Madde 20 .67
Madde 21 .80

Bir diger madde analizi yontemiyle Ol¢ekten elde edilen ham puanlar kiigiikten biiyiige dogru
siralanmigtir. Bu siralama sonucuna gore alt %27 ve {ist %27°lik gruplarin madde puanlarinin bagimsiz
t-testi ile karsilastirilmasina iliskin sonuglart Tablo 3’te verilmistir. Bagimsiz t testlerinin sonuglarina
gore list %27’lik grupta yer alanlarin puanlart alt %27’lik grupta yer alanlarin puanlarindan anlamh

olarak farklidir.
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Tablo 3. Bagimsiz t-testleri sonuglar

Bilgi Ort SS t Tutum Ort SS t

Madde 1 Alt %27 1.62 .48 -29.75* | Maddel Alt%27 257 .65 -26.92%
Ust %27 4.30 .46 Ust %27 498 .13

Madde 2 Alt%27 1.67 .47 -29.83* | Madde2 Alt%27 258 .68 -22.99*
Ust %27 4.26 .44 Ust %27 4.89 .31

Madde 3 Alt %27 175 54 -26.66* | Madde3 Alt%27 275 .83 -20.12*
Ust %27 4.33 .47 Ust %27 5.00 .00

Madde 4 Alt%27 258 .91 -18.80* | Madde4 Alt%27 283 .82 -19.56*
Ust %27 4.94 .22 Ust %27 5.00 .00

Madde 5 Alt %27 1.78 56 -26.28* | Madde5 Alt%27 262 .61 -28.67*
Ust %27 4.42 .49 Ust %27 5.00 .00

Madde 6 Alt%27 1.71 45 -29.75* | Madde6 Alt%27 257 .70 -24.97*
Ust %27 432 .47 Ust %27 498 .13

Madde 7 Alt%27 171 45 -29.75* | Madde7 Alt%27 250 .68 -25.28*
Ust %27 4.32 .47 Ust %27 4.94 .22

Madde 8 Alt %27 1.71 45 -29.75* | Madde8 Alt%27 271 59 -22.70*
Ust %27 4.32 .47 Ust %27 4.83 .37

Madde 9 Alt%27 1.64 .48 -29.68* | Madde9 Alt%27 312 .81 -17.31*
Ust %27 4.32 47 Ust %27 5.00 .00

Madde 10 Alt %27 155 .50 -30.11* | Madde 10 Alt %27 294 .77 -19.88*
Ust %27 4.30 .46 Ust %27 5.00 .00

Madde 11 Alt %27 1.60 .49 -24.65* | Madde 11 Alt %27 3.19 .77 -17.46*
Ust %27 4.24 .63 Ust %27 5.00 .00

Madde 12 Alt %27 1.62 .48 -29.72* | Madde 12 Alt %27 276 .53 -26.24*
Ust %27 4.33 .47 Ust %27 491 .28

Madde 13 Alt%27 207 .62 -2255* | Madde 13 Alt %27 326 .75 -17.27*
Ust %27 450 .50 Ust %27 5.00 .00

Madde 14 Alt %27 198 .75 -20.30* | Madde 14 Alt %27 285 .84 -19.07*
Ust %27 4.42 .49 Ust %27 5.00 .00

Madde 15 Alt%27 1.92 .65 -22.93* | Madde 15 Alt%27 332 .78 -15.92*
Ust %27 4.46 .50 Ust %27 5.00 .00

Madde 16 Alt%27 158 49 -29.76* | Madde 16 Alt %27 326 .84 -15.39*
Ust %27 4.32 .47 Ust %27 5.00 .00

Madde 17 Alt %27 342 .82 -14.20*
Ust %27 5.00 .00

Madde 18 Alt %27 246 .73 -25.72*
Ust %27 5.00 .00

Madde 19 Alt %27 296 .89 -17.04*
Ust %27 5.00 .00

*p<.001

Olgegin alt boyutlar1 olan bilgi ile tutum arasindaki korelasyon hesaplanmistir. Bilgi ile tutum
arasindaki korelasyon degeri .51 olup p<.001 diizeyinde istatistiksel olarak anlamlidir.

Yap1 Gegerligi

Olgegin yap1 gegerligi Sekil 1°de goriildiigii iizere LISREL programi kullanilarak dogrulayici
faktor analizi ile test edilmistir. Yapilan ilk dogrulayici faktor analizinin uyum indeksleri incelendiginde
degerlerin kabul edilebilir deger sinirlan i¢inde oldugu belirlenmistir. Uyum indeksleri sirasiyla su
sekildedir: y2 /df=2.48, NNFI=.96, CFI=.96, RMSEA=.11, PGFI=.57.
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Sekil 1. Dogrulayici faktdr analizinin grafiksel gosterimi

Giivenirlik

STEM Ebeveyn Farkindalik Olgeginin i¢ tutarhiligmi tespit etmek amaciyla katsayilari
hesaplanmistir. Cronbach’s Alpha katsayilari bilgi alt boyutu i¢in .96, tutum alt boyutu i¢in .97, toplam

Olcek i¢in .96 olarak saptanmustir.

Tartisma, Sonu¢ ve Oneriler

Bu calismada Gonyea (2017) tarafindan uyarlanan STEM Ebeveyn Farkindalik Olgegi
Tiirk¢e’ye uyarlanmigtir. 207 ebeveyn ile yiiriitiilen bu ¢alismada ilk olarak geviri islemleri yapilmis ve
kapsam gegerligi incelenmistir. Bu inceleme sonucunda MEB programina ve okullardaki uygulamalara
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uygun olmayan bir madde oOlgekten ¢ikarilmistir. Akabinde, cevrilen &lgegin yapi gecerligine
bakilmigtir. Buna gore ilk 6nce madde analizleri yapilmistir. Madde analizi i¢in her maddenin kendi
faktori i¢in diizeltilmis madde-toplam korelasyon degerleri hesaplanmistir. Madde analizi i¢in kabul
edilir diizeltilmis madde-toplam korelasyon degerleri >.30’dur (Nunnally ve Bernstein, 1994).
Hesaplanan korelasyon degerleri bu referans degerinin altinda olan iki madde 6l¢ekten ¢ikarilmustir.
Diger maddelerin korelasyon degerleri .55 ile .86 arasinda olup bu maddelerin ayirt edici oldugu
sonucuna ulasilmistir. Madde analizi i¢in ayrica baska bir yontem kullanilarak alt %27 ve {ist %27’lik
gruplarda yer alanlarin puan ortalamalart bagimsiz t-testi ile karsilastirilmistir. Bagimsiz t-testi
sonuglarindan hareketle tiim maddeler i¢in p<.001 diizeyinde anlamli oldugu tespit edilmistir. Bu
bilgiler ekseninde 6lgegin madde ayirt edicilik diizeyinin yiiksek oldugu ve yiiksek ile diisiik puan
alanlart ayirt ettigi sOylenebilir.

Yap1 gegerligini incelemek igin 6lgegin alt boyutlar arasi korelasyon degerleri hesaplanarak
sonucun p<.001 diizeyinde anlamli oldugu tespit edilmistir. Bunun yaninda yapilan dogrulayici faktor
analizinin uyum indeksleri y2/df= 2.48, NNFI = .96, CFI = .96, RMSEA = .11, PGFI = .57, PNFI =
.88’dir. Model uyumu igin, %2/df<5 olmasi modelin uygun oldugunu gostermektedir (Wheaton, Muthen,
Alwin ve Summers, 1977). Bunun yaninda, NNFI ve CFI degerleri .90’dan (Bentler ve Bonet, 1980;
Hu ve Bentler, 1999), PGFI ve PNFI degerleri .50’den biiyiik (Meyers, Gamst ve Guarino, 2006) ve
RMSEA degeri .08’den kiigiik olmalidir (Browne ve Cudeck, 1993). Tiim bu deger simirlan ile
calismada ulasilan degerler karsilagtirildiginda RMSEA degeri disinda 6lgegin Tiirk¢e uyarlamasinin
faktor yapisinin 6zgiin 6lcegin faktor yapisiyla benzer oldugu seklinde yorum yapilabilir. RMSEA
degeri 6rneklem sayisindan etkilendigi i¢in (Chen, Curran, Bollen, Kirby ve Paxton, 2008), ¢caligmanin
RMSEA degerinin referans degerinden yiiksek ¢ikmasinin nedeni 6rneklem sayisinin kiiglik olmasi
olabilir.

Giivenirlik ¢aligmasi ise Cronbach’s Alpha katsayilar1 hesaplanarak incelenmistir. Alanyazinda
giivenirlik i¢in kabul edilen deger >.7’dir (Nunnally, 1978). Alt boyutlarda .96 ile .97, toplam 6lgek igin
.96 olan Cronbach’s Alpha katsayilar1 sonuglarina bakildiginda 6lgegin giivenilir oldugu sdylenebilir.

Sonug¢ olarak, STEM Ebeveyn Farkindalik Olgegi'nde ters madde olmayip, o6lgekten
alinabilecek minimum puan ise 35, maksimum puan 175°tir. Olgme aracinin uygulanma siiresi yaklasik
20 dakikadir. Olgegin ilkokuldan yiiksekdgretim diizeyine kadar gocugu olan ebeveynlerin STEM
farkindaliklarini 6lgmede kullanilabilecegi diisiiniilmektedir.
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Canan UNLU, Burcu SENLER

EK 1- STEM FARKINDALIK OLCEGI

Kesinlikle

Katillyorum

Katiliyorum

Kararsizim

Katilmiyorum

Kesinlikle

Katilmiyorum

1. STEM alanlarinda ¢alisanlarin miithendislik tasarim ilkelerini nasil kullandiklarini
biliyorum.

2. STEM alanlarinda ¢aligsanlarin problem ¢6zme stratejilerini nasil kullandiklarimi
biliyorum.

3. STEM alanlarinda galisanlarm neler yaptigini biliyorum.

4. Miihendisligin fen bilimleri, matematik ve teknoloji ile nasil iliskili oldugunu
biliyorum.

5. Topluma faydali olmak i¢in STEM’i nasil kullanilabilecegimi biliyorum.
6. STEM'in fen bilimlerinden farkli yanlarini biliyorum.

7. STEM'in matematikten farkli yanlarmi biliyorum.

8. STEM'in teknolojiden farkl yanlarini biliyorum.

9. Cocuguma STEM becerilerini nasil dgretebilecegimi biliyorum.

10. STEM ile ilgili kavramlar1 giinliik hayatimda nasil kullanabilecegimi biliyorum.

11. Cocuguma STEM ile ilgili kavramlari nasil agiklayabilecegimi biliyorum.

12. Cocugumun STEM ile ilgili fikirlerini ve becerilerini gelistirmesinde ona nasil
yardimci olabilecegimi biliyorum.

13. Problemleri nasil tanimlayacagimi ve ¢ézecegimi biliyorum.

14. Cocugumun STEM hakkinda daha fazla bilgi edinmesi i¢in gerekli kaynaklar1 nasil
bulacagimi biliyorum.

15. STEM ile ilgili daha fazla bilgiyi nerede bulacagimi biliyorum.

16. Cocugumun okulunda yapilan STEM etkinliklerinin farkindayim.

1. STEM'in yasam kalitemizi iyilestirmede rol oynadigina inantyorum.

2. STEM alaninda yapilan ¢aligmalarin hayatimizi daha kolay hale getirdigine
inantyorum.

3. STEM calismaya degerdir.

4. STEM toplumumuzu gelistirir.

5. STEM alanindaki ¢caligmalarin insanlara yardim ettigini diisiiniyorum.

6. STEM alaninda yapilan ¢alismalarin, cocugumun hayatini kolaylastirdigina
inantyorum.

7. Cocugumun STEM alanlarindan birinde meslek sahibi olmasini isterim.

8. Cocugum iiniversitede STEM alaninda egitim almaktan keyif alacaktir.

9. STEM ile ilgili fikirleri ve becerileri 6grenmenin ¢ocugum i¢in iyi olacagina
inantyorum.

10. STEM becerileri ¢gocugumun kariyeri i¢in faydali olacaktir.

11. Cocugumun okulu, STEM kavramlarini ve becerilerini 6gretmelidir.

12. Cocugum, egitim hayati boyunca (okul dncesinden iiniversiteye kadar) STEM
o0grenmekten hoslanacaktir.

13. Egitim hayatinda STEM 6grenmesi, cocugumun fen bilimleri, matematik ve teknoloji
gibi diger konular1 daha iyi anlamasin saglar.

14. Egitim hayatinda STEM 6grenmesi, cocugumun daha iyi bir yagam kalitesine sahip
olmasini saglar.

15. Cocugumun STEM becerilerini §grenmesini istiyorum.

16. Cocugumun STEM alaninda ¢alisanlarin ne yaptigii anlamasini istiyorum.

17. Kiz ve erkek cocuklarin STEM 6grenmeleri esit derecede dnemlidir.

18. Cocugumun okulunda yapilan STEM atdlyelerine katilmak isterim.

19. STEM alanlar1 hakkida miimkiin oldugunca erken yasta bilgi edinmek gerektigini
diisiiniiyorum.
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Bu ¢alismada okudugunu anlamay1 gelistirmede kullanilan strateji, yontem ve
tekniklerin okudugunu anlama basarisina etkisinin incelenmesi amaglanmistir.
Aragtrma meta-analiz yontemi kullanilarak gergeklestirilmistir. Arastirmaya
2000-2016 yillar1 arasmda okudugunu anlamay1 gelistirmede kullanilan strateji,
yontem ve tekniklerin okudugunu anlamaya etkisini test eden deneysel ¢aligmalar
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Giris
Ogrenme alanlar1 igerisinde okuma becerisinin hem okul hem de okul disindaki yasam acisindan
kritik Oneme sahip oldugu disiiniilmektedir. Ciinkii okuma akademik basarinin en Onemli
gostergelerinden biri olarak sayillmakta ve egitim igerikleri yogun olarak okuma tizerine kurulmaktadir.

Bu bakimdan ilkokulun ilk yillarindan itibaren siklikla 6grencilere etkili bir okuma becerisinin nasil
kazandirilacagi lizerinde durulmaktadir (Bastug ve Celik, 2015).

Okulda birinci siniftan itibaren baslayan okuma becerisi 6gretiminde baslangicta tanima,
seslendirme, ayirt etme ve hiz unsurlart temele alinmaktadir. Bu durum okumadaki akiciligin
gelistirilmesi yani temel okuma becerilerinin dgretilmesi ile ilgilidir. Fakat ilerleyen siniflarda okuma
becerisinin bu unsurlar1 bir ara¢ haline gelmekte ve anlamanin gergeklesmesi amacina hizmet
etmektedir. Edinilen okuma ve anlama becerileri ise 6grencinin bundan sonraki 6grenim hayati boyunca
tiim derslerde, okuldan sonra ise is yasaminda, giinlilk yasamin her alaninda onu basariya tasityacak bir
unsur olmaktadir.

Akyol (2013: 33), okuma ve okunandan anlam kurma becerilerini kazandirmanin, insanin
hayatin1 anlamli hale getirmesine en biiyiik katki olarak egitim programlarinda ve dgretim siirecinde
yerini aldigini ifade etmektedir. MEB Talim Terbiye Kurulu Baskanlig: tarafindan Tiirk¢e dersi (1-8.
smiflar) 2015 Ogretim Programi’na gore basili materyaller ile goklu medya kaynaklarindan bilgiye
erisme, bilgiyi kullanma ve {iretme; bilgiyi arastirma, kesfetme, yorumlama ve zihinde yapilandirma
gibi genel amaglar belirlenmis ve bu amaglara ulasmadaki 6grenme alani olarak “okuma” belirlenmistir
(MEB, 2015). Tiirk¢e 6gretim programi ve diger 6gretim programlarindaki bu degisimlerin nedeni
olarak kiiresellesen diinyaya paralel ortak egitim ¢iktilarina sahip olma istegi gosterilebilir. Nitekim
iilkemiz bu amagla uluslararas1 diizeyde yapilan PIRLS (Progress in International Reading Literacy
Study) ve PISA (The Programme for International Student Assesment) gibi 6lgme ve degerlendirme
caligmalarina katilmaktadir.

PISA Ulusal Nihai Raporu'na gore 2003, 2006, 2009 yillarinda Tiirkiye ortalamasi hem okuma
hem de diger alanlar da OECD iilkelerinin lehine anlamli farklilik gdstermektedir. Yine 2012 yilinda
yapilan PISA smavinda okuma becerileri alaninda iilkemiz 475 puan alarak 34 OECD iiye {ilkesi
arasinda 31. sirada, 65 toplam katilimci arasinda ise 41. sirada yer alarak OECD iiye iilkeler
ortalamasinin altinda kalmistir (MEB, 2015).

Uluslararasi diizeyde 6grencilerin okuma becerilerini 6lgen bir diger sinav PIRLS projesinde,
Tiirkiye uluslararasi basari ortalamasinin 51 puan gerisinde kalarak 35 iilke i¢inde 28. sirada yer almigtir
(MEB, 2003).

Tiirkiye'nin uluslararast diizeyde girmis oldugu bu sinavlarin sonucglarina bakarak okuma
becerisinin gelistirilmesinde hala eksikliklerin oldugundan s6z edilebilir. Bu durum okuma, okumanin
c¢iktisi olan anlama iizerinde yeniden tanimlamalar yapilmasini ve bu becerilerin 6gretiminde daha etkili
stratejiler kullanilmasini gerektirmektedir.

Keskin ve Bastug’a (2012) gore okuma; ge¢misten giiniimiize dnemini kaybetmeyen bir beceri
olup, teknolojinin gelisimine baglh olarak niteliklerinde degisme olan bir beceridir. Bu ayn1 zamanda
gelecekte de okumanin taniminin ve niteliginin degisecegi anlamini da tasimaktadir. Giinlimiizde ise
okumanin bir¢ok tanimi ve nasil olmas1 gerektigi ile ilgili caligmalara rastlamaktayiz. Bunlarin i¢inde
en kapsamli olanlar1 asagida verilmistir.

“Okuma yazar ile okuyucu arasinda aktif ve etkili iletisimi gerekli kilan, dinamik bir anlam
kurma siirecidir” (Akyol, 2013: 33) ve basarili okuyucular dinamik bir siire¢ olan okumanin geregi
olarak okuma stratejilerini kullanirlar (Akyol, 2009: 16).

Giines (2013: 128) okumay1 “bireyin 6n bilgileriyle metindeki bilgileri biitiinlestirerek yeni
anlamlar trettigi aktif bir siire¢” olarak tanimlamakta ve okumanin “bir 6grenme alani olarak c¢esitli
beceri ve teknikleri igeren genis bir alan” oldugunu ifade etmektedir.

Bastug'a (2012) gore ise okuma; fiziksel ve zihinsel siirecleri igeren, okuyucu ve metin
arasindaki etkilesimi gerektiren, anlama amacini tasiyan aktif bir etkinliktir ve anlama amacina
ulagsmada okuyucu 6n bilgileri ile okuma stratejilerini kullanmaktadir.
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Okuma ile ilgili olarak yapilan tanimlardan ¢ikarilabilecek genel sonug, iyi bir okuyucu okuma
siirecinde On bilgilerini ve zihinsel becerilerini kullanarak hem verilen metni anlar hem de verilen
metinden yeni anlamlara ulagir. Bunlar1 yaparken de okudugunu anlamaya yonelik stratejileri kullanir.
Giingodr ve Un Agikgdz'e (2006) gore de okudugunu anlama siirecinin gelistirilmesi, okudugunu anlama
stratejilerinin bilinmesine baghdir. Ciinkii bu stratejiler okuyucularin bir iglemi nasil kavradiklarina,
okuduklarindan nasil anlam ¢ikardiklarina ve okuduklarimi anlamadiklarinda ne yaptiklarma isaret
etmektedir (Temizkan, 2008). Bu durumda &grencilerin yasam boyu kullanacaklar1 ve bagimsiz
ogrenmelerini destekleyecek olan okudugunu anlama stratejilerinden hangilerinin daha etkili oldugu
onem kazanmaktadir.

Uygun stratejinin saptanmasinda &gretici elbette ki daha 6nceden etkililigi test edilmis bir
strateji tercih edecektir. Fakat bu kez etkililigi test edilmis stratejilerden hangisi daha etkili sorusu akla
gelecektir. Bu durum ilgili alanda yapilmasi gereken meta-analiz ¢aligmasina isaret etmektedir. Bu
calisma alanda galisan arastirmacilar ve uygulayicilar agisindan okudugunu anlamayi gelistirmede
kullanilan strateji, yontem ve tekniklerin etki diizeylerini karsilagtirmali olarak gérmelerine imkan
saglayacaktir. Deneysel caligmalarin birlestirilmesiyle elde edilecek bu meta-analiz sonucunun bu
boslugu doldurmasi bakimindan ilgili alana katki saglayacag: diisiiniilmektedir. Bu dogrultuda bu
aragtirmanin amaci, okudugunu anlamada kullanilan stratejilerin okudugunu anlama basarisina etkisi
hakkinda (meta-analiz yontemi kullanarak) genel bir goriis elde etmek olarak belirlenmistir. Bu genel
amag cercevesinde asagida verilen alt amaglara cevap aranmistir.

1. Okudugunu anlama stratejilerinin etkililigi karsilastirildiginda, okudugunu anlama basarisi
yoniinden 6grencilerin smif diizeylerine gore aralarinda anlamli farkliliklar var midir?

2. Okudugunu anlama stratejilerinin etkililigi karsilastirildiginda, yayin tiirlerine gére (makale,
yiiksek lisans tezi, doktora tezi) okudugunu anlama basarisi yoniinden aralarinda anlamli
farkliliklar var midir?

Yontem

Arastirmada literatiir tarama yontemlerinden biri olan meta-analiz yontemi kullanilmistir. Meta-
analiz, farkli aragtirmacilar tarafindan yapilmis olan ¢aligmalardan elde edilen sonuglarin birlestirilerek
genel bir sonu¢ elde edilmesi icin yapilan istatiksel analiz yontemidir (Dinger, 2014). Mevcut
arastirmada literatlir tarama yOntemlerinden biri olan meta-analiz yontemi kullanilarak, okudugunu
anlamada kullanilan strateji, yontem ve tekniklerin okudugunu anlama basarisina etkililigi incelenmistir.
Meta-analiz yonteminin tercih edilme sebebi, okudugunu anlamada kullanilan stratejilerin okudugunu
anlama basarisi lizerine etkisinin incelendigi bir calisma yerine, konu ile ilgili yapilmis ¢aligmalari
birlestirerek okudugunu anlamada strateji kullaniminin etkililigini arastirmaktir.

Meta-analizin Asamalar

Her bilimsel aragtirma yontemi gibi meta-analiz yonteminin de belirli bir standartt1 olmasa da
kendine 6zgii bir siireci vardir (Dinger, 2014: 10). Bu meta-analiz ¢aligmasinda;

e Meta-analiz i¢in ilgili caligmalarin toplanmasi,

e Arastirmaya dahil edilecek olan ¢aligmalarin belirlenmesi,

e Dahil edilme kriterlerini karsilayan ¢alismalarin kodlanarak etki biiyiikliikleri hesaplanmasi
adimlart izlenmistir.
1igili Calismalarin Toplanmas

Okudugunu anlamada kullanilan stratejilerin okudugunu anlama basarisina etkisini
belirleyebilmek amaciyla, 2000-2016 yillar1 arasinda okudugunu anlama ile ilgili yapilmis olan bilimsel
makaleler, yiiksek lisans ve doktora tezlerinden nicel olan c¢aligmalar aragtirma kapsaminda
incelenmistir. Veri toplamak amaciyla asagidaki adimlar izlenmistir:

e Yiiksek Ogretim Kurulu (YOK) Ulusal Tez Merkezi’'nden arastirma konusuyla ilgili olan
tezlerin taramasi yapilmistir.

e Ulusal Akademik A§ ve Bilgi Merkezi (ULAKBIM), Tiirkiye’deki iiniversite kiitiiphanelerinin
elektronik kataloglari, Google Akademik internet arama motoru ve ulasilabilen benzer
calismalarin kaynakgalari iizerinden konuyla ilgili bilimsel makalelere ulagiimistir.
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Ilgili tiim ¢alismalara ulasabilmek amaciyla gerektiginde calismanin yazari ile iletisime
gecilmistir.

Tarama islemi boyunca; “okuma”, “anlama”, “okudugunu anlama”, “okudugunu anlama
stratejileri “okudugunu anlama strateji, yontem ve tekniklerinin okudugunu anlamaya etkisi®,
“okuma becerilerinin gelistirilmesi”, “okuma egitimi” anahtar kelimeleri kullanilmistir.
Anahtar kelimeler ile yapilan tarama sonucunda 226 adet ¢alismaya ulasilmistir. Ulasilan bu
calismalardan deneysel olmayanlar, kontrol grubuna sahip olmayanlar ve gerekli istatistiksel
verilere sahip olmayanlar ¢alismaya dahil edilmemislerdir.

Okudugunu anlama stratejisi kullaniminin okudugunu anlama basarisina etkisini inceleyen ve
dahil edilme Olgiitlerini karsilayan toplam 37 ¢aligma aragtirmanin 6rneklemini olusturmustur.
Yapilan yayin yanlilig testinden sonra bu galigmalardan 18 tanesi yayin oldugu gerekgesiyle
calismadan ¢ikarilmistir. Son durumda aragtirmaya 19 ¢aligma dahil edilmistir.

Dahil edilme kriterlerini saglayan ¢alismalardan Epgacan’a (2008) ait doktora galismasinda iki
farkli okudugunu anlama stratejisinin etkililiginin test edildigi ve strateji etkililigine iliskin
farkli sonugclar iiretildigi belirlenmistir. Bu nedenle bu ¢aligmada etkisi ayr1 ayri test edilen
stratejiler meta-analizde iki farkli ¢alisma gibi degerlendirilmistir.

Calisma Karakteristiklerinin Belirlenmesi

Meta analiz ¢caligmasina etki ettigi diisiiniilen bagimsiz degiskenlerin etki boyutunu belirlemek

i¢cin ¢alisma karakteristikleri belirlenmistir. Bu ¢alismada kullanilan karakteristikler baslica su sekilde
siralanabilir:

Calismanin yayin tiirii
Calismaya katilan 6grencilerin okudugu sinif diizeyi

Daihil Edilme Kriterleri
Arastirmaya dahil edilen ¢aligmalarin se¢iminde kullanilan 6lgiitler asagida sunulmustur:

Calismalarin 2000-2016 yillar igerisinde yapilmig olmast,

Calismada okudugunu anlama stratejisinin okudugunu anlama basarisina etkisinin dl¢iilmesi.
Deneysel calismalardan elde edilmis bulgulara yer verilmesi.

Okudugunu anlama stratejilerini uygulayan, 6n test-son test, kontrol grup modeli kullanan
deneysel ¢aligsma olmasi,

Calismanin standartlastirilmis etki biiytikliigiiniin hesaplanmasi icin yeterli veriye (aritmetik
ortalama, standart sapma, deney grubu ve kontrol grubu 6rneklem sayilari) sahip olmas,
Calisma 6rnekleminin ilkokul veya ortaokul diizeyinde olmasi.

Yayimlanmis veya yayimlanmamis yliksek lisans, doktora tezleri ve bilimsel makale olmasi,
Calismalarin Tiirkiye’de yapilmis olmasi ve Tiirk¢e yazilmis olmasi.

Kodlama Yontemi

Meta analiz i¢in toplanan verilerin dahil edilme kriterlerini saglamasinin ardindan sonraki

adimlarda c¢alismalar arasindaki karsilastirmalarda kullanilabilmesi ig¢in arastirmalarin 6zelliklerini
stirekli veya kategorik degiskenlere doniistiirecek bir kodlama yontemi gelistirilmesi gerekmektedir. Bu
amagcla meta-analize dahil edilen aragtirmalarla ilgili miimkiin oldugunca agik ve detayl1 bir kodlama
formu gelistirilmelidir. Arastirmada kullanilan kodlama sistemi ii¢ boliimden olusmaktadir. Birinci
bolim caligma kimligidir. Bu boliimde ¢alismanin; kimlik numarasi, adi, yazar veya yazarlarin adi,
yapildig1 yil, yayin tiirii gibi bilgilere yer verilmistir. Ikinci boliim ¢alismanin icerigidir. Bu bdliimde
okudugunu anlama stratejilerinin uygulandigi grubun sinif diizeyi, deneyde kullanilan okudugunu
anlama stratejileri gibi bilgilere yer verilmistir. Ugiincii boliim calisma verileridir. Bu béliimde
caligmalarda deney ve kontrol grubundan elde edilen 6rneklem biiyiikligi, ortalamalart ve standart
sapma degerleri hakkinda bilgiler verilmistir.
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Verilerin Analizi

Literatiir taramasinda belirlenen calismalar, niteliksel olarak incelenerek meta-analize dahil
edilecek calismalar belirlenir. Sonraki asamada bu calismalardan elde edilecek sonuglarin istatiksel
olarak birlestirilmesi gerekir. Meta-analizde arastirma verilerine gore istatistiksel meta-analiz modeli de
farklilagabilir (Y1ldiz, 2002). Meta analizde, sabit etkiler modeli ve rastgele etkiler modeli olarak iki tiir
istatistiksel modele gdre analizler yapilabilmektedir. Bu ¢alismay1 olusturan veriler homojen yapida
oldugu i¢in istatistiksel analizler sabit etkiler modeline gore gerceklestirilmigtir.

Etki Biiyiikliigiiniin Hesaplanmast

Meta-analizin dogasini olusturan temel terim etki biiyiikliigiidir. Etki biyikligi, bir ¢aligmada
bagimsiz degiskenin, bagimli degiskeni olumlu ya da olumsuz ne 6l¢iide etkiledigi hakkinda bilgi veren
o6l¢ll birimidir (Dinger, 2014: 16). Meta-analizde her bir ¢aligma igin ayr ayr etki billylikligii degeri
hesaplanmaktadir. Bu aragtirmada 6ncelikle her bir calismaya ait etki biiytikliikleri hesaplanmistir. Etki
biiytikliikleri hesaplanirken Hedges’s g kullanilmistir.

Meta-analiz ¢alismalarinda ilk olarak, her calisma ig¢in ayr1 ayri iki gruplu deneylerin etki
biiyiikliiklerinin hesaplanmasi gerekir. Daha sonra ise, bu ¢aligmalarin etki biiyiikliikleri kullanilarak
genel etki biyiikligiiniin hesaplanmasi gerekir (Tarim, 2003). Cohen, etki derecesini “d” olarak
adlandirmistir. Cohen’in d’si deney grubu ve kontrol grubu aritmetik ortalamalar1 arasindaki farkin iki
gruptan birinin standart sapmasina boliinmesiyle bulunur. Cohen etki derecesini " d = 0.2 oldugunda
kiiciik" ", d = 0.5 oldugunda orta" ve "d = 0.8 oldugunda biiyiik" olarak nitelemistir (Demir, 2013).

Calismalarin etkisi siniflandirilirken genellikle asagidaki Olgek kullanilmaktadir. Bu 6lgek
Cohen’s d i¢in verilmis olmasina ragmen Hedges’s g i¢in de kullanilabilmektedir (Dinger, 2014: 33).

» -.15 < Etki derecesi <.15 dnemsiz diizeyde

*+ .15 < Etki derecesi < .40 kiiciik diizeyde

+ 40 < Etki derecesi <.75 orta diizeyde

* .75 < Etkiderecesi < 1.10 genis diizeyde
*1.10 < Etki derecesi < 1.45 ¢ok genis diizeyde
*+145 < Etki derecesi miikemmel diizeyde.

Meta-analizde etki derecesi ve varyanslar hesaplandiktan sonra, ¢alismanin asil boyutu olan
homojenlik testlerine gegilebilir. Etki derecelerinin bir ¢alismadan digerine nasil degistigi “homojenlik
testi” ile tespit edilir. Bu analiz etki derecelerindeki varyansin, beklenen 6rneklem hatasi farkliliklarini
tespit etmeyi amaclamaktadir (Kasarci, 2013). Meta-analiz ¢alismalarinda, homojenlik testi hesaplanan
p degeri ve Q degeri ile test edilir. P degerinin 0,05’ten kiiglik olmasi, bireysel galigmalar arasinda
anlamli bir farkin oldugunu gosterir. Bu anlamli fark ¢alismanin heterojen yapida oldugunu gosterir.
Eger p degeri 0,05’den biiyiik ¢ikarsa, ¢alismanin homojen yapida oldugu anlamia gelir. Homojenligin
bir diger Ol¢iitii ise, Q degeridir. Q degeri X2 tablosunda df degerine karsilik gelen degerden biiylik ise,
meta-analiz uygulamasinin heterojen bir yapida oldugu anlamina gelir. Tam tersi durumda ise, meta-
analiz uygulamasinin homojen bir yapida oldugu anlamina gelir (Dinger, 2014: 71).

Meta-analiz ¢aligmalarinda, uygulama yapisi homojense, sabit etkiler modeli ile analize devam
edilir. Yok, eger heterojen yapida ise, rastgele etkiler modeli ile analize devam edilir. Sabit etkiler
modeli, toplanan caligmalarin hepsinin tamamen aym etkiyi tahmin etmesi varsayimina dayanir
(Kiigiikonder, 2007). Bu model, ¢alisma sonuglari arasindaki varyansin birbirleriyle iligkili verilerden
kaynaklandigim varsaymaktadir (Okursoy, 2009). Rastgele etkiler modeli ise, gercek etki bilytikliigii
calismadan ¢alismaya degisir varsayimina dayanir. Bu model ¢alismalarin kendi iglerindeki varyansini
ve calismalar arasi varyansi dikkate alarak bir degerlendirme yapmaktadir (Okursoy, 2009). Bu
calismada, p degeri ve Q istatistiklerinden elde edilen sonuglara gore ¢aligmalarin homojen yapida
oldugu tespit edilmistir. Bu sebeple genel etki biiyiikliigliniin hesaplanmasi sabit etkiler modeline gore
gerceklestirilmistir.

Bulgular

) Bu bdéliimde, meta-analiz arastirmasina dahil edilen ¢alismalara ait bulgulara yer verilmistir.
Oncelikle meta-analize ait betimleyici bilgiler verilmis daha sonra hesaplanan etki biiytlikliigli degerleri
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ile bunlarin yorumlarina yer verilmistir. Etki biiyiikliigii degerleri hesaplanmadan 6nce, arastirmaya
dahil edilen ¢aligmalar i¢in yayin yanlilig1 analizi gergeklestirilmistir.

Betimsel Istatistiklere Iliskin Bulgular

Caligmanin bu boliimiinde, okudugunu anlamada kullanilan stratejilerin okudugunu anlama
basarisina etkisini konu alan arastirmalarin, meta-analiz sonucunda elde edilen bulgularina yer
verilmistir. Oncelikle meta-analize dahil edilen calismalara ait betimleyici bilgiler verilmis, daha sonra
hesaplanan Hedges’s etki bliytkligi degerleri ve alt kategorilerdeki her grup i¢in hesaplanan etki
biiytikligi degerlerinin anlaml olup olmadig1 incelenmistir.

Arastirmada, belirlenen kriterlere uygun ve Tiirkiye’de yapilmig olan 19 adet galisma meta-
analiz yontemi ile birlestirilmistir. Calisma kapsaminda;

1. Okudugunu anlama stratejilerinin etkililigi kargilastirildiginda, okudugunu anlama basarisi
yoniinden 6grencilerin sinif diizeylerine gore aralarinda anlamli farkliliklar var midir,

2. Okudugunu anlama stratejilerinin etkililigi karsilastirildiginda, yayin tiirlerine gére (makale,
yiiksek lisans tezi, doktora tezi) okudugunu anlama basarist yoniinden aralarinda anlamli farkliliklar var
midir, sorular1 cevaplanmaya galisilmistir.

Meta-analize dahil edilen caligmalarin istatistiksel anlamlilik diizeyi p= .05 olarak kabul
edilmigtir. Aragtirmaya dahil edilen ¢aligmalara ait tablolar agagida verilmistir.

Tablo 1. Aragtirmaya dahil edilen ¢aligmalar

Yazar ve Yaymn Yili Swnif Diizeyi Yaym Tiirii
Aslan Ali, 2006 4 Yiiksek Lisans
Balta Elif Emine, 2011 8 Doktora
Bastug M, Keskin H. K. 2011 5 Makale
Bozpolat Ebru, 2012 5 Doktora
Bulut Berker, 2013 4 Yiiksek Lisans
Cayir Necla Belkis, 2011 4 Yiiksek Lisans
Epcagan Cevdetl, 2008* 5 Doktora
Epcagan Cevdet2, 2008* 5 Doktora
Hamzadayi Ergiin, 2010 8 Doktora
Kanmaz Ahmet, 2012 5 Doktora

4

8

4

8

4

6

5

4

Karasu Mehmet, 2013 Doktora
Kurkkilig vd. 2011 Makale
Kocaarslan Mustafa, 2015 Doktora

Kog Canan, 2007 Doktora
Kusdemir Yasemin, 2014 Doktora
Kiigiikavsar Aslihan, 2010 Doktora
Pilten Giilhiz, 2007 Doktora

Sulak Siileyman Erkam, 2014 Doktora

Sahin {lhami, 2012 5 Yiiksek Lisans

*Bu ¢aligmalarda yontem etkililigine iligkin farkli sonuglar iiretilmistir. O yiizden her biri ayr1 bir yontem
olarak ayr1 ¢aligma gibi degerlendirilmistir.

Tablo 1’ e gére meta-analize dahil edilen 19 ¢alisma vardir.
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Tablo 2. Caligmalarm yillarina iliskin frekanslari

Calisma Y1l Frekans %

2006 1 5%

2007 2 11%
2008 2 11%
2010 2 11%
2011 4 21%
2012 3 16%
2013 2 11%
2014 2 11%
2015 1 5%

TOPLAM 19 100%

Tablo 2°de arastirmaya dahil edilen ¢alismalarin yillara gére dagilimi verilmistir. Calismalarin
frekanslarn incelendiginde, en ¢ok caligmanin yapildigr yilin, %21’lik pay ile 2011 yili oldugu
goriilmektedir. Aragtirmaya dahil edilen caligmalarin yayin tiirline gore frekans dagilimlar1 Tablo 3’te
verilmistir.

Tablo 3. Caligmalarm yayn tiiriine gore frekanslari

Yaym Tirii Frekans %

Yiiksek Lisans Tezi 4 21%
Doktora Tezi 13 68%
Makale 2 11%
TOPLAM 19 100%

Tablo 3°e gore, caligmalarin yayin tiiriine gore frekans dagilimlari; yiiksek lisans tezi 4, doktora
tezi 13 ve makale 2 seklindedir. Buna gore arastirmaya dahil edilen ¢alisma tiirlerinden en fazla paya
sahip olan ¢aligsma %68’lik bir pay ile doktora tezleridir.

620 611

610 602
590
1

W Deney Grubu  ® Kontrol Grubu

Sekil 1. Deney ve kontrol gruplar1 toplam 6rneklem dagilimina ait siitun grafigi

Sekil 1’ye gore meta-analize dahil edilen ¢aligmalarin 6rneklemini 611°1 deney ve 602’si kontrol
grubu olmak tizere toplam 1213 kisi olusturmustur.

Tablo 4. Arastirmaya dahil edilen ¢aligsmalarin, 6rneklem biiyiikliikleri

Katilimci sayisi Frekans %

n <30 16 42%
30<n<40 16 42%
40<n 6 16%
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Tablo 4’te aragtirmaya dahil edilen ¢alismalarin, 6rneklem biiyiikliikleri ve meta-analizdeki
oranlarina iligkin bulgular verilmistir. Tablo 4’e gére “n” ¢alismalarin deney ve kontrol gruplarindaki
toplam katilimer sayisini ifade etmektedir. Calismalarin 6rneklem yogunlugu 30 kisi alt1 16 ¢alisma
(%42), 30 ile 40 kisi aras1 16 ¢alisma (42%) ve 40 kisi lizeri 6 ¢alisma (16%) seklindedir.

Yayin Yanhhgina Iliskin Bulgular

Meta-analiz ¢aligmalarindaki en biiyiik endiselerden biri, meta-analize dahil edilen ¢alismalarin
yanli ¢ikma diisiincesidir. Meta-analize dahil edilen ¢aligmalar biiyiik oranda yayimlanan ¢alismalardan
secilmektedir. Yaymmlanan caligsmalarin ise genellikle anlamli farklilik ¢ikan caligmalar olmasi
varsayimi, meta-analize dahil edilecek ¢alismalarda belli bir yone yigilmalarin goriilecegi diisiincesini
ortaya ¢ikarmaktadir (Long, 2001).

Orneklem meylinin ortadan kalkmasi, yani dagilimin normale dénmesi, diger bir deyisle
manidarligin ortadan kalkmasi i¢in konu hakkinda etki biiyiikliigii sifir1 veren kag tane daha ¢aligmanin
meta-analize katilmasi gerektigini hesaplamak gerekmektedir. Hesaplanan bu sayiya hata koruma sayisi
(Fail-Safe N) denir. Bu say1 meta-analizin giivenilirligini gostermek amaciyla hesaplanan yayimlanma
yanliligidir. Sonuglan tersine gevirecek, ¢alisma sayisidir (Long, 2001). Yani, Classic Fail-Safe N
istatistiginde caligmanin giicli ve p-degerinin alfa degerinden biiyiik olmasi i¢in analize dahil edilmesi
gereken galigma sayisi 6grenilebilir. Bu meta-analiz ¢aligmasi i¢in hesaplanan hata koruma sayisi (Fail-
Safe N) 5538 cikmistir. Yani, alfa degerinin 0,05 ¢ikmasi i¢in 5538 bireysel ¢alismaya daha ihtiyag
duyulmaktadir. Bu ise ¢alismanin ¢ok giivenilir olmadigini, ¢aligmada yayin yanliligi bulundugunu ifade
etmektedir. Daha gergekci yorum i¢in Tau kat sayist hesaplanmigtir. Tau kare kat sayisi, gercek etki
biiyiikliigiiniin varyansi olarak tamimlanmaktadir. Yayin yanliligi durumunun olmamasi igin, bu
istatistik sonucunda Tau degerinin 1’e yakin ve p degerinin 0,05’ten biiyiik olmasi1 beklenmektedir.
Hesaplanan Tau: 0,53, p-degeri: 0,000 bu istatiksel analiz de ¢aligmada yaym yanliligi bulundugunu
gostermektedir.

Rosenthal yontemine gore hata koruma sayist 902.2 ¢ikmistir. Bu demek oluyor ki 37
calismadan olugan bu meta-analiz ¢calismasinin bulgularinin gecersiz sayilabilmesi i¢in literatiirde en az
902.2 adet, eldeki bulgulara zit verilere sahip ¢alisma olmasi gerekir.

Elde edilen bulgulara gore meta-analiz gerceklestirilecek 37 ¢alisma i¢in yaym yanlihigi
bulunmaktadir. Bu durumda yayin yanliligina neden olan ¢aligmalar veri setinden ¢ikarilarak meta-
analiz gerceklestirilmistir. Yayin yanliligi olusturan ¢aligmalarin veri setinden ¢ikarilmasi sonucunda
hesaplanan yayin yanlilig1 analizine gore, 19 ¢alisma icin hesaplanan Tau: 0,32, p-degeri: 0,054 olarak
bulunmustur. Bu istatiksel analiz de ¢alismada yayin yanliligi bulunmadigini gostermektedir.

Bunun yaninda yaym yanliliginin olup olmadig1 Sekil 2’te verilen huni grafigi (funnel plot)
yardimiyla da yorumlanabilir.
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Funnel Plot of Standard Error by Hedges's g
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Sekil 2. Huni grafigi

Calismada yayin yanlilig1 olmasi durumunda huni grafigindeki etki biiyiikliikleri (daireler ile
gosterilen sekiller) asimetrik bir sekilde yer alacaklardir. Yayin yanliligi olmamasi durumunda ise etki
biiyiikliikleri simetrik dagilim gosterirler. Sekil 2’te daireler bireysel ¢alismalara ait etki biiytikliiklerini,
grafigin alt boliimiinde yer alan elmas sekli ise genel etkiyi temsil etmektedir. Sekil 2’ten de anlagilacagi
iizere 19 calisma i¢in yayin yanlilig1 durumu giiclii goziikmemektedir.

Bu durumda aragtirmaya dahil edilen caligmalar gerek ¢alisma dizaynmi gerekse degiskenler
bakimindan benzerlik gosterdiginden sabit etkiler modeli kullanilmistir. Verilerin analizinde CMA
istatistiksel analiz yazilimi kullanilmistir. Meta-analiz i¢in, etki derecesi ve varyanslar hesaplandiktan
sonra, homojenlik testi Q istatistikleri hesaplanmigtir. Etki derecelerinin istatistiksel bakimdan anlamli
diizeyde heterojen (QB > %2.95 ; p <.05) oldugu goriilen durumlarda heterojenlik derecesini belirlemek
amactyla 12 istatistik degeri gbz 6niinde bulundurulmustur.

Arastirmaya Dahil Edilen Biitiin Calismalarin Etki Biiyiikliigii Analizinin Bulgular

Arastirmaya dahil edilen ¢alismalardan elde edilen aritmetik ortalama, standart sapma ve
orneklem sayilan verileri ile okudugunu anlamada kullanilan strateji, yontem ve tekniklerin okudugunu
anlama basarisina etkililigi incelenmistir. CMA yazilimi ile verilerin analizi gergeklestirilerek, analiz
sonucunda elde edilen; Hedges’s etki biiyiikliigii, standart hata, varyans ve %95 giiven aralig1 icin
minimum ve maksimum degerler Tablo 5’te verilmistir.
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Tablo 5. Hesaplanan etki biiyiikliigii analizi bulgulari (yayin yanlihigma neden olan ¢aligmalar
¢ikarilmadan once)

(Hedges’g) %95 GA
Calisma Etki Etki Standart Varyans Min Max

Biyiikligth  Biytkligi Hata Deger Deger

Diizeyi

Sahin, 2012 1,000 Genis 0,288 0,083 0,436 1,564
Belet, 2005 1,460 Miikemmel 0,338 0,114 0,797 2,123
Kirkkilig vd, 2011 1,187 Cok genis 0,294 0,087 0,610 1,764
Ary, 2014 -0,042 Onemsiz 0,249 0,062 -0,530 0,446
Kocaarslan, 2015 0,892 Genis 0,282 0,079 0,340 1,445
Kog, 2007 0,917 Genis 0,339 0,115 0,253 1,582
Kusdemir, 2014 1,248 Cok genis 0,308 0,095 0,644 1,852
Hamzadayi, 2010 1,063 Genis 0,282 0,080 0,510 1,615
Kusdemir, 2007 0,351 Kiigiik 0,229 0,052 -0,097 0,800
Epgacanl, 2008* 0,584 Orta 0,232 0,054 0,129 1,038
Epcagan2, 2008* 0,756 Genis 0,235 0,055 0,295 1,217
Bozpolat, 2012 0,870 Genis 0,256 0,065 0,369 1,371
Aslan, 2006 0,669 Orta 0,228 0,052 0,223 1,115
Bozkurt, 2005 1,498 Miikemmel 0,381 0,145 0,751 2,244
Ozaslan, 2006 1,630 Miikemmel 0,459 0,211 0,730 2,530
Kaya, 2006 1,563 Miikemmel 0,356 0,127 0,866 2,261
Pilten, 2007 1,272 Cok Genis 0,265 0,070 0,752 1,792
Cakiroglu, 2007 1,974 Miikemmel 0,418 0,175 1,155 2,793
Temizkan, 2007 1,459 Miikemmel 0,321 0,103 0,831 2,088
Aygin, 2009 2,563 Miikemmel 0,379 0,143 1,821 3,305
Ozyilmaz, 2010 0,228 Kiigtik 0,239 0,057 -0,240 0,697
Kiigiikavsar, 2010 0,602 Orta 0,245 0,060 0,121 1,083
Yildirim, 2010 0,133 Onemsiz 0,298 0,089 -0,451 0,716
Balta, 2011 1,083 Genis 0,273 0,075 0,548 1,619
Cayrr, 2011 0,807 Genis 0,349 0,122 0,123 1,491
Hacioglu, 2011 0,445 Orta 0,200 0,040 0,053 0,837
Coskun, 2011 292,916 Miikemmel 20,214 408,610 253,297 332,535
Kanmaz, 2012 1,088 Genis 0,285 0,081 0,528 1,647
Bulut, 2013 0,429 Orta 0,180 0,032 0,076 0,781
Karasu, 2013 1,290 Cok Genis 0,244 0,059 0,812 1,768
Sulak, 2014 1,303 Cok Genis 0,277 0,077 0,760 1,845
Epcagan, 2010 1,770 Miikkemmel 0,312 0,097 1,158 2,382
Tok, 2008 0,489 Orta 0,251 0,063 -0,003 0,980
Bastug ve Kagan, 2011 0,924 Genis 0,264 0,070 0,406 1,442
Top, 2014 0,516 Orta 0,252 0,063 0,022 1,009
Celik¢i, 2000 1,807 Miikemmel 0,236 0,056 1,344 2,270
Tuna, 2016 11,273 Miikemmel 1,043 1,088 9,229 13,317
Toplam Etki Biyiikligi 1,169 Cok Genis 0,164 0,027 0,849 1,490

ZToplam= 7,151, Q= 436,946, sd=36, p=0,0000
* Bu ¢aligmalarda yontem etkililigine iligkin farkli sonuglar iiretilmistir. O ylizden her biri ayr1 bir yontem
olarak ayr1 ¢aligma gibi degerlendirilmistir.
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Yayin yanliligina neden olan ¢aligmalar ¢ikarilmadan 6nce yapilan homojenlik testi sonucunda
QB degeri 436,946, serbestlik derecesi 36 ve p degeri 0,000 olarak bulunmustur. Tablo 5°teki sonuglara
gore yapilan analizler sonucunda c¢alismalarin heterojen yapida oldugu (df=36, Q-degeri= 436,946, p=
0,000), bu nedenle arastirmaya dahil edilen ¢aligmalar i¢in rastgele etkiler modeline gore hesaplamalarin
yapilmasi gerektigi anlasilmistir. Rastgele etkiler modeline gore yapilan meta-analiz sonucunda,
ortalama standart hata 0,164, varyans 0,027 ve % 95°1lik giiven araliginda 0,849 alt simir1 ve 1,490 iist
smirinda hesaplanan genel etki biiyiikliigii 1,169 olarak bulunmustur. Hesaplanan 1,169 etki biiyiikliigii
degeri, okudugunu anlamada kullanilan strateji, yontem ve tekniklerin okudugunu anlama basarisina
pozitif yonde ve ¢ok genis diizeyde bir etkiye sahip oldugunu gosterir. Z degeri 7,151, olarak
bulunmustur. Bulunan bu degerler istatistiksel olarak anlamlidir (p= 0,000).

Tablo 5’e gore yayin yanliligina neden olan calismalar ¢ikarilmadan dnce arastirmaya dahil
edilen calismalarin etki diizeyleri; 2 ¢alismanin 6nemsiz, 2 ¢aligmanin kii¢lik, 7 c¢alismanin orta, 10
calismanin genis, 5 ¢alismanin ¢ok genis ve 11 ¢alismanin ise miikemmel diizeydedir.
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Tablo 6. Aragtirmaya dahil edilen ¢aligmalarin etki bityiikliigii analizi bulgular1 (yaymn yanlihgma neden
olan ¢alismalar ¢ikarildiktan sonra)

Calisma (Hedges’g) %95 GA
Etki ~ EtkiBiiy. ~ Stand. ~ Varyans Min  Max Agirlik  Kullamlan Strateji
Biiy.  Diizeyi hata Deg.  Deg. (%)
Sulak, 2014 1,303 Cok Genis 0,277 0,077 076 1845 431 Stiregsel Model
Karasu, 2013 1,29 Cok Genis 0,244 0,059 0812 1,768 6,06 ggﬁﬁwayah
Pilten, 2007 1,272 Cok Genis 0,265 0,07 0752 1,792 5,10 /;t?;‘t;‘i';:m“'ma
. . 5,96 Dogrudan
Kusdemir, 2014 1,248 Cok genis 0,308 0,095 0,644 1,852 Ogretim Modeli
Kirkkilig vd. 2011 1,187 Cok genis 0,294 0,087 061 1764 412 Kavram Haritas:
ISOAT (incele,
Kanmaz, 2012 1,088  Genis 0,285 0,081 0528 1,647 438 Sorgula,Oku,Anla
t, Tekrarla)
Balta, 2011 1,083  Genis 0273 0,075 0548 1,619 479 m'dderlfi‘a””
Biit. Ogrenme-
Hamzadayi, 2010 1,063  Genis 0,282 0,08 051 1615 449 Ogretme
Yaklagimi
Sahin, 2012 1 Genis 0,288 0,083 0,436 1564 4,67 Hikaye Haritasi
& i Bilgi Verici Metin
?gitlug ve Keslan, 0,924  Genis 0,264 0,07 0,406 1,442 513 Yagm Ogretimi
Kog, 2007 0,917 Genis 0,339 0,115 0,253 1582 449 Aktif Ogrenme
Kocaarslan, 2015 0,892  Genis 0282 0,079 034 1445 306  Zihinsel Imaj
Olusturma
BIOK ile
Bozpolat, 2012 0,87  Genis 0,256 0,065 0,369 1,371 548 Kullanilan Hikaye
Haritasi
. 2.88 Coklu Zeka
Cayrr, 2011 0,807  Genis 0,349 0,122 0,123 1,491 : Kuram
TIOD(Tahmin, Inc
Epcacan2, 2008* 0,756  Genis 0,235 0,055 0,295 1,217 6,50 eleme,Ozetleme,O
rgiitleme,Deg.)
Aslan, 2006 0,669 Orta 0,228 0,052 0,223 1,115 6,95 Zihin Haritast
Yapilandirmaci
Kiigiikavsar, 2010 0,602 Orta 0,245 0,06 0,121 1,083 374 Model
Isbirlikli Ogrenme
Epcacanl, 2008* 0,584 Orta 0,232 0,054 0,129 1,038 6,69 -Tartiyma
Sorgulama
Bulut, 2013 0,429 Orta 0,18 0,032 0,076 0,781 11,21  Etkin Dinleme
Toplam Etki
Biiyiikliigii 0,896 Genis 0,060 0,004 0,778 1,013

Zroplam= 14,956, Q= 22,139, sd=18, p=0,2259

Homojenlik testi sonucunda QB degeri 22,139, serbestlik derecesi 18 ve p degeri 0,226 olarak
bulunmustur. Tablo 6°daki sonuglara gére yapilan analizler sonucunda c¢aligmalarin homojen yapida
oldugu (df=18, Q-degeri= 22,139, p= 0,226), bu nedenle aragtirmaya dahil edilen ¢aligmalar icin sabit
etkiler modeline gore hesaplamalarin yapilmasi gerektigi anlagilmistir. Sabit etkiler modeline gore
yapilan meta-analiz sonucunda, ortalama standart hata 0,060, varyans 0,004 ve % 95’lik giiven
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araliginda 0,778 alt sinir1 ve 1,013 st siirinda hesaplanan genel etki biiyiikligi 0,896 olarak
bulunmustur. Hesaplanan 0,896 etki biiyiikliigii degeri, okudugunu anlamada kullanilan strateji, yontem
ve tekniklerin okudugunu anlama basarisina pozitif yonde ve genis diizeyde bir etkiye sahip oldugunu
gosterir. Ayrica bireysel calismalar i¢in biitiin etki degerleri pozitif ¢ikmistir. Bu durum 19 ¢alismanin
hepsinin de deney grubu lehine etkiye sahip oldugunu gostermektedir. Z degeri 14,956, olarak
bulunmustur. Bulunan bu degerler istatistiksel olarak anlamlhidir (p= 0,000). Calismalarin bireysel bazda

etki siniflandirmalar sekil 5‘te verilmistir.
5; 26% ‘

= Orta Dizeyde = Genis Diizeyde Cok Genis Dlzeyde

Sekil 3. Calismalarin etki biiyiikliik diizeylerine gére dagilimi pasta grafigi

Sekil 3’te yer alan pasta grafigine gore, aragtirmaya dahil edilen ¢aligmalarin etki diizeyleri; 4
calismanin orta, 10 ¢aligmanin genis, 5 ¢calismanin ¢ok genis diizeyde oldugu seklindedir.

Calismalarin Sinif Diizeyine Gore Etki Biiyiikliigiine Ait Bulgular

Tablo 7. Yaymn yanlilig1 testi yapilmadan 6nce ve yaym yanlilig1 testi yapildiktan sonra sinif diizeyine
gore aragtirmaya dahil edilen caligmalarin frekanslari

Smif Diizeyi Yaym Yanlilig1 Testi Yayin Yanlilig1 Testi Yapildiktan
Yapilmadan Onceki Frekans Sonraki Frekans
1. Smf 0 0
2. Smf 0 0
3. Smuf 2 0
4. Smf 9 7
5. Smuf 13 7
6. Swmf 1
7. Smuf 4 0
8. Smuf 4

Tablo 7’ye gore yayin yanliligina neden olan ¢aligmalar meta-analizden ¢ikarilmadan 6nce 2.
Sinif diizeyinde 0 adet, 3. sinif diizeyinde 2 adet, 4. siif diizeyinde 9 adet, 5. siif diizeyinde 13 adet,
6. smif diizeyinde 2 adet, 7. sinif diizeyinde 4 adet, 8. sinif diizeyinde 7 adet ¢aligmaya rastlanmistir.
Yaym yanlilig1 oldugu anlasilan ¢alismalarin meta-analizden ¢ikarilmasindan sonra 4. smif diizeyinde
7 adet, 5. sif diizeyinde 7 adet, 6. siif diizeyinde 1 adet, 8. smif diizeyinde 4 adet ¢alisma dahil
edilmigtir. 2. Smif diizeyinde yayin yanlihigi testi oncesinde ve sonrasinda dahil edilme kriterlerini
saglayan bir c¢aligmaya rastlanilmamistir. 3. ve 7. smif diizeyindeki calismalarin ise tamami
cikartilmigtir. 6. Siuf diizeyinde 1 adet ¢aligma kalmasi bu sinif diizeyinde karsilastirma yapmaya
olanak olmadig1 anlamma gelmektedir. Ayrica 2., 3. ve 7. Sinif diizeyinde aragtirmaya dahil edilme
kriterlerini saglayan bir ¢alisma olmamasi bu sinif diizeylerinde de karsilagtirma yapilmasina imkan
vermemektedir. Tiim bu nedenlerden dolayi okudugunu anlamada kullanilan strateji, yontem ve
tekniklerin etkililigi simif diizeyine gore karsilastirilmamistir.
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Caligsmalarin Yaymn Tiiriine Goére Etki Biiyiikliigiine Ait Bulgular

Aragtirmaya dahil edilen ¢aligmalardan elde edilen aritmetik ortalama, standart sapma ve
orneklem sayilar1 verileri ile okudugunu anlamada kullanilan stratejilerin okudugunu anlama basarisina
etkisi, yaym tlirline gore incelenmistir. CMA yazilimi ile verilerin analizi gergeklestirilerek, analiz
sonucunda elde edilen; Hedges’s etki buyiikligii, standart hata, varyans ve %95 giiven araligi i¢in
minimum ve maksimum degerleri Tablo 8’de verilmistir.

Tablo 8. Okudugunu anlamada kullanilan strateji, yontem ve tekniklerin okudugunu anlama basarisina,
etkililiginin yayn tiiriine gore incelenmesi

(Hedges’g) %95 GA
Yaym Tirii N Etki Etki Standart Varyans Min Max
Biiyiikliigii  Biiyiikligii Hata Deger  Deger
Diizeyi
Yiiksek Lisans
Tezi 4 0,636 Orta 0,119 0,014 0,403 0,870
Doktora Tezi 13 0,975 Genis 0,074 0,005 0,830 1,120
Makale 2 1,042 Genis 0,197 0,039 0,656 1,427
Toplam Etki
Biiyiikligii 19 0,896 Genis 0,060 0,004 0,778 1,013

Ztoplam= 14,964, Qg= 5,866, sd=2, p=0,053

Tablo 8‘e gore, okudugunu anlamada kullanilan strateji, yontem ve tekniklerin okudugunu
anlama basarisi ilizerine etki biiyiikliik degerleri, yayin tiiriine gore pozitif yondedir.

Gergeklestirilen homojenlik testi sonucunda QB degeri 5,866, serbestlik derecesi 2 ve p degeri
0,053 olarak bulunmusgtur. Tablo 8‘deki sonuglara gore caligmalarin homojen yapida oldugu (df=2, Q-
degeri=5,866, p=0,053), bu nedenle arastirmaya dahil edilen ¢aligmalar igin sabit etkiler modeline gore
hesaplamalarin yapilmasi gerektigi anlagilmistir. Sabit etkiler modeline gore yapilan meta-analiz
sonucunda, ortalama standart hata 0,060, varyans 0,004 ve % 95°lik giiven araliginda 0,778 alt sinir1 ve
1,013 iist sinirinda hesaplanan genel etki biiyiikliigii 0,896 olarak bulunmustur. Hesaplanan 0,896 etki
biiytikligi degeri, okudugunu anlamada kullanilan strateji, yontem ve tekniklerin okudugunu anlama
basarisi lizerine (¢alismanin yayin tiiriine gore) pozitif yonde ve genis diizeyde bir etkiye sahip oldugunu
gosterir. Z degeri 14,964, olarak bulunmustur. Bulunan bu degerler istatistiksel olarak anlamlidir (p=
0,000).

Tartisma, Sonu¢ ve Oneriler

Bu arastirmada okudugunu anlamayi gelistirmede strateji, yontem ve teknik kullaniminin
okudugunu anlama basarisina etkisini incelemek amaciyla, bu konuda yapilmis deneysel caligmalar
incelenmis ve bulgulari sayisal olarak bir araya getirilmistir.

Okudugunu anlama stratejilerinin okudugunu anlama basarisina olan genel etkisinin pozitif
yonde ve genis diizeyde oldugu bulunmustur. Meta-analize dahil edilen ¢aligmalarin toplam deney grubu
(611 kisi) ve toplam kontrol grubu (602 kisi) karsilagtirildiginda ortaya okudugunu anlamada strateji
kullanan deney grubu lehine anlamli farklilik ¢iktig1 tespit edilmistir. Sidekli ve Cetin (2017) tarafindan
yapilan meta-analiz calismasinda okudugunu anlama stratejilerinin okudugunu anlama basarisina
etkisinin ¢ok genis diizeyde, pozitif ve anlamli oldugu bulunmustur. Konuyla ilgili ulagilan bireysel
calismalar da (Bastug ve Kagan, 2011; Balta, 2011; Bozpolat, 2012; Caywr, 2011; Sidekli, 2012;
Hamzaday1, 2010; Kanmaz, 2012; Kocaarslan, 2015; Kog, 2007; Sahin, 2012) strateji, yontem ve teknik
kullanimiin okudugunu anlama basarisina olumlu yonde etki ettigini gostermektedir. Dolayisiyla bu
meta-analiz ¢aligmasinin sonucunun ilgili literatiirle oldukga tutarli oldugu soylenebilir. Bu durum
okudugunu anlamayi gelistirmede farkli strateji, yontem ve teknikler kullanmanin okudugunu anlama
basarisini artiracagini géstermektedir.

Meta-analize dahil edilen bireysel g¢alismalarin etki biyikliklerine, kullanilan stratejiler
acisindan bakildiginda; en yiiksek pozitif etki diizeyine (¢ok genis diizey) sahip ilk dort stratejinin
sirastyla sliregsel model, diyaloga dayali 6gretim (karsilikli 6gretim) modeli, ana fikir bulma stratejisi
ve dogrudan 6gretim modeli (ana fikir bulma stratejisinin dogrudan 6gretim modeli ile uygulanmast)
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oldugu goriilmektedir. Dort stratejinin hepsinde metnin 6n bilgiler 1s18inda incelenmesi, metne yonelik
tahminlerde bulunulmasi, metnin bdliim bdliim incelenerek yardimei fikirlerin analiz edilmesi, yardimei
fikirlerin birbiriyle iligkilendirilmesi, ana fikre ulagilmasi ve ana fikrin okuyucunun bakis agisiyla ele
alinmas1 (¢1ikarim yapma) ortak noktalardir. Meta-analiz sonucuna gore etki diizeyi en yiiksek ¢ikan bu
dort stratejinin temel prensiplerinin ortak oldugu ve ayni gergeveye sahip olduklari sdylenebilir. Sidekli
ve Cetin’in (2017) yapmis oldugu meta-analiz ¢aligmasinda okudugunu anlamada en etkili stratejilerin
sirastyla coklu zeka kuramna dayali isbirlikli 6grenme, ISOTEG teknigi, iistbilissel strateji oldugu
bulunmugtur. Davis’ in (2010) yaptig1 meta-analiz ¢aligmas1 sonucuna gore en etkili okudugunu anlama
stratejileri; karsilikli 6gretim, akran destekli 6grenme, diisiinmeye yonelik egitim, islemsel stratejileri
egitimi ve kavram odakli okuma 6gretimi ¢ikmistir. Swanson’in (1999) meta-analiz sonucuna gore ise
en etkili okudugunu anlama stratejileri Bilissel ve dogrudan 6gretim stratejisi olarak bulunmustur.

Okudugunu anlamada kullanilan strateji, yontem ve tekniklerin okudugunu anlama basarisi
tizerine etkisi, ¢caligmalarin yayn tiirlerine bagl olarak anlamli bir farklilik olusturmustur. Olusturulan
gruplarda makale ve doktora tezi tiirlindeki gruplar genis etki diizeyine, yiiksek lisans tezi grubundaki
caligmalar ise orta diizeyde bir etkiye sahiptir. Makale ve doktora tezlerinin etki biiytlikliiklerinin yiiksek
lisans tezlerine kiyasla daha yiiksek oldugu goriilmektedir. Sidekli ve Cetin’in (2017) yaptig1 meta-
analiz sonucuna gore de okudugunu anlama stratejilerinin okudugunu anlamaya etkisini test eden
bireysel calismalar incelendiginde, doktora tezlerinin yiiksek lisans tezlerinden daha etkili oldugu
bulunmustur.

Bu meta-analiz ¢alismasinda, kriterleri saglayan 15 yiiksek lisans tezi, 18 doktora tezi ve 4
makale analiz edilmistir. Analiz sonuglar1 incelendiginde hesaplanan Tau degerinin 0,53 ve p-degerinin
0,000 ¢ikmast caligmada yaym yanliligit bulundugunu gostermistir. Yaymn yanliligi durumunun
olmamasi i¢in, Tau degerinin 1’e yakin ve p degerinin 0,05’ten biiyiik olmas1 beklenmektedir. Elde
edilen bu bulgulara gore yayin yanliligina neden olan 18 ¢alisma meta-analizden ¢ikartilmigtir. Yayimn
yanliligina neden olan ¢aligmalar veri setinden ¢ikartildiktan sonra kalan 19 ¢alisma i¢in hesaplanan Tau
degeri 0,32 ve p degeri 0,054 olarak bulunmustur. Bu sonu¢ meta-analize dahil edilen 19 ¢alisma i¢in
yayin yanlilig1 bulunmadigini géstermistir. Secilen ¢alismalardan meta-analize dahil edilme kriterlerine
uygun 19 adet ¢alisma (4 yiiksek lisans tezi, 13 doktora tezi ve 2 makale) meta-analiz yontemiyle
birlestirilmistir.

Sonraki agamada sabit etkiler modeline gore yapilan meta-analiz sonucunda, ortalama standart
hata 0,060, varyans 0,004 ve % 95°lik gliven araliginda 0,778 alt sinir1 ve 1,013 iist sinirinda hesaplanan
genel etki biiyiikligii 0,896 olarak bulunmustur. Hesaplanan 0,896 etki biiyiikligii degeri, okudugunu
anlamada kullanilan stratejilerin okudugunu anlama basarisina pozitif yonde ve genis diizeyde bir etkiye
sahip oldugunu gostermistir. Bireysel ¢alismalar i¢in biitiin etki degerlerinin pozitif ¢gikmasi da 19
calismanin hepsinin deney grubu lehine etkiye sahip oldugunu gostermistir. Z degeri 14,956, olarak
bulunmustur. Bulunan bu degerler istatistiksel olarak anlamlidir (p= 0,000).

Meta-analize dahil edilen g¢alismalarin bireysel etki biiyiikliiklerine kullanilan stratejiler
acisindan bakildiginda; en yiiksek etki diizeyine (¢ok genis diizeyde ve pozitif) sahip stratejilerin
sirasiyla Siirecsel Model (Sulak, 2014), Diyaloga Dayali Ogretim (Karasu, 2013), Ana Fikir Bulma
Stratejisi (Pilten, 2007), Dogrudan Ogretim Modeli (Ana Fikir Bulma Stratejisi’nin Dogrudan Ogretim
Modeli ile 6gretimi) (Kusdemir, 2014) ve Kavram Haritas1 (Kirkkilig vd., 2011) oldugu tespit edilmistir.
En disiik etki diizeyine (orta diizeyde ve pozitif) sahip stratejinin ise Etkin Dinleme Stratejisi (Bulut,
2013) oldugu tespit edilmistir.

Yayin yanliligi oldugu anlagilan ¢alismalarin meta-analizden ¢ikarilmasindan sonra 4. sinif
diizeyinde 7 adet, 5. siif diizeyinde 7 adet, 6. sinif diizeyinde 1 adet, 8. sinif diizeyinde 4 adet ¢alisma
meta-analize dahil edilmistir. 3. ve 7. smif diizeyindeki ¢aligmalarin ise tamami ¢ikartilmistir. 6. sinif
diizeyinde bir kargilastirma yapilabilmesi i¢in bu sinif diizeyinde 1’den daha fazla ¢alisma olmasi
gerektigi anlagilmigtir. Bu durum okudugunu anlamada kullanilan stratejilerin etkililiginin siif
diizeyine gore bir karsilagtirma yapmaya elverigli olmadigini gostermistir. Sinif diizeyine gore bir
karsilagtirma yapilabilmesi i¢in farkli sinif diizeylerinde daha fazla deneysel ¢alisma sonuglarina ihtiyag
oldugu soylenebilir.
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Yayin tiirleri i¢cin gergeklestirilen meta-analiz islemi sonucunda, tiim yaym tiirlerindeki
caligmalarin pozitif yonde etki biiyilikliigline sahip oldugu ve ¢aligmalarin yayin tiirlerine gére Hedges’
g etki biiylikliikklerinin homojen yapida oldugu sonucuna ulasilmigtir. Meta-analize dahil edilen
calismalarin yaym tiiriine gore etkililigine bakildiginda, okudugunu anlamada kullanilan strateji, yontem
ve tekniklerin tiim yayin tiirlerinde 6grencilerin okudugunu anlama basarisi iizerine olumlu etkide
bulundugu sdylenebilir. Olusturulan gruplarda makale ve doktora tezi tiiriindeki gruplarin genis etki
diizeyine sahip oldugu, yliksek lisans tezi grubundaki c¢aligmalarin ise orta diizeyde bir etkiye sahip
oldugu goriilmiistiir. Yayin tiirlerine gore en yiiksek etki biiylikligii 1,042 ile makale grubunda (Bastug
ve Keskin, 2011; Kirkkilig vd. 2011) oldugu tespit edilmistir. En diisiik etki diizeyinin ise 0,636 ile
yiiksek lisans tez grubunda (Aslan, 2006; Bulut, 2013; Cayir, 2011; Sahin, 2012) oldugu tespit
edilmigtir. Z degeri 14,964, olarak bulunmustur. Bulunan bu degerler istatistiksel olarak anlamlidir (p=
0,000).

Okudugunu anlamay1 gelistirmede kullanilan stratejilerin okudugunu anlama basarisina
etkisinin incelendigi bu aragtirma sonucuna gore su 6nerilerde bulunulabilir:

e Betimsel analiz sonuglarina gore, okudugunu anlamayi gelistirmede strateji kullanimina yonelik
daha fazla deneysel caligma yapilmalidir.

e Tirkiye’de okudugunu anlamay1 gelistirmede kullanilan stratejilerin etkililigini test eden
deneysel ¢aligmalarin biiyiikk ¢cogunlugunun lisansiistii tez ¢alismasi oldugu tespit edilmistir.
Buna gore, bu konuda deneysel yontem ile yapilacak daha ¢ok makale hazirlanmalidir.

e Meta-analize dahil edilecek calismalarin tarama asamasinda bazi aragtirmalarda deneysel
islemin uygulanma siiresine yer verilmemis, bazilar ise ¢ok kisa siiren zaman araliginda
uygulamay1 gerceklestirmistir. Bu anlamda arastirmacilarin daha uzun siireli uygulamalar
yapmalar1 ve ¢aligmalarinda bu siireyi acike¢a belirtmeleri gereklidir.

e Bu meta-analiz ¢aligmasinda okudugunu anlamada kullanilan stratejilerin okudugunu anlama
becerilerine olan etkisi incelenmis ve bunun diginda kalan baska degiskenler tizerindeki etkileri
calisma kapsami diginda tutulmustur. Bu konuda yapilacak baska arastirmalarda okudugunu
anlamada strateji kullaniminin farkli degiskenler (motivasyon, okumaya yonelik tutum,
giidiilenme, cinsiyet, vb.) {izerindeki etkilerine yonelik meta-analiz ¢aligsmalari
gerceklestirilebilir.

e Bucaligmada, yalmzca Tiirkiye’de yapilmis olan ve Tiirkge yazilmis olan makale ve lisansiistii
tez caligmalar1 meta-analiz ile birlestirilmistir. Bu konuda ileride yapilacak aragtirmalarda hem
iilkemizde hem de yabanci iilkelerde yapilmis olan c¢aligmalar meta-analiz yontemiyle
birlestirilerek karsilastirma yapilabilir.

o  Farkli etki biiyiikliigii diizeylerinde ¢ikan ¢alismalar ayri ayri incelenerek, bu farkliliklarin ne
gibi faktorlerden etkilendigi tespit edilmeye calisilabilir.

e Okudugunu anlama stratejilerinin etkili bir sekilde kullanimini saglamak iizere, ilkokullarda
gorev yapan simif 6gretmenlerine ve ortaokullarda gorev yapan Tiirk¢e 6gretmenlerine yonelik
olarak bu konuda uzman kisilerce egitimler diizenlenebilir.

e  Okudugunu anlamayi gelistirmede farkli strateji, yontem ve teknikler kullanilmalidir.
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Anahtar Kelimeler

Bagarili bir 6gretmenden beklenen davraniglarin baginda iletisim kurma becerisi
gelmektedir. Okul i¢inde kurulan iletisim sayesinde 6gretmenler hem mesleki hem
de kisisel gelisime katki saglamaktadir. Iletisim kavrammin bu kadar énemli
oldugu giiniimiizde, smf Ogretmenligi adaylarma etkili iletisim becerisi
kazandirmak icin lisans programlarida “Etkili Tletisim” dersi verilmektedir. Bu
arastrmanin genel amaci ise smif 6gretmenligi adaylarinin iletisime iligkin
kullandiklar1 metaforlar1 (zihinsel imgeler) ortaya koymaktir. Arastirma Sinif
Egitimi 3. ve 4. smifta 6grenim goren 66 6gretmen adayi ile gergeklestirilmistir.
Katilimeilar 2017-2018 &gretim yili Giiz doneminde Etkili Iletisim dersine kayit
yaptiran Ogretmen adaylarindan olusmaktadir. Arastrmada veri toplamak
amaciyla aragtirmaya katilan dgretmen adaylarmin iletisim kavramlarma iligkin
sahip olduklar1 diislinceleri ortaya c¢ikarmak igin agik uglu bir anket formu
hazirlanmis; anket formunda 6gretmen adaylarindan “Etkili iletigim....... gibidir;
¢lnkd....... ” climlesini tamamlamalari istenmistir. Bu arastrmada asagida
belirtilen sorulara yanit aranmistir: “Ogretmen adaylar1 isetisim kavramini hangi
metaforlarla agiklamaktadir? ve “Ogretmen adaylar1 tarafindan ortaya konan
metaforlar ortak 6zellikleri bakimindan hangi kategoriler altinda toplanabilir?”.
Ogretmen adaylarinin egitim programi kavramina iliskin diisiinceleri icerik analizi
teknigi ile ¢6ziimlenmistir. Adlandirma asamasi, eleme ve aritma asamasi,
derleme ve kategori asamasi, gegerlilik ve giivenirliligi saglama asamasi dikkate
alinarak analiz ve yorumlama siireci gergeklestirilmistir. Caligmanin sonuca goére
O0gretmen adaylarmnin iletisim kavramina 6nem verdigi ve bu kavrami hayati olarak
gordiikleri sdylenebilir ¢linkii katilimecilarin verdigi cevaplara gore iletigim
kavrami en ¢ok su, oksijen ve aligverigse benzetilmistir.
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Giris
[letisim kavramina bakildiginda; igerisinde ses (dil), yazi, gorsel veya sézel olmayan araglarin
kullanildig1 bir eylem olarak diisiiniilebilir. Iyi bir iletisim igin farkli iletisimsel araglarin birlikte ve
uyumlu bir sekilde ¢alismasi sonucunda olusturulabildigi diisiiniilmektedir (Caliskan ve Yesil, 2005).
Bununla birlikte iletisim kurmak igin degisik teknikler de kullanilabilmektedir. Bu teknikler dogrudan
iletisim becerileri olabilecegi gibi dolayli iletisim becerileri de olabilmektedir. Dogrudan kurulan
iletisim; yazarak, sozel ve uygulayarak kisinin kendisini ifade etmesi iken dolayli yollardan kurulan

iletisim becerilerinde ise beden dili, jest, mimikler ve vurgulama gibi ifade etme yollar1 kullanilmaktadir
(Bender, 2005).

Gilnliik hayatta kurdugumuz iletisim ile dil arasinda yakin bir iligki bulunmaktadir. Dil,
ylizyillardir insanlarin duygu ve diisiincelerini aktarirken kullanilan kolay ve etkili bir yol olma
ozelligine sahiptir (Yildiz ve Yavuz, 2012). Dil ve diisiinme arasinda da ayrilamaz bir iligki vardir. Dil,
konusanlarin zihnindekilerini ve hayal diinyalarin1 tayin ederken bir toplumun diinya goriigiinii de
konustugu dile ait sahip oldugu kelimelerle sinirlidir (Kaplan, 2002).

Basarili bir 6gretmenin tanimi yapilirken, iletisim becerilerini etkili ve dogru kullanabilen
kisiler olarak belirtilmektedir (Cift¢ci ve Taskaya, 2010). Bununla beraber etkili ve dogru iletigim
becerilerini gelistirmek, 6gretmenlerin kisisel ve mesleki gelisimleri i¢in 6nemlidir. Sonug olarak
Ogretmenlerin mesleklerinde basarili olmalar1 igin gelismis iletisim becerilerine sahip olmalari
gerekmektedir (Ihmeideh, vd. 2010). Bu noktada unutulmamasi gereken gelecegin 6gretmen adaylar
yani su an egitim fakiiltelerinde okuyan aday 6gretmenlerinin bir¢ogu da hayatlar1 boyunca egitim-
ogretim faaliyetleri ile ilgilenecekler, dolayisiyla etkili iletisim becerilerine simdiden sahip olmalar1
gerekmektedir. Bu baglamda 6gretmen adaylarma yapilacak olumlu iletisimi ve egitimi gelistirici
metaforlar onlarin 6grencilerine yapacaklari etkiyi de gelistirecektir.

Egitim, iletisim ve dil konularinda metaforlarin kullamldig: gériilmektedir. Ornegin egitimdeki
metaforlar da karisik kavramlarin agiklanmasinda oncelikle tercih edilen bir aragtir. Yine dil ve iletisim
metaforlarinda anlama, konusma, dinleme ve yazma gibi becerilerin agiklanmasinda kullanilir. Tlgili
alan yazmina bakildiginda 6gretmen adaylar ile ilgili yapilmis metaforlarin genellikle d6gretmenlik
meslegi, okul, 6grenci ve simif kavrami, sinif yonetimi konulan etrafinda toplandigi goriilmektedir
(Saban, 2004; Ocak ve Giindiiz, 2006; Cerit, 2008; Semerci, 2007; Yildirim vd., 2009; Aydmn ve
Pehlivan, 2010; Altun ve Apaydin, 2013).

1980 yilina kadar metafor kavrami, bir s6z sanati olarak kabul edilmis; edebi calismalar
kapsaminda yer almig ve bu tarihte ortaya atilan “Cagdas Metafor Teorisi”’yle birlikte birgok alan
calismalarinin merkezine yerlesmistir (Alparslan, 2007). Terim olarak Fransizcadan gelmekle birlikte
Tiirk Dil Kurumu Sézliigiinde; “Mecaz” yani “Bir ilgi veya benzetme sonucu gergek anlamindan bagka
anlamda kullanilan s6z” anlamma gelmektedir (www.tdk.gov.tr). Bu noktada metaforlar i¢in algisal
benzerlik olan bir nesneden digerine gegen anlam transferidir denilebilir ki transfer bircok defa gercek
bir olguyu tamimlamaya yetmez. Aciklanmak istenen nesneyi baska noktalardan anlamak,
tecriibelendirmek daha yerinde olacagi sdylenebilir (Semerci, 2007) . En kisa tanimiyla metafor bir
terimi bagka bir terimle agiklamaktir (Marshall, 2010).

Ote yandan metaforik diisiinen bir birey olmak yapilandirmaci bir sekilde 6grenen olmak
demektir. Bunun sonucunda da, bilinenden bilinmeyene istendik bir sekilde baglanti kurmay1
saglamaktadir (Taggart ve Wilson, 2005). Ayrica metaforlar sayesinde sinirli kelime haznesine sahip
olan bireylerde imajlarin meydana getirilmesine ve yeniden yapilandirilmasina, egitimsel
uygulamalarda bulunanlarin anlamlandirilmasinda yardimci olabilmektedir (Celikten, 2006). Bazen
sinirli olan kelime haznesindeki kelimeler yetmediginde ya da anlatimin gii¢clendirilmesi gereken
durumlarda metaforlar 6nemli bir iletisim aracit da olabilmektedir. Metaforlar, bireyin zihninin bir
kavrayis biciminden baska bir kavrayis bigimine gegmesini saglayarak, o bireyin belli bir kavrama bagka
bir olgu olarak gérmesini saglar (Dos, 2010).

Metaforlar zihinsel bir olaydir ve genellikle sozel bir sekilde ifade edilirler ancak zaman zaman
farkli bigimlerde de tamimlanabilirler. Ornegin; sézel, jest ve mimik, vurgu, tonlama ile olusabildigi gibi
grafiksel yapilarda bile olusabilmektedir (Saban, 2004; Miiller ve Cienki, 2009). Metaforlar
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insanoglunun kendi i¢ diinyasim1 anlama, kendisini dogru bir bicimde ifade etme, iletisim kurmaya
yonelik gelistirmis oldugu temel araglardan biridir (Deant-Reed ve Szokolszky, 1993). Insanlar yasadig1
her ortamda birbirleriyle iletisim kurarken kullandiklar1 olumlu ve olumsuz ifadeleri belirtmek i¢in de
metaforlar1 kullanirlar. Bu noktadan hareketle insan giinliilk yasamlarinda kendisini anlatmak ve
karsisindaki bireyleri anlamak igin siklikla metaforlart kullanirlar (Zanotto vd., 2008).

Bu arastirma egitim fakiiltesinde Ogrenim goren ogrencilerin iletisim kavramina lisans
egitimleri boyunca nasil bir anlamlandirma, yapilandirma gelistirdiklerini ve iletisim kavramini
anlamlandirabilmelerini belirlemeye de yardime1 olabilecektir. Bu arastirmanin bir bagska amaci da bir
devlet iiniversitesine devam eden son sinif dgretmen adaylarinin iletisim hakkindaki diislincelerini
metaforlar yardimiyla nasil kavramsallastirdiklar belirlemektir. Aday 6gretmenlerin iletisim hakkinda
gelistirdikleri metaforlarin  belirlenmesi  sayesinde, iletisim kavramina iliskin yaklagimlar
belirlenecektir.

Yontem

Bu calismada nitel arastirma yonteminden arastirmaya uygun olan olgubilim (fenomenoloji,
goriinglibilim) desen kullanilmistir.  “Olgubilim (fenomenoloji/phenomenology) deseni farkinda
oldugumuz ancak derinlemesine ve ayrintili bir anlayiga sahip olmadigimiz olgulara odaklanmaktadir
(Yildirm ve Simsek, 2013, s.78). Insanlar yasamlar1 boyunca bircok olay, problem ve/veya tecriibeyle
karsilasirlar ve olgu bilim insanlarin bu durumlara karsi farkindalik diizeylerini belirlenmesinde
kullanilan bir yontemdir.

Calisma Grubu

Arastirmanin ¢alisma grubunu 2017-2018 Bahar déneminde Osmangazi Universitesi Egitim
Fakiiltesi, Temel Egitim Ana Bilim Dali, Simif Egitimi programinda 6grenim goéren Ogrencilerden
olugmaktadir. Caligma grubuna kolay ulasilabilir durum ve 6lgiit 6rneklemesi kullanilarak ulagilmigtir
(Yildirrm ve Simsek, 2006). Katilimcilarin 19°u erkek ve 40’1 kadin olmak tizere 59 &grenciden
olugsmaktadir. Calisma grubunun cinsiyete gore dagilimi1 Tablo 1°de gosterilmistir.

Tablo 1. Katilmcilarin cinsiyetlerine gore frekans ve yiizde dagilimlari

. Frekans Yiizdelik
Cinsiyet R %)
Erkek 19 32,2
Kadin 40 67,8
Toplam 59 100

Verilerin Toplanmast

Bu ¢aligma, Eskisehir ili merkezi, 2017-2018 Bahar doneminde gerceklestirilen “Etkili Iletisim”
dersinde gerceklestirilmistir. Sinif dgretmeni adaylarin Etkili fletisim dersi sonunda belirlenmis
kavramalara iligkin metaforik algilarini belirlenmesi i¢in agik u¢lu sorudan olusan form kullanilmaistir.
Bu dersin amaci, 6grencileri iletisim ve iletisim siireci hakkinda bilgilendirmek, 6 grencilerin bu bilgileri
giinliik hayatta ve meslek hayatlarmda etkili bir big¢imde kullanmalarin1 saglamaktir. Arastirmaya
katilan siif 6gretmeni adaylarinin «iletisim» kavramina iliskin sahip olduklari metaforik algilari ortaya
cikarmak amaci ile her bir katilimciya: «iletisim ........................... gibidir/benzer ¢linkii
....................................... » ifadesi verilerek ilgili bosluklar1 tamamlamalari istenmistir. Bu
aragtirmada asagida belirtilen sorulara yanit aranmigtir: “Ogretmen adaylart iletisim kavramini hangi
metaforlarla agiklamaktadir? ve Ogretmen adaylari tarafindan ortaya konan metaforlar ortak 6zellikleri
bakimindan hangi kategoriler altinda toplanabilir?”” Ogretmen adaylarinin metafor olusturmalari igin 15
dakika stire verilmistir ve 6gretmen adaylar1 kendi el yazilari ile gelistirdikleri metaforlar toplanmustir.
Ogretmen adaylarmin vermis olduklar1 yanitlar calismanin temel veri kaynagini olusturmaktadir.

Verilerin Analizi

Calismada elde edilen veriler igerik analiz yontemiyle analiz edilmistir. Icerik analizinde temel
amag, toplanan verileri agiklayabilen kavramlara ve iligkilere ulagmaktir (Yildirim ve Simsek, 2013).
Igerik analizinde temelde yapilan islem, birbirine benzeyen verileri belirli kavramlar ve temalar
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cercevesinde bir araya getirmek ve bunlart okuyucunun anlayabilecegi bir bicimde diizenleyerek
yorumlamaktir (Yildirim ve Simsek, 2013, 5.259). Gelistirilen metaforlar dért asamada analiz edilmistir.
Bu asamalar (1) verilerin kodlanmasi, (2) temalarin bulunmasi, (3) kodlarin ve temalarin diizenlenmesi
ve (4) bulgularin yorumlanmasi (Yildirim ve Simsek, 2013).

“Etkili Iletisim” dersini alan 63 dgretmen adaymndan agik uclu formu doldurmalar: istenmistir.
Bu dersi alan dgretmen adaylarinin 63’tiir. Ogrenciler tarafindan iiretilen ama gerekgesi yazilmayan
metaforlar degerlendirilmeye alinmamistir. Bunlardan sadece 59 tanesi degerlendirilmistir ve 4 tane
form degerlendirme dis1 tutulmustur. Degerlendirme dis1 tutulan belgeler iletisim kavramini agiklayacak
nitelikte olmadigi kanaatinde olundugundan ¢ikarilmistir. Cikarilan belgelerden {igii bos olarak iletilmis,
bir tanesi de iletisim kavramini sadece 6n gordiigii bir sifat ile ifade etmistir.

Temel kodlarin belirlenmesi agamasinda ilk once iki aragtirmaci ayri ayri1 bagimsiz olarak
calismig ve daha sonra kodlar iizerinde fikir birligi saglanincaya kadar goriismiislerdir. Fikir birligi
saglandiktan sonra c¢aligmanin giivenirliligini saglamak i¢in alan uzmaniyla gorisilmis ve
arastirmacilar ve alan uzmani goriis birligine varmistir.

Bulgular

Ogretmen adaylarmin iletisim kavramina iliskin verilen cevaplardan olusan temalar “letisim
Hayati Bir Oneme Sahiptir”, “Iletisim Anlam & Iliski Kurma Cabasi ve Paylasimda Bulunmaktir”,
“fletisimin Ogeleri Vardir” ve “Iletisimin Farkli Yonleri Vardir” seklindedir. Elde edilen sonuglar
dogrultusunda “Iletisim Hayati Bir Oneme Sahiptir” temasina ait metaforlar Tablo 2’de verilmistir.

Tablo 2. “Iletisim hayati bir 5neme sahiptir” temasina ait metaforlar

Gerekgeler Frekans Metafor
U]

-Su olmadan yasayamayiz. 6

-Su igmezsek viicudumuz bir siire sonra mutlaka suya ihtiyag

duyar. 1 Su
-Su temel ihtiyaclardandir. 2

-Oksijen olmadan yasamamiz miimkiin degildir. 6 Oksijen
-insan hayatina devam etmek igin iletisim gibi besine ihtiyaci 3 Besin
vardir.

-Beyin olmadan ne anlar ne de konusabiliriz. 2 Beyin
-Viicudumuzdaki her organ beyinden mesaj alir ve isteneni

yapar.

-Mag topsuz, hayat iletisimsiz olamaz. 1 Futbol Topu
-Toprak da iletigim gibi hayatin temelidir. 1 Toprak
Toplam 22

Yukaridaki Tablo 2’de de goriildiigii gibi degerlendirmeye alinan 59 metaforun 22 tanesi
“fletisim Hayati Bir Oneme Sahiptir” temasinin altinda yer almaktadir. Bu kategoride dokuz tanesi su,
alti tanesi oksijen, ii¢ tanesi besin, iki tanesi beyin, bir tanesi futbol topu ve toprak metaforunu
kullanmigtir. Metaforlarin tamami olumlu anlamlarda kullanilan olgular igermektedir. Yazilan 22
metaforun ana noktasi iletisim kavramim hayatin vazgecilmez bir 6gesi olarak goriilmesi ve iletisim
olmadan hayatinin devam ettirilemeyecegi goriisiidiir.

Ikinci tema olan “Iletisim Anlam & Iliski Kurma Cabas1 ve Paylasimda Bulunmaktir” a ait
yazilan metaforlar ve frekans durumunu gosteren tablo asagida yer almaktadir.
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Tablo 3. “Iletisim anlam/iliski kurma ¢abas1 ve paylasimda bulunmaktir” temasma ait metaforlar

Frekans Metafor
Gerekgeler U]
-Her ikisi de karsilikli yapilir, 3 Aligveris
-Karsilikli anlam kurma cabasidir, 2 Yapmak
-Aligveriste de iki kisi ve yardimeilar vardir. 1
-Her ikisi de karsilikli durumlari birbirine baglar. 3 Koprii
-Damar da organlar arasi1 baglant1 kurmaya yarar. 2 Damar
-Ben bu hayatta en iyi anlayan kedimdir. 1 Kedim
-Kaynak suyu, sahip oldugu suyu yanina gelenlerle paylasir. 1 Kaynak Suyu
-Elementler de bir arada bulunmak i¢in element alisverisi yapar. 1 Kimyasal Bag
-Insan dogaya baktiginda bir seyler hisseder ve anlamaya calisir. 1 Doga
-Dosya transfer ederken de karsilikli paylagim s6z konusudur. 1 Bilgisayarda

Dosya Transferi

-Her iki durumda da karsilikli paylagim vardir. 1 Isi Aktarimi
-Agaca su veririz, karsiliginda o da bize oksijen verir. 1 Agac
-Oda lambasi da anlamak ve anlagilmak i¢in bizi aydinlatir. 1 Oda Lambasi
Toplam 19

Tablo 3’de de goriildiigii gibi degerlendirmeye alinan 59 metaforun 19 tanesi “Iletisim Anlam
/lliski Kurma Cabas1 ve Paylasimda Bulunmaktir” temasinin altinda yer almaktadir. Temaya ait
cevaplardan alti tanesi aligveris yapmak, ti¢ tanesi koprii, iki tanesi damar, birer tane kedi, kaynak suyu,
kimyasal bag, doga, bilgisayarda dosya transferi, 1s1 aktarimi, aga¢ ve oda lambasi metaforunu
kullanmistir. Metaforlarin tamami olumlu anlamlarda kullanilan olgulari i¢ermektedir. Yazilan 19
metaforun ana noktasi ise iletisim kavraminin karsilikli olmasi gerektigi, iletisimin bir paylasim oldugu
ve iletisimin bir iligki ile anlam kurma siireci oldugu goriisidiir.

Ucgiincii tema olan “Iletisimin Ogeleri Vardir” a ait yazilan metaforlar ve frekans durumunu
gosteren tablo asagida yer almaktadir.

Tablo 4. “Iletisimin dgeleri vardir” temasina ait metaforlar

Frekans Metafor
Gerekgeler )
-Gokkusagmin i¢inde bircok renk vardir. Iletisimin de birgok 1 Gokkusagi
Ogesi vardir.
-Ailenin de anne, baba, ¢ocuk gibi 6geleri vardir. 1 Aile
-Hediyeyi gonderen kisi gonderen, alan kisi alan, kargo kanal, 1 Kargoyla
mutlu olmasi da geri doniittiir. Gonderilen

Hediye

-Alt yapida elektrik, su, dogalgaz borular1 vardir. iletisimde de 1 Sehir Alt Yapist
bu borular alici, gonderici ve mesajdir.
-Gonderici havalimani, alict gidilecek olan havalimani, kaynak 1 Ucak
ucak, ileti yolcu, geri doniit geri doniis rotasidir.
-Trafik levhalarinda bulunan farkli 6geler, farkli anlamlar ifade 1 Trafik Levhalari
eder.
-Sinifin da sahip oldugu bir¢ok 6ge vardir. 1 Smuf
Toplam 7

Yukaridaki Tablo 4’de de gorildiigii gibi degerlendirmeye alman 59 metaforun 7 tanesi
“fletisimin Ogeleri Vardir” temasinin altinda yer almaktadir. Temaya ait cevaplar gokkusagi, aile,
kargoyla gonderilen hediye, sehir alt yapisi, ugak, trafik levhalar1 ve simif metaforunu kullanmistir.
Yazilan 7 metaforun ana noktasi iletisim kavraminda 6n plana ¢ikan noktanin iletisimin alt 6gelere sahip
olmas1 goriisiidiir.

Son tema olan “iletisimin Farkli Yonleri Vardir” a ait yazilan metaforlar ve frekans durumu
Tablo 5°te yer verilmistir.
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Tablo 5. “Iletisimin farkli yonleri vardir” temasma ait metaforlar

Frekans Metafor
Gerekgeler U]
-Insan muhabbetine benzer. 2 Kus Sesleri
-Sosyal aglar sayesinde her sekilde (sesli, yazili, gorsel) 2 Sosyal Aglar
etkilesime gegilebilir
-SozIii ve s6zsiiz her yoniiyle etkilesime geger. 1 Google
-Cok bastirirsan iletisimdeki gibi denge bozulur ve kirilir. 1 Uglu Kalem
-Ikisini de basarirsan mutlu olursun. 1 Oscar Odiilii

Alan Yonetmen

-Gokyiizii gibi sonsuzdur. 1 Gokyiizi
-Agac da koklerini topraga saldik¢a gliglenir. 1 Agac
-Bir ¢ocuk ne kadar diizgiin yetisirse o kadar saglikli olur. 1
[letisim de bdyledir, ne kadar diizgiin kurulursa o kadar saglikl Cocuk
yurdr.
-Milletin bir pargasi olmak ve sosyallesmek zorunlulugu vardir. 1 Millet
Toplam 11 Toplam

Yukaridaki Tablo 5’de de goriildiigii gibi degerlendirmeye alinan 59 metaforun 11 tanesi
“Iletisimin Farkl1 Yénleri Vardir” temasinin altinda yer almaktadir. Temaya ait cevaplardan ikiser tane
kus sesleri ve sosyal aglar, birer tane Google, uglu kalem, Oscar 6diilii alan yonetmen, gokylizii, agag,
cocuk ve millet metaforunu kullanmistir. Metaforlarin tamami olumlu anlamlarda kullanilan olgulari
icermektedir. Yazilan 11 metaforun tek bir ana noktas: olmamakla birlikte iletisim kavramimn farkl
yonleri hakkinda goriisler belirtmiglerdir.

Tartisma, Sonuc ve Oneriler

Bu arastirmanin temel amaci, 6gretmenlik meslegine yeni baslamak {izere olan Egitim
Fakiiltesi 6grencilerinin iletisim kavramina ve kavrama iliskin algilarini, metaforlar araciligiyla ortaya
cikarmaktir. Ogretmen adaylarinin iletisim kavramna iliskin bakis acilarim1 metaforlar yoluyla
belirlemeyi amaglayan bu ¢aligmada toplam 59 metafor iiretildigi belirlenmistir.

Arastirmada 6gretmen adaylarinin iletisim kavramina iliskin olusturduklari metaforlardan yola
¢ikarak 4 tema olusturulmustur. Bu temalar “iletisim Hayati Bir Oneme Sahiptir”, “Iletisim Anlam &
Iliski Kurma Cabas1 ve Paylasimda Bulunmaktir”, “iletisimin Ogeleri Vardir” ve “Iletisimin Farkl
Yonleri Vardir” seklindedir. Calismada ortaya ¢ikan en 6nemli metaforlar; “Su (9)”, “Oksijen (6)”,
“Aligveris (6)”, “Besin (3)” ve “Koprii (3)” diir.

Nitekim ulusal literatiirde iletisim olgusuyla ilgili yapilan metafor ¢calismalarinin oldukga sinirl
oldugu gdzlenmistir. Bununla birlikte Y1ilmaztekin’in (2015) galismasinda Ingilizce Ogretmen Adaylari
“Iletisim” sozciigiinii 15 farkli anlam icerisinde kullanmistir. Gergeklestirilen bu farkli anlam bulma
calismasinda ortaya ¢ikan temel bulgu, etkili iletisim kurulmasinin 6gretmenler i¢in hayati ve birincil
oneme sahip oldugudur. Benzer sonuclara sahip ¢aligmamiz sonucunda &gretmen adaylari
metaforlarinda iletisim olgusu yerine hayati ve birincil 6nem arz eden olgular dile getirmislerdir.
Literatiirde yer alan benzer bir baska ¢aligma Aydemir ve Tekin (2018) tarafindan gerceklestirilmistir.
Ilgili calisma sonucunda deneklere uygulanan metafor ¢aligmasinin analiz sonuglarma gore dgretmen-
Ogrenci-veli arasinda olusturulacak iletisim olgusu birincil dneme sahiptir ve bu ii¢liiniin bir ekip gibi
calisilmasi, iletisim kurmasi gerekmektedir.

Akgiil’tin (2017) toplumun farkli yas grubuna sahip bireyleri izerinde yaptig1 bir baska metafor
calismasinda 65 yas iistii bireyler iletisim olgusunu bu arastirmanin sonucuna benzer sekilde en ¢ok “su”
ve “oksijene” benzetmislerdir.

Sonug olarak bu arastirmada, sinif 6gretmeni adaylariin iletisim kavramini sadece olumlu
metaforlarla agikladiklari, ayrica iletisim kavramini daha ¢ok cansiz fakat insan i¢in hayati 6nem arz
eden varliklarla iligskilendirdikleri goriilmiistiir. Bu sonuca gore 6gretmen adaylarinin iletisim kavramina
onem verdigi ve bu kavrami hayati olarak gordiikleri sdylenebilir ¢linkii katilimeilarin verdigi cevaplara
gore iletisim kavrami en ¢ok su, oksijen ve aligverige benzetilmistir.
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Arastirmadan elde edilen bu sonuclar baglaminda su 6neriler getirilebilir:

e Iletisim kavramina ait metaforlar farkli grenci gruplari ya da kisilerle belirlenip, literatiire daha
fazla katkida bulunulabilir,

e Ogretmenler igin 5nem derecesi yiiksek olan “iletisim” kavramina ait metaforlar hali hazirda
gorev yapan dgretmenlerle belirlenebilir,

e Ogretmenler i¢in onem derecesi yiiksek olan “iletisim” kavramia bakanhigm, milli egitim
midiirliiklerinin ve okul yoneticilerinin daha fazla 6nemsemelerine yonelik ¢alismalar
yapilabilir,

e Ogretmen adaylarma ya da hali hazirda gorev yapan dgretmenlere iletisim kavramimin alt
dallarindan olan etkili konugsma, beden dili vb. konularini igeren metafor ¢caligmalar1 yapilabilir.
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Giris

Erken cocukluk egitimi, bilimsel ve teknolojik gelismelerin sagladigi imkénlarla, artik
yalnizca aile ve anaokullarinin verecegi bir egitim olmanin 6tesinde oyuncak firmalari, dijital oyunlar,
sosyal medya kanallar1 gibi alternatif kaynaklarin da 6nemli role sahip oldugu bir hal almustir.
Cocuklarin gelisimlerine uygun olarak tasarlanmis, yapilandirilmis ve diizenlenmis olan egitim
ortamlarinda nitelikli egitmenlerle gergeklestirilecek egitimin kalitesi, ¢ocuklara olabilecek en iyi
baslangici saglama acisindan &nemlidir (Giiles ve Erisen, 2013). lyi tasarlanmis bir bina ve bahge,
cocuklara zengin deneyimler sunan ortam ve 6gretmenler, okul, aile, 6gretmen igbirligi, huzurly,

saglikli, temiz, tehlikelerden uzak ve giivenli bir okul ortamidir (Burchinal, Magnuson, Powell ve
Hong, 2015; Early, ve ark. 2007; Lin ve Magnuson, 2018; Mashburn ve ark., 2008; NAEYC, 2018).

Giivenli okul ortamini tanimlamadan 6nce giivenlik kavramini bilmek gereklidir. Giivenlik:
toplum yasaminda yasal diizenin aksamadan yiiriitiilmesi, kisilerin korkusuzca yasayabilmesi durumu,
emniyet olarak tamimlanmaktadir (Mwoma v.d., 2018; Tiirk Dil Kurumu, 2018). Giivenlik genis
kapsamlidir; bireyin, grubun kendini sakinmasindan, devletin, iilkenin korunmasina, kazalarin
onlenmesine kadar genis bir alan1 kapsamaktadir. Kisilerin giiven iginde olmalari, her tiirlii saldiri,
tehdit ve olasi kazalara karsi korunmasi anlamimna gelmektedir (Pektas, 2003; Akt. Kaypak, 2012).
Giiven icinde olmak ve hissetmek insanlar i¢in dnemli bir ihtiya¢ olarak Maslow’un fhtiyaclar
Hiyerarsisinde fizyolojik ihtiyaclardan sonra ikinci sirada yer almaktadir. Insan toplulugunun
yasamint siirdiirebilmesi i¢in giivende hissetmeye, bir diizene, disipline ve giivene ihtiyaci vardir
(Kaypak, 2012). Toplumun en kiigiik parcasi olan ailelerin ¢ocuklarini emanet ettikleri okullarin da
fiziksel (materyallerin kalitesi, kaza ve tehlikeler, fiziksel alanlarin tasarimi gibi), saglik (beslenme,
hijyen, toksik unsurlar gibi) ve psikolojik (sosyal duygusal iliski ve etkilesimler, duygusal destek gibi)
bakimdan giiven vermesi ve gilivenlik konusunda yeterli olmasi yani giivenli okullar olmasi gereklidir
(Guo, Piasta, Justice ve Kaderavek, 2010; Mwoma, Begi ve Murungi, 2018; NAEYC, 2018).

Giivenli okul, 6grencilerin kendilerini 6zgiirce ifade ettikleri, 6grenmek icin calisirken
ogretmenlerin ve diger gorevlilerin kendilerine yardimci oldugu, kendilerini tehlikeden uzak ve
giivende hissettikleri mekanlardir. Bu anlamda giivenli okul, 6grencilerin, dgretmenlerin, ailelerin,
calisanlarin ve ilgili herkesin kendilerini fiziksel, psikolojik, saglik ve duygusal bakimdan 6zgiir
hissettikleri bir yer olarak nitelendirilebilir (Dénmez ve Giiven, 2003; Early, ve ark. 2007; Mwoma,
Begi ve Murungi, 2018).

Okul Oncesi Egitim ve Ilkogretim Kurumlari Yonetmeliginde (Resmi Gazete, 2014)
ogrencilerin okul ortamindaki giivenliginden sorumlu kisilerin okul miidiirii ve okul miidiir yardimcisi
olarak belirlemistir. Yonetmelikte derslik, yemekhane, mutfagin hijyen, organizasyon, aydinlatma ve
1sitmaya iligkin diizenlemeler yer almaktadir. Gerekli sofra gereclerinin olmasi, igme suyu temizligi,
ilk yardim dolab1 ve binanin yangindan korunmasina yonelik diizenlemeler yer almaktadir. Giivenli
okul ortaminin saglanmasi igin her tiirlii egitim ve rehberlik ¢alismalarinin diizenlenmesi 6nemlidir.
Calisanlarin ve 6grencilerin fiziksel ve psikolojik siddetten korunmasi maksadiyla gerekli iletigim
sistemleri, kamera gibi diizeneklerden yararlanilmasi gereklidir (Resmi Gazete, 2014).

Fiziksel giivenlik, okulun konumu, i¢ ve dis mekan Ozellikleri, mimarisi, sinif diizeni ve
kullanilan materyalleri icermektedir. Fiziksel ortam; sagli, duygular ve perfomansi olumlu-olumsuz
yonde etkileyebilmektedir. Bu ylizden egitim kurumlarinda; 6grenci sayisi, renk uyumu, isitma ve
aydinlatma, hijyen, giivenlik, sessizlik ve estetik 6gelere dikkat edilmelidir. Bu diizenlemeler yoluyla
kaza riski en aza indirgenmelidir (Vural, 2004, s.50; Celik ve Kok, 2007; Ozkubat, 2013). I¢ ve dis
mekanlarin tasarimindaki hata ve eksiklikler ile yanlis kullanim neticesinde ¢esitli kazalar meydana
gelebilmektedir (Mugo, 2009; Mwoma, Begi ve Murungi, 2018). Okullarin fiziksel kosullarina iliskin
baz1 standartlar belirlenmelidir (OECD, 2018).

Ulkemiz i¢in okul dncesi egitimin standartlar; egitim yonetimi, 6gretmen-dgrenme siirecleri,
destek hizmetleri ve ortiilk standartlar1 igermekte ve Milli Egitim Bakanlig1 ile UNICEF is birligi
tarafindan belirlenmektedir (MEB, 2015). Fiziksel giivenlik, okul binasinin fiziksel 6zellikleri, okul
cevresi, acil durum Onlemleri, servis araglar1 ve pansiyonlar1 icermektedir. Korkuluklar, basamak
araliklari, prizler, bina i¢i yonlendirmeler ve aydinlatma, okul ¢evresinin diger yapilara olan mesafe ve
konumu standartlar yoluyla tek tek belirlenmistir. Okul bahgesi i¢in de aymi sekilde okul giris ve ¢ikis
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kapilarinda gerekli giivenlik dnlemleri, okul civarinda 6zel trafik diizenlemeleri, bahge ekipmanlarinin
bakimi gibi konularda ilgili diizenlemeler yasal olarak yapilmistir (MEB, 2018).

Saglik agisindan giivenli okullarda saglik uzmaninin goérev yaptigi ve gerekli donanima sahip
bir revir olmasi1 gerekmektedir. Okul sagligi hizmetleri, hem 6grencilerin hem de okul personelinin
saglhiginin degerlendirilmesi ve gelistirilmesini i¢eren, okul ¢agindaki ¢ocuklarin saglik, psikolojik ve
sosyal refahini iyilestirmeye yonelik hizmetlerdir (Ozcebe, 2009). Fiziksel alanlarm aydinlatma, 1sitma
ve havalandirmasi;yiyeceklerin saglikli ve besleyici olmasi; temiz su; mutfak, yemekhane, tuvalet ve
diger alanlarin antitoksik maddelerle organize edilmis omasi gerekmektedir (California Childcare
Health Program, 2018; Midcentral Public Health Service, 2014).

Tiirkiye’de okulda ¢ocuk sagligina iligkin hizmetler; beslenme hizmetleri, hastaliklar1 kontrol
etme, iyilestirme ve Onleme; ani gelisen hastaliklar ile yaralanmalara ilk ve acil bakim saglamayi,
saglikla ilgili damigmanligi ve okul beslenme hizmetlerinin sagliga uygunlugunu igermektedir.
Boylelikle cocuklarm biiylime-gelisme, beslenme ve agiz-dis saglig1 takipleri yapilabilmekte; davranig
sorunlart ve Ogrenme giicliikleri, sosyal problemler, sagliksiz aligkanliklari, bulagici ve siiregen
hastaliklar tespiti ve 6nlenmesine yonelik ¢aligmalar yiiriitiilebilmektedir. Bu dogrultuda okullarda
calisan destek egitim personelinin hijyen ve sanitasyon egitimi almig olmasi, tuvalet-lavabolarin
temizlik sikligina iliskin diizenlemeler beslenme listelerinin uzmanlarca kontrol edilmesi, beslenme
listelerinin aileler ile paylasilmasi, gida hazirlanan ortamlarin hijyen belgelerinin olmasi gibi
standartlar belirlenmistir (MEB, 2018; MEB, 2015).

Psikolojik a¢idan giivenli siif ortamlart 6grencilerin bireyselliklerini (diistinceleri, goriisleri,
inanclari, deneyimleri ve yaraticiliklarini) ifade ederek risk almak acisindan kendilerini rahat
hissettikleri ortamlardir (Barrett, 2010). Psikolojik agidan giivenli hissetme durumu; kisiler arasi
iletisimde siddetten uzak durmaya, karsilikli giivene, kiside ait olma hissine yardimci oldugu
boylelikle ruh sagligina olumlu destek sagladigini sdylemek miimkiindiir (Baeva ve Bordovskaia,
2015). Psikolojik agidan giivenli ortamlar bireyin aktif katilimci olmasini desteklemekte; giin
icerisinde yasadig1 cesitli durumlarda, bireyin icinde bulundugu durumu optimize etmesini
kolaylastirabilmektedir (Wanless, 2016).

Cocuklara kisisel rehberlik ve danismanlik yoluyla psikososyal destek sunularak siddet ve
istismar1 6nlenmelidir (MEB, 2015). Okullarda psikolojik siddet, saldirganlik ve akran zorbaliginin
olugmasini engelleyebilmek igin bunlara neden olabilecek risk faktorlerinin belirlenmesi ve gerekli
tedbirlerin almmasi: 6nemlidir (MEB, 2018). Egitim kurumlarinda okullarin psikososyal ortam
nitelikleri okulun demokratik ve orgiitsel ikliminin de gostergeleridir. Bu anlamda yetiskinlerin
cocuklara ve farkliliklarina saygi duyduklar, ¢ocuklarin sdz hakkina sahip oldugu, oyun hakkinin
korundugu, ¢ocuk-¢ocuk arasinda ve g¢ocuk-yetiskin arasinda olumlu iliskilerin kuruldugu, baghligin
gelistigi, cocuklarin 6z kontrollerinin desteklendigi ve dezavantajli c¢ocuklarin belirlenerek tiim
cocuklarin katilim hakkindan faydalandigi ortamlarin olusturulmasi 6nemlidir (MEB, 2015).

Bireyin temel ihtiyaglarindan olan giivenlik ihtiyaci, ¢ocuklarin gelisimleri ve ruh sagliklarimin
korunmasinda onemli role sahiptir (Baeva ve Bordovskaia, 2015). Cocuklarin psikolojik olarak
giivensiz ortamlarda bulunmasi geligimlerini kolaylastiracak ¢esitli deneyimlere katilma isteklerini
sinirlayacaktir (Wanless, 2016). Giivenli 6grenme g¢evresi ¢ocugun fiziksel olarak korunakli olmasi
yetiskin sorumlulugunda olusturulan olumlu bir siif atmosferi ile saglanmaktadir (Saltmarsh, Klopper
ve Barr, 2009). Okullarin, egitim-6gretim faaliyetlerini etkili bir sekilde ger¢eklestirebilmesi igin hem
ogrencilerin hem de 6gretmenlerin kendilerini giivende hissedecekleri ortamda olmalari gereklidir
(Calik, Kurt ve Calik, 2011, s.74; Mwoma, Begi ve Murungi, 2018). Giivensiz okullar sadece okulda
korku ve huzursuzluk iklimi yaratmakla kalmaz ayni zamanda 6grenme siirecine de engel olusturur
(Hernandez ve Seem, 2004); smif ici ve disinda fiziksel mekan tasarimlari, egitim kalitesi ile birlikte
cocuklarin davraniglarim da etkiler (Ozkubat, 2013). Eger 6grenciler giivenlikleri konusunda kaygi
duyuyorlarsa 6grenmesi beklenen seye yogunlagmalart ¢ok zordur. Bu yiizden siddet, dgrenme
ortamimi olumsuz etkilemektedir. Bu anlamda, giivenli bir okul ortamimin &grencilerin dgrenmesinin
onemli bir 6n kosulu oldugu sdylenebilir (Calik, Kurt ve Calik, 2011, s.74).

Giivenli okul kavramina yonelik agirlikli olarak yurt disi olmak iizere diinya genelinde birgok
aragtirma ve proje yapilmaktadir. Yurt diginda okul giivenligi konusundan uzmanlagmis ekiplerden
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olusan denetleme merkezleri bulunmakta, okullar1 inceleyerek okullarin ne diizeyde giivenilir
olduklar degerlendirilmektedir (Astor, Benbenishty ve Marachi, 2004; Fein v.d., 2002; Hernandez ve
Seem, 2004; Morrison, 2007; UNICEF, 2009; Vossekuil v.d., 2002). Ulkemizde ise Milli Egitim
Bakanligi, Aile ve Sosyal Politikalar Bakanligi, Saglik Bakanligi, Adalet Bakanligi ve Emniyet
Midiirliiklerinin igbirliginde yiiriitiilen “Giivenli Okul Projesi” ile 6grencilerin siddet, saldirganlik,
alkol, uyusturucular, istismar ve dogal afetler ile kazalara kars1 gerekli Onlemlerin alinmasi
hedeflenmektedir (Giivenli Okul Projesi, 2017).

Alanyazin incelendiginde temel ihtiyaclardan biri olan giivenlik ihtiyacinin okul 6ncesi egitim
ortamlarindaki durumunu fiziksel, psikolojik ve saglik boyutlariyla inceleyen arastirmalarin nispeten
az oldugu belirlenmistir. Okul 6ncesi egitim kurumlarinda fiziksel, psikolojik ve saglik boyutlarinda
giivenlik diizeyinin incelenmesi bu aragtirmanin amacini olugturmaktadir. Bu amag¢ dogrultusunda
asagidaki sorulara yanit aranmigtir:

1. Calisma kapsaminda yer alan okul oncesi egitim kurumlar fiziksel 6zellikler agisindan
giivenli midir?

2. Calisma kapsaminda yer alan okul oncesi egitim kurumlart saglik 6zellikleri agisindan
giivenli midir?

3. Calisma kapsaminda yer alan okul oncesi egitim kurumlari psikolojik 6zellikler agisindan
giivenli midir?

Yontem

Nitel arastirma yontemlerinden durum calismasinin kullanildigi arastirmada, gergek durum
caligmasina uygun olarak; aragtirma sorularinin ve problemlerinin gelistirilmesi, analiz birimlerinin
saptanmasi, calisilacak durumun belirlenmesi, katilimcilarin seg¢imi, verilerin toplanmasi ve alt
problemlerle iliskilendirilerek analizi ve yorumlanmasi agamalar1 takip edilmistir (Glesne, 2015:30;
Yildirim ve Simsek, 2013: 317).

Calisma Grubu

Kadikdy, Atasehir, Uskiidar, Esenler, Kiiciikcekmece, Zeytinburnu, Sisli, Maltepe, Fatih
ilcelerinde yer alan; Milli Egitim Bakanligi’na bagl bagimsiz ve 6zel kurum olan 30 okul Oncesi
egitim kurumu olusturmaktadir. Calisma grubunun belirlenmesinde Istanbul 1li’nin toplam ilge sayisi
(40 ilge) goz oniinde bulundurularak; arastirmacilarin kolay ulasabilirligi ilkesi ile ekonomiklik ilkesi
dogrultusunda her kitadan 6 ilge olmak iizere toplam 12 ilge belirlenmistir. Secilen ilgelerde yer alan
okul dncesi egitim kurum listeleri (resmi/6zel anaokullar1 ve resmi/6zel anasiniflart) flge Milli Egitim
Midiirliiklerinden temin edilerek; tesadiifi eleman Ornekleme yontemiyle rastgele okullar
belirlenmistir. Belirlenen okullar arasindan arastirmaya katilmay1 goniillii olarak kabul eden toplam 30
kurum aragtirmanin ¢aligma grubunu olusturmaktadir (Tablo 1).

Tablo 1. Calisma grubunu olusturan okullara iligkin bilgiler

Okul Tiirleri f %
Resmi Anasiniflari 20 66.66
Resmi Anaokullar 7 23.33
Ozel Anasmiflar 3 10
Toplam 30 100

Tablo 1 incelendiginde arastirmada incelenen okullarin %66,66’smin resmi anasiniflari,
%23,33’1iniin resmi anaokullar1 ve %10’unun 6zel anasiiflar1 oldugu gériilmektedir.

Veri Toplama Aract

Arastirmada veri toplama araci olarak arastirmacilar tarafindan ilgili alan yazin taramasi
sonucu gelistirilen “Okul Oncesi Egitim Ortamlar1 Giivenligi Kontrol Listesi” kullanilmistir. Kontrol
listesinin olusturulmasinda ulusal ve uluslararasi ilgili alan yazin incelenmis ve ilgili mevzuat ve
yonetmelikler géz oniinde bulundurularak (Resmi Gazete, 2014; Resmi Gazete, 2015; Resmi Gazete,
2017; MEB, 2015; MEB, 2018); Fiziksel (17 madde), Psikolojik (11 madde), Saglik (8 madde) alt
boyutlarindan olusan 6lgme aract hazirlanmustir. Olgme aracinda yer alan ifadeler kurumlarda
arastirmaci tarafindan gozlemlenen ozelliklerin yer alip almamasi durumuna gore ilgili mevzuattaki
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yapiya benzer olarak 3’lii likert tipi derecelendirme 6lgegi olarak hazirlanmistir. Olgme aracinda yer
alan her bir maddedeki ifadeler kurumda gozlemlenen 6zelliklerin tamamen mevcut, kismen mevcut,
mevcut degil seklinde derecelendirilmesiyle olugturulmustur. Hazirlanan formlar arastirmanin kapsam
gegerliligini sinamak tlizere yedi alan uzmanmin gorislerine sunulmustur. Uzman goriislerinin
ardindan gerekli diizenlemeler yapilarak forma son hali verilmistir.

Okul Oncesi Egitim Ortamlar1 Giivenligi Kontrol Listesi; lgme aracim ilk defa géren 2 okul
Oncesi egitim uzmani hakem ile 6lgme aracinin uygulamalarini yapacak olan arastirmaci tarafindan (3
hakem) toplam 10 kurumda; ayni kurum igin, aynt zaman diliminde, ayr1 olarak kodlanmustir.
Hakemlerin yapmis olduklari bu kodlamalar sonucunda dlgme aracinin i¢ tutarlilik katsayisi .85 olarak
hesaplanmigtir. Belirlenen kurumlarda arastirmaci tarafindan degerlendirmeler yapilmistir.
Degerlendirmeler 6l¢me aracinin yapisi geregi kurumda yapilan bir tam giinliik gézlem ile birlikte bazi
maddelerde yer alan ifadelerin ogretmenler, miidiirler ve diger personelle yapilan goriisiilmesi
sonucunda gercgeklestirilmistir.

Verilerin Analizi

Elde edilen veriler frekans ve ylizde degerleri hesaplanip, tablolastirilarak incelenmistir.
Caligma grubunu olusturan kurumlar arasinda aldiklar1 toplam puanlarin ve ortalama puanlarin
hesaplanmasiyla yapilan degerlendirmeler; gercek bir yokluk ifadesi tagimamakta, yalnizca bu
arastirmanin ¢aligma grubu icin hesaplanan ortalama puanlari ifade etmektedir. Aragtirmanin sonuglari
ilgili mevzuatla karsilastirilarak bulgulara doniistiiriilmiis ve yorumlanmaistir.

Bulgular

Okul oncesi egitim kurumlarinda fiziksel, saglik ve psikolojik alt boyutlarinda giivenlik
diizeyinin incelenmesini amaglayan aragtirmadan elde veriler; frekans ve yilizde degerleri hesaplanarak
analiz edilmis ve bulgular arastirma amaclarina uygun olarak fiziksel, saglik ve psikolojik
boyutlarinda tablolagtirilarak sunulmustur. Buna gdre kurumlarin fiziksel Ozelliklerine gore
incelenmesi sonucunda elde edilen bulgular tablo 2’de sunulmaktadir.
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Tablo 2. Calisma grubunu olusturan okullarin «Fiziksel Ozellik» durumlarma gére dagilimlar

Fiziksel Ozellikler

Tamamen
mevcut

Kismen
mevcut

Mevcut

degil

Toplam

f

%

f

%

f

%

f

%

1. Siniftaki tiim dolap, kapi, pencere, masa, merdiven
cikintilar1  vb. yerlerin  kdse-kenarlarinda  “kenar
koruyucular1” bulunmaktadir.

2. Sinifin elektrik prizlerinde koruma kapagi bulunur.

3. Smifin kapt boslugunda (mentese kismi) parmak
koruyucu bulunmaktadir.

4. Kurumdaki merdivenlerde ¢ocuklarin giivenligini
saglayabilecek nitelikte emniyet korkuluklari bulunur.

5. Kurumda c¢ocuklarin rahatlikla kullanabilecekleri
biiyiiklik ve yikseklikte, sabitlenmis lavabo ve
tuvaletler bulunur.

6. Siniftaki tiim dolaplar, dolap kapaklari, ¢ekmeceler,
mobilyalar, raflar, panolar ve diger esyalar cocuklarin
iizerine diismeyecek sekilde duvara sabitlenmistir.

7.Kurum i¢i mekanlarin (siflarin, koridorlarm,
tuvaletlerin vb.) aydinlatmasi yeterlidir.

8. Okulda 1sinma problemi bulunmamaktadir.

9. Siniflarin  havalandirilmast dogru ve yeterli sekilde
saglanmaktadir.

10. Smiflarin  yer kaplamast c¢ocuklar igin tehlike
olusturmayacak sekilde diizenlenmistir. (Kaymayan,
¢ok sert olmayan, toksik madde igermeyen uygun
malzemelerle.)

11. Okulda ve sinifta 6zel gereksinimi olan ¢ocuklar igin
gerekli diizenlemeler yapilmistir. (Rampa, merdivenler,
asansor, gorme engelliler i¢in yiiriiyiis yolu vb.)

12. Merdiven basamaklarinin boylar1 ¢ocuklarin geligim
ozelliklerine uygun, rahat adim atabilecekleri
sekildedir.

13. Okulun bahgesinde ¢ocuklarin giivenligini tehlikeye
atabilecek; acik cukur, yiiksek rampalar, iizerlerine
diisebilecek agirliklar vb. bulunmamaktadir.

14. Okulun olas1 bir durumda uygulanacak, goriiniir bir
duvara asili, giincel bir afet plani bulunmaktadir.

15. Cocuklar okulun afet planindan haberdardir; afet
tatbikatlar1 yapilir.

16. Okulun ¢ikis kapisinda ve gevresinde gerekli trafik
onlemleri almmustir. (Trafik 1siklari, okul gegidi
tabelasi, yaya ge¢idi vb.)

17. Okulun c¢evresinde c¢ocuklarin giivenligini tehdit
edecek yapilanmalar bulunmamaktadir. (Kontrolsiiz
ingaat, giivenlik oOnlemi alimmamis yol yapim
calismalari, yiiksek sesli miizik ¢alan eglence
mekanlart vb.)

Toplam

6

22

24

25

24
19

16

17

19

13

10

22

13

251

20

26,6
10

73,3

80

16,6

83,3

80
63,3

53,3

16,6

56,6

63,3

43,3

33,3

73,3

43,3

49,2

9

23

11

11

10

13

16

152

30

20
20

20

16

76,6

16,6

20,0
36,6

36,6

26,6

33,3

30,0

6,6

433

20,0

53,3

29,8

15

16
21

17

15

107

50

53,3
70

6,6

33

6,6

10

56,6

10,0

6,6

50,0

23,3

6,6

3,3

20,9

30

30
30

30

30

30

30

30
30

30

30

30

30

30

30

30

30

510

100

100
100

100

100

100

100

100
100

100

100

100

100

100

100

100

100

100

Tablo 2 incelendiginde ¢alisma grubunu olusturan okullarin gerekli fiziksel 6zelliklere sahip

olma durumu %49.2 oraninda tamamen mevcut,

%29.8 oraninda kismen mevcut, %20.9 oraninda

mevcut degil olarak belirlenmistir. Caligma grubunu olusturan okullarin 1sinma ve aydinlatma ile ilgili
biiyliik ¢ogunlukla eksiklerinin olmadigi (f=25, f=24); ancak kurumlarin siklikla eksikliklerinin
bulundugu durumlarin kap1 menteseleri, rampalar gibi 6zel olarak diizenlenmis alanlar ve elektrik
prizleri (=21, =17, f=16) gibi c¢ocuklar1 kazalardan korumaya yonelik durumlarla ilgili oldugu

belirlenmistir.
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Tablo 3. Calisma grubunu olusturan okullarin «Saglik Ozellik» Durumlarina Gore Dagilimlar

Saglik Ozellikleri Tamamen Kismen Mevcut Toplam
mevcut mevcut degil
f % f % f % f %

1. Kurumda acil miidahaleler i¢in ilk yardim egitimi 4 13,3 9 30,0 17 56,7 30 100
almis personel bulunmaktadir.

2. Olas1 kaza ve yaralanma durumlarinda ilk yardim 10 33,3 8 26,7 12 40,0 30 100
miidahalesi yapilabilecek bir revir mevcuttur.

3. Kurum i¢i mekanlarin temizlik ve (siniflar, lavabolar, 23 76,7 7 23,3 0 00,0 30 100
tuvaletler, yemekhane, mutfak)hijyenine  dikkat
edilmektedir.

4. Cocuklar kendilerini hastaliklardan koruma hakkinda 16 53,3 13 43,3 1 3,3 30 100
bilgi sahibidir.

5. Cocuklar el yikama, hapsurdugunda pegete kullanma 16 53,3 14 46,7 0 00,0 30 100
gibi temel hijyen kurallarini bilir, uygular.

6. Yemekhanelerin gida giivenligine uygun olmasi i¢in 16 533 9 300 5 16,7 30 100
gerekli onlemler alinmistir.(Son kullanma tarihi uygun,
kapalt olarak bekletilen, saglik agisindan zararsiz
yiyecek ve i¢ceceklerin kullanilmast)

7. Yemek numuneleri her giin diizenli olarak alinir ve 16 53,3 7 23,3 7 23,3 30 100
saklanir.

8. Ozel gereksinimi olan g¢ocuklar igin sinif ortaminda 8 26,7 12 40,0 10 33,3 30 100
gerekli diizenlemeler yapilmistir.

Toplam 109 454 79 329 52 216 240 100

Tablo 3’te caligma grubunu olugturan okullarin gerekli saglik 6zelliklerine sahip olma durumu
%45.4 oraninda tamamen mevcut, %32.9 oraninda kismen mevcut, %21.6 oraninda mevcut degil
olarak belirlenmistir. Calisma grubunu olusturan okullarin hijyen ve temizlik konusunda ¢ogunlukla
yeterli oldugu (f=16) ancak ozellikle revir (f=12) ve ilkyardim egitimi almis personel bulundurma
(f=17) konularinda 6nemli diizeyde eksikleri oldugu goriilmektedir.

Tablo 4. Caligma grubunu olugturan okullarin «psikolojik 6zellik» durumlarina gére dagilimlar

Psikolojik Ozellikler Tamamen Kismen Mevcut Toplam
mevcut mevcut degll
f % f % f % f %
1. Cocuklar siniflarinda yer alan esyalart kirmaz ve 13 43,4 16 533 1 3,3 30 100
esyalara zarar vermezler.
2. Cocuklar birbirlerine karsi1 argo, koti soz 12 40,0 15 50 3 10,0 30 100
kullanmazlar.
3. Cocuklar birbirleriyle alay etmez ve birbirlerine ad 10 33,3 18 60 2 67 30 100
takmazlar.
4. Cocuklar, igbirlikli ¢aligmalara katilirlar. 11 36,7 18 60 1 33 30 100
5. Egitim &gretim ortaminda ¢ocuklarin benlik algisim1 21 70 9 30 0 O 30 100
ve giivenini zedeleyecek semboller/resimler
bulunmamaktadir.
6. Okul ortaminda ¢ocugun kisiligine yonelik olumsuz 30 100 0 0 0 O 30 100
elestirilere izin verilmemektedir.
7. Cocuklar duygularmi olumlu ifadelerle anlatmaya 17 56,7 12 40 1 33 30 100
caba gosterirler.
8. Cocuklar problem durumuyla karsilagtiklarinda bunu 14 46,7 15 50 1 33 30 100
siddetle degil; konusarak ¢ozmeyi denerler.
9. Cocuklar birbirlerinin haklarina ve fikirlerine saygi 10 33,3 19 63,3 1 3,3 30 100
duyar.
10. Ogretmen cocuklarm fikirlerine saygi duyar. 14 46,7 16 533 0 O 30 100
11. Cocuklar smifta ve okulda bulunan 6zel gereksinimli 22 73,3 8 26,7 0 0 30 100

arkadaslar1 hakkinda bilgi sahibidir ve bu cocuklara
kars1 olumlu tutumlar sergilerler.
Toplam 174 52,7 146 442 10 3,0 330 100
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Tablo 4’te ¢alisma grubunu olusturan okullarin gerekli psikolojik ozelliklere sahip olma
durumu %52.7 oraninda tamamen mevcut, %44.2 oraninda kismen mevcut, %3 oraninda mevcut
degil olarak belirlenmistir. Calisma grubunu olusturan okullarda en yiiksek oranda saglanan psikolojik
giivenlik durumu; Okul ortaminda ¢ocugun kisiligine yonelik olumsuz elestirilere izin verilmemesidir
(f=30). Higbir okulda ¢ocuklarin kisiligine yonelik olumsuz elestirilerin yapilmadigi belirtilmistir.
Yine okullarda en yiiksek oranda saglanan kosullarm; cocugun benlik algis1 ve giivenini zedeleyecek
gorseller bulunmamasi (f=21) ve cocuklarin 6zel gereksinimli arkadaslar1 hakkinda bilgi sahibi olma
ve onlara karst olumlu tutum sergilemeye yonelik diizenlemelerin biiyiik gogunlukla yapilmasi (f=22)
oldugu belirlenmistir. Buna karsin ¢ocuklarin birbirlerine karsi kotii s6z kullanimi, alay etmeleri
durumlarinda (=3, f=2) eksiklikler oldugu goriilmektedir.

Tartisma, Sonuc ve Oneriler

Okul oncesi egitim kurumlarmin fiziksel, psikolojik ve saglik 0Ozellikleri bakimindan
giivenliklerinin incelenmesini amaglayan bu arastirmanin sonucunda c¢alisma grubunu olusturan
okullarin orta diizeyde giivenli okul 6zelliklerine sahip olduklar1 sdylenebilir.  Arastirmamizin
sonucuna gore, caligma grubunu olusturan egitim ortamlarmin gerekli fiziksel ozelliklere %49
oraninda sahip oldugu gorilmiistiir. Calisma grubunu olusturan okullarin 6zellikle kazalari
engellemeye yonelik (prizlerin kapakli olmasi, kapilarin menteselerinde koruma olmasi gibi)
diizenlemeler, 6zel gereksinimli ¢ocuklara yonelik fiziksel diizenlemeler ve afet durumlarina yonelik
on hazirlik konusundan eksiklerinin oldugu belirlenmistir. Alan yazin incelendiginde okullarin
fiziksel acidan giivenli ve yeterli olmasinin egitim-6gretimin kalitesini dogrudan etkiledigine yonelik
sonuglar oldugu goriilmektedir (Hannah, 2013; Fullerton ve Guardino, 2010; Celik ve Kok, 2007;
Uludag ve Odaci, 2002). Alan yazin ve bu arastirmanin sonuglarn birlikte ele alindiginda okullarin
fiziksel ozelliklerinin mevcut standartlara gore (MEB, 2015) yeniden degerlendirilmesi ve mevcut
durumlar1 s6z konusu sartlar1 saglamayan kurumlarin agilmasina ya da hizmet vermeye devam
etmesine izin verilmemesi gerektigi soylenebilir.

Aragtirmamizin bulgularina gore, okullarin saglik 6zelliklere %45 oraninda sahip oldugu
gorilmiistiir. Calisma grubunu olusturan okullarda 6zellikle acil durumlarda miidahale edebilecek
ilkyardim konusunda uzman bir personel ve revir olmamasi ile 6zel gereksinimli ¢ocuklara yonelik
gerekli diizenlemelerin tam olarak saglanamamis olmasi genel itibariyle sik rastlanan durumlar olarak
karsimiza ¢ikmaktadir. Ozel kres ve giindiiz bakim evleri ile cocuk kuliiplerinin kurulus ve isleyisleri
hakkindaki yonetmelige gore kurumlar gerekli gordiikleri durumlarda hemsire, doktor ya da diyetisyen
gorevlendirebilirler (Resmi Gazete, 2015). Alan yazin incelendiginde de g¢ocuk sagligi agisindan
kurumda okul hemsiresinin bulunmasinin acil durumlarda yapilacak dogru ve etkili miidahaleler
sayesinde bir¢ok kaybin 6niine gegilmesi ayrica ¢ocuklarin ve okul personelinin saglik konusundaki
takiplerinin yapilmasi, ¢ocuklarin varsa saglik problemlerinin erken tanilanmasi agisindan faydali
oldugu yapilan aragtirmalarla da ifade edilmektedir (Council of School Health, 2008; Baysal, Yildirim
ve Bulut, 2005; Morrongiello ve Kiriakou, 2004).

Aragtirmadan elde edilen bir diger sonuca gore, calisma grubunu olusturan okullarin sahip
olunmasi beklenen psikolojik giivenlik 6zelliklerine %53 oraninda sahip oldugu goriilmiistiir. Caligma
grubunu olusturan okullarda daha az mevcut olan giivenlik 6zellikleri arasinda ¢ocuklarin argo ifadeler
kullanmasi, duygu ve diisiincelerini siddet kullanarak ifade etmesi ile ilgili maddelerin oldugu
belirlenmigtir. Alan yazin incelendiginde (Johnson, 2009; Meyer-Adams ve Conner, 2008; Orpinas ve
Horne, 2006; Peterson ve Skiba, 2001; Strem v.d., 2013) okulun psikolojik 6zelliklerinin ¢ocuklarin
siddete ve argoya meyilli olmalarinda etkili olan tek faktdr olmadig1 ancak yine de etkili oldugu ifade
edilmistir. Okullardaki siddet olaylarinin sayisi ile okul personeli ve 6grenciler arasindaki iliskilerdeki
yetersizlik, 6grenci mevcudunun fazlaligi, kat1 kurallar, siki disiplin, program seceneklerinin simirl
olmasi, adaletsiz uygulamalar ve 6grenci 6zgiirliigliniin sinirlandirilmasit ve okullardaki siddet olaylari
arasinda yiiksek diizeyde bir iligki oldugu belirlenmistir (Miller, 1994; Akt: Yavuzer, 2011). Bununla
birlikte okulun sahip oldugu psikolojik 6zelliklerin 6grencilerin akademik basarilari tizerinde de etkili
oldugunu belirten arastirmalar mevcuttur (Johnson, 2009; Meyer-Adams ve Conner, 2008; Orpinas ve
Horne, 2006; Peterson ve Skiba, 2001; Strem v.d., 2013). Buna gore okullarin psikolojik gilivenlikleri
bakimindan argo ifadeler kullanma, zorbalik ve siddetin erken ¢ocukluk egitiminden itibaren ortak
sorunlar oldugu goriilmektedir. Cocuklarin kisilik gelisimleri, benlik algis1 ve sosyal gelisimlerini
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etkileyebilecegi diisiiniilen psikolojik giivensizlikle iliskili unsurlarin ayni zamanda okul basarilarini
da etkileyebilecek unsurlar oldugunu ifade eden g¢aligmalarin bulunmasi; esasen 6grenme icin 6n
gerekliliklerden biri olan “iyi olus™ hali {izerinde etkili olabilecegi diistiniilmektedir.

Sonug olarak, bu aragtirmada ele alinan kurumlarin, ¢ocuklara fiziksel, psikolojik ve saglik
acisindan giivenli ve yeterli ortamlar sunmada istenilen, beklenilen kosullar1 yaklasik olarak yar
yartya karsiladigi sdylenebilir. Buna gore s6z konusu okul dncesi egitim kurumlarinin «giivenli egitim
ortami» sunma diizeylerinin tiim alt boyutlar bakimindan istenilen diizeyde olmadig1 belirlenmistir.
Hangi yasta olursa olsun ¢ocuklara giivenli ¢cevre saglanmasi, onlarin gelisimi ve 6grenmesi lizerinde
etkilidir (Clapper, 2010; Gayle, Cortez ve Preiss, 2013; Goksoy, Emen ve Aksoy, 2013; Olley, Cohn
ve Cowan, 2010; Ozdinger-Arslan ve Savaser, 2009; Shakeel ve DeAngelis, 2018; Stanley, Juhnke, ve
Purkey, 2004). Dolayisiyla okul oncesi egitim ortaminin giivenligi ve kosullariin Milli Egitim
Bakanlig1 tarafindan belirlenen standartlara uygunlugu bakimindan degerlendirilmesi, desteklenmesi
ve ihtiyac oldugu belirlenen iyilestirmelerin yapilmasi ¢ocuklarin gelisim ve &grenmelerinin
desteklenmesi bakimindan gereklidir. Bu dogrultuda o6zellikle psikolojik giivenlik kapsaminda
cocuklar arasinda daha sik goriildiigi belirlenen argo ifade kullanimmin azaltilmasi, zorbaligin
onlenmesi gibi 6zel konu basliklarmda 6gretmenlere bilgilendirme egitimleri diizenlenmesinin olumlu
katkilar saglayabilecegi diisiiniilmektedir.

Milli Egitim Bakanligi, giivenli egitim ortamlar1 olusturabilmek i¢in saglik, sosyal hizmet,
emniyet, iniversite, sendika ve sivil toplum kurum ve kuruluslan ile is birligi yapabilir. Merkezde
politika belirleyici ve karar vericilerin, giivenli egitim ortamlar1 olusturma ile ilgili aldiklar1 kararlarin,
okullarda islevsellestirilememesi ile ilgili nedenler ve uygulamadaki sorunlar arastirilmalidir. Ydnetici
ve Ogretmenlere, giivenli okul yaklasim ve tedbirleri konusunda periyodik araliklarla siirekli egitim
destegi saglanabilir. Glivenligi arttirilmis egitim ortamlarini olusturabilmek ve giivenli egitim ortamim
saglayacak yoOnetim siireclerini isletebilmek icin bir “Glivenli Okul Modeli’’ gelistirip, uygulamaya
konulabilir. Okul 6ncesi egitim kurumlarinin giivenligi ile ilgili nitel ve nicel arastirmalar ¢okca
yapilarak arastirma sonuglari islevsel hale getirilebilir. Okul 6ncesi egitim kurumlarmda ¢agin
degisen kosullarina gore giincellestirilen diizenlemelere gidilerek okul 6ncesi donem igin planlanan
yapilagsmalarda fiziksel, psikolojik ve saglik alanlarinda kosullarin iyilestirilmesi i¢in kisi, kurum ve
kuruluslar ile isgbirligi yapilabilir. Bu konuda mevcut durumun tiim paydaslarinin (gocuklar,
Ogretmenler, yoneticiler, aileler, diger kurum caliganlar1 ile mimarlar, psikologlar, saglik personeli)
fikirleri alinarak kosullarin iyilestirilmesi iizere ¢aligilmalidir.
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Giris

Bireylerin bagskalariyla iletisim kurabilmesi, duygu ve diisiincelerini ifade edebilmesi,
ihtiyaglarini karsilayabilmesi ana dili vasitasiyla gerceklesir. Bireyler okul ¢cagma gelinceye dek ana
dilini sistemsiz bir sekilde edinir. Okul ¢agindan sonra ise sistemli, planli, programli ana dili etkinlikleri
baslar. Okullarda ana dili egitiminin temel amaci, 6grencilerde anlama giiciiniin gelistirilmesi, anlatma
becerisinin kazandirilmasi, dinleme ve okuma aligkanliginin olusturulmasi, temel dil bilgisi kurallarmin
Ogretilmesi, dil bilinci ve dil sevgisinin kazandirilmasidir (Kavcar, Oguzkan ve Sever, 2003). Tiirkce
Ogretimi de anlama ve anlatma becerileri iizerine kurulu sistemli bir program ile yapilmaktadir. Okuma
ve dinleme, anlama; konusma ve yazma ise anlatma becerilerini olusturur. Ogrencilerin bu becerileri
kazanmalar1 i¢in gerekli Ogretim programlari hazirlanmakta ve uygulanmaktadir. Programda
kazandirilmasi hedeflenen bilgi ve becerilerin ne oranda edinildigini tespit etmek i¢in de Slgme ve
degerlendirme uygulamalari yapilmaktadir.

2019 Tiirkge Dersi Ogretim Programu dlgme ve degerlendirme etkinliklerinin siirekli ve siirece
yonelik olmasi gerektigine vurgu yapmaktadir. Ogretim oncesinde yapilacak bir degerlendirme,
Ogrencinin siire¢ bagindaki durumu ile ilgili bilgi edinilmesini ve bu dogrultuda 6grenme hedeflerinin
belirlenmesini; 0gretim sirasinda yapilan degerlendirme Ogrenci ve Ogretmene doniit saglamasini;
Ogretim sonunda yapilan degerlendirme ise hedeflere ne oranda ulasildig1 ve hangi alanlarda degisiklik
yapilmas1 gerektigi hususunda karar vermeyi saglayacaktir (Milli Egitim Bakanligi [MEB], 2019).

Bir beceri dersi olan Tirkc¢e Ogretiminde her bir becerinin ayri ayri ele alinmasi ve
degerlendirilmesi gerekmektedir. Bu da geleneksel 6lgme ve degerlendirme yaklasimlarindan
uzaklasilip ¢agdas, alternatif, tanilayict 6lgme araclarinin benimsenmesini gerektirmektedir. Sonug
odakli degerlendirmede 6grenci basarisinin degerlendirilmesi, genellikle 6gretim siirecinden ayri ve
daha ¢ok iirline agirlik verecek bir sekilde ele alinmakta; bu amagla daha ¢ok ¢oktan se¢meli ve kisa
cevapl testlerle, yazili ve sozlii yoklamalara 6nem verilmektedir (MEB, 2018). Bu nedenle, sonug
odakl1 6lgme yaklasimlarinda yer alan ve sadece tirlinii 6l¢en degerlendirmenin disinda siireci 6l¢en yeni
yaklagimlar gelistirilmistir.

Egitim siireci kapsaminda 6l¢gme sonuglarinin kullanim amaglarma gore degerlendirme islemleri
iic baslikta ele alinmaktadir. Bunlar 6grenciyi tanimaya yonelik olan tanilayici degerlendirme; egitimin
aksayan yonlerini ortaya ¢ikarmak, 6grenme eksikliklerini saptamak gibi amaclarla siire¢ devam
ederken yapilan bi¢imlendirici degerlendirme ve siirecin sonunda Ogrenci hakkinda karar almada
kullanilan sonuca yonelik degerlendirmedir (Kilmen, 2017).

Kutlu, Dogan ve Karakaya (2014) problem ¢6zme, elestirel diisiinme, degerlendirme, yordama,
tiimevarim, timdengelim, yaratict diisiinme gibi st diizey zihinsel becerilerin dlgiilmesi igin yeni
degerlendirme yontemleri baglig1 altinda performansa dayali durum belirleme, 6grenci gelisim dosyasi
(portfolyo) ve durum belirleme galismalarini 6nermektedir. Alict (2011) dgrencilerin aktif 6grenme
yoluyla siire¢ igerisinde gergeklestirdikleri ¢aligmalarin, etkinliklerin ve siire¢ sonunda ortaya
koyduklar1 iiriinlerin degerlendirilmesini performans degerlendirme olarak adlandirmaktadir. Ayrica
performans degerlendirmenin yabanci ya da yerli ¢esitli kaynaklarda alternatif degerlendirme,
tamamlayici degerlendirme, otantik degerlendirme gibi farkli isimlerle adlandirildigini; coktan se¢meli
testler, kisa cevapli testler, uzun cevapli sinavlar gibi 6l¢me araclarinin ise geleneksel 6lgme yontemleri
olarak siniflandirildigini belirtmektedir.

Genellikle tek bir dogru cevabin bulundugu yazili yoklamalar, kisa cevapli sorular, dogru yanlis
sorulari, ¢oktan se¢meli testler ve eslestirme sorularini geleneksel 6lgme degerlendirme teknikleri
basligi altinda simiflandirilirken &grencilerin siire¢ igerisindeki performanslarini Slgmeye yonelik
puanlama anahtarlari, tanilayict dallanmis agag¢, yapilandirilmis grid, kelime iliskilendirme testi,
portfolyo gibi araglari tamamlayici 6lgme ve degerlendirme teknikleri olarak siniflandiriimaktadir
(Bahar, Nartgiin, Durmus ve Bigak, 2015).

2006 yilinda hazirlanan Tiirkce Ogretim Programi’nda dlgme ve degerlendirme araglarina genis
yer verilmistir. 2017 yilinda hazirlanan programda da 6lgme ve degerlendirme faaliyetlerinin tanima,
izleme ve sonug¢ odakli olmak iizere ii¢ sekilde yapilacagi belirtilmistir. Programda yer alan dlgme
araglari; kisa cevapli maddeler, coktan segmeli maddeler, eslestirme maddeleri, dogru-yanlis maddeleri,
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acik uclu sorular, tutum o6lgekleri, 6grenci {iriin dosyasi, performans 6devi, proje ddevi seklindedir.
Degerlendirme araglar ise goriisme, 6z degerlendirme formu, dinleme/izleme becerisi gozlem formu,
konugma becerisini degerlendirme formu, okuma becerisi gozlem formu, yazili anlatim degerlendirme
formu, okuma becerisi kontrol listesi, 6grenci iiriin dosyasina iligkin 6z degerlendirme formu,
performans ve proje degerlendirme formu seklindedir (MEB, 2017). Egitim siireci lizerine odaklanmig
ve Ogrencilerin gelisimini izleyerek degerlendirmeyi 6grenmenin bir pargasi olarak goren bu 6lgme ve
degerlendirme araglar1 sonug odakli degerlendirme araglarindan pek ¢ok yoniiyle ayrilmaktadir.

Goger (2014) siire¢ degerlendirmenin ogrencilerin  bilissel, duyussal ve psiko-motor
becerilerinin gelismesinde ve bu beceri alanlariin birbirini tamamlayarak biitiinliik icinde kullanabilme
yeterliliginin belirlenmesinde etkili oldugunu ve dil gretiminde dgrencilerin dil ve zihin becerilerinin
gelisimi degerlendirildiginden sadece iirlin odakli degerlendirme yetersiz kaldigin1 ifade etmektedir.

Geleneksel 6l¢me ve degerlendirme etkinlikleri 6grencilerin sinav esnasinda verdikleri cevaplar
g6z Oniine alinarak yapilan, iist diizey becerilerin lglilmesinde yetersiz kalan ve ¢ogunlukla ezbere
dayali bir anlayisin {iriinii olan etkinliklerdir. Bu tarz bir 6l¢me degerlendirme yaklasimi 6gretmenin
aktif Ogrencinin pasif konumda olmasi nedeniyle {ist diizey biligsel becerilerin o6l¢iiliip
degerlendirilmesinde kismen yetersiz kalmaktadir. Ayrica geleneksel 6l¢gme degerlendirme araglartyla
sistem igerisindeki Ogrencilerin sahip olduklar1 yetenekler ile gelisme potansiyelleri birlikte
degerlendirilememekte ve taninamamaktadir (Sefer, 2006; Baki ve Birgin, 2004).

Bu dogrultuda bu caligmanin ¢ikis noktasint hem yapilandirmaci egitim felsefesi 1s1ginda
hazirlanmig 6gretim programlarinda 6lgme ve degerlendirme yaklagimlaria genel bir bakis hem de
programin uygulayicist durumunda olan Tiirkge Ogretmenlerinin Ogrencilerin siire¢ igerisindeki
performanslarini 6l¢meye yarayan performansa dayali (tamamlayici) 6lgme ve degerlendirme araglarini
kullanma diizeylerine iliskin bilgi edinmek olusturmustur. Ogretmenlerin bulundugu noktay1
belirlemenin daha sonra yapilacak etkinlikleri planlamak, egitim ve dgretim adina dnlemler alabilmek
icin alandaki 6nemli boslugu dolduracag: diisiiniilmektedir. Bu amaglar dogrultusunda caligmada
asagidaki sorulara yanit aranmigtir:

e Tiirkge Dersi Ogretim Programlarindaki 6lgme ve degerlendirme yaklagimlari nelerdir?
o Tiirkge 6gretmenleri programda belirtilen geleneksel ve 6grencilerin siire¢ icerisindeki
performansini 6lgmeye yarayan tamamlayici araclar hangi siklikla kullanmaktadir?

Yontem

Calisma nicel arastirma yontemlerinden tarama kullanilarak yapilmig ayrica Tiirkge
Ogretmenlerinin  6lgme-degerlendirme araglarimi kullanma ve farkindalik diizeylerini belirlemek
amaciyla anket yoluyla goriisleri alinmistir. “Bir grubun belirli 6zelliklerini belirlemek i¢in verilerin
toplanmasini amaglayan ¢aligmalara tarama (survey) arastirmasi denir.” (Biiytikoztiirk, Kilig Cakmak,
Akgiin, Karadeniz ve Demirel, 2016: 15). Bu caligmada Ogretmen goriisleri alinarak Tiirkce
ogretmenlerinin 6lgme-degerlendirme araglarini kullanma diizeylerini tespit etmek amaciyla tarama
modeli kullanilmistir.

Evren ve Orneklem

Arastirmanin ulagilabilir evrenini Malatya ilindeki Tiirk¢e 6gretmenleri olusturmaktadir. Basit
seckisiz ornekleme ile belirlenen drneklemi ise Malatya ilinin Yesilyurt ilgesine bagli ortaokullarda
gdrev yapan arastirmacinin ulagabildigi ve ¢aligmaya goniillii olarak katilan Tiirkge 6gretmenleri
olusturmaktadir. Aragtirmaya toplamda 120 6gretmen katilmistir. Katilimcilarin 53°1 erkek, 67’si
kadindir. Orneklemin 80’1 Egitim Fakiiltesi Tiirkge Ogretmenligi mezunudur. Geri kalan 6gretmenler
ise Fen Edebiyat Fakiiltesi veya Egitim Fakiiltesinin farkli bir brangindan mezundur. 104 6gretmen
lisans egitimi, 13’1 lisansiistii egitim almistir. Calismaya katilan 3 6gretmen ise egitim diizeyi hakkinda
bilgi vermemistir.

Veri Toplama Aract

Caligmada Tiirk¢e O0gretmenlerinin 6lgme-degerlendirme araglarii kullanim diizeyini tespit
etmek amaciyla 2017, 2018 ve 2019 Tiirkce Dersi Ogretim Programlarinda yer alan geleneksel ve
performansa dayali (tamamlayic1) 6lgme araglarinin maddeler halinde yazildigi ve bunlarin kullanim
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sikligini belirten ifadelerin yer aldig1 bir anket formu hazirlanmistir. S6z konusu formun programlarda
yer alan 6lgme ve degerlendirme araglarini igerme durumu 6lgme ve degerlendirme alani ile Tirkce
egitimi alaninda iki alan uzmanina e-posta ile sorularak onlarin goriisleri dikkate alinmis ve forma son
sekli verilmistir.

Verilerin Analizi

Tiirkce Ogretmenlerinin Ogrencilerin siire¢ igerisindeki performansini belirlemeye yonelik
tamamlayic1 6lgme-degerlendirme araglart ile geleneksel 6lgme-degerlendirme araglarini kullanim
sikligini tespit etmek amaciyla hazirlanan form 6rnekleme uygulanmis ve elde edilen bulgular frekans
ve yiizde gibi basit istatistik yontemleriyle raporlagtirilmistir.

Bulgular

MEB 2019 Tiirk¢e Dersi Ogretim Programi, MEB 2018 Tiirkce Dersi Ogretim programimi ve
MEB 2017 Tiirk¢e Dersi Ogretim Programi’nin “Ol¢me ve Degerlendirme” basliklarinin incelenmesi
sonucunda programda yapilacak 6l¢me-degerlendirme uygulamalarinin tanima, izleme/bigimlendirme,
sonug (iiriin)odakli uygulamalar seklinde belirtildigi tespit edilmistir. Ol¢gme- degerlendirme araglar1 ise
geleneksel araglardan ¢ok Ogrenci performansini belirlemeye yonelik tamamlayici araglardir. Tutum
Olcegi, dgrenci iirlin dosyasi, otantik gorev, proje, goriisme, 6z degerlendirme, akran degerlendirme,
hazir bulunusluk testi, gézlem, dereceli puanlama anahtari, yapilandirilmis grid, tanilayici dallanmis
agac, kelime iligkilendirme testi, grup degerlendirme, kontrol listesi, kavram haritas1 gibi araglarin
tavsiye edildigi tespit edilmistir.

Tablo 1. Tiirkge 6gretmenlerinin 6lgme-degerlendirme araglarini kullanim diizeyleri
Olgme araglar

g

. 5 Z £ £ £ g

s S % = 2 2 c C

s N o o o < ©

2o, oE S & 2 v B £ = c

=3 = = 8 S S 5 8 8§ kS
Kisa Cevaph F 3 9 38 42 25 118
Maddeleri % 2,5 75 31,6 35 20,8 100
Coktan Se¢meli F 1 3 17 59 39 119
Maddeleri % 0,83 2,5 14,1 49,1 32,5 100
Eslestirme F 1 6 35 50 25 117
Maddelerini % 0,83 5 29,2 41,6 20,8 100
Dogru-Yanlis F 2 5 34 57 20 118
Maddelerini % 1,6 4,1 28,3 47,5 16,6 100
Acik Uglu F 0 11 23 49 36 119
Sorular1 % 0 8,3 19,1 40,8 30 100
Tutum F 19 38 37 20 5 119
Olgeklerini % 15,8 31,6 30,8 16,6 4,1 100
Ogrenci Uriin F 18 26 44 23 8 119
Dosyasini % 15 21,6 36,6 19,1 6,6 100
Otantik F 27 35 40 10 2 114
Gorevleri % 22,5 29,1 33,3 8,3 1,6 100
Proje Odevi F 11 8 36 30 33 118

% 9,1 6,6 30 25 27,7 100
Goriisme F 22 34 40 15 8 119
Formlarini % 18,3 28,3 33,3 12,5 6,6 100
Oz F 14 30 47 16 12 119
Degerlendirme % 11,6 25 39,1 13,3 10 100
Formunu
Akran F 22 38 40 13 6 119
Degerlendirme % 18,3 31,6 33,3 10,8 5 100
Formunu
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Hazir F 11 20 43 30 14 118
Bulunusluk % 91 16,6 35,8 25 11,6 100
Testlerini
Gozlem F 21 19 51 19 8 118
Formlarim % 17,5 15,8 42,5 15,8 6,6 100
Dereceli F 15 18 33 30 21 117
Puanlama % 12,5 15 27,5 25 17,5 100
Anahtarmi
Yapilandirilmis F 33 37 26 13 4 113
Gridi % 27,5 30,8 21,6 10,8 3,3 100
Tanilayici F 33 32 35 9 6 115
Dallanmig Agaci % 27,5 26,6 29,1 75 5 100
Kelime F 17 17 37 37 9 117
[liskilendirme % 14,1 14,1 30,8 30,8 7,5 100
Testini
Grup F 28 21 38 22 8 117
Degerlendirme % 23,3 17,5 31,6 18,3 6,6 100
Formunu
Kontrol Listesini F 19 21 32 29 17 118
% 15,8 17, 26,6 24,1 14,1 100
Kavram F 15 14 33 33 24 119
Haritalarini % 12,2 11,6 27,5 27,5 20 100

Tablo 1 incelendiginde Tirkg¢e O6gretmenlerinin en ¢ok kullandiklarimi belirttikleri 6lgme-
degerlendirme araglar1 goktan segcmeli maddelerdir. Arastirmaya katilan 6gretmenlerin %49,1°1 siklikla;
%32,5’1 her zaman Olgme araci olarak coktan se¢cmeli maddelerden yararlandigini belirtmistir. 3
Ogretmen coktan seg¢meli maddeleri nadiren kullandigini belirtirken yalmizca 1 6gretmen hig
kullanmadigim ifade etmistir.

Arastirmaya katilan 6gretmenlerin %30’u ac¢ik uglu sorular1 her zaman kullandigini belirtmistir.
Ogretmenlerin %781 a1k uglu soru tiplerini siklikla ve her zaman kullanmaktadir. A¢ik uglu soru tipini
kullanmayan dgretmen ise yoktur.

Tablo 1 incelendiginde Ogretmenlerin dogru-yanlis maddelerinden vazgecmedigi
goriilmektedir. Buna gore Tiirk¢e 6gretmenlerinin %47,7’si siklikla, %16,6’s1 her zaman dogru-yanlis
maddelerini kullanmaktadir. 2 6gretmen ise bu maddeleri hi¢ kullanmadigin belirtmistir.

Arastirma sorularin1 cevaplayan 6gretmenlerin kisa cevapli maddeleri kullanma diizeyi ise
%351 sik sik, %20,8’1 ise her zaman kullanmaktadir. Yine geleneksel 6l¢me araglarindan biri olan
eslestirme maddelerini 6gretmenlerin %41,6’s1 siklikla, %20,8’1 ise her zaman kullandigin1 ifade
etmistir.

Tamamlayict 6lgme-degerlendirme araclarindan olan tutum oOlgeklerini arastirmaya katilan
Tiirk¢e 6gretmenlerinin %31,6’s1 nadiren, %30,8’1 ise bazen kullandiklarini belirtmislerdir. %4,1’°lik bir
kisim ise tutum Slgegini hi¢ kullanmadigini sdylemektedir.

Ogrencilerin egitim siirecindeki performanslarimi sistemli bir sekilde takip etmeye yarayan
Ogrenci iirlin dosyalarini ise 6gretmenlerin %36,6 ile bazen kullandiklar1 goriilmektedir. Siklikla ve her
zaman kullanma se¢eneginin toplami ise %25,7’dir.

Tablo 1 incelendiginde 6gretmenlerin proje ¢alismalarini %42,5 bir oranla siklikla ve her zaman
kullandig1 anlagilmaktadir. Ogretmenlerin %30°u da proje calismasini bazen kullandigini belirtmistir.

Aragtirmaya katilan 6gretmenler goriisme, 6z degerlendirme, akran ve grup degerlendirmesi,
otantik gdrevler ve gozlem tiirii alternatif 6lgme-degerlendirme araglarimi siklikla kullanmay: tercih
etmemektedir. Ogretmenlerin %33,3’ii goriisme teknigini bazen kullandigini sdylerken %28,3 i nadiren
kullandigin1 belirtmistir. Bu toplamda arastirmaya katilan 6gretmenlerin %61,6’sin1 olusturmaktadir.
Oz degerlendirme formlarmi bazen (%39,1) ile nadiren (%25) kullananlarin toplami %64,1°dir.
Ogretmenlerin %33,3’ii akran degerlendirmesini bazen, %31,6’s1 ise nadiren kullanmaktadir. Grup
degerlendirmesini 6gretmenlerin %31,6’s1 bazen kullanirken %23,3’1 hi¢ kullanmadigini ifade etmistir.
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Arastirmaya katilan Tiirkce 6gretmenlerinin %42,5 ile gdzlem formlarini; %33.3 ile otantik gdrevleri
bazen kullandiklarmi ifade etmislerdir. Otantik goérevleri hi¢ kullanmayan veya nadiren kullanan
ogretmenlerin toplam yiizdesi ise %51,6°d1r.

Tablo 1 incelendiginde 6grencilerin siire¢ performansini 6lgmeye yonelik tamamlayici dlgme
degerlendirme araclarindan dereceli puanlama anahtari, yapilandirilmis grid ve tanilayict dallanmis
agacin da 6gretmenler tarafindan siklikla kullanilmadig: sonucu ¢ikmaktadir. Ogretmenlerin %27,5’i
dereceli puanlama anahtarin1 bazen kullanmaktadir. Yapilandirilmis gridi nadiren kullanan
ogretmenlerin (%30,8) ve hi¢ kullanmayan ogretmenlerin (%27,5) toplam yiizdesi bu aracin
Ogretmenlerin yarisindan fazlasi tarafindan hig tercih edilmedigi veya nadiren tercih edildigi sonucunu
vermektedir. Arastirmada yer alan 6gretmenlerin %29,1°1 tanilayici dallanmis agaci bazen kullandigini
soylerken %27,5°1 hi¢ kullanmadigin1 belirtmistir.

Calismaya katilan Tiirkce 6gretmenlerinin hazir bulunugluk testi, kelime iligkilendirme testi,
kontrol listesi ve kavram haritasin1 diger tamamlayic1 araglara gore daha fazla kullandigi tespit
edilmistir. Ogretmenlerin hazir bulunusluk testini %351 bazen kullanirken, %25°1 siklikla kullandigini
belirtmistir. Kelime iligkilendirme testini bazen (%30,8) ve siklikla (%30,8) kullananlarin toplam orant
%061,6’dir. Kontrol listesini bazen kullananlarin orami %26,6 ve siklikla kullananlarin oran1 %24,4’tiir.
Kavram haritalarim1 bazen kullananlarin oran1 %27,5 ve siklikla kullananlarin orani ise %27,5 ile
toplamda kullananlarin orant %55’tir.

Genel olarak Tablo 1’e bakildiginda arastirmaya katilan Tiirkge 6gretmenlerinin ¢ogunlukla
geleneksel 6l¢me ve degerlendirme araglarini kullandiklar goriilmektedir.

Tartisma, Sonuc ve Oneriler

Tiirkce Ogretmenlerinin yapilandirmaci yaklagima gore diizenlenmis 2019 Tiirkge Dersi
Ogretim Programi’nda onerilen 6lgme-degerlendirme araglarini kullanma diizeylerini belirlemek
amactyla yapilan bu aragtirmada arastirmaya katilan Tiirk¢e dgretmenleri geleneksel 6lgme araglarini
(coktan segmeli madde, eslestirme testi, kisa cevapli madde, dogru yanlis tipi madde) performansa
dayali (tamamlayici) 6l¢me-degerlendirme araglarina gore daha ¢ok kullandiklarini ifade etmislerdir.
Tiirk¢e 6gretmenlerinin geleneksel 6lgme-degerlendirme araglarindan en ¢ok ¢oktan se¢gmeli maddeleri
kullandiklar1 ortaya ¢ikmistir. Ogretmenlerin yarisindan fazlasi Tiirkge dersi gibi bir beceri dersinde
Ogrenci basarisini belirlemek iizere goktan segmeli madde tipini kullanmaktadir. Oysaki Tiirk¢e dersinde
dinleme, konugma, okuma ve yazma olmak iizere dort 6grenme alaninin beraber gelisimiyle ancak
istenilen beceriye ulasilabilir. Coktan seg¢meli testler sadece okuma becerisini degerlendirmede
kullanilabilir. Diger 6grenme alanlarini 6l¢gme ve degerlendirme i¢in 6grenme siirecini de dikkate alan
0l¢me-degerlendirme araglarinin kullanilmasi gerekmektedir.

Tamamlayict 6lgme-degerlendirme araglari kategorisine alinabilecek, iist diizey bilgi ve
becerilerin dl¢iilmesinde kullanilabilecek acik uclu sorularin 6gretmenler tarafindan siklikla kullanildig:
goriilmektedir. Bunun disinda araglardan kavram haritalarinin, proje caligmalarinin ve kelime
iligkilendirme testlerinin 6grencilerin egitim siireci boyunca gosterdikleri performanslart dlgmeyi ve
degerlendirmeyi amaclayan diger araglara gore daha fazla kullanildig1 goriilmektedir. Bir isi beceriye
doniistiirme ya da o iste basarili olmada kisinin o ise olan tutumu olduk¢a 6nemlidir. Bu dogrultuda
genel olarak Tiirk¢e dersinde ve 6grenme alanlariin her birinde 6grencilerin tutumlarini élgen 6lgme
araclarmin ogretmenlerin yaklasik %601 tarafindan nadiren ya da bazen kullanilmasi performansa
dayali (tamamlayici) 6lgme ve degerlendirme araglarina gereken 6nemin verilmedigini gézler oniine
stirmektedir.

Ogretmenlerin dlgme-degerlendirme araglarini kullanirken yasadiklar1 sorunlar iizerine gesitli
caligmalar yapilmistir. Bu calismalardan hareketle 6gretmenlerin tamamlayici araglar1 geleneksel
araclara oranla daha az kullanmasinin sebepleri Ogretmenlerin yeterli bilgiye sahip olmamasi,
degerlendirme yoOntemlerinin &gretmenler tarafindan karmasik bulunmasi, zaman yetersizligi,
Ogrencilerin negatif tutumu, kalabalik siniflarda uygulamanin zor olmasi, degerlendirmenin uzun zaman
almasi ve test tipi siavlarin olumsuz etkisidir (Anil ve Acar, 2008; Duban ve Kiigiiky1lmaz, 2008;
Demir, 2015; Sidekli ve Altintas, 2018; Giines vd., 2010; Simsek, 2011; GOémleksiz, Yildirim ve
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Yetkiner, 2011; Cetinkaya ve Duran, 2011). Yapilan ¢aligmalarin sonuglar1 da bu ¢alismanin sonucunu
destekler niteliktedir.

Bu arastirmanin sonuglarina gore de Tiirkge 6gretmenleri uygulamasi, degerlendirmesi daha
kolay olan geleneksel Olgme-degerlendirme araglarini performansa dayali tamamlayici Slgme-
degerlendirme araglarina oranla daha sik kullanmaktadir. Geleneksel 6lgme-degerlendirme araglarinin
tamamlayic1 araglardan daha sik kullanilmasi ise kullanomi MEB 2019 Tiirkce Dersi Ogretim
Programi’nin 6lgme ve degerlendirme yaklagimina uygun degildir.

Arastirmanin sonuglar1 dogrultusunda 6gretim programlarinda yer alan 6grenci performansina
yonelik tamamlayic1 O6lgme-degerlendirme araclarimin kullammmini yayginlastirmak amaciyla su
onerilerde bulunulabilir:

Yapilandirict  egitim anlayist  dogrultusunda, Ogretmenlerin  6grencilerin  basarisini
degerlendirirken, geleneksel 6l¢cme araglarindan olan goktan se¢meli testler, dogru-yanlis testleri, kisa
cevapli testler, eslestirme testlerinin yaninda projeler, 6grenci iiriin dosyalari, dereceli puanlama
anahtarlari, 6z ve akran degerlendirme, gdzlem formlari gibi 6l¢gme- degerlendirme araclarini daha etkin
bir sekilde birlikte kullanmasi 6nerilmektedir. Okuma, dinleme, konusma ve yazma 6grenme alanlarinda
beceri degerlendirmesi yapilmalidir.

Ogrencilerin ve velilerin yapilandirmaci yaklagima gore diizenlenmis programda kullanilmasi
Onerilen 6lgme-degerlendirme araclari konusunda bilgilendirilerek, bu araclardan en etkili sekilde
faydalanilmasi gerekmektedir.

Ogretmenlerin dl¢gme-degerlendirme araglarmi kullanim diizeylerini artirmak ve karsilastiklart
sorunlart gidermek i¢in verilecek hizmet i¢i egitim seminerlerinin akademisyenler tarafindan verilmesi
ve uygulamali olmasi1 saglanabilir.

Ogretmenler icin 6lgme-degerlendirme araclari ile ilgili genis agiklamalarin ve cokca drnegin
yer aldig1 kilavuzlar hazirlanabilir.
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Egitim sistemleri teknolojinin gelismesi ve bilgiye ulagsmanin kolaylagmasi gibi
nedenlere bagli olarak gilincellenmeye ve degismeye daha fazla ihtiyag
duymaktadir. Egitim sistemlerinin degigmesi ve giincellenmesine bagli olarak
egitimin kilavuzu olan Ogretim programlari da degismektedir. Ogretim
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grubunu Samsun ilindeki ilkokullarda goérev yapan 21 smf ogretmeni
olusturmaktadir. Arastirma verilerini toplamak amaciyla arastirmacilar
tarafindan hazirlanan goériisme formu kullanilmigtir. Elde edilen veriler igerik
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bakilmadig1 anlasilmaktadir. Program degisikligi yapilma sebeplerinin MEB f{ist
kadrosu gorislerine dayandirildigi, sik program degisiklikleri yapildigi ve
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Giris

Ulkeler gelecekleri igin bireyleri egitme ¢abasi i¢inde olup egitim sistemi i¢inde karsilastiklar:
sorunlara yeni ¢Oziimler aramaktadirlar. Bireylerin aldiklar1 egitimden en iist diizeyde faydalanmasi
i¢in yeni strateji ve yontemler arastirilmaktadir (Butakin ve Ozgen, 2007). Bireyleri daha donanimli
hale getirmek isteyen egitim sistemleri yeni yaklagimlara ihtiyag duymaktadir (Siinkiir, Aribas, Ilhan
ve Siinkiir, 2012). Egitim sistemlerinin ¢iktis1 olma 6zelligi tasiyan bireyler diinyay1 anlayabilme ve
kendilerini gerceklestirme yolunda ilerleyerek degisime ayak uydurmalari i¢in bazi beceri ve tutumlari
kazanmalidir (Karadag, 2012). Egitim hedefleri olusturulurken, sosyal-kiiltiirel yap1 ve iilkenin

ekonomik oncelikleri goz oniine alinarak uzun yillar siirdiiriilebilecek sistemler tizerinde ¢aligilmalidir.
(Yildiz ve Yildiz, 2016).

Egitim sistemleri glinlimiizde bilgi, teknoloji ve bilimin hizli ilerlemesine ve degismesine
bagl olarak giincellenmesi zorunlu olan bir yap1 haline gelmistir. Egitim sistemlerinin giincellenmesi
sistemin kilavuzu gorevini gdren programlar degistirilmeden yapilamaz. ihtiyaca uygun hazirlanmig
Ogretim programlariyla egitimin istenen hedef ve amaglarina wulasmasmin kolaylasacagi
diisiiniilmektedir (Ciray, Kiiciikyllmaz ve Giiven, 2015). Egitim agiklanirken programdan bagimsiz
diisiinlilemez. Program ozellikleri 6gretmenlerin belirli 6gretim konularinda bilgisini arttirmaya
yardimct olur. Buradan yola ¢ikarak yeni karsilasilan durumlarda daha esnek olunabilir (Davis ve
Krajcik, 2005).

Programlar egitim sistemi igin kilavuz gérevi gérmektedir. Ik defa Roma’da yarig arabalarinin
iizerinde yaristig1 oval bigimdeki kosu pistini tanimlayan Latince kavram olan “curriculum” olarak
karsimiza ¢ikan 6gretim programi “izlenen yol” ya da “izlence” anlaminda egitimde kullanilmaya
baglanmigtir (Oliva, 1988, s. 4). Toplumlar bireyleri yetistirirken belirli standartlara sahip
programlarini sorgulamaya baslarlar (Egan, 1978). Program gelistirme duragan bir siire¢ olmadigi igin
bu tiir faaliyetlerin ayn1 kalmasi miimkiin degildir (Kelting-Gibson, 2005). Gerekli kosullar ile
altyapilarin hazirlanmadan uygulamaya konulan 6gretim programinin beklenen basariyr yakalamasi
olanakl goriilmemektedir. Bu durumu daha 6nce uygulamadan kaldirilan programlardan da gorebiliriz
(Aykag, 2007). Egitim kurumlarinin islevlerini ger¢eklestirme durumlari, ancak uyguladiklari egitim
programlarinin tiim boyutlariyla tiim paydaslarinin  katilimiyla degerlendirilmesi  sonucunda
belirlenebilir (Yiksel, 2010). Diinyanin degismesi ve gelismesiyle birlikte iilkelerin ihtiyaci olan
yetismis insan ihtiyac1 her gecen giin degismektedir. Ulkelerin ihtiyaci olan insan niteligini kargilamak
amactyla egitim sistemleri ve egitim sistemlerinin kilavuzu olan &gretim programlarinin degismesi
gerekmektedir.

Tiirkiye egitim sisteminin bilinen bir 6zelligi de sik araliklarla sistem degisikliklerine maruz
kalmig olmasidir. Diinyada hizla karsimiza c¢ikan bilimsel ve teknolojik ilerlemeleri yakalamak
toplumlar i¢in zorunluluk haline gelmis durumdadir (Gegit, 2008). Sahin’ e (2009) gore Tiirkiye’nin
miifredat gelistirme tarihi 1924 senesinde baglamis olup durum ve ihtiyaglara bagli olarak Cumhuriyet
tarihi boyunca pek ¢ok kez giincellenmis ve gerektiginde degistirilmistir. 1926 programinda derslerin
adlarina ek olarak amag¢ ve konularin islenisi siirecinde dikkat edilmesi gereken 6nemli ayrintilar yer
almaktadir. Ayrica bu programla John Dewey’in Tiirkiye’ye davetinde hazirlamis oldugu raporda yer
alan hayat bilgisi gibi kavramlara yer verilmistir (Sahin, 2009). 1930 yilinda sehir okullar
miifredatinin ilkelerine sadik kalinacak sekilde kdyde okuyan oOgrencilerin kdyiin sartlarna ve
ihtiyaglarina gore yetismesi amaciyla Koy Mektepleri Miifredat Programi hazirlanmistir (Tekasik,
1992). 1948 programu 20 yil boyunca uygulamada kalmis olma 6zelligine sahiptir. 1948 programinda
esas alinan bilgi tretimi olmus ve egitimin hedefleri milli egitime gore toplumsal, kisisel, insan
iligkiler ve ekonomik y6nden olmak {izere dérde ayrilmistir (Sahin, 2009). Tiirkiye’de 1990’11 yillarin
sonuna dogru yapilandirmact yaklasimin etkisine bagli olarak 2004 yilinda yeni ilkogretim
programlar1 olusturulmasi icin genis ¢apli calisma gergeklestirilmistir (Erdogan, Kayir, Kaplan, Unal
ve Akbunar, 2005). 2005 ilkdgretim programlarinda davranigc1t yaklasimdan vazgecilerek
yapilandirmact yaklasim esas almmigtir (Sahin, 2009). 2005 yilinda yapilandirmact yaklagim
benimsenerek uygulamaya konulan programlar bazi acilardan elestiri almistir. Yeni programin
kiiresellesen diinyada insanin bir sermaye olarak goriilmesi ve bu sermayenin gelistirilmesi gerektigi
goriisiiniin  sonucu olarak ortaya ¢iktigi savunulmustur (inal, 2006). Egitimcilerin ¢ogu yeni
olusturulan yaklasima ve programa karsin aligik olduklart sekilde 6gretmeye devam etmiglerdir.
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Yapilan program degisiklikleri kabul gérmedigi icin kagit iistiinde kalmistir (Bas, 2011). Ihtiyaclara
dayali olarak yeni olugturulmus olan programlarin beklenen basariya ulagsmasi programin olusturulma
siireci kadar onemlidir. Revize edilmis veya yeni olusturulmus programin tiim paydaslarinin dahil
edildigi tavsiye ve geri bildirimlerin iyi islenmesi basariya ulasmaya katki saglamaktadir (Mitchell,
2016). 2005 yilindan sonra da Ogretim programlarinda 2009, 2015, 2017 ve 2018 yillarinda
degisiklikler yapildig1 bilinmektedir.

Tiirkiye’de 2005 yilinda tiim dgretim programlarinin degistirilmesi devrimsel bir proje olarak
sunulmus olsa da zaman igerisinde iilkenin her alaninda beklenen etki ve basariyr saglamadigi
anlasilmistir. Ozellikle iilkenin biiyiikliigii ile beraber egitimsel esitsizliklerin siirmesi, dgretmen
boyutunun program degisimine bakis1 ya da hazir olus durumu ve siyasal etkiler sebepleriyle birgok
dersin 6gretim programi daha 2005 yilindan sonra 5 yil gegmeden degismeye baslamistir. 2018 yili da
egitim tarihimizde Ogretim programinda 6nemli degisimlerin yasandigi yillardan birisi olmustur.
Ogretim programlarmin bilim ve teknolojinin hizli gelismesi ile toplumun ihtiyaglarina bagl olarak
degistirilmesi kagimilmaz olmaktadir. Ogretim programlarmin degisim siireci kadar uygulama siireci
de dnemlidir. Ogretim programlarmnin gelistirilmesinden sonra uygulama siirecinde basariya ulasmasi
icin en 6nemli etken uygulayici olan 6gretmenlerin programin uygulanmasina yonelik gdstermis
oldugu tutumlardir. Bu arastirmada egitim-6gretim faaliyetlerinin temel bilesenlerinden olan 6gretim
programlarinin degisimi tizerine simif Ogretmenlerinin goriiglerini degerlendirmek amaciyla bir
Ogretim programinin hangi 6zelliklere sahip olmas1 gerektigi, 6gretim programlariin uygulama siiresi,
ogretim programi degisikligi yapilirken goz oOniinde bulundurulacak faktorler, 6gretim programi
degisikligi siirecine Ogretmen katilimi, O6gretim programi degisikliginde olumlu bulunan yoénler,
Tiirkiye’de ogretim programi degisikligi yapilma sebepleri, 6gretim programi degistirilme sikligi,
program degisikliklerinin iilkenin ihtiyaci olan insan niteliklerine uygunlugu, programin hangi
sorunlar1 ¢ézmesi gerektigi, 6gretim programi degisikligine okullarin hazirlanmasi, 6gretim
programi  degisikliklerinin bilimsel ve teknolojik gelismelere uygunlugu, &gretim
programlarinin  degisikliginde oryantasyon siireci, hangi derslerde O6gretim programi
degisikligine ihtiyac1 duyuldugu ve ideal bir 6gretim programinin nasil olmasi gerektigi alt
amaglarina ulasilmasi hedeflenmistir.

Yontem
Arastirma Modeli

Ogretim  programlarmin  degisimi  iizerine  simuf  Ofretmenlerinin  goriislerinin
degerlendirilmesini amaglayan bu arastirmada nitel yontemlerden olgubilim deseni kullaniimistir.
Olgubilim deseninde verilere ulasilan kaynaklar konuyu yasayan ve deneyim eden bireylerden
olusmaktadir (Biiyiikoztiirk, Cakmak, Akgiin, Karadeniz ve Demirel, 2017).

Calisma Grubu

Caligma grubunun belirlenmesinde amagli 6rneklem yontemlerinden &lgiit 6rneklem yontemi
kullanilarak en az 15 yil mesleki tecriibeye sahip sinif dgretmenlerinden 6rneklem olusturulmustur.
Amagcli 6rneklem aragtirmanin amacina uygun durumlarin secilmesidir (Biytikoztirk vd., 2017).
Katilimeilar en az 16-20 en fazla ise 36-40 yil mesleki tecriibeye sahip, yaslar1 en az 39 en fazla 62
olan 12 6gretmenin mesleki anlamda kendisini yeterli gordiigii, 7 6gretmenin kendini orta derecede
yeterli gordiigil, 2 6gretmenin ise kendini mesleki anlamda yetersiz gordiigii 7 kadin 14 erkek olmak
iizere 21 smif 6gretmeninden olusmaktadir.

Veri Toplama Aracglart

Aragtirma verilerini toplamak amaciyla arastirmacilar tarafindan hazirlanan ve 14 sorudan
olusan yar1 yapilandirilmis goriigme formu kullanilmistir. Yar1 yapilandirilmis goriismeler hem basit
secenekli cevaplamayr hem de arastirilan konu ile ilgili derinlemesine veri toplanmasini
birlestirebilmektedir (Biiyilikdztiirk vd., 2017). Olusturulan goériisme formu arastirmacilarca ayrintili
olarak incelenmis ve alaninda uzman 2 6gretim iiyesinden ve kidemli sinif 6gretmenlerinden goriis
aliarak son halini almustir.
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Giivenirlik ve Gegerlik Calismalart

Verilerin giivenirligini saglamak amaciyla analiz siirecinde iki farkli analiz yapilmis ve
birbiriyle karsilagtirilmigtir. Goriisme sonucu elde edilen verilerin kodlanmasi siirecinde 2 farkli
kodlayici analizi ve bunlar arasindaki uyum yiizdesi (%79) giivenirligi artirici bir husustur.
Katilimeilarla yapilan goriismelerin gecerliliginin saglanmasi amaciyla goriisme sirasinda bilgisayara
kaydedilen gdriisme katilimciya okutularak onaylamasi istenmistir. Ayrica katilimcilara ait dogrudan
aktarmalarla goriisler desteklenmistir.

Verilerin Toplanmas:

Arastirma verileri 2018-2019 egitim ve Ogretim yili iginde Samsun ilindeki merkez
ilkokullarda gorevli simif 6gretmenleriyle 30 ile 45 dakika siiren goriismeler yapilarak arastirmacinin
yaninda bulundurdugu bilgisayara yazmak yoluyla kayit edilerek toplanmustir.

Verilerin Analizi

Arastirma verileri igerik analizi teknigi kullanilarak anlamli hale getirilmistir. Kullanilan bu
analiz yontemi belirli kurallar dahilinde kodlamalar yapilarak bir metnin daha kiiciik icerik
kategorileriyle Ozetlendigi, sistematik ve yenilenebilir bir analiz teknigi olarak tanimlanabilir
(Biiyiikoztiirck  vd., 2017). Bulgularin modellenmesinde ise NVivo paket programindan
yararlanilmistir.

Bulgular

Bu béliimde Ogretim programlarmin degisimi {iizerine sinif O6gretmenlerinin goriislerine
yonelik bulgulara yer verilmistir.

Bir Ogretim Programinin Sahip Olmasi Gereken Ozelliklerine Yénelik Bulgular

Aragtirmanin birinci sorusu olan “Bir égretim programimin hangi ozelliklere sahip olmasi
gerektigini diigiiniiyorsunuz?” sorusuna katilimcilarin verdikleri cevaplara ait bulgular Sekil 1, Sekil
2, Sekil 3 ve Sekil 4’te verilmistir.

Ogretim
Programi
Ozellikleri

Bireysel Toplumsal Yapisal
Ozellikler Ozellikler Ozellikler

Sekil 1. Ogretim programinin sahip olmasi gereken dzellikleri

Smif Ogretmenlerinin verdikleri yanitlara gore oOgretim programinin oOzellikleri ii¢ {ist
kategoriye ayrilmistir. Bu kategoriler programin bireysel 6zellikleri, programin toplumsal 6zellikleri
ve programin yapisal 6zellikleri seklindedir.
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Programin
Bireysel
Ozellikleri

9 f:2 f2 | 1 £1
Ogrencinin Cocugun Bilgiye Ahlakli Z kusagina . :
ihtiyaclarini geligimine ulagtiran ogrenciler uyumlu U;eﬁte:;n:;?{
karsilamasi (‘)’IYQ"" olmasi yetigtirmesi olmasi Yo
masi

Sekil 2. Ogretim programinin sahip olmasi gereken bireysel dzellikleri

Ogretim programinin bireysel 6zellikleri katilimer cevaplarma gore; dgrencinin ihtiyaglarmi
karsilamas1 (f:9), cocuklarin gelisimine uygun olmas1 (f:3), bilgiye ulastiran olmas1 (f:2), ahlakli
ogrenciler yetistirmesi (f:2), Z kusagina uyumlu olmasi (f:1) ve tireten birey yetistirmesi (f:1) seklinde
kategorilere ayrilmistir. Ogretim programlarmnin bireysel &zellikleri hakkinda goriis bildiren bazi
katilimeilarin goriisleri su sekildedir.

(SO-7) “Ogretim programi égrencinin bireysel ozelliklerini én plana ¢ikarmal. Iyi bireyler
yetistirmek meslek kazandirmaktan daha onemlidir. Programlar ahlakli iyi bireyler yetistirmeyi on
planda tutmalr.” (Ahlakli 6grenciler yetistirilmesi).

(SO-4) “Bir égretim programi oncelikle cocugun gelisim donemine uygun olmali. Ogrencinin geligim
donemi dikkate alinmadan hazirlanan programlarda kazamm ve hedeflere ulasmada biiyiik zorluklar
yasaniyor.” (Cocuklarin gelisimine uygun olmast).

Programin
Toplumsal
Ozellikleri

\\\
_Tgplumun Mill ve ) T?nh ve Ge||§§p e
ihtiyaclarini manevi kalture uygun teknolojiye ;
laik olmasi
kargilamasi olmasi olmasi uygun olmasi

Sekil 3. Ogretim programimin sahip olmasi gereken toplumsal 6zellikleri

Ogretim programlarmin tasimas1 gereken toplumsal &zellikleri, toplumun ihtiyacini
kargilamasi (f:4), milli ve manevi olmasi (f:4), tarih ve kiiltiire uygun olmasi (f:2), gelisen teknolojiye
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uygun olmast (f:2), demokratik ve laik olmasi (f:1) seklindedir. Ogretim programmnin toplumsal
Ozellikleri arasinda en ¢ok tekrar eden goriis toplumun ihtiyacin1 karsilamasi ile milli ve manevi
ozelliklere sahip olmasi olarak karsimiza ¢ikmaktadir. Ogretim programinin toplumsal 6zelliklerine
yonelik bazi katilimcilarin goriisleri asagida siralanmustir.

(SO-9) “Ogretim programi iilkenin tarihini, kiiltiiriinii, birlikte yasamayr ve ge¢misini dgrencilere
aktarmali.” (Milli ve manevi olmasi).

(SO-21) “Ogretim programu iilkenin gerceklerini, cografyasim, kiiltiiriinii, tarihini, ideallerini dikkate
alarak bir diinya felsefesi olugturmali” (Tarih ve kiiltiire uygun olmast).

Program
Yapisina Yonelik
Ozellikleri

/ \
\
/ \
/ \
P40 o TN ;
3 f3 8 i6 3 f1 f2 f.2 1
/ \
/ / \\
/ \
: o . : " Atatiirk oo
Yalin Islevsel Bilimsel Yenilikci Evrensel Gergekgi Bolgesel fikirlerine Sirekli
olmasi olmasi olmasi olmasi olmasi olmasi olmasi % olmasi
bagli olmasi

Sekil 4. Ogretim programinin sahip olmasi gereken yapisal dzellikleri

Ogretim programlarin yapisal dzellikleri ise yalin olmasi (f:3), islevsel olmasi (f:3), bilimsel
olmasi (f:6), yenilik¢i olmasi (f:6), evrensel olmasi (f:3), gergekei olmasi (f:1), bolgesel olmasi (f:2),
Atatiirk fikirlerine bagl olmasi (f:2) ve siirekli olmasi (f:1) seklindedir. Katilimcilara gore 6gretim
programlarinin yenilik¢i ve bilimsel olmasi en g¢ok tekrar eden goriis olmustur. Katilimer sinif
Ogretmenlerinin bazi goriisleri asagida verilmistir.

(SO-10) “Bir ogretim programi bireyi hayata hazirlamali, gereksiz bilgi ve becerilerden arindiriimiy
yvalin sekilde olmali.” (Islevsel olmasi).

(SO-12) “Bir ogretim programinin degisim sikhigi cok énemlidir. Siirekli degismemeli ve siireklilik arz
etmeli” (Siirekli olmast).

Ogretim Programlarinin Uygulanma Siiresine Iliskin Bulgular

Siif 6gretmenlerinin “Bir dgretim programimin ortalama ka¢ yil uygulanmas: gerektigini
diistiniiyorsunuz? Neden?” sorusuna verdigi cevaplarin analiz sonuglar1 Sekil 5°te verilmistir.
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Bilimsel ve teknolojik

gelismeye gore
12 yil aerckiiinde 5yil 20-30y1l

guncellenmesi

Ogretim

programinin
uygulanma suresi

Enaz8 Enaz 20
yil 10yl 15yl yil

Sekil 5. Ogretim programlarinin uygulanma siiresi

Ogretim programinin uygulanma siiresine iliskin verilen cevaplarin analiz sonuglarma gore bir
Ogretim programimin uygulanma siiresi; 12 yil (f:2), 5 yil (f:1), 20-30 (f:1) y1l, en az 8 yil (f:2), 10 y1l
(f:4), 15 yil (f:2), en az 20 yil (f:2) ve bilimsel ve teknolojik calismalara gore gerektiginde
giincellenmesi (f:7) seklindedir. Ogretim programinin uygulanma siiresine yonelik 6gretmen goriisleri
arasinda en fazla tekrar eden ve dikkat ¢ekici olan bilimsel ve teknolojik ¢aligmalara gore gerektiginde
giincellenmesi gerektigidir. Baz1 goriisler su sekildedir.

(SO-2) “En az 8 yil olmali ¢iinkii cocuk okulunu basladigi programla bitirmeli. Ornegin biz el yazisi
ile basladik ancak su an diiz yaziya gectik. Bu durum g¢ocuklarin kétii etkilenmesine sebep oluyor.”
(En az 8 y1l).

(SO-5) “Bir égretim programi bir insant anaokulundan yiiksekogretime kadar siiren siire icinde
degismemeli ancak degisen ve gelisen teknoloji ile bilime gore giincellenmeli.” (Bilimsel ve teknolojik
calismalara gore gerektiginde giincellenmesi).

Ogretim Programu Degisikliklerinde Gz Oniinde Bulundurulmas: Istenen Faktirlere
Yonelik Bulgular

Sinif 6gretmenlerinin “Sizce bir dgretim programi degisikligi yapilirken hangi faktérler goz
ontinde bulundurulmalidir?” sorusuna verdigi cevaplari analiz sonuglar1 Sekil 6’da verilmistir.
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Tgknolojik Kullanilabilir bilgi
gelismelere icermesi
uygun olmasi
- . \ Devlet
Kultir ve deger . - / politikalarina
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olmasi ~ \ / v yefistimesi
-y \ /
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Sekil 6. Ogretim programi degisikliklerinde goz 6niinde bulundurulmasi gereken faktorler

Ogretmen cevaplarma gore dgretim programlarinin degistirilmesi siirecinde dikkat edilmesi
gereken faktorlerden en fazla tekrar eden teknolojik gelismelere uygun olmasidir (f:7). Bunun yaninda
kiiltiir ve deger yargilarina uygun olmasi (f:4), yas ¢evre ve fiziki sartlara uygun olmasi (f:4), birey ve
toplum ihtiyaglarini gidermesi (f:3), 6gretmen goriislerinin alinmasi (f:3), kullanilabilir bilgi igermesi
(f:3), devlet politikalarina uygun insan yetistirmesi (f:1), firsat esitligi sunmasi (f:1), eski program
sonuclarinin iyi degerlendirilmesi (f:1) ve siav sistemine uygun olmasi (f:1) diger goriisler olarak
karsimiza gikmaktadir. Ogretim programi degisikliginde dikkat edilmesi gereken faktdrlere yonelik
baz1 goriisler agsagida verilmigtir.

(SO-1) “Kesinlikle merkez ile degil de tasrayla iletisim halinde olmal. Tasradan fikir alimmali
diyalog olmal. Yani Ankara Cankaya’daki okul ile Samsun Alagam ’daki okul arasinda imkanlar ayni
degil. Firsat esitligi saglamiyor bu nedenle sartlara uygun olmali.” (Firsat esitligi sunmasi).

(SO-16) “Toplumun kiiltiirel yapis, folkloru ve miizigi gz éniinde bulundurulmali. Yabanci iilkeler
bir bilgisayar oyunu yapiyor ve bu oyunu oynayanlardan dolayr senin kiiltiiviini kot
etkileyebiliyorilar. Kiiltiiriimiiz Ve tarihimizle ilgili oyunlar olmal. Kiiltiirii dijitallestiren oyun olmali.
Kiiltiirii teknoloji kullanarak aktarmal:.” (Kiiltiir ve deger yargilarina uygun olmasi).

Ogretim Programi Degisikliklerinde Ogretmen Katilimina Yénelik Bulgular

Simif oOgretmenlerinin  “Tiirkiye’de yapilan o6gretim programi degisikliklerine o6gretmen
kattlmini nasil degerlendiriyorsunuz?” sorusuna verdigi cevaplarin analiz sonuglart Sekil 7’de
verilmistir.
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Sekil 7. Ogretim progranu degisikliklerinde 6gretmen katilimimin degerlendirilmesi

Katilimcilarin gretim programina o6gretmen katilimina yonelik goriigleri arasinda en ¢ok
tekrar eden gorlis Ogretmen katilimi olmadan Ogretim programlarimin degistigidir (f:13). Diger
goriigler ise 6gretmenlerin dikkate alinmadiklarini diisiindiikleri i¢in dnemsenmemesi (f:3), programin
hizli ve sik degismesi (f:3), son 5 yilda 6gretmen goriislerinin alindig1 (f:2), pilot uygulama siirecinin
kisa oldugu (f:1) ve yeterli calistay yapilarak Ogretmen katilimmnin saglanmasi gerektigi (fi1)
seklindedir. Bu konudaki bazi goriisler asagida siralanmustir.

(SO-3) “Ogretim programlart égretmenlere hazir sunuluyor. Program yapildiktan sonra biz
bilgileniyoruz. Program degismeden once bize sunulsa daha etkin sonuglar ortaya ¢ikar. Su an
ogretmen katilimi yeterli degil”. (6gretmen katilimi olmadan 6gretim programlarinin degistirilmesi).

(SO-18) “Ogretmen katiliminin hi¢ olmadigimi diisiiniiyorum. Okullara gelen anket vs. hi¢ tanik
olmadim.” (6gretmen katilimi olmadan 6gretim programlarinin degistirilmest).

Ogretim Programi Degisikliklerinde Olumlu Bakilan Yénlere Iliskin Bulgular

Sinif  dgretmenlerinin - “Ogretim  program — degisikliklerinin ~ hangi  yonlerini  olumlu
bulmaktasiniz?” sorusuna verdigi cevaplarin analiz sonuglar1 Sekil 8’de verilmistir.
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Sekil 8. Ogretim program degisikliklerinde olumlu gériilen yonler

Katilimcilarin goriislerine gore 6gretim programi degisikliklerinin olumlu bulunan yoniiniin
olmamasi (f:6) en cok tekrar eden goriis olmustur. Diger goriisler ise bilgilerin gilincellenmesi (f:5),
teknolojiye dayali degismesi (f:4), sadelesmesi (f:3), 6gretmen goriislerinin dikkate alinmasi (f:2),
ogrenci merkezli olmasi (f:2), toplumun degisen ihtiyaglarinin kargilanmasi (f:1) ve degerler egitimine
onem vermesi (f:1) seklindedir. Ogretim programmim olumlu bakilan yénlerine iliskin bazi
Ogretmenlerin gorisleri asagida siralanmistir.

(SO-14) “Bilgilerin giincellenmesi yéniinden olumlu buluyorum. Diger bir séyleyisle kullanilabilir
bilgilerin giincellenmesi. Gereksiz bilgilerin ayiklanmasini olumlu buluyorum. Kaliplagmis bilgilerden
uzaklasiyoruz.” (Bilgilerin giincellenmesi).

(SO-20) “El yazist konusunda ¢Ok biiyiik sorun oldu bu iilkede programin teknolojive dayali olarak
degistirilmesini olumlu buluyoruz ama iiriin ortaya ¢ikmadan degistirilmesini olumsuz buluyorum.”
(Teknolojiye dayali degismesi).

Tiirkiye’de Program Degisikliklerinin Sebeplerine Iliskin Bulgular

Sinif 6gretmenlerinin “Tiirkiye 'de 6gretim programi degisikligi yapilmasinin sebepleri sizce
nelerdir?” sorusuna verdigi cevaplarin analiz sonuglar1 Sekil 9’da verilmistir.
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Sekil 9. Ogretim progranu degisiklerini etkileyen sebepler

Ogretmenlerin Tiirkiye’de 6gretim progranu degisikligi sebeplerine yonelik goriislerine gore
en ¢ok tekrar eden goriis MEB kadrosunun goriisleridir (f:14). Buna ek olarak degisen teknoloji (f:4),
egitim bilimlerindeki degisimler (f:3), 6grenci basarisizligi (f:3), ilgi ve ihtiyaglar (f:3), toplumsal
beklenti (f:2) ve yeni meslekler (f:1) seklindedir. Baz1 katilimcilarin verdigi dikkat ¢ekici yanitlar su
sekildedir

(SO-15) “ligi ve ihtiyaclart karsilayamamast olabilir. Toplumsal beklentinin olusmasina yonelik
programlar degistiriliyor.” (1lgi ve ihtiyaglar).

(SO-20) “Egitim sistemini doniitleri giincelleme gerektiriyor. Bakan odakl egitim politikalarina bagl
olarak program degistiriliyor. Yeni yonetimle yeni program degisiyor.” (MEB kadrosunun gorisleri).
Ogretim Programlarinin Degistirilme Stkhgina Iliskin Bulgular

Sinif 6gretmenlerinin “Tiirkiye 'de ogretim programlarin uygulanma siirelerini-degistirilme

stkligint nasil degerlendiriyorsunuz?” sorusuna verdigi cevaplarin analiz sonuglar1 Sekil 10’da
verilmigtir.

Ogretim programinin
degistinime sikhigi

Cok sik Ihhyaca_ cevap
55 S vermediginden
degismesinin dogru Normal bulunmasi siireki
bulunmamasi R .
degistiriimesi

Sekil 10. Ogretim programlarinin degistirilme siklig1

Ogretmenlerin 6gretim programlarmin degisime sikligina yonelik cevaplarina gére cok sik
degismesinin dogru bulunmamasi (f:18), normal bulunmas: (f:2) ve ihtiyaca cevap vermediginden

sirekli degistirilmesi (f:1) seklinde goriisler ortaya ¢ikmistir. Baz1 katilimceilarin verdigi dikkat ¢ekici
yanitlar su sekildedir.
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(SO-21) “Cok siklikla degisiklik yapiliyor ancak boyle yapilmamali, mevcut sinav sistemleri bu
degisiklige zorlayabilir. Ciinkii birbiri ile baglantili.” (Cok sik degismesinin dogru bulunmamasi).

(SO-9) “Program degisme sikhigina uygun degil. Programlar siirekli degistiginde sonuclart kotii
oluyor. Biz programin sonucunu akademik olarak denetliyoruz. (Cok sik degismesinin dogru
bulunmamasi).

égretim Programi Degisikliklerinde Ulkenin Ihtiyact Olan Insan Niteligine
Uygunluguna Iligkin Bulgular

Smif o6gretmenlerinin “Yapilan program degisikliklerinin iilkenin ihtiyaci olan insan
niteliklerine uygunlugunu nasil degerlendiriyorsunuz?” sorusuna verdigi cevaplarin analiz sonuglari
Sekil 11°de verilmistir.

Ogretim Programinin degisikliginde alkenin
ihityaci olan insan niteligine uygunlugu

Uygun olmamasi Uygun olmasi Kismen uygun
olmasi

Sekil 11. Program degisikliklerinin {ilkenin ihtiyaci olan insan niteliklerine uygunlugu

Katilimc1 cevaplarma gore o6gretim programu degisikliginde {ilkenin ihtiyact olan insan
niteligine uygunlugu konusunda karsimiza ¢ikan goriisler uygun olmadigi (f:16), uygun oldugu (f:4)
ve kismen uygun oldugu (f:1) seklindedir. Yapilan program degisikliklerinin iilkenin ihtiyaci olan
insan niteliklerine uygunlugunu arastirmaya katilan smif dgretmelerinin biiyiik ¢ogunlugunun diisiik
gormesi ya da uygun gormemesi dikkat ¢eken onemli bir bulgudur. Bazi katilimcilarin verdigi dikkat
cekici yanitlar su sekildedir.

(SO-11) “Oncelikle insan yetistirirken amag toplumun ihtiyacim karsilayacak bireyler olmali. Bizde
yeterince is giicii var ve bu isi yapacak ahlakly insana ihtiyag var. Son yilarda programlar bu ihtiyaca
yonelik. Ozellikle degerler egitiminin konulmasi oldukga etkili.” (Uygun olmast).

(SO-4) “Tarum toplumuyuz ama tarimdan siirekli uzaklasiyoruz. Bu durum bizim egitim sistemimize
uygun degil. Eskiden koy enstitiisii vardr. Kdyde 6gretmen yok ve koylii egitilmiyor. Koyde okullarin
kapanmasinin egitim sistemimize olumsuz etkileri oldu.” (Uygun olmamasi).

Ogretim Programlarinin Cozmesi Beklenen Sorunlara Iliskin Bulgular

Sinif 6gretmenlerinin “Programlar iilkenin ya da bireylerin hangi sorunlarini ¢ozmeye yonelik
olmalidir?” sorusuna verdigi cevaplarin analiz sonuglart Sekil 12°de verilmistir.
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Sekil 12. Ogretim programlarinin ¢dzmesi beklenen sorunlar

Katilimcilara gore 6gretim programlarinin ¢6zmesi gereken ilk sorun is ve meslek edinememe
(f:15) olarak gorilmiistiir. Ayrica karsimiza ¢ikan goriisler; sosyal ve sanatsal alanda kalkinamama
(f:4), gelisen cag1 yakalayamama (f:4), ahlak (f:3), bireyin yetenek ve isteklerinin karsilanamamasi
(f:3), birlik ve beraberlik i¢cinde olamama (f:2) ile iletisim kuramama (f:1) seklinde karsimiza
cikmaktadir. Bazi katilimeilarin yanitlart su sekildedir.

(SO-5) “Toplumun birlik olamama sorununu ¢ézmeli, insanlarin birlik ve beraberligini
kuvvetlendirmeli.” (Birlik ve beraberlik olamama).

(SO-19) “Bireylerin meslek edinme alamnda sorunlarini ¢ézmeye yonelik olmali. Gelisen zaman ve
teknolojide hangi meslekler var? Gelecegin mesleklerine yénelik olmali. Oncelikle insanlarin ig
problemlerini ¢ozmeli.” (Is ve meslek edinememe).

) Ogretim Programu Degisikliklerinde Okullarda Uygun Kosullar Hazirlanmasina
Iliskin Bulgular

Smif Ogretmenlerinin  “Degistirilen ogretim programlarina okullarda uygun kosullar
hazirlaniyor mu?” sorusuna verdigi cevaplarin analiz sonuglar1 Sekil 13°te verilmistir.
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Sekil 13. Ogretim programi degisikliklerinde okullarda uygun kosullarm hazirlanma durumu

Ogretmenlerin goriislerine gore ogretim programi degisliklerine okullarin hazirlanmasi
konusunda en ¢ok tekrar eden goriis yeterli fiziki sart ve ara¢ olmamasi (f:14) olarak karsimiza
¢ikmaktadir. Ayrica okullarda uygun kosullarin hazirlanmadigir (f:13), ge¢ hazirlandigr (f:3),
hazirlanmasi (f:2), 6gretmenlerin yeterli program degisikligi bilgisine sahip olmadigi (f:1) ve pilot
denemelerin dogru sonu¢ vermedigi (f:1) seklinde goriisler s6z konusudur. Baz1 katilimcilarin verdigi
dikkat ¢ekici yanitlar su sekildedir.

(SO-20) “Kesinlikle okullarda uygun kosullar hazirlanmiyor. Yani hazirlansa da geg ulasiyor. Arag
geregler okullara ge¢ ulasiyor. Ogretmenler bunu kullanmada da yeterli bilgi ve beceriye sahip
degiller.” (Hazirlanamamast).

(SO-3) “Pilot okul segilerek gelistirilen programin denenmesi hata ¢iinkii diger okullara bu deneyim
aktarilamiyor. Pilot ¢calisma ile yayginlastirilamiyor. Okullar degisimlere hazirlanmiyor. Her okuldan
birka¢ kisiye ogretiliyvor ama kimse kendisini giincellemiyor.” (Pilot denemenin dogru sonug
verememesi).

Ogretim Programlarimin Bilimsel ve Teknolojik Gelismelere Uygunluguna Yonelik
Bulgular

Smif 6gretmenlerinin “Yeni dgretim programlary bilimsel ve teknolojik gelismelere uygun
hazirlaniyor mu?” sorusuna verdigi cevaplarm analiz sonuglar1 Sekil 14’te verilmistir.
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Sekil 14. Ogretim programlarinin bilimsel ve teknolojik gelismelere uygunlugu

Katilime1 goriislerine gore en ¢ok tekrar eden goriis, 6gretim programlarinin bilimsel ve
teknolojik gelismelere uygun olmamast (f:8) olarak karsimiza ¢ikmaktadir. Ayrica okullarin
kosullariin uygun olmadig1 (f:7), uygun oldugu (f:7), kismen uygun oldugu (f:2), 6gretmenlerin
uygulayacak becerilerinin olmadigi (f:1) ve uygulamada sikint1 oldugu (f:2) gibi goriisler de karsimiza
¢ikmaktadir. Bazi katilimcilarin verdigi yanitlar su sekildedir.

(SO-19) “Mesela kendimizden yola ¢ikarak agiklayacak olursak fen ve sosyal oOyle, temalara
baktigimizda aynen dediginiz sorunun cevabi var. Sosyal bilgilerde hak ve sorumluluk konusunda
teknoloji aletleri isliyoruz.” (Uygun olmasi).

(SO-2) “Yeni programlar uygun ama akilli tahtalarda pardus isletim sistemi uygulaniyor. Bazi
durumlarda sikinti oluyor. Yeni programlar teknolojik gelismeye uygun hazirlansa da uygulamada
stkintilar oluyor.” (Okullarin kosullar1 uygun olmamast).

Ogretim Programi Degisikliklerinde Oryantasyon Siirecine Yonelik Bulgular

Smif Ogretmenlerinin “Degistirilen Ogretim programlarmin oryantasyon stirecini nasil
degerlendiriyorsunuz?” sorusuna verdigi cevaplarin analiz sonuglar1 Sekil 15’te verilmistir.
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Sekil 15. Ogretim programinin degisikliklerinde oryantasyon siireci

Smif ogretmenlerinin cevaplarina gore ¢ogu Ogretmen Ogretim programi degisikliginde
oryantasyon siirecine iligkin asamalarin basarisiz oldugu (f:11) goriisiindedir. Ayrica yetersiz tanitim
yapildigr (f:6) , sinirli olmasi ve tiim Ogretmenlere hitap etmedigi (f:3) ve Ogretmenlerin
sorumluluklarini yerine getirmedigi (f:1) goriisleri de karsimiza ¢ikmistir. Baz1 katilimeilarin verdigi
dikkat ¢ekici yanitlar su sekildedir.

(SO-17) “Ogretmenlere hizmetici egitim veriyor ama sl kalyor biitiin ogretmenlere hitap
edilemiyor.” (Smirli olup tiim 6gretmenlere hitap etmemesi).

(SO-12) “Degisiklik tepeden oldu. Sonrasinda égretmenler egitime alinmadan uygulaniyor. Kisa bir
tamtim var. Uygulama drnegi yok. Hicbir ogretmen nasil uygulanacagini bilmiyor. Danigman
ogretmenler olmali. Rapor siiregte hazirlanmali.” (Sadece kisa tanitim yapilmast).

Program Degisikligine Daha Cok Ihtiya¢ Duyulan Derslere Yonelik Bulgular

Smif O6gretmenlerinin “Daha ¢ok hangi derslerde 6gretim programi degisikligine ihtiyag
duyulmaktadir? Neden?” sorusuna verdigi cevaplarin analiz sonuglar1 Sekil 16’da verilmistir.
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Sekil 16. Ogretim progranminin degisikligine ihtiya¢ duyulan dersler

Katilimer dgretmenlerin 6gretim programi degisikliginde en ¢ok ihtiya¢ duyulan ders olarak
Sosyal Bilgiler dersini (f:10) gordiikleri anlasilmistir. Ayrica diger gortislere gére Fen Bilimleri (f:9),
Matematik (f:8), Tiirk¢e (f:7), Gorsel Sanatlar (f:3), Oyun ve Fiziki Etkinlikler (f:3), Bilim ve
Teknoloji Dersleri (f:3) ile Din Kiiltiirii ve Ahlak Bilgisi derslerinde (f:1) de program degisikligine
ihtiya¢ duyulmaktadir. Aragtirmaya katilan 6 6gretmenin tiim derslerin (f:6) 6gretim programlarinda
degisiklige ihtiyag var goriigiinii belirtmesi de dikkat ¢eken bir bulgudur. Bazi katilimcilarin verdigi
dikkat ¢ekici yanitlar su sekildedir.

(SO-8) “Sosyal ve fen bilimlerinde yapilmahdir. Giiniimiizde degisen diinyaya toplumun uyum
saglamasi gerekir.” (Sosyal bilgiler, Fen bilimleri).

(SO-1) “Daha ¢ok matematik ve fen bilgisi alaninda program degisiklikleri olmali ¢iinkii matematik
ve fen dogrudan teknolojiyle ilgili. Teknolojiyi yakalamak matematik ve fenle miimkiin oldugu icin bu
derslerde degisiklik yapilmasi gerekiyor.” (Fen bilimleri, Matematik).

Ideal Ogretim Programlarina Yonelik Bulgular

Siif 6gretmenlerinin “Evet, iste bu program tam bana gore olmus” diyebilmek icin bir
ogretim program nasil olmalidir?” sorusuna verdigi cevaplarin analizi Sekil 17°de verilmistir.
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Sekil 17. ideal gretim programinin tagimasi gereken dzellikler

Sinif 6gretmenlerinin ideal 6gretim programinin nasil olmasi gerektigi yoniindeki goriisleri
arasinda 6n plana g¢ikan 6grenci ve toplumun ihtiyaglarini karsilayan program olmasi gerektigi (f:6)
goriigiidiir. Ayrica bilimsel temellere dayanan program (f:4), yaparak yasayarak 6greten program (f:3),
ileri teknolojiye dayali program (f:2), kiiltiirimiizii stirdiiren ahlakli birey yetistiren program (f:2),
hayatin i¢inde olan ilgi ve yetenekleri gelistiren program (f:2), ulusal ve uluslararas1 6zellikleri olan
program (f:2) ile meslek edindiren program (f:1) olmasi gerektigini belirten sinif dgretmenleri de
vardir. Bazi goriisler su sekildedir.

(SO-10) “Toplumun ilgi ve ihtiyaglarim karsilamahidir. Ogrenciler agisindan da degerlendirilecek
olursa ogrencileri toplumun degerleri dikkate alinarak hayata hazirlamalidwr. Ailenin de ¢ocuklar
tizerindeki beklentilerini karsilamalidir. Program c¢ocuk aracthigiyla aileyi yonlendirmelidir.
Bilgilendirmelidir. Yani aileyi gelistirmelidir.” (Ogrenci ve toplumun ihtiyaglarmi kargilayan program
olmasi).

(SO-6) “Cocuk 6n planda olmali, toplumun degerini yansitmali, yalin dil, kazamm sayisi az olmali,
her sinifin temelinde grenmesi gereken seylerle baslayp onun iizere bina edilmeli. Toplumun sorunu
bulunmali ve sorun ¢ézmek iizere olusturulmal.” (Ogrenci ve toplumun ihtiyaclarimi karsilayan
program olmasi).

Tartisma, Sonuc ve Oneriler

Ogretmenlerin, ozellikle de smif 6gretmenlerinin, dgretim programlar1 degisikligi ile ilgili
goriislerini analiz etmeye calisan bagka bir galismaya literatiirde rastlanmadigi igin yapilan bu
arastirmanin sonucunda 0gretim programlarinin barindirmasi gereken o6zellikler ii¢ ana baglik altinda
toplanmigtir. Bu oOzellikler; programin bireysel ozellikleri, programin toplumsal ozellikleri ve
programin yapisal dzellikleri seklindedir. Ogretim programlarinin bireysel dzelliklerine bakildiginda
bireyin kisisel ihtiyaglarin1 kargilayan ve tireten, ahlakli, bilgiye ulasan, Z kusagiyla uyumlu bireyler
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yetistiren ve ¢ocugun gelisim donemine uygun olmasi gerektigi sinif 6gretmenlerince vurgulanmastir.
Toplumsal 6zellikler agisindan ise simnif 6gretmenleri toplumun 6zel ihtiyaglarini karsilamasi, milli ve
manevi Ozellikler barindiran tarihe, kiiltiire ve gelisen teknolojiye uygun demokratik, laik ve gercekei
olmas1 gerektigini belirtmiglerdir. Smif 6gretmenlerine gore 6gretim programlarinin barindirmasi
gereken yapisal Ozelliklere bakildiginda; yalin, islevsel, bilimsel, yenilikgi, evrensel, gergekei,
bolgesel, siirekli, Atatiirk ilke ve inkilaplarina bagli olmas1 beklenmektedir.

Katilimcilara gore Ogretim programlarindan en ¢ok beklenen Ozellikler ise bilimsel ve
yenilik¢i olmasidir. Sosyal ve kiiltiirel hayat, bilim ile teknoloji alanindaki hizli degisiklikler ve
gelismeler toplumun ve bireyin ihtiyag duydugu niteliklerin degismesine neden olmaktadir. Bu
degisim ise cagin gerektirdigi niteliklere sahip olacak bireylerin yetistirilmesini saglayacak olan
programin giincellenmesi ve yenilenmesi ihtiyacini ortaya ¢ikarmaktadir (https://setav.org/). Bal’a
(2008) gore gintimiizde teknoloji ve bilgi alaninda siirekli gelisme olmasi toplumlarin diger
alanlarinda oldugu gibi egitim alaninda da degisimi gerekli kilmaktadir. Buna bagl olarak bireylerin
cok dilli ve kiiltiirlii olma, kiiresellesme, giidiilenme, hayat boyu egitim, ¢ok kanalli egitim ve 6grenen
merkezli egitim gibi cagdas degerleri 6n plana almalar1 gerekir. Bu durumlara bagli olarak egitim
alaninda yapilacak degisikliklerden en fazla egitim programlarinin etkilendigini belirtmistir.

Ogretim programlarinin degisme siirelerine yonelik katilimc1 6gretmen goriisleri 12 yil, 5 yil,
20-30 yil, en az 8 yil, 10 yil, 15 yil, en az 20 yil ile bilimsel ve teknolojik gelismelere gore
gerektiginde giincellenmesi seklindedir. Ogretim programlarmin degistirilmesinde teknolojik
gelismeler, kiiltiir ve sanat, yas, ¢evre ve fiziki sartlar, birey ve toplumun ihtiyaglari, 6gretmenlerin
goriigleri, kullanilabilir bilgi, devlet politikalari, firsat esitligi, eski program sonuglari, iilkenin sinav
sistemine uygun ve yapilacaksa teknolojik gelismelere uygun seklinde olmalidir. Bireyin ve toplumun
bazi temel konularda 6gretim programlarindan beklentileri vardir. Bireylerin gelisen ve degisen
sartlara ayak uydurabilmesi ve toplumun kiiltiirel ve ahlaki deger yargilarii koruyabilmesi igin
Ogretim programlarinin bu ihtiyaglar1 giderecek nitelikte olmasi beklenmektedir. Akengin (2008),
Ogretim programlarin barindirmasi gereken oOzelliklerin baginda iglevsel olmasi ve toplumun
ihtiyaglarini karsilamas1 gerektigini vurgulamstir.

Sinif 6gretmenlerine gore 6gretim programlariin degisim siirecinde O6gretmen katiliminin
yeterli diizeyde saglanmadigi, programin hizli ve eksik degistirildigi, son bes yilda yapilan
degisikliklerde 6gretmen goriislerinin alindigi, program degisikliginde yapilan pilot uygulamanin kisa
siireli oldugu, yeterli calistay yapilarak katki saglanmadigi ve 6gretmenlerin goriisleri alinsa bile
alman gortslerin dikkate alinmadigini diistinerek bu siirecin 6gretmenler tarafindan 6nemsenmedigi
karsimiza ¢ikmaktadir. Basaran’a (1978) gore Tiirkiye'de 0gretim programlarmin hazirlanmasinda
birgok sorun bulunmaktadir. Bunlardan en 6nemlisi, Bakanligin program hazirlarken yalniz basina
davranmasidir. Ogretmenlerin, iiniversitenin ve ana - babalarin gériislerine hemen hemen hig yer
verilmemektedir. Glincellenen ya da yenilenen dgretim programlarinin, dgretmenlerce anlagilmas,
sorgulanmas1 ve karsilastiklar1 zorluklarin dile getirilmesi programin etkili uygulanmasina ayrica

programdaki zorluklarin belirlenmesine ve ¢dziimlenmesine yardimci olacaktir (Karaman ve Karaman,
2016).

Sinif dgretmenlerince dgretim programlarinin degisikliginde olumlu bakilan yoénler; bilginin
giincellenmesi, teknolojiye dayali olarak degismesi, sadelesmesi, Ogretmen goriislerinin dikkate
alinmasi, 6grenci merkezli olmasi, toplumun degisen ihtiyaclarini karsilamasi ve degerler egitimine
onem verilmesidir. Bunun yaninda en ¢ok tekrar eden goriis 6gretim programi degisikliklerinin olumlu
bakilan yoniiniin olmamasidir. Akdeniz ve Pani¢ (2012) yaptiklar1 ¢aligmalarinda, zaman gegtikge
bilim ve teknolojinin gelismesiyle beraber degisim ve gelisimler ortaya ¢ikmaktadir. Mevcut deneyim,
bilgi ve birikimin degisimi ve gelisiminin ne kadar énemli oldugunu bilen gelismis iilkeler bes yilda
bir 6gretim programlarini bu dogrultuda giincellemekte olduklarini ortaya koymuslardir.

Simif Ogretmenlerince Ogretim programinin degistirilme sebepleri MEB kadrosunun
gorislerinin etkisi bagta olmak tlizere degisen teknoloji, egitim alanindaki bilimsel gelismeler, 6grenci
basarisizligy, ilgi ve ihtiyaglar, toplumsal beklenti ve yeni mesleklerin ortaya ¢cikmasina baglanmisgtir.
Ogretim programlarmin  degisiklikleri ¢esitli zaman araliklarinda gerceklesebilmektedir. MEB
yoneticilerinin goriisleri ya da diger alanlardaki degisimler buna neden olabilmektedir. Ancak gelisen
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teknoloji ve bilime gore ihtiya¢ duyuldugunda 6gretim programlarinin degistirilmesi egitim siirecinin
daha saglikli ilerlemesi i¢in en verimli program degisikligi siireci olabilir. Egitimin bir siyasi parti ya
da hiikiimet politikas1 olarak degil, uzun siireli devlet politikas1 olarak olusturulmasinin énemi herkes
tarafindan kabul gormektedir. Tiirk milleti bu niteliklere bagli bir egitim politikas1 belirlemesi
durumunda muasir medeniyet seviyesini yakalayabilir (http://devlet.com.tr).

Katilimcilar, 6gretim programlarinin ¢ok sik degistigini diisiinerek 6gretim programlarinin
degisme sikligmi dogru bulmadiklarini ifade etmislerdir. Bunun yaninda bu konu ile ilgili goriis
bildiren bazi1 6gretmenlerin program degisim sikligin1 normal bulundugu ve 6gretim programlarinin
ihtiyaca cevap vermediginden siirekli degistigi goriisii de karsimiza ¢ikmaktadir. Ogretim
programlarinin ¢ézmesi gereken en 6nemli sorunlardan biri bireylere is ve meslek edindirme olarak
goriilmiistiir. Bunun yaninda sosyal ve sanatsal kalkinma, gelisen ¢agi yakalama, ahlak sorunlari,
bireyin ilgi ve yeteneklerinin karsilanamamasi, birlik ve beraberlik icinde olamama, iletisim
kuramama 6gretim programimin ¢dzmesi gereken sorunlar olarak goriilmiistiir. Ogretim programi
degisikligi yapilirken okullarin bu degisime hazirlanmasi durumu ele alindiginda ilk olarak okullarda
degisen yeni Ogretim programina gore yeterli fiziki sartlar ve ders araclarinin olmamasi durumu
kargimiza ¢ikmistir. Bunun yaninda sinif 6gretmenlerinin goriislerine gore okullarin programlara
hazirlanmamis oldugu, okullarin ge¢ hazirlandigi, okullarin kismen hazir oldugu yaninda
Ogretmenlerin yeterince bilgiye sahip olmamas1 ve pilot denemenin dogru sonu¢ vermemesi goriisleri
de s6z konusudur. Mitchell (2016) yeni programlar ile ilgili uygulama ve 6gretme 6grenme araglarini
kaynaklarini iceren egitimler diizenlenmesi gerektigini vurgulamistir. MEB egitimle ilgili olarak
gelistirdigi politikalarda ¢ok aceleci bir tavir icinde olmamali, ¢ok dikkatli olmalidir, bir adim atacagi
siirec icinde, bir konuda acgiklama yapacagi siliregte iki kez diisiinmelidir. Buna bagli olarak
danigmanlara ve yakinindaki egitimcilere is diisecegi sdylenebilir (http://www.gonuldergisi.com/).

Smif 6gretmenleri 6gretim programlarmin bilimsel ve teknolojik gelismelere uygunlugu
sorusuna da uygun olmadigi, okullarin kosullarinin uygun oldugu, kismen uygun oldugu,
Ogretmenlerin 6gretim programlarini uygulayacak becerilerinin olmadigi ve uygulamada sikintilarin
oldugu gibi goriisler sunmuslardir. Aksu (2008) 6gretim programlarinin uygulanmasinda fiziki altyapi
yetersizligi ve teknolojik iirlinlerin eksik olmasi yeni gelistirilen programin basari ile uygulanmasin
zorlastirdigini agiklamustir.

Sinif 6gretmenleri 6gretim programi degisimi sonrast uyum siirecini basarisiz bulmaktadirlar.
Bunun yaninda sadece kisa tanitim yapildigi, yapilan oryantasyon siirecinin sinirli oldugu, tiim
Ogretmenlere ulagsmadig1 ve diizenlenen faaliyetler basarili olsa da 6gretmenlerin gorevlerini yerine
getirmedigi ile ilgili goriisler karsimiza ¢ikmaktadir. Akdeniz ve Pani¢ (2012), 6gretmenlerin hizmet
ici egitim almadan 6gretim programi hakkinda yeterli bilgiye sahip olmasimi beklemeden programin
uygulamaya konmasit Ogretmenlerin uygulamada problem yasamasinda sebep oldugunu
belirtmislerdir. Ogretim programlarinin uygulayicisi olan &gretmenlerin yeni &gretim programina
yonelik bir egitim almadiklar1 buna bagli olarak 6gretmenlerin uygulayacaklar sistemi bilmemeleri
olumsuzluktur (Akengin, 2008). Ogretmenlere yeni 6gretim progranmu hakkinda hizmet ici egitim
verilerek bilgi ve etkinliklerle donatilmasi programin uygulanmasi agisindan biiyiik 6nem tasimaktadir
(Aksu, 2008). Programin uygulanmasinda en Onemli faktoriin yetigmis egitimci oldugu gozden
kacirilmadan geg de olsa iiniversite ve MEB isbirligi kurarak programin dgretmenler ve uzmanlar ile
tanitilmasi saglanmalidir (Duru ve Korkmaz, 2010).

Ideal bir dgretim programimin zellikleri ile ilgili olarak da simif égretmenleri arasinda 6grenci
ve toplumun ihtiyacim1 karsilayan bir program olmasi gerektigi en fazla katilimecmin ifade ettigi
goriistiir. Ayrica diger beklenen program 6zellikleri; tamamen bilimsel 6zelliklere dayanmasi, yaparak
yasayarak Ogretmesi, ileri teknolojiye dayali olmasi, kiiltiirii siirdiiren ahlakli birey yetistirmesi,
hayatin i¢inden olan ilgi ve yetenekleri gelistirmesi, ulusal ve uluslararas1 6zelliklerinin olmasi ve
meslek edindiren bir 6gretim programi olmasidir.

Gorevine aktif olarak devam eden Ogretmenlere mesleki egitim verilerek, yeni uygulamaya
konulacak programla ilgili etkinlikler ve beceriler ile donatilmasi yeni gelistirilen programin uygulama
acisindan oturtulmasinda oldukca fazla 6nem arz etmektedir. Programin amacina uygun ve basarili bir
sekilde uygulanmasi amaciyla tniversitelerde okutulan derslerin igeriklerinin yeni uygulanacak
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programa gore olusturulmasi ve bu icerige baglh kalinarak islenmesi gerektigi ileri siiriilebilir. Yeni
programlarin ilk uygulanma siiregleri zaman alan zor bir siire¢ olarak goriilebilir. Yeni 6gretim
programlarinin ilk uygulama siireclerinin zor bir siire¢ olmasi idareciler, 6gretmenler, 6grenciler,
program ve okullardan kaynaklanan sorunlar olarak ortaya ¢ikmaktadir. Aksu’ya (2008) gore Milli
Egitim Miidiirliikleri ve Egitim Fakiilteleri igbirligi ile projeler olusturulmalidir. Yeni uygulanmaya
baglanan programlarin verimlilik ve etkinliginin siirekli bir sekilde degerlendirilmesinin yarar
saglayacagi diisiiniilebilir. Programlarin uygulayicisi 6gretmenlerden siirekli sekilde doniit alinmal1 ve
programlar {izerinde yapilacak degisiklikler bu noktadan yola ¢ikilarak yapilmalidir.

Ogrencilere kazandirilmak istenen becerilerin ve degerlerin biitiinliigii ile devamlilig: eski ve
yeni programin iligkilendirilmesi ¢ok 6nemlidir (Demir, 2016). Egitimin miifredat, siire¢ ve uygulama
alanlarinda yapilan yenilikler uygulanan egitimin beklenen ihtiyaci karsilamadigini gosterir (Kress,
2000). Programlarin basariya ulagsmasinda uygulayici olan 6gretmenlerin rolleri olduk¢a onemlidir.
Programlar gelistirilirken yerel farkliliklar dikkate alinmali ve paydaslarla yeterli tanitim yapilmasi
bliyliikk 6nem tasimaktadir (Karaman ve Karaman, 2016). Programlarin hazirlanmasi siirecinde
toplumun tiim kesimlerinden yetenekli bireylerin katilmas1 zorunluluktur. Ozellikle de &gretmenlerin
uygulayicist olduklari programlarin olusturulmasi siirecinde s6z sahibi olmasi beklenmektedir
(Basaran, 1978). Yeni programlarin gelisiminin ve degisiminin belirli standartlarda yapilabilmesi i¢in
programin uygulayicist olan 6gretmenlerin biitiinliik ve siireklilik icinde degerlendirme yapmalari
gerekmektedir (Butakin ve Ozgen, 2007). Programlarin maksimum fayda saglayacak sekilde
kullanilabilmesi i¢in dgretmenlerin altyapi ihtiyaglart giderilmeli, yeni programin felsefesi dncelikle
Ogretmenlere kavratilmali, teknolojik ara¢ ve gereclerin etkin kullanilmasi i¢in gerekli egitimler
diizenlenmelidir (Gelen ve Beyazit, 2007). Ogretmenlerin yeni programlari verimli kullanabilmeleri ve
Ozlimseyebilmeleri, 6grenciyi egitim siireci i¢inde dogru degerlendirebilmelerini amaglayan kurs ve
seminerler diizenlenmelidir (Bal, 2008). Ogretim programlari igerik, amag, vizyon ve yaklagimlari gibi
ozellikler agisindan yeterli olsa da egitim kurumlar1 yeterli olmadiginda gegerliligi olamamaktadir.
Ogretim programlarmi egitim kurumlarinda uygulayacak olan dgretmenlerdir (Tekbiyik ve Akdeniz,
2008). Ogretim programlarmin degisikligi {izerine yonelik simf 6gretmenlerinin goriisleri dikkate
alindiginda 6gretim programi degisim stireci ile ilgili 6neriler asagida sunulmustur.

e Yeni bir dgretim programi hazirlanirken gelistirilecek Ogretim programindan tam fayda
saglanabilmesi i¢in program O6grencinin ihtiyacina tam olarak cevap vermelidir. Bu nedenle
Ogretim programlarinda 6grencilerin bireysel ihtiyaglar1 6n plana alinmalidir.

e Ogretmenlerin 6gretim program degisiklik siirecine daha fazla katilminin saglanmasi
amactyla 6gretmenlerden daha fazla goriis alinmalidir. Program degisikligi yapilacak derslerin
ogretmenleriyle teknolojik olanaklar kullanilarak gériismeler yaparak yasadiklar: sikintilari ve
beklentileri konusunda fikir alinmalidir. Bu konuda gelisen teknoloji sayesinde daha ¢ok
Ogretmenin goriisii ise katilmalhdir.

e Ogretim programi degisikligi yapilirken egitim sisteminin ihtiyacini  Kargilayip
karsilamadigina bakilmasia dikkat edilmelidir. Giinlimiiz diinyasinda is ve meslek alanlari
hizli degisimler gostermektedir. Bu noktada Ogretim programlari degistirilirken gelecekte
olusacak ig ve meslekler gdz dniinde bulundurulmalidir.

e Ogretim programlarmin degistirilmesinden 6nce uygulanacak olan okullarm kosullarmi
iyilestirmeye yonelik mali atihmlara agirlik verilmelidir. Ogretim programlari teknolojik
gelismelere uygun olsa da okullar bu kosullar1 saglanamayabiliyor. Bu nedenle okullar
oncelikle 6gretim programlarinin getirecegi yeniliklere daha ¢ok hazirlanmalidir.

e Ogpretim programlarinin toplumsal ihtiyaclar1 karsilamast amaciyla program
gelistirmeden once ihtiyaglar derinlemesine arastirilmalidir.

o Ihtiyaclar1 karsilamasi beklenen ogretim programinin yalmn, islevsel ve bilimsel
yaninin gii¢lii olmasina dikkat edilmelidir.

e Ogretim programlar1 degisikligi yapilirken uygulanan siireden ¢ok bilim ve teknoloji
alanindaki gelismelere ve goz oniindeki degisimlere dikkat edilmelidir.

e Program degisikliginde kiiltiirel degerlerin cagin gereklilikleriyle birlikte ele
alinmasina dikkat edilmelidir.
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