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0Odak ve Kapsam /Focus and Scope

Karaelmas Egitim Bilimleri Dergisi (KEBD), Zonguldak Biilent Ecevit Universitesi Eregli Egitim Fakiiltesi
tarafindan yilda 2 kez olmak iizere elektronik ortamda yayinlanan uluslararasi hakemli bir dergidir. Dergi
genel anlamda egitim politikalari, arastirmalari, teknoloji ve uygulamalari ile ilgili eserlere yer vermekte
ve bu alanlarla ilgilenen her iilkeden ve her disiplinden akademisyen, arastirmaci ve tim egitim
uygulayicilarina hitap eden acik erisim anlayisini benimseyen bir yayindir.

KEBD egitimin tiim alanlar ile ilgili farkli yaklasimlari, uygulamalari, nitel ya da nicel metotlar1 iceren
betimsel ve deneysel orijinal nitelikteki arastirma makalelerini ve derleme calismalarini kapsamaktadir.
Bu noktada derginin amaci, okul 6ncesi, ilk6gretim, ortadgretim, yliksekdgretim ve yetiskin egitiminde
O6grenme ve 6gretmenin kalitesini artirmaya yonelik anlayisin, arastirma sonuglari ile birlikte desteklenip
gelistirilmesidir.

Derginin kapsami olduk¢a genis bir alani icerdiginden, asagida goriilen basliklar ilgili konular hakkinda
fikir verebilir: Beden Egitimi ve Spor Ogretimi; Din, Ahlak ve Degerler Egitimi; Egitim Bilimleri:
Egitim Programlar ve Ogretimi, Egitim Yonetimi Teftisi ve Planlamasi, Egitimde Diisiinmeyi Ogrenme,
Ogretmen Yetistirme, Rehberlik ve Psikolojik Danismanlik, Olcme ve Degerlendirme, Arastirma Yontem
ve Desenleri, Gegerlik ve Giivenirlik, Klasik ve Alternatif Degerlendirme, Olgek Gelistirme; Erken
Cocukluk Egitimi; Fen Bilimleri Egitimi: Biyoloji Ogretimi, Fen ve Teknoloji Ogretimi, Fennin / Bilimin
Dogasi ve Felsefesi, Fizik Ogretimi, Kimya Ogretimi; Giizel Sanatlar Egitimi: Miizik Ogretimi, Resim
Ogretimi, Sanat Tarihi Ogretimi; Matematik Ogretimi; Okuma Yazma Ogretimi; Ogretim
Teknolojileri: Bilgisayarlh Ogrenme Ortamlari, Teknoloji ve Materyal Tasarimi, Uzaktan Egitim, Web
Destekli Egitim; Ozel Egitim: Gorme Engelliler Egitimi, isitme Engelliler Egitimi, Ogrenme Giicliikleri,
Zihinsel Engelliler Egitimi; Sosyal Bilimler Egitimi: Cografya Ogretimi, Felsefe Ogretimi, Hayat Bilgisi
Ogretimi, Psikoloji Ogretimi, Sosyal Bilgiler Ogretimi, Sosyoloji Ogretimi, Tarih Ogretimi; Tiirkge
Ogretimi; Yabana Dil Ogretimi.

Focus and Scope / Odak ve Kapsam

Karaelmas Journal of Educational Sciences (KJES) is a international journal with judge which is published
in electronic two issues per year by Eregli Education Faculty of Zonguldak Bulent Ecevit University. The
journal generally contains works on subjects like educational policies, research on education, technology
and its application and it is a publication which accepts the motto of open access which addresses
researchers interested in these fields, academics, researchers and educational practitioners from all
countries and all fields.

KJES covers articles of original descriptive and experimental research that contain different approaches,
applications, qualitative or quantitative methods on all areas of education and compilations. At this point,
the aim of the journal is to support and improve the concept of increasing the quality of learning and
education in preschool education, primary education, secondary education, higher education and adult
education along with the results of research.

Since the scope of the journal cover quite a large area, the headings below can provide information about
the related subjects: Teaching Physical Education and Sports; Religion, Ethics and Values Education;
Educational Sciences: Curriculum and Teaching, Educational Management, Supervision and planning,
Learning to Think in Education, Educating Teachers, Psychological Counseling and Guidance, Assessment
and Evaluation, Designs and Methods of Research, Validity and Reliability, Classical and Disjunctive
Evaluation, Developing Scales; Education in Early Childhood; Science Education: Teaching Biology,
Teaching Science and Technology, The Nature and Philosophy of Science, Teaching Physics, Teaching
Chemistry; Teaching Fine Arts: Teaching Music, Teaching Art, Teaching History of Art; Teaching
Mathematics; Teaching Reading and Writing; Educational Technologies: Computer-based Learning
Environments, Designing Technology and Materials, Distant Education, Web-based Education; Special
Education: Educating the Visually Impaired, Educating the Hearing Impaired, Difficulties in Learning,
Educating the Mentally Impaired; Education of Social Sciences: Teaching Geography; Teaching
Philosophy, Teaching Science of Life, Teaching Psychology, Teaching Social Sciences, Teaching Sociology,
Teaching History; Teaching Turkish; Teaching Foreign Language



Degerlendirme Siireci / Peer Review Process

Dergiye gonderilen calismalar, bicimsel kontrolii yapildiktan sonra hakemlere goénderilir. Uygun bicimde
olmayan calismalar, degisiklik yapilmak lizere yazarlara gonderilir. Hakem incelemesi neticesinde,
diizeltilmesi gerekli goriilen calismalar, degisiklik yapilmasi lizere yazarlara gonderilir. Hakem incelemesi
olumsuz sonuclanan calismalar, yazarlarina iade edilir.

Peer Review Process / Degerlendirme Stireci

Studies submitted to the journal will be sent to referees after the formal control. Studies, which are not in
accordance with journal format, are sent to the authors to make necessary changes. As a result of peer
review, articles will be sent to the author for modification, if necessary. Adverse results in peer review
activities, shall be returned to the authors.

Acik Erisim Politikas1 / Open Access Policy

Bu dergi acik erisim saglama politikasin1 benimsemistir. A¢ik erisim bilginin global degisimini artirarak
insanlik i¢in yararl sonuglar dogurmaktadir.

Open Access Policy / Acik Erisim Politikasi

It has adopted a policy of providing open access journals. Open access leads to beneficial results for
humanity by increasing the global exchange of knowledge.

Yayim lzni / Subscriptions

Bireysel kullanim disinda, Karaelmas Egitim Bilimleri dergisinde yayimlanan makaleler, sekiller ve
cizelgeler yazili izin olmaksizin ¢ogaltilamaz, bir sistemde arsivlenemez veya reklam ya da tanitim
amach materyallerde kullanilamaz. Bilimsel makalelerde uygun sekilde kaynak gosterilerek alinti
yapilabilir.

Permission Request / Yayim Izni

Manuscripts, figures and tables published in the Karaelmas Journal of Educational Sciences cannot be
reproduced, achieved in a retrieval system, or used for advertising purposes, except personal use.

Quotations may be used in scientific articles with proper referral.

Indexing / Indekslendigi Veri Tabanlar

INDEX @@‘ COPERNICUS
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Index Copernicus, Scientific Indexing Services (SIS), Akademia Sosyal Bilimler indeksi (ASOS Index),
Google Scholar.
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EDITORDEN

Karaelmas Egitim Bilimleri Dergisi on birinci sayisi ile yayin hayatina devam etmektedir. Egitim bilimleri
ve 6gretmen yetistirme alaninda hizla artan bilgi birikimine katki verme ¢abamiz sizlerin de destegi ile

artarak devam etmektedir.

Bu sayimizda, dergimize yapilan ¢ok sayidaki basvuru sonucu hakem degerlendirme islemleri
tamamlanan toplam yirmi bir adet makale ile karsinizdayiz. Bu makalelerden yedisi, 17-18 Mayis 2018
tarihlerinde Universitemizde diizenlenen, “3. BELL (Biilent Ecevit Universitesi, Ingiliz Dili ve Edebiyati
Béliimii) Uluslararasi Konferansi” nda sunulmus ve hakem degerlendirme siireci sonunda siz degerli

okurlarimizla paylastigimiz makalelerdir.

Yazarlarimiz ve okurlarimizin, dergimize gostermis oldugu yogun ilgiye tesekkiir ederiz. Hakem
degerlendirme siireci devam eden diger makalelerimizi, bir sonraki sayiya yetistirmeye calisacagiz.
Dergimizin 2017 yili sayilarinin, Index Copernicus tarafindan dizinlenme ve etki degeri hesaplanma
islemleri tamamlanmistir. Index Copernicus, ICI Master Journal List kapsaminda taranan dergimizin 2016
yili etki degeri 49,47 iken 2017 yili sayilari icin bu deger 76,28 seviyesine yiikselmistir. Bu basaridan
dolayi, dergimizin tiim ekibini tebrik ediyoruz. Dergimizin 2018 yili sayilarinin da taranmasi icin gerekli

¢alismalar yapilmaya devam edilecektir.

Dergimizin hazirlanmasi siirecinde, katki veren ve calismalar titizlikle degerlendiren tiim hakemlerimize
ve calisma arkadaslarima, yogun is tempolari arasinda dergimizin niteligi adina verdikleri emek ve

Ozveriden o6tiird icten tesekkiirlerimizi sunuyoruz.

Yeni yilda yeni sayilarimizda goriismek tlizere...
Prof. Dr. Soner YAVUZ

Karaelmas Egitim Bilimleri Dergisi Bas Editorii
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Effects on Self-Confidence Levels of Students for the Programme
Developed Within the Scope of “Children’s University”

Okan BILGIN!
Received: 12 September 2018, Accepted: 05 October 2018

ABSTRACT

The aim of this study is to investigate the effect of the program on the self-confidence level of the students prepared by the
Zonguldak Bulent Ecevit University Continuing Education Center for the self-confidence development in the project of the
Children's University. The study group of the research consists of 13 students who participated in the program opened by
Bulent Ecevit University Continuing Education Center during the winter semester of 2018 within the scope of the Children's
University. 3 of the participants are female, 10 of them are male. The class level of the students is between 4. 5. 6. 7. and 8.
"Self-confidence scale" was used as a means of collecting data in the study in order to determine the self-confidence levels of
the students. In the study, only one group pretest-posttest control group without experiment design was used. Findings
obtained from the research showed that the students who participated in the program prepared to develop self-confidence
had a significant difference between the pre and post-test scores and that the program applied increased the self-confidence
levels of the students.

Keywords: Self-Confidence, Children’s University.

EXTENDED ABSTRACT

Self-confidence, one of the most basic characteristics of human personality, is not hereditary and it is shaped as
human beings live. Self-confidence can be improved because of this feature. It is important to develop self-
confidence that affects human life in many different areas and to work in this sense. The most important feature of
self-confidence that affects human life in a positive and negative way is that it is not static and it can change
according to the conditions during human life. Individuals can generally be described as having low, moderate and
high self-confidence, with each person having a different level of self-confidence. Considering the advantages that
high level of self-confidence can provide to the individual, it is important to carry out studies at the point of
increasing self-confidence level. The aim of this research is to increase the self-confidence level of the students
participating in the program prepared to develop self-confidence within the scope of Bulent Ecevit University
Children's University in the winter of 2018.

In this context, the study group of the researchers consisted of 13 students studying between 4th and 8th grade
levels. 3 of the participants were female, 10 of them were male. The average age of the students was 11.46. 3 of the
students were in the 4th grade, 6 in the 5th grade, 1 in the 6th grade, 2 in the 7th grade and 1 in the 8th grade. It was
taken into consideration that the participants must have participated in the pre-test and post-test measures of the
students, as well as the participation in the whole of the five day program.

The 'Self-Confidence Scale' was used as a means of collecting data in the study to determine the self-confidence
levels of the students. Pre-test post-test control group-free design was used in the study with experimental design.
According to this, the students who participated in the program prepared the Self-Confidence Scale before the
program started and after the program was over, the effectiveness of the program was tested. The program started
with 13 participants and ended with 13 participants in complete. The program was held for 5 days between 13.30-
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16.30 with 4 hours daily. A large literature survey was conducted before the program was prepared and the
activities used in the program were determined accordingly.

In the analysis of collected data with measurement tools; the collected data for the general purpose of the study
were entered into the SPSS program and the SPSS 16.0 package program was used for the statistical analysis on the
data. In the analysis of the data, the Wilcoxon Signed Sequential Test, one of the nonparametric statistical techniques
that test the significance of the difference between the scores, was used in the pretest - posttest score comparisons.

According to the findings obtained at the end of the study, it was determined that the students who participated in
the program had a significant increase in self-confidence levels. This study was conducted with a single group pre-
test / post-test experimental model. Subsequent studies may give more accurate results in the experimental sense,
and more comprehensive, with control group, monitoring test, and so on can be done by experimental studies.
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OZET

Bu arastirmanin amaci Zonguldak Biilent Ecevit Universitesi Siirekli Egitim Merkezi tarafindan gerceklestirilen Cocuk
Universitesi projesinde yer alan dzgiiven gelistirmeye yénelik hazirlanmis programin égrencilerin 6zgiiven diizeyleri
tizerindeki etkisini incelemektir. Aragtirmanin ¢alisma grubunu, Zonguldak Biilent Ecevit Universitesi Siirekli Egitim Merkezi
tarafindan Cocuk Universitesi kapsaminda 2018 kis déneminde 6zgiiven gelistirmeye yonelik acilan programa katilan 3 kiz, 10
erkek toplam 13 6grenci olusturmaktadir. Ogrencilerin sinif diizeyi ise 4. - 8. siniflar arasindadir. Calismada veri toplama araci

wen

olarak dgrencilerin 6zgiiven diizeylerini tespit edebilmek amaciyla “Ozgiiven Olgegi” kullanilmistir. Arastirmada tek grup
ontest-sontest kontrol grupsuz deney deseni kullanilmistir. Arastirmadan elde edilen bulgular, 6zgiiven gelistirmeye yonelik
hazirlanmis programa katilan dgrencilerin 6ntest-sontest puanlari arasinda anlaml farkin oldugunu ve uygulanan programin
ogrencilerin 6zgiiven diizeylerini arttirdigini ortaya koymustur.

Anahtar Kelimeler: Ozgiiven, Cocuk Universitesi.

1. Giris

Son yillarda lizerinde bir¢ok ¢alisma yapilan ve bir¢ok degiskenle iliskisine bakilan kavramlardan biri
“giiven” kavramidir. Giiven, Kkisilerarasi iligkileri etkileyen 6nemli bir kavramdir. Bu nedenle egitim
psikologlarinin ¢alisma alanlarindan biri olmustur. Insanda giiven duygusu bebeklik yasamiyla baslar.
Ozellikle yasamin ilk yili bebegin giiven duygusunun gelistirebilmesi acisindan énemlidir. Zaten ilk yil
ayni zamanda giliven ya da gilivensizlik evresi olarak da bilinir (Goknar, 2010). Bebegin ilk yillarda giiven
duygusu gelistirmesi icin gerekli o6zellikler, sonraki yaslar icinde gecerlidir. Temel ihtiyaclarin
karsilandigi, acik iletisimin bulundugu, davranislarda tutarlilik ve stireklilik olan insanlarin olusturdugu
toplumda yasayanlar kendilerini giivende hissederler (Bacanli, 2004). Bebeklik doneminde temeli atilan
gliven duygusu ileriki donemlerde bireylerin 6zglivenlerini de etkiler.

insan kisiliginin en temel 6zelliklerinden biri olan 6zgliven, kalitsal bir 6zellik degildir ve aile, okul,
cevre gibi faktorlerin etkisi ile kisacasi birey yasadikca sekillenmektedir (Hambly, 2003; Géknar, 2010).
Akagilindiiz (2006), 6zgliveni bireyin kendisine yonelik iyi, olumlu duygular gelistirmesi sonucu kendini
iyi hissetmesi, bu iyi hissetme sonucunda kendisiyle ve cevresindeki kisilerle barisik olmasi seklinde
tanimlamistir. Pervin ve John (2001), 6zgiivenin bireysel durumlara 6zgii veya gegici bir tutum olmadigini,
aksine genel bir kisilik 6zelligi oldugunu belirtir. Ko¢ ve Giin (2006)’e gore 6zgiiven, dogustan gelmeyen,
yaparak kazanilmasi gereken, hayatta karsilasilan sorunlarla bas edebilme yetenegidir. Lindenfield
(1997), i¢ 6zgiiven ve dis dzgiiven olmak iizere iki tiir 6zgiiven oldugunu belirtir. I¢ 6zgiiven, kendimizden
memnun ve kendimizle barisik oldugumuza dair inancimiz ve bu konuda hissettiklerimiz; dis 6zgiiven ise,
disariya kendimizden emin oldugumuz seklinde verdigimiz goériintii ve davranislardir. Genel anlamda
ozgliven bireyin kendi yeteneklerini, duygularini tanimasi, kendini sevmesi ve kendine giivenmesi olarak
tanimlanir (Altintas, 2015).

Her bireyin farkli 6zgiiven diizeyine sahip oldugu séylenebilir ve insanlar genellikle diisiik, orta veya
yiiksek 6zgiiven diizeyine sahip olarak tanimlanabilirler (Basoglu, 2007). Ozgiiveni yiiksek olan bireyler
genelde, iyimser, zorluklardan yilmayan, basarma istegi olan, yeni diisiincelere ve deneyimlere acgik ve
arastirmaci, insan iliskilerinde rahat ve sevecen, sorumluluk yiiklenen ve atilimci kisilik 6zelliklerine
sahiptirler. Yiiksek 6zgilivenli kisiler, kendilerini saygi gérmeye ve kabul edilmeye deger, yararli, 6nemli
kisiler olarak algilama egilimindedirler (Magden ve Aksoy, 1993). Ozgiiveni diisiik kisiler ise, kendilerini
basarisiz ve degersiz goriir; reddedilme korkusu ile sevgi alisverisine girmezler. Bu tarz kisiler, glinliik
yasamdaki problemleri ¢6zemeyeceklerine inanir, devamli ¢aresizligin stres ve kaygisini yasarlar. Cabuk
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etkilenirler ve baskalarina bagiml bir yasanti sergilerler. Diislik 6zglivenli kisiler, kendilerini siirekli
baskalariyla Kiyaslarlar. Baskalar1 lizerinde nasil etki biraktiklarini, insanlarin kendisi hakkinda neler
diisiindiigiinii ve kendilerinin yetersizligini fark edip, etmediklerini merak ederler (Altintas, 2015).
Kisinin 6zgiiven diizeyi tiim hayatini olumlu veya olumsuz yonde etkilemektedir. Shrauger’e gore diisiik
Ozgiivene sahip insanlar yiiksek 6zglivene sahip olan insanlara goére anlamli oranda daha basarisiz
olmaktadir (Akt., Tokinan, 2008). Rogers’in yaptig1 bir arastirmanin sonuglarina gore diisiik ve orta diizey
ozglivene sahip c¢ocuklarla karsilastirildiginda yiiksek dzgiivenli ¢cocuklar cok daha iddiali, bagimsiz ve
yaraticl bulunmuslardir. Yiiksek 6zgiivenli kisiler ayn1 zamanda gercekligin sosyal tanimlamalarini daha
az kabul etme egilimindedirler (Pervin ve John, 2001). Insan hayatini olumlu ve olumsuz anlamda
etkileyen 6zgiivenin en 6nemli 6zelligi duragan olmamasi ve insan yasami boyunca sartlara gore
degisebilmesidir (Soner, 1995).

Bireylerin yasamlarini sekillendiren 6zgiivenin olusumunu ve gelisimini etkileyen bir¢ok faktor
bulunmaktadir. Bu faktorlerin basinda anne-baba tutumlar1 (Kasatura, 1998), akademik basari
(Kocaarslan, 2009), kendini degerlendirme ve ¢evrenin etkisi (Goknar, 2010), zeka (Yoriikoglu, 1990),
fiziksel goriinim (Altan, 2001), olumsuz baski ve disiplin yontemleri (Goknar, 2010), sorumluluk
(Basoglu, 2007) ve diger faktorler gelmektedir. insan dogustan belirli baz1 yeteneklere ve farkh zeka
diizeyine sahiptir. Ancak insan hi¢cbir zaman 6zgiivene sahip ya da 6zglivenden yoksun bir birey olarak
diinyaya gelmez. Ozgiivenin olusumu ve gelisimi tamamen yasamla ilintili bir durumdur (Goknar, 2010).
Cocukta 6zgiiven dogumla gelismeye baslar, erken yaslarda da kesinlik kazanir ve hayat boyu gelismeye
devam eder. Cocuklar ergenlikle beraber o6zgiivenlerini degerlendirmeye ve sekillendirmeye baslar
(Ozbey, 2004). Dogustan getirilmeyen, dinamik bir siirec olan ve 6grenmelerle sekillenen dzgiiven fiziksel,
bilissel ve toplumsal alanda pek ¢ok degisikligin yasandigi ergenlik doneminde de ergenin davranislarinin
o6nemli belirleyicileri arasindadir.

Insan hayatinin ¢ok farkh alanlarinda etkili olan ézgiivenin gelistirilebilir olmasi ¢ok énemlidir. Bu
noktada alan uzmanlarinin 6zgiiveni arttirmaya yonelik calismalarda bulunmasi énem arz etmektedir. Bu
calismada da Biilent Ecevit Universitesi Siirekli Egitim Merkezi kapsaminda acilan Cocuk Universitesi
projesinde yer alan 6zgiliven gelistirmeye yonelik olarak hazirlanmis program ile ortaokul 6grencilerinin
ozgiiven diizeylerinin artirilmasi amag¢lanmistir.

2. Yontem

2.1. Arastirma Modeli

Bu calismada, deneme modellerinden “Tek grup oOntest-sontest kontrol grupsuz deney deseni”
kullanilmistir. Bu model, deneme 6ncesi modellerden biridir; ancak ger¢ek anlamda bir deneme modeli
niteligi tasimaz. Bu modelde gelisigiizel secilmis bir gruba bagimsiz degisken uygulanir. Ancak bu kez
hem deney 6ncesi hem de deney sonrasi dlgmeler yapilir. Modelde O 2>0 1 olmasi durumunda basarinin
X'ten kaynaklandig1 kabul edilir (Karasar, 2014). Desenin simgesel goriiniimii asagidaki gibidir.

Grup Ontest Islem Sontest
G 01 X 02

G, islem yapilan grubu; O1, deney grubundan alinan 6n 6lgiimii; X, deneysel islemi; O2 ise deney
grubundan alinan son 6lgiimii géstermektedir (Biiyiikoztiirk, 2001).

2.2. Calisma Grubu

Arastirmanin calisma grubunu Zonguldak Biilent Ecevit Universitesi, Siirekli Egitim Merkezi
tarafindan Cocuk Universitesi kapsaminda 2018 kis déneminde acgilan “Farkimin Farkindayim” isimli
ozgliven gelistirmeye yonelik hazirlanan programa katilan 3 kiz, 10 erkek 6grenci olusturmaktadir.
Ogrenciler 4. ve 8. simflar arasinda 6grenim gérmektedirler. Ogrencilerin yas ortalamasi 11.46'dur.
Ogrencilerin 3’0 4. siif, 6’s1 5. sinif, 1’i 6. sinif, 2’si 7. sinif ve 1’i 8. sinifa devam etmektedir. Katilimcilarin
seciminde, 6grencilerin 6n-test ve son-test dlglimlerine katilmalarinin yani sira 5 giin stiren programin
tlimiine katilmalari sartini da yerine getirmis olmalari g6z 6niinde bulundurulmustur.
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2.3. Veri Toplama Araglart

2.3.1. Ozgiiven Olgegi

Akin (2007) tarafindan gelistirilen “Ozgiiven Olgegi” nin maddeleri 5’li Likert ( “1” Hicbir Zaman, “2”
Ara sira, “3”Sik sik, “4” Genellikle, “5” Her zaman) dereceleme 0lgegi seklindedir. Yap1 gecerligi icin
yapilan faktor analizi sonucunda toplam varyansin %43.6’sin1 agiklayan ve 33 maddeden olusan iki
faktorlii bir 6lgme araci elde edilmistir. Birinci faktor “i¢ 6zgiiven” seklinde tanimlanmis ve faktor
yiikleri .31 ile .74 arasinda degisen toplam 17 maddeden olusmaktadir. ikinci faktér ise “dis 6zgiiven”
olarak adlandirilmis olup 16 maddeden olusmakta ve faktor yiikleri .32 ile .75 arasinda degismektedir. I¢
ve dis Ozgiliven faktorleri arasinda korelasyon katsayisinin da .81 olarak belirlenmistir. Giivenirlik
calismasinda “Ozgiiven Olgegi’nin i¢ tutarhlik katsayilar1 élgegin biitiinii icin .83, i¢ ézgiiven faktorii
icin .83 ve dis 6zgiiven faktorii icin .85 olarak bulunmustur. Ozgiiven Ol¢egi icin yapilan madde analizi
sonucunda madde-toplam test korelasyonlarinin .30 ile .72 arasinda degistigi gériilmiistr.

2.4. Verilerin Analizi

Olgme araclari ile toplanan verilerin ¢éziimlenmesinde; arastirmanin genel amacina yénelik olarak
toplanan veriler SPSS programina girilmistir ve veriler iizerinde gerekli istatistiksel ¢éziimlemeler icin
SPSS 16.0 paket programindan yararlanilmistir. Verilerin analizinde Ontest - sontest puan
karsilastirmalarinda, puanlar arasindaki farkin anlamhiligini test eden parametrik olmayan istatistiksel
tekniklerden biri olan Wilcoxon Isaretli Sirali Testi kullanilmistir.

2.5. Islemler

Bu arastirma, dntest ve sontest uygulamalar:1 arasinda 5 giin silireyle dzgiiven gelistirmeye yonelik
olarak Cocuk Universitesi kapsaminda gerceklestirilen programdan olusmaktadir. Ozgiiven gelistirmeye
yonelik hazirlanan program kapsaml literatiir taramasi sonucu bir¢ok kaynaktan yararlanilarak
gelistirilmistir. Her oturumda yapilacak c¢alismalar, verilecek bilgiler onceden planlanmis ve
belirlenmistir. Program kapsaminda hazirlanan egitim icerigi ve etkinlikler Tablo 1’de gosterilmistir.

Tablo 1
Deney Grubuna Yapilan Islemler
Oturumlar Icerik Etkinlikler
Tanisma

Isinma oyunu
Kendime giivendigim-
giivenmedigim yanlarim
Ozgiivenli miyim? Mucize Soru yontemi
Farkimin farkinda miyim? Istisnai durumlarin farkina
varma

1. Giin

Ozgiiven konusunda farkindalik
kazanma

Giiclii yonlerini fark etme

Isinma oyunu
Problemi anlama
Bir plan hazirlayarak uygun

Problem ¢ézme nedir? Neden stratejiyi belirleme

. onemlidir? Hazirlanan plani uygulama
2.Gin oo . . o .
Problemi ¢dzmek i¢cin gerekli Sonucu degerlendirme

stratejiler Problem senaryolari ve
¢oziimlerin belirlenmesi

Bir problem, onlarca ¢6ziim
Cesitli oyunlar

[sinma oyunu

3. Giin Atllganlik Egitimi Atilganlik nedir?




Bilgin, 0. Karaelmas Journal of Educational Sciences 6 (2018) 146-153 151

Atilgan davraniglara 6rnekler
Nasil davranirdin? Etkinligi
Rol oynama etkinligi

[sinma oyunu
4. Giin Film lizerine F¥lm 1“zlen.1e etkinligi
Film lizerine tartisma- Neler

o0grendik?
[sinma oyunu
Neler 6grendik?

Ogrendiklerimizi hayatimiza
5 Giin Ozgiivenliyim na51"l gecirecegiz?
Farkimin Farkindayim Ozglivenimin farkindayim
Sevgi bombardimani
Sertifika dagitimi

Vedalasma

2.6. Programin Uygulanmasi

Ozgiiven gelistirmeye yonelik hazirlanan program, Zonguldak Biilent Ecevit Universitesi Siirekli Egitim
Merkezi tarafindan agilan Cocuk Universitesi 2018 kis dénemi kapsaminda 22-26 Ocak tarihleri arasinda
katilimcilara uygulanmistir. Program 13 katilimci ile baslamis ve eksiksiz olarak 13 katilimc ile sona
ermistir. Program 5 giin boyunca 13.30-17.30 saatleri arasinda giinde 4 saat olmak tizere katilimcilara
uygulanmistir.

3. Bulgular

Bu béliimde arastirmada elde edilen bulgular yer almaktadir. Arastirmada Cocuk Universitesi
kapsaminda uygulanan 6zgiiven gelistirmeye yonelik programin 6grencilerin 6zgiiven diizeylerine etkisi
incelenmistir. Calisma grubunda yer alan 6grencilerin 6zgiliven oOlgegi Ontest ve sontest puanlarinin
aritmetik ortalamasi Tablo 2’de gosterilmistir.

Tablo 2
Ogrencilerin Ozgiiven Olgegi Ontest ve Sontest Puan Ortalamalar:

Degisken Olgiim N Ortalama Ss
Ontest 13 127,92 17,92
Ozgiiven
Sontest 13 148,61 13,79

Tablo 2 incelendiginde 6grencilerin uygulama oncesi 6zgiiven 6lceginden aldiklar1 puan ortalamasi
127,92’dir. Uygulama sonrasi aldiklar1 puan ortalamasi ise 148,61 ‘dir.

Ontest ve sontest puan ortalamalari arasinda anlamli bir farkin olup olmadigi Wilcoxon isaretli
siralar testi ile analiz edilmis olup sonuglar Tablo 3’de verilmistir.
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Tablo 3
Ozgiiven Olcegi Ontest Sontest Wilcoxon Isaretli Siralar Testi Sonuglari
Degisken Sontest-  Ontest N Sira Sira Toplam1 zZ
813 Ortalamasi p p
Negatif sira 1 10,50 10,50 -2,447 ,014
Ozgiiven Pozitif sira 12 6,71 80,50

Esit 0

Tablo 3 incelendiginde ¢alismaya katilan 6grencilerin 6zgiiven 6lcegi dntest- sontest puanlari arasinda
anlamh derecede farkhlastifi gorilmiistiir (6zgiiven; z= -2,447 p<.05). Buna gére Cocuk Universitesi
kapsaminda oOzgiiven gelistirmeye yonelik hazirlanan programin 6grencilerin 6zgliven diizeylerini
arttirmada etkili oldugu s6ylenebilir.

4. Tartisma, Sonug ve Oneriler

Arastirmamin amaci, Cocuk Universitesi kapsaminda ézgiiven gelistirmeye yénelik hazirlanmis olan
programin o6grencilerin 6zgliven diizeyi lzerindeki etkisini incelemektir. Arastirma bulgularina gore
programa katilan 6grencilerin 6zgiiven diizeylerinde anlamli bir artis oldugu tespit edilmistir.

Bireyi bir¢ok farkli alanda etkileyen, dogustan getirilmeyen ve hayat icinde sekillenerek sonradan
kazandirilabilen bir 6zellik olmasi sebebiyle 6zgiiven kavraminin insan yasaminda onemi biiytktiir.
Yiiksek diizeyde 6zgiivenin bireye saglayacagl yararlar da diisiiniildiiglinde 6zgtiven gelistirmeye yonelik
yapilan calismalarin degeri daha da artmaktadir. Bu ¢alismada oldugu gibi 6zgiivenin gelistirilmesi i¢in
yapilan deneysel calismalara rastlamak miimkiindiir. Literatiir incelendiginde sinirli sayida calisma
oldugu goriilmektedir. Bilgin (2016) yaptig1 deneysel ¢alismada kisa siireli ¢6ziim odakli psikolojik
danismanin ergenlerin 6zgiiven diizeyi lizerinde etkili oldugu ve bu sonucun izleme testi sonucunda da
degismedigi ve kalic1 oldugu sonucuna ulasmistir. Benzer sekilde Karacan (2009) bibliodanismaya dayali
ozgliven gelistirme programinin 6. Sinif 6grencilerinin 6zgiiven diizeyine etkisini arastirdigl ¢alismasi
sonucunda bu programin 6grencilerin 6zgiiven dilizeylerini anlamli bir sekilde arttirdigi sonucuna
ulasmistir.

Bu arastirma, Zonguldak Biilent Ecevit Universitesi Siirekli Egitim Merkezi biinyesinde acilan Cocuk
Universitesi projesi kapsaminda yapilmistir. Cocuk Universiteleri dgrencilere bircok disipline yonelik
uygulamali egitim imkani sunan ve informal egitimlerin kurumsal bir kimlik kazanmalar1 noktasinda
onem arz eden proje olarak karsimiza ¢ikmaktadir (Es, Geren ve Altan, 2015). Cocuk Universitelerinin
cocuklarin formal egitimde kazanamadiklar1 daha ¢ok uygulama firsati veren bilgi ve becerileri
edindikleri yer olarak karsimiza ¢ikmaktadirlar. Ogrencilerin bu projeden faydalanabilmeleri icin bu
projeye olan algilar1 da 6nemlidir. S6nmez, Gokbulut ve Sapsaglam (2015) yaptiklarn calismalari
sonucunda dgrencilerin ¢ocuk tniversitesi etkinlikleri ile ilgili %95 olumlu goris beyan ettiklerini tespit
etmigtirler. Ogrencilerin bu olumlu geri déniitiiniin uygulanan programin etkililigini arttirmasi
noktasinda da 6nem kazandigi sOylenebilir. Benzer sekilde Es, Geren ve Altan (2015), yaptiklar
calismalarinda g¢ocuk Universitesine katilan 6grencilerden etkinlik sonunda aldiklar1 geri doniite gore
Ogrencilerin program boyunca uygulanan tiim etkinlikleri sevdiklerini ortaya koymuslardir. Bu ¢galismada
da 6grencilerin 6zgiiven duzeyleri arttigindan dolay1 programda uygulanan etkinliklerden faydalandiklari
soylenebilir.

Cocuk Universiteleri egitmen merkezli olarak degil daha ¢ok 6grencilerin birebir uygulama yaptiklar
bir proje olmasiyla 6n plana ¢ikmaktadir. Es ve Geren (2014) yaptiklar1 calismalarinda Cocuk
Universitesi'ne yonelik 6grenci ve velilerin algilarini incelemislerdir. Arastirma sonucunda 6grenci ve
velilerin uygulamaya katildiktan sonra algilarinin degistigi ve beklediklerinin aksine projenin ¢ok fazla
uygulamaya doniik ve faydal oldugu seklinde goriis belirttikleri goriilmiistiir. Bu calisma biinyesinde
uygulanan o6zgiiven gelistirmeye yonelik olarak hazirlanan “Farkimin farkindayim” programinda da
ogrencilerin bizzat olayin icinde oldugu cok fazla uygulamaya doniik etkinligin bulundugu sdylenebilir.
Bu noktada 6grencilerin programda bizzat yaparak ve yasayarak etkinliklere katildigi icin programdan
daha fazla yarar sagladiklari séylenebilir.
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Cocuk Universitesi biinyesinde agilan programlara bakildiginda bu programlarin iceriginin daha cok
fen bilimleri alaninda oldugu goriilmektedir. Bu ¢alismanin sonuglar1 da goz 6ntine alindiginda bundan
sonraki siirecte cocuk iiniversitelerinin program iceriginde cocugun pozitif anlamda faydalanabilecegi ve
daha cok kisiligine yonelik 6zsaygi, 6z-yeterlik, 6z-diizenleme vb uygulamalara daha ¢ok yer verilebilir.

Bu calisma tek grup on-test/son-test deneysel modeli ile yapilmistir. Bundan sonraki calismalar
deneysel anlamda daha dogru sonuclar verebilecek ve daha kapsamli sekilde kontrol gruplu, izleme
testinin oldugu deneysel calismalar ile yapilabilir.
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ABSTRACT

The aim of this study is to compare Canada 5th grade Science lesson curriculum and Turkey 5th grade Science lesson
curriculum in terms of educational philosophy, objectives, learning areas and assessment. This study is a cross-national
comparative education research. The collected data were analyzed comparatively by using document analysis as a qualitative
analysis method. According to results; when analyzed the objectives of curriculum and teaching philosophy, it was determined
that the most basic point was to educate science literate individuals and to train individuals who have gained scientific
thinking skills. When analyzed learning areas in the curriculum, five different learning areas in curriculum used in Turkey,
while in Canada curriculum was seen that four different learning areas. When the assessment tools used in Turkey is
investigated, objective-oriented techniques for making an assessment and self-assessment system are used. In Canada, it was
determined that a measurement assessment system was implemented based on achievement levels.

Keywords: Comparative Education, Science Lesson Curriculum, Turkey, Canada.

EXTENDED ABSTRACT

Purpose and Significance

In order for countries to be able to compete with each other in various fields, it is necessary for the individuals
raised in the country to be equipped in accordance with the needs of the times and modern world. Each country has
its own education system and educational policy. In the world where technology is spreading rapidly, countries
compare with other education systems in other countries in order to see the effectiveness of their education
systems. In comparative education, the findings of countries such as PISA and TIMMS are examined. Since the
validity and reliability of these international exams are very high, they are used as an important criterion in
curriculum development and evaluation studies, without seeing the functionality of the curriculum. The aim of this
study is to compare Canada 5th grade Science lesson curriculum and Turkey 5th grade Science lesson curriculum in
terms of educational philosophy, objectives, learning areas and assessment. This study is a cross-national
comparative education research. Based on the literature studies examined, Canada and Turkey education systems
were compared in terms of general purposes, studies have been made for the acquisition of a course of a single unit.
It is significant that this study allows for a detailed curriculum comparison on a class basis.

Methods

Descriptive model is used in the study. The collected data were analyzed comparatively by using document analysis
as a qualitative analysis method. The research sample of the study was Turkey 5th grade Science lesson curriculum
and Canada 5th grade Science lesson curriculum. Data on the science curricula investigated is derived from the
curricula in the official websites of the countries. The philosophies, objectives, learning areas and measurement
tools of the science curriculum of the selected countries are examined. Findings are presented with tables.

Results
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According to findings, it was determined there was no certain philosophy adopted in Turkey. An eclectic approach
has been adopted. Looking at the Canada’s science curriculum, a student-centered and constructivist approach
seems to be adopted. Other important findings in the study was that both curriculum aimed to educate qualified
students by basically understanding the relationship between science and technology. When analyzed learning
areas in the curriculum, five different learning areas in curriculum used in Turkey, while in Canada curriculum was
seen that four different learning areas. When the assessment tools used in Turkey is investigated, objective-oriented
techniques for making an assessment and self-assessment system are used. In Canada, it was determined that a
measurement assessment system was implemented based on achievement levels.

Discussion and Conclusions

In this research used document analysis method; there are similarities between the aims of the education systems of
the two countries. Students' understanding of the basic concepts of science and technology and the aim of teaching
the scientific thinking structure can be shown as an example of similarities. Despite these similarities, when we look
at the purpose of being used in all provinces jointly conducted curriculum in Turkey, every province in Canada uses
its own curriculum set by the ministry. In line with the results of the research; it can be recommended that Canada
and Turkey 5th grade science textbooks to conform to the curriculum in terms of issues, sample activities and
objectives.
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Kanada ve Tiirkiye 5. Sinif Fen Bilimleri Dersi Ogretim
Programlarinin Karsilastirilmasi
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OZET

Bu arastirmanin amaci Tiirkiye 5. sinif Fen Bilimleri 6gretim programi ile Kanada 5. sinif Fen Bilimleri 6gretim programinin
egitim felsefesi ve genel amacglar, 6grenme alanlar1 ve dlgme degerlendirme durumlari acilarindan karsilastirmaktir. Bu
calisma llkeler arasi karsilastirmali egitim arastirmasidir. Calismada tarama modeli kullanilmis ve dokiiman incelemesi
yapilmistir. Arastirmada elde edilen bulgulara gore; 6gretim programlarinin amaglari ve egitim felsefeleri incelendiginde en
temel noktanin fen okur-yazari bireyler yetistirmek oldugu, bilimsel diisiinme becerisi kazandirilmis bireylerin yetistirilmesi
oldugu gériillmiistiir. Ogrenme alanlan1 incelendiginde, Tiirkiye’de kullanilan programda bes farkli konu alani, Kanada
programinda ise dort farkli 6grenme alani oldugu goriilmektedir. Tiirkiye’de kullanilan 6l¢me degerlendirme araclari
incelendiginde kazanim odakli bir 6lgme degerlendirme sistemi ve 6z degerlendirme yapilmasini saglayan teknikler
kullanilmaktadir. Kanada’da basari seviyelerine gore 6lgme degerlendirme sistemi uygulanmaktadir.

Anahtar Kelimeler: Karsilastirmal Egitim, Fen Bilimleri Ogretim Programy, Tiirkiye, Kanada.

1. Giris

Ulkelerin cesitli alanlarda birbiri ile rekabet edebilmesi icin iilkede yetistirilen bireylerin yasanilan
cagin ihtiyaclarina uygun bir sekilde donatilmas1 gerekmektedir. (Oztiirk, 2013:486) Bilimsel alanlardaki
rekabete bakacak olursak bireylerin donatilmasi egitim programlarn ile saglanmaktadir. Egitim
programlarina bagh olarak gelistirilen 6gretim programlar1 bireylerin ¢agin gereklerine uyum
saglayabilmesinde olduk¢a 6nem arz etmektedir. Ogretim programi; egitim programinin biiyiik bir
kismini olusturan, 6gretilmesi hedeflenen bilgi ve becerilerin belirlenen amagclar dogrultusunda planh
olarak kazandirilmasina yonelik bir programdir (Varis, 1988., akt: Es, H., Ekici, Fatma&Erhan., Sarikaya,M.,
2010:568).

Her iilkenin kendine 6zgii egitim sistemi ve egitim politikas1 vardir. Ulkenin sosyo-ekonomik durumu
egitim alanimi etkileyen 6nemli bir unsurdur (Yazici, 2009:1). Teknolojinin hizla yayildigi diinyada,
tilkeler kendi egitim sistemlerinin etkililigini goérebilmek icin diger iilkelerdeki egitim sistemleri ile
karsilastirma yaparlar. Karsilastirmali egitim icin uluslararasi anlamda ortak bir tanim heniiz
yoktur(Tiirkoglu, 2015:2).

Egitim sistemlerinin karsilastirilmasi egitim ve 6gretim programlarina yansir. Karsilastirmali egitimde
tilkelerin PISA ve TIMMS gibi uluslararasi sinavlardaki durumlarina bakilmaktadir. Bu sinavlarin gecerligi
ve glvenirligi olduk¢a ylksek oldugundan program gelistirme ve degerlendirme c¢alismalarinda,
programlarin islevselligini gormede dnemli bir 6l¢iit olarak kullanilmaktadir.

Tirkiye’de program gelistirme calismalar1 dinamik bir yol izlemektedir. Cumhuriyetten bu zamana
bircok kez programlar yenilenmistir. 2005 yilindan sonra program gelistirme c¢alismalari siireklilik
kazanmis, uluslararasi sinavlardaki sonuglara gére programlar yeniden diizenlenmistir(Giiven, 2009:1).

Gelismis diinya tilkelerinin ¢ogu tlkemize kiyasla egitim, okullasma gibi bir¢ok alanda ileride olmasina
karsin gelisen teknolojiye gore siirekli yenilikler ve degisimler yapmaktadir. (TTKB, 2008, akt: Giiven,
2009:4) Karsilastirmali egitim bu kapsamda programlarin stireklilik kazanmasina ve programlardan geri
bildirim elde edilmesine yardimeci olur.

Bu arastirmanin amaci, Tirkiye ve Kanada Fen Bilimleri dersi 6gretim programlarinin 5. Sinif
seviyesinde amaglar, icerik, 6lcme degerlendirme yaklasimlari boyutlarinda karsilastirarak, programlarin
benzerlik ve farkliliklarim1 ortaya koymaktir. Ge¢gmisten glinlimiize karsilastirmali egitim kapsaminda

1 Dr. Ogr. Uyesi, Zonguldak Biilent Ecevit Universitesi, Eregli Egitim Fakiiltesi, muratince20@hotmail.com
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bir¢ok ¢alisma yapilmistir. ilgili alan yazin ¢alismalar: incelendiginde Kanada ve Tiirkiye egitim sistemleri
genel amaglar agisindan karsilastirilmis, bir dersin tek linitesine ait kazamimlara yonelik ¢alismalar
yapilmistir. Bu arastirma sinif bazinda ayrintili bir program karsilastirmasina olanak saglamaktadir.

2. Yontem

2.1. Model

Arastirmada tarama modeli kullanilmistir. Karsilastirmali egitim yaklasimlarindan yatay yaklasimin
benimsendigi arastirmada, dokiiman incelemesi yapilmistir. Dokiiman incelemesi, var olan kayit ve
belgelerden veri toplama teknigidir (Karasar, 2016:229). Dokiiman incelemesi, belli bir amaca déniik
olarak kaynaklari bulma, okuma, not alma ve degerlendirme islemlerini kapsayan bir arastirma
yontemidir (Bryman, 2004). Yildirim ve Simsek (2006), dokiiman incelemesinin, arastirilmasi hedeflenen
olgu veya olgular hakkinda bilgi iceren yazili materyallerin analizini kapsadigini belirtmistir. Dokiiman
incelemesi yoluyla yapilan sentezler, o alanda yapilmis biitiin eserleri belirli 6zelliklere gore
siniflandirabilme 6zelligine sahiptir (Cepni, 2012). Egitim odakl arastirmalarda ders kitaplari, 6grenci ve
o0gretmen kitaplari, ders ve linite planlari, program yonergeleri, egitimle ilgili resmi belgeler dokiiman
incelemesinin veri kaynagi olarak kullanilabilir (Bogdan ve Biklen, 1998). Bu ¢alismada, Kanada Ontorio
eyaletinin ilkdgretim 5. Sinif Fen ve Teknoloji 6gretim programu ile, Tiirkiye’de uygulanan 5. Sinif Fen
Bilimleri dersi 6gretim programi karsilastirilmistir.

2.2. Arastirmanin Orneklemi

Arastirmanin 6rneklemi, Tiirkiye’de 2017 yilinda 5.siniflarda uygulanan ortak fen bilimleri 6gretim
programi ile Kanada Ontorio Eyaleti 2007 5.sinif ilkdgretim Fen ve Teknoloji 6gretim programlaridir.

2.3. Veri Toplama ve Veri Analizi

Incelenen fen 6gretim programlari ve egitim durumlan ile ilgili bilgiler, iilkelerin resmi internet
sitelerinde (URL-1,2017; URL-2, 2017) yer alan 6gretim programlarindan yararlanilarak elde edilmistir.
Belirlenen iilkelerin fen programinin felsefeleri, amaglari, konu dagilimlar1 ve 6lgme degerlendirme
durumlarn incelenmis ve veriler dokiiman analizi yontemiyle karsilastirmali olarak nitel arastirma
seklinde analiz edilmistir. Bulgular tablolar halinde sunularak arastirma sonuglari olusturulmustur.

3. Bulgular

Bu béliimde, incelenen fen 6gretim programlarinin amaglar, egitim felsefesi, konu dagilimlar ve
olcme degerlendirme yoniinden Kkarsilastirlmasina ait bulgular yer almaktadir. Oncelikle egitim
programlarinin amaglari ve egitim felsefeleri, sonra 5. sinif diizeyinde konu dagilimlari, son bdliimde ise
6lcme degerlendirme durumlari incelenmistir.

3.1. Incelenen Ulkelerin Fen Bilimleri Ogretim Programlarinin Felsefeleri ve Amaclari Acisindan
Karsilastirilmast ile Ilgili Bulgular

Bu béliimde fen bilimleri 6gretim programlarinin felsefe ve amaclar agisindan karsilastirilmasi
sonucunda elde edilen bulgular yer almaktadir. Elde edilen veriler Tablo 1’de verilmistir.
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Tablo 1
incelenen Ulkelerin Fen Bilimleri Ogretim Programlarinin Egitim Felsefeleri

TURKIYE KANADA(ONTORIO)

e (Ogrencinin bilgi diizeyinin e Arastirma- tasarlama yaklasimi ve fen-
degerlendirilmesinden ziyade, bilginin teknoloji-toplum-gevre iliskisini temele
birey icin anlamli ve yasantisal hale alan bir yaklasim vardir.
getirmek esastir. e Ogrencileri bilimsel ve teknolojiye

g e Fikirlerini savunabilen, estetik yonelik bilgiyi, kendi aralarinda ve okul
S degerlere uzak olmayan, estetik bakis disindaki 6grenmelerinde kullanabilir
< edinebilmis bireyler yetistirilmelidir. hale getirmek esastir.

Fr .

£ e Milletimizin tarihsel basarilarini e  Ogrencilerin yeni bilgiler edinmede ve
;DED isleyen konular elestirel bir tarih problemleri ¢ozmede fen ve teknolojiyi
m felsefesi gozetmelidir. kullanmalar1 ve yasam kalitelerini

arttirmaya yonelik kazanimlara yer

e Bireyin genis bir diinya ailesine ait
verilmelidir(URL-2).

olmak oldugunun bilincine varacak
bireyler yetistirilmelidir.

e Ogrencilere bilimsel diisiinme
becerilerini kazandirmak ve bilgiye
nasil ulasacaklarini 6gretmek esastir
(URL-1).

Tablo 1 incelendiginde Tiirkiye’de benimsenen belirli bir felsefe yoktur. Eklektik bir yaklasim
benimsenmistir. Eklektik; birden ¢ok felsefenin harmanlanip programa yansimasiyla olusan bir
yaklasimdir. Programin temeli ilerlemecilik ve yapilandirmacilik egitim felsefesine dayanmaktadir. Yer
yer daimicilik felsefesi de goriilmektedir. Ogrencilere milli duygularin kazandirilmasinda daimicilik izleri
goriilirken; fen okur-yazar:1 bireyler yetistirmek, 6grencilere bilimsel stlire¢ becerilerini kazandirmak,
bilgiyi 6grencinin yapilandirmasina olanak verecek kazanimlara yer verilmesinde de yapilandirmaciligin
izleri goriilmektedir. Bu nedenle incelenen programda felsefe net bir sekilde ifade edilmemistir. Ontorio
programina bakildiginda 6grenci merkezli ve yapilandirmaci bir yaklasim benimsendigi gorilmektedir.
Tirkiye ile Ontorio programinin dayandigl ortak nokta merkeze 6grenciyi almasidir. Bilimsel diisiinme
becerisi kazandirmak, birey merkezli olmasi, yapilandirmaci bir anlayis gostermesi ydniinden
benzerlikleri vardir.

Tablo 2
incelenen Ulkelerin Fen Bilimleri Ogretim Programlarinin Amaglari

TURKIYE KANADA(ONTORIO)
e Bireysel farkliliklari ne olursa olsun e Herkes i¢in bilim ve teknoloji okur -
biitiin 6grencileri fen okur-yazari olarak yazarligi saglamak.
yetistirmektir. e Bilim ve teknolojiyi toplum ve cevre
e Bilim ve teknolojiyi etkin sekilde ile iliskilendirmek.
kullanarak gerekli teknik bilgi, birikim, e Bilimsel sorgulama aliskanhg
= beceri ve yeterliliklere sahip bireyler gelistirmek.
o yet1§t1rr?ékt1r. e Teknolojik sorunlarin ¢éziimil i¢in
g e Sosyo-bilimsel konular1 kullanarak gerekli bilgi beceri ve stratejileri
bilimsel diisiinme ve karar verme gelistirmek.

becerilerini gelistirmektir. e  Bilim ve teknolojinin temel

e Fen Bilimleri ile ilgili kariyer bilinci ve kavramlarini anlamak.

girisimcilik becerilerini gelistirmektir. e Bilim ve teknolojinin en énemli yani

e Bilimsel siire¢ becerilerini benimseyip, olan bilimin dogasini anlamaktir.
bu becerilere dayali yeteneklerini,

gercek hayatta karsilastif1 sorunlara
uygulamalarini saglamaktir.

° Ggrencileri fen ile ilgili, toplumsal,
ekonomik, ahlaki konularda etkili
iletisi kurma alaninda hazirlamak.

*  Bilimsel bilginin nasil olustugunu ve e (Ogrencilerde fen ve teknoloji ile ilgili




Ince, M. and Yildirim, C. Karaelmas Journal of Educational Sciences 6 (2018) 154-162 159

nasil kullanildigini anlamasina yardimci cok cesitli kariyerlere yonelik ilgi ve
olmaktir. egilimler gelistirilmelidir(URL-2).

e Sirdiirilebilir kalkinma bilinci
gelistirmektir (URL-1).

Tablo 2 incelendiginde Tiirkiye ve Ontorio programinin ilk géze ¢arpan ortak yonii fen okur-yazari
bireyler yetistirmeyi amaglamasidir. Tiirkiye ile Ontorio programinin diger bir benzer yam da
ogrencilerin 6grendikleri bilgi, beceri ve stratejilerini giinliik hayatta kullanip uygulayabilmesine y6nelik
kazanmimlara yer vermesidir. Iki program da égrencilere temelde bilim ve teknoloji iliskisini kavratip
nitelikli bireyler yetistirmeyi hedeflemektedir.

3.2. Incelenen Ulkelerin Fen Bilimleri Ogretim Programlarinin Konu Dagilimiyla [lgili Olarak Elde Edilen
Bulgular

Bu boéliimde iilkelerin Fen Bilimleri 5.sinif 6gretim programlarinin konu dagilimlarina agisindan
karsilastirilmasi sonucunda elde edilen bilgiler yer almaktadir. Konu dagilimlar1 Tablo 3’de verilmis ve
aciklanmistir.

Tablo 3
Fen Bilimleri 5.sinif Ogretim Programlarinin Konu Dagilimlari
Ogrenme TURKIYE Ogrenme KANADA(ONTORIO)
Alanlan Alanlarn
Giines’in Yapisi ve Ozellikleri
<

= Ay’'in Yapuisi ve Ozellikleri 5 = Dogadaki Hava

= L o

> S o=

= Ay’in Hareketleri ve Evreleri g §

> £z

g . , a v

E Glnes, Diinya ve Ay

A

Yikic1 Doga Olaylari

Canlilar1 Taniyalim
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Uygulamali Bilim

Fen ve Mithendislik
Uygulamalari

Tablo 3 incelendiginde Tirkiye Fen Bilimleri 6gretim programinda 5 farkli konu alani bulundugy,
buna karsilik Ontorio(Kanada) Fen ve Teknoloji 6gretim programinda ise 4 farkli konu alami yer
almaktadir. Ontorio 6gretim programinda yer alan konu alanlari ile Tiirkiye programinda yer alan konu
alanlar1 benzerlik gostermektedir. Bunun yaninda Tiirkiye’de “Fen ve Miihendislik Uygulamalar1” konu
alami Tiirkiye'deki 6gretim programinda yer alirken Ontorio 6gretim programinda boyle bir konu alani
yer almamaktadir. Konu alanlarinin iinitelendirilmesinde iki iilke arasinda farkliliklar goriilmektedir.
Diinya ve Evren konu alani Tiirkiye programinda 5 farkli konu halinde yer alirken Ontorio programinda
tek linite halinde yer almaktadir. Benzer sekilde Tiirkiye’de uygulanan 6gretim programinda Canlilar ve
Yasam konu alanina ait 3 farkli konu yer alirken Ontorio Eyaleti'ne ait programda tek iinite halinde yer
almaktadir. Fiziksel olaylar konu alaninda da farkliliklar goriilmektedir. Tiirkiye’de 5 konu halinde yer
alirken Ontorio’da 2 farkli konu halinde yer almaktadir.

3.3. Incelenen Ulkelerin Olgme ve Degerlendirme Durumlariyla Ilgili Elde Edilen Bulgular

Bu boélimde Tirkiye ve Kanada programlarinin 6l¢gme ve degerlendirme durumlarn agisindan
karsilastirilmasi sonucunda elde edilen bilgiler yer almaktadir. Elde edilen bilgiler Tablo.4’te sunulmustur.

Tablo 4
Ulkelerin Olcme ve Degerlendirme Durumlari

TURKIYE KANADA(ONTORIO)

e Kazanim odakli dlgme e Olgme degerlendirme siireciyle ilgili
degerlendirme sistemi vardir. ayrintili bilgi yoktur.

e  Geri bildirim saglamaya yonelik bir e Programda basari seviyelerine gore
anlayis benimsenmistir. verilen tablodan hareketle 6grenci

e Tanima, izleme ve sonuc(iiriin) bagaris1 degerlendirilmektedir.
odakli bir degerlendirme siireci
izlenmektedir.

e Ogrencilerin 6z degerlendirme
yapmalarini saglayacak alternatif
6lcme degerlendirme teknikleri
kullanilmaktadir. (Akran, grup
degerlendirme)

Olgme Degerlendirme Yaklasimi

e Donem boyunca devam eden
6grenme etkinlikleri
kullanilmaktadir (URL-1).

Tablo 4 incelendiginde Tiirkiye programi Ontorio (Kanada) programina gore daha detayl bir sekilde
6lcme degerlendirme unsurlar1 icermektedir. Ontorio programinda net bir yaklasim bulunmamaktadir.
Kazanim odakli bir degerlendirme tablosu bulunmaktadir. Tiirkiye ile bu yoénden birbirine benzer
ozellikler tasimaktadir. Tiirkiye’de yapilan 6grenci 6lgme degerlendirme calismalari da kazanimlari
kazandirmaya yoneliktir fakat Ontorio programindaki gibi tablo seklinde degildir. Ontorio programinda
basar1 seviyelerine gore degerlendirmenin yapilmasi bireysel farklhiliklarin énemsendigini, 6grenciye
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gorelik ilkesine uygunlugunu gostermektedir. Ontorio programina ait 6grenci degerlendirme basari

seviye tablosu bu boliimde sunulmustur.

Tablo 5
Ontorio Fen ve Teknoloji Ogretim Programi 1. ve 8. Siniflar Arasi Bagari Seviyeleri
Bilgi / Beceri 1.Seviye 2.Seviye 3.Seviye 4.Seviye
-Birkag temel -Temel -Bircok temel -Temel
kavrami anladigini kavramlarin kavrami anladigini kavramlarin hepsini

Temel Kavramlar
Anlama

Arastirma ve
dizayn
becerileri(arag,
gereg ve
materyalleri
gtivenli kullanma
becerilerini
icerir.)

Gerekli bilgi
iletisimi

Fen ve teknolojiyi
birbiriyle ve okul
disindaki diinya
ile iliskilendirme

gosterir.

-Belirgin sekilde
kavram yanilgilarina
sahiptir.

-Kavramlari cok
sinirli seviyede
anladigini gosteren
aciklamalar yapar.

bazilarini anladigini
gosterir.

-Az sayida
kavram yanilgilarina
sahiptir.

- Tam olmayan
aciklamalar yapar.

gosterir.

-Cok belirgin
kavram yanilgilarina
sahip degildir.

-Genellikle tam ya
da tama ¢ok yakin
aciklamalar yapar.

anladigini gosterir.
-Kavram
yanilgilarina sahip
degildir.
- Her zaman tam
aciklamalar yapar.

-Gerekli beceri ve
stratejilerin birka¢in
uygular.

-Giivenlik
prosediirlerinin ¢ok
az farkindadir.

-Arag, gereg ve
materyalleri sadece

-Gerekli beceri ve
stratejilerin
bazilarini uygular.

-Givenlik
prosediirlerinin
biraz farkindadir.

-Arag, gereg ve
materyalleri biraz

-Gerekli beceri ve
stratejilerin cogunu
uygular.

-Givenlik
prosediirlerinin
¢ogunun farkindadir.

-Arag,gereg ve
materyalleri nadiren

-Gerekli beceri ve
stratejilerin hemen
hemen hepsini
uygular.

-Glivenlik
prosediirlerinin
stirekli farkindadir.

-Arag, gereg ve

yardimla dogru yardimla dogru yardim alarak; dogru materyalleri;

kullanir. kullanir. kullanir. yardimsiz ya da ¢ok
az yardim alarak
kullanir.

-fletisim -iletisim -iletisim -Iletisim
kurmadaki netlik ve kurmadaki netlik ve  kurmadaki netlik ve kurmadaki netlik ve
hassaslik konusunda  hassaslik konusunda hassaslik konusunda hassaslik konusunda
zayiftir. biraz iyidir. genellikle iyidir. strekli iyidir.

- Fen ve teknoloji
terminolojisi ve
birimlerini seyrek

- Fen ve teknoloji
terminolojisi ve
birimlerini bazen

-Fen ve teknoloji
terminolojisi ve
birimlerini genellikle

-Fen ve teknoloji
terminolojisi ve
birimlerini siirekli

olarak uygun bicimde uygun bicimde uygun bicimde uygun bicimde
kullanir. kullanir. kullanir. kullanir.
-Asina oldugu -Asina oldugu -Asina oldugu -Hem asina

cevrelerde fen ve
teknoloji arasindaki
bag1 anladigini ¢cok az
gosterir.

-Okul disindaki
diinyada fen ve
teknoloji arasindaki
bag1 anladigini ¢ok az
gosterir.

cevrelerde fen ve
teknoloji arasindaki
bag1 anladigini biraz
gosterir.

- Okul disindaki
diinyada fen ve
teknoloji arasindaki
bag1 anladigini biraz
gosterir.

cevrelerde fen ve
teknoloji arasindaki
bag1 anladigini
gostertir.

-Okul disindaki
diinyada fen ve
teknoloji arasindaki
bag1 anladigini
gosterir.

oldugu hem de asina
olmadigi cevrelerde
fen ve teknoloji
arasindaki bagi
anladigini gosterir.
-Okul disindaki
diinyada fen ve
teknoloji arasindaki
bag1 ve bu ikisinin
birbirleri ile i¢ ice
olma durumunu
anladigini gosterir.

Kaynak: (OMoET, 1998:13, aktaran: Giiven,2009:156)
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4. Sonug ve Oneriler

Bu calisma, Tiirkiye ve Kanada’nin Ontorio Eyaleti 5.siniflarda uygulanan fen bilimleri 6gretim
programlarinin amaglar, egitim felsefeleri, konu dagilimlar1 ve o6lgme degerlendirme durumlarini
karsilastirmali egitim kapsaminda inceleyip arastirmak amaciyla yapilmistir. Dokiiman analizi yontemi
kullanilarak yapilan bu arastirmada; iki iilkenin egitim sistemlerinin amaglar1 arasinda benzerlikler
bulunmaktadir. Ogrencilerin bilim ve teknolojinin temel kavramlarini anlayip, bilimsel diisiinme yapisi
ogretmenin hedeflenmesi benzerliklere 6rnek olarak gosterilebilir. iki iilkenin de temel amacina
bakildiginda fen okur-yazari bireyler yetistirmek oldugu goriilmektedir. Bu benzerliklere karsin amaclara
bakildiginda Tiirkiye'de biitlin illerde ortak yiiriitiilen 6gretim programi kullanilirken, Kanada’da her
eyalet kendi egitim bakanliginin belirledigi 6gretim programini kullanmaktadir. Tiirkiye’de 6grencilerin
sosyo-ekonomik durumlarinin, yasam kosullarinin farkli olmasi bazen programlarinin uygulanabilirligi
konusunda problem olmaktadir. Dolayisiyla ililke genelinde tek bir programin degil bolgelere gore
degisen bir programin uygulanmasi programlara ve Ogretme Ogrenme siirecine olumlu bir katki
saglayabilir. Tiirkiye’de uygulanan programlarda net bir felsefen s6z edilmemektedir. Programin geneline
bakildiginda yapilandirmacilik ve ilerlemecilik felsefelerinin etkin oldugu goériilmektedir. Tablo 1'de
belirtilen amagclara bakildiginda o6grencilere milli duygularin kazandirilmasinda daimicilik izleri
gorulirken, bilgiye nasil ulasilacaginin hedeflenmesinde ilerlemecilik ve yapilandirmaciligin izleri
gorilmektedir. Tiirkiye’de belirli bir felsefenin kullanilmasi yarar saglayabilir. Programlarin islevselligine
ve etkililigini gérme agisindan program unsurlari arasinda dinamik bir iliski vardir. Bu iliskinin
dinamikligi temelde olan felsefeden kaynaklanir. Belirli bir felsefenin olmasi stirekli bir geri bildirim
olanagi da saglayabilir. Ontorio Eyaleti'nde belirli bir 6lcme degerlendirme calismasinin olmamasi da
program icin énemli bir sorun olarak goriilebilir. Olgme degerlendirme de programin unsurlarindan biri
oldugundan belirlenmis 6l¢me degerlendirme araglarinin kullanilmasi gerekli gortlebilir. Yapilacak diger
calismalarda, Kanada ve Tirkiye’de kullanilan 5. Sinif fen bilimleri ders kitaplarinin 6gretim programina
uygunlugu, konularin dagilimi ve etkinlik 6rnekleri acilarindan incelenmesi 6nerilmistir.

Kaynaklar

Bogdan R. C. & Biklen, S. K. (1998). Qualitative research for education. and introduction to theory and methods. Third
Edition, MA, Allyn&Bacon: New York.

Bryman, A. (2004). Social research methods. (8th Ed.). Oxford University Press: New York.

Cepni, S. (2012). Arastirma ve proje ¢alismalarina giris. (6. Baski). Celepler Matbaacilik: Trabzon.
Es, H,, Sarikaya, M., Ekici Taskin, F. & Ekici, E. (2010). Tiirkiye MEB ve Ontorio(Kanada) eyaleti fen ve teknoloji dersi
Ogretim programlarinin karsilastirilarak degerlendirilmesi. e-Journal of New World Sciences Academy, 5(2).
Giiven, 1. (2009). Tiirkiye ile Kanada Fen Egitiminin Karsilastirilmasi ve Onerilen Bir Fen Uygulamasi. Yayimlanmamis
Doktora Tezi, Marmara Universitesi, Egitim Bilimleri Enstitiisii, istanbul.

Karasar, N. (2016). BilimselAra;tlrma Yéntemleri: Kavramlar Teknikler ilkeler. Nobel Akademik Yayincilik: Ankara.

Oztiirk Zayimoglu, F. & Oztiirk, T. (2013). Kanada(Ontorio) sosyal bilgiler égretim programi ve bu programin
Tiirkiye sosyal bilgiler 6gretim programiyla karsilastirilmasi. Adiyaman Universitesi Sosyal Bilimler Enstitiisii
Dergisi, 6(14).

Tiirkoglu, A. (2015). Karsilastirmali egitim Diinya iilkelerinden érneklerle. An1 Yayincilik: Ankara.

URL-1. http://mufredat.meb.gov.tr/Programlar.aspx. adresinden 25.12.2017 tarihinde erisildi.

URL-2.http://www.edu.gov.on.ca/eng/curriculum/elementary/grade5.html. adresinden 28.12.2017 tarihinde
erisildi.

Yazicy, 1. (2009). Tiirk ve Kanada Egitim Sistemlerinin Karsilastirilmasi. Yayimlanmamis Yiiksek Lisans Tezi, Yeditepe
Universitesi, Sosyal Bilimleri Enstitiisii, Istanbul.

Yildirim, A. & Simsek, H. (2006). Sosyal Bilimlerde nitel arastirma yontemleri. (6. Baski). Se¢kin Yayincilik: Ankara.



http://mufredat.meb.gov.tr/Programlar.aspx.%20adresinden%2025.12.2017
http://www.edu.gov.on.ca/eng/curriculum/elementary/grade5.html.%20adresinden%2028.12.2017

Karaelmas Journal of Educational Sciences 6 (2018) 163-175

International Refereed Journal

Karaelmas Journal of Educational Sciences

K] ES Journal Homepage: ebd.beun.edu.tr

An Investigation Into the Relationship Between Citizenship
Perceptions, Political Contributions and Political Interests of
Primary and Social Studies Teachers

Erdal YILDIRIM?, Turgay ONTAS?, Sule EGUZ3

Received: 15 January 2018, Accepted: 10 October 2018

ABSTRACT

One common thread which binds us all together equally is citizenship, and citizenship is founded upon social interaction and
relationships in the context of both social consciousness and societal roles. Accordingly, the principal aim of this study is to
examine the relationship among classroom and social studies teachers' perception of citizenship (liberal citizenship,
republican citizenship, and global citizenship), their political interests, and their level of civic engagement. The sample of this
study, which used the relational screening model, was created using convenience sampling (a type of non-probability
sampling); in line with this technique, the sample was comprised of 183 classes and 202 social studies teachers. The data from
the study was gathered using three separate data collection tools and it was analyzed in two distinct stages. In the first stage,
normality tests were used to determine the normality of the sample data, while in the second stage, the sub-problems of the
main research problem were analyzed. While there was no significant difference found in social studies and classroom
teachers' level of civic engagement when controlling for both their sex and their area of expertise, a significant difference in
the context of both their perception of citizenship and political interests was encountered.

Keywords: Social Studies, Citizenship, Civic Engagement, Political Interests.

EXTENDED ABSTRACT

Introduction

Political consciousness is an important prerequisite of civic engagement and must not be limited solely to the act of
voting, as it is a cornerstone of democracy; it has been observed that focusing on the importance of civic
engagement, raising students' awareness of its value, and creating practical opportunities to apply it to their daily
lives during the educational process will organically bring about a student populace eager to engage in the civic life
of their school (Kus, Tarhan, 2016) and create individuals who are politically aware and more likely to actively
engage in the civic life of their community and country (Delli Carpini and Keeter, 1996; Milner, 2002).

Method

Accordingly, the principal aim of this study is to examine the relationship among classroom and social studies
teachers' perception of citizenship (liberal citizenship, republican citizenship, and global citizenship), their political
interests, and their level of civic engagement. The sample of this study, which used the relational screening model,
was created using convenience sampling (a type of non-probability sampling); in line with this technique, the
sample was comprised of 183 classes and 202 social studies teachers.

Results

In this study, there was no significant difference found in social studies and classroom teachers' level of civic
engagement when controlling for both their sex and their area of expertise, but a significant difference in the context
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of both their perception of citizenship and political interests was encountered. The mission of teachers to specify
and establish (without taking grade level or the sex of students into account) how they will educate students
regarding political processes, how the same students can change society, and how they can effectively use their
influence in the political arena is among the goals of political education in schools.

Discussion

While social studies and classroom teachers were seen to be strongly oriented toward liberal citizenship, in terms of
the varying aspects of civic engagement, the highest average was found in the dimension of politics at the
fundamental level. In addition, in the category of teachers' perceptions of citizenship, there was a pronounced
positive correlation between their republican and global citizenship averages and their high-level civic engagement
and political interests. Teachers' perceptions of citizenship, political views, and educational backgrounds were all
factors that affected how they taught active and democratic citizenship. It is common knowledge that in Turkey,
social studies classes are usually taught using task-based, passive activities focusing on civic education. The
underlying causes that account for this widespread conception of citizenship among teachers include a dominant
ideology in society which emphasizes republican, nationalist, and task-oriented citizenship and their educational
backgrounds which lead them to conceive of citizenship as a personal responsibility to oppose the government
(Ersoy, 2014).

Conclusions and Discussion

The main political aim of school and education is to raise good citizens; this is the end goal of political, democratic,
and citizenship education alike. In a sense, awareness of the rights and responsibilities that citizenship entails is
dependent on people experiencing their effects and influences in a practical way and internalizing them during the
educational process. Social studies lessons in elementary and middle schools, led by social studies teachers,
undertake this daunting task. The political learning process for most people is not planned, that is to say they get
most of their political information, views, and attitudes from family members, friends, and mass media. Unofficial
political education is also present in schools. School can helps citizens understand political events and, at the same
time, affect the roles that they will undertake as citizens. Through the medium of the school system, children are
introduced to concepts and phenomena such as political systems, parties, and leaders, while courses designed to
impart awareness of topics related to politics like history, geography, and citizenship are often able to host lively
debates on important issues.

Through of medium of schools, educational systems not only function as tools to socialize students and get them
engaged in civic life; with the proper school climate, they also foster a feeling of togetherness between students and
teachers and influence everything from modes of communication and interaction to the seating arrangements in
classrooms. It has been observed that when social issues are readily understood by students, this understanding
increases their level of awareness and/or comprehension of different political perspectives, allows them to
formulate logical arguments on these subjects, and reinforces their understanding of the basics of civic engagement.
Put another way, both schools and the educational services found in schools possess political leanings and functions
(Dag, Sozer, and Sel, 2015).

The ability of individuals to set priorities in their civic lives and gain a fundamental understanding of political views,
from elementary school to higher education, is dependent on the practical opportunities they have to put these
ideas into action in their present social studies lessons and in future lessons as well. Additionally, it has been
observed that extracurricular activities increased students' participation rates and interest in civic engagement and
understanding of politics (Gardner et al., 2008; Glanville, 1999). In this study, social studies and classroom teachers'
experiences were once again found to be important factors in determining their civic engagement and political
interests, while the variable of graduation (i.e. which college they graduated from) was not a determining factor in
their perception of citizenship, civic engagement, and political interests. It is generally assumed that the efficacy of
teachers' efforts to provide education regarding democracy in schools is dependent on students' classrooms
discussions about current events (Patrick, 2003). Another influencing factor is teachers' awareness of the events
being discussed and their directly proportional efforts to bring these subjects up in class; this ability has been show
to develop students' natural affinity for democratic values such as equality, freedom, human rights, and self-control
(Levitt and Longstreet, 1983).

Harwood (1992) observed that in social studies lessons, students who tackled political topics in class discussions
were affected positively as they became more aware of politics in general; these discussions also gave them the
opportunity to express themselves and join debates in a constructive learning environment. The curriculum for
citizenship and civics classes is, by itself, insufficient in terms of developing students who are politically aware, and
it is important that they become familiar with and able to put forth suggestions regarding political concepts, topics,
structures, and systems through the use of classroom discussions and debates (Glickman, 1998). This study found
that social studies and classroom teachers' personal views and perceptions of citizenship were an important
predictor of both their civic engagement and their political interests.
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OZET

Herkes tarafindan paylasilan tek kimlik unsuru vatandaslik olmakla beraber toplumsal etkilesim ve iligkiler cercevesinde
kurulmaktadir. Bu calismanin da baslica amaci sinif ve sosyal bilgiler 6gretmenlerinin vatandaslik algisi (liberal vatandaslik,
cumhuriyetci vatandaslik ve kiiresel vatandaghk), politik ilgi ve katilimlar1 arasindaki iligkiyi incelemektir. iliskisel tarama
modeline dayanan bu c¢alismanin oérneklemi seckisiz olmayan o6rnekleme tekniklerinden uygun ornekleme teknigi ile
belirlenmis olup ¢alismanin 6rneklemini 183 sinif ve 202 sosyal bilgiler 6gretmeni olusturmustur. Calismanin verileri ti¢ ayr1
veri toplama arac ile toplanmistir. Verilerin analizi ise temel olarak iki asamada gerceklestirilmistir. Ik asamada normallik
testleriyle verilerin normalligi sinanmis, ikinci asamada ise ¢alismanin alt problemleri analiz edilmistir. Calismanin sonucunda
sosyal bilgiler ve smif 6gretmenlerinin alan ve cinsiyet degiskenine bagh politik katihmlarinda anlamli bir farklihk
bulunmazken, vatandaslik algis1 ve politik ilgilerinde anlaml bir farklilik oldugu tespit edilmistir.

Anahtar Kelimeler: Sosyal Bilgiler, Vatandaslik, Politik Katiim, Politik ilgi.

1. Giris

Sinif ve sosyal bilgiler 6gretmenlerinin vatandaslik bilgisi diizeyleri, hem 6gretmenlik hem de vatandas
rolii agisindan O6nemlidir. Etkili vatandaslik rollerinin 6grencilere kazandirilmasi, giiniimiizde birlikte
yasama kiltiriiniin 6nceliklerinden biridir. Demokratik bir iilkenin ya da ulus devlet igerisinde yer alan
bireylerin sosyal sinif, cinsiyet, din, irk gibi farkli ve birbiriyle kesisen kimlik unsurlar1 bulunmaktadir.
Ancak var olan farkliliklara ragmen herkes tarafindan esit olarak paylasilan tek kimlik unsurunun
vatandaslik oldugu belirtilmektedir (Bakioglu ve Kurt, 2009). Vatandaslk, sosyal devlet anlayisini
benimsemis ulus-devletler icin yasamsal bir 6neme haizdir. Nitekim vatandas olmanin gereginden
habersiz olanlar, ulus bilincine ulasamazlar (Tansi, 2010). Bu baglamda vatandaslk, bireylerin ya da
sosyal gruplarin ortak c¢ikarlarn icin hak ve sorumluluklar ortaya koyan sosyo-politik bir iiyeliktir
(Turner ve Hamilton, 1998).

Tarihsel acidan ¢ok cesitli mesruiyet tiirleri olmasina karsin, giiniimiiz dinyasinda mesrulugun tek
ciddi kaynag1 demokrasidir (Fukuyama, 2012). Demokratik bir iilkenin ya da ulus devlet icerisinde yer
alan bireylerinin sosyal smif, cinsiyet din, irk gibi farkli ve birbiriyle kesisen kimlik unsurlari
bulunmaktadir. Vatandaslik kavrami, etimolojik olarak Antik Yunan’'daki sehir devletlerini isaret eden
“cite” ya da “city” kelimesinden tiiretilmis, sehir devletine aidiyeti belirten “citizen” ya da “citoyen”
sozciigiinden dogmustur (Boineau, 1998). Bu kavram, vatanin herkese ait oldugu bilincini yaratabilmek,
0zne-birey tiplemesini olusturabilmek ve demokrasi kuraminin temelini olusturan siyasal esitlik ilkesine
islerlik kazandirabilmek gibi amaclar dogrultusunda ortaya atilmistir.

Modern, liberal demokratik bir lilkede olmasi gereken ¢agdas, katilimci, esit bireylerden olusan bir
siyasal toplum yaratmaktir ve ancak boyle bir toplumun fertlerinin gercekten birer “vatandas” olmasi
beklenir (Giizel-Polat, 2011). Cumhuriyetci gelenekte vatandashik birlestirici ve biitilinlestiricidir; bir
vatandasin yasadigi topluma bagli olup, yurdunu sevmesi ve gorev bilincini kazanmig olmasi
gerekmektedir (Bilgin, 1998; Dagger, 2002; Davies, 2006a; Jones ve Gaventa, 2002; Jochum, Pratten ve
Wilding, 2005; Kaya, 2013; Nelson ve Kerr, 2006). Liberal vatandaslik modelinde ise 6ncelik vatandaslik
haklaridir (Durgun, 2010; Gibney, 2013; Hvinden ve Halvorsen, 2001; Schuck, 2002). Giintimiizde
kiiresel oOlgcekte yasanan biitiin gelismeler, kacinilmaz olarak ulus-devletlerin egemenliklerini zaafa
ugratmakta; bu ise, vatandasligin hem katilimci hem de hak ve 6zgiirliikler boyutunda yeni acilimlar
yaratmaktadir (Halstead ve Pike, 2006; Kurt, 2006). Bu durum, vatandaslik kavram ve uygulamalarini
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degisime ugratmaktadir (Giirdogan-Bayir, G6z ve Bozkurt, 2014; Hobbs ve Chernotsky, 2007; Katzarska-
Miller, vd. 2012).

Vatandaslik gerek biling, gerekse roller baglaminda toplumsal etkilesim ve iliskiler cercevesinde
kurulmaktadir (Caymaz, 2007). Ozellikle okul ve sinif ortaminda ise 6gretmenler, dgrencilerin etkin
vatandaslik davranislart kazanmalarinda 6nemli bir rol iistlenmektedir. Vatandaslik erdemlerinin de
¢ocuklara kazandirilmasi igin okullardaki egitim biciminin ve ders islenis seklinin elestirel ve bagimsiz
diisiinmeyi tesvik etmesi yaninda, okullarin ayn1 zamanda bu erdemlerin yasanacagi ve uygulanacagi
sosyal ortamlar1 olusturmasi da onemlidir (Tok, 2014). Bu baglamda Starkey ve Osler de (2006)
O0gretmenlerin vatandaslik egitimi verirken iizerinde 6énemle durmalarini gerektiren alti faktor oldugunu
one siirmiislerdir. Bunlar; kiiresel adaletsizlik ve esitsizlik, kiiresellesme ve gdc, soguk savasin sona
ermesi, anti demokratik ve 1rk¢i1 eylemler, siyasal katilima olan ilgi ve gengligin siyasete olan ilgisizligi
olarak siralamislardir. Dolayisiyla 6zellikle vatandaslik egitimini vermekle gérevlendirilmis olan Sosyal
Bilgiler 6gretmenlerinin demokrasi, 6zgtrliikler, insan haklar1 ve siyasal katilim gibi konularda yeterli
bilgi birikimine sahip olmalarinin yani sira bu bilgileri simif ortamina ve gilinliik hayatlarindaki
davranislarina da yansitarak iyi bir vatandas olarak o6grenciye model olmasi onemlidir. Ciinki
O6gretmenlerin genel kiiltiirii, niteligi ve tutumu 6grenciler iizerinde belirleyici etkiye sahiptir (Ersoy,
2007; Gemalmaz, 1987; Gol, 2013; Giiven, 2008; Kiling, 2013; Kogoglu, 2013; Saban, 2000; Yildirim, 1994).

Toplum hayatina uyum saglama yani sosyal davranis kurallarinin gerekli kildigi benligi, kisiligi
kazanma egitimle olur. Egitim, kisinin iyi bir insan, iyi bir vatandas olarak yetismesi amaciyla yapilan ve
onda var olan yeteneklerin islenmesi suretiyle, toplumun istedigi davranis degisikliklerini gerceklestirme
faaliyetidir (Ciftci, 2008). Demokrasilerde vatandaslik i¢in yapilan egitimin ortak amaci, katilmayi
ogrenmek ve 6gretmektir (Saribay ve Ogiin, 1999). Demokrasinin egitim kurumlarinda bir yasam bicimi
olmasi, okul, yonetici, 6gretmen, 6grenci ve ¢evre arasindaki iliskilerin insan haklarina ve demokrasi
ilkelerine uygun olarak islemesiyle miimkiindiir (Bilgen, 1994). Ogretmenin benliginde ve kimliginde iz
birakan demokratik kisiligi onun demokratik egitimcilik ve bilimsel tutum, tavir ve davranislar1 basta
sinifi ve okulu olmak tlizere biitlin kurallar ile her yerde ve her yasantisina yansiyacaktir. Sinifinda ve
okulunda demokratik bir yasantinin varlig1 6gretmenin kisiliginin bu yonleri ile iliskilidir (Ataiinal, 2013).
Goziitok (1995), diizeyi ve bransi ne olursa olsun her 6gretmenin sinifindaki 6grencileri disiince, tutum
ve davranislarini dogrudan ya da dolayli olarak etki altinda biraktigini ve bireyin kisilik gelisimini 6nemli
Olclide etkiledigini ifade etmistir. Demokratik yasam kiiltiirii ve demokratik tutumlar ancak egitim sistemi
icinde ve egitimin ilk yillarindan itibaren kazandirilabilir (Court, 2004; Garrison, 2003; Tarrant, 1989).

Ilgili alanyazin incelendiginde vatandashk (cumhuriyetci, liberal, kiiresel) ve vatandashk algisi lizerine
bazi calismalarin yapildig gérilmiistiir (Ustel, 1999; Davies, 2006b; Giindiiz ve Giindiiz, 2007; Pamuk ve
Alabas, 2008; Bakioglu ve Kurt, 2009; Doganay, 2009; Ding, 2009; ibrahimoglu, 2009; Doganay ve Sari,
2009; Kan, 2009; Yilmaz, Tung¢-Sahin ve Bengig, 2009; Yilmaz, 2009; Durgun, 2010; Yazic1 ve Yazici, 2010;
Ustel, 2011 Saglam, 2011; Kaya ve Kaya, 2012; Saglam, 2012; Kaya, 2013; Gol, 2013; Giirdogan-Bayir,
Egiiz, 2016). Politik katilim ve politik ilgiyle ilgili yapilan ¢alismalarin sayisi ise daha sinirh kalmistir
(Morse, 1993; Glanville, 1999; Erdogan, 2003; Bayburtluoglu, 2004; Togan, 2006; Akay, 2006; Doganay,
Cuhadar ve Sar, 2007; Cakmak, 2011; Kaya, 2013). S6z konusu c¢alismalar daha ¢ok ilkdgretim ve
ortadgretim dg8rencileri ile 6gretmen adaylar: lizerinde yogunlasmaktadir. Ancak dogrudan ortaokullarda
gorev yapan sosyal bilgiler ve sinif 6gretmenlerinin vatandashk algisi, politik katilimlar1 ve politik
ilgilerini inceleyen herhangi bir calismaya rastlanmamistir. Bu bakimdan sosyal bilgiler ve smif
o0gretmenleriyle yapilan bu calismanin alana 6nemli katkilar saglayacag diistiniilmektedir.

2. Yontem

lliskisel tarama modeline dayanan bu calismada sinif ve sosyal bilgiler 6gretmenlerinin vatandaglk
algisi (liberal vatandaslik, cumhuriyetci vatandaslik ve kiiresel vatandaslik), politik ilgi ve katilimlari ile
demokratik degerleri (egitim hakki, dayanisma ve 6zgiirliik) arasindaki iligki incelenmistir. Calismanin
bagimli degiskenlerini vatandashik algis1 (liberal vatandaslik, cumhuriyet¢i vatandashk ve kiiresel
vatandaslik), politik ilgi ve katilimlar1 ile demokratik degerleri (egitim hakki, dayanisma ve 6zgiirliik)
boyutlar1 olusturmaktadir. Bagimsiz degiskenler ise cinsiyet, alan, egitimi durumu ve mesleki kidemdir.
Nedensel modelleme olarak da ifade edilen iliskisel tarama, gozlenen (6lciilen) degiskenler arasindaki
iliski aglarini incelemeye yonelik bir analizdir (Bayram, 2010).
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2.1. Evren ve Orneklem

Calismanin evrenini Tirkiye’de gérev yapan sosyal bilgiler ve smif 6gretmenleri olusturmaktadir.
Calismada seckisiz olmayan ornekleme tiirlerinden amacgh 6rnekleme yontemi kullanilmistir. Amach
ornekleme, calismalarda zengin durumlarin secilip derinlemesine calisma yapilmasina olanak saglar
(Biiytikoztiirk vd., 2009). Calismaya katilan 68retmenlere ait betimsel bilgiler Tablo 1'de verilmistir:

Tablo 1
Ornekleme Ait Betimsel Bilgiler
Sinif Ogretmeni Sosyal Bilgiler Toplam
Ogretmeni %
Cinsiyet Kadin 114 94 208 54
Erkek 68 109 177 46
Toplam 182 203 385 100
1-5y1l 69 120 189 49,1
Mesleki kidem 6-10 y1l 53 43 9 24,9
11-15 y1l 29 17 46 11,9
16 y1l ve Ustl 32 22 54 14,0
Toplam 183 202 385 100
Mezuniyet Lisans 147 170 317 82,3
Lisansiisti 36 32 68 17,7
Toplam 183 202 385 100

Ogretmenlerin % 47,3’ii (n=182) sinif égretmeni ve %52,7’si (n=203) ise sosyal bilgiler 6gretmeni
olarak gorev yapmaktadir. Katilimcilarin %54t (n=208) kadin, %46’s1 (n=177) erkektir. Ayrica mesleki
kidemlerine bakildiginda 1-5 y1l aras1 deneyime sahip 6gretmenler % 49.1'i (n=189), 6-10 yil aras1 %
24,9’u (n=96), 11-15 yil aras1 % 11,9'u (n=46), 16 y1l ve iistii deneyime sahip 6gretmenler %14’ (n=54)
olusturmaktadir. En son mezun olunan 68renim kademesine bakildiginda 6gretmenlerin %82,3'u
(n=317) lisans, % 17,7’si (n=68) lisansiistli mezunudur.

2.2. Veri Toplama Araglari

Calismada tg ayr1 veri toplama araci kullanilmistir.

2.2.1. Vatandashk Algisi Olcegi

Kaya (2013) tarafindan gelistirilmis ti¢ boyut (liberal vatandaslik, cumhuriyetci vatandaslik ve kiiresel
vatandaslik) ve 20 maddeden olusan Vatandashk Algis1 Olceginin Cronbach Alpha katsayisinin alt
faktorler icin 0.62 ile 0.75 arasinda degistigi goriliir. Liberal vatandaslik boyutunda 7 (3,4,8,10,18,19),
cumhuriyetci vatandashik boyutunda 7 (1,2,7,12,15,16,17) ve Kkiiresel vatandashik boyutunda 6
(5,6,9,11,14,20) madde bulunmaktadir. Ol¢egin biitiinii icin ise Cronbach Alpha katsayisimin 0.71 oldugu
goriliir. Bu arastirmada tiim 6lgegin Cronbach-alpha i¢ tutarlik katsayisi1 “.70”olarak hesaplanmistir. Bu
arastirmada O6lcegin madde-toplam korelasyon degerlerinin “.287” ile “511” arasinda degistigi
belirlenmistir.

2.2.2. Politik Katihm Olgegi

Kaya (2013) tarafindan gelistirilmis iki boyuttan (ileri diizey ve temel diizey politik katiim) ve 11
maddeden olusan Politik Katihm Olgeginin Cronbach Alpha Katsayilar1 0.84 ile 0.90 arasinda
degismektedir. ileri diizey politik katihm boyutunda 9 (26,27,29,30,31,32,33,34,35) ve temel diizey
politik katilm 2 (23, 25) madde bulunmaktadir. Bu arastirmada tiim 6lgegin Cronbach-alpha i¢ tutarlik
katsayis1 “.90”olarak hesaplanmistir. Bu arastirmada 6l¢gegin madde-toplam korelasyon degerlerinin “.285”
ile “.858” arasinda degistigi belirlenmistir.

2.2.3. Politik Ilgi Olgegi
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Kaya (2013) tarafindan gelistirilmis tek boyut ve 6 maddeden (21,22,24,36,28,37) olusan Politik ilgi
Olgeginin Cronbach Alfa katsayisinin 0.75 oldugu goriilmektedir. Bu arastirmada tiim él¢egin Cronbach-
alpha i¢ tutarlik katsayisi “.65”olarak hesaplanmistir. Bu arastirmada 6l¢cegin madde-toplam korelasyon
degerlerinin “.271” ile “.525” arasinda degistigi belirlenmistir.

2.3. Verilerin Toplanmasi

Olgekte sorulara verilen cevap segenekleri - olumlu ifade edilmis maddeler "tamamen katiiyorum"
kategorisinden baslayarak 0,1,2,3,4 seklinde; olumsuz ifade edilmis maddeler ise ayni kategoriden
baslayarak 4,3,2,1,0 olarak puanlanmistir. Olgekteki cevap secenekleri 4 “Kesinlikle Katiliyorum”, 3
“Katiliyorum”, 2 “Kararsizim”, 1 “Katilmiyorum” ve 0 “Kesinlikle Katilmiyorum” seklinde 5°1i Likert
Olcekle gosterilmistir. Calismada kullanilan 6l¢me araglarinin kullanilabilmesi icin gerekli izinler
alinmistir.

2.4. Verilerin Analizi

Veri analizi temel olarak iki asamada gergeklestirilmistir. Ilk asamada normallik testleriyle verilerin
normalligi sinanmis, ikinci asamada ise ¢alismanin alt problemleri analiz edilmistir. Kolmogorov-Smirnov
(sig.,09) ve Shapiro-Wilk (sig.,05) testleriyle verilerin normalligi belirlenmistir. Degiskenler arasindaki
iliskilerin hesaplanmasinda Pearson Momentler Carpim Korelasyon Katsayisi (r) kullanilmistir. Bununla
birlikte, bagimsiz degiskenlerin bagimli degiskenleri yordama dizeylerini belirlemek amaciyla Basit
Dogrusal Regresyon Analizi yapilmistir. Regresyon analizlerinin yorumlanmasinda, standartlastirilmis
Beta () katsayilar1 ve bunlarin anlamhligina ilisin t-testi sonuglar1 dikkate alinmistir. Verilerin
analizinde .05 anlamlilik diizeyi esas alinmistir.

3. Bulgular

Bu calismada smif ve sosyal bilgiler 6gretmenlerinin vatandashk algisi (liberal vatandaslik,
cumhuriyetci vatandaslik ve kiiresel vatandaslik) politik ilgi ve katilimlar arasindaki iliski incelenmistir.
Calismaya katilan sinif ve sosyal bilgiler 6gretmenlerinin vatandaslhk algis, politik ilgi ve katilimlarina
iliskin veriler Tablo 2’de yer almaktadir.

Tablo 2
Sinif ve Sosyal Bilgiler Ogretmenlerinin Vatandaglik Algis), Politik ilgi ve Katilimlarina iliskin Aritmetik Ortalama ve
Standart Sapma Degerleri

Olgek Alt Boyutlar X S
Vatandaslik Algis1 Olgegi Liberal Vatandaslk 3,76 ,31
Cumbhuriyetg¢i Vatandashk 2,85 ,69
Kiiresel Vatandashk 2,99 ,52
Toplam 3,21 ,34
Politik Katilim Olgegi Ileri Diizey Politik Katilim 1,05 97
Temel Diizey Politik Katilim 3,76 ,73
Toplam 2,41 ,63
Politik Ilgi Olgegi Politik Ilgi 2,4 ,59

Orneklemdeki sinif ve sosyal bilgiler 6gretmenlerinin, vatandashk algisi, politik ilgi ve katilimlarina
iliskin dagilimlar incelendiginde, vatandaslik algis1 boyutlar1 agisindan en yiliksek ortalama liberal
vatandaslik boyutunda (x = 3,76) olurken, en diisiik ortalamanin cumhuriyetci vatandashk boyutunda (x°
= 2,85) oldugu goriilmektedir. Politik katilim boyutlar1 agisindan en yiiksek ortalama temel diizeyde
politik boyutta (X =,76) olurken, en diisiik ortalamanin ileri diizey politik katilim boyutunda ise (x~ =
1,05) oldugu gorilmektedir. Politik ilgi acisindan ortalamanin 2,4 oldugu gorilmektedir. Ayrica sinif ve
sosyal bilgiler 68retmenlerinin vatandaslik algisi, politik ilgi ve katilimlarina iliskin gériislerinin cinsiyete
gore farklilasma durumu bagimsiz gruplar icin yapilan t-testi analizi ile Tablo 3’te sunulmustur.
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Tablo 3
Siif ve Sosyal Bilgiler Ogretmenlerinin Vatandashk Katihm, Politik Katilim ve Politik ilgi Diizeylerinin Cinsiyete
Gore Bagimsiz Gruplar T-Testi Analiz Degerleri

Olgekler Grup N X S sd t p
Vatandashk Kadin 208 3,2082 ,33755 383 -,480 ,632
Algist Erkek 177 3,2252 35889
Politik Katilim Kadin 208 2,3839 ,56501 383 -,986 ,325
Erkek 177 2,4478 ,70555

Politik ilgi Kadin 208 2,3470 ,57754 383 -1,965 ,050
Erkek 177 2,4652 ,60057

p<0.05

Tablo 3’e gore cinsiyet degiskeninde vatandaslik algisi, politik katilim ve politik ilgi arasinda anlaml
bir farklilik gortilmemektedir. Sinif ve sosyal bilgiler 6gretmenlerinin cinsiyete gore vatandaslik algisi,
politik katilim ve politik ilgi diizeylerine iliskin dagilimlar incelendiginde, erkekler vatandaslik 6lceginde
(x =3,2252), politik katiim 6l¢ceginde (x = 2,4478) ve politik ilgi 6lceginde (x = 4,64) en yiiksek
ortalamaya sahip olduklar1 bulgusuna ulasilmistir. Calismaya katilanlarin sinif ve sosyal bilgiler
O6gretmenlerinin vatandaslik katilim, politik katilim ve politik ilgi diizeylerinin alana gore farklilasma
durumu t-test analizi yapilarak Tablo 4’te verilmistir.

Tablo 4
Sinif ve Sosyal Bilgiler Ogretmenlerinin Vatandashk Katilm, Politik Katilim ve Politik ilgi Diizeylerinin Alana Gore
Bagimsiz Gruplar I¢in T-Testi Analiz Degerleri

Olgekler Grup N X S sd t p
Vatandaslik Smif 182 3,1569 ,36288 383 -3,203 ,001
Algisi Sosyal 203 3,2690 32428
Politik Katilim Simif 182 2,3849 ,60766 383 -,832 ,404
Sosyal 203 2,4388 ,65617

Politik ilgi Smif 182 2,3022 ,61139 383 -3,155 ,002
Sosyal 203 2,4901 ,55764

p<0.05

Tablo 4’e gore alan degiskenine gore politik katiim acisindan anlamh bir farkhilik goériillmezken,
vatandaslik algis1 [t (383)= -3,203, p< .05] ve politik ilgi [t (383)= -3,155, p< .05] acisindan anlamli bir
farklilik bulunmustur. Sinif ve sosyal bilgiler 6gretmenlerin alana gore vatandaslik katilim, politik katilim
ve politik ilgi diizeylerine iliskin dagilimlar incelendiginde, sosyal bilgiler 6gretmenlerinin vatandashk
algisi 6lceginde (X = 3,26), politik katilim 6lceginde (X = 2,43) ve politik ilgi 6lceginde (X = 2,49) en
yliksek ortalamaya sahip olduklar1 bulgusuna ulasilmistir. Calismaya katilanlarin sinif ve sosyal bilgiler
O0gretmenlerinin vatandashk katilim, politik katilim ve politik ilgi dizeylerinin mesleki kideme gore
farklilasma durumu ANOVA analizi yapilarak Tablo 5’te verilmistir.

Tablo 5
Sinif ve Sosyal Bilgiler Ogretmenlerinin Vatandaglik Katilm, Politik Katilim ve Politik ilgi Diizeylerinin Deneyime
Gore ANOVA Degerleri

Varyansin Kaynagi Kareler Sd Kareler F p
Toplami Ortalamas1
Vatandashik Gruplar arasi ,890 3 ,297 2,489 ,60
Algisi Gruplar ici 45,394 381 119
Toplam 46,284 384
Politik Katilim Gruplar arasi 8,025 3 2,675 6,978
Gruplar ici 146,061 381 ,383 ,00

Toplam 154,086 384
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Politik ilgi Gruplar arasi 4,489 3 1,496 4,406
Gruplar ici 129,372 381 ,340 ,005
Toplam 133,860 384

Tablo 5’e gore deneyim degiskenine gore sinif ve sosyal bilgiler 6gretmenlerin politik katilim ve politik
ilgileri bakimindan anlamh bir fark bulunmaktadir. Ozellikle 16 y1l ve tizeri deneyime sahip 6gretmenler
1-5 y1l ve 6-10 y1l aras1 6gretmenlere gore daha fazla ilgili goziikmektedir. Calismaya katilanlarin sinif ve
sosyal bilgiler 6gretmenlerinin vatandaslik katilim, politik katilim ve politik ilgi diizeylerinin mezun
olduklar1 okul diizeyine gore farklilasma durumu t-test analizi yapilarak Tablo 6’da verilmistir.

Tablo 6
Sinif ve Sosyal Bilgiler Ogretmenlerinin Vatandashk Katihim, Politik Katihm ve Politik Ilgi Diizeylerinin Mezuniyete
Gore Bagimsiz Gruplar i¢in T-Testi Analiz Degerleri

Olgekler Grup N X S sd t p
Vatandaslik Lisans 318 3,204 -1,483 ,139
383
Algisi 0 ,34669
Lisansiist 67 3,273 ,34637
u 1
Politik Katilim Lisans 318 2,401 383 =772 ,440
9 ,63112
Lisansiist 67 2,467 ,64643
u 7
Politik Ilgi Lisans 318 2,382 383 -1,393 ,164
1 ,59952
Lisansiist 67 2,492 ,54001
i 5
p<0.05

Tablo 6'ya gore mezuniyet degiskeninde vatandaslik algisi, politik katihm ve politik ilgi arasinda
anlamhi bir farkhilik goriilmemektedir. Sinif ve sosyal bilgiler 6gretmenlerinin mezuniyete gore
vatandaslik algisi, politik katilim ve politik ilgi diizeylerine iliskin dagilimlar incelendiginde, lisanstistii
egitim diizeyinde olan 6gretmenlerin vatandaslik 6l¢ceginde (x =3,27), politik katilim dl¢eginde (x = 2,46)
ve politik ilgi olgceginde (x = 2,49) en yiliksek ortalamaya sahip olduklari bulgusuna ulagilmistir.
Calismaya 6gretmenlerin 6gretmen liderligi davranislar1 sinif yonetimi egilimlerinin bir yordayicisi olup
olmadig1 Regresyon analizi yapilarak sonuglari Tablo 7’de verilmistir.

Tablo 7
Sinif ve Sosyal Bilgiler Ogretmenlerinin Vatandaslik Algisi, Politik Katilim ve Politik ilgisine iliskin Regresyon Analizi
Sonuglari

Model 1 Yordanan Degisken: Politik Katilim

B SH B t p Ikili r Kismi r
Sabit 1.085 272 3.995 .000
Vatandashik Algisi 060 .088 .033 688 492 172 .035
Politik Ilei 472 .052 440 9,148 .000 451 424
R=0.452 R?=0.204
F (2,385)= 48,981 p=.000

Tablo 7 incelendiginde sinif ve sosyal bilgiler 6gretmenlerinin vatandaslik algisi, politik katilim ve
politik ilgisini yordanmasina iliskin regresyon analizi sonuglari incelendiginde; vatandaslik algisi1 ve
politik ilginin politik katiimin anlaml bir yordayicisi oldugu gorilmektedir. [R= 0.452, R2= 0,204, F
(2,385)= 48,891, p<0.01]. Politik katilima iliskin toplam varyansin % 20’lik kismi ile agiklandig: ifade
edilebilir. Calismaya sinif ve sosyal bilgiler 6gretmenlerinin vatandaslik algisi, politik katilim ve politik
ilgisi arasindaki iliski korelasyon analizi yapilarak, sonuclar Tablo 8’'de verilmistir.
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Tablo 8
Korelasyon Matrisi
2 3 4 5 6

1.VA_LIBERAL -,109* ,042 -,168** ,004 -,033
2.VA_CUMHURIYETCI 1 ,371%* ,150%* ,049 ,223%*
3.VA_KURESEL 1 ,232%* ,118* ,377**
4.PK_ILERI DUZEY 1 ,079 ,539%*
5.PK_TEMEL DUZEY 1 ,063
6.POLITIK ILGI 1

*p<.05, **p<.01

Calisma kapsaminda incelenen vatandaghk algisi, politik katilm ve politik ilgisinin alt boyutlar
degiskenlerinin birbirleri ile olan iliskilerini gésteren korelasyon matrisi Tablo 7°de verilmektedir. Bu
matriste yer alan anlaml iliskilere bakildiginda, vatandaslik algisi icerisinde cumhuriyetci ve kiiresel
vatandaslik genel ortalamasi; politik katilim ileri diizey ile politik ilgi boyutlariyla pozitif yonli yiiksek bir
iliski icerisinde oldugu goriilmektedir.

4. Tartisma ve Sonug¢

Sosyal bilgiler ve simif 6gretmenlerinin vatandaslik algisi, politik ilgi ve katilimlar: arasindaki iliskinin
incelendigi bu ¢alismada, 6grencilerin iyi, haklarini bilen, kullanan ve sorumluklarinin bilincinde
vatandaslar olarak yetismelerinde, bu konularda donanimli ve duyarli sosyal bilgiler ve sinif
o0gretmenlerinin varhigl olduk¢a 6nemlidir. Bu ¢alismanin bulgularina goére; cinsiyet ve mezuniyet
degiskeninde vatandashik algisi, politik katilim ve politik ilgi arasinda anlamh bir farkhihik
gorilmemektedir. Alan degiskenine gore politik katilim acgisindan anlaml bir farklihk gortlmezken,
vatandashk algis1 [t (383)= -3,203, p< .05] ve politik ilgi [t (383)= -3,155, p< .05] agisindan anlamh bir
farklilik bulunmustur. Deneyim degiskenine gore sinif ve sosyal bilgiler 6gretmenlerin politik katihim ve
politik ilgileri bakimindan anlamh bir fark bulunmaktadir. Ozellikle 16 yil ve iizeri deneyime sahip
ogretmenler 1-5 y1l ve 6-10 y1l arasi 0gretmenlere gore politik katilim ve politik ilgileri bakimindan daha
ilgili goziikmektedir. Analiz sonuclar1 incelendiginde vatandaslik algis1 ve politik ilgi politik katilimin
anlaml bir yordayicisi oldugu goriilmektedir.

Politik biling, siyasi katilimin 6nemli bir sart1 olmakla beraber sadece oylamayla sinirlandirilmamalidir
(Isik, 2013: 95; Kus ve Tarhan, 2016). Ayn1 zamanda, siyasi ve politik bilince ve buna dayal bilgiyle
donanmis bireylerin aktif katilim siireclerine daha fazla adapte olabildikleri goriilmektedir (Delli Carpini
ve Keeter, 1996; Milner, 2002). Bireylerin siyasete katilminda oncelikleri ve ilkogretimden
ylksekogretime kadar etkili olan siyasi alginin saglanabilmesi, pratik olarak politika uygulamalarinin
Sosyal Bilgiler derslerinde ve gelecekte ilgili derslerde kullanabilmesine baghdir. Biitiin bunlarin yani sira,
Miifredat disindaki faaliyetlerin 6grencilerin biitlin bunlara yoénelik ilgisini ve katilimini arttirdigl
goriilmektedir (Gardner vd, 2008; Glanville, 1999). Bu arastirmada da Siif ve Sosyal bilgiler
ogretmenlerinin deneyimlerinin politik katilim ve politik ilgileri 6nemli oldugu goriiliirken, mezuniyet
degiskenin vatandashk algisi, politik katihm ve politik ilgilerin belirleyici olmadigl gorilmektedir.
Tirkiye’'de sosyal bilgiler 6gretmenlerinin derslerini gérev temelli ve pasif yurttaslik egitimi uygulamalari
ile yiirittiikleri bilinmektedir. Ogretmenler arasindaki béyle bir anlayisin, toplumdaki cumhuriyetci,
milliyetci ve gorev temelli vatandashgl vurgulayan baskin ideolojiden ve o6gretmenlerin egitim
gecmisinden kaynaklandig ifade edilmektedir (Ersoy, 2014).

Cagdas demokrasilerin de gelismisligi, politik katilimin yayginlhigi ve etkinligiyle ol¢iiliir olmustur
(Kislali, 1998). Demokrasilerde politik hayata katilimda siyasal tercih hiirriyeti temel bir prensiptir
(Daver, 1993). Nitekim toplumlar gelismek icin etkili, aktif, bilgili ve hem kendileri hem de toplumlari i¢in
sorumluluk almaya, politik stireclere katilmaya hazir vatandaslara ihtiya¢c duymaktadir (Hablemitoglu ve
Ozmete, 2012). Politik katilim, toplum {iyesi kisilerin (vatandaslarin) siyasal sistem karsisinda
durumlarini, tutumlarini ve davranislarini belirleyen bir kavramdir (Kapani, 1992; Soule, 2001). Ayrica
politik katilimin toplumda gerilimi azaltici ve bireylerin vatandaslik duygularini gii¢clendirici bir etkisi de
vardir (Kislali, 1998). Amerikali siyaset bilimci Dahl (1984), politik katilimin boyutlarini ilgi, 6nemseme,
bilgi ve eylem olarak siralamistir. Ilgi, politik olaylar1 izlemeyi, 6nemsemeyi, politik olaylara énem
vermeyi; bilgi, olaylar ve sorunlar hakkinda bilgi sahibi olmayi; eylem ise politik olaylara aktif olarak
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katilmay1 ifade etmektedir (Ozankaya, 1966; Lipset, 1986; Kapani, 1992; Varol, 2000). Ogretmenler
politik ilgi ve katilimi, 6grencilere demokrasinin temel sekillerini 6greterek, 6grencilerin goriislerine
deger vererek ve onlarin kararlara aktif olarak katilmalarini tesvik ederek, farkli goriisleri tartisarak ve

programda vatandaslik bilgi ve uygulamalarina yer vererek saglayabilirler (Doganay, Cuhadar ve Sari,
2007).

Ogretmenlerin okullarda etkin bir demokrasi egitimi saglamaya yonelik girisimlerinin égrencilerin
mevcut olaylari siif ortaminda tartismalarina bagh oldugu disiiniilmektedir. Ayrica tartisilan konularin
o0gretmenlerin bu anlamdaki girisimleri ve bilin¢ diizeyleri ile dogru orantili olarak sinifta getirilmesi,
esitlik, ozgirliik, insan haklarn ve kisisel kontrol gibi 6grencilerin dogal demokratik degerlerinin
gelistirilmesine de katkida bulundugu goriilmektedir (Levitt ve Longstreet, 1983). Ogretmenlerin
edindikleri genel kiiltiir diizeyleri, nitelikleri ve tutumlar1 da ayrica 6grenciler iizerinde belirleyici etkiye
sahiptir (Ersoy, 2007; Gol, 2013; Giiven, 2008; Gemalmaz, 1987; Kiling, 2013; Kocoglu, 2013; Saban,
2000; Yildirim, 1994).

Harwood (1992) gore 6grencilerin 6gretmenler aracilifiyla sosyal bilgiler derslerinde siyasi konulari
tartisabilmelerinin 6grencilerin politik anlamda bilingli ve kendilerini ifade edebilen bireyler olarak
yetismelerine katki sagladigini ortaya koymaktadir. Ogrencilerin politik anlamda bilingli olmalar1 yalnizca
vatandashk miifredatlarindaki konulara hakim olmalari ile yeterli olmamakta, ayrica okuldaki ve siniftaki
politik konseptler, konular, yapilar ve sistemlere yonelik de bilgi sahibi olmalar1 ve bu bilgileri siniftaki
tartisilmalar araciligiyla ortaya koymalari oldukg¢a hayatidir (Glickman, 1998).
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ABSTRACT

In today’s world, the knowledge of mathematics provides students opportunity to understand the world and helps them adopt
themselves to the world easily. In this respect, students need to comprehend basic mathematical and word problem skills in
elementary grades and combine new and old knowledge to be successful in future academic lives. Unfortunately, students with
disabilities struggle in mathematics, and it affects their future academic achievement negatively. Many studies support
evidence about concrete-representational-abstract (CRA) sequence to teach mathematics to students with disabilities. In
addition to this, with development of technology, virtual manipulative began to be used in teaching mathematics. However,
studies used virtual manipulative were limited. Therefore, in this study, the researcher created an iPad application that follows
the CRA enriched with virtual manipulative. The iPad application has three phases and is designed to teach how to solve
multiplication word problems conceptually and procedurally. The purpose of this study is to understand the perceptions of
students with disabilities on teaching to solve multiplication word problems by using the CRA enriched with virtual
manipulative. Systematic cluster sampling method is used since students are selected based on some criteria. In this study, the
constant comparative method is used. The findings of this study revealed the iPad tool was effective for students with
disabilities to teach one-digit multiplication word problems.

Keywords: Students with Disabilities, iPad application, Virtual Manipulatives, Mathematics, Word Problem.
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Tek Basamakli Sozel Kelime Problemlerinin Sanal Soyut-Yari
Somut-Somut Model ile Ogretimi Hakkinda Yetersizligi Olan
Ogrencilerin Gériislerinin Incelenmesi!

Riza 0ZDEMIR?2
Basvuru Tarihi: 21 Mayis 2018, Kabul Tarihi: 25 Ekim 2018

OZET

Giinlimiizde, matematik bilgisi 6grencilere diinyay1 anlamalar1 ve kendilerini kolayca adapte etmeleri i¢in olanak sunar. Bu
ylzden, gelecek akademik hayatlarinda basarili olabilmeleri i¢in 6grenciler temel matematik ve s6zel problemleri ¢6zme
becerilerini ilkokul yillarinda kavramali ve eski ile yeni bilgileri bir araya getirebilmelidir. Malesef, yetersizligi olan 6grenciler
matematikte zorlanmaktadir ve gelecekteki akademik yasantilari olumsuz etkilenmektedir. Literatiirde, somut-yar: somut-
soyut (SYS) 6grenme modelinin yetersizligi olan 6grencilere matematik égretmek i¢in uygun bir yéntem oldugunu kanitlayan
bircok arastirma vardir. Bununla beraber teknolojinin gelismesi ile beraber sanal manipiilatifler matematik 6gretiminde
kullanilmaya baslanmistir. Fakat bu tiir manipilatifleri kullanan arastirmalar sinirli sayidadir. Bu sebepten dolayi, bu
arastirmada, arastirmaci sanal manipiilatiflerin SYS 6grenme modeli icine yerlestirdigi bir iPad uygulamasi gelistirmistir. iPad
uygulamasi li¢ asamadan olusturulmus olup, sorulari ¢6zerken 6grencilerin kavramsal ve yontemsel anlayislarini gelistirmek
icin tasarlanmistir. Bu arastirmanin amac yetersizligi olan égrencilerin iPad uygulamasini kullanarak ¢arpma islemli sozel
problemlemleri ¢ézmeyi 6grenirken sahip olduklar1 goriisleri incelemektir. Ogrenciler aragtirma icin baz sartlara gére
secileceginden dolay1 sistematik ziimrelere gore 6rnekleme yontemi kullanilacaktir. Arastirmada sabit karsilastirmali yontem
kullanilamilmistir. Bu arastirmanin bulgular1 ipad uygulamasinin tek basamakli sézel carpma islemlerinin dgretiminde
yetersizligi olan 6grenciler icin etkili oldugunu ortaya koymustur.

Anahtar Kelimeler: Yetersizligi Olan Ogrenciler, iPad Uygulamasi, Sanal Manipiilatifler, Matematik, S6zel Problemler.

1. Introduction

Nowadays, mathematics achievement is a critical subject for students, especially students with
disabilities (SWD) to be successful in the academic and professional lives. The mathematics achievement
of students with disabilities is low and tends not to improve over time. And, this could be a potential
barrier for their success (Ok & Kim, 2017). In this respect, students with disabilities need to comprehend
necessary mathematical skills and knowledge in elementary grades.

Using the evidence-based strategies is an important aspect to enhance the mathematic achievement of
SWD. Several evidence-based strategies have been used for SWD to teach mathematical concepts. The
National Mathematics Advisory Panel technical report mentions five specific components, and one of
them is sequencing or providing a range of examples (Gersten et al, 2008). The Concrete-
Representational-Abstract (CRA) instructional sequence provides systematic pathway; starts with using
concrete manipulatives, continues with representations of these manipulatives and finishes with an
abstract equation of the problem (Flores, 2010). The CRA has been well documented as an effective
approach to teach mathematics to SWD. The CRA was used to teach different mathematics subjects such
as computation and word problems (Morin & Miller, 1998), place value (Peterson, Mercer, & 0’Shea,
1988), addition (Mercer & Miller, 1992), subtraction (Flores, 2009, 2010), fraction (Butler, Miller, Crehan,
Babbitt, & Pierce 2003), and multiplication (Flores, Hinton, & Schweck 2014; Harris, Miller, & Mercer,
1995).

With the advancement of technology, the new trend in mathematics is virtual manipulatives (Bouck,
Working, & Bone, 2017). This type of manipulatives is interactive, web-based representations of objects
that allow users to manipulate to construct mathematical skills and knowledge (Moyer, Bolyard, & Spikell,
2002). Research indicates positive effects of using virtual manipulatives on mathematics performance
when teaching mathematics to SWD (Gersten et al.,, 2008; Maccini, Strickland, Gagnon, & Malmgren, 2008;
Witzel, Riccomini, & Schneider, 2008). Virtual manipulatives were used to teach a variety of

1 Bu ¢calisma doktora tezinden tretilmistir.
2 Ars. Gor. Dr., Zonguldak Biilent Ecevit Universitesi, Eregli Egitim Fakiiltesi, voss8@hotmail.com
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mathematical concepts and skills such as subtraction (Bouck, et al.), division, fractions (Reimer &
Moyer,2005; Suh & Moyer, 2007), and word problems (Root, Browder, Saunders, & Lo, 2017).

The literature clearly demonstrated the effectiveness of CRA instruction and virtual manipulatives.
However, the combination of them was not investigated in the study. In this regard, the researcher
created an iPad application enhanced with virtual manipulatives that follows the CRA sequence to teach
one-digit multiplication word problems. In this study, the researcher investigate how students with
disabilities feel about CRA instruction, virtual manipulatives, and iPad application. The following research
question is investigated: how do students with disabilities think about CRA instruction, virtual
manipulatives, and iPad application?

2. Methodology

2.1. Participants

The participants collected from the pilot and dissertation studies of the author (Ozdemir, 2017). The
participants were chosen for these studies based on the following criteria, students must be: (a)
performing below grade level benchmarks in mathematics, (b) able to use the iPad, virtual manipulatives
and stylus, (c) performing below standards set for acceptable performance for curriculum based
measures for mathematics. The researchers used the teachers’ academic reports in participant selection.
Eight students were selected as participants. The detailed information about students were provided in
the table 1 below.

Table 1

Participants’ Demographic Information and Academic Achievement

Participant Age Gender Race Grade SES Disability 1Q

(free lunch) Classification
Kristine 10 Female Black 3rd Y SLI 81b
Jane 9 Female Hispanic 3rd Y OHI (504 Plan) N/A
Susan 10 Female Hispanic 3rd Y LD 762
Amy 10 Female Black 3rd Y Evaluation N/A
Progress

John 10 Male Hispanic 3rd Y SLI 1102
Liam 9 Male Black 3rd Y OHI 79¢
John 8 Male Black 3rd Y ED 964
Eric 9 Male Black 2nd Y ED 764

Note. a Kaufman Brief Intelligence Test II; b Kaufman Assessment Battery for Children II; c DAS-II School-Age Battery; d Stanford-
Binet Intelligence Scale V; SLI=Speech and Language Impairment; LD=Learning Disability; OHI=Other Health Impairment;
ED=Emotional Disturbance

2.2. TheiPad Application

The iPad application is created as an intervention based on the CRA model. The iPad application has
three phases: (a) virtual manipulatives, (b) representation, and (c) abstract (See Figure 1). The iPad
application has a question part, pencil and eraser icons, voice icon to listen the question, and done button
to get a print screen of the product for all phases. In addition, there is a non-visible timer - starts with
touching the voice icon and stops with touching the done button. Moreover, all three phases have two
parts: (a) demonstrating the question, and (b) writing the equation. In the first phase, there are different
types of virtual manipulatives. In the third phase, there is a “group of” section that students use them to
demonstrate the questions
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Figure 1. The Phases of the iPad Tool

2.3. Research Design

This is an expanded social validity part of a single subject research design study (Ozdemir, 2017). A
qualitative study used to understand what students think about CRA instruction, iPad application, and
virtual manipulatives. Data were collected from interviews with students and artifacts from the students.
The researcher conducted pre and post interviews with students. The pre semi-structured interviews
were implemented before the intervention phase and post interviews were conducted after the

intervention phase. All sessions were video recorded. The researcher also took field notes in addition to
the resources.

The researcher used the constant comparative method to analyze codes, patterns, and trends from
participants’ data (Strauss & Corbin, 1998). In this method, the data analysis identifies the similar and
different patterns by comparing one section of data with another section. Strauss and Corbin mention
flexible guidelines for coding data that include open coding, axial coding, and selective coding.
Additionally, Glaser (1965) mentions four steps to analyze data: (a) comparing incidents applicable to
each category, (b) integrating categories and their properties, (c) delimiting the theory, and (d) writing
the theory. Based on the procedure and coding system, the researcher analyzed video recordings of the

participants, artifacts, and field notes when they solved multiplication word problems and answered
interview questions.

The procedure of the qualitative study begins with transcription in this study. The video recordings
were transcribed into a written text format. The researcher watched and listened to all video recordings
and used a word document to type the text. This process was completed several times to ensure all details
were recorded accurately. After transcribing the data, field notes and artifacts were provided to clarify
the written text. The next step was open coding. At first, the researcher read and looked at the general
event. In the second reading, the researcher focused on the general concepts. Then, the researcher
investigated the specific sentences and thoughts for codes in the third reading. Later, the analysis of the
constant comparative method was used to search for patterns and trends in the data. During the data
analysis, similar concepts emerged and were grouped together through coding. These categories and
subcategories were noted and trends and patterns were found.
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In this study, the data were triangulated. Triangulation is a process to validate the study (Schwandt,
2007). In this process, the researcher used multiple views to examine the data. The idea of triangulation
assumes data from different resources prove or disprove the outcomes from other resources. In this
study, the interviews, artifacts, and field notes were triangulated to investigate the students’ perceptions
of the iPad application, CRA instruction, and virtual manipulatives.

3. Results

Analysis of data revealed four main themes regarding the perceptions of students: (a) conceptual
understanding of multiplication, (b) strategy deficiency, (c) technology integration, and (d) the iPad
application.

3.1. Conceptual understanding of multiplication

The researcher asked questions about how students felt solving multiplication word problems and
what they could do to solve these problems. Students reported mixed feelings about solving
multiplication word problems during the pre-interview. Kristine summarized her feeling stating: “I feel
good because it is not that hard” - this also demonstrated her confidence. John summarized his confidence,
as: “I feel good because I liked doing math”. Additionally, Liam added: “I liked doing multiplication. It is
easy, no problem”. Eric moved his head as: “yes”. They exhibited positive attitudes toward the
multiplication word problems. On the other hand, other students showed some concerns about
multiplication word problems. Jane said: “the questions are hard because math problems make me figure
out what I am supposed to do”. Susan also said “it feels like it is a kind of hard, and I am trying to not to
give up”. Finally, John mentioned: “I had a little confident about solving word problems, because some of
them I do not know”. Additionally, participants demonstrated a variety of weaknesses about solving
word problems. Eric moved his head as: “no” when I asked “do you know how to find the answer?”. John
added: “add big numbers and little numbers”. And Liam mentioned: “count what you have, then stop”.
This demonstrated students had limited conceptual understanding of multiplication. They confused the
process with the addition process. The researcher supported this finding with the baseline probe sheets
because students used addition to answer multiplication word problems.

At the post interview, all students verbalized good attitudes about solving word problems. John
mentioned: “I am happy because I learned how to solve (multiplication word problems). It was difficult
before”. Additionally, Eric moved his head for: “yes” when I asked “do you feel great?”. And, Liam noted: “I
learned a lot”. Jane said: “it helped my math problems. The problems are easy now”. Additionally, Susan
said: “I feel good. It is hard to draw problems in the classroom, but it is easy with iPad”. John said “I feel
comfortable. It seems easier now”. As seen in these examples, participants enhanced their self-
confidence about solving word problems. In addition to the comments, students solved the questions
correctly by following the steps to solve multiplication word problems.

3.2. Strategy deficiency

The researcher asked students to explain what they do, when they solve word problems. When the
students explained the steps, they displayed a lack of knowledge on how to solve word problems as a
whole. All students emphasized some part of solving process. For example, Susan said “I use my finger to
find answer and drawing the pictures”. Amy mentioned: “I use pencil and paper, draw groups. When I
am done with that, I figure out the problem, I count and decide groups. Then, try to figure it the answer”.
John said: “read the paragraph, you look at the numbers in the paragraph”. These sentences clearly
indicated that participants had strategy deficiencies on solving word problems. According to the baseline
probes, students did not demonstrate conceptual understanding and did not write the equation properly.
These data clearly indicated the participants had strategy deficiencies regarding how to solve
multiplication word problems. Students, however, followed the steps the researcher taught during
intervention and maintenance phases. They drew circles and dots to demonstrate the questions and write
the equations. In sum, the intervention helped students to minimize their deficiencies.

3.3. Technology integration
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In the pre-interview, the researcher asked what technological devices they used to solve questions and
how these devices helped them during the process. Eric moved his head as “no” for any technological
devices. Liam noted he used his phone to calculate numbers. Additionally, he mentioned they had a
computer in their classroom and the teacher gave him permission to use it when he behaved well during
the instruction. John emphasized the use of computer in his classroom. He said he used it for games.
These answers indicated that technology was not a part of the mathematics instruction. Teachers used
the computer as a reward and kept it apart from the instruction and technology in the classroom.

At the post interview, all students emphasized that they liked the iPad application. They mentioned
they wanted to use it in their classrooms. All participants strongly recommended the iPad application as a
way to improve word problem solving skills. Jane mentioned: “it helped me to improve my skill. Yes”.
Susan said: “I would just say to my teacher how I worked on this iPad tool. Oh yeah, [ improved my
solving skills”. Amy also noted: "Yes, [ want to use iPad in the classroom because it is much easier”. John
stated: “we do not have iPad in the classroom, but they can teach us with this iPad. They do and track it”.
As a result, it was evident the iPad tool or another similar technological device could be used to provide
instruction in mathematics.

3.4. The iPad application

The students’ views changed after experiencing the iPad tool as an intervention. Participants reported
positive attitudes toward the iPad application and its phases. John said: “he preferred iPad instead of
paper”. John specifically liked the write part. He said: “it is simple and show what you need to do. Then, it
just makes it easier for you”. Kristine said draw part was helpful for her. Additionally, Eric selected draw
part. When I asked the reason, he did not provide a response. On the other hand, Liam liked the write part
most and he said: “it is better than others”. Eric said: “yes” for the iPad. Additionally, Eric pointed to the
virtual parts, when I asked why, he touched the virtual manipulatives. Other students demonstrated
enthusiasm for create phase. Amy mentioned: “create part I liked a lot. But, it was new for me because
you look at the pictures”. Susan noted: “create. It was easy with pictures and write them [equations]”.
Jane specifically mentioned that “I liked this part because pictures look real”. In sum, participants had
positive perceptions about the phases of iPad tool, especially, the virtual manipulative phase. Students
thought the create phase prepared them for the drawing part and made writing the equation easier.
Additionally, the create phase was based on pictures, and they related pictures with the real objects. That
was an important point of this iPad tool.

However, Liam mentioned “boring and waste of time”. for create phase. When the researcher looked at
the draw part. Liam mentioned the same comment. He said: “I am bored”. Based on my anecdotal notes,
Liam was frustrated when working on the create phase. He tried to complete this phase fast. He touched
the delete all button a couple of times, and the iPad tool became frozen. Therefore, he did not like the
create phase.

4. Discussions

According to the National Council of Teachers of Mathematics (NCTM, 2000), there are five
components for math proficiency: (a) conceptual understanding, (b) procedural fluency, (c) adaptive
reasoning, (d) strategic competence, and (e) productive disposition. The Council of Chief State School
Officers (2010) emphasized these components are interrelated, but conceptual and procedural
understandings are the first component to develop. Conceptual understanding is the ability to recognize
and understand the rationale behind the subject such as relationships and reasons to solve math
problems where procedural understanding is the knowledge of rules, symbols and steps (Burns, Walick,
Simonson, Dominguez, Harelstad, Kincaid, & Nelson, 2015).

Alter, Brown, and Pyle (2011) examined the conceptual understanding, problem solving skills, and
time on task behavior of students with EBD. These researchers mention students’ conceptual
understanding helped them to improve their problem solving skills and time on task behaviors. Jitendra,
George, Stood, and Price (2010) used schema-based instruction (SBI) for students with EBD to make
sense of and solve word problems. They note the SBI supported these students by promoting
understanding and teaching them how to use problem-solving skills successfully. Mulcahy and Krezmien
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(2009) used a contextualized instructional package that consists of conceptual and procedural
understandings for teaching the area and perimeter skills. They found students improved their accuracy
for computing area and perimeter. Based on previous studies, the current study supported the literature
as the researcher taught both conceptual and procedural understandings and found both of them could
be used to teach a mathematical skill for students with disabilities. This finding indicate the iPad tool was
appropriate to teach conceptual and procedural understandings.

Strategy competence focuses on the process to solve mathematical problems (NCTM, 2008). In this
study, the comments of students during the pre-interviews demonstrated the students did not know the
steps to solve multiplication word problems. This indicated students lacked strategies to solve these
mathematics problems. After the implementation of the intervention, students followed the steps
explained during the instruction, and minimized their strategy deficiencies on solving multiplication
word problems. Results indicated following the teaching protocol explicitly enhanced the conceptual and
procedural understanding and minimized the strategy deficiencies of students with disabilities.
Researchers have conducted studies that focus on teaching strategies to enhance the mathematics
achievement of students such as: a strategy-based intervention (Alter et al.,, 2011), schema-based strategy
instruction (Jitendra et al., 2010; Peltier & Vannest, 2016a), and STAR strategy (Peltier & Vannest, 2016b).
The current study contributes to the literature as it found the iPad tool that follows CRA instructional
sequence was effective in teaching one-digit multiplication word problems to students with disabilities.

This study used virtual manipulative in the CRA sequence and thus contributed to the word problem
solving literature in a unique way. The researcher created an iPad tool that followed the CRA sequence.
The concrete phase of CRA instructional sequence was introduced as a form of virtual manipulative that
provides interactive and dynamic visual representation of concrete materials (Bouck et al. 2014; Martin,
2007; Martin & Lukong, 2005). This allowed students to manipulate the pictures to visually represent
multiplication word problems. Additionally, virtual manipulatives have been used to help students
construct mathematical knowledge and conceptual understanding to solve multiplication word problems
(Kelly, 2006).

In the literature, Satsangi, Bouck, Taber-Doughty, Bofferding, and Roberts (2016) compared the
concrete and virtual manipulatives to teach solving algebraic equations. They worked with three
secondary students with learning disabilities. They found all three students accurately solved algebraic
questions with concrete and virtual manipulatives. In addition to accuracy scores, the researchers
concluded equations could be solved in less time than concrete manipulatives. Root, Browder, Saunders,
and Lo (2017) compared the concrete and virtual by using a modified schema-based instruction to
compare types of mathematical word problems skills. There were three elementary students with autism
spectrum disorder. They concluded two of three students performed more steps in the virtual condition,
and third student had the same performance in both virtual and concrete conditions. Additionally,
students preferred to work with the virtual condition and maintained their knowledge when given an
option during the maintenance phase. Bouck et al. (2014) compared the concrete and virtual
manipulative by the use of a system of least prompts and suggested using virtual manipulatives with
different instructional methods for a better glimpse of how students successfully solve mathematics
problems.

The findings of this study support previous studies on virtual manipulatives. The students supported
this idea when they explained that the virtual manipulative phase helped them to visualize the word
problems in the next phases. Some students appreciated and enjoyed the manipulation of pictures to
represent word problems. In this phase, virtual manipulatives helped students to demonstrate groups
and units for the multiplication word problems. Students understood the question and decided what they
needed to use for group and unit, and represented the question by manipulation of the pictures. In this
way, students used virtual manipulatives to organize their conceptual understanding. In this study, the
virtual manipulative phase was the learning phase for students with disabilities. During the baseline
phase, students did not have conceptual and procedural understandings for multiplication word
problems. After completing the virtual manipulative phase, students with disabilities learned the how to
solve these problems conceptually and procedurally In summary, the use of virtual manipulatives and its
integration into classroom instruction has potential to enhance the learning of students with disabilities.

The positive feedback for the iPad tool intervention provided strong support for the social validity of
the virtual CRA model to solve multiplication word problems. All students liked the iPad application for
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learning multiplication word problems. This indicated the structure and sequence of iPad application was
helpful for students with disabilities. Additionally, all students strongly suggested the iPad tool as a way
to improve word problem solving skills and wanted to use this iPad tool in their classrooms. This
indicated the potential for teachers to effectively use the iPad tool in their classroom and track students’
progress. In addition to classroom use, this tool might be helpful for families as it provided clear
directions with embedded virtual manipulatives, as well as, drawing and writing tools for parents to
support their child’s ability to solve multiplication word problems.

5. Conclusion

The purpose of this study was to examine the perceptions of students on the virtual CRA instructional
approach to solve one digit multiplication word problems. The CRA instruction approach was selected
because it has been shown to be effective on students with disabilities on a variety of mathematics
subjects. Technology is integrated into the CRA approach and virtual manipulatives are embedded into
the iPad application to investigate the effectiveness of this type of manipulative. The results of this study
revealed the iPad tool was effective for students with disabilities to teach one-digit multiplication word
problems. The findings support replication of this study across different disabilities types, grade levels,
mathematical content generalize effects to the education field to further investigate its potential to be
recognized as a research based intervention. This study contributes to the mathematics literature and the
use of a CRA technology based intervention with students with disabilities (Ozdemir, 2017).
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ABSTRACT

In the related literature, the studies regarding teacher perceptions of the gifted characteristics and their education are needed
in Turkish context. This study was conducted with the aim of identifying teachers’ perceptions of gifted children’s
characteristics and gifted education. The study has a qualitative nature with quantitative orientation. The participants of the
study were 95 teachers who serve in Amasya. Structured interview form was used to collect data. The collected data were
coded and themes were gathered with QSR Nvivo 11 software. Direct quotations were made and findings were compared with
related literature. It was seen that the teachers perceived giftedness as an innate ability and associated it with achievement.
Also most of the teachers believed that gifted education services should be continued in diverse schools rather than just in the
regular ones.

Keywords: Giftedness, Teacher Perceptions, Teacher Attitudes.

EXTENDED ABSTRACT

In teacher training programs, there is very little room for special education. This causes the teachers to graduate
and begin their duties without knowing the characteristics of the individuals in need of special education and the
strategies used in their education (Clinkenbeard and Kollhoff, 2001, Tomlinson, 1996). In many studies, it was found
that teachers were associated with superior achievement in academic achievement and thought that successful
students in the courses were highly gifted (Schack and Starko, 1990; Rohrer, 1995; Speirs Neumeister., Adams,
Pierce, Cassady & Dixon, 2007). There are also researches that support these findings in our country. Gokdere and
Ayvaci (2004) found that teachers did not have enough knowledge about the characteristics of gifted students in
their research, which was used to determine the level of knowledge of gifted students. Akar and Akar (2012) found
that teachers who work in primary schools determine their opinions about gifted students; they showed that the
teachers' knowledge of the gifted were not sufficient, they could not go beyond the concepts of general intelligence
and talent in their definition, they associate success with superior ability and their ideas did not overlap with the
theories about superior competence.

Purpose and Aim

Another factor that influences teachers' approach to gifted students is the characteristics of the teacher. David
(2011) utilizes his various abilities to provide an ideal teacher with the ability to meet the needs of a gifted student
within the educational system; He classified personal characteristics, professional expertise and didactic skills,
knowledge and managerial skills related to the education of gifted people. In these features, he emphasized the
importance of personal characteristics as it concerns the attitude towards the gifted. The attitude and approach of
the teachers towards the evaluation of the gifted are important because this approach may cause the students who
do not cause problems in class management to be perceived as gifted (Galloway & Porath, 1997). Tortop and Kunt
(2013) examined the attitudes of teachers towards the education of gifted students in our country and found that
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the attitude level of the teachers was slightly above the medium level and that they were close to the uncertainty,
especially the attitude scores of the science teachers were lower than the other teachers. In another study
conducted by Eraslan Capan (2010), metaphorical perceptions of pre-service teachers about gifted students were
examined. In the research, prospective teachers were gifted students; While it is seen that they perceive them as
high-performing, large-capacity, productive, creative, versatile, forward-looking and future-oriented, researching
and looking at events differently, different from their peers, mysterious and needing to understand and valued
individuals, perceived. According to the research, it has been observed that pre-service teachers generally perceive
that the conditions of gifted students are not suitable for their development and that they need a proper education
in order to be able to perform themselves and they perceive the gifted students positively. This study was conducted
with the aim of identifying teachers’ perceptions of gifted children’s characteristics and gifted education.

Methods

The study has a qualitative nature with quantitative orientation. The participants of the study were 95 teachers who
serve in Amasya. Structured interview form was used to collect data. The collected data were coded and themes
were gathered with QSR Nvivo 11 software.

Results

It was seen that the teachers perceived giftedness as an innate ability and associated it with achievement. Also most
of the teachers believed that gifted education services should be continued in diverse schools rather than just in the
regular ones. Teachers generally think that education conditions in the country are insufficient. In our country, there
can be many problems such as the lack of institutions providing education to gifted students, lack of addressing
these institutions in rural areas, lack of special materials for gifted students, and lack of adequate training of
teachers.

Discussion and Conclusions

When the definitions of teachers about superior competence are examined, it is seen that most of them have an
emphasis on innate ability and cognitive characteristics. Similarly, in the researches that Endepohls-Ulpe and Ruf
(2005) used in the content analysis, where German teachers tried to set the criteria they used to determine the
gifted talent, teachers emphasized cognitive characteristics. However, teachers' focusing on innate ability and
cognitive characteristics can lead to ignoring the affective and social characteristics of these students. Research
shows that gifted students are perceived by their socially negative aspects and stereo types and are forced by high
expectations (Ely, 2010). Teachers' perceptions of gifted people can have a negative impact on their level of self-
realization.

Another important point that teachers mentioned in our research was the differences of these students. Teachers
are aware that gifted individuals have different aspects than others. In defining giftedness; they mentioned being
unusual, being contrary and having different personality. In the study of Lee (1999), it is seen that teachers
associate giftedness with some concepts such as being rare, excellence, potential, infinite talent and high motivation
in the field of interest. This can lead to teachers failing to diagnose the unusual characteristics of the teachers. It was
seen that the teachers perceived giftedness as an innate ability and associated it with achievement. Also most of the
teachers believed that gifted education services should be continued in diverse schools rather than just in the
regular ones.
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Ogretmenlerin Ustiin Yetenekli Ogrencilerin Ozellikleri ve
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OZET

Tiirkiye baglaminda istiin yeteneklilerin 6zellikleri ve egitimlerine iliskin 6gretmen algilarini inceleyen daha ¢ok calismaya
ihtiyac vardir. Bu calisma 6gretmenlerin iistiin yeteneklilere yonelik algilarini belirlemek amaciyla gerceklestirilmistir.
Calismada nitel arastirma yontemlerinden olgu bilim deseni kullanilmistir. Arastirmanin ¢alisma grubunu Amasya ilinde gorev
yapmakta olan 95 6gretmen olusturmaktadir. Calismada veri toplama araci olarak yapilandirilmis gériisme formu kullanilmis
ve elde edilen veriler QSR NVivo 11 programinda kodlanarak temalar olusturulmustur. Ogretmenlerin genel olarak {istiin
yetenekliligi dogustan gelen bir 06zellik olarak algiladiklar1 ve akademik basar ile iliskilendirdikleri gorilmiistiir.
Ogretmenlerin bircogunun {istiin yeteneklilerin egitiminin normal/diizenli okullardan farkli kurumlarda yiiriitiilmesi
gerektigini savunduklar1 bulunmustur. ileriki calismalarda égretmenlerin iistiin yetenekliler hakkinda biitiinciil bir bakis acisi
edinebilmelerini saglamak icin 6gretmenlere iistiin yeteneklilerin 6zellikleri ve egitimi ile ilgili hizmet i¢i egitimlerin verilmesi
onerilebilir.

Anahtar Kelimeler: Ustiin Yetenekliler, Ogretmen Algilari.

1. Giris

Ustiin yeteneklilige bir tanim olarak bakarak iistiin yeteneklileri soyutlamak yerine; Borland (2005)
‘istlin yetenekli cocuk’ kavraminin gecerliliginin sorgulanmasi gereken bir sosyal yapi oldugunu ifade
etmis ve bunun yerine iistiin yeteneklilerin egitimine odaklanilmasi gerektigini vurgulamistir. Ulkemizde,
istiin yeteneklilerin 6zel egitim ihtiyacini karsilamak i¢in Milli Egitim Bakanligi, 1990’ yillardan itibaren
yuriittiigii calismalarla tstiin yetenekli bireylerin egitimini destekleyecek adimlar atmistir (Gokdere,
Kiictlik ve Cepni, 2003). Bu adimlardan en 6nemlisi Bilim Sanat Merkezlerinin kurulmasi olmustur. Bilim
Sanat Merkezleri araciligiyla bircok ilde tstiin yetenekli cocuklara egitim verilmektedir.

Ustiin yeteneklilerin egitimini etkileyen pek c¢ok faktér olmasina karsin bunlarin icinde verilen
egitimin kalitesini hi¢ sliphesiz 6nemli 6l¢lide etkileyen degisken 6gretmendir. Bircok arastirmada
ogretmenlerin benimsedikleri felsefeleri, alg1 ve tutumlarini; kullandiklar1 6gretim yontemlerine ve sinif
ici uygulamalarina yansittiklar: goriilmiustiir (McCarty, Abbott-Shim, & Lambert, 2001; Rosenthal, 2002).
Ayrica listiin yetenekli 6grencilerin belirlenmesinde 6gretmenlere énemli gorevler diismektedir. Ozellikle
de standartlastirilmis testlerin yetenek alanlarini tanilama ve gelistirmede ¢ok az kullanilabildigi ilkokul
caginda, iistiin yeteneklerin tanillanmasinda 6gretmenler daha etkin bir rol oynamaktadir. Ogretmenlerin
tstiin yeteneklilige iliskin algilar1 ve 6grencilerin yeteneklerine iliskin inanglari, iistiin yeteneklilerin
belirlenmesi ve yetenek gelisiminin saglanmasi ile yakindan iliskilidir (Moon ve Brighton, 2008). Bu
nedenle listiin yetenekli 6grencilerin; 6gretmenler tarafindan belirlenmesi, yeteneklerinin gelisimi, sinifta
O0gretmen tarafindan desteklenip desteklenmeyecegi, 68rencinin bilissel, duyussal ve psikomotor gelisimi
Ogretmenlerin iistlin yetenekliler ile ilgili algl, inang ve goriislerine siki sikiya baghdir denilebilir (David,
2011; Feldhusen, 1997; VanTassel-Baska, 1993).

Ogretmen yetistirme programlarinda genel olarak 6zel egitime cok az yer verilmektedir. Bu da
O0gretmenlerin 6zel egitime muhtac bireylerin 06zelliklerini ve egitimlerinde kullanilan stratejileri
bilmekten yoksun olarak mezun olmalarina ve goreve baslamalarina neden olmaktadir (Clinkenbeard ve
Kollhoff, 2001, Tomlinson, 1996). Bircok arastirmada o6gretmenlerin istlin yetenekliligi akademik
basariyla iliskilendirdikleri ve derslerde basarili 6grencilerin iistiin yetenekli oldugunu diisiindiikleri
bulunmustur (Rohrer,1995; Schack ve Starko, 1990; Speirs Neumeister., Adams, Pierce, Cassady & Dixon,
2007). Ulkemizde de bu bulgular1 destekleyen arastirmalar vardir. Gokdere ve Ayvaci (2004) simif
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O0gretmenlerinin Ustiin yetenekli Ogrencilerle ilgili bilgi seviyelerini belirledikleri arastirmalarinda
o0gretmenlerin {stiin yetenekli dgrencilerin o6zellikleri hakkinda yeterli bilgiye sahip olmadiklarini
bulmuslardir. Akar ve Akar (2012) ilkdgretim okullarinda gorev yapmakta olan 6gretmenlerin iistiin
yeteneklilerle ilgili goriislerini belirledikleri arastirmalarinda; 6gretmenlerin listiin yetenekliler ile ilgili
bilgilerinin yeterli olmadigini, tanimlamalarinda genel zeka ve yetenek kavramlarinin otesine
¢ikamadiklarini, basarili olmayi iistiin yeteneKklilikle iliskilendirdiklerini ve fikirlerinin listiin yeteneklilik
ile ilgili acik kuramlarla yeterince ortiismedigini ortaya koymuslardir.

Ogretmenlerin iistiin yetenekli 6grencilere yaklasimim etkileyen bir baska faktér de égretmenin
ozellikleridir. David (2011) cesitli yeteneklerini kullanarak egitim sistemi icindeki iistiin yetenekli
6grencinin ihtiyacini bir parca da olsa karsilayabilen ideal bir 6gretmende bulunmasi gereken 6zellikleri;
kisisel ozellikler, profesyonel uzmanlik ve didaktik beceriler, iistiin yeteneklilerin egitimi ile ilgili bilgi ve
yonetimsel beceriler olarak siniflandirmistir. Bu 6zellikler i¢cinde de tistiin yeteneklilere yonelik tutumu
ilgilendirdigi icin kisisel 6zelliklerin énemine deginmistir. Ustiin yeteneklilerin degerlendirilmesinde
o0gretmenlerin onlara karsi tutumu ve yaklasimi onemli yer tutmaktadir ciinkii bu yaklasim simif
yonetiminde problem c¢ikarmayan o6grencilerin iistiin yetenekli olarak algilanmalarina neden
olabilmektedir (Galloway&Porath,1997). Ulkemizde 6gretmenlerin iistiin yeteneklilerin egitimine yonelik
tutumlarini inceleyen Tortop ve Kunt (2013) 6gretmenlerin tutum diizeyinin orta diizeyin biraz iistiinde
olduklarini ve kararsiza yakin olduklarini, 6zellikle fen 6gretmenlerinin tutum puanlarinin diger brans
O6gretmenlerinden daha disiik oldugunu bulmuslardir. Eraslan Capan (2010) tarafindan yiiriitiilen bir
baska arastirmada ise 6gretmen adaylarinin iistiin yetenekliler ile ilgili metaforik algilar1 incelenmistir.
Arastirmada Ogretmen adaylarinin istiin yetenekli 6grencileri; yiiksek performans gosteren, genis
kapasiteli, liretken, yaratici, cok yonlij, ileriyi gorebilen ve gelecege yon veren, arastiran ve olaylara farkl
bakabilen, yasitlarindan farkli, gizemli ve anlamak i¢in ¢aba gerektiren ve degerli bireyler olarak
algiladiklar: goriiliirken ayni zamanda kontrol edilmeye ve yonlendirilmeye agik olarak algiladiklar1 da
gorilmistiir. Arastirmaya gore genel olarak Ogretmen adaylarimin Ustin yetenekli 6grencilerin
kosullarinin onlarin gelisimlerine uygun olmadigini ve kendilerini gergeklestirebilmeleri i¢in kendi
yeteneklerine uygun bir egitime gereksinim duyduklarini yoniinde algilara sahip olduklari ve fistiin
yetenekli 6grencileri olumlu algiladiklar gériilmustiir.

Literattirde iilkemizde gérev yapan 6gretmenlerin tistiin yeteneklilerin 6zellikleri ve egitimleri ile ilgili
algilarinin ortaya kondugu, farkh yontemleri kullanan yeterli sayida arastirma yoktur. Ogretmenlerin algj,
tutum ve bilgi diizeylerini derinlemesine aciga c¢ikaracak calismalara ihtiya¢ vardir. Bu nedenle bu
arastirmada oOgretmenlerin Ustiin yetenekliler ve egitimlerine yonelik algilarinin ortaya konmasi
amaclanmistir. Bu amag dogrultusunda “Ogretmenlerin normal okullara devam eden iistiin yetenekli
ogrencilerin 6zellikleri ve egitimlerine yonelik algilar1 nasildir? sorusuna cevap aranmigtir.

2. Yontem

Ogretmenlerin iistiin yeteneklilere yonelik algillarinin ortaya koymaya c¢ahsildigi bu arastirma nitel
arastirma yaklasimina uygun olarak yuriitiilmiistiir. Arastirma nitel arastirma desenlerinden olgu bilim
(fenomenoloji) kullanilmistir. Olgu bilim farkinda olunan ancak derinlemesine ve ayrintili bir anlayisa
sahip olunmayan olgulara odaklanmaktadir. insanlara tiimiiyle yabanci olmayan ayni zamanda tam
anlaminin kavranamadig1 olgular1 arastirmay1 amaclayan ¢alismalar icin olgu bilim iyi bir arastirma
zemini olusturmaktadir (Yildirim ve Simsek, 2008).

2.1. Calisma Grubu

Patton (2014)’a gore nitel arastirmalarda gecerliliin ve anlamlilifin 6nemi calisma grubunun
biiytikligiinden ziyade secilen durumlarin bilgi yiiklii olmasi ve arastirmacinin gézlemsel ve analitik
becerilerinin olmasina baghdir (s. 245). Ulkemizdeki 6gretmenlerin iistiin yeteneklilerle ilgili bilgi
diizeylerinin yeterli olmadigina dair cesitli bulgular mevcuttur (Gékdere ve Ayvaci, 2004; inan, Bayindir
ve Demir, 2009). Calismada 6gretmenlerin zaman sikintisi ve bilgi diizeyleri g6z 6niinde bulundurularak
calismada elde edilecek goriislerin genisligine odaklanilmis ve katilimcilarin sayisi nitel arastirmalarda
alisilagelmisin disinda daha yiiksek tutulmustur. Bu arastirmanin ¢alisma grubunu Amasya ilinde gorev
yapmakta olan farkli branslardan 95 6gretmen olusturmaktadir. Katilimcilarin se¢ciminde maksimum
cesitlilik 6rnekleme yontemi kullanilmistir.
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Katilmcilarin 6zellikleri Tablo 1'de gosterilmistir. Arastirmada yer alan 6gretmenler gizliliklerinin
korunmasi icin sayilarla kodlanmustir.

Tablo 1 )
Ogretmenlerin Demografik Ozellikleri
Cinsiyet
Kadin Erkek %

Brans
Sinif 6gretmenligi 19 16 36,8
Fen Bilimleri 7 14,7
Tirkce 5 12,6
Matematik 8 14,7
Sosyal bilgiler 0 11 11,6
Ingilizce 8 1 9,5
Kidem
1-5yil 4 53
6-10 y1l 4 7 11,6
11-15y1l 9 10 20
16-20 y1l 15 8 24,2
21 ve lzeri 15 22 38,9
Egitim durumu
On lisans 2 5 7,4
Lisans 41 42 87,4
Yiiksek lisans 4 1 53
Yas
21-29 6 2 8,4
30-39 15 13 29,5
40-49 17 19 37,9
50 ve lizeri 9 14 24,2
Toplam 47 48 100

2.2. Veri Toplama Araci

Veri toplama araci olarak arastirmacilar tarafindan gelistirilen yapilandirilmis goriisme formu
kullanilmistir. Gortisme formu acik uglu 6 soru ve cevaplari derinlestirme amagh 3 ek sorudan
olusmaktadir. Hazirlanan sorularin gecerliliginin saglanmasi icin bir uzmanin goriisiine basvurulmustur.
Ogretmenler goriisme formundaki sorulari arastirmacidan baska herhangi birinin bulunmadig bir
ortamda yazili olarak cevaplamislardir. I¢ gecerliligin saglanmasi i¢in arastirmada 6gretmenlerden alinan
ifadelere yer verilmistir.

2.3. Verilerin Analizi

Veriler analiz edilirken, daha derin bir analizi gerektiren ve birbirine benzeyen verilerin belirli
kavramlar ve temalar ¢ercevesinde bir araya getirme ve diizenlemeyi iceren nitel arastirmalarda
kullanilan betimsel ve igerik analizleri birlikte kullanilmistir (Yildirnm ve Simsek, 2008).Verilerin
analizinde QSR NVIVO 11.0 nitel analiz programindan yararlanilmistir. Oncelikle verilerde aciga ¢ikan
kavramlardan yola ¢ikilarak QSR NVIVO 11.0 programi ile kodlar ve temalar olusturulmustur. Temalarin
belirlenmesinde iistiin yeteneklilik ile ilgili literatiir dikkate alinmistir. Veriler iki arastirmaci tarafindan
kodlanmis, kodlayicilar arasi tutarlilik %81 olarak bulunmustur. Ayrica analizler yoluyla olusturulan
temalar kullanilarak modeller hazirlanmistir.
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3. Bulgular

Ogretmenlerin cevaplarindan Ustiin Yeteneklilik Tanimlari, Ustiin Yeteneklilerin Ozellikleri, Ustiin
Yeteneklilerin Egitimi olmak {izere ii¢c tema olusturulmustur. Bu temalar altinda farklh kategoriler ve
kodlar olusturulmus ve sirasiyla olusturulan temalarla ilgili bulgular sunulmustur.

3.1. Ogretmelerin Ustiin Yeteneklilik Tanimlart

Ogretmenlerden iistiin yetenekliligi tanimlamalar1 istenmistir. Ogretmenlerin verdikleri yanitlarda
degindikleri ifadelere gore olusturulan kodlar ‘Yetenegin Dogustan geldigine dair tanimlar’, ‘Bilissel
ozelliklere vurgu yapilan tanimlar’, ‘Duyussal Ozelliklere Vurgu Yapilan Tanmimlar’ ve ‘Sosyal becerilere
iliskin Tanimlar’ olmak {izere dort kategori altinda incelenmistir. Elde edilen bulgular Tablo 2'de
gosterilmektedir.

Tablo 2

Ustiin Yeteneklilik Tanimlar
Tanim Deginme Sayisi
Yetenegin dogustan geldigine dair tanimlar 24

Bilissel 6zelliklere vurgu yapilan tanimlar

Bilgili olma

Hafiza glicii 2
Zeka 12
Yaraticilik

Yorum yapabilme

Sorgulama

Problem ¢dzme 13
Hizli 6grenme 12
Yasitlarindan iistiin olma 32
Bagarili olma 4

Duyussal 6zelliklere vurgu yapan tanimlar

Farkl kisilik 28
Sira dis1 olma 8
Merak 1
Sosyal becerilere iliskin tanimlar

Liderlik

Pratik olma 5

Tablo 2’de de goriildiigii lizere 6gretmenler Ustiin yeteneklilerle ilgili cogunlukla dogustan gelen bir
yetenek olduguna ve ustlin yeteneklilerin sahip oldugu bilissel 6zelliklere dayali tanimlar yapmislardir.
Bu da ogretmenlerin, iistiin yetenekli 6grencilerin duyussal yonleri hakkinda yeterince bilgi sahibi
olmadigim diisiindiirmektedir. Ogretmenlerin cevaplarindan dogrudan alinan ifadeler asagida verilmistir.

e 031: ‘Davranis, diisiince etki bakimindan normal insanlardan ayrilan ézel kisilerin sahip oldugu bir
yetenek’

e (038: ‘Bireyin bulundugu ortamlarda ya da karsilastifi problemlerde diger bireylerden farkh
davranacak ve diisiinecek yetenege sahip olmasidir.’

e 05: ‘Yagitlarina gore farkh yetenekleri olan, mevcut olan yeteneklerini yasitlarindan ¢ok daha hizh
ve daha iist diizeyde kullanma’
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3.2. Ustiin Yeteneklilerin Ozellikleri

Ustiin yetenekli 6grencisi bulunan veya daha onceki yillarda iistiin yetenekli 6grencisi olan
ogretmenlere bu o6grencilerin ozellikleri sorulmustur. Ogretmenlerin iistiin yeteneklilerin ozellikleri
hakkindaki goriisleri Tablo 3’de verilmistir.

Tablo 3
Ogretmenlerin Ustiin YeteneKlilerin Ozelliklerine iliskin Goriisleri

Ozellik Deginme Sayis1

Basarili

Bilgili

Espri anlayisi yiiksek

Kendini iyi ifade edebilen
Problem ¢ozebilen

Dikkatli

Yasitlarindan st seviyede
Kitap okumay1 seven

Hizli 6grenen

Elestirel diislinen
Neden-sonug iliskisi kurabilen
Ayni anda birkag ise odaklanabilen
Soyut ifadeleri kullanan
Alcakgoniillii

Derse katilan

Hareketli

BUT U R R W N 0N W RN OO R s G

Saygin

=
o

Iletisimi iyi

Pratik

Iletisimi kotii
Icine kapanik
Sorumluluk sahibi
Kurallara uyan
Digerlerinden farksiz
Basarisiz

Takintili

Uyumsuz

Cok konusur

Arkadaslar tarafindan dislanan

=R = R = =N W N T O W

Anlasilmasi zor olan

—_
[\S]

Tepkileri farkli olan
Sakin
Sikilgan

Arkadaslarini kiiciimseyen

N = U1 O

Derse ilgisiz goriinen

Tablo 3'den de goriilecegi lizere 6gretmenler iistlin yeteneklilerle ilgili bircok 6zellige deginmislerdir.
Ancak Ogretmenlerin literatlirde yer alan ve tanilamada kullanilan miikemmeliyetcilik, gorsel uzamsal
yetenek, disiplinler arasi diisiinebilme, geliskin iist-bilissel beceri ve i¢sel motivasyon gibi bazi 6zelliklere
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deginmedikleri gorilmistiir. Ayrica 6gretmenlerin birbirinin zitt1 6zelliklere (basarili-basarisiz, iletisimi
iyi-kotii gibi) degindikleri de goriilmektedir. Ogretmenlerden alinan dogrudan ifadeler asagida
verilmistir:

e (85: ‘Kendi diinyalarinda yasarlar. Diger bireylerle karsilastirildifinda yeteneksiz gibi gériiniir.
Dersi dinlemiyormus gibi gortintir. Tiim sorulara cevap verir. Ayni anda birkag ise odaklanabilir.
Hem akademik hem de sanatsal alanda basarili olur.’

e (20: ‘Arkadaslarindan daha ¢ok okuyordu. Yetiskinlerin bile anlamakta giicliik cektigi konular
yorumlayabiliyordu. Hizli 6greniyor, hizli konusuyor ve ¢cabuk usaniyordu. Uyumsuzdu.’

e (48: ‘Ustiin yetenekli 6grencim oldu. Okuma yazmay1 4 yasinda 6grenmisti. Ama biraz davranislar
degisikti. Her seyi bilir en iyisini yapardi. Bazi takintilar vardi. Seslere karsi ¢ok duyarliydi. Biitiin
sinavlar1 full yapardi. Cok alcak goniilliiydii. Kendini hi¢ begenmezdi. Sinifta hi¢ c¢alismayan
cocuklarla bile samimi olurdu. Bilgisayarla arasi ¢ok iyiydi.

3.3. Ustiin Yeteneklilerin Egitimi

Ogretmenlerin iistiin yeteneklilerin egitimlerine iligkin goriisleri incelenmistir. Ogretmenlere iistiin
yeteneklilere saglanan egitim sartlari, tstiin yeteneklilerin egitiminin siirdiiriilmesi gereken kurumlar, bu
ogrencilere egitim verecek 6gretmenlerde bulunmasi gereken 6zellikler ve kendilerinin bu 6grencilerle
calismak isteyip istemedikleri hakkindaki goriisleri alinmistir. Daha once sinifinda iistiin yetenekli
O0grencisi olmus ya da su anda sinifinda iistiin yetenekli 6grencisi bulunan 6gretmenlerden bu
ogrencilerle ilgili anilarin1 anlatmalar istenmistir. Ayrica bu 6grencilerle calismanin kendilerine herhangi
bir etkisi olup olmadig1 da 6gretmenlere sorulmustur. Ogretmenlerin cevaplarindan yola cikilarak kodlar
olusturulmustur.

3.3.1. Ustiin Yeteneklilere Saglanan Egitim Sartlart ile [lgili Gériisler

Ogretmenlere iistiin yeteneklilere saglanan olanaklarin yeterli olup olmadigi sorulmus ve bunu
nedenlerini anlatmalari istenmistir. Ogretmenlerin verdikleri cevaplar Tablo 4’te gosterilmektedir.

Tablo 4
Ustiin Yeteneklilere Saglanan Egitim Sartlarinin Yeterliligi ile ilgili Ogretmen Goriisleri

Deginme Sayilar

Yeterlidir 2
Yeterli degildir

Ulkenin ekonomik durumu koti 1
Uygulama yapilmasini saglayacak ortam eksikligi yasaniyor 3
Materyal yetersiz 4
Ozel simiflarda toplanmiyorlar 9
Tanilama sorunlari var 8
Etiketlenmenin neden oldugu olumsuzluklar yasaniyor 2
Normal smiflarda yeterli imkan saglanmiyor 11
Bu 68renciler 6grenme giicliigl ¢ekebiliyorlar 1
Bu dgrencilerin dikkat stireleri kisa

Bu 6grenciler davranis problemlerine neden oluyorlar 3
Okullarda sadece gostermelik uygulamalar var

Sistem ve egitim programi normal 6grencilere gére hazirlanmis 24
Ogretmenler yetersiz 6
Yarigma ortami yok

Yetenekleri gelistirmeye imkan saglanmiyor 20

Uygulamalar okula gore degisiyor

Ustiin yeteneklilere yonelik herhangi farkl bir uygulamaya gerek yok
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Tablo 4’ ten goriilecegi lizere 6gretmenler ¢ogunlukla iistiin yeteneklilere saglanan sartlarin yeterli
olmadigim belirtmislerdir. Ogretmenlerin verdikleri yanitlara bakildiginda 6zellikle egitim sisteminde
normal 6grencilere odaklanmanin, yeteneklerin yeterince gelistirilmediginin ve bu 6grencilere yeterince
imkan saglanmadiginin iizerinde durduklar sdylenebilir. Ogretmenlerden alinan dogrudan ifadeler
asagidadir:

e (34: ‘Ustiin yetenekli 6grencilerin normal okullarda egitim gérmeleri bence yanlis. Onlara 6zel
okullar acilmali ve en 6nemli sey, onlara egitim verenlerinde iistlin yetenekli olmasi lazim. Bu iistiin
yetenekli 6grencilerin daha iyi anlasilmasini saglayacaktir. Bizler gibi normal zekali 6gretmenler
onlari, hayallerini tam olarak anlayamaz.’

e 064: ‘Yeterli degil. Oncelikle seviye siniflarinin olusturulmasi yonetmeliklere aykirl. Dolayisiyla
iistiin yetenekli 6grenciler digerlerinin arasinda yalniz kaliyor. Kendisini yeterince ifade edemiyor.
Arkadaslari arasinda soéyledikleri anlagilamiyor.’

e (092: ‘Yeterli oldugunu diisiinmiiyorum ciinkii okullar normal 6grencilere yonelik ve onlarin
ihtiyaclarim 6n plana gikariyor. Ustiin yetenekli 6grenciler icin okullarda hi¢bir uygulama yok.’

e (85: ‘Okula gore degisir. Bazi okullarin kaynak sikintisi yok onlar degisik etkinliklerle destelerken
kaynak sikintis1 ceken okullar da bu etkinlikler yoktur.’

3.3.2. Ustiin Yeteneklilerin Egitimlerini Gerceklegtirilmesi Gereken Kurumlar

Ogretmenlere iistiin yeteneklilerin egitiminin hangi kurumlarda gerceklestirilmesi gerektigi
sorulmustur. Ogretmenlerin goriisleri normal okullarda, 6zel okul ya da kurumlarda ve normal okullarda
ek uygulamalar seklinde olmak iizere ii¢ kategori altinda toplanmistir (bkz Tablo 5) Tablodan da
goriilecegi lizere, 6gretmenler 6zel okul ya da kurumlarin tstiin yeteneklilerin egitimi icin daha uygun
oldugu gériisiindedir. Normal okullar égretmenler tarafindan yetersiz bulunmustur. Ogretmenler buna
gerekce olarak ‘yeterli hizmetin normal okullarda saglanamamast’, ‘siniflarin kalabalik olmasr’, ‘uygun
egitim olanaginin bulunmamasit’ gibi normal okullardan kaynaklan problemlere deginmislerdir. Bazi
ogretmenler ise iistiin yetenekli 6grencilerle ilgili ‘diger 6grencilerin diistinmelerine firsat vermeme’ ve
‘uyum problemi yasama’ gibi sorunlara deginmislerdir.

Tablo 5
Ustiin Yeteneklilerin Egitiminin Ger¢eklesecegi Kurumlarla ilgili Ogretmen Goriisleri

Egitim Kurumu Hakkindaki Goértisler Deginme Sayilari

Normal okullarda devam etmeli

Akranlarindan kopmama 4
Toplumdan soyutlanmama 3
Tlm zeka seviyeleri ayni ortamda olmasi 1
Okullarin basarisinin diismemesi 1
Sosyallesebilmeleri 1
Ozel okul ya da kurumlarda egitim verilmeli

Diger 6grencilerin diisiinmelerine firsat vermiyorlar 2
Ustiin yetenekli cocuklarin farkh yeteneklerinin kesfedilmesi icin 14
Hizlandirilmis egitim olanaginin saglanmasi 2
Yetenek alaninda uzman kisilerce egitilmeli 8
Farkliliklarin diger ¢ocuklar tarafindan alay konusu edilmesi 4
Seviyelerinin yiiksek olmasi 8
Uyum problemi yasiyor olmalari 4
Benzer ¢ocuklarla egitim gérmeliler 10
Normal okullarin yeterli hizmetleri sunamamasi 1
Cocuklara gore egitim olanaginin bulunmamasi 12
Normal okullarda sikici bir egitim ortami diistincesi 4

Siiflarin kalabalik olmasi 1




Akkanat, C,, Kutlu Abu, N. and Gékdere, M. Karaelmas Journal of Educational Sciences 6 (2018) 185-201 194

Tablo 5

Devami

Normal okullara ek uygulamalar esliginde egitim verilmeli

Etiit esliginde olmal

Rekabet ortami saglanmali

Haftanin bazi giinleri bazi dersleri {istiin yeteneklilerle almali
Ozel egitim destegi olmali

Secmeli dersler bulunmal

Farkli program uygulanmali

Yetenegi dogrultusunda egitilmeli

=R NN O R

Ogretmenlerden alinan dogrudan ifadeler su sekildedir:

048: ‘Ustiin yetenekli o6grenciler bazen yanlhs anlasihp (davramis bozuklugundan dolay)
dislanabiliyor. Normal 6grencilerin icinde bu 6grenciler eriyip gidebilir o yiizden okullar1 ayir
olmal1.’

016: ‘Diger ¢ocuklarla aym okulda 6gretim gérmeliler fakat haftanin bazi giinleri (dersleri) onlarin
yeteneklerini gelistirmeleri i¢in ayrilan siniflara gidip egitimlerine burada devam etmelidir.’

088: ‘Ayr1 kurumlar onlar icin uygun olabilir. Ciinkii normal okullar uygulana program da caligan
ogretmenler de, materyallerde hepsi normal égrencilere gore. Ustiin yeteneklilere yonelik hicbir
sey yok. Bu da onlarin gerilemesine neden olur. Bu nedenle ayr1 ve kendilerine uygun okullarda
egitim gormeliler.

3.4. Ustiin Yeteneklilere Egitim Veren Ogretmenlerde Bulunmasi Gereken Ozellikler

Ogretmenler, istiin yeteneklilerin egitiminde gorev alacak ogretmenlerde bulunmasi gereken
ozellikler sorulmustur. Ogretmenlerin verdikleri cevaplarda 6gretmenlik meslegi ile ilgili goriisleri egitim,
kisilik ozellikleri ve yaklasim olmak tizere li¢ kategori altinda toplanmis ve kodlar olusturulmustur (bkz
Tablo 6.).

Ogretmenlerden alinan dogrudan ifadeler su sekildedir.

02: ‘Bu konuda kurs veya egitim almak. Yiiksek lisans yapmis olmak. Pedagojik konulari iyi bilmeli.
Ozel bir plan hazirlayabiliyor olmalr’

027: ‘Ustiin yetenekli olmali. Ustiin yetenekli 6grencilere yetebilecek seviyede olmali. Alaninda
basarili olmali. Cok yonlii olmali. Azimli ve istekli olmalr’

013: ‘Akill1 ve zeki letisim becerisi yiiksek, anlayish, hosgoriilii ve demokratik.’

Tablodan goriilecegi lizere 6gretmenler meslekleri ile ilgili bircok 6zellige ek olarak iistiin yetenekliler
s6z konusu oldugunda ‘yiiksek lisans yapmis olmak’ gibi bazi kriterlere deginmislerdir. Ogretmenlerden
bir tanesi ise bu is i¢cin bir egitim almanin gereksiz oldugunu diistindtigiinii belirtmistir.

gz'zr??eteneklilerin Egitiminde Gorev Alacak Ogretmenlerin Ozelliklerine iliskin Gériisler
Ogretmen Ozellikleri Deginme Sayilar
Egitim
Alan bilgisi 34
Kendini gelistirebilme 19
Ustiin yeteneklilerin egitimiyle ilgili egitim almis olmak (kurs, seminer vs) 30

Yiiksek lisans yapmis olmak

1
Meslegini seven 5
Kiltirli 7

2

Teknolojik okuryazar
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Tablo 6 Devami

Kisilik 6zellikleri
Liderlik vasfina sahip
Sabirh

Arastirmaci

N W
N

leri gorislii
Acik fikirli
Azimli
Motive olmus
Cocuk ruhlu
Ozgiiven

Analitik diisiinen

N N S~ U1 P W 0 W ®

Yaratici

—_

Ustiin yetenekli 4
Zeki

Cok yonli

O

Yaklasim
lletisimi iyi 12
Hosgoriilii
Demokratik
Ozgiirliikcii
Empati

Iyi rol model olabilen

= W NN WO

Ogretmenin egitim almasinin énemsiz oldugu diistincesi

3.5. Ustiin Yeteneklilerle Calisma Istedi

Ogretmenlere siniflarinda bu 6grenciler bulunsa onlarla calismak isteyip istemeyecekleri sorulmustur.
Her ne kadar bu istege bagh bir durum olmasa da 6gretmenlerin iistlin yeteneklilerin egitimine iliskin
tutumlarini ortaya koymasi agisindan béyle bir sorunun cevabinin 6nemli olacag asikardir.
Ogretmenlerden % 49,6’s1 cahsmak istedigini, % 44,2’si ise calismak istemedigini belirtmigtir.
Ogretmenlerin % 6,3’ti kararsiz oldugunu séylemistir. Bu goriislerinin nedenlerine iliskin kodlar
Tablo7’de goriilebilir. Ogretmenlerin yaridan fazlas1 iistiin yeteneklilerle calismak istediklerini
belirtmistir. Ancak azimsanamayacak bir bdliimii iistiin yeteneklilerle calismak istemediklerini
belirtmistir. Farkli branslardan 6gretmenler arasinda fikirlerin dagilimi agisindan bir fark goriilmemistir.
Ancak hayir yanitini veren dgretmenlerin sayisi azimsanamayacak kadar ¢oktur. Bu listiin yeteneklilere
karsi olumsuz tutum gelistirmelerinin ya da yeterli hissetmemelerinin bir sonucu olabilir.

Tablo 7 ) _ _
Ogretmenlerin Ustiin Yeteneklilerle Calisma Istegine Iliskin Goriisleri
Calisma istegi Deginme Sayilari
Evet
Farkliliklari sevme 5
Kendini gelistirme imkani saglamasi 20
Mesleki doyum saglamasi 19
Daha zevkli olmasi 10

Ileri seviyede bir ortam saglamasi 1
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Tablo 7 Devami

Hayir

Egitim almama 11
Yeterli hissetmeme 17
Empati kuramayacagini diistinme

Ogretmeni zorlamalari

Siif diizenini bozmalari

4
6
Ogretmeni kiigiimsemeleri 1
1
Yasli olma 3

7

Fedakarlik gerektirir

Ogretmenlerden alinan direkt ifadeler asagida verilmistir.

e (036: ‘Isterdim. Anlatugim konular 6grenciler tarafindan anlasilmamasi ya da sinavlarda zayif
almalar1 beni iiziiyor. Ama basarili, tstiin zekali 6grencilerin aldig1 yiiksek notlar, anlatilanlarin
kavranmasi bir 6gretmen olarak beni mutlu ediyor. Bu siitiin yetenekli 6grencilerin 6gretmenligini
yapmak biiytiik zevktir.’

e 067: ‘Hayir istemezdim. Normalden fazla enerji ve vakit harcamak istemiyorum.’

e 032: ‘Hayir istemezdim. Ogretmeni asir1 zorlar veya o6gretmeni basit birisi olarak gérebilir.
Anlatilan konuyu ciddiye almayabilir.’

3.6. Ustiin Yeteneklilerle Ilgili Anilar

Daha 6nce tanilanmis bir iistiin yetenekli 68rencisi olan 6gretmenlerden onlarla ilgili hatirladiklar bir
anilarin1 anlatmalar1 istenmistir. Ustiin yetenekli dgrencisi olan 38 6gretmenden 31 tanesi bir am
paylasmistir. Bu anilarin 22 tanesi olumlu, 9 tanesi olumsuzdur. Ogretmenlerin iistiin yetenekli
ogrencileri ile ilgili cogunlukla olumlu anilarin1 paylasmis olmalari, tistlin yetenekli 6grencileri ile ilgili
olumlu bir izlenime sahip olduklarinin bir gostergesidir.

3.7. Ustiin Yeteneklilerle Calismanin Ogretmene Etkisi

Daha dnce tstiin yetenekli 6grencisi olmus 6gretmenlere, Ulstiin yetenekli 6grencilerle calismanin
onlara herhangi bir etkisinin olup olmadigl sorulmustur. Ogretmenlerin verdikleri yanitlar Tablo’8 de
gosterilmistir.

Tablo 8
Ustiin Yeteneklilerle Calismanin Etkisi
Ustiin Yetenekli Ogrenci Ile Calismanin Etkisi ile flgili Goriisler Deginme Sayisi
Etkisi oldu
Mesleki gelisim saglama 12
Motivasyon artisi 10

Bu 6grencileri tanima firsati yakalama
Farkli bakis acis1 kazanma

Derse 6n hazirlik artisi

Etkisi olmadi
Digerlerinden farkli davranmama 6

Iletisim kurmada zorluk yasama

Tablodan goriildigi tizere 6gretmenlerden ¢ogu iistlin yeteneklilerle calismanin kendilerine bir etkisi
oldugunu belirtmislerdir. Ogretmenler genel olarak mesleki acidan gelismeye, motivasyon artisina,
ogrencileri daha iyi tanima firsat1 yakaladiklarina, farkli bakis a¢is1 kazandiklarina ve derslere daha ¢ok
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hazirlanarak girdiklerine deginmislerdir. Etkisi olmadigini ifade eden 6gretmenler ise bu 6grencilere
digerlerinden farkli davranmadiklarina ve iletisim kurmada gii¢liik cektiklerine deginmislerdir.

e (58: ‘Yetenekli 6grenciler 6gretmeni daha hazir ve zinde tutarlar. Ogretmen daha dikkatli ve
arastirmaya yonelir. Bu durumda mahcup olmamak i¢in, daha dikkatli oldugumu séyleyebilirim.’

e (040: ‘Kisa bir dénem beraberdik. Ustiin yetenekli cocuklarla ilgili birka¢ kitap okudum. O
O0grencinin dersine girece§im zaman {izerimdeki duraganlik, siradanlik kalkiyordu. Farkl
problemlerle onu sinamak hosuma gidiyordu.’

e (15: ‘Sizi anlayan birinin olmasi daha eglenceli. Zorlanmiyorsun. Mesleki doyuma ulasilabiliyor.
Iletisim sorunu yasanmuyor, sevgi dolu oluyorlar.’

4. Tartisma ve Sonug¢

Tlrkiye’'de her 6gretmenin giiniimiizde en az ortalama 20 6grenci ile mesgul oldugu diisiiniildiigiinde
(MEB, 2014), her 6gretmenin kariyerinin belirli bir boliimiinde istiin yetenekli 6grencilerle calismakta
oldugu soylenebilir. Bu nedenle 6gretmenlerin iistiin yeteneklilere yonelik algilarinin ortaya konmasi
onem teskil etmektedir.

Bu arastirmada o6gretmenlerin goériisme formundaki sorulara verdikleri cevaplar incelenmis ve
O0gretmenlerin Ustliin yeteneklilere yaklasimlarini etkileyebilecek bazi unsurlar ortaya konmaya
calisilmistir. Arastirmada genel anlamda o6gretmenlerin yaptig1 iistiin yeteneklilik tanimlari, {stiin
yeteneklilik hakkindaki ve tistiin yeteneklilerin egitimi hakkindaki goriisleri, tistiin yeteneklilere yonelik
tutumlari incelenmistir.

Ogretmenlerin iistiin yeteneklilikle ilgili yaptig1 tanimlar incelendiginde bunlarin ¢ogunda dogustan
gelen yetenege ve bilissel 6zelliklere vurgu yapildig1 goriilmektedir. Benzer sekilde Endepohls-Ulpe ve
Ruf (2005)'un Alman oOgretmenlerin {stiin yeteneklileri belirlemede kullandiklar1 kriterleri ortaya
koymaya calistiklari igerik analizi kullanilan arastirmalarinda da 6gretmenler bilissel 6zelliklere daha ¢ok
vurgu yapmislardir. Ancak 6gretmenlerin yaptiklar1 tanimlarda dogustan gelen yetenege ve biligsel
ozelliklere odaklanmalar1 bu 6grencilerin duyussal ve sosyal 6zelliklerinin géz ardi edilmesine neden
olabilir. Arastirmalar istlin yetenekli 6grencilerin sosyal acidan olumsuz yonleri ile ve stereo tiplerle
algilandiklarin1  ve ylksek beklentiler yiiziinden zorlandiklarini géstermektedir (Ely, 2010).
Ogretmenlerin istiin yeteneklilere yonelik bu yéndeki algilari, bu 6grencilerin kendilerini gerceklestirme
diizeylerini olumsuz yonde etkileyebilir.

Ogretmenlerin arastirmamizda degindikleri bir diger 6énemli nokta ise bu 6grencilerin farkliliklar
olmustur. Ogretmenler iistiin yetenekli bireylerin digerlerinden farkl yonleri oldugunun farkindadr.
Ustiin yetenekliligi tanimlarken; sira dis1 olma, aykiri olma ve farkh kisilige sahip olmaya deginmislerdir.
Lee (1999)'nin ¢alismasinda da ogretmenler istiin yetenekliligi nadir bulunma, miikemmeliyet,
potansiyel, dogustan gelen sonsuz yetenek ve ilgi alaninda yliksek motivasyon gibi baz1 kavramlarla
iliskilendirmis olduklar1 gériilmektedir. Bu durum 68retmenlerin sozii edilen siradisi 6zelliklerini sinifta
ortaya koymayan 6grencileri tanilayamamalarina neden olabilir.

Ogretmenlerin {istiin yetenekli 6grencilerin 6zellikleri hakkindaki goriisleri incelendiginde,
o0gretmenlerin Ustiin yeteneklilikle iligkilendirilen birgcok o6zellige degindikleri goriilmektedir.
Ogretmenler ifadelerinde birbirinin zitt1 olabilecek ve olumsuz olarak algilanabilecek basarisiz, uyumsuz,
cok konusan ve arkadaslarinmi kiictimser gibi baz1 6zelliklere de deginmislerdir. Bu bulguya dayanarak
bazi 6gretmenlerin istlin yetenekliler hakkinda olumsuz tutuma sahip olduklari1 sdylenebilir. Benzer
bulgulara yurt ici ve yurt disinda yapilan calismalarda da rastlanmistir. Miller (2009) 6gretmenlerin
listlin yeteneklilere yonelik inanclarini ortaya koymak amaciyla iistiin yeteneklilikle ilgili teoriye dayanan
mantik yliriitmelerini incelemis ve 6gretmenlerin iistiin yetenekli 6grencilerle ilgili en az kullandiklari
ozellikler arasinda sessiz olma, kolay sosyal baglar kurma, okulda iyi davranislar gosterme, 6devlerini
tamamlama, yetiskinlere saygi duyma gibi 6zelikler oldugunu bulmustur. Ogretmenlerin, geleneksel okul
yonelimli olacak sekilde 6grencilerin okuldaki 6rnek davranislarina, istiin mantik yiiriitme yeteneklerine
dayal bir bakis acisina sahip oldugunu ve farkh kiiltiirler tarafindan istiin yetenekliligin bir gdstergesi
olarak benimsenen oOzelliklere daha az yer verdiklerini belirtmistir. Peterson ve Margolin (1997)'in
arastirmalarinda ise 6gretmenler Ustiin yetenekli ¢cocuklarda olumlu davranislara, akademik basariya ve
caliskanhga vurgu yapmiglardir. Ogretmenler genellikle iistiin yetenekli 6grencilerin entelektiiel acidan
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daha olgun olduklarina inanmakta, bu nedenle istiin yetenekli 6grencilerin basarili olmalarin1 ya da
istenmeyen davranislar gostermemelerini beklemektedirler. Ogretmenlerin bu algisinin bagarisiz ve
istenmeyen davranislar gosteren 6grencilerin iistiin yetenekli olarak tanilanmalarina engel olabilecegi
diistiniilmektedir. Arastirmamizdan elde edilen bulgular ve literatiirdeki bulgular géz 6niine alindiginda
O0gretmenlerin istlin yetenekli 6grencilerin olumsuz ve davranis problemlerine yol acan 6grenciler gibi
algilanmalari, istiin yetenekli 6grencilerine yonelik tutumlarim etkileyerek egitimlerine engel teskil
edecegi sOylenebilir. Arastirmada 6gretmenlerden bazilari ise 6grencilerin sadece ‘farkli’ olduklarini ifade
etmisler ancak 6zellikle hangi alanda ya da hangi 6zellikleri bakimindan farkli olduklarini ifade etmekten
kacinmiglardir. Bu da bazi 68retmenlerin bu o6grencilerin 6zelliklerini ayirt etmede ¢ok ayrintici
davranmadiklari ve genel olarak farkl bazi 6zelliklere sahip olduklari izlemine kapildiklari sdylenebilir.

Ogretmenlerin {istiin yeteneklilere saglanan egitim olanaklarinin yeterliligi hakkindaki goriisleri
alinmistir. Ogretmenlerin cogu saglanan sartlarin yetersizliginden bahsetmislerdir. Bu fikirlerine gerekce
olarak iilkenin ekonomik durumundan, 6gretmen yetersizliginden, yeteneklerin gelistirilemediginden,
materyal ve O6gretim ortami yetersizliginden bahsedilmistir. Bazi 6gretmenler ise, listiin yetenekli
ogrencilerden kaynaklandigini diistindiikleri davranis problemlerini, dikkat stirelerinin kisa olmasini ve
ogrenme giicliikleri yasamalarini da faktérler arasinda gostermislerdir. Ogretmenlerin iistiin yetenekli
ogrencilerin beklenmeyen tuhaf davranislara sahip olduklar,, fazla hareketli olduklari, davranmis
problemlerine neden olduklarinm ifade ettikleri benzer bulgulara yurtici ve yurt disindaki arastirmalarda
da rastlanmistir (Akar ve Akar, 2012;Moon ve Brighton, 2008). Bu da egitim olanaklarinin yeterliligini
6grencilerin istenmeyen davranislar ve 6grenme gii¢liigii gibi bireysel problemleri ile etkiledigi fikrine
sahip 6gretmenlerin oldugunu goéstermektedir. Rastlanan bu durum genel olarak bazi 6gretmenlerin,
istiin yetenekli 6grencileri sinifta problem kaynagi olarak gérmelerinin bir sonucudur.

Ogretmenlerin genel olarak iilkedeki egitim sartlarinin yetersiz oldugunu diisiindiikleri séylenebilir.
Ulkemizde iistiin yetenekli 6grencilere egitim veren kurumlarin azhigi, bu kurumlarin kirsal kesimdeki
ogrencilere hitap etmede eksik kalmasi, iistliin yetenekli 68renciler icin 6zel hazirlanmis materyallerin
yetersizligi, 6gretmenlerin yeterli egitim almamis olmalar1 gibi bir¢cok problem dile getirilebilir. Benzer
gorlgslerin 6gretmenler tarafindan dile getirildigi baska bir arastirmaya rastlanamamisken, 6gretmen
adaylarinin tistiin yeteneklilerle ilgili metaforik algilarinin incelendigi bir ¢calismada 6gretmen adaylarinin
‘Yetersiz Kosullarda Gelismeye Calisan, Uygun Egitime Gereksinim Duyan’ metafor kategorilerinin ortaya
konuldugu bir arastirma bulunmaktadir (Eraslan Capan, 2010).

Ustiin yeteneklilerle ilgili egitim veren farkli kurumlarin, iistiin yeteneklilerin egitiminde gérev alan
ayr1 6gretmenlerin, istlin yetenekli 6grencilere ayrilan farkli ders saatlerinin ve ek imkanlarin olmasi;
normal, diizenli simiflarda 6gretimi siirdiiren 6gretmenlerin iistiin yeteneklilerle ilgilenmenin baska
kurumlarin ya da baska 6gretmenlerin isi oldugunu diistinmelerine neden olabilmektedir (Schroth ve
Helfer, 2008). Bu nedenle Amasya’da calismakta olan 6gretmenlerin bu konudaki algilarim1 ortaya
koymak icin onlara istiin yeteneklilerin egitiminin hangi kurumlarda devam etmesi gerektigi
sorulmustur. Ogretmenlerin goriisleri normal okullarda, 6zel okul ya da kurumlarda ve normal okullarda
ek uygulamalar seklinde olmak iizere ii¢ kategori altinda toplanmigtir. Ogretmenlerin literatiirle uyumlu
olarak bu 6grencilerin egitiminin 6zel okul ya da kurumlarda devam etmesi yontinde goris bildirdikleri
belirlenmistir. Altintas ve Ozdemir (2012)'in arastirmasinda da benzer bicimde bircok 6gretmen
yeteneklerini kullanamayacaklar1 ve sikilacaklar1 gerekgesiyle tstiin yetenekli dgrencilerin normal
siniflarda egitilmemeleri gerektigini ifade etmislerdir. Ayrica bazi 6gretmenler istiin yeteneklilere
yonelik herhangi bir uygulamaya gerek olmadigini ifade etmislerdir. Bu da tstiin yetenekli ¢ocugun kendi
kendine gelisimini saglayabilecegi ile ilgili literatiirde de oldukg¢a sik rastlanan bir kavram yanilgisidir
(Bain, Bliss, Choate & Brown, 2007; Tomlinson, Tomchin, & Callahan, 1994) Beklendigi sekilde diizenli
siniflarda egitim veren bir¢cok O6gretmen fistiin yetenekli 6grencilerin egitiminde gorevin kendilerine
diisen kismindan habersizdir ve bu {stiin yeteneklilerin gelisimi acisindan bir risk teskil etmektedir.
Ayrica bu bulgu 6gretmenlerin Ustiin yetenekli 6grencilere karsi gelistirdikleri olumsuz tutumun bir
yansimasi da olabilir.

Ogretmenlerin iistiin yeteneklilere egitim verecek 6gretmenlerde bulunmasi gereken 6zelliklerle ilgili
fikirleri alinmis ve tistiin yeteneklilerin egitimi ile ilgili mesleki yeterlilik kriterleri ile ilgili 6gretmenlerin
algilayislar1 ortaya konmaya cahsilmistir. Ogretmenlerden sadece bir tanesi iistiin yeteneklilerin
egitiminde gorev alacak dgretmenlerde diger 6gretmenlerden farkl herhangi bir 6zelligin bulunmasinin
ve bu 6gretmenin istiin yeteneklilerle ilgili egitim almasinin gerekli olmadigini ifade etmistir. Diger
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goriisler ise egitim, pedagojik yeterlilik ve 6grencilere yaklasimi olmak {izere {li¢ kategori altinda
toplanmistir. Goriisler incelendiginde literatiirdeki bulgularla ortiistiigii gériilmektedir. Nelson ve Prindle
(1992) oOgretmen ve yoneticilerin fikirlerine dayali olarak iistiin yeteneklilerin 6gretmenlerinde:
diisiinme becerilerini gelistirme, yaratici problem ¢6zmeyi gelistirme, uygun yéntem ve materyallerin
secimi, duyussal ihtiyaclar1 bilme, bagimsiz arastirmalar1 destekleme ve istlin yetenekli cocuklarin
dogasinin farkinda olmak gibi temel 6zelliklere sahip olmalar: gerektigini belirlemistir. Feldhusen (1997)
tstiin yeteneklilerin 6gretmenlerinde bulunmasi gereken en 6nemli oOzelliklerin 6gretme, 6grenme,
problem ¢dzme ve yaraticilik, 68renci etkilesimi, uygun motivasyonel teknikler, 6grenciler tarafindan
ylriitiilen etkinlerin uygulanmasi ve bagimsiz arastirmalarin desteklenmesi oldugunu ifade etmistir.
Hong, Greene ve Hartzel (2011) tstiin yeteneklilerin egitimi ile ilgili programlarda ¢alisan ve genel egitim
okullarinda calisan ilkdgretim o6gretmenlerini bilissel ve motivasyonel agidan karsilastirmislar ve
o0gretmenlerin Ust-bilissel stratejiler, 6z-yeterlilik ve icsel motivasyonlar1 arasinda fark bulunamazken,
istiin yeteneklilerle ilgili programlarda calisan 6gretmenlerin, diger meslektaslarina gore daha gelismis
epistemolojik inanclara sahip olduklarini, 6grenme hedefi belirlemede daha iyi olduklarimi ancak
performans hedefi belirlemede daha diistik seviyede olduklarini bulmuslardir. Buna goére arastirmacilar
tstlin yetenekliler egitim programlarinda c¢alisan Ogretmenlerin performanstan ziyade 0grenme
yonelimli olduklarini ve 6grenmenin dogasi ile ilgili daha gelismis fikirlere sahip olduklarini ifade
etmislerdir.

Ogretmenlerin {stiin yeteneklilerle ¢alismaya yonelik algillarinin ortaya konmasi igin {istiin
yeteneklilerle calismak isteyip, istemedikleri sorulmustur. Ogretmenlerin ¢ogu ¢aligsmak istediklerini
belirtirken; calismak istemediklerini ifade eden 6gretmenler bu konuda genel olarak kendilerini yetersiz
hissettiklerinden, cok fazla fedakarlik gerektirdiginden, egitim almadiklarindan bahsetmis ve bu
ogrencilerle ¢alismanin kendilerine getirecegi zorluklara (6gretmeni zorlamalari, kiiciimsemeleri gibi)
deginmislerdir. Bu da baz1 6gretmenlerin istlin yeteneklilerin egitimi ile ilgili 6z-yeterlilik algilarinin
oldukea diisiik oldugunu gostermektedir. Caldwell (2012) diizenli siniflarda iistiin yeteneklilerin egitimi
ile ilgili arastirmasinda, Ustiin yetenekliler icin 6gretimin farklilastirmasinda 6gretmen 6z-yeterliginin,
tutumdan daha iyi bir yordayia oldugunu bulmustur. Oz-yeterligi diisiik 6gretmenlerin iistiin
yeteneklilerle calismak istemedikleri ya da bu 6grencilere yonelik farkh etkinlikle uygulamak konusunda
isteksiz olduklari s6ylenebilir.

Ustiin yeteneklilerle ilgili 6gretmenlerin paylastigi cogu aninin olumlu oldugu goriilmiistiir. Daha énce
tistlin yetenekli 68rencisi olmus ya da su anda {stiin yetenekli 6grencisi bulunan 6gretmenlere, tistiin
yeteneklilerle calismanin kendilerine bir etkisi olup olmadigi sorulmustur. Bu 6gretmenlerin biiyiik bir
kismi, bu égrencilerle calismanin olumlu etkilerine deginmislerdir. Ustiin yetenekli 6grencilerle pratik
yapmanin, 6gretmenlerin bu alandaki yeterliliklerini artirdigina ve 6grencilerin ihtiyaglarini karsilamada
ogretmenleri gelistirdigini destekleyen arastirmalar vardir (Chamberlin ve Chamberlin, 2010).
Ogretmenlerin kiiciik bir kismi ise bu 6grencilerle calismanin kendilerine bir etkisi olmadigini belirtmis,
buna neden olarak ise bu 6grencilere farkli davranmadiklarindan ve bu 6grencilerle iletisim kurmada
zorlandiklarindan bahsetmislerdir.

5. Oneriler
Calismadan elde edilen bulgulara gore su onerilerde bulunulabilir:

e Ogretmenlerin iistiin yeteneklilerin 6zelliklerine iliskin biitiinciil bir bakis acis1 yakalayabilmelerini
saglamak icin, 6gretmenlere Ustiin yeteneklilerin 6zellikleri ve egitimi ile ilgili hizmet ici egitimler
verilebilir.

e Ustiin yeteneklilerin egitiminde 6gretmenlere yardima olmasi agisindan, iistiin yetenekli
6grencilere yonelik materyaller (ders arac-geregleri, kitaplar) gelistirilebilir.

e Ogretmenlere uygulamada kolaylk saglamasi acgisindan normal okullara devam eden iistiin
yetenekli 6grenciler i¢in 6gretim programinda farklilastirma yapilabilir.
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ABSTRACT

The descriptors labelled by the Common European Framework of Reference for Languages: Learning, Teaching and
Assessment was announced to be used across Europe together with the European Language Portfolio as a self-assessment tool
(CoE, 2000). As one of the members of the Council of Europe, Turkey has been using the Common European Framework of
Reference descriptors along with the European Language Portfolio to provide a basis for learning, teaching, testing and
assessment. The current study aims to frame some European guidelines in order to maintain good practice in language testing
and assessment practices. Therefore, the European guidelines set by the European Association for Language Testing and
Assessment, the Association of Language Testers in Europe, International Language Testing Association, and the Association
for Educational Assessment- Europe, all of which comply with the CEFR (CoE, 2001) are elaborated in detail. In this vein, the
benchmarks for goodness in language testing and assessment by the European Association for Language Testing and
Assessment (EALTA, 2006), the code of practice by the Association of Language Testers in Europe (ALTE, 1994), the guidelines
for practice by the International Language Testing Association (ILTA, 2007), and the European framework of standards for
educational assessment by the AEA- Europe (AEA- Europe, 2012) are taken into thematic analysis to define the core tenets of
how quality profiles for language tests are labelled. Accordingly, it is yielded that the European guidelines embrace the core
tenets of test construction, test analysis, administration and logistics, test production, communication with stakeholders,
marking and grading, and item writing. Besides, connectives as the integrative elements of each tenet are also probed into.
Correlatively, some practical recommendations to pursue quality assurance in language testing and assessment practices
through the dissemination and exploitation of these European standards are listed, as well.

Keywords: Language Testing, Assessment, Dissemination, EALTA, ALTE.

EXTENDED ABSTRACT

Turkey, one of the members of Council of Europe (CoE), uses the descriptors in Common European Framework of
Reference for Languages (CEFR) and European Language Portfolio (ELP) in order to provide a well-established basis
for the learning, teaching, testing, and assessment. Thus, the procedures of designing and implementing language
tests are facilitated; accordingly, a sound basis is provided for reporting and evaluating the learning outcomes. The
alignment of the tests has been set and built up in accordance with the Framework. Apart from the Framework, the
European Association for Language Testing and Assessment (EALTA) provides guidelines for understanding the
theoretical principles for language testing and assessment (EALTA, 2006). Pre-service teachers, in-service teachers
and test developers are the main audiences that the association addresses. In doing so, a collaboration could be
established among all of the parties, considering the test takers, validity, reliability and fairness. In addition,
Association of Language Testers in Europe (ALTE) enables common standards for language testing and assessment
through maintaining linguistic and cultural diversity. By incorporating standards and diversity, it enables ALTE Q-
mark which shows how well the standards are accomplished. In addition to Q-mark, Code of Practice is also

1 This study is an extended version of the paper presented at the GLOBELT: An International Conference on Teaching and Learning English as an
Additional Language, [zmir, Turkey, 2017.
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employed to describe language testing and assessment standards (ALTE, 1994). ALTE includes ELP and European
Association for Quality Language Services (EAQUALS)- ALTE portfolio. ELP is useful for documenting the formal and
informal learning practices, thereby promoting life-long learning. Likewise, EAQUALS-ALTE encourages learners to
take control of their own learning; that is to say, independent learning could be fostered. As for International
Language Testing Association (ILTA), it aims to describe the characteristics of language testers in order to improve
testing implementations. Therefore, two main sources 1) Code of Ethics, and 2) Guidelines for Practice are employed.
Code of Ethics is mainly based on ethical principles and if any failure happens in accomplishing those principles,
ILTA Ethics Committee could decide on the withdrawal of membership. Guidelines for Practice include two sections
regarding the liabilities of test developers and users, and those of test takers (ILTA, 2007). That is to say, a deeper
understanding of the test specifications, test objectives, and procedures regarding validity and reliability should be
gained by the test users and developers.

Furthermore, The AEA- Europe offers a platform to discuss the novelties in educational assessment in Europe
with a solidarity between individuals and organizations. In doing this, individuals’ professional development is
promoted by means of conferences and joint projects held across Europe, and cooperation between related
organizations is cherished. In order to improve assessment products and practices in the field of education and
develop a new understanding into the probable effects of these products, the AEA- Europe applies for the ‘European
Framework of Standards for Educational Assessment’ (AEA- Europe, 2012).

To conclude, European standards provide a basis for language testing and assessment through guiding principles,
specifications and resources. In the current study, the pillars of establishing good practice in foreign language
testing are highlighted. Accordingly, general principles to be applied can be listed as collaboration amidst the parties
involved, fairness, reliability, respect for the candidates, responsibility, and validity. Those who are involved in the
language testing and assessment process are expected to clarify themselves: Are they curriculum developers,
practicing teachers, and/or trainees? Besides, the purpose of the assessment, its relation to the curriculum, and test
specifications are to be known and discussed to detect how well the curriculum is covered. Besides, test review and
revision of the test items are to be followed in order to initiate change(s) in the current practice. To add, 21st
century skills including information-processing are the components that language testing and assessment are
expected to include (Van Nijlen & Janssen, 2014). That is why, the CEFR is recommended as a guide to create
opportunities for language testing and assessment, and, thereto, to enhance the quality of related practices (Finch;
2009; Jones, 2007; Kavakli & Arslan, 2017; Saville, 2005). Also, language assessment courses to be administered
meticulously in order to develop a sound basis for language assessment literacy (Inbar-Lourie, 2008; Mirici &
Kavakly, 2017).
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Yabanc Dilde Ol¢me ve Degerlendirmede Kalite Giivencesinin
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OZET

Avrupa Dilleri Ogretimi Ortak Cerceve Programi: Ogrenim, Ogretim ve Degerlendirme ile belirlenen gostergelerin ve
beraberinde 6z degerlendirme araci olarak kabul edilen Avrupa Dil Portfolyosu'nun Avrupa’da ve dtesinde kullanilmasi
lizerine ortak karar alinmistir (CoE, 2000). Avrupa Konseyi'ne iliye devletlerden biri olan Tiirkiye, cerceve programin
gostergelerini (CoE, 2001) ve Avrupa Dil Portfolyosu’'nu 6grenme, 6gretme, 6lcme ve degerlendirme uygulamalarinin temeline
yerlestirmis ve kullanmaya baslamistir. Ek olarak, ¢erceve programin o6grenim, 6gretim ve degerlendirme alanlarinda
kullanimi {izerine kalite standartlarinin arttirilmasi amaciyla ¢esitli Avrupa odl¢iitlerini 6nerdigi de asikardir. Bu noktada, bu
calisma ile yabanci dilde 6l¢gme ve degerlendirmede iyi uygulamalarin siirekliligini saglamak i¢in baz1 Avrupa 6l¢iitlerinin
kullanimim géstermek amacglanmistir. Bu nedenle, cerceve program ile uyum gosteren Avrupa Dil Becerileri Olgme ve
Degerlendirme Dernegi (EALTA, 2006), Avrupa Dil Sinav Sunuculan Birligi (ALTE, 1994), Uluslararasi Dil Olgme Birligi (ILTA,
2007) ve Egitsel Degerlendirme Dernegi- Avrupa (AEA- Europe, 2012)'nin belirledigi o6lgiitler detaylica irdelenmistir. Bu
baglamda, Avrupa Dil Becerileri Olgme ve Degerlendirme Dernegi’nin yabanci dilde 6lgme ve degerlendirme ana esaslari,
Avrupa Dil Sinav Sunuculart Birligi'nin uygulama ilkeleri, Uluslararasi Dil Olgme Birligi’nin uygulama kilavuzu ve Egitsel
Degerlendirme Dernegi- Avrupa’nin ¢erceve olciitleri tematik analize alinarak, yabanci dil testlerinde kalitenin saglanmasi i¢in
gerekli olan ana ilkeler belirlenmistir. Buna gore, Avrupa olgiitlerine gore belirlenen bu ana ilkelerin sinav yapisi, simav
tiretimi, idare ve lojistik, puanlama ve derecelendirme, sinav analizi, ilgili taraflar arasi iletisim ve madde yazimi etrafinda
déndiigii saptanmustir. Ayrica, her bir ilkeye ait birlestirici alt unsurlar belirlenmis ve detaylica agiklanmustir. {lgili olarak,
yabanc dilde 6l¢me ve degerlendirme ¢alismalarinda kalitenin ve basarili uygulamalarin siirdiiriilebilirliginin saglanmasinda
ilgili Avrupa ol¢iitlerinin kullanimi ve yayginlasmasi i¢in bazi tatbiki tavsiyelerde de bulunulmustur. Tiim bunlarin temelinde,
bu calismada, Tiirkiye’de yabanci dil olarak ingilizce 6gretiminde benimsenen dl¢cme ve degerlendirme uygulamalarinin
belirlenen Avrupa o6lgiitleri kapsaminda gelisimi tartisilmis, bundan sonraki ¢alismalara da bir 151k tutmasi 6ngorilmiistiir.

Anahtar Kelimeler: Yabana Dil, Olcme ve Degerlendirme, Avrupa Dilleri Ogretimi Ortak Cerceve Programi, Kalite Giivencesi.

1. Introduction

The development of the Framework dates back to the 1970s albeit officially launched in 2001 by the
Council of Europe (CoE). Within a historicist perspective, the wreck after World War II and Cold War
bequeathed European nations with a ruin of economy, society and international relations. Herein, post-
war effects led European nations to unite against the (un)expected challenges of globalization by means
of a robust entity in case such a loss might reiterate (Valax, 2011). Correlatively, a myriad of
organizations was established (i.e. Council of Europe, European Cultural Convention, etc.) in order to
create a much stronger entity under an umbrella term, paving the way towards the constitution of the
Framework. It is also ensured by the CoE (2001) itself to accomplish a unity amidst its members “by the
adoption of common action in the cultural field”.

Trim (2005) defines this post-war situation as that “under such conditions, language teachers became
quite out of touch with the up-to-date realities of the languages and cultures they were teaching and
concentrated their attention on puristic formal correctness and the heritage of national literature”.
Therefore, the CoE introduced the Common European Framework of Reference for Languages (CEFR) in
order to determine and pursue goodness in modern language teaching, learning and assessment together
with the appraisal of cultural development. The Framework has purported non-language-specific
linguistic descriptors together with some (sub) competences gathered through the levels of specifications

1 Bu ¢alisma GLOBELT: An International Conference on Teaching and Learning English as an Additional Language konferasinda sunulmustur,
{zmir, Tiirkiye, 2017.

2 Dr. Ogretim Uyesi, izmir Demokrasi Universitesi nurdan.kavakli@idu.edu.tr

3 Dr., Yiiziincii Y1l Universitesi, sezenarslan@yyu.edu.tr
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on a basis of a six-level scale (A1, A2, B1, B2, C1, and C2). Revealing a trajectory for language learning and
teaching, the Framework also enshrines a novel way for language testing and assessment.

In this context, the Framework has been used as a point of origin to devise the existing language tests,
design new ones, and make comparisons amidst them by setting standards (Cephe & Toprak, 2014). To
elaborate, the European Language Portfolio (ELP) is introduced as a self-assessment tool that provides
learners with the results gained, qualification gathered and competences accomplished through the use of
language biography, language passport, and the dossier. Besides, as the Framework has a remarkable
effect on language testing and assessment, the alignment of the language tests to the Framework is of
utmost importance. Accordingly, the ‘Manual for Relating Language Examinations to the CEFR’ (CoE,
2009) together with the ‘Reference Supplement to the Manual for Relating Examinations to the CEFR’ has
been introduced to ensure standardization in the alignment process. Correlatively, the Association of
Language Testers in Europe (ALTE) has produced the ‘Manual for Language Test Development and
Examining’ to be exploited together with the Framework for the alignment process (CoE, 2011). As a
revised version of the ‘Users’ Guide for Examiners’ (CoE, 1996), ‘Manual for Language Test Development
and Examining’ has addressed a more comprehensible approach to set standards for the alignment of the
language tests to the Framework.

In the great scheme of this article, basic tenets to establish goodness in foreign language testing and
assessment are scrutinized in the light of the Framework together with some practical considerations and
pedagogical implications. In doing this, the standards set by the European Association for Language
Testing and Assessment (EALTA), ALTE, International Language Testing Association (ILTA) and
Association for Educational Assessment (AEA)- Europe are highlighted with an attempt to frame some
European benchmarks for language testing and assessment in order to maintain good practice in related
practices. Correlatively, this study aims to fill the gap in the literature, and contribute to the field of
foreign language testing and assessment by suggesting some European standards that are to be
considered; henceforth; the shareholders can be guided and encouraged to address important concepts of
language testing and assessment such as test construction, test production, administration and logistics,
marking and grading, test analysis, communication with the stakeholders, item writing and the like.

2. The European Benchmarks for Language Testing and Assessment

The current study, hereby, aims to frame some European guidelines in order to maintain good practice
in language testing and assessment practices. Therefore, the European guidelines set by the European
Association for Language Testing and Assessment (EALTA), the Association of Language Testers in
Europe (ALTE), International Language Testing Association (ILTA), and the Association for Educational
Assessment- Europe (AEA- Europe), all of which comply with the Framework (CoE, 2001) are elaborated
below in detail. In this vein, the guidelines for good practice in language testing and assessment by the
EALTA (EALTA, 2006), the code of practice by the ALTE (ALTE, 1994), the guidelines for practice by the
ILTA (ILTA, 2007), and the European framework of standards for educational assessment by the AEA-
Europe (AEA- Europe, 2012) are probed in order to define how quality profiles for language tests are
defined.

2.1. The Manual of the Framework

As one of the members of the CoE, Turkey has been using the CEFR descriptors along with the ELP to
form a basis for learning, teaching, testing and assessment. Correlatively, the alignment of the
qualifications to the standards defined by the Framework is supervened by the process of devising
language tests as described in the Manual. Thus, learning outcomes could be reported and interpreted in
a symbolic format by means of levels proposed by the Framework itself. Herein, the Manual caters
examination providers with the actual processes of test development, implementation and reporting to
situate the tests in use with regard to the Framework. Exploited as a guide for linking a test to the
Framework, the Manual also provides the validity of the linking process, and other related claims. In this
vein, relating a test to the Framework is basically building an argument on the rationale of validity.
Accordingly, validity is ensured by the key concepts of rating, benchmarking, specification,
standardization, and familiarization (CoE, 2009).
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In that, there has been a tendency towards the alignment of the tests in use to the Framework.
However, the Framework is a ‘concertina-like tool’ (North, Martyniuk, & Panthier, 2010) that acts as a
touchstone for teaching, learning and assessment practices (Kavakli, 2018), which means that it is for
users to choose the stepping-stones that are appropriate to the context in use. In doing this, the Manual of
the Framework is applied as a reference tool in order to report the learning outcomes within a symbolic
format by means of levels. Even so, there may be false interpretations of the linking process. In this
context, Alderson (2007) suggests that even the Validation Committee of the CoE has refused to put
forward an equivalent mechanism, except for the publicly available reports on the validation of the tests
in use to the CEFR; however, the EALTA may act as an organization to deal with such kind of problems
with regard to validation and accreditation.

2.2. The Guidelines of the EALTA

In addition to the Manual, the EALTA has set some guidelines for understanding of the theoretical
principles of language testing and assessment, and sharing of the aforementioned practices throughout
Europe, which is labelled as the EALTA Guidelines for Good Practice in Language Testing and Assessment
(EALTA, 2006). For the dissemination of the Framework together with the ELP, the EALTA serves for the
improvement of the quality of the language testing and assessment practices without any diminution of
cultural identity. Therefore, it is targeted to develop a public understanding for developing links between
those who are interested in language testing and assessment, and taking joint part in activities for the
enhancement of the related practices. With these in mind, the EALTA addresses three types of audience:
(1) pre-service teachers, (2) in-service teachers, and (3) test developers in national and/or institutional
testing units or centers. In doing these, the EALTA strives for the respect for the students and/or
examinees, validity, reliability, fairness, responsibility, and collaboration amidst the allied parties.

Juxtaposing the tenets of inclusiveness, accountability and transparency, the EALTA also introduces
some main considerations for the pre-defined types of audience in order to keep goodness in language
testing and assessment. Accordingly, the considerations for teacher pre-service and in-service training in
language testing and assessment cover the nature of the assessment, trainees’ awareness in the principles
of language testing and assessment, training in language and assessment to fill the void between theory
and practice, the essentials of marking and grading, the appropriate interpretation of the assessment
results, the accuracy of the assessment procedure, and the overall evaluation of the trainees’ knowledge
on language testing and assessment.

On the other hand, the considerations for classroom testing and assessment involve the clarification of
the in-class applications within a triangle of pupils, parents and test developers. Hence, classroom testing
and assessment is framed by the specification of the assessment purposes, assessment procedures, and
possible consequences (EALTA, 2006). Herein, assessment purposes are defined with their relations to
the curriculum in practice, and test specifications. Correlatively, assessment procedures embrace the
procedural design, the eligibility of the designed procedures to the learners’ expectations and levels, the
information retrieval and storage process, fairness and accuracy in assessment procedure, accreditation
between cross-over testing and assessment applications, and learners’ viewpoints on the overall
procedure. One more to note, possible consequences involve the subsequent use of the assessment
results, the maneuvers taken to enhance learning, the kinds of learner-based feedback, and the ways to
improve classroom practice for the following assessment procedures.

Additionally, the EALTA has also purported some basic considerations for test development in
national and/ or institutional testing units or centers. In this context, answers are sought to the questions
aligned under the major topics of “(1) test purpose and specification, (2) test design and item writing, (3)
quality control and test analyses, (4) test administration, (5) review, (6) washback, and (7) linkage to the
CEFR” (EALTA, 2006, p. 4). Since the EALTA members who are involved in the test development process
are to clarify themselves to the related stakeholders, answers to the above-listed headings are assumed to
be provided; therefore, test developers could be bolstered to employ themselves in a collaboration with
decision-makers in order to foster the quality of the current language testing and assessment practices,
and/or systems.
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2.3. The Code of Practice, Minimum Standards and Portfolios of the ALTE

In addition to the EALTA, the ALTE endeavors for putting common standards for language testing and
assessment by creating an environment where multilingualism is supported for the goodness of cultural
and linguistic diversity within and beyond Europe. In this sense, ‘setting standards’ and ‘sustaining
diversity’ are the primary objectives of the ALTE, who has a bunch of members together with the
institutional and individual affiliates to represent the testing of a great number of different languages
(ALTE, 2012). In terms of setting standards, the ALTE has its own objectives which are enounced for the
preservation of the cultural and linguistic enrichment to support multilingualism (Kavakli, 2018). Besides,
the ALTE applies for the Code of Practice, Minimum Standards, and Portfolios which are all developed by
the ALTE itself in order to subsidize the pre-set standards (ALTE, 2007).

While canalizing into two majors (i.e. setting standards and sustaining diversity), the ALTE exploits a
compile of common standards of language testing and assessment, namely test development, marking
and grading, item writing, reporting the test results, and test administration and analysis. In doing this,
the ALTE appeals to its own quality indicator, the ALTE Q-mark, in order to seek for the accessibility of
the quality standards. Correlatively, seventeen minimum standards are defined by the Association itself
within the areas of test construction, test analysis, marking and grading, administration and logistics, and
communication with the stakeholders. After a rigorous auditing process, the findings are reported, and
announced whether the test is verified by Q-mark. A test with a Q-mark provides test takers and/or users
with the assurance of validity, reliability and appropriateness. Apart from Q-mark, the ALTE has
purported some guidelines with the ‘Code of Practice’, some criteria to enable effectiveness in language
testing and assessment with the ‘Minimum Standards’, and some self-assessment tools for the
encouragement of the independent and autonomous learning environment with the ‘Portfolios’.

To elaborate, the Code of Practice is introduced to depict the standards in language testing and
assessment for the ALTE members (ALTE, 1994). Within, the responsibilities of the language test
providers, takers and users are highlighted for the comparability of the quality standards. Herein, the
ALTE offers two types of responsibilities around the core concepts of fairness, appropriateness,
informativeness and availability: (1) responsibilities of the members, and (2) responsibilities of the test
users. The responsibilities of the members are defined as to label the features of the tests, such as test
purpose, test specifications, target population, test development, test measurement, and test
administration; henceforth, the appropriateness of the test to the test takers could be ensured. This also
leads the path towards providing information to the test users, who are at the position to decide on the
test that fits best to their needs. Moreover, the members are also expected to render swift responses for
the interpretation of the test results. Herein, it is important to determine the criteria for passing grades
according to the test takers’ performances so that test users could interpret the test results appropriately
and accurately.

Another key concept of the Code of Practice is fairness. Accordingly, test fairness is to be ensured with
no discrimination due to ethnicity, gender, race, or any handicapping situation. A misunderstanding may
arise from the test materials in use; therefore, these materials are to be reviewed, and revised, if needed.
Additionally, the language in use together with the test content are to be one-size-fits-all in order to
preclude test sensitivity, albeit appealing to different backgrounds. Besides, the test takers are to be
informed equally about the rubrics in use, the release of the results, and copyright issues, as well.

In other respects, the ALTE makes use of two different types of portfolios, namely the ELP, and
European Association for Quality Language Services (EAQUALS)-ALTE Portfolio. The ELP has been
introduced as a result of a project to cater learners with their own recordings of formal and informal
learning practices. Ensuring integration and mobility throughout Europe, and supporting life-long
learning, the ELP helps learners to monitor their learning experiences both inside and outside of the
classroom. In doing these, the ELP encourages learners to convey up-to-date information at regular
intervals through the use of language passport, language biography, and the dossier. On the other hand,
the EAQUALS-ALTE Portfolio is a version which is developed by the ALTE members, and originated from
the ELP and EAQUALS. Functioning like the ELP, the EAQUALS-ALTE Portfolio also promotes learner
autonomy, responsibility and awareness. Establishing a fair link between the Framework and tests
accredited by the ALTE, the ALTE Portfolio is now available in seven languages in both paper-based and
electronic formats.
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2.4. The Code of Ethics and Guidelines for Practice of the ILTA

ILTA is constituted as a group of well-recognized scholars together with the practitioners from the
field of language testing and assessment. The primary goal is to identify the characteristics of a language
tester in order to enhance the on-going language testing and assessment implementations. In doing this,
the dissemination of information is enabled amidst its members through two types of resources: (1) the
Code of Ethics, and (2) the Guidelines for Practice.

Accordingly, the Code of Ethics is framed by the ethical principles proposed for language testers. These
principles are molded with justice, beneficence and non-maleficence, and respect for autonomy and civil
society (ILTA, 2000). Herein, ILTA pinpoints nine fundamentals in order to accomplish the
aforementioned principles through the use of ‘ought-to-do’es and ‘ought-to-not-do’es. Failure to fall in
line with these principles leads to the withdrawal of the ILTA membership by the decision of the ILTA
Ethics Committee.

To probe into these principles, the very first principle is holding respect to keep test takers’ esteem
and privacy. No issues of discrimination in terms of ideology, spiritual matters and politics could have an
influence on the treatment towards test takers. Besides, testers are supposed to safeguard the test takers’
rights. For the confidentiality of the results, testers are also expected to keep information on the test
results. Correlatively, it is indicated that the ethical standards should be pursued in any academic inquiry
since language testing and assessment regards human as the sample in a research activity, and/or
experiment. Herein, it is also guaranteed by the Code of Ethics that the language testers are provided with
professional support in order to follow the latest developments within the scope of language testing and
assessment. Therefore, they are encouraged to read new publications in well-respected journals, and to
participate in workshops, conferences, seminars, annual meetings and the like. In doing these, language
testers are expected to share a common knowledge with their colleagues to provide integrity in language
testing and assessment as a profession, which basically amounts to quality improvement through
collaboration.

In addition to the Code of Ethics, ILTA has also proposed the Guidelines for Practice, which was first
announced at the annual ILTA meeting in Ottowa in 2005. It was revised at another ILTA meeting held in
Barcelona in 2007, and finally, the latest version was approved in 2010. Accordingly, the Guidelines for
Practice are constituted by two major sections concerning the responsibilities of the test developers and
users, and those of test takers (ILTA, 2007). To elaborate, the test developers and users are expected to
develop an understanding for test constructs to ensure validity. Besides, test purpose and specifications
should be clearly stated, and the test results should be accurate and comparable to elicit test reliability.
Thus, inter- and intra-rater reliability estimations are gathered following the procedures of marking and
grading. If there is more than one test form, it is also expected to estimate and present inter-form
reliability. In order to ensure equality, test takers are to be treated in the same way, and the
interpretations of the test results should be in an accurate rapport inter see.

Concomitantly, test results are to be kept safely, especially in the administration of the high stakes
examinations. For the preparation of these examinations, it is advised to depend on a language testing
theory. Besides, it is recommended to receive support in item writing if needed (e. g. taking help from
someone with a high level of proficiency in the target language, or from a native speaker for the testing of
non-native speakers of that language). The results should be announced with satisfactory information on
how to use them for further purposes. Additionally, it is expected to put the test results in storage for
sustainability, and progression to conduct quality control analysis. In brief, the responsibilities of the test
result users are depicted as making good interpretations and opting for fair judgements on the test
results, scrutinizing the limitations of the test results, putting forward decisions on the accuracy of the
test results, and estimating the standard error of measurement (SEM) before reaching at final decisions
on the test results.

On the other hand, the responsibilities of the test takers are defined as being informed about the
overall testing process, key features of the test in use, the results of not taking the test, privacy statements,
and being aware of their own responsibilities and rights regarding language testing and assessment
process. Herein, they are expected to follow the directives, albeit consult to a tester in case of difficulty.
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With no favor bestowed due to gender, age, ethnicity, religion and other characteristics, the test takers
are given fundamental right of respect without any discrimination. Therefore, test takers are welcomed
with respect to accentuate any concern and/ or dispute about the language testing and assessment
process.

Apart from these, ILTA has its own resources for those who are professionally involved in language
testing and assessment process. In this vein, ILTA caters its members with a regularly updated and online
presented bibliography of dissertations written on language testing and assessment. ILTA also organizes
research activities such as seminars, workshops, conferences and webinars attached to a calendar of
events. One more to note, ILTA also provides a list of academic journals by which recent publications in
the field of language testing and assessment can be pursued.

2.5. The Core Elements, Guiding Principles and Instrument of the AEA- Europe

The AEA- Europe offers a platform to discuss the novelties in educational assessment in Europe with a
solidarity between individuals and organizations. In doing this, individuals’ professional development is
promoted by means of conferences and joint projects held across Europe, and cooperation between
related organizations is cherished. Constituted by different types of committees such as scientific
committee, publications committee, professional development committee, conference organizing
committee and other ad hoc committees, the AEA- Europe serves as a Council to improve assessment
products and practices; therefore, to develop a new understanding on the probable effects of these
products and practices in the field of education by means of a myriad of activities. In this context, the
AEA- Europe applies for the ‘European Framework of Standards for Educational Assessment’ (AEA-
Europe, 2012) to accomplish the aforementioned aims.

This Framework serves as a guide to benchmark current and further assessment practices by fostering
transparency for educational authorities together with the users via core elements, guiding principles,
and the instrument. Briefly, the core elements are defined as the goal construct, nature of evidence of
tasks, gathering evidence, capturing outcomes, decision-making, interpreting and reporting results, and
evaluation and next iteration. On the other hand, the guiding principles can be listed as focusing on
educational assessment, fitting for a European environment, emphasizing ethics, fairness and the rights of
the individual, addressing essential quality concerns of validity, reliability and impact on stakeholders,
and supporting learning, test development and review. To note more, the instrument is composed of
standard requirements, methods, and samples of evidence to be in good accord with the Framework.

To probe into the core elements, the test development cycle is composed of seven standard
requirements (AEA- Europe, 2012): “(1) defining the goal, (2), identifying the nature of evidence and of
tasks, (3) gathering evidence, (4) capturing outcomes, (5) decision-making, (6) interpreting and reporting
results, and (7) evaluation and next iteration” (p. 9). Accordingly, what is intended to be measured by the
test should be clearly stated. For further amendments, strengths and weaknesses experienced during the
assessment process should be highlighted. The test content should be laced with clear-cut instructions
with a sufficient number of representations covering knowledge, skills, and aptitudes. Thus, the
construct-relevant variance should be eliminated from discrimination against test takers to make valid
inferences. However, comparisons of the test results should be made in order to review and revise the
tasks in use, and other related test materials.

Within a European perspective of worldwide interest, the Framework also integrates new approaches
of language testing and assessment into current traditions under the theme of fitness-for-purpose.
Disseminating aspects of quality in educational assessment, the Framework addresses the cornerstones
of impact on stakeholders, reliability, practicality, and validity. Besides, the Framework embowers the
rights of the individual through ethics and fairness. Therefore, it is assumed that the test results reflect a
certain extent of credibility. It is also advised that providing feedback is of paramount importance in
order to evaluate, and enhance the programs in use. In doing this, the Framework exploits the instrument
that addresses the levels of standard requirements, methods, and samples of evidence on a generic-based
and illustrative way, albeit not on a prescriptive basis (Kavakli, 2018).

3. The Core Components of Language Testing and Assessment Procedure
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The European guidelines above explained in detail embody the core tenets of test construction,
administration and logistics, test production, communication with stakeholders, marking and grading,
and item writing. To note more, unifiers as the integrative elements of each tenet are elaborated below
together with some practical recommendations to pursue goodness in language testing and assessment
practices through the dissemination and exploitation of these European standards.

Test construction entails the basic premise that language testing and assessment process should nestle
a theoretical construct, in which a clear-cut description of the test purpose and context of use is
scrutinized. Test construction also addresses the issues of reliability, validity, stability and consistency.
Enabling this, language testing and assessment process should also refer to an external reference system
through the linkage to the CEFR. On the other hand, administration and logistics should be laced with
clear, established and transparent procedures and/or regulations. In order to provide security for the
handling of testing documents, appropriate support systems should be used in line with the current data
protection legislation. Besides, candidates with special needs and care should be given support during the
testing and assessment process.

For marking and grading, accuracy is regarded as one of the essentials of the process. Besides, accurate
methods should be applied for data collection and analysis procedures. For instance, assessing speaking
embodies more distinctive features than assessing the achievement of candidates in writing. To elaborate
test analysis, item-level data should be collected from an adequate sample of candidates for computing
item difficulty, item discrimination, standard errors of measurement, and test reliability. Besides, the
continuum of measurement should be purified from any influence rooted in age, ethnic origin, gender,
native language and the like. One more to note, a clear and prompt communication system amidst the
allies is desired regarding the concept of communication with stakeholders. In doing this, information
provided to the stakeholders should be appropriate, reliable, and laced with the issues of test purpose
and context of use.

4. Conclusion and Suggestions

As highlighted, the European standards form a basis for language testing and assessment with their
guiding principles, main considerations, specifications and resources. A panorama to those European
standards is drawn in depth above. Basic tenets to establish good practice in foreign language testing and
assessment are also elaborated in detail. Correlatively, some suggestions to establish and maintain good
practice in related implementations are given below in order to draw a frame of practical
recommendations.

In this vein, general principles to be applied can be listed as collaboration amidst the parties involved,
fairness, reliability, respect for the candidates, responsibility, and validity. Those who are involved in the
language testing and assessment process are expected to clarify themselves: Are they curriculum
developers, practicing teachers, and/or trainees? Besides, the purpose of the assessment, its relation to
the curriculum, and test specifications are to be known and discussed to detect how well the curriculum
is covered. Besides, test review and revision of the test items are to be followed in order to initiate
change(s) in the current practice. With the aim of boosting professionalism and maintaining quality in
implementations, the washback effect is to be specified; in that, learning is not solely bounded to the final
score. Thus, possible consequences of language testing and assessment process can be figured out
through the ecological model (Hubley & Zumbo, 2011), in which language testing and assessment process
is regarded as something in vivo, albeit not in vitro.

Additionally, language testing and assessment practices are expected to cover the 21st century skills,
such as information-processing (Van Nijlen & Janssen, 2014). In doing these, the CEFR is recommended as
a guide to create opportunities for language testing and assessment, and, thereto, to enhance the quality
of related practices (Finch; 2009; Jones, 2007; Kavakli & Arslan, 2017; Saville, 2005). Besides, relating
tests to the CEFR is the sine qua non before delving into the depths of the language testing and assessment
process. Therefore, building a core knowledge in language testing and assessment has mushroomed as a
must with the arrival of the CEFR. Herewith, language assessment courses are expected to be conducted
cautiously and efficiently, albeit not haphazardly, in order to build a ground for language assessment
literacy (Inbar-Lourie, 2008; Mirici & Kavakli, 2017). If needed, more professional training can be
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provided for those who want to develop a better understanding for related practices (Malone, 2017).
Consequently, assessment is at the center of language learning; therefore, the Framework can be initiated
as a model, and as a bridge of harmonization between the current and future implementations for quality
assurance in foreign language testing and assessment.
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ABSTRACT

When the lives of children, young people and adults are examined, it is seen that elements such as appreciation, attracting
attention, and being stronger are more prominent in the society. In addition, continuous visualization of power elements in the
visual media leads to decreased sensitivity and weariness of the individuals for whom other individuals and creatures are used
for entertainment purposes. It has been determined that individuals who are willing to take power and attention often do not
realize that when other people leave the rough. Values should be supported by institutions that provide education, social
policy support, and appropriate ways and means to develop and maintain conditions that cause negative behavior of
individuals.

Keywords: Social Structure, Current Culture, Media, Value Education, Youth.

EXTENDED ABSTRACT

Purpose and Significance

This study aims to investigate the causes underlying the desire to attract attention and be strong, especially in
young people. In this context, in-depth interviews were conducted with young people under the age of 25 through
case studies and evaluated with descriptive analysis. It has been determined that the individuals interviewed within
the scope of the research have decreased intra-family interaction, the individuals do not consider themselves
enough in the environment they live in, and the social and cultural divide in some places within the society is too
high. When individuals are asked, it is observed that the elements that are accepted as values in the society are
known, but when they are looked at the behavior, they are over all the values of being strong and popular. In
addition, the fact that other needs were not satisfied was also understood without investigating whether it could
increase the feasibility of certain adverse behaviors. It can be argued that even institutions such as families and
schools, which are believed to be responsible for educational values, support the power and popularity. The aim of
this study is to investigate the underlying reasons for attracting attention and being strong, especially in young
people.

Methods

The universe of work; there are 80 students studying at four-year faculties studying at Uludag University. These
students are selected at random and 43 of the mare studying at the Faculty of Theology. A large part of the 80
students who participated in the study are female students and live in the generic Marmara Region. The age range of
students is 18-25.Students were first asked to score points from 1 to 10 according to the order of importance, and
then they were asked to fill in the names without writing a name, indicating that they were not obliged to comply
freely and with expectation given. Students were first asked to order the items on Schwartz 's chart of values and
then asked to comment on case studies. then you are asked not to be ideal for the case studies given by the

1 This study is derived from "Giincel Toplumsal Yap1 ve Kiiltiiriin Genglerde One Cikardigi Degerler ve Sebepleri" presented in III. International
Congress on Values Education, 5-6 April 2018, Zonguldak Bulent Ecevit University
2 Lecturer, Uludag University, Turkish Language Department, bsaritunc@uludag.edu.tr
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participants but to respond with real life expectancy by thinking about yourself and the other young people in your
community.

Results

A moral curriculum and success measurement are tracked in our education system, so moral values can be
backward. While parents, teachers, and parents teach the child to be a part of the community, they are the first to be
successful. To be successful, to be competent (beingable), to be ambitious, to be mentioned in the society as the
most important value comes out as the antagonism.

Discussion and Conclusions

Individuals and institutions that are believed to contribute to the reduction of some of the negativities in the
development of values and virtues that humanity has accumulated over generations need to develop appropriate
methods. Without knowing the characteristics of the partner, without knowing the current situation of the society, it
is not possible to train desired values by discourse-action difference by trying to force people into certain molds. To
successful, to be competent (beingable), to be ambitious, to be mentioned in the society as the most important value
comes out as the antagonism be.
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OZET

Cocuklarin, genglerin ve yetiskinlerin yasamlari incelendiginde, toplumda takdir, ilgi ve daha gii¢lii olma gibi unsurlarin daha
belirgin oldugu goriilmektedir. Ayrica gorsel medyadaki gii¢c unsurlarinin stirekli olarak gorsellestirilmesi, diger bireylerin ve
canlilarin eglence amaciyla kullanildig1 bireylerin hassasiyet ve yorgunlugunun azalmasina yol agmaktadir. iktidar ve ilgiyi
almaya istekli olan bireylerin, diger insanlar kaba davrandiklarinda ¢ogu zaman fark etmedikleri belirlenmistir. Degerler,
egitim, sosyal politika destegi ve bireylerin olumsuz davranislarina neden olan kosullar: gelistirmek ve siirdiirmek i¢in uygun
yollar ve araglar saglayan kurumlar tarafindan desteklenmelidir. Bu calisma 6zellikle genclerde dikkat ¢ekme ve gii¢lii olma
arzusunun altinda yatan nedenleri arastirmay1 amaglamaktadir. Bu baglamda, 25 yasin altindaki genglerle vaka ¢alismalar:
araciliglyla derinlemesine gériismeler yapilmis ve betimsel analizlerle degerlendirilmistir.

Anahtar Kelimeler: Sosyal Yapi, Giincel Kiiltiir, Medya, Deger Egitimi, Genglik.

1. Giris

Genglikle ilgili veya genclik donemiyle ilgili ¢esitli tanimlamalar yapilmistir. Kimi yas acgisindan, kimi
bedensel ve ruhsal gelisim, kimi toplumda iistlenen rol agisindan genglik tanimina yaklagmistir. Genglerin
ortak 6zellikleri oldugunu séyleyenler oldugu gibi, gencglik donemiyle ilgili ortak 6zelliklerin oldugu bir
siniflama yapilamayacagini savunanlar da bulunmaktadir.

Inanir'a (2005) gore geng; okulda ve okul disinda aldig egitim ile icerisinde yer alacagl ortamda
karsilasacagl sorunlari ¢éziimleyebilecek altyapiya sahip, egitimi ile ayn1 anda sistemi igeriden de bilen,
umut ve 6zglvenle, toplumda hak ettigine inandig1 pozisyonu elde etmeye kosullanan, tiiketim kapasitesi
ylksek ve kendisini tiikettikleri araciligiyla tanimlayan tez canli dinamik insandir.

Genel algiya gore liniversite 6grencisi ne yetiskin ne de ¢ocuk kabul edilir. Bu nedenle ¢ocukluktan
yetiskinlige gecme doneminin biitiin sikintilarin1 yasamaktadir. Bunlarin en basinda da kendi kimligini
bulma, toplumsal yonden yerel ve cocukluk déneminin degerlerini, toplumun ulusal ve evrensel
degerlerini benimseme; bunlar1 kendi i¢cinde 6zdeslestirme, bunlarla uyum igerisinde olma, toplumun
degerleriyle uygun bir sekilde yasayabilme ve sosyal olgunluga erismis bir birey olma temel sorunlari
acisindan yer almaktadir. Ve iiniversite Ogrencilerinin bu asamadaki temel iki sorunu; genellikle
bagimsizlik, 6zgiirliik duygusu, cinsel kimlik ve buna uygun davranislar ya da bu asamada yasanilan
sorunlardir.

Universite égrencisinde ailenin etkisi azalir; cevrenin, arkadas grubunun, sosyal medyanin ve dizilerin
etkisi artar. Bireyin davranislarini yonlendirme agisindan en etkili olan unsurlar; diziler, medya, sosyal
ortam, sosyal medya olmaktadir.

Diizbakar (2003) calismasinda Osmanli doneminden 6rnek vermektedir: "Mahalle sosyal ve fiziki bir
birimdir. Mahallede yasayanlar birbirlerine karsi sorumlu olup sosyal bir dayanisma ig¢indedirler”
seklinde ifade edilmistir.

Universite 6grencilerinin bir sorunu kendi benligine iliskin kimligini bir tiirlii netlestirememesidir.
Ogrenci bu noktada ‘Ben neyim? Ben kimim?’ sorularina net bir cevap veremedigi durumlarda bir meslek
gurubunun, bazen toplumun bir iliyesi olarak, bazen bir dernegin ya da memleket hemseri gurubunun,
bazen herhangi bir zorbalik gurubunun icinde yer alarak kisi; kendini, benligini daha kolay

1 Bu galismanin hazirlanmasinda 05-06 Nisan 2018’de Zonguldak Biilent Ecevit Universitesinde diizenlenen III. Uluslararasi Degerler Egitimi
Kongresi’ nde sunulan "Giincel Toplumsal Yap1 ve Kiiltiiriin Genglerde One Cikardigi Degerler ve Sebepleri” adli calismadan yararlanilmigtir.
2 Qgr. Gor. Uludag Universitesi, Rektorliige Bagh Tiirk Dili Béliim, bsaritunc@uludag.edu.tr
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tanimlayabilecegi inancina kapilmakta ve bu anlamda ¢esitli sorunlarla karsilasabilmektedir
(Ozgiiven,1992, s. 5-13).

Tarihsel stirecte her toplum, mevcut birikimini sonraki kusaklara aktarma gayreti icinde olmustur.
Aileden baslayarak her kurum degerlerin aktarilmasinda rol almistir. Giinlimiizde 6rgiin egitimden de
o0grenciye duyusal becerileri de katmasi beklenmektedir. Ancak egitiminde kendi icinde sorunlari
bulunmaktadir. 20. yiizyilda egitim, {ilkeleri yonetenlerin bireyi ve toplumu doéniistiirme vasitasi olarak
kullanilmistir ~ (Sanver &  Erakkus, 2016, s. 432). Tirkiye'de davranis¢1 yaklasimdan
olusturmaci/yapilandirmaci yaklasima dayandigi ifade edilen 6gretim programlarina gecis olmustur
ancak okullarda bir tist kuruma yo6nelik sinavlara hazirligin baskin ¢ikmasi istenilen verimin alinmasini
engelleyebilmektedir. Bireylerin hayata bakis acis1 6ncelik aldig1 degerler de okulda istenmeyen bir
ortamin olusmasina sebep olabilmektedir. Genglerde grup icerisinde her zaman giiclii olmasi veya
glcliinlin yaninda olma isteginin baskin oldugu gézlemler ve arastirmalar da goriilmektedir. Bireyler
olumsuz davranislar1 ve gosterilmesi gereken tutumlar1 sozlii olarak ifade etmekle birlikte; olumsuz
olarak nitelenen davranislar sik sik goriilebilmektedir.

Olumsuz davranislar zaman zaman gli¢ edinme, toplumda yer edinmenin bir araci olarak da
goriilebilmektedir. Ornegin okulda 6gretmenle veya bir baska 6grenciyle catisma bir é6grenciyi sinifta 6n
plana ¢ikarabilmektedir. Kendini veya baskasini zor durumda birakarak eglenme, 6n plana ¢ikma zaman
zaman bunu sosyal medyada veya video paylasim sitelerinde goriiniir kilma sik rastlanabilmektedir.
Evrensel degerler veya inang sistemleri acisindan biriyle alay etme, birini toplum karsisinda kiigiik
diistirme hos karsilanmaz. Kur'an-1 Kerim'de "Ey iman edenler! Bir topluluk diger bir toplulukla alay
etmesin. Belki de onlar, kendilerinden daha iyidirler.."( Hucuradt Suresi 11. Ayet) seklinde ifade
edilmektedir. “Kim bir kotiiliik goriirse O’'nu dnce eliyle diizeltsin, buna giicli yetmezse diliyle diizeltsin,
buna da giicii yetmezse O koétiiliige ve yapana icinden nefret duysun bu da imanin en alt kismidir.”
(Miislim, Iman 78. ayrica bk. Tirmizi, Fiten 11; Nesai, Iman 17) hadisi de bireye kétiiliiklerin énlenmesi
icin tavsiyede bulunmaktadir. Degerlerin malumat olarak bilinmesi ic¢sellestirmek icin yeterli
olamamaktadir. Giiltepeata¢ Ayalp'in (2010) yapmis oldugu arastirmada digerlerine gore daha zayif
oldugu icin haksizhiga ugrayan kisiyle 6grencilerin iletisim kuramadigl ve grup normunun disina
¢ikamadigi gézlemlenmistir.

Televizyondaki dizi filmlere de bakildiginda zengin, giiclii, bulundugu sosyal ¢evrede saygin, hedefine
ulasmak icin 6niine ¢ikan engelleri bir sekilde kaldiran, bir telefonla kanunsuz da olsa is ¢6zen, etrafinda
adamlari olan, 61dirmek dahil her tiirli siddeti, uygulayan film karakterleri gortilmektedir. Gengler dahil
seyirciler bu kisilerle 6zdesim kurmakta, aciktan ifade etmeseler de onlara 6zenmektedirler. Erdemler
geri plana atilmakta, toplumda deger kaymasi yasanmakta ve 6ne cikan degerler farklilasmaktadir.
Poptiler kiltiirde one ¢ikan figiirler de yazili ve gorsel medyada 1siltili yasantilar ile sik sik one
cikmaktadir. Toplumda cifte standart uygulamaktadir. Toplum normlarina aykir1 buldugu bir davranisi
tnli bir kisi yaptiginda sessiz kalmakta ya da onaylamaktadir. Boylece bazi bireyler de kendi ¢apinda
farkl platformlar1 kullanarak kii¢iik capli iinlii olma yoluna gitmektedir. Sosyal medyada, video paylasim
sitelerinde begeni almak ¢abasi yogunlasmaktadir.

Ebeveynler de ¢ocuklari tizerinden kendini ifade etme yoluna gidebilmektedir. Ara¢ olan seyler amag
haline gelmektedir. Ebeveynler ¢ocuklarinin statii ifade eden meslekleri edinmesini arzulamakta ve
bunun da yolunun iyi bir iiniversite egitiminden gectigini diisiinmektedirler. Ogrenci, basarih oldugu
strece deger gordiigiinde, basarinin diger erdemlerden 6nde oldugunu diisiinmekte, her haliikarda basari
¢abasina girmekte bir kismi ise i¢ catisma yasayarak huzursuz olabilmektedir.

Ebeveynler de bazen asiri korumaci tutum da sergileyebilmektedir. Cocugu farkli ortamlardan
korumaya steril bir ortamda yetistirmeye ¢alismakta ancak toplumdan kopararak saglikli bir gelisim her
zaman miimkiin olmamaktadir. Yasaklar da ¢6ziim olmayabilir. Internetin cep telefonlarinda bile
kullanilacak duruma gelmesiyle, diinyanin bir yerindeki akim, baska yerlerdeki bireyleri de
etkilemektedir. Universiteye gelene kadar sinav odakl egitim sisteminde sorgulamayi, analiz etmeyi,
ogrendigi bilgiyi sentez etmeyi 6grenemeyen, hayata hazirlanmaya dair fazla birikimi olmayan geng; hem
sosyal cevresinin, hem de yazili ve gorsel medyanin mesajlarini anlamlandirmakta giicliik cekmektedir.
Yas donemlerinde gerekli bilissel, duyussal ve psikomotor gelismeyi gdstermeyen geng, mezuniyet
sonrasinda is, aile ve sosyal cevre iliskilerinde sorun yasayabilmektedir. Genclerde 6ne ¢ikan degerlerin
bilinmesinin uygun yaklasimlarin gelistirilmesine katki saglayacagi disiiniilmektedir.
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2. Yontem

Bu ¢alismanin amaci popiiler kiiltiiriin genclerdeki deger algisina etkisi ile ilgili bir durum tespiti
yapabilmektir. Bu amagla iki béliimden olusan bir anket formu arastirmaci tarafindan olusturulmustur.
Birinci bo6liimde Tiirkgesi Kusdil ve Kagitgibasi'nin (2000) calismasindan yararlanilan Schwartz’in
degerler listesindeki ciimlelere her bir degerin kendileri icin tasidigi 6neme gore 1’den 10’a kadar puan
vermeleri istenmistir.

2.1. Veri Toplama Aract
Calismada Schwartz'in Deger Olcegi ve 6rnek olaylara verilen cevaplar veri araci olarak kullaniimistir.

Schwartz Deger Olcegi: Schwartz'in (1992) bireysel degerlerle ilgili olarak gelistirdigi 6lcek, “Schwartz
Degerler Olcegi-SVS (Schwartz Values Survey)” adiyla tanimir. Katthmalarin Schwartz'in Degerler
Olgegi'ndeki ifadeleri daha iyi anlayabilmesi i¢in &égrencilerin anlayacag ifadeler anket formunda
belirtilmistir. Olgek iki eksende yer alan dort iist boyut ile bunlari olusturan on deger boyutundan olusur.
S6z konusu on deger boyutu; giic (power), basar1 (achievement), hazcilik (hedonism), uyarilma
(stimulation), evrenselcilik (universalizm), iyilikseverlik (benevolence), 6zyonelim (self-ditection),
glivenlik (security), uyum (comformity), gelenekselcilik (tradition)degerlerinden olusur ve bunlar,
tanimlayici hedefleri dogrultusunda olusturulan 57 alt madde igerir.

“1” en diisiik deger, “10” en yiiksek degerdir. ikinci béliimde ise katihimcilara 7 adet 6érnek olay
verilmistir. Secilen 6rnek olaylar son 1 yil icerisinde kamuoyunda yer almis olaylardan secilmistir.
Verilen 6rnek olaylar1 6zgiirce, beklentilere uymak zorunda olmadiklar: belirtilerek, isim yazmadan
doldurmalari istenerek kendilerine yeterli siire verilerek ¢calismanin verileri elde edilmistir. Her iki bolim
icin katilmcilardan bazilar1 arastirmacinin gézetiminde bazi katilimcilar ise farkl ortamlarda doldurup
ayni giin icerisinde arastirmaciya teslim etmistir. ilgili anket Subat 2018’de uygulanmstir.

2.2. Evren ve Orneklem

Bu calisma 18-25 yas arasinda yiliksekdgretime devam eden genclerde uygulanmistir. Ancak
kisithiliklar ve ulasim kolayhigi sebebiyle Bursa’da uygulanmistir. Katihmcilar, Uludag Universitesi'nde
O0grenim gormekte olan dort yillik fakiiltelerde okuyan 80 0Ogrencidir. Arastirmaya katilanlar rassal
yontemle secilmistir. Calismaya katilan 80 6grencinin biiyiik bir kismi ise kiz 6grencilerden olusmakta ve
geneli Marmara Bélgesinde yasamaktadir. Ogrencilerin yas araligi 18 ile 25 arasindadir.

2.3. Veri Analizi

Calismamizda yer alan anketin birinci béliimiinde katilimcilarin sorulara verdigi cevaplarin frekansi
hesaplanmis yiizdeleri ilgili tabloda verilmistir. IBM SPSS 24.0 versiyonu kullanilmistir. Ikinci béliimde
yer alan 6rnek olaylar ile ilgili acik uglu sorulara verilen cevaplar ise ortak 6zelliklerine gore gruplanarak
sayisal veriye doniistirilmiistiir.

Tablo 1
Katilimcilarin Ogrenim Gérmekte Oldugu Fakiilteler

Fakiilte Frekans Yiizde Gegerli Yizde Toplam Yiizde
Ziraat 9 11,3 11,3 11,3
Fen Edebiyat 16 20,0 20,0 31,3
ilahiyat 43 53,8 53,8 85,0
[IBF 4 5,0 5,0 90,0

Konservatuar 2 2,5 2,5 92,5
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Egitim 4 50 50 97,5
Miihendislik 2 2,5 2,5 100,0
Toplam 80 100,0 100,0

Ziraat fakiiltesinden 9 kisi (%11.3), Fen Edebiyat fakiiltesinden 16 kisi (%20), ilahiyat fakiiltesinden
43 Kkisi (%53.8), Iktisadi ve Idari Bilimler fakiiltesinden 4 Kkisi (%5), Konservatuardan 2 Kkisi (%2.5),
Egitim fakiiltesinden 4 kisi (%5), Miihendislik fakiiltesinden 2 Kisi (%2.5), toplamda ise 80 &grenci
lizerinden anket yapilmistir.

Tablo 2
Ankete Katilan Ogrencilerin Cinsiyet Dagilimi
Frekans Yiizde Gegerli Yiizde Toplam Yiizde
Kadin 50 62,5 62,5 62,5
Erkek 30 37,5 37,5 100,0
Toplam 80 100,0 100,0

Ankete katilan 80 6grencinin 50’si (%62.5) kadin, 30’u (%37.5) erkek 6grencidir.

Tablo 3 )
Ankete Katilan Ogrencilerin Yasadiklar: Bolgeler
Frekans Yiizde Gegerli Yizde Toplam Yiizde

Marmara 43 53,8 53,8 53,8
Ege 3 3,8 38 57,5
Akdeniz 5 6,3 6,3 63,9
i¢c Anadolu 4 5,0 5,0 68,8
Karadeniz 1 1,3 1,3 70,0
Yurtdisi 24 30,0 30,0 100,0
Toplam 80 100,0 100,0

Ankete katilan 6grencilerin 43’ (%53.8) Marmara Bolgesi'nde, 3'ii (%3.8) Ege Bolgesi'nde, 5'i (%6.3)
Akdeniz Bolgesi'nde, 1'i (%5) I¢ Anadolu Bélgesi'nde, 1'i (%1.3) Karadeniz Bélgesi'nde, 24’ii (%30) ise
yurtdisinda yagamaktadir.

Calismamizda yer alan anketin birinci b6liimiinde katilimcilarin sorulara verdigi cevaplarin frekansi
hesaplanmis yiizdeleri ilgili tabloda verilmistir. IBM SPSS 24.0 versiyonu kullanilmigtir. Ikinci boliimde
yer alan 6rnek olaylar ile ilgili acik uclu sorulara verilen cevaplar ise ortak 6zelliklerine goére gruplanarak
sayisal veriye doniistirilmiistir.

3. Bulgular

Calismamizda elde ettigimiz bulgularin yorumlanmasinda 6nce degerler Olgegindeki maddeler
ardindan da 6rnek olaylara verilen cevaplar sirasiyla takip edilecektir.



3.1. Schwartzin Degerler Grafigindeki 10 Maddeye Ogrencilerin Verdigi Cevaplar

Tablo 4
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“Sosyal giic sahibi olmak, otorite sahibi olmak, zengin olmak, toplumdaki goriintimii koruyabilmek, insanlar

tarafindan benimsenme gibi diislincelerin gengler iizerindeki etkisi nasildir?” sorusunun frekans analizi

Deger Frekans Yiizde Gecerli Yiizde Toplam Yiizde
1,00 2 2,5 2,5 2,5
2,00 2 2,5 2,5 5,0
3,00 6 7,5 7,5 12,5
4,00 5 6,3 6,3 18,8
5,00 9 11,3 11,3 30,0
6,00 8 10,0 10,0 40,0
7,00 17 21,3 21,3 61,3
8,00 9 11,3 11,3 72,5
9,00 4 5,0 5,0 77,5
10,00 18 22,5 22,5 100,0
Toplam 80 100,0 100,0

“Sosyal gii¢ sahibi olmak, otorite sahibi olmak, zengin olmak, toplumdaki gortintiimii koruyabilmek,
insanlar tarafindan benimsenme gibi diisiincelerin gencler iizerindeki etkisi nasildir?” sorusuna verilen
cevaplara gore; genclerin birinci 6nceliginin para ve gii¢ oldugunu, bunlar1 elde etmenin temel hedef
oldugunu, edilmezse bu hususlara sahip olunan kisilerin yaninda olmay tercih ettikleri goérilmektedir.
Sosyal gii¢ sahibi olmak, otorite sahibi olmak, zengin olmak, toplumdaki gorintiimii koruyabilmek,
insanlar tarafindan benimsenme hususlarinin 18 kisi tarafindan 10 puan verilerek en yiiksek yiizdelik

dilime sahip oldugunu goériiyoruz.

Tablo 5

“Basarili olmak, yetkin (muktedir) olmak, hirsh olmak, s6zii gecen biri olmak, zeki olmak gibi 6zelliklere sahip olmak
isteyen gencler nasil degerlendirilmelidir?” sorusunun frekans analizi

Deger Frekans Yiizde Gegerli Yiizde Toplam Yiizde
2,00 7 8,8 8,8 8,8

3,00 1 1,3 1,3 10,0

4,00 3 3,8 3,8 13,8

5,00 6 7,5 7,5 21,3

6,00 2 2,5 2,5 23,8

7,00 8 10,0 10,0 33,8

8,00 9 11,3 11,3 45,0
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9,00 13 16,3 16,3 61,3
10,00 31 38,8 38,8 100,0
Toplam 80 100,0 100,0

“Basarili olmak, yetkin (muktedir) olmak, hirsli olmak, sozli gecen biri olmak, zeki olmak gibi
ozelliklere sahip olmak isteyen gencler nasil degerlendirilmelidir?” sorusuna verilen cevapta; basaril
olmak, yetkin (muktedir) olmak, hirsli olmak, sézii gecen biri olmak, zeki olmak climlesine 31 kisi
tarafindan 10 puan verilerek en yiiksek ytizdelik dilime (%38.8) sahipken genclerin makyavelist diisiince
yapisina sahip oldugu, “Savasta her yol mubahtir” anlayisi ile bunlar1 kazanmak, toplumda s6zii gecen biri
olmak, giiclii olmaktan hedef kazanmak oldugu goriilmektedir.

Tablo 6
“Zevk, hayattan zevk almak, bireysel zevke ve hazza yonelimi her seyin iistiinde tutmak gibi duygularin gengler
lizerindeki etkisi nasildir?” sorusunun frekans analizi

Deger Frekans Yiizde Gecerli Yiizde Toplam Yiizde
1,00 8 10,0 10,0 10,0
2,00 2 2,5 2,5 12,5
3,00 3 3,8 3,8 16,3
4,00 6 7,5 7,5 23,8
5,00 7 8,8 8,8 32,5
6,00 6 7,5 7,5 40,0
7,00 8 10,0 10,0 50,0
8,00 15 18,8 18,8 68,8
9,00 10 12,5 12,5 81,3
10,00 15 18,8 18,8 100,0
Toplam 80 100,0 100,0

“Zevk, hayattan zevk almak, bireysel zevke ve hazza yonelimi her seyin lstiinde tutmak gibi
duygularin gencler iizerindeki etkisi nasildir?” sorusuna verilen cevaba gore; zevk, hayattan zevk almak,
bireysel zevke ve hazza yonelim ise 15’er Kkisi tarafindan 8 ve 10 puan verilmistir (%18.8). Tabloya
istinaden genclerde haz kontroliiniin olmadigl, en temel 6ncelikleri arasinda kisisel haz tatmini oldugu
goriilmektedir.

Tablo 7
“Heyecan ve yenilik arayisi genclerde aktif olarak goériilmekte midir?” sorusunun frekans analizi

Deger Frekans Yiizde Gegerli Yiizde Toplam Yiizde
1,00 5 6,3 6,3 6,3
2,00 3 3,8 3,8 10,0

3,00 9 11,3 11,3 21,3
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4,00 6 7,5 7,5 28,8
5,00 7 8,8 8,8 37,5
6,00 6 7,5 7,5 45,0
7,00 7 8,8 8,8 53,8
8,00 12 15,0 15,0 68,8
9,00 11 13,8 13,8 82,5
10,00 14 17,5 17,5 100,0
Toplam 80 100,0 100,0

“Heyecan ve yenilik arayisi genclerde aktif olarak goriilmekte midir?” sorusuna verilen cevap heyecan
ve yenilik arayisina 14 kisi tarafindan 10 puan verilmistir (%17.5). Tablodaki sonuca gore genglerin her
daim heyecan ve yenilik arayisi icinde oldugu gortilmektedir.

Tablo 8

“Acik fikirli olmak, erdemli olmak, toplumsal adalet, esitlik, diinyaya baris istemek, giizelliklerle dolu bir diinya,
dogayla biitiinliik icinde olma, ¢evreyi koruma, i¢c uyum gibi 6zelliklerin gencler iizerindeki etkisi nasildir?”
sorusunun frekans analizi

Deger Frekans Yiizde Gegerli Yiuzde Toplam Yiizde
1,00 1 1,3 1,3 1,3
2,00 2 2,5 2,5 3,8
3,00 5 6,3 6,3 10,0
4,00 7 8,8 8,8 18,8
5,00 5 6,3 6,3 25,0
6,00 3 3,8 3,8 28,8
7,00 3 3,8 3,8 32,5
8,00 8 10,0 10,0 42,5
9,00 9 11,3 11,3 53,8
10,00 37 46,3 46,3 100,0
Toplam 80 100,0 100,0

Acik fikirli olmak, erdemli olmak, toplumsal adalet, esitlik, diinyaya baris istemek, glizelliklerle dolu
bir diinya, dogayla biitiinliik icinde olma, ¢evreyi koruma, i¢ uyum gibi 6zelliklerin gencler lizerindeki
etkisi nasildir? Sorusuna verilen cevap; yaratici olmak, merak duyabilmek, 6zgiir olmak, kendi amaglarini
secebilmek, bagimsiz olmak, kendine saygisi olmaya 37 kisi 10 puan vermistir (%46.3). Genglerin
yaraticiliga 6nem verdigi, 6zgiirliige diiskiin oldugu, bagimsiz bir sekilde kendi kararlarini vermek istedigi

sonucuna varilabilir.
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Tablo 9

“Yardimsever olmak, diirtist olmak, bagislayici olmak, sadik olmak, sorumluluk sahibi olmak, gercek arkadaslik,
manevi bir hayat, anlaml bir hayat, algak goniillii olmak gibi manevi duygularin gengler tizerindeki etkisi nasildir?”
sorusunun frekans analizi

Deger Frekans Yiizde Gecerli Yuzde Toplam Yiizde
1,00 3 3,8 3,8 3,8
2,00 5 6,3 6,3 10,0
3,00 4 5,0 5,0 15,0
4,00 1 1,3 1,3 16,3
5,00 1 1,3 1,3 17,5
6,00 4 5,0 5,0 22,5
7,00 2 2,5 2,5 25,0
8,00 6 7,5 7,5 32,5
9,00 12 15,0 15,0 47,5
10,00 42 52,5 52,5 100,0
Toplam 80 100,0 100,0

“Yardimsever olmak, diiriist olmak, bagislayici olmak, sadik olmak, sorumluluk sahibi olmak, gercek
arkadaslik, manevi bir hayat, anlamli bir hayat, algak goniillii olmak gibi manevi duygularin gengler
tizerindeki etkisi nasildir?” sorusuna verilen cevap; genclerde bireysel haz ve gii¢ 6n plana ¢ikarken diger
yandan da yardimseverlik, diirtistliik gibi manevi degerlerin toplumdaki yerini korudugu goériilmektedir.

Tablo 10

“Geleneklere baglilik (algakgoniilli olmak, inanglarin geregini yerine getirmek, hayatin verdiklerini kabullenmek,
geleneklere saygili olmak, ilimli bir hayat, mahremiyete saygi) gibi 6rfi kurallarin gengler lizerindeki etkisi nasildir?”
sorusunun frekans analizi

Deger Frekans Yiizde Gegerli Yiizde Toplam Yiizde
1,00 6 7,5 7,5 7,5

2,00 5 6,3 6,3 13,8

3,00 2 2,5 2,5 16,3

4,00 3 3,8 3,8 20,0

5,00 2 2,5 2,5 22,5

6,00 4 50 5,0 27,5
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7,00 5 6,3 6,3 33,8
8,00 3 3,8 3,8 37,5
9,00 5 6,3 6,3 43,8
10,00 45 56,3 56,3 100,0
Toplam 80 100,0 100,0

“Geleneklere baghlik (alcakgoniillii olmak, inanglarin geregini yerine getirmek, hayatin verdiklerini
kabullenmek, geleneklere saygili olmak, ilimli bir hayat, mahremiyete saygi) gibi 6rfi kurallarin gencler
tzerindeki etkisi nasildir?” sorusuna verilen cevaba gore ise; yardimsever olmak, diiriist olmak,
bagislayici olmak, sadik olmak, sorumluluk sahibi olmak, gercek arkadaslik, olgun sevgi, manevi bir hayat,
anlamli bir hayat, algak goniillii olmak hususlar1 konu basliklari iken “al¢ak goniillii olmak” hususuna 45
kisi 10’ar puan vermistir (%56.3).

Tablo 11
“Baskalarina zarar verebilecek ve toplumsal beklentilere aykiri1 olabilecek diirtii ve eylemlerin sinirlanmasinin
gengler lUizerindeki etkisi nasildir?” sorusunun frekans analizi

Deger Frekans Yiizde Gegerli Yiuzde Toplam Yiizde
1,00 3 3,8 3,8 3,8
2,00 3 3,8 3,8 7,5
3,00 4 5,0 5,0 12,5
4,00 2 2,5 2,5 15,0
5,00 8 10,0 10,0 25,0
6,00 4 5,0 5,0 30,0
7,00 8 10,0 10,0 40,0
8,00 9 11,3 11,3 51,3
9,00 13 16,3 16,3 67,5
10,00 26 32,5 32,5 100,0
Toplam 80 100,0 100,0

“Baskalarina zarar verebilecek ve toplumsal beklentilere aykiri1 olabilecek diirtii ve eylemlerin
sinirlanmasinin gengler tizerindeki etkisi nasildir?” sorusuna verilen cevaplara bakildiginda; bu soruya 26
kisinin 10 puan verdigi gorilmektedir. Bu verilerde genglerin manevi degerlere, geleneklere baghliginin
azaldigini soylemek miimkiinddr.

Tablo 12

“Guvenlik, toplumun var olan iliskilerin ve kisinin kendisinin huzuru ve siirekliligi ulusal giivenlik icin toplumsal
diizenin siirmesini istemek, aile giivenligine 6énem vermek gibi konularda gencler hakkinda neler séylenebilir?”
sorusunun frekans analizi



Saritung, B. Karaelmas Journal of Educational Sciences 6 (2018) 213-230 224

Deger Frekans Yiizde Gegerli Yizde Toplam Yiizde
1,00 8 10,0 10,0 10,0
2,00 3 3,8 3,8 13,8
3,00 1 1,3 1,3 15,0
4,00 5 6,3 6,3 21,3
5,00 5 6,3 6,3 27,5
6,00 11 13,8 13,8 41,3
7,00 6 7,5 7,5 48,8
8,00 15 18,8 18,8 67,5
9,00 4 5,0 50 72,5
10,00 22 27,5 27,5 100,0
Toplam 80 100,0 100,0

“Guvenlik, toplumun var olan iliskilerin ve kisinin kendisinin huzuru ve siirekliligi ulusal giivenlik i¢cin
toplumsal diizenin siirmesini istemek, aile glivenligine 6nem vermek gibi konularda gencler hakkinda
neler sdylenebilir?” sorusuna verilen cevaplara bakildiginda; baskalarina zarar verebilecek ve toplumsal
beklentilere aykir1 olabilecek diirtii ve eylemlerin sinirlanmasi hususuna 22 kisi 10 puan verirken
(%27.5) kisilerde 6fke ve haz kontroliiniin yeterli olmadigi séylenebilir.

Tablo 13
“lyilige karsilik vermek, baglilik ve aidiyet duygusu, toplumsal istikrarin gencler iizerindeki etki orani nedir?”
sorusunun frekans analizi

Deger Frekans Yiizde Gegerli Yizde Toplam Yiizde
1,00 7 8,8 8,8 8,8
2,00 3 3,8 3,8 12,5
3,00 2 2,5 2,5 15,0
4,00 2 2,5 2,5 17,5
5,00 3 3,8 3,8 21,3
6,00 6 7,5 7,5 28,8
7,00 8 10,0 10,0 38,8
8,00 8 10,0 10,0 48,8
9,00 10 12,5 12,5 61,3
10,00 31 38,8 38,8 100,0

Toplam 80 100,0 100,0
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lyilige karsilik vermek, baglilik ve aidiyet duygusu, toplumsal istikrarin gencler iizerindeki etki orani
nedir? Sorusuna verilen cevaba gore ise; toplumun var olan iliskilerin ve kisilerin kendisinin huzuru ve
stirekliligi ulusal giivenlik, toplumsal diizenin siirmesini istemek, temiz olmak, aile giivenligi, iyilige
karsilik vermek, baglilik duygusu, saglikli olmak konularinda 31 kisi 10 puan vermistir (%38.8).

3.2. Ornek Olaylarin Sebepleri ile Ilgili Gériisler

Tablo 14
“Olumsuz davranislar olan kabadayi bir kisiyle neden herkes arkadas olmak ister?” sorusunun frekans analizi

Frekans Yiizde Gegerli Yizde Toplam Yiizde
Kars1 taraf giicli 53 66,3 66,3 66,3
oldugu ve ondan
¢ikarlari oldugu i¢in
Dogru yola sokmak i¢in 12 15,0 15,0 81,3
Toplumda taninmak 10 12,5 12,5 93,8
icin
Farkli insanlar tanima 5 6,3 6,3
istegi
Toplam 80 100,0 100,0 100,0

“Olumsuz davranislar olan kabaday: bir kisiyle neden herkes arkadas olmak ister?”sorusunda; “Karsi

» o« » o«

taraf gii¢lii oldugu ve ondan ¢ikarlari oldugu icin”, “Dogru yola sokmak i¢in”, “Toplumda taninmak i¢in” ve

“Farkli insanlar tanima istegi” segenekleri yer alirken 53 kisi “Karsi taraf gii¢lii oldugu ve ondan cikarlari
oldugu i¢in” secenegini diisiinmektedir.

Tablo 15
Saygin is adami gorliinimlii olup tetikgileri vasitasiyla zorbalik yapan dizi film karakteri seyircilerce neden
begenilir? Sorusunun frekans analizi

Frekans Yiizde Gegerli Yiizde Toplam Yiizde
Gergek hayatta dyle 27 33,8 33,8 33,8
olmak isterler
Giice deger verdikleri 24 30,0 30,0 63,8
icin
Dikkat ¢ektikleri icin 29 36,3 36,3
Toplam 80 100,0 100,0 100,0

“Saygin is adami goriintimlii olup tetikcileri vasitasiyla zorbalik yapan dizi film karakteri seyircilerce
neden begenilir?” sorusunda; “Gergek hayatta dyle olmak isterler (1)”, “Giice deger verdikleri icin (2)” ve
“Dikkat gektikleri i¢in (3)” secenekleri yer alirken 27 kisi 1 numarali secenegi diistinmektedir. Dizilerdeki
zorba karakterlerin begenilmesinin sebebi olarak verilen cevap %33. 8 ile kisilerin gercek hayatta oyle
olmak istemeleridir.
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Tablo 16

“Haksizlik yapmanin yanlis oldugunu herkes sdyler ama bunu séyleyen bir kisi ALES, yabanci dil, not ortalamasi
diisiik olmasina ragmen miilakatta diger adaylardan puan yiiksek alacak sekilde torpili neden normal kabul
etmektedir?” sorusunun frekans analizi

Frekans Yiizde Gegerli Yizde Toplam Yiizde
Kendi ¢ikarlarim 37 46,3 46,3 46,3
gozetirler
Gelecek kaygis1 yasarlar 16 20,0 20,0 66,3
Konusmakla uygulamak 17 21,3 21,3 87,5
arasinda fark vardir
Statii- mevki sahibi olmak 10 12,5 12,5
isterler
Toplam 80 100,0 100,0 100,0

“Haksizlik yanlis oldugunu herkes sdyler ama bunu sdyleyen bir kisi ALES, yabanci dil, not ortalamasi
diisiik olmasina ragmen miilakatta diger adaylardan puan yiiksek alacak sekilde torpili neden normal
kabul etmektedir?” sorusunda; “kendi cikarlarin1 gézetmek”, “gelecek kaygisi tasimak”, “korumakla
uygulamak oraninda fark olmasi”, “statii-mevki sahibi olmak” secenekleri verilmistir. En giicli
cevap %43.3 ile “kendi ¢cikarlarini gézetmek” cikmistir.

Tablo 17
“Yogun bakimda goérevli hemsireler yatan hastaya sigara icirip video paylasim sitesinde paylastilar. Bu davranisi
yapmaya iten sebep nedir?” sorusunun frekans analizi

Frekans Yiizde Gegerli Yuzde Toplam Yiizde
Eglence arayisi 14 17,5 17,5 17,5
Dikkat ¢cekmek 32 40,0 40,0 57,5
istemeleri, popiiler
olma arzusu
Psikolojik sorunlar 34 42,5 42,5
Toplam 80 100,0 100,0 100,0

“Yogun bakimda gorevli hemsireler yatan hastaya sigara icirip video paylasim sitesinde paylastilar. Bu
davranisi yapmaya iten sebep nedir?” sorusuna verilen cevaplar; eglence arayisi, dikkat cekme/popiiler
olma ve psikolojik sorunlardir. %42.5 psikolojik sorunlarinin oldugunu diisiinmektedir.

Tablo 18
“Karaman'’da iki kiz 6grenci seyrettikleri bir filmden etkilenip, kiz yurdunda arkadaslarini korkuttular. Bu davranisi
yapmaya iten sebep nedir?” sorusunun frekans analizi

Frekans Yiizde Gegerli Yiizde Toplam Yiizde
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Filmin etkisinde olduk¢a 14 17,5 17,5 17,5
kalmislardir.

Heyecan arayisi 24 30,0 30,0 47,5
Kendileri korktuklari igin 27 33,8 33,8 81,3

ayni hissi baskalarina da
yasatmak istemeleri

Dikkat cekmek, popiiler 15 18,8 18,8
olma istegi

Toplam 80 100,0 100,0 100,0

“Karaman’da iki kiz 6grenci seyrettikleri bir filmden etkilenip, kiz yurdunda arkadaslarini korkuttular.
Bu davranisi yapmaya iten sebep nedir?” sorusu icin gencler en fazla “kendileri korktugu i¢in baskalarina
da yasatmak istemeleri” (%33.8) demistir. Diger cevaplar ise, “heyecan arayisi, izledikleri filmin etkisi ve
dikkat cekmek/popiiler olma istegidir”.

Tablo 19

“Bursa Yildirim’da, Mimar Sinan Parki'nda iki geng tartisti. Genglerden biri genelde ayni yerden go¢ etmis kisilerin
yasadigl mahallesinden bir minibiis kisiyi toplad1 ve diger gence birlikte saldirdilar. Gen¢ hayatim1 kaybetti.
Saldiranlar tekrar minibiise binip parktan ayrildilar. Tanimadiklar1 bir kisiye kavganin disindaki kisiler neden
saldirip éldirdiiler?” sorusunun frekans analizi

Frekans Yiizde Gegerli Yiizde Toplam Yiizde
Koruma i¢giidiisii 44 55,0 55,0 55,0
Bilingsizce yapilmistir. 21 26,3 26,3 81,3
Psikolojik sorunlar 15 18,8 18,8
Toplam 80 100,0 100,0 100,0

“Bursa Yildirim’da, Mimar Sinan Parki’'nda iki geng tartisti. Genglerden biri genelde aynmi yerden gog
etmis kisilerin yasadig1 mahallesinden bir minibiis kisiyi toplad: ve diger gence birlikte saldirdilar. Geng
hayatin1 kaybetti. Saldiranlar tekrar minibiise binip parktan ayrildilar. Tanimadiklar1 bir kisiye kavganin
disindaki kisiler neden saldirip 6ldiirdiiler?” sorusunda; “koruma icgudiisii (1)”, “bilingsizce yapilmistir
(2)” ve “psikolojik sorunlar (3)” se¢cenekleri yer almaktadir ve 44 kisi 1 numaral segenegi diisiinmektedir.

Tablo 20

“Meslegini yaparken muhataplarina faydali olmasi i¢in nitelikli olmas1 gerektigini bilen bir liniversite dgrencisi
derslerini ve kisisel gelisimini 6nemsemeyip neden bir sekilde diploma alsam yeter diye diisiiniir?” sorusunun
frekans analizi

Frekans Yiizde Gegerli Yizde Toplam Yiizde
Yeterli egitim almadigi igin 16 20,0 20,0 20,0
okudugu boéliimde kendine
glivenmez.
Cevresindeki insanlar egitimini 27 33,8 33,8 53,8

gordiigi isi yapamadigi icin.
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Sadece diplomayu iiniversite 37 46,3 46,3

mezunuyum deyip para kazanma

istegi

Toplam 80 100,0 100,0 100,0

“Meslegini yaparken muhataplarina faydali olmasi i¢in nitelikli olmasi1 gerektigini bilen bir tiniversite
ogrencisi derslerini ve kisisel gelisimini énemsemeyip neden bir sekilde diploma alsam yeter diye
diisiiniir?” sorusunda; “yeterli egitim almadigl icin okudugu boélimde kendine gilivenmez (1)7,
“cevresindeki insanlar egitimini gordigi isi yapamadigl icin (2)” ve “sadece diplomayi iiniversite
mezunuyum deyip para kazanma istegi (3)” secenekleri yer almaktadir ve 37 kisi 3 numarali secenegi
diistinmektedir. Genglerin bilgi ve donanima degil etikete ve kisa yoldan para kazanmaya daha ¢cok énem
vermesi 6n plana ¢ikmistir.

4. Sonugclar ve Tartisma

Gelisen teknoloji ile birlikte diinya degismektedir. insanlar ve sartlar da degismekte, klasik egitim
anlayis1 yetersiz kalmaktadir. Ogretmenler okulda, din gérevlileri camilerde, ebeveynler evde; “iyiyi-
kétiiyii soyledim, anlattim” demekle bu konu amacina ulasamamaktadir. Ogretmenin, ebeveynlerin, din
gorevlilerinin, televizyon programcilarinin, gazetecilerin muhatap olacagi bireyleri tanimasi, onlara hitap
edebilecek yol ve yontemleri bilmesi gereklidir. Toplumun gergeklerinden uzaklasilarak halkin
gerceklerine katilmasi ve amaca ulasilmasinin miimkiin olmadig1 goriilmekte; yillardir siiregelen klasik
egitim ve degerler algilayisi ile mimkiin olmadig1 gézlemlenmektedir. Genglerde 6ne c¢ikan degerler
bilinmeli ona gére yeni yaklasimlar gelistirilmelidir. Imamoglu ve Aygiin’ iin (1999) “1970’lerden
1990’lara Degerler: Universite Diizeyinde Gozlenen Zaman Kusak Ve Cinsiyet Farkliliklar1” adli cahsmada
da genglerin deger algisinin zaman i¢inde degistigi bulgusuna ulasilmistir. Bu ¢alismanin katilimcilarina
gore Schwartz’ 1n Degerler Olcegi’'nde yer alan degerlere 7-10 arasi verilen puanlar dikkate alindiginda
siralama asagidaki sekilde gerceklesmistir.

Birinci sirada 77.5 ile maneviyat gelmektedir. Toplumdaki bireyler maneviyat ve geleneklere baglilik
gibi degerlerin 6nemine inanmaktadir ancak gézlemlerimize gére davranisa doniistiirme igsellestirmede
zorlanilmaktadir. Bir diger yiiksek oran da 76.4 ile basari degeridir. Basarinin bu kadar yiksek
belirtilmesi beklentilere de uygundur. Ciinkii ebeveynler 6gretmenler siirekli olarak c¢ocuklarin ve
genglerin basarili olmasini talep etmekte basariya odakl sevgi ve deger mekanizmasi gelistirmektedir. Bu
nedenle gencler sevgi ve deger gormek ayrica toplum tarafindan kabul alabilmek icin basarili olmay1
temel kilit tas1 olarak kabul etmektedir. Basarili olmaz ise ailelerinden, 6gretmenlerinden sevgi ve deger
gormeyeceklerine inandiklar1 icin asil hedefleri bu olmakta bir anlamda karsilikli sevgi anlayisi
gelistirmekte; basarisiz olursa ailelerinden veya oOgretmenlerinden yeteli ilgi sevgi ve sefkati
gormeyeceklerini diisiindiikleri i¢cin her daim kazanmaya odaklanmakta, okul sonrasi yasamlarinda da bu
anlayis devam etmektedir. Kisi manevi degerlerine baghligini ifade etse de kendi cikarlarina ters diisen
bir durum olustugunda veya basarisini engelleyecegini diisiindiigli bir durum ile karsilastiginda, basariya
verdigi onem sebebiyle maneviyati ikinci plana atip kazanmay1 asil hedef olarak gorecek; her tirli
zorbaliga miisamaha gostermektedir. Egitim sistemimizde de sinava odakli bir miifredat ve basari 6l¢iimii
izlendigi icin ahlaki degerler geri planda kalabilmektedir. Anneler, babalar, 6gretmenler cocuga
paylasimci olmay1 dgretirken bir yandan da “birinci ol, basarili ol” baskisi ile kendi icinde celiskiye
diismektedir. Aileler, “Cocugumun mutlulugu her seyden 6énce demekte ama daha sonra etiketi olan bir
meslek sec, kariyerin adin olsun.” diyerek cocuklarda ikileme yol acabilmektedir. Bu sekilde 6grenciye
birinci olma, rekabet, sinavi gecme fikirleri asilanirken; gerekirse “Savasta her yol mubahtir.” seklinde
“makyavelist” yollar da izlenmesi salik verilmektedir. Maalesef ¢calismamiz da bunu destekler niteliktedir.
Kisiler ahlaki degerler, vefa, yardimseverlik, hakkaniyet gibi degerlerden bahsederken 6rnek durumlara
benzer durumlarla karsilastiginda kazanma, gii¢liiniin-kazananin yaninda olma, sonuca ulasmak icin her
tiirlii yolu deneme hususlarinda aym élgiide hassas olamayabilmektedir. Nitekim imamoglu ve Aygiin’iin
(1999) calismasinda da bizim ¢alismamiza destekler nitelikte bulgulara ulasilmistir.
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Ornek olaylarda gii¢ basar1 ve hazcilik én planda goriiliiyor. Ustteki béliimde ise basari ikinci sirada
giic ve hazcilik sonlarda goriiliiyor, bu durum sundan olabilir: Bireyler sdzle manevi degerlerin 6énemini
soylese de uygulamada gii¢ ve hazcilik da 6n plandadir.

Benzer ¢alismalara bakildiginda; Giiltepeata¢ Ayalp’in (2010) arastirmasinda katilimcilarin goriisleri
degerlendirildiginde genel olarak su sonuglara ulasilmistir: Kisisel menfaatler dogrultusunda kiiltiirel
sermayeler "mantolama” yapilarak kullanilmaktadir. Ihtiya¢ oldugunda giyilmekte, olmadiginda
cikartilmaktadir. Bu sonuglar bizim calismamizla benzerlik gostermektedir. Lisansiistii giris sinavi
orneginde yapilan haksizliga karsilik; cikarini gozetme, gelecek kaygisi, statli sahibi olma arzusu ve
soylem-eylem farklilig1 {izerinde durmuslardir. Cok ilging ki toplumsal normlar1 (hukuk kurallari, din
kurallari, ahlak kurallari, orf ve adetler vb.) anlatan bireyler bile haksiz fiilde bulunabilmektedir. 102 adet
yliksekogretime baslayan 1. simf o6grencisinin katilimiyla yapilan bir ¢alismada 6grencilerin
ylksekodgretimden beklentileri sorgulandiginda; 6g8rencilerin iiniversite egitiminin mutlaka bir meslek
edinme ve is sahibi olmaya katkis1 en biiylik beklentidir. Ardindan insan iliskileriyle ilgili baz1 degerlere
katki ticlincii sirada ise mesleki becerilerle ilgili katki beklenmektedir (Glingér, Kutlu, Erakkus, Dilmacg,
2017, 23). Ilgili calisma sonucuna goére; bireyin isini iyi yapmasi, meslegini yaparken muhatap olacag
kitleye faydali olmasi arzu edilmekle birlikte, "bir diplomam: alayim, rahat veya etiketi olan bir is
bulayim" disiincesinin veya kaygisinin 6n planda oldugu sdylenebilir. Bizim ¢alismamizda da benzer
bulgular gériilmektedir. Is hayatinda da gii¢, basari, konforundan vazgecmeme &éne cikabilmektedir.
Kurumlarin duvarlarinda, internet sitelerinde "Biz bir aileyiz." ekip ruhuna vurgu yapan ifadeler yer
almakla birlikte; isyerlerinde duygusal tacize (mobbing) sik¢a rastlanmaktadir. Sosyal paylasim
sitelerinde popiiler olma bir giic-basar ifadesidir, eglence olarak diistiniildiiglinde zevk vermektedir.
Bizim calismamizda da eglence arayisi, popiiler olma arzusu ve ruh haliyle ilgili sorunlarin sosyal
paylasim sitelerinde bazi olumsuz davranislara sebep olabildigi ifade edilmektedir. Giig, basari, zevk alma
koti seyler degildir ancak diger degerlerin yok sayilmasi, Narsizm’in artmasi, diger bireylerin zarar
gormesi, gibi unsurlar olumsuz olarak nitelenebilmektedir. Hatta sosyal paylasim sitelerinde yayinlamak
amaciyla video ¢ekerken hayatini kaybedenler olmaktadir. Bu durumun farkli bilim disiplinlerine gore
farkli agiklamalar1 olabilir. Modern ¢agin getirdigi yasam bicimi, hayatin hizli bir sekilde akip gitmesi
toplumsal degisimin inanilmaz bas doéndiiriicii bir hizla gelismesi, bireylerin ihtiya¢larinda da birtakim
farklilik ve degisimlere neden olmaktadir. Bu yasanan bas dondiiriicli degisim; bireylerde ve 6zellikle de
calismamizin icinde yer alan genclerde psikolojik problemleri, kisilik ve kimlik sorunlarina, bazi ahlak
problemlerini ahlak algisinda beraberinde getirmistir. Bu durumda farkl psikolojik yardim ile ilgilenen
mesleklerin, yontemlerin bu konuya mutlaka el atmas1 gerekmektedir. Clinkii yasanan psikolojik
gelismeler, bazen ruhi bir hastalik olarak, bazen manevi bir bosluk olarak nitelenebiliyor. Ancak bu
durum insanlarin hayata bakisi, bu sorunlar karsisindaki durumu, buna ¢6ziimleri; yasadiklar1 acilar,
krizler, kimlik bunalimlar1 ahlakla ilgili sorunlar, toplumda yer bulamama; ailenin etkisiyle ilgili yasadigi
sorunlar, krizler karsisinda gencglerimiz kendilerine mutlaka bir manevi yardim aramaktadirlar. Bu
anlamda genclerin uzman Kkisilerle is birligi icinde ¢alismasi gerektigi kesindir. Bu anlamda Turkiye’'de
degerlerin, ilahiyatcilarin, din psikologlarinin, sosyal hizmetler alaninda ¢alisan kisilerin ve genclerle
birebir etkilesimde olan mesleklerin; bunun disinda ailelerin, 6gretmenlerin bu konuya egilmeleri ve is
birligi icerisinde ¢alismalar: zorunludur.

Bazi zihin aliskanliklarinin kazandirmada sorumluluk sahibi yapmak, onlar1 toplum aktif {iye olarak
kazandirmada etkilidir. Ogrenciyi hayata hazirlamada en énemli ve en son toparlayici adimdir iste bu en
son adimin kazandiracagi formasyon ¢ok 6nemlidir (Cafoglu & Akar, 2007, 778).

Insanligin  kusaklar boyu biriktirdigi erdemlerin, degerlerin gelistirilmesinde, yasanan baz
olumsuzluklarin azaltilmasinda katki saglayacagi diisiiniilen bireylerin ve kurumlarin uygun yontemler
gelistirmesi gerekmektedir. Muhatabinin 6zelliklerini tanimadan, toplumun giincel durumunu bilmeden,
insanlar zorla belli kaliplara sokmaya calisarak, soylem-eylem farklilig: ile arzu edilen degerler egitimi
yapilamaz.
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ABSTRACT

The purpose of this study is to analyze the opinions of teacher candidates and teachers regarding children’s literature. It is the
main purpose to determine the opinions which belong to ones who are undergraduate in department of Turkish education and
Turkish teachers doing master degree from the same lecturer at the same period. Children’s literature refers a specific field
which includes vital necessity much more than a course given at the universities. In other words, children’s literature is an
area where we can find lots of facilities to examine "reading culture” from the birth to adolescent. In short, there can be
children’s books. Children’s books are both oral and written stimulates which are prepared by approaching to children’s ages,
necessities and properly developments with an artist sensitivity. With this awareness; as people who put them into practice,
both teacher candidates and teachers’ views play an important role about children’s literature and its effect in children’s lives,
it is an important issue. The study included a case-study method as a qualitative research design. Research staff consists of
sixteen teacher candidates attending to Zonguldak Bulent Ecevit University, Faculty of Eregli Education grade 3rd and four
teachers who do master degree in the same department in 2016-2017 education term. Totally this study include twenty
persons. Semi-structured interviews were used to collect the datas. Semi structured forms which include six questions were
prepared by consulting expert opinions so that we could do research the opinions reading children’s literature. These
interviews were carried out and recorded one-to-one interview technique. Thanks to these interviews, descriptive analysis
style was also used to analyze the obtained data. Following the searches, it has been observed that there have been positive
awareness developments regarding children’s literature between teachers and teacher candidates.

Keywords: Teacher Candidate, Teachers, Children’s Literature Lesson, Children’s Books, The Opinions Regarding Children’s
Literature.

EXTENDED ABSTRACT

Purpose and Significance

Apart from being a course, which is studied at undergraduate and postgraduate grades, children’s literature is an
important area that influences human life starting from early childhood. It is a process affecting academic and
personal success within the frame of needs and developmental features of an individual between the ages of 0-14. In
this respect, the fact that teacher candidates studying at Education Faculties and teachers should be aware of the
importance of children’s literature is a significant topic in this study. In general, the main goal in this study is to
reveal that it is important for teacher candidates and teachers of Turkish Language to have sufficient information on
children’s literature and to suggest quality children’s literature works to their students during lessons based on this
information.

Methods

This study is carried out using case study method which is one of the qualitative research designs. In the study,
convenient sampling method is used. The work group of this research is consisted of 20 persons in total with
maximum variety, “16 teacher candidates” out of 64 teacher candidates studying at 3rd grade in Turkish Language

1 This study was presented and included in the abstract book in 12th AGP International Humanities and Social Sciences Conference, Prague, 4-6
May 2018.
2 Assoc. Prof. Dr., Zonguldak Bulent Ecevit University, Eregli Faculty of Education, ozgulince7 @gmail.com
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Teaching Department in Zonguldak Bulent Ecevit University and “4 teachers” out of 7 students studying for a
master’s degree at the same department. The selected students perform low-medium-high level of success.

Semi-structured interview is used to collect data. For analyzing the views of the teacher candidate at Turkish
Language Teaching Department and teachers of Turkish Language about children’s literature, a semi-structured
interview form consisting of 6 questions is finally prepared after consulting the experts on this topic; and the
interview form is conducted by recording and using one on one interview method. As for the analysis of the data
obtained from interviews, descriptive analysis method is used. The answers given for the semi structured interview
questions are formed into written texts and the data is encoded according to these texts. Also, the data is designated
as frequency based on participants’ opinions and frequency of occurrence.

Results, Discussion and Conclusions

According to the answers given about children’s literature course before taking children’s literature course, it is
stated that most teacher candidates have no knowledge about children’s literature before and teachers don’t have
sufficient knowledge about it although they took this course at undergraduate level. According to the answers given
for the question as how they define children’s literature after taking children’s literature course, it is found out that
most of the teacher candidates and teachers define children’s literature as gaining reading culture and increasing a
desire for reading. Based on the answers given for the question about the goal or goals of children’s literature, most
of the teacher candidates and teachers express that the main goal of children’s literature is to gain reading culture
and for this purpose, books should to be chosen appropriate to age periods and developmental features of
individuals primarily. According to the answers given for the question as “where” and “how” to use children’s
literature in Turkish Language classes as a teacher or a teacher candidate, most teacher candidates state that they
read the books before recommending them; and most teachers express that first they choose and read quality books
and then they recommend them. Based on the answers given for the question about the influence of children’s
literature on them in their daily lives, most teacher candidates say that they read books before recommending them;
most teachers state that they understand the richness of children’s literature. According to the answers given for the
question as what their opinions and suggestions about the importance of children’s literature in an individual’s life
are, most teacher candidates say that it is necessary for teachers; all the teachers indicate that it should be a more
qualified and extensive course during undergraduate period. In the widest sense, it can be said that the awareness of
teacher candidates and teachers about children’s literature has developed positively.

In this study, the main goal is to analyze the views of teacher candidates of Turkish Language who are not
practitioners in educational system and teachers of Turkish Language who are one on one practitioners in the
system. When the studies in literature are analyzed, it is seen that there are studies done about children’s literature
with teachers and teacher candidates at every level of educational system. In general, it is defined in these studies
that teachers and teacher candidates have knowledge on external structure features of basic principles of children’s
literature, but they don’t have sufficient knowledge, consequently, conscious about the internal features, in other
words, quality of children’s literature. In this respect, it is considered that this study is important and necessary
because it reveals whether teacher candidates taking children’s literature course from the same lecturer and
teachers have developed an awareness in this field or not, and it shows the influences of children’s literature on
daily and work lives of them. Within the study, it is considered that studies can be done to evoke sensibility of
students, teachers and academicians in their fields about the importance of children’s literature in early period.
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OZET

Bu calismanin amaci, 6gretmen adaylarinin ve 6gretmenlerin ¢ocuk edebiyatina iliskin goriislerinin incelenmesidir. Ayni
dénem aym ogretim iiyesinden c¢ocuk edebiyati dersini alan hem lisans egitimi goren Tiirkce Egitimi Anabilim dal
ogrencilerinin hem de bu béliimde ytiiksek lisans yapan dgretmenlerin, cocuk edebiyatina iliskin goriislerini belirlemek temel
amagctir. Cocuk edebiyati, yliksekogretimde bir ders olmasindan dte yasamsal bir gerekliligi de iceren bir alandir. Baska bir
soyleyisle, bireyin dogumundan baslayarak ergenlige uzanan siirecte “okuma kiiltiirii” edinmesine olanak saglayan araclarin
yani ¢ocuk Kkitaplarinin yer aldig1 bir alandir. Cocuk kitaplari; ¢ocugun yas diizeyleri, gelisim ozellikleri ve gereksinimleri
dogrultusunda sanatg1 duyarlifiyla hazirlanmis sozlii ve yazili uyaranlardir. Bu bilingle, bu alanin uygulayicilar1 olarak
0gretmen adaylarinin ve 6gretmenlerin ¢ocuk edebiyatinin ¢ocugun yasamindaki yeri ve 6nemi hakkindaki goriisleri 6nemli
bir konudur. Bu c¢alisma, nitel arastirma desenlerinden durum calismasi yontemiyle yiiriitiilmiistiir. Arastirmanin ¢alisma
grubunu, 2016-2017 yili egitim-6gretim déneminde Zonguldak Biilent Ecevit Universitesi, Eregli Egitim Fakiiltesi Tiirkge
Egitimi Anabilim dalinda tgiincii siifta 6grenim goéren “16 6gretmen adayl” ve ayni bolimde yiiksek lisans yapan “4
O0gretmen” olmak tlizere toplamda 20 kisi olusturmaktadir. Verilerin toplanmasinda yar1 yapilandirilmis gériismeden
yararlanilmistir. Uzman goriislerine de basvurularak 6 sorudan olusan yari yapilandirilmis goériisme formu hazirlanmis ve
birebir goriisme yontemiyle kayit altina alarak uygulanmistir. Goriismelerden elde edilen verilerin analizinde ise betimsel
analiz teknigi kullanilmistir. Arastirmanin sonunda, 6gretmen adaylarinin ve 6gretmenlerin ¢ocuk edebiyati dersine bagh
olarak ¢ocuk edebiyatina iliskin farkindaliklarinin olumlu anlamda gelisme gosterdigi belirlenmistir.

Anahtar Kelimeler: Ogretmen Adaylari, Ogretmenler, Cocuk Edebiyati Dersi, Cocuk Kitaplari, Cocuk Edebiyatina iliskin
Farkindalik.

1. Giris

Cocuk edebiyaty, lisans ve lisansiistt diizeyde okutulan bir ders olmasindan 6te bireyin yasamini erken
cocukluk doneminden hatta dogumdan baglayarak etkileyen 6nemli bir alandir. Bagska bir soyleyisle
¢ocuk edebiyati, bireyin 0-14 yas arasinda gereksinimleri ve gelisim 6zellikleri cercevesinde sanatsal
trinlerle akademik ve kisisel basarisini etkileyen bir siirectir. Bu baglamda, ortaokul 6grencilerini
yetistirme sorumlulugu tasiyan oOgretmen adaylarinin ve Ogretmenlerin ¢ocuk edebiyatina iliskin
goriisleri 6nemlidir.

Cocuk edebiyatinin en temel amaci, bireye okuma sevgisi kazandirmak ve okuma kiiltiri
edindirmektir (Dilidiizgiin, 2018; ince Samur, 2016; Sever, 2010). Bu amaca ¢ocuk edebiyatinin nitelikli
tiriinleri olan ¢ocuk kitaplariyla ulasilir. Cocuk kitaplarinin niteliginin yani sira bu kitaplarin hangi yasta,
nasil okutulmasi gerektigi de 6gretmen adaylarinin ve égretmenlerin bilmesi gereken bir konudur. iste bu
noktada okuma kiiltlirii edinme stireci, egitimde yol gosteren bir kavram olarak yer almaktadir. Okuma
kaltiird edinme stireci ardisik bir siirectir; birbirine bagimli ve birbirini biitiinleyen becerilerin
kazanilmasini gerekli kilar. Asamali bir sira izleyen bu siirecin ilk basamagi, “dinleme aliskanligl”
edinmedir. Bu aliskanligin ardindan, “okuma yazma becerisi” edinilir. Bu beceriyi de “okuma aliskanligi
becerisi”, “elestirel okuma becerisi” ve “evrensel okur-yazarlik becerisi” izler. (Sever, 2010:24). Bu
basamaklar okuldncesi, ilkokul ve ortaokul olmak tizere iice ayrilir ve okuma sevgisi, okuma aliskanhgi ve
okuma kiiltiirii edinme evrelerinden olusur.

Okuma kiltiri, Sever (2007:108)’in belirlemesiyle *“Yazili kiiltiir iiriinlerinin diinyasiyla tanismis;
tanistiflt bu diinyanin kendine sundugu iletileri paylasma, sinama, sorgulama yeterligine ulasmis;
bunlarin sundugu olanaklarla yasamay1 aliskanlik haline getirmis bireylerin edinmis oldugu” davranislar
biitiintidir; Yilmaz (2009:134)’a gore, “Bir bireyin, bir toplumsal grubun ya da bir toplumun okuma
eylemi ile iliskilerinin dlizeyi ve niteligi anlamina gelir. Bir baska deyisle, okuma kiltiirii, s6zii edilen

1 Bu ¢alisma, 4-6 May1s 2018 tarihinde “12th AGP International Humanities and Social Sciences Conference, Prague” adli kongrede sozlii bildiri
olarak sunulmus ve 6zet bildiri kitabinda yer almistir.
2 Dr. Ogretim Uyesi., Zonguldak Biilent Ecevit Universitesi, Eregli Egitim Fakiiltesi, ozgulince7 @gmail.com
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birey, grup ya da topluma ait yasam bi¢iminin ‘okuma’ alanina yansiyan béliimiidiir. Kisaca okuma
kiiltiirii, okuma eylemine iliskin bireysel ve toplumsal yasama bi¢imidir”. ince Samur (2016)’a gore ise,
“Yazili ve gorsel kiiltiir tiriinlerinden etkilice yararlanan, bu etkilesimle okumay1 aliskanlik diizeyinden
elestirel okuma becerisine tasiyan ve bu kazanimlar biitiiniinii dogdugu andan baslayarak bireyin,
bireysel ve toplumsal paydada, yasam bi¢cimine doniistiirmesiyle gerceklestirdigi davranislar kiimesidir”.
En genel baglamda okuma kiiltlirii edinme, bireyin gelisimini her yénden olumlu etkileyen bir siiregtir.
Giinimiizde donanimli ve bilgiyi bulmaktan ¢ok kullanabilen insan tipine gereksinim duyulmaktadir.
Cagdas insani belirleyen o6zelliklerin basinda okur-birey olmanin geldigi de sdylenebilir (Dilidiizgiin,
2018). Gelismis bir toplum olabilmek elestiren, diisiinen ve sorgulayan bellekler yetistirmekle dogrudan
iligkilidir.

Okuléncesi donem kitapla tanisma, arkadaslik kurma ve okuma sevgisinin edinildigi donemdir. Sen
(2010:81), dogum o6ncesi gelisimden sonra, bedensel, psikososyal, bilissel ve kisilik gelisimlerinin hizli
oldugu, baz1 beceri ve aligkanliklarin temellerinin atildigi en 6nemli dénem, dogumdan sonraki ilk
yullardir. Cocuklar 0-1 yas doneminde cevre etkilerine karsi diger yaslara gore daha duyarhdir. Ciinkii
kendi yasamini yonlendirebilecek o6zellikleri heniiz tam olarak gelismis degildir. Yasamini
sturdiirebilmesinde gerekli olan saglikli bakim, beslenme, uyku, temizlik ve korunma gibi fizyolojik
gereksinimleri ile ilgi, sevgi, giiven, 6zgiir olma, oyun ve yasitlariyla bir arada olma gibi psikososyal
gereksinimlerinin karsilanmasi i¢in ¢ocuk, cevresinde bulunan bir yetiskinin destegine gereksinim duyar.
Bu donemde c¢ocuk edebiyati iiriinlerinin ¢ocukla dogru uygulamalarla bulusturulmasi gereklidir.
Dowling (2002:139)’e gore, cocuklar icin kitap ve oykiiler, yetiskinlere gére daha 6énemli bir rol oynar.
Bilindigi gibi, cocuklar gliclii duyulara sahiptir ancak bunlar1 tam olarak anlayamayabilirler ya da ac¢ikca
dile getiremezler. Bu nedenle sozciik ve resimleri ile yas-gelisim diizeylerine uygun kisa 6ykii kitaplari
onlara uygun olabilir.

0-2 yasin1 tamamlamis ve bebeklikten (4 hafta-2 yil) ilk cocukluk déonemine gecis yapan cocukta
(Gander ve Gardiner, 2007:127), sozciik dagarcaigi ve kavram gelisimi olusmaya baslar. Oncesinde
yetiskinlere dogrudan bagiml olan ¢ocuk, “ikinci yilda ise konusmaya baglar ve kisisel kimlige sahip
olmak ister; iki ve U¢ yaslarinda ise dili bir disiince araci olarak kullanabilir” (Yavuzer, 2006:37-38).
Sever (2010:29)’e gore, “cocuk kitaplari, cocugun ii¢ yasina ulastig1 bir donemde, onlara anadilinin yap1
ve isleyisine iligkin ilk ipuclarini sunan, dilin ve ¢izginin anlatim giiclinii ve giizelligini yansitabilen gorsel
ve dilsel uyaranlar olarak cocugun yasaminda yer edinmeye baslar”.

Cocuk kitaplarindaki metinlerin temel 6nceligi, 6gretici olmaktan ziyade, yazinsal siiregleri isleten
bilginin yorumlanmasi siirecidir. Bilgi yalnizca olay ya da durumlarin listelenmesi degil ayn1 zamanda
diger gelisimsel ozelliklerle de icicedir (Olson, 2007:16; Hatch, 2010). “Ozellikle ilk bes y1l icinde ana-
babalar ve okuldncesi 6gretmenleri ¢ocuklara otoriter ve baskiya dayali egitim uygulamalarindan
kacinmali, psikolojik acidan saglikli bir gelisim icin demokratik tutumlar icinde gocuk yetistirmenin
Onemini kavramaya calismalidirlar” (Can, 2012:132). Yetiskinlerin bu baglamda biling¢li olmalar ve ¢ocuk
kitaplarini dogru ve etkili kullanmalar1 bu noktada énemlidir.

Vygotsky, cocugun gelisen ve cesitlenen algisiyla sosyal iliskilerinin arttigini ve toplumdaki yerini
kavramaya basladigin1 belirtir. Aristotle, Kkisiligin olusmasi ve gelismesinde kisinin kendisiyle ve
cevresiyle dogru iletisim kurmasinin 6énemli olduguna vurgu yapar (Hall, 2000). Cocugun okula
baslamasiyla 6zellikle bu durum sinif ortaminda kendini daha ¢ok duyumsatir. Egitim, 6grenci ve
O6gretmenin sorumlulugunda yapilandirilan, karsilikli isleyen bir siire¢ ve ortak bir girisimdir. Bu siirecte
0grenci 6gretmenden, 68retmen 6grenciden ve 6grenciler birbirlerinden bircok sey 6grenirler (Russell,
2009:36). En o6zli belirlemeyle, cocuk edebiyatinin yasamsal bir alan oldugunu egitim bilimcilerin
anlamasi ve bunu uygulamaya dékmesi gerekir. Iste bu calismanin temel sorunsal da ¢ocuk edebiyati
dersini ayni Ogretim iiyesinden ayni donem almis 6gretmen adaylarinin ve oOgretmenlerin ¢ocuk
edebiyatina iligkin goriislerini incelemektir.

Alanyazin incelendiginde “cocuk edebiyati” anahtar soézciigi ile ilgili 2018 yilina degin toplam 140
ylksek lisans/doktora tezine ve giincel makalelere ulasilmistir. Bu calismayla iligkili olarak ise
ogretmenler ve 6grencilerle ilgili cahsmalar iizerinde durulmus ve kisaca yer verilmistir. Incelenen
calismalarda, ¢ocuk edebiyati dersinin daha ¢ok niteliginin ve uygulamalarinin 6gretmenler ve 6grenciler
lizerindeki etkileri biciminde ele alindign goriilmektedir. Ugurelli, (2017), “Universitelerde Cocuk
Edebiyat1 Ogretiminin Ogretim Elemani, Ders Kitabi ve Ogrenci Basar Diizeyine Gére Degerlendirilmesi”
adli doktora tezinde, llkemizde yliksekogretim diizeyinde iiniversitelerin hicbirinde Cocuk Edebiyati
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Kiirsiisli olmadig1 géz 6niinde bulundurulursa, 6gretim elemanlarinin ancak bireysel ¢abalarla bu alanda
uzman olabileceklerini belirtmektedir. Bu konuda Yilmaz (2016), “Tiirkce Ogretmeni Adaylarinin Cocuk
Edebiyati Dersine iliskin Diisiinceleri Uzerine Olgubilimsel Bir Arastirma” adli calismasinda da Tiirkge
O0gretmeni adaylarinin ¢ocuk edebiyat1 dersinin igerigini ve saatini yetersiz bulduklari; ¢ocuk edebiyati
dersinde daha aktif olmay1 arzu ettikleri; kullanacaklar1 materyallerle, ders dis1 etkinliklerle bu derste
derinlesmek istedikleri; cocuk edebiyati dersinin cocuktan bagimsiz olamayacagi konusunda bir irade
ortaya koyduklar1 séylenebilir. Ozozen (2014), “Cocuk Edebiyati Dersinin Cocuk Gelisimi Programi
Ogrencilerinin Kitap Okuma Alskanhg Uzerindeki Etkisi” adli ¢alismada kitap okuma aliskanliginin
gelistirilebilir olmasinda saglanacak verimli desteklerden birinin de ¢ocuk edebiyati ve Medya dersinin
okutulmasinin olabilecegi ve bu destegin 6grencilerin ¢ocuk edebiyati hakkinda bilgi sahibi olmalarini
sagladig1 gorilmistr.

Kutlu (2011), “Okuléncesi GCocuk Edebiyat1 Yapitlarindaki Resimlerin Cocuga Géreliginin, Ogretmen
Goriislerine Goére Degerlendirilmesi: Eskisehir ili Ornegi” adl yiiksek lisans tezinde o6gretmenlerin
cogunlugu kitaplari cocuga gore bicimsel acidan degerlendirirken, kitabin boyutu, resim renklerinin canl
ve ilgi cekici olmasi yazilarin puntosu, metin ve resim uyumuna dnem vermislerdir. Turan ve Ulutas
(2016), “Okul Oncesi Egitim Kurumlarindaki Resimli Oykii Kitaplarinin Ozellikleri ile Ogretmenlerin Bu
Kitaplar1 Kullanma Durumlarinin incelenmesi” adli ¢alismada da anaokullarinin %45,3’iinde ¢ocuk
kiitiiphanesi, siniflarin %95,9’'unda kitap merkezi bulundugu, en sik kullanilan 100 kitabin 69’unun yerli,
31’inin ise yabanci yazarlara ait oldugu; kitaplarda cogunlukla sosyal iliskiler, 6zgiiven, yardimlasma ve
aile konularina yer verildigi, 6gretmenlerin %86,5'inin cocuk edebiyati dersi aldig1l, %29,8’inin ¢ocuk
yayinlari ile ilgili etkinliklere katildigi, kitaplarin, aileler ve okul yonetiminin destegi ile temin edildigi,
gln icinde genellikle bir kitap okundugu, kitap okunduktan sonra o6ykiiniin icerigi ve kahramanlari
hakkinda ¢ocuklarla konusulup tartisildigi anlagilmaktadir.

Yazic1 Okuyan (2009), “Tiirkce ve Sinif Ogretmenlerinin Okuma Saatlerinde Kullanilan Cocuk Edebiyati
Uriinlerini Se¢cme Olciitleri” adli ¢alismada 6gretmenlerin okuma saatlerinde kullandiklar1 kitap
seciminde, dzellikle kitaplarin i¢c yap1 ve egitsel ozelliklerine daha ¢ok 6nem verdiklerini gostermistir.
Benzer bir calismada da Temizkan (2011) “Tiirkge Ogretmeni Adaylarinin Cocuk Kitaplarinda Bulunmasi
Gereken Ozellikleri Algilama Durumlar1” adli makalede Tiirkce 6gretmeni adaylarinin cocuk kitaplarinin
dis yapisinda bulunmasi gereken o6zellikler konusunda ortalamanin iizerinde bir bilgi diizeyine sahip
olduklar1 ancak icerik ile dil ve anlatim 6zellikleri agisindan yeterli bilgi diizeyine sahip olmadiklar:
saptanmistir.

Yakar, Yilmaz ve Arslan (2016), “Tiirkce Ogretmeni Adaylarimin Edebiyat ve Cocuk Edebiyati
Kavramlarina iliskin Algilar1” adl caismada Tiirkce 6gretmeni adaylarinin edebiyat ve cocuk edebiyatina
iliskin diisiincelerinin islevle ilgili konularda ortistiigi; tir, dil, bicim, icerik, yazar/kahraman ve eser
isimleri noktasinda ayristig1 belirlenmistir.

Kolag, Demir ve Karadag (2012), “Ogretmen Adaylarinin Dil Egitiminde Cocuk Edebiyat1 Metinlerinin
Kullanimina Yoénelik Goriisleri” adli ¢alismada 6gretmen adaylar1 6ykii, masal, ninni, tekerleme, fabl,
destan, cizgi roman, bilmece, fikra, siir, cocuk dergileri, mani ve karikatiiriin dil gelisimini en ¢ok
destekleyen metin tiirleri oldugunu; dil egitiminde ¢ocuk edebiyat1 lriinlerinden bilincli bir sekilde
yararlanilmadigini belirtmislerdir. Bunun yani sira 6gretmen adaylar1 dil egitiminde ¢ocuk edebiyati
metinlerinden yararlanma konusunda yasanan sorunlari metinlerin tir dagiliminin uygun olmamasi,
lisans egitiminde kuramsal bilgilere yogunlasilmasi ve uygulamaya yeterince yer verilmemesi,
glinlimiizde ¢ocuk edebiyati iirlinlerinin ortaya ¢ikarilmamasi biciminde belirtmislerdir.

Bu c¢alismalarda ¢ocuk edebiyatinin {iniversitelerde bir kiirsii olarak yer almadig1 ve bu nedenle ders
saatlerinin yetersiz oldugu belirlenmistir. Ote yandan 6gretmen adaylarimin okuma aligkanlig
edinmesinde de ¢ocuk edebiyati dersinin medya dersi ile iliskilendirilmesi ve 6gretmen adaylarinin
bilin¢lendirilerek okuma aliskanligi edinmeye kars: isteklendirilmesi iizerinde durulmustur. Okuléncesi
donemdeki 6gretmen adaylarinin gorisleri cercevesinde, cocuk edebiyati yapitlarinin da ¢ocuga goére
olmas1 ve ¢ocuk edebiyatinin temel o6zelliklerini tasimasi gerektigi belirtilmektedir. Tiirkce ve smif
o6gretmenligi bolimindeki 6grencilerle yapilan ¢alismalar cercevesinde de 6gretmen adaylarinin daha
¢ok, cocuk kitaplarinin dis yapi 6zelligi hakkinda bilgi sahibi olduklar1 ancak igerik, dil ve anlatim
ozellikleri hakkinda yeterli bilgiye sahip olmadiklar1 belirlenmistir. Cocuk edebiyatinda tiirlerin
o6neminden s6z edilmis ve ¢ocuk edebiyati iiriinlerinden bilingli bir sekilde yararlanilmasi1 gerektigi
lizerinde durulmustur. Bu ¢alismada ise Tiirkce 6gretmen adaylarinin ve 6gretmenlerinin ¢ocuk edebiyati
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alaninda yetkin olmalar1 ve en etkili uygulamalarla bu bilgileri 6grencilerine aktarmalari iizerinde
durulmaktadir.

2. YONTEM

2.1. Arastirmanin Deseni

Bu calismada, nitel arastirma yaklasimindan yararlanilmistir. Nitel arastirma yaklasiminda odaklanma
anlam tizerindedir ve durumlar katilan kisilerin bakis acisi ile degerlendirilir (Robson, 2015). Calismada
nitel arastirma desenlerinden durum calismasi modeli kullanilmistir. Durum ¢alismasi nitelikli arastirma
yapmanin en yaygin yollarindan biridir (Saban ve Ersoy, 2016; Stake, 2003).

2.2. Calisma Grubu

Bu arastirmada kolay ulasilabilir 6rnekleme yontemi kullanilmistir. Arastirmanin ¢alisma grubunu,
Zonguldak Biilent Ecevit Universitesi, Eregli Egitim Fakiiltesi Tiirkce Egitimi Anabilim dali tigiincii sinifta
O0grenim goren toplam 64 6gretmen adayindan alt-orta-iist dlizeyde basar1 gésteren “16 6gretmen aday1”
ve ayni boliimde yiiksek lisans yapan toplam 7 6grenciden “4 Ogretmen” olmak {izere maksimum
cesitlilik ile toplam 20 kisi olusturmaktadir.

2.3. Verilerin Toplanmasi ve Analizi

Verilerin toplanmasinda yari1 yapilandirilmis goriismeden yararlanilmistir. Yar1 yapilandirilmis
goriisme formu olusturulurken ¢ocuk edebiyati ile ilgili alanyazin arastirilmistir. Yar1 yapilandirilmis
goriisme tekniginin arastirmaciya sundugu en énemli kolaylik, gériismenin énceden hazirlanmis gériisme
protokoliine bagh olarak siirdiiriilmesi nedeniyle daha sistematik ve karsilastirilabilir bilgi sunmasidir
(Yildirim ve Simsek,1999:283). Uzman goriislerine de basvurularak son sekli verilen 6 sorudan olusan
yar1 yapilandirilmis gériisme formu hazirlanmis ve birebir gériisme yontemiyle kayit altina alinarak
uygulanmistir. Bu goriismeler bireysel farkliliklara gore ortalama 20-25 dakika siirmiistir.
Gortusmelerden elde edilen verilerin analizinde ise betimsel analiz kullanilmistir.

Uygulama sonras, yar1 yapilandirilmis goriisme kayitlar1 dinlenerek hi¢bir degisiklik yapilmadan ve
goriisme numaras1 verilerek dncelikle hepsi yazili metin haline getirilmistir. Calismanin gecgerli ve
glivenilir olmasini saglayan bazi yaklasimlar vardir. Bunlardan biri arastirmaci iiggenlemesidir (Creswell,
2014). Bu dogrultuda ¢alismanin verileri yazar tarafindan kodlanmis, bagimsiz iki arastirmaci tarafindan
da kontrolii saglanmistir. Ayn1 zamanda 20 katilimcinin tiimi i¢in inceleme islemi iki ayr alan uzmani
tarafindan bagimsiz olarak gergeklestirilmistir. Goriis ayrihigi olan noktalarda yazarin goriislerine
basvurulmus ve uzlasma yoluna gidilmistir. Degerlendirme sonucunda ¢ikan sonuglar Giivenirlik = Goriis
Birligi/ Goriis Birligi+ Goriis Ayriigl formiili (Miles ve Huberman, 2015) kullanilarak hesaplanmistir.
Yapilan giivenirlik ¢alismasinin sonucunda arastirmanin genel giivenirligi %91 olarak belirlenmistir.
Ardindan sorulara verilen yanitlar ¢oziimlenerek kodlanmis ve bu kodlar ¢ercevesinde ulasilan sonuglar
frekans ve yiizde degerleriyle birlikte verilmistir. Yar1 yapilandirilmis goriisme sorularinin yanitlarinin
yazili metinlerine doniistiiriilmiis hali cercevesinde kodlanan veriler, katilimcilarin goriisleri ve kullanim
sikligina gore frekans ve yiizde olarak belirtilmistir.

Kisaltmalar, 0:0gretmen, OA: Ogretmen aday: olarak yer almaktadir.

3. BULGULAR

Bu boliimde, Turkge 6gretmen adaylarindan ve 6gretmenlerinden ¢ocuk edebiyatina iliskin goriisme
sorulart yardimiyla birebir goérisme kayitlarindan elde edilen veriler c¢ercevesindeki bilgiler
tablolastirilmis ve yorumlanmistir.
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'(Ez?liﬁ ;debiyatl Dersini Almadan Once Cocuk Edebiyati Dersine iliskin Gériisleriniz Nelerdir?
Bilgim yoktu, 7 43,75
Ogretmen Basit bir ders saniyordum 5 31,25
Aday! Ogretici bir ders 4 25
santyordum
Ogretmen Bilgim vardi ama yetersizdi 4 100
Toplam 20

Tablo 1’den anlasilacag gibi cocuk edebiyati dersini almadan once ¢ocuk edebiyatina iliskin goriisler
kapsaminda 6gretmen adaylarindan en yliksek oranla 16’sindan 7’si (% 43,75) ¢ocuk edebiyati hakkinda
daha 6nce “bilgisinin olmadigin1” belirtmistir. 5 (% 31,25) 6gretmen aday1 ise ¢ocuk edebiyatini “basit bir
ders saniyordum” ve en az oranla ise 4 (% 25) 6gretmen aday1 “68retici bir ders saniyordum” demistir.
Ogretmenlerin hepsi yani 4 (%100) ¢ocuk edebiyati dersini daha énce aldiklarim ama bilgilerinin
yetersiz oldugunu belirtmislerdir.

e OA5: Hayir, yoktu. Sadece ¢ocuk kitaplari inceler ve okuruz olarak dar bir goriise sahiptim.

e OA7: Bilmiyordum, tahmin ediyordum. Cocuklara yénelik kitaplar olarak diisiiniirdiim ama
yetersizdi.

e 02: Universitede aldik. Kitap inceledik, cok kapsaml ve yeterli degildi.

e (04: Lisansta tanistim. Ama yeterli degildi, bir kitap okudum.

Yanitlardan da anlasilacagi gibi 6gretmen adaylarinin toplam yaridan fazlasi daha 6nce “cocuk
edebiyati hakkinda bilgi sahibi olmadigin1”; 6gretmenlerin tiimi ise Universitede bu dersi almalarina
karsin “yeterli bilgiye sahip olmadiklari”ni1 belirtmislerdir.

’(I}‘g?liﬁ Edebiyatl Dersini Aldiktan Sonra Cocuk Edebiyatinin Tanimina Iliskin Gériisleriniz Nelerdir?
Ogretmen Okuma sevgisi, aliskanligl ve 10 62,5
Aday1 kiltiirti kazandirmak
Cocugun diinyasina seslenmek 5 31,25
Estetik biling kazandirmak 1 6,25
Okuma istegi arttirmak 3 75
Ogretmen Cocugun diinyasina seslenmek 1 25
Toplam 20

Tablo 2’den anlasilacag gibi cocuk edebiyati dersini aldiktan sonra ¢ocuk edebiyatinin tanimina iliskin
gorisleri soruldugunda, en yiiksek oranla 6gretmen adaylarinin 16’sindan 10’'u (% 62,5) “okuma sevgisi,
aliskanlhig: ve kiltiiri kazandirmak” olarak belirtmistir. Daha az oranla ise 68retmen adaylarinin 5’i (%
31,25) “gocugun diinyasina seslenmek” ve en az oranla 1'i (% 6,25) “estetik biling kazandirmak” olarak
dile getirmistir. Ogretmenlerin ise en yiiksek oranla 3'i (% 75) “okuma istegi arttirmak” olarak
belirtmistir.

e 0A3: Cocuk edebiyati estetik biling saglar.

e OA4: Cocukta okumayl gereksinim haline getirmek, sevdirmek, alistirmak, okuma kiiltiirii
kazandirmak.

e (1: Ogretmenler ve égrenciler agisindan iki boyutludur. Ogretmenler, yetkinlige ulasmali. Cocuklar
acisindan da onlarin diinyasina nasil ulasilacagi diistintilmelidir.

e (2: Asil amaci, okumada istegi arttirmak. Nitelikli kitaplarla zevkli hale getirmek okumay1. Cocuk
duyarligiyla olusturulmali.

Ogretmen adaylarinin ve &égretmenlerin toplam yaridan fazlasi, ¢ocuk edebiyati dersinin okuma
kiltiirii kazandirmak, okuma istegi arttirmak oldugunu belirtmislerdir. Alanyazinda da g¢ocuk
edebiyatinin en temel amaci, ¢ocukta okuma bilinci ve okuma kiiltiirii kazandirmaktir. Bu baglamda ¢ocuk
edebiyati dersini alan 6gretmen adaylarinda ve 6gretmenlerde dersin tanimina iliskin edinim saglandigi
belirlenmistir.
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Tablo 3

Cocuk Edebiyatinin Amaci ya da Amaclart ile ilgili Gériisler

Ogretmen Nitelikli kitap secmek 11 68,75

Aday Cocuga gore kitaplar segcmek 4 25

Okuloncesinde cocuklari 1 6,25
kitaplarla bulusturmak

Ogretmen Cocuga gore kitaplar1 secmek ve 2 50
onermek
Yasamsal gereklilik 1 25
Dil bilinci kazandirmak 1 25

Toplam 20

Tablo 3’ten anlasilacag: gibi cocuk edebiyatinin amaci ya da amaglan ile ilgili goriisleri kapsaminda
6gretmen adaylarinin 16’sindan 11'i (% 68,75) en yiiksek oranla “yas ve gelisim o6zellikleri agisindan
nitelikli kitap secmek” olarak belirtmislerdir. Ogretmen adaylarinin 4’ii (% 25) “cocuga gore kitaplar
secmek” ve 1'i (% 6,25) ise “okuldoncesinde ¢ocuklari kitaplarla bulusturmak” olarak dile getirmislerdir.
Ogretmenlerin 2’si (% 50) ise cocuk edebiyatimin amacinin “cocuga gore kitaplari secmek ve énermek”
olarak belirtmislerdir. Cocuk edebiyatinin amaci olarak % 25 ile diger goriisler ise “yasamsal gereklilik ve
dil bilinci kazandirmak” olarak dile getirilmistir.

e 0A2: Okuma sevgisi kazandirirken daha bilingli olmak, yas diizeylerine gore okuma kiiltiirii
edindirme stiregleri ve hazirbulunusluklari géz 6niine alinmal.

e OA14: Cocugun dogumundan itibaren nitelikli metinlerle bulusturulmasi. Oncelikle resimli
kitaplarla tanistiracagiz, gereksinimlerine uygun siddet icermeyen, onlar1 yasamdan soyutlamadan.
Ben de tiniversitede okumayi sevdim, 6ncesinde hi¢c okumuyordum.

e 01: Cocuk gercekligine uygun kitaplar secilmeli, cocuk eseri nitelikli, diizgiin olmali, cocukta anadili
bilinci uyandirmasi icin, sadece yazili degil, gorsel ve isitsel 6gelerden de yararlanilmal.

Cocuk edebiyatinin en temel amaci, bireye okuma kiltiirii edindirmektir. Bu amacla da kitaplarin
oncelikle bireyin yas ve gelisim 6zelliklerine gore se¢ilmesi gerekir. Bu baglamda dersin amacina iliskin
O0gretmen adaylarinin ¢ogunlugunun “yas ve gelisim oOzellikleri agisindan nitelikli kitap se¢mek”;
o6gretmenlerin ¢ogunlugunun ise “cocuga gore kitaplar1 secmek ve 6nermek” olarak dile getirmeleri her
iki katiimci grubunda da dersin amacina yonelik bir farkindalik olustugu ortaya ¢ikmaktadir.

Tablo 4
Cocuk Edebiyatin1 Bir Ogretmen/ Ogretmen Aday: Olarak Tiirkce Derslerinde “Nerede” veya “Nasil” Kullanildigina
iliskin Goriisler

Ogretmen Kitap 6nermeden énce kendim 9 56,25
Aday1 okurum

Nitelikli kitaplar okutup, sinifta 2 12,5
sundururum
Yas ve gelisim diizeylerine 2 12,5
uygun kitap 6neririm
Cocugun ilgi alanina gore kitap 2 12,5
Oneririm
Derste yaptigimiz gibi eglenceli 1 6,25
hale getiririm

Ogretmen Nitelikli kitaplardan secerim ve 3 75
Oneririm
Baslik, gorseller ve konulara 1 25
Onem veririm

Toplam 20

Tablo 4’te goriildiigl gibi “cocuk edebiyatini bir 6gretmen/ 6gretmen aday olarak Tiirkce derslerinde
“nerede” veya “nasil” kullanildigina iliskin goriisler” sorusu cergevesinde 6gretmen adaylarinin en ¢ok
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oranla 16’sindan 9'u (% 56,25) “kitap onermeden 6nce kendim okurum” demistir. 2'ser (% 12,5)
O0gretmen adayi, “nitelikli kitaplar okutup, simifta 6zglirce sunmalarini saglarim”, yas ve gelisim
diizeylerine uygun kitap oneririm” ve “gocugun ilgi alanina gore kitap 6neririm” yanitlarini vermislerdir.
1 (% 6,25) ogretmen aday1 ise “derste yaptigimiz gibi eglenceli hale getiririm” yanitin1 vermistir.
Ogretmenlerden ise en ¢ok oranla 4 kisiden 3’ii (% 75) “nitelikli kitaplardan secip énce kendim okurum,
sonra Oneririm” yanitin1 vermislerdir.

e (0A12:Kitaplar 6nceden okurum. Oneririm. Takip ederim égrencileri.

e (OA14: Tabii kesinlikle faydalanmamiz lazim. Ogrendiklerimiz kadariyla énce metinleri nitelikli
secmemiz lazim, elestirebilmemiz lazim, 6nce kendimiz okumamiz, daha sonra c¢ocuklara
O6nermemiz lazim.

e (OA16: Simdi bile cevremdeki cocuklardan basladim. Cok pratik bilgiler. Aklima diyelim bir soru
takiliyor, yardimci oldugum 6grenciyle, diger derste sizinle tartisirken cevabini buldum.

e (O1: Kullanmaya calisiyorum, ozellikle bu dersi aldiktan sonra daha dikkatli davraniyorum.
Cocuklara artik nitelikli olmayan kitaplar1 énermiyorum. Oncelikle kendim okuyorum, sonra
tavsiye diyorum. Derslerde de farkli metinler segmeye ve uygulamaya basladim. Cocuk gercekligine
hitap eden, onlarda farkli bakis agisi kazandiracak kitaplar.

e 02: Gorseller ilk dikkati ceker. Bashk da tabii. Konular, Bir Seftali Bin Seftali mesela. Onun
sayesinde empati yapmay1 6grendim, yasam sertveni. Elimden geldigi kadar ders kitabiyla beraber
gotiirityorum. Etkinliklerle Tiirkge Ogretimi kitab1 mesela basucu kitabim, hep yararlaniyorum.

Yanitlar cercevesinde Ogretmen adaylarinin ve o6gretmenlerin nitelikli kitaplar segebilmeleri ve
ozellikle ogrencilerine bu kitaplar1 énermeden 6nce kendilerinin okumasi gerektigine iliskin biling
olusturmalart cocuk edebiyati dersinin islevini yerine getirmesi bakimindan da 6nemli bir veridir.
Ogretmen adaylarinin hizmet 6ncesinde bu bilgiye sahip olmalari, ézellikle “kitap 6nermeden once
kendim okurum” bilincine ulasmalar ileride 68rencilerine nitelikli kitaplar 6nermeleri a¢isindan énemli
bir bulgudur. Ogretmenlerin lisans diizeyinde ¢ocuk edebiyat1 dersini almalarina karsin, égrencilerine
“kitap Onermeden oOnce kendilerinin okumas1” gerektigi bilincine ancak yiiksek lisans diizeyinde
ulasmalar1 6nemli bir veridir. Ciinkii 6gretmenlerin 6grencilerine kitap 6nermeden once o kitab
okumalarn gerekir. Bagka bir soyleyisle bu durum, lisans diizeyinde ¢ocuk edebiyati dersinin nitelikli
islenmesi ve oOgrencide ¢ocuk edebiyatina iliskin farkindalik olusturulmasi gerekliligini ortaya
koymaktadir.

Tablo 5 o

Cocuk Edebiyatinin Giinliik Yasamlarina Olan Etkisi Ile Ilgili Gortisleri

Ogretmen Nitelikli kitap secebiliyorum 9 56,25

Aday Cocuklarin bakis agisini anladim 4 25

Yaraticiligim gelisti 1 6,25
Bu alanin ¢ok genis oldugunu 1 6,25
anladim
Etkilemedi 1 6,25

Ogretmen Cocuk ed. ¢cok zengin bir alandir 3 75
Cocuk ed. kiigcimsenmemelidir 1 25

Tablo 5’te gorildiigi gibi “cocuk edebiyatinin giinliilk yasamlarina olan etkisi ile ilgili gérusleri”
cercevesinde 0gretmen adaylarinin en ¢ok oranla 16’sindan 9'u (% 56,25) “nitelikli kitap secebiliyorum”
yanitini vermislerdir. Diger yanitlar ise 4 (% 25) 6gretmen adaylarinin “gocuklarin bakis a¢isin1 anladim”,
LT’er (% 6,25) 6gretmen adaylarinin “yaraticihigim gelisti”, “bu alanin ¢ok genis oldugunu anladim” ve
“etkilemedi” olarak yer almistir. Toplamda 4 6gretmenden 3’ (% 75) “gocuk edebiyatinin ¢ok zengin bir
alan oldugunu anladim” ve 1'i (% 25) ise “cocuk edebiyatinin kiicimsenmemesi gerektigini anladim”
yanitini vermislerdir.

e 0A4: Okuma egitimi dersiyle birlikte cocuk edebiyati dersi birbirini destekledi. Artik bir kitapciya
gittisimde bir kitabi nasil secebilirim diye diisiinebiliyorum, fikirler sunmaya basladim
arkadaslarima. Kitaplarin icini karistirdifimda daha iyi anlayabiliyorum, kardeslerime yakin
cevremdeki cocuklara oneriler getirebiliyorum. Fark etmeden gizilgli¢c olarak bize katki saglamis.
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Mesela kimya okuyan bir arkadasim hic¢ kitap okumuyordu, ona ilgi alanina uygun olarak kitaplar
onerdim.

OA12: Cocuk edebiyati hakkinda genis bir bilgiye sahip oldum. Bu dersi almasaydim yanhs kitap
onerebilirdim cocuklara. Okuma sevgisini kaybedebilirdi cocuk. Bu agidan ¢ok 6énemli bir gelisim
yarattl.

01: Cocuk edebiyatinin gercekten cok zengin bir alan oldugunu fark ettim. insanlar bu alanda
gercekten cabaliyor. Clinkii ¢ocuklar degerli. Sadece dilbilgisini anlatip c¢ikacagimiz unsurlar
degiller. Bunu fark ettim. Bizler de 6gretmenler olarak 6zellikle daha cok ¢abalamaliyiz, bilingli
olmaliy1z.

03: Sanatcilarin olusturdugu resimlerle yapilmis kitaplarla bulustugumda benim bile resim yapma
istegim artti. Derslerimde 6grencilerimi de bu yonde tesvik etmeye basladim.

Verilen yanitlar cercevesinde, nitelikli kitap se¢ebilme yetisine ulasmak hem 6gretmen adaylar1 hem
de 6gretmenler acisindan 6nemlidir. Ciinkii nitelikli kitap secebilmek nitelikli okur olma siirecini de
dogrudan etkiler. Diger yanitlar ise ¢ocuk edebiyatinin yaraticilik, derinlik, genislik, cocuk bakis a¢is1 gibi
kavramlarina yonelik olarak verilen dikkat cekici doniitlerdir. 1 6gretmen adayinin giinliik yasamima bir
etkisi olmadi yanit1 da bireysel farkliliklari g6z 6niine alma agisindan iizerinde durulmalidir.

Tablo 6
Cocuk Edebiyatinin Birey Yasamindaki Onemine iliskin Gériisler
Ogretmen  Ogretmenler icin gereklidir 8 50
Aday Aileler ve ¢ocuklar arasindaki 3 18,75
kopridiir
Herkes i¢in gereklidir 3 18,75
Cocuklar i¢in gereklidir 1 6,25
Yaratici ve elestirel diislinme 1 6,25
kazandirir
Ogretmen® Universitede daha nitelikli 4 100

verilmelidir

Toplam 20

Tablo 6’da goriildiigii gibi “cocuk edebiyatinin birey yasamindaki énemine iliskin goriisler” sorusu
cercevesinde 16 0gretmen adayindan 8’i (% 50) “08retmenler icin gereklidir” yanitini vermislerdir. 3’er
(% 18,75) 0gretmen aday1 “aileler ve ¢ocuklar arasindaki kopridiir” ve “herkes icin gereklidir”; 1’er (%
6,25) 6gretmen aday1 “cocuklar icin gereklidir” ve “yaratici ve elestirel diisiinme kazandirir” yanitini
vermislerdir. Ogretmenlerin hepsi (% 100) ise “lisans diizeyinde daha nitelikli ve kapsamh verilmelidir”
gorlsiinde yogunlasmistir.

OA5: Gerekli. Gercekten cok sevdim. Bizler yetiskiniz. ilerde cocuklar da yetiskin olacak. Aile ve
cocuk arasindaki iletisim saglayan bir kopridir. Toplum icin en 6nemli 6ge iletisim kurmak. Her
ebeveyn kendi cocuklar1 hakkinda yazi yazmal, cocuk ailesi hakkinda kitap yazmali.. Ulkemizde bu
gibi seylere 6nem verilmiyor. Aileler bilin¢clendirilmeli.

OA13: Bu dersi almadan énce ¢ocuk edebiyatin1 sadece Pinokyo vs. ile biliyordum. Ancak bu alan
cok genismis. Adim duymadifim yazarlari, kitaplar1 tanmidim. Icimdeki cocugu fark ettim, zevk
almaya basladim. Hayal diinyasi olarak farklh gozlerle bakmayir 6grendim. Ge¢mise 0Ozlem
duydugumu fark ettim.

02: Giinliik yasamimda c¢ocuk kitaplar1 okumaya basladim, daha o6nce okumamistim.
Kitiiphanemde artik g¢ocuk kitaplarina da yer vermeye basladim. Zamani geldiginde kendi
cocuguma tavsiye edebilecegim kitaplar olmasinm istiyorum. Ancak bu ders iiniversitede daha
kapsamli verilmeliydi.

03: Erken dénemde alinmali. Belki bir sene degil, iki hatta {i¢ sene alinmal iiniversitelerde.
Atandigimda her agidan 68rencime kitaplar 6nerebilecek, cocuk edebiyatinda yetkin bir 6gretmen
olarak alana baslamaliydim ama béyle bir egitim verilmiyor. Ogrenciligimde tek kitap inceledim
ben. Bu dersin 6neminin anlasilabilmesi icin kitap okumanin 6neminin anlasilmasi gerekiyor.
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Yaklasik dort yilda anladim ki oncelikle velilerden baslanilmali. Okuma projesi baslatilmal,
Ogretmenler, 0grenciler ve veliler arasinda. Rastgele kitap segmektense bilinglenip, kitap okuyarak
bu alanda kendilerini gelistirmeleri saglanmali.

Yanitlar incelendiginde, ¢cocuk edebiyati dersinin 6gretmenler ve 68retmen adaylari icin ¢cok gerekli
oldugu ve lisans diizeyinde bu dersin daha kapsamli ve nitelikli verilmesi gerektigi ortaya ¢ikmistir.

4. Sonug ve Oneriler

Bu calismada, hizmet 6ncesi donemde olan Tiirk¢e 6gretmen adaylarinin ve egitim-6gretimde yer alan
Tiirkce 68retmenlerinin cocuk edebiyati dersine iliskin goriislerini incelemek amaclanmistir. Baska bir
soyleyisle cocuk edebiyatinin bireyin okuma kiltliirii edinmesinde yasamsal bir yeri oldugu
diistintildiigiinde, alandaki 6gretmenlerin ve 6gretmen adaylarinin bu konuda bilinglenmeleri ve onlarda
bir farkindalik olusup olusmadigi 6nemli bir konudur. Bu amagla sorulan sorulara verilen yanitlara iliskin
ortaya ¢ikan goriisler asagida belirtilmistir:

Cocuk edebiyat1 dersini almadan once ¢ocuk edebiyati dersine iliskin bir goériise sahip olup
olmadiklariyla ilgili soruya verilen yanitlara gore, 6gretmen adaylarinin % 43,7’sinin “daha 6nce
cocuk edebiyati hakkinda bilgi sahibi olmadig1”; 6gretmenlerin ise “lisans diizeyinde bu dersi
almalarina karsin yeterli bir bilgiye sahip olmadiklar1” saptanmistir. Bu veri, 6nemli bir noktay:
gozler oniine sermektedir. Ogretmen adaylarinin lisans diizeyinde ¢ocuk edebiyati dersi hakkinda
bilinclendirilmesi, ileride 6gretmen olduklarinda ¢ocuk edebiyatinin 6grencilere aktarilmasi
konusunda bir doniim noktas1 tasimaktadir. Baska bir soyleyisle cocuk edebiyati, nitelikli cocuk
kitaplarinin ¢ocuklarla bulusturulmasi ve onlarin nitelikli okur olmalarinda 6nemli bir alandir. Bu
baglamda cocuk edebiyati, cocuklarla iiniversiteden once hatta okuldéncesinde tanistirilmahdir
(Ince Samur, 2014; Martins and Marques, 2010; Sever, 2010).

Cocuk edebiyati dersini aldiktan sonra c¢ocuk edebiyatini nasil tanimladiklarina iliskin soruya
verilen yanitlara gore, 6gretmen adaylarinin % 62,5’i ve 6gretmenlerin % 75’i, ¢ocuk edebiyati
dersini “okuma kiiltiirii kazandirmak, okuma istegi arttirmak” olarak tanimlamislardir. Bu
baglamda ¢ocuk edebiyatinin anlamina iliskin 6gretmen adaylarinin ve 6gretmenlerin farkindalik
edindikleri gortilmektedir.

Cocuk edebiyatinin amaci ya da amaglari nedir sorusu kapsaminda verilen yanitlara gore, 6gretmen
adaylarinin % 68,7’si “yas ve gelisim ozellikleri agisindan nitelikli kitap se¢mek”, 6gretmenlerin %
50’si “gocuga gore kitaplari se¢mek ve 6nermek”, diger % 50’si ise “yasamsal gereklilik” olarak dile
getirmistir. Ogretmen adaylarinin ve égretmenlerin, cocuklara okuma kiiltiirii edindirebilmek icin
cocugun yas ve gelisim 6zelliklerine uygun nitelikli kitaplarla bulusturulmasi gerektigine iliskin
verdikleri yanitlar olduk¢a 6nemlidir. Ciinkii bu gérev ve sorumlulukta olan egitimcilerin cocuklara
yararll olacaklar1 ve onlar1 okur yapma siirecinde bilingli davranacaklar éngoriilmektedir. Ote
yandan iki 6gretmenin cocuk edebiyati dersinin amagclarindan birini yasamsal gereklilik olarak
belirtmesi de ¢ocuklarin okuma kiltiirti edinmesine iliskin 6nemli doniitlerdir.

Cocuk edebiyatin1 bir 6gretmen ya da 6gretmen aday: olarak Tiirkce derslerinde “nerede” veya
“nasll” kullanirsiniz, sorusu kapsaminda verilen yanitlara gore, 6gretmen adaylarinin % 56,2’si
“kitap 6nermeden 6nce kendim okurum”; 6gretmenlerin % 75’i ise “nitelikli kitaplardan seg¢ip dnce
kendim okurum, sonra oneririm” yanitin1 vermislerdir. Bu baglamda 6gretmen adaylarinin ve
O0gretmenlerin, derste kitap okutmadan 6nce kitaplar1 okumalar1 gerektigi bilincine ulastiklari
saptanmustir. Ogrencilere kitap énermeden énce egitimcilerin o kitab1 mutlaka okumasi ve ¢ocuk
edebiyatinin temel ilkelerine uygun olup olmadigini belirlemesi gerektigi hem alanyazinda hem de
derslerde siklikla vurguladigimiz bir konudur.

Cocuk edebiyatinin giinliik yasamlarina olan etkisi ile ilgili goriisleri, kapsaminda verilen yanitlara
gore, 0gretmen adaylarinin en ¢ok oranla 16’sindan 9'u (% 56,2) “nitelikli kitap secebiliyorum”
yanitini vermislerdir. Diger yanitlar ise 4 (% 25) 6gretmen aday: “cocuklarin bakis a¢isin1 anladim”,
1’er (% 6,25) 6grenci “yaraticiligim gelisti”, “bu alanin ¢ok genis oldugunu anladim” ve “etkilemedi”
olarak yer almistir. Toplamda 4 6gretmenden 3'i (% 75) “cocuk edebiyatinin ¢ok zengin bir alan
oldugunu anladim” ve 1'i (% 25) ise “cocuk edebiyatinin kiigimsenmemesi gerektigini anladim”
yanitini vermislerdir.
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e Cocuk edebiyatinin birey yasamindaki dnemine iliskin goriis ve Onerileriniz nelerdir, sorusu
kapsaminda verilen yanitlara gore, 6gretmen adaylarinin % 50’si “68retmenler i¢cin gereklidir”;
O0gretmenlerin % 100’0 yani timdu ise “lisans diizeyinde daha nitelikli ve kapsamli verilmelidir”
yanitini vermislerdir. Bu baglamda 6gretmen adaylari ¢ocuk edebiyatimi bir gereklilik olarak
gortrken, 6gretmenler ise lisans diizeyinde yiiksek lisansta oldugu gibi daha derinlemesine ve
nitelikli verilmesi gerektigi goriisiindedirler.

Alanyazindaki calismalar incelendiginde cocuk edebiyatiyla ilgili olarak 6gretmenler ve 6gretmen
adaylari ile her egitim-6gretim kademesinde calismalar yapildig1 gorilmektedir (Turan ve Ulutas, 2016;
Yakar, Yilmaz ve Arslan, 2016 Yilmaz; 2016; Kolag, Demir ve Karadag, 2012; Ozézen, 2014; Kutlu, 2011;
Temizkan, 2011; Yazic1 Okuyan, 2009). Bu calismalarda 6gretmenlerin ve 68retmen adaylarinin ¢ocuk
edebiyatinin temel ilkelerinden dis yap1 6zelligi hakkinda bilgi sahibi olduklar1 ancak kitaplarin icerik
ozellikleri hakkinda yeterli donanimda olmadiklari saptanmistir. Bu ¢calismada ise 6gretmen adaylarinin
c¢ocuk edebiyatinin temel o6zellikleri hakkinda yeterli bilgiye sahip olduklari; nitelikli ¢ocuk kitabi
secebildikleri; 6grencilerinin yas ve gelisim 6zelliklerine gore kitap 6nerebilme yetkinligine ulastiklari
belirlenmistir. Bu baglamda bu c¢alismanin 6gretmen adaylarinin ve 6gretmenlerin, ¢cocuk edebiyati
alaninda kuramsal ve uygulama ac¢isindan yeterli donanima ulasmalarini, ¢cocuk edebiyatim1 giinliik ve
mesleki yasamlarinda bilingle kullanabilmelerini kendi goriisleriyle ortaya koymasi1 bakimindan énemli
ve gerekli oldugu diisiiniilmektedir.

Sonuc olarak, 6gretmen adaylarinin ve 6gretmenlerin goriislerine gore cocuk edebiyati, bir ders
olmasindan o6te kisinin bireysel ve mesleki yasamini etkileyen bir siire¢ oldugu ortaya konulmustur.
Baska bir sdyleyisle, bu calismayla lisans ve lisansiistii dlizeyde egitim alan 6gretmen adaylarinin ve
O6gretmenlerin, okuma kiltiirii edinme siirecinde temel ara¢ olan ¢ocuk edebiyati hakkinda farkindalik
olusturduklari ortaya konulmustur.

Calisma baglaminda 6gretmen adaylarina ¢ocuk edebiyatiyla ilgili kuramsal ve uygulamal bilgilerin
yalnizca bir donem (3.sinif) degil, en azindan son sinifta da staj yapilirken verilmesi; 6gretmenlere ise
giincel bilgileri takip edebilmeleri ve bilgilerini yenilemeleri agisindan ¢ocuk edebiyatiyla ilgili belirli
periyodlarda alan uzmanlari tarafindan hizmet i¢i egitim verilmesi 6nerilmektedir.
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ABSTRACT

Values are aimed at educating individuals with character, moral and personality. Factors such as school, environment, media
and social media play an active role in the education of values, the process by which values are transferred to the child. Schools
have a large share in transferring the values of a society to children. For this reason, it is important to examine the textbooks
prepared according to the curricula of the courses and the curriculums of the curriculum from the perspective of education of
the values, in order to show what the value transfer is. The aim of the study is to determine the values in Turkish course and
activity books. The research was planned as qualitative research and document analysis was used in the research. The study
object of the study constitutes Turkish textbooks (5 books) used in the 5th and 6th grades in 2017-2018 academic year. Books
were subjected to content analysis in order to reach finds. As a result of the research, 2015 Turkish Lessons (1-8 Grades)
Curriculum, 2017 Turkish Curriculum (Primary and Secondary Schools 1, 2, 3, 4, 5, 6, 7 and 8 Grades) and T.C. It has been
determined that there is no system in the presentation of the values mentioned in the press conference titled "On the Renewal
and Change in Curriculum Activities" dated 18.07.2017 of the Ministry of National Education and Training Board. There is no
balance in the distribution of values in the course and activity books examined. When a lot of values are given to a few values,
it is determined that some values have little or no values. Furthermore, it was determined that "Middle School Turkish Class 5
Classroom Book" is richer than other textbooks examined in terms of values. It is thought that the results of the research will
contribute to the development of value education in Turkish textbooks.

Keywords: Value, Value Education, Secondary Turkish Course Book.

EXTENDED ABSTRACT

Purpose and Significance

The aim of this research is to determine the values in the Turkish course and activity books. "Teaching of Values"
will be held in 2015 Turkish Language Teaching Program and 2017 Turkish Language Teaching Program (Primary
and Secondary Schools 1, 2, 3, 4, 5, 6, 7 and 8 Grades) is given. Examination of the course and workbooks prepared
according to the mentioned programs in terms of education of values is important in terms of determining whether
the targets stated in the programs are being attained. The new books to be prepared will also be able to see the
current situation.

Methods

Research is planned as qualitative research. This research aims to analyze secondary school Turkish lessons and
activity books in terms of value education, so document analysis was used in the research. Content analysis was
conducted by reading Turkish textbooks (5 books) used in the 5th and 6th grades in 2017-2018 academic year.

! This article is an expanded version of the paper presented at the 3rd International Congress of Values Education held at Zonguldak Bulent
Ecevit University on 5-6.04.2018.

2 Assoc. Prof. Dr., Gazi University, Gazi Faculty of Education, kemalettindeniz@hotmail.com

3 Lecturer Dr., Zonguldak Bulent Ecevit University, Alapli Vocational School, efecankaragol@gmail.com
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Results

The "love" value is seen most in the "Middle School Turkish Class 5 Tutorial Book". This value is given in 31 different
places, 18 of which are in effect and 13 of which are in the text. Book love 13, Anatolian love 4, nature love and
human love 3, animal love 2, father love, flag love and Mustafa Kemal love once pass.

The most prevalent value in the “6th grade Turkish Course and Event Book (MEB Publications)” is "Friendship".
"Friendship" values were found in 8 places, 6 of which were in texts and 2 were in texts.

A total of 12 different values have been reached in the “6th Grade Turkish Course and Event Book (MEB
Publications)” under the subject "We and Our Values". 11 of these values are the values stated in the 2015 Turkish
Language Teaching Program. 5 of the stated values are not included in the course and activity book. 68,75% of the
values stated in the program were used. When the values are taken into account repeatedly, “6th grade Turkish
Course and Event Book (MEB Publications)” has 25 values in the "We and Our Values".

The most valued value is "love" in the 6th grade Turkish Lesson and Event Book (Basak Publications) 's "Theme of
Us and Our Values". In the 4 events, "love" values were determined in 8 places, 4 of them in texts. Child love 3,
mother, friend, and tree love are determined in one place. There is no type of love value in 2 different places. This
value follows the "friendship" value used in 7 different places. 4 in activities and 3 in texts.

Discussion and Conclusions

It is determined that there is no balance in the distribution of values in the 5th grade textbook of Middle School
Turkish. This finding is similar to the findings of the research conducted by Giil (2017). The research conducted by
Kaskaya and Duran (2017) on the values of elementary school textbooks resulted in the most emphasized values in
Turkish textbooks being "love", "benevolence", "patriotism", "sharing” and "respect". These results overlap with the
findings of the research. Pilav and Erdogan (2016) found that "love" and "national values" were most frequently

included in the 5th grade Turkish textbooks. These results support the findings in the research.

There is no balance in the distribution of values in the course and activity books examined. When a lot of values are
given to a few values, it is determined that some values have little or no values.

2015 Turkish Course (1-8th Grades) Curriculum, 2017 Turkish Curriculum (Elementary and Secondary Schools 1, 2,
3,4,5, 6,7 and 8 Grades) and T.C. Considering the values of the press conference titled "On Curriculum Renewal and
Change Studies ..." dated 18.07.2017 of the Ministry of National Education Ministry of Education Board of Education,
87.5% of the values that should be in "Middle School Turkish Class 5 Coursebook” "6. Class Turkish Course and
Event Book (MEB Publications) ", 68.75%," 6. Class Turkish Course and Event Book (Basak Publications) "found
56,25%. These results show that "Middle School Turkish Class 5 Tutorial Book" is richer in terms of values.
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OZET

Degerler egitimi, karakterli, ahlakl ve kisilik sahibi bireyler yetistirmeyi amaglar. Degerlerin ¢ocuga aktarilmasi stireci olan
degerler egitiminde, basta aile olmak {izere okul, cevre, medya ve sosyal medya gibi unsurlar etkin rol oynamaktadir. Bir
toplumun degerlerini ¢ocuklara aktarmada okullara biiyiik pay diismektedir. Bu nedenle derslerin 6gretim programlari ve
programa gore hazirlanan ders kitaplarinin degerler egitimi acisindan incelenmesi, deger aktariminin ne durumda oldugunun
ortaya konulmasi agisindan 6nemlidir. Buradan hareketle arastirmanin amaci, Tiirkge ders ve etkinlik kitaplarindaki degerleri
tespit etmektir. Arastirma nitel arastirma olarak planlanmis ve arastirmada dokiiman analizi kullanilmistir. Arastirmanin
inceleme nesnesini 2017-2018 Egitim-Ogretim Yiinda 5. ve 6. smiflarda kullamilan Tiirkce ders kitaplar1 (5 Kkitap)
olusturmaktadir. Bulgulara ulasmak icin kitaplar icerik analizine tabi tutulmustur. Arastirmanin sonucunda, 2015 Tiirkce
Dersi (1-8. Smmiflar) Ogretim Programi, 2017 Tiirkce Dersi Ogretim Programi (ilkokul ve Ortaokul 1, 2, 3, 4, 5, 6, 7 ve 8. Siiflar)
ve T.C. Milli Egitim Bakanligi Talim ve Terbiye Kurulu Baskanlhiginin 18.07.2017 tarihli “Miifredatta Yenileme ve Degisiklik
Calismalarimiz Uzerine..” bashkhl basin toplantisi dokiimaninda yer alan degerlerin sunulmasinda bir sistem olmadig
belirlenmistir. Incelenen ders ve etkinlik kitaplarinda degerlerin dagiliminda bir denge yoktur. Birkac degere cok fazla yer
verilirken bazi degerlere az yer verildigi hatta hig yer verilmeyen degerler oldugu tespit edilmistir. Ayrica “Ortaokul Tiirkge 5.
Sinif Ders Kitab1”nin degerler bakimindan incelenen diger ders kitaplarina gére daha zengin oldugu belirlenmistir. Arastirma
sonuglarinin Tiirkee ders kitaplarindaki degerler egitiminin gelistirilmesine katki saglayacag diistiniilmektedir.

Anahtar Kelimeler: Deger, Degerler Egitimi, Ortaokul Tiirk¢e Ders Kitabi.

1. Giris

Degerler egitimi, karakterli, ahlakli ve kisilik sahibi bireyler yetistirmeyi amaclar. Degerlerin ¢ocuga
aktarilmasi siireci olan degerler egitiminde, basta aile olmak iizere okul, cevre, medya ve sosyal medya
gibi unsurlar etkin rol oynamaktadir. Bir toplumun degerlerini ¢ocuklara aktarmada okullara biiyiik pay
diismektedir. Bu nedenle derslerin 6gretim programlar ve programa gore hazirlanan ders kitaplarinin
degerler egitimi acisindan incelenmesi, deger aktariminin ne durumda oldugunun ortaya konulmasi
acisindan 6nemlidir.

Deger, "Bir seyin onemini belirlemeye yarayan soyut ol¢ii, bir seyin degdigi karsilik, kiymet (TDK)"
olarak tanimlanmaktadir. Degerler, bireyin davranislarina farkli boyutlarda rehberlik eden kistaslardir.
"llk kez Znaniecki tarafindan sosyal bilimler literatiiriine kazandirilan deger kavrami Latince ‘degerli
olmak’ veya ‘giiclii olmak’ anlamina gelen ‘valere’ kokiinden tiiremistir. (Bilgin, 1995, s. 83)" Sen (2007, s.
5)'in belirttigi lizere "Degerler, toplumun sahip oldugu kiiltiir icinde kaliplasmis standartlardir. Toplumun
bireyleri de bu standartlara gore hareket eder. Ancak bu standart degerlere uyma zorunlulugu kesin
sinirlarla cizilmemigtir."

Degerlerin tasnifinde arastirmacilar farkli gorusler ileri strmiislerdir: Rokeach, degerleri temel
degerler ve yardimci-ara¢ degerler olmak iizere ikiye ayirmistir. Scwartz, kisinin biyolojik bir organizma
olarak ihtiyaclarina, sosyal etkilesim icindeki zaruriyetlerine ve grubun hayatta kalmasi ve diizglin
isleyebilmesi i¢in gereksinimlerine gore bir tasnif yapmistir (Giilden, 2014, s. 42). Her toplumun kendi
degerleri vardir ve bu degerler, fertlerin icinde yasadig1 topluma saglikl bir sekilde uyum saglamasinda
onemli rol oynamaktadir.

Karakterli, ahlakl ve kisilik sahibi bireyler yetistirmeyi amaclayan degerler egitiminde okul 6nemli bir
yere sahiptir. Giiven (2014, s. 508)'in belirttigi gibi "Toplumlarin sahip oldugu degerleri aktarma ve
yasatmada en temel gorev egitim kurumlarina diismektedir. Bu nedenle iilkemizde son yillarda degerler
egitimine 6zel olarak 6nem verilmeye baslanmistir." Ayrica iyi ve erdemli insan olmak, saglam karakterli

1 Bu makale, 5-6.04.2018 tarihinde Zonguldak Biilent Ecevit Universitesinde diizenlenen III. Uluslararasi Degerler Egitimi Kongresi’nde sunulan
bildirinin genisletilmis halidir.

2 Dog. Dr., Gazi Universitesi, Gazi Egitim Fakiiltesi, kemalettindeniz@hotmail.com

3 0gr. Gor. Dr., Zonguldak Biilent Ecevit Universitesi, Alaph Meslek Yiiksekokulu, efecankaragol@gmail.com
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bireyler yetistirmek her ailenin, okulun ve toplumun en 6nemli hedeflerinden biridir. Ciinkii saglam
karakterlilik sadece bireyleri degil, toplumun da huzurlu ve mutlu olmasini saglar. Bu hedefi
gerceklestirmek toplumsal kiiltiir degerlerinin gelecek kusaklara aktarilmasina baghdir (Karatay, 2011, s.
1441).

“Degerler Egitimi” konusuna 2015 Tiirkge Dersi (1-8. Siniflar) Ogretim Programi (TDOP, 2015) ile
2017 Tiirkce Dersi Ogretim Programu (ilkokul ve Ortaokul 1, 2, 3, 4, 5, 6, 7 ve 8. Siiflar)’'nda (TDOP,
2017) yer verilmektedir. TDOP, 2015’te “Sinif Diizeyine Goére Temalar ve Konu Ornekleri” tablosuna yer
verilmistir. Bu tabloda yer alan “Biz ve Degerlerimiz” temasinin konu 6rnekleri séyle siralanmistir: Aile,
biiyliklerimiz, insan iliskileri, dostluk, vefa, sadakat, merhamet, saygi, sevgi, paylasma, dayanisma,
yardimlasma, arkadashk, séziinde durma, caliskanlk, diiriistlik vb. (MEB, 2015: s.9). TDOP, 2017’de
“Temalar ve Konu Onerileri”ne yer verilmistir. “Erdemler” tema bashig altinda yer alan konu 6érnekleri
degerler olarak dikkat cekmektedir. Bu erdemler sdyle siralanmistir: ahlak, alcak goniilliiliik, azim,
comertlik, dayanisma, dostluk, diirtistliik, giiven, iyilikseverlik, kardeslik, merhamet, paylasma, sabur,
sadakat, saygi, sevgi, silayirahim, vefa, vicdanl olmak, yardimlasma vb. (MEB, 2017a: s. 18). Ayrica T.C.
Milli Egitim Bakanlig1 Talim ve Terbiye Kurulu Baskanliginin 18.07.2017 tarihli “Miifredatta Yenileme ve
Degisiklik Calismalarimiz  Uzerine..” (BTD) bashkli basin toplantisi dokiimaninda “Yenilenen
Miifredatlarda Degerler ve Degerlerle iliskili Tutum ve Davramislar” bashg altinda bir tabloya yer
verilmistir:

Tablo 1
Yenilenen Miifredatlarda Degerler ve Degerlerle iligkili Tutum ve Davranislar (MEB, 2017b: s. 24)

Degerler Degerlerle iliskili Bazi Tutum ve Davramslar

adalet adil olma, esit davranma, paylasma...

dostluk digerkdmlik, giiven duyma, anlayish olma, dayamisma, sadik olma, vefali olma,
yardimlasma...

diiristlik acik ve anlasilir olma, dogru s6zlii olma, giivenilir olma, séziinde durma...

0z denetim davraniglarini kontrol etme, davranislarinin sorumlulugunu iistlenme, 6z giiven sahibi

olma, gerektiginde 6ziir dileme...

sabir azimli olma, tahammiil etme, beklemeyi bilme...

saygl alcakgoniillii olma, baskalarina kendine davranilmasini istedigi sekilde davranma, diger
insanlarin kisiliklerine deger verme, muhatabinin konumunu, 6zelliklerini ve durumunu
gozetme...

sevgi aile birligine 6nem verme, fedakarlik yapma, giiven duyma, merhametli olma, vefal
olma...

sorumluluk kendine, ¢evresine, vatanina, ailesine karsi sorumlu olma; séziinde durma, tutarli ve

giivenilir olma, davranislarinin sonuclarim iistlenme...

vatanseverlik caliskan olma, dayanisma, kurallara ve kanunlara uyma, sadik olma, tarihsel ve dogal
mirasa duyarli olma, toplumu 6nemseme...

yardimseverlik comert olma, is birligi yapma, merhametli olma, misafirperver olma, paylasma...

2017-2018 Egitim-Ogretim Yilinda 5 ve 6. simif Tiirkce ders ve calisma kitaplari belirtilen iki programa
(TDOP-2015, TDOP-2016) gore hazirlanmigtir. Degerler egitimine yénelik ¢cok sayida arastirma vardir.
Ancak 2017-2018 Egitim-Ogretim Yilindan itibaren Tiirkce derslerinde okutulan 5. ve 6. simf kitaplar
lizerinde degerler egitimi acisindan yapilmis herhangi bir calisma tespit edilmemistir. Bu yargiya
“degerler egitimi”, “Tiirkce” ve “ders Kkitabi” anahtar kelimeleriyle “YOK Tez Merkezi, Dergipark,
ULAKBIM Sosyal ve Beseri Bilimler Veri Tabanlari’nda yapilan arama sonucunda ulasilmistir. Bu
arastirmanin amaci, Tiirkce ders ve etkinlik kitaplarindaki degerleri tespit etmektir. Bu amaca ulasmak
icin asagidaki alt problemler belirlenmistir:
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1. “Ortaokul Tiirkge 5. Sinif Ders Kitab1”’nda (MEB Yayinlari) yer alan metin ve etkinliklerin degerler
egitimi agisindan durumu nedir?

2. “Ortaokul Tiirkge 6. Sinif Ders Kitab1 (MEB Yayinlar1)” ile “Ortaokul Tiirkce 6. Simif Ogrenci Calisma
Kitabi’nda (MEB Yayinlari) yer alan metin ve etkinliklerin degerler egitimi agisindan durumu
nedir?

3. “llkégretim Tiirkce 6. Simif Ders Kitab1 (Basak Yayinlar1)” ile “llkégretim Tiirkce 6. Simf Ogrenci
Calisma Kitab1”’nda (Basak Yayinlari) yer alan metin ve etkinliklerin degerler egitimi agisindan
durumu nedir?

Belirtilen programlara gore hazirlanmis ders ve calisma kitaplarinin degerler egitimi yoniinden
incelenmesi, programlarda belirtilen hedeflere ulasilip ulasilmadigini tespit etmek ac¢isindan dnemlidir.
Hazirlanacak yeni kitaplara da mevcut durumu gérme imkani verecektir. Arastirma, 5. ve 6. siniflarda
okutulan Tiirkce ders ve etkinlik kitaplariyla sinirlandirilmistir. Arastirmaya;

e MEB Yayinlar1 Ortaokul 5. Sinif Tiirkge Ders Kitabi'nin tamamy,

e MEB Yayinlar1 Ortaokul Tiirkce 6. Siif Ders Kitabi'nin “Biz ve Degerlerimiz” temasi

e MEB Yayinlar1 Ortaokul Tiirkce 6. Simf Ogrenci Calisma Kitabi'nin “Biz ve Degerlerimiz” temasi

e Basak Yayinlari ilkogretim Tiirkce 6. Simif Ders Kitabi'nin “Biz ve Degerlerimiz” temasi

e Basak Yayinlan ilkégretim Tiirkge 6. Stmf Ogrenci Calisma Kitabr’'nin “Biz ve Degerlerimiz” temasi
dahil edilmistir.

2. Yontem

2.1. Arastirmanin Modeli

Arastirma nitel arastirma olarak planlanmistir. Nitel arastirma, gézlem, gériisme ve dokiiman analizi
gibi nitel bilgi toplama yontemlerinin kullanildigi, algilarin ve olaylarin dogal ortamda gergekei ve
biitiinciil bir bicimde ortaya konmasina yonelik nitel bir stirecin izlendigi arastirmadir (Yildirim, 1999:
10). Bu arastirma ortaokul Tirkce ders ve etkinlik kitaplarini degerler egitimi acisindan incelemeyi
amagladigindan arastirmada dokiiman analizi kullanilmistir.

2.2. Inceleme Nesnesi

Arastirmanin inceleme nesnesini TDOP, 2015 ve TDOP, 2017’ye gore yazilmis bes Kkitap
olusturmaktadir:

1. Ortaokul Tirkge 5. Sinif Ders Kitab1 (MEB Yayinlari)

2. Ortaokul Tiirkge 6. Sinif Ders Kitab1 (MEB Yayinlari)

3. Ortaokul Tiirkce 6. Sinif Ogrenci Calisma Kitabr (MEB Yayinlari)

4. Ilkégretim Tiirkce 6. Sinif Ders Kitabi (Basak Yayinlari)

5. lilkdgretim Tiirkge 6. Sinif Ogrenci Calisma Kitabi (Basak Yayinlari)

Degerler egitimi son yillarda 6énem verilen bir konudur. YOK Tez Tarama sayfasinda “degerler
egitimi” anahtar kelimesiyle 28.03.2018 tarihinde yapilan aramada 132 teze ulasilmistir:

Tablo 2
“Degerler Egitimi” Konulu Tezlerin Yillara Gore Sayisi

Yil Tez Sayisi

1999
2007
2008
2009
2010
2011
2012

NN o NNw NN
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2013 18
2014 19
2015 27
2016 18
2017 22
Toplam 132

Tablo incelendiginde 2010-2017’de tez sayisinin 123 oldugu goriilmektedir. Bu da “degerler
egitimi” konusunun 2010 yilindan sonra énemli hale geldigini gostermektedir. 2010 yilindan sonra
yayimlanan Tiirkce dersi programlarinda (TDOP, 2015 ve TDOP, 2017) degerlere yer verilmistir. 2006
[Ikégretim Tiirkce Dersi Ogretim Programi’'nda degerler egitimi 6n plana ¢ikarilmamus, deger érneklerine
yer verilmemistir. TDOP, 2015 ve TDOP, 2017’de degerler egitimine yénelik ayrint1 vardir.

TDOP, 2015’te “Biz ve Degerlerimiz” temasinda yer almasi gereken degerlere yer verilmistir. TDOP,
2017’de “Ogretim Programinda Degerler Egitimi” bashginin yani sira “Erdemler” temasi agiklanirken
degerlere yer verilmistir. TDOP, 2015 ve TDOP, 2017’de degerlere yer verildigi icin bu programlara gore
yazilmis 5 kitap (5. ve 6. sinif Tiirkee kitaplari) incelenmistir. 7. ve 8. siniflarda okutulan Tiirkge kitaplari
2006 ilkégretim Tiirkce Dersi Ogretim Programi’na gére yazilmistir.

2.3. Verilerin Toplanmasi ve C6ztimlenmesi

Belirtilen kitaplar okunarak igerik analizi yapilmistir. icerik analizinde temel amag, toplanan verileri
aciklayabilecek kavramlara ve iligkilere ulasmaktir. Ozetlenen ve yorumlanan veriler, icerik analizinde
derin bir isleme tabi tutulur, kavram ve temalar bu analiz sonucu kesfedilebilir. Kavramlar, arastirmaciy1
temalara gotiirtir ve temalar sayesinde olgular daha iyi diizenlenebilir ve daha anlasilir hale getirilebilir
(Yildirim ve Simsek, 2011: 227).

BTD, 2017 ile programlarda (TDOP-2015, TDOP, 2017) belirtilen asagidaki degerler dikkate alinarak
metin ve etkinlikler incelenmistir:

Tablo 3 ) )

BTD, 2017, TDOP, 2015 ve TDOP, 2017'deki Degerler

No. TDOP, 2015 TDOP, 2017 BTD, 2017

1. Aile Ahlak Adalet

2. Arkadashk Algak goniilliiliik Dostluk

3. Biiyiiklerimiz Azim Diirtistlitk

4, Caliskanlik Comertlik Oz Denetim
5. Dayanisma Dayanisma Sabir

6. Dostluk Dostluk Saygi

7. Diiriistlitk Diiriistliik Sevgi

8. Insan iliskileri Giiven Sorumluluk
9. Merhamet lyilikseverlik Vatanseverlik
10. Paylasma Kardeslik Yardimseverlik
11. Sadakat Merhamet -

12. Saygi Paylasma -

13. Sevgi Sabir -

14. So6ziinde Durma Sadakat -

15. Vefa Saygi -
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16. Yardimlasma Sevgi -
17. - Silayirahim -
18. - Vefa -
19. - Vicdanli olmak -
20. - Yardimseverlik

Toplam 16 20 10
Toplam Farklh

Deger Sayisi 6 9 4

Verilen tabloda TDOP, 2015, TDOP, 2017 ve BTD, 2017'deki degerler yer almaktadir. inceleme
nesnesini olusturan ders kitaplar1 bu degerler dikkate alinarak incelenmistir. BTD ve programlarda yer
almayan ancak metin ve etkinliklerde bulunan baska degerler de ¢alismaya dahil edilmistir. Elde edilen
degerler sayilarak tablolastirilmis ve siklig1 ¢ikarilmistir.

3. Bulgu ve Yorumlar
3.1. “Ortaokul Tiirkge 5. Sinif Ders Kitabi (MEB Yayinlari)"ndaki Metin ve Etkinliklerde Degerler

Tablo 4
“Ortaokul Tirkge 5. Sinif Ders Kitab1 (MEB Yayinlar1)”ndaki Metin ve Etkinliklerde Degerler

Degerler f

Adalet 1
Ahlak -
Algak Gontllilik
Azim
Comertlik
Dayanisma

Dostluk

Q 0 = N Ul

Duritstlik

Gliven
lyilikseverlik
Kardeslik
Merhamet
Oz denetim
Paylasma
Sabir
Sadakat

N O O O NN =2 W

N
o

Saygi
Sevgi

w
=

Silayirahim -
Sorumluluk 12
Vatanseverlik 24

Vefa 4
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Vicdanh olmak 3
Yardimseverlik 9
Toplam: 24 Deger Toplam: 21 Deger

“Ortaokul Tiirkce 5. Smif Ders Kitabi”’nda en ¢ok “sevgi” degeri goriilmektedir. 18'i etkinlikte 13’
metinde olmak tlizere 31 farkli yerde bu degere yer verilmistir. Kitap sevgisi 13, Anadolu sevgisi 4, doga
sevgisi ve insan sevgisi 3, hayvan sevgisi 2, baba sevgisi, bayrak sevgisi ve Mustafa Kemal sevgisi birer kez
gecmektedir. 3 yerde sevginin tiirli belirtilmemistir.

“Sevgi” degerini 24 farkli yerde gecen “vatanseverlik” degeri takip etmektedir. 18'i etkinlikte 6’s1
metinde olmak iizere kitapta “vatanseverlik” degerinin dagilimi yapilmistir. “ahlak”, “duriistlik” ve
“silayirahim” degerlerinin 5. sinif Tlrkge ders kitabindaki metin ve etkinliklerde yer almamasi dikkat
cekici bir bulgudur. “adalet”, “comertlik” ve “iyilikseverlik” degerleri birer kez olmak iizere en az yer

» o«

verilen degerlerdir. “algak goniilliiliik” 5, “azim”, “kardeslik” ve “sadakat” ikiser, “dayanisma” ve “dostluk”
sekizer, “giiven” ve “vicdanli olmak” licer, “merhamet” 7, “6z denetim”, “paylasma” ve “sabir” altisar,
“saygl” 20, “sorumluluk” 12, “vefa” 4 ve “yardimseverlik” 9 farkli yerde tespit edilen degerlerdir. insana
saygl 16, Istiklal Marsi’'na ve Atatiirk’e saygi 1 bir yerde ge¢mektedir. 2 farkh yerde saygimin tiirii
belirtilmemistir. Vatana karsi sorumluluk 5, aileye sorumluluk 3, dine, yonetilenlere, arkadasa ve

Tirkceye karsi sorumluluk birer kez gegcmektedir.

Ortaokul Tiirkege 5. Sinif Ders Kitabi1”"nda degerlerin dagiliminda bir denge olmadig1 saptanmistir. Bu
bulgu Giil (2017) tarafindan yapilan arastirmanin bulgulariyla benzerlik arz etmektedir. Kaskaya ve
Duran (2017) tarafindan ilkokul ders kitaplarindaki degerlere iliskin yapilan arastirmada Tiirkce ders
kitaplarinda en ¢ok vurgulanan degerlerin “sevgi”, “yardimseverlik”, “vatanseverlik”, “paylasma” ve “sayg1”
oldugu sonucuna ulasilmistir. Bu sonuglar arastirmanin bulgulariyla ortiismektedir. Pilav ve Erdogan
(2016), 5. simif Tiirkge ders kitaplarinda en ¢ok “sevgi” ve “ulusal degerlere” yer verildigini tespit etmistir.

Bu sonuglar arastirmadaki bulgular1 desteklemektedir.

:'rglg:(,)lful Tiirkce 5. Sinif Ders Kitab1 (MEB Yayinlari)”"ndaki Metin ve Etkinliklerde Yer Alan Diger Degerler

Diger Degerler f
Bagimsizlik 5
Baris 1
Bilimsellik 15
Caliskanlik 7
Duyarlilik 7
Ozgiirliik 4
Tasarruf 3

Toplam 7 Deger

“Ortaokul Tiirkce 5. Simf Ders Kitabi”’nda BTD, 2017 ile TDOP, 2017’de yer almayan 7 farkli deger
gorulmustiir. Bu degerlerden en ¢ok goriileni “bilimsellik” tir. “Bilimsellik” 15 farkh yerde tespit
edilmistir. Bu degeri yediser yerde gortlen “caliskanlik” ve “duyarlilik” takip etmektedir. “Bagimsizlik” 5,
“0zglirlik” 4, “tasarruf” 3, “baris” 1 yerde goriilmektedir.

“5. Siif Tiirkge Ders Kitab1’nda BTD, 2017 ile TDOP, 2017’de gecen 21 farkh degere yer verilmistir.
Ayrica 7 farkli deger tespit edilmistir. Degerler tekrarlariyla dikkate alindiginda “5. Sinif Tiirkge Ders
Kitab1”nda toplam 203 deger vardir. BTD, 2017 ile TDOP, 2017’de toplam 24 farkli degere yer verilmistir.
“5. Simuf Tuirkge Ders Kitabi1"nda bu degerlerin 21’inin kullanilmasi, %87,5 oraninda degerlerin islendigini
gostermektedir.
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3.2. Ortaokul Tiirkge 6. Sinif Ders Kitabi (MEB Yayinlar1)” ile “Ortaokul Tiirkce 6. Sinif Ogrenci Calisma
Kitabi (MEB Yayinlari)”’nda Yer Alan Metin ve Etkinliklerdeki Degerler

Tablo 6
Ortaokul Tiirkce 6. Sinif Ders Kitab1 (MEB Yayinlari)” ile “Ortaokul Tiirk¢e 6. Sinif Ogrenci Calisma Kitab1 (MEB
Yayinlari1)”nda Yer Alan Metin ve Etkinliklerdeki Degerler

-

TDOP, 2015’te “Biz ve Degerlerimiz” Temasinda Yer Alan Konu Ornekleri

Aile
Arkadashk
Biiytiklerimiz
Caliskanlik
Dayanisma
Dostluk

Duristluk

I < T T S \C RS- Uy

Insan iliskileri
Merhamet
Paylasma -

Sadakat -
Saygi 1
Sevgi 4

Soziinde Durma -
Vefa -

Yardimlasma 2

Toplam:16 Deger Toplam: 11 Deger

6. Siif Tiirkce Ders ve Etkinlik Kitab1 (MEB Yayinlari)'nin “Biz ve Degerlerimiz Temasi”’nda en ¢ok yer
verilen deger “dostluk” tur. 6’s1 etkinliklerde 2’si metinlerde olmak iizere 8 yerde “dostluk” degeri tespit
edilmigtir. Bu degeri 4 farkli yerde kullanilan “sevgi” degeri takip etmektedir. 2’si metinde 2’si
etkinliklerde olmak tizere dagilim gosterdigi belirlenmistir. 3 yerde insan sevgisi olarak kullanilan sevgi
degerinin 1 yerde tiirii belirtilmemistir. Bu sonuclar; Firat ve Mocan (2014) ile Sen (2008) tarafindan
yapilan arastirmanin sonuglariyla benzerlik géstermektedir.

Arastirmada dikkat ceken bulgulardan biri de TDOP, 2015’in “Sinif Diizeyine Gére Temalar ve Konu
Ornekleri” tablosunda yer alan “merhamet”, “paylasma”, “sadakat’, “soziinde durma” ve “vefa”
degerlerine 6. Sinif Tiirkge Ders ve Etkinlik Kitab1 (MEB Yayinlar1)'nda hig yer verilmemesidir.

“arkadashk”, “caliskanlik”, “dayanisma”, “diiriistlik”, “insan iliskileri” ve “sayg1” degerlerine birer kez
yer verilmistir. 6. Siif Tirkce Ders ve Etkinlik Kitab1 (MEB Yayinlari)’nmin “Biz ve Degerlerimiz”
temasi’'nda goriilen diger deger sayisi 1'dir. “Hosgori” degeri “Biz ve Degerlerimiz” temasinda bir
etkinlikte yer almaktadir.

6. Siif Tiirkge Ders ve Etkinlik Kitab1 (MEB Yayinlari)'nin “Biz ve Degerlerimiz Temas1”’nda toplam 12
farkli degere ulasilmistir. Bu degerlerin 11’i TDOP, 2015’te belirtilen degerlerdir. Belirtilen degerlerin
5’ine ders ve etkinlik kitabinda yer verilmemistir. %68,75 oraninda programda belirtilen degerlerin
kullanildig1 tespit edilmistir. Degerler tekrarlariyla dikkate alindiginda 6. Sinif Tiirk¢e Ders ve Etkinlik
Kitab1 (MEB Yayinlari) “Biz ve Degerlerimiz” temasinda 25 deger vardir.
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3.3. “llkégretim Tiirkge 6. Sinif Ders Kitabi (Basak Yayinlari)” ile “llkégretim Tiirkge 6. Sinif Ogrenci Calisma
Kitabi (Basak Yayinlari)’nda Yer Alan Metin ve Etkinliklerdeki Degerler

Tablo 7
“llkdgretim Tiirkce 6. Sinif Ders Kitab1 (Basak Yayinlar1)” ile “llkégretim Tiirkce 6. Sinif Ogrenci Calisma Kitabi
(Basak Yayinlari)”"nda Yer Alan Metin ve Etkinliklerdeki Degerler

TDOP, 2015’te “Biz ve Degerlerimiz” Temasinda Yer Alan Konu Ornekleri f

Aile
Arkadashk

Biiyiiklerimiz

=W NN

Caliskanlik
Dayanisma
Dostluk 7
Diirtistliik -
Insan iliskileri 3
Merhamet -
Paylasma -
Sadakat -
Saygi 4
Sevgi 8
Soziinde Durma -
Vefa 2

Yardimlasma -

Toplam: 16 Deger Toplam: 9 Deger

”m

6. Siif Tirkge Ders ve Etkinlik Kitab1 (Basak Yayinlari)'nin “Biz ve Degerlerimiz Temasi”’nda en ¢ok
yer verilen deger “sevgi” dir. 4’1 etkinliklerde 4’i de metinlerde olmak tlizere 8 yerde “sevgi” degeri tespit
edilmistir. Cocuk sevgisi 3, anne, arkadas ve agac sevgisi birer yerde belirlenmistir. 2 farkl yerde sevgi
degerinin tiiri yoktur. Bu degeri 7 farkh yerde kullanmilan “dostluk” degeri takip etmektedir. 4’
etkinliklerde 3’li de metinlerde olmak tlizere dagilim gosterdigi belirlenmistir.

» o«

“dayanisma”, “diirtstlik”, “merhamet”, “paylasma”, “sadakat”, “so6ziinde durma” ve “yardimlasma”
degerleri, TDOP, 2015’in “Sinif Diizeyine Gére Temalar ve Konu Ornekleri” tablosunda yer almasina
ragmen ders ve etkinlik kitabinda islenmemistir. Padem ve Aktan (2014) tarafindan yapilan arastirmada
“merhamet” ve “sadakat” degerlerinin en az yer verilen degerlerden oldugu sonucuna ulasilmistir. Bu
durum arastirmanin bulgulariyla paraleldir.

TDOP, 2015’in “Sinif Diizeyine Gére Temalar ve Konu Ornekleri” tablosunda yer almayan degerlerden
“fedakarlik” degeri bir metinde yer almaktadir.

6. Sinif Tirkce Ders ve Etkinlik Kitabi1 (Basak Yayinlari)’'nda toplam 10 deger vardir. Degerler
tekrarlariyla dikkate alindiginda 6. Sinif Tiirkce Ders ve Etkinlik Kitab1 (Basak Yayinlari)'nin “Biz ve
Degerlerimiz” temasinda toplam 32 deger oldugu tespit edilmistir.

4. Sonug ve Oneriler

“Ortaokul Tiirkce 5. Sinif Ders Kitabi”nda 203 deger vardir. Bu degerlerin 153’ etkinliklerde 50’si
metinlerde yer almaktadir. “Ortaokul Tiirkge 5. Sinif Ders Kitabi1”nda etkinliklerin metinlerden daha ¢ok
deger tasidig1 sonucuna ulasilmistir.
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“6. Sinif Tiirkce Ders ve Etkinlik Kitab1 (MEB Yayinlar1)” “Biz ve Degerlerimiz” temasinda 24 deger
belirlenmistir. Bu degerlerin 19’u etkinliklerde 5’i metinlerde yer almaktadir. “6. Sinif Tiirk¢e Ders ve
Etkinlik Kitab1 (MEB Yayinlar1)”nda etkinliklerin metinlerden daha ¢ok deger tasidig1 saptanmistir.

“6. Smif Tiirkge Ders ve Etkinlik Kitab1 (Basak Yayinlari1)”nda 17’si etkinliklerde 15’i metinlerde olmak
lizere 32 degere ulasilmistir. “6. Sinif Tiirkge Ders ve Etkinlik Kitab1 (Basak Yayinlari)”’ndaki degerler,
diger kitaplara gore metin ve etkinliklerde daha dengeli dagilim gostermektedir.

Incelenen ders ve etkinlik kitaplarinda degerlerin dagihminda bir denge yoktur. Birkac degere cok
fazla yer verilirken bazi degerlere az yer verildigi hatta hic yer verilmeyen degerler oldugu tespit
edilmistir.

Kitaplarin bagh oldugu BTD, 2107, TDOP, 2015 ve TDOP, 2017’deki degerler dikkate alindiginda
“Ortaokul Tiirkge 5. Sinif Ders Kitabi”’nda olmas1 gereken degerlerin %87,5’i, “6. Sinif Tiirkce Ders ve
Etkinlik Kitab1 (MEB Yayinlar1)’nda %68,75’i, “6. Sinif Tiirkce Ders ve Etkinlik Kitab1 (Basak Yayinlar1)”
nda %56,25'i yer bulmustur. Bu sonuglar “Ortaokul Tiirk¢e 5. Siif Ders Kitabi"nin degerler bakimindan
daha zengin oldugunu gostermektedir.

“Ortaokul Tiirkge 5. Sinif Ders Kitab1” ile “6. Simif Tiirkge Ders ve Etkinlik Kitabi (Basak Yayinlar1)”’nda
en ¢ok “sevgi” degerine yer verildigi belirlenmistir. “6. Simif Tiirkce Ders ve Etkinlik Kitab1 (MEB
Yayinlari)”nda ise en ¢ok “dostluk” degerinin oldugu ortaya ¢cikmistir.

Arastirmanin sonuglarindan hareketle asagidaki 6nerilere yer verilmistir:

e Programda ve resmi agiklamalarda belirtilen degerlerin temalara dagilimi dengeli yapilmalidir.

e Degerlerin metin ve etkinliklere dagiliminda bir denge olmalidir.

e Ogrencilere kazandirilacak degerler yaslara gore onceden belirlenmeli ve bu planlamadaki
degerlere gore metinler bulunmaly, etkinlikler hazirlanmalhdir.
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ABSTRACT

Self-efficacy can be defined as the belief about an individual's ability to perform a task. It is known that students’ self-efficacy
beliefs are an important affective feature that influences their academic achievements in the field of education. Therefore, it
can be said that knowing the sources that feed students' self-efficacy beliefs will play an important role in increasing their self-
efficacy beliefs and thus their academic achievements. As a result of literature review, it is seen that the studies on self-efficacy
beliefs and its sources are limited. In this study, it was aimed to adapt the "The Scale of Determining the Sources of Self-
Efficacy Belief" developed for middle school students, for secondary school students. The pilot study of the scale was applied
on 304 secondary students in the spring semester of 2015-2016 academic year. Confirmatory factor analysis was conducted to
determine whether the scale is appropriate for secondary school students. As a result, the discriminatory levels of the items
were found to be quite high. It was also found that the sub-dimensions forming the scale gave reliable results. Moreover, the
new scale confirmed the four-factor structure as in the original scale.

Keywords: Self-efficacy Belief, Sources of Self-efficacy Belief, Scale Adaptation.

EXTENDED ABSTRACT

Purpose and Significance

Self-efficacy expresses the belief that the students hold about their capabilities about completing the academic
activities. Self-efficacy belief is nourished from four sources; performance accomplishments, vicarious experiences,
verbal persuasion and emotional states. As self-efficacy belief effects the students’ performance, determining their
sources of self-efficacy beliefs will provide information about how to increase their self-efficacy belief toward a
course. Also, it was determined that the studies aiming to reveal the students’ sources of self-efficacy beliefs are
quite limited when the related literature was examined. Therefore, this study was aimed to adapt the "The Scale of
Determining the Sources of Self-efficacy Belief" developed for middle school students to the secondary school
students.

Methods

This study is to determine validity and reliability studies of the Scale of Determining the Sources of Self-Efficacy for
secondary school students and English course. The original scale consisted of four factors and a total of 12 items.
Scale items had five-point evaluation options (5 for Completely Agreeing, 4 for Agreeing, 3 for Dismissive, 2 for
Disagreeing, 1 for Absolutely Disagreeing). In the new form of the scale, the items were expressed in the form of
question (ex: How much does the fulfillment of the tasks given in the English course successfully increase the belief
that you will learn the English course) and the options were formed in the five-point evaluation; highly increase 5,
quite increase 4, moderate increase 3, slightly increase 2, never increase 1. The pilot study was carried out on 304
secondary school students. Confirmatory factor analysis was conducted to test whether the scale items and factor
structure were suitable for secondary school students. Also, t-test results for independent groups were examined to
reveal the corrected item-total correlations and the significance of sub-group and upper-group points difference to
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reveal the discriminative of the scale items. The Cronbach Alpha («) internal consistency coefficient was calculated
to determine the internal consistency of the scale items.

Findings

The values of goodness fit index show that the scale structure and the data are compatible with each other. In
addition, the factor loadings of the items in the performance accomplishments factor changed between 0,61 and
0,66, and the item-total correlations ranged between 0,43 and 0,50. The Cronbach Alpha internal consistency
coefficient of this factor was 0,66. Factor loadings of the items in the vicarious experiences factor of the scale were
changed between 0,69 and 0,72, while item-total correlations ranged between 0,54 and 0,61. The Cronbach’s Alpha
internal consistency coefficient of this factor was 0,74. The factor loadings of the items in the verbal persuasion
factor changed between 0,70 and 0,81, and the item-total correlations ranged between 0,58 and 0,67. The Cronbach
Alpha internal consistency coefficient of this factor was 0,78. The factor loadings of the items in the emotional states
factor changed between 0,67 and 0,78, while the item-total correlations ranged between 0,58 and 0,64. The
Cronbach Alpha internal consistency coefficient of this factor was 0,78.

Discussion and Conclusions

As a result, it was observed that the original scale maintained its four-factor structure and all items were included in
the new scale. Moreover, it was concluded that the refined scale was suitable for secondary school students since
the values of goodness fit index were predominantly in good fit range. When the t-test values of the independent
groups that reveal the significance of the difference between the item-total correlation values and the lower-group
and the upper-group with the purpose of revealing the discriminative of the scale items, it can be said that they have
construct validity. In addition, Cronbach's Alpha values, which show the internal consistency coefficient between the
items of the factors other than the vicarious experiences factor, are also in acceptable ranges. Therefore, it can be
said that the new scale accurately measures the sources of self-efficacy belief. The new version of the scale aimed at
determining the secondary school students' sources of self-efficacy beliefs toward English course can be used for
other courses by changing the course name in the scale and by conducting pilot study as well.
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OZET

Oz yeterlik inanci, bireyin bir isi gerceklestirebilmek icin yeteneklerine olan inanci ve giiveni olarak tanimlanmaktadir. Egitim
alaninda da o6grencilerin 6z yeterlik inanglarinin akademik basarilarina etki eden 6nemli bir duyussal o6zellik oldugu
bilinmektedir. Bu baglamda 6grencilerin 6z yeterlik inang¢larini besleyen kaynaklarin bilinmesinin 6z yeterlik inanglarimi ve
dolayisiyla akademik basarilarini artirmada énemli bir rol oynayacagi soylenebilir. Alan yazin incelemesinde 6grencilerin
ingilizce 6z yeterlik inanglar1 ve kaynaklarina iliskin calismalarin sinirh oldugu goériilmektedir. Bu calismada ilkégretim
dgrencileri icin gelistirilen ‘Oz Yeterlik Inanci Kaynaklarini Belirleme Olgegi'nin ortaégretim 6grencilerine uyarlanmasi
amagclanmistir. Pilot calisma 2015-2016 6gretim yili bahar doneminde 304 ortadgretim 6grencisi lizerinde yiritilmustir.
Olgegin ortadgretim égrencilerine uygun olup olmadigini belirlemek amaciyla dogrulayia faktér analizi yapilmistir. Analiz
neticesinde o6lgegin orijinal dlgekte oldugu gibi dort faktérli yapiyr dogruladigi ve olgek maddelerinin ayirt edicilik
diizeylerinin oldukga yiliksek oldugu bulunmustur. Ayrica 6lgegi olusturan alt faktorlerin gilivenilir sonuglar verdigi tespit
edilmistir.

Anahtar Kelimeler: Oz Yeterlik inanci, Oz Yeterlik inanci Kaynaklari, Olcek Uyarlama.

1. Giris

Ogrencilerin, akademik etkinliklerde bagarih olmalarimi saglayan bircok etken bulunmaktadir.
Ogrenme iiriinlerinin kalitesi 6grencilerin bilissel ve duyussal giris davranislarinin yam sira 6gretim
etkinlikleri gerceklestirilirken goz oniinde bulundurulan ipucu, katilim, déniit, diizeltme ve pekistirme
degiskenlerine baghdir (Bloom, 1998). Ayni 6grenme ortaminda baz1 6grenciler ayni bilgi ve becerilere
sahipken akranlarindan daha az bagarih ve motive olduklar1 goriiliir. Ogrenciler arasindaki bu farklihgin
kaynag1 duyussal dzelliklerindeki farklilik olabilmektedir. Bandura (1977), insanlarin bilissel siireclerini
etkileyen degiskenlerden birinin kisilerin 6z yeterlik inanglar1 oldugunu éne siirmektedir. Oz-yeterlik
inanci, “bireyin belli bir performansi gostermek icin gerekli etkinlikleri organize edip, basarili olarak
gerceklestirebilme kapasitesine iliskin inanci” olarak tanimlanmaktadir (Bandura, 1997).

Oz yeterlik inanci, égrencilerin yaptiklar1 secimleri, ortaya koyduklari ¢abayi, giicliiklerle yiiz yiize
kaldiklarinda sergiledikleri 1srar ile azmi ve hayatlarini sekillendiren sayisiz gorevi yerine getirirken
hissettikleri kaygi ve rahathg belirler. Bu inang, 6grencilerin kendileri ve akademik yeterlikleri ile ilgili
sahip olduklar1 algi, bilgi ve beceriler ile ne yapacaklarina, nasil yapacaklarina karar vermelerine
yardimci olur (Pajares & Valiante, 1999). Bu bakimdan 6z yeterlik inanci, 6grenci performansina yon
veren onemli bir duyussal 6zelliktir.

Akademik olarak kendini yeterli hisseden 6grenciler, yeteneklerini gelistirebilecekleri daha zorlayici
aktivitelerle mesgul olma egilimindedirler. Oz yeterlik inanglar1 yiiksek olan égrenciler, daha énce basari
ile sonuglanmis problem ¢ozme becerileri sayesinde kendilerinden daha emin olurlar. Sahip olduklari
yetenekler hakkinda siiphe duyanlarla karsilastirildiklarinda verilen bir gorevi yerine getirmede
kendilerini yeterli goéren 6grenciler, goreve baslamaya hazirdirlar, daha siki c¢alisirlar, giicliiklerle
karsilastiklarinda daha fazla sebat gosterirler ve daha yiiksek basarilar elde ederler (Bandura, 1977).
Buna gore 0z yeterlik inanci 6grencilerin akademik basari, motivasyon ve 6grenmelerinde tamamlayici
bir role sahiptir (Pajares & Schunk, 2005).

1 Bu calisma, birinci yazarin ikinci yazar damsmanliginda tamamlamis oldugu yiiksek lisans tezine dayah olarak gerceklestirilmis olup 26.
Uluslararasi Egitim Bilimleri Kongresinde sunulmustur.
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1.1. Oz Yeterlik Inanci Kaynaklari

Insanlarin sahip olduklar1 bilgi ve yeteneklerine iliskin kisisel inanglari, kendilerini bilme ve
tanimalarina yardimci olan énemli bir gériistiir (Bandura, 1997). Oz yeterlik inanc1 kavraminin yaninda
ogrencilerin bu inanci nasil olusturduklar1 da arastirmacilar tarafindan merak edilen diger bir konu
olmustur. Bandura (1986, 1997), dgrencilerin 6z yeterlik inanglarini, birbirleriyle iliskili dort kaynaktan
edindikleri bilgileri yorumlamalar1 sonucunda olusturduklarini ve gelistirdiklerini 6ne siirmiistiir. Bu
dort temel kaynak; performans basarilari, dolayli yasantilar, sézel ikna ile fizyolojik ve duygusal
durumlardir.

1.1.1. Dogrudan Yasantilar (Performans Bagarilari)

Oz yeterlik inancimin birinci ve en giiclii kaynag), 6grencilerin sergiledikleri performanslarin (basari ya
da basarisizlik durumunu) sonuglarini yorumlamalar: ve degerlendirmeleri anlamina gelen dogrudan
yasantilardir (Bandura, 1986, 1994). Kisisel deneyimlerden olusmasi sebebiyle dogrudan yasantilar
kaynag1 6z yeterlik inancinin olusumuna etki eden en gii¢lii kaynak (Bandura, 1986, 1994) olarak
goriilmektedir. Birgok calisma (Arslan, 2012; Britner & Pajares, 2006; Hampton, 1998, 2003; Lopez &
Lent, 1992; Pajares, Johnson & Usher, 2007; Stevens, Olivarez & Hamman, 2006; Usher & Pajares, 2006,
2009) sonuglar1 bu kaynagin olduke¢a giiclii oldugunu ortaya koymustur. Bireyin bir alanda edinmis
oldugu deneyimler, ayni alana ya da benzer durumlara yonelik 6z yeterlik inancini etkilemektedir
(Bandura, 1997). Ogrenciler akademik bir etkinlik sonunda dogal olarak performanslarini
degerlendirirler. Yeterliklerine iliskin yargilari bu degerlendirmelerle olusmaktadirlar. Ogrencilerin
edindikleri basarili ya da basarisiz deneyimler, 6z yeterlik inanglarini etkiler (Bandura, 1989). Oyleyse,
ogrenciler basarili deneyimler elde ettiklerinde bu ve buna benzer etkinliklerde tekrar ayni sonucu elde
edebileceklerine karsi kendilerine giiven duyarlar. Ote yandan, bagarisiz deneyimler yasanmasi yeterlik
inanglarini zedeler. Ogrencilerin edinmis olduklar1 basarili yasantilar olumlu éz yeterlik inancina sahip
olmalarini saglarken; basarisiz yasantilar da olumsuz 6z yeterlik inancina sahip olmalarina neden olur.
Dolayisiyla, gelistirdikleri 6z yeterlik inanglari, sonraki performanslarini olumlu ya da olumsuz yonde
etkileyecektir (Bandura, 1997). Daha 6nce basarili olduklar1 bir durumla karsilastiklarinda 6grenciler
kendilerine giivenerek hemen ise baslarken, basarisiz olanlar gerekli bilgi ve yeteneklere sahip olsalar
bile kendine giivenmez ve harekete gecmezler. Hissettikleri basarisizlik duygusuyla bastan pes ederler
(Bandura, 1994).

1.1.2. Dolayh Yasantilar

Insanlar 6z yeterlik inanclarini olustururken sadece kendi deneyimlerinden faydalanmazlar. Bir¢ok 6z
yeterlik inanc1 baska kisilerin deneyimlerinden de olusur. Insanlar cevrelerindeki kisilerin davranislarini
gozlemlerler. Bir goreve iliskin gozlenen performans, kisilerin 6z yeterlik inanglarini olusturmalarina
yardimci olur. Bandura’ya (1997) gore, dolayl yasantilar, 6grencilerin akranlarinin ya da model aldiklari
kisilerin performanslarini gézlemleyerek kendi yeterliklerini degerlendirmeleri sonucu olusmaktadir.
Kendileriyle 6zdesim kurdugu kisinin edindigi deneyimler onun 6z yeterlik inancini etkiler. Benzerlik
bulunduguna inandig kisilerin bir gorevi yaparken olumlu sonuglar elde etmesi, onlarin da ayni konuda
basarili olabilecegine karsi inancini artirir ve bu durum onun performansina olumlu etki eder. Buna
karsin, basarisizlik elde edildiginin gozlenmesi de, ayni sekilde 6g8rencilerin bu konuya iliskin
yeteneklerine duyduklari inanci azaltir (Schunk, 1987). Dolayl yasantilar kisilerin kabiliyetlerine karsi
stipheli oldugu ya da heniiz bir yeterlik inancinin olusmadig1 durumlarda 6nemli bir kaynak olmaktadir.
Benzerlik kurulan modelin basarilar goézlemcinin de ayni basariy1 tadacak kabiliyetlere sahip oldugu
inancinin olusmasina yardimci olur. Ayrica gézlemcinin modelle kurdugu benzerlik ne kadar fazlaysa 6z
yeterlik inancinin olusumuna etkisi de o derece fazla olacaktir (Bandura, 1994).

1.1.3. Sozel Ikna

Kendilerini baskalarinin performanslar1 ile karsilastirmanin yani sira, 6grenciler, anne-babalar,
O0gretmenler ve gilivenilir arkadaslardan gelen so6zel ikna ve cesaretlendirmeler yoluyla da 6z yeterlik
inanclarini olusmasini katki saglar. Basarabilecekleri yoniindeki telkinlerin, 6grencilerin yeterliklerine
gliven duymalarini sagladigi, motivasyonlarimi artirdigl ve harekete ge¢melerini kolaylastirdigi bir¢ok
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calismada (Bandura, 1997; Hattie & Timperley, 2007; ve Usher & Pajares 2009) ortaya konmustur.
Bandura (1986), 6z yeterlik inancini sdzel ikna yoluyla diisiirmenin, onu gelistirmekten gercekten daha
kolay olabilecegini belirtmistir. Ogrencilerin 6z yeterlik inanclari, bagarili olabilecekleri konusunda
cevreden duyduklari olumlu ve tesvik edici sozler sayesinde olumlu etkilenirken; diger yandan
basaramayacaklar1 konusundaki soézlerle olumsuz etkilenmektedir (Bandura, 1997). Etkili ikna mesajlari,
ogrencilerin yetenekleri konusunda onlarin inanclarimi gelistirmeli, ayn1 zamanda da dngorilen basariya
ulasilmasini garantilemelidir (Britner, & Pajares, 2006). Abartili ve gercegi yansitmayan sozler, basari ile
sonu¢lanmadiginda 6z yeterlik inancinin zedeleyerek hizlica diismesine neden olmaktadir (Bandura,
1997).

1.1.4. Fizyolojik ve Duygusal Durumlar

Son olarak, Bandura’ya gore (1982) 6z yeterlik inan¢larinin bir kaynagi da 6grencilerin fizyolojik ve
duygusal durumlanidir. Ogrencilerin ruhsal ve fizyolojik durumlar1 6z yeterlik inanglarim etkiler.
Ogrenciler akademik bir gérevi yerine getirirken cesaretlendiren, orta giicliikte ve rahat hissettigi bir
ortamda ise kendini giivende ve huzurlu hisseder. Bu his isini basar ile tamamlayabilecegine inanmasina
yardim eder. Dolayisiyla 6z yeterlik inancinin artmasi ve basarili performans sergilemesi miimkiindiir.
Buna karsin stresli, zorlayici, kaygi ve yorgunluk verici bir ortamda bir isle mesgul oldugunda 6grenciler
de gergin ve huzursuz hisseder. Bundan dolayi, 6z yeterlik inanci olumsuz etkilenerek diiser (Bandura,
1997). Sonuc olarak, 6grenciler akademik etkinlikleri yaparken hangi duygular1 hissederlerse, bu
etkinlikleri tekrar etme istekleri ve basarili olacaklarina dair inanglar1 da artar ya da azalir. Bununla
birlikte, 6grencilerin fiziksel ve duygusal olarak iyi hissetmelerinin saglanmasi ve olumsuz duygusal
durumlarinin azaltilmasi 6z yeterlik inancinm gelistirir (Usher & Pajares, 2009). Olumlu ruh hali kisinin 6z
yeterlik inancini giiclendirir, karamsar ruh hali ise bu inana zayiflatir. Oz yeterlik inanglarini
olustururken 6grenciler bu ruhsal durumlardan edindikleri bilgilere kismen giivenirler (Pajares, 1997).

Bir¢ok alanda oldugu gibi egitim alaninda da 6z yeterlik inancinin 6nemi kesfedilmis ve 6z yeterlik
inancinin, akademik basariy1 etkileyen ve gelistiren 6nemli bir duyussal kavram oldugu calismalarla
kanitlanmistir (Bandura 1997; Pajares 1997; Schunk 1981, 1982, 2011). Egitim arastirmacilari,
ogrencilerin akademik gorevleri yerine getirmek ya da akademik etkinliklerde basarili olmak igin
gelistirdikleri kabiliyetlerine iliskin sahip olduklar1 bu inan¢larinin, akademik performanslarini ¢ok gii¢li
bir sekilde arttirdigim1 bildirmistir (Bandura,1997; Pajares, 1996, 1997; Pajares & Schunk, 2005).
Dolayisiyla, akademik alanda beklenen basariya ulasabilmek i¢cin 6grencilerin 6z yeterlik inanclarini
artiracak ve gelistirecek 6grenme ortamlarn diizenlemek gereklidir. istenen hedeflere ulasmada 6z
yeterlik inancinin oldugu kadar, bu inanci ortaya ¢ikaran kaynaklarinin bilinmesi egitimcilerin hem isini
kolaylastirir hem de kaliteli bir egitimin temelini atmaya yardim eder. Ciinkii 6z yeterlik inang
kaynaklarinin incelenmesi, 6grencilerin 6z yeterlik inanglarinin artirilmasi konusunda destekleyici bir
unsur olusturabilir. Ayni zamanda, 6grencilerinin hangi kaynaktan ne diizeyde etkilendiklerini bilmek,
onlarin 6z yeterlik inanclarini ve buna bagh olarak akademik basarisini olumlu etkileyeceginden ve
artiracagindan dolay1 egitimde ulasilmak istenilen hedeflere daha hizli ve kolay varilabilir.

Igili literatiir incelendiginde, calismalarin ¢cogunda égrencilerin 6z yeterlik inanc1 yiikksek olmasinin
akademik basarilarini artirdigini ortaya koymustur (Bandura 1997; Pajares 1997; Schunk 1981, 1982).
Bundan dolayi, 6z yeterlik inanc1 kaynaklarinin neler oldugu arastirmalarin diger merak edilen konusu
olmustur. Oz yeterlik inancini besleyen bu kaynaklarin neler oldugunu ve hangisinin daha etkili oldugunu
belirlemeye yonelik dlgek gelistirme calismalar1 yapilmistir (Hampton, 1998; Lent, Lopez, & Bieschke,
1991; Lent, Lopez, Brown & Gore 1996; Lopez & Lent, 1992; Kieffer & Henson, 2000; Usher & Pajares,
2006, 2009; White, 2009; Zelenak, 2010 ).

Tiirkiye’deki ilgili arastirmalar incelendiginde genellikle 6z yeterlik inancini belirlemeye yo6nelik
calismalara rastlanmistir. Buna ragmen, 6grencilerin 6z yeterlik inanci kaynaklarinin ortaya ¢ikarilmasini
amaclayan calismalarin oldukca sinirli oldugu tespit edilmistir. Ilk olarak, Ozyiirek (2002) liseli 6grenciler
icin “Matematik Yetkinlik Beklentisi Bilgilendirici Kaynaklar Olcegi” gelistirme calismas1 yapmis ve bu
6lcegin hazirlanmasinda Lent ve digerleri (1996)’da olusturdugu benzer bir 6lcekten yararlanilmistir.
Bununla birlikte, Ozyiirek (2005) daha énce hazirladigi bu élgek icin yaptigi agimlayia faktér analizi
calismasi sonucunda oOlcek maddelerinde ve faktor yapisinda degisiklik yapmis ve oOlgege yeniden
yapilandirmistir. Aybay (2005) ise gelistirilen bu 6l¢egi 8. siniflar i¢in uyarlamis ve yeni haliyle alana

katki saglamistir. Ozyiirek (2010), lise o6grencileri matematik yetkinlik beklentisi bilgilendirici
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kaynaklarini belirlemeye yonelik gelistirdigi 6lgegin yap1 ve ayirt edici gecerligi siirecini aciklayan bir
calisma daha yapmistir. Arslan (2012), ilkogretim 6grencilerinin 6grenme ve performansla ilgili 6z
yeterlik inanglarim yordama giiciinii incelemeyi amacladigl bir ¢alisma icin orijinal bir élgek olan “Oz
Yeterlik Inanci Kaynaklarini Belirleme Olgegi’ni gelistirerek literatiirdeki bosluga onemli bir katki
saglamistir. Aydin, Kondakgi, Temli & Tarkin (2013), Keiffer ve Henson (2000) tarafindan gelistirilen Oz
Yeterlik Kaynaklar1 Olgegini uyarlama calismas1 yapmislardir. Yine, Yurt ve Siinbiil (2014), Usher ve
Pajares (2009) tarafindan gelistirilen “Matematik Oz Yeterlik Kaynaklar1 Olcegi’ni Tiirkce’ye uyarlama

calismasi yaparak alana katki saglamistir.

Bu calismada, Arslan (2012) tarafindan ilkégretim oégrencileri icin gelistirilen Oz Yeterlik Inanc
Kaynaklarim Belirleme Olcegi'nin ortadgretim 6grencilerine uyarlanmasi amaclanmigtir. Yapilan literatiir
taramasi sonucunda ulasilan kaynaklarda ortadgretim 6grencilerinin 6z yeterlik inanci kaynaklarini
belirlemeye yonelik bir 6lgek olmadig tespit edilmistir. Boylece, calismanin lise 6grencilerinin 6z yeterlik
inanci kaynaklarinin belirlenmesine yonelik arastirmalara fayda saglayacag diisiiniilmektedir.

2. Yontem

2.1. Oz Yeterlik Inanci Kaynaklarini Belirleme Olgegi

Olgek, Arslan (2012) tarafindan ilkégretim égrencilerinin 6z yeterlik inanc kaynaklarini belirlemek
amaciyla gelistirilmistir. Olgek, “5’li Likert Tipi Olgek” (tamamen katiliyorum icin 5, katiliyorum igin 4,
karasizim i¢in 3, katilmiyorum icin 2, kesinlikle katilmiyorum i¢in 1 puan) formundadir. Ol¢egin pilot
calismasi1 467 ilkogretim 6-8. sinif 6grencisi uygulanarak gerceklestirilmistir.

Elde edilen verilerin faktér analizine uygun olup olmadigini ortaya koyabilmek icin KMO ve Bartlett'in
kiiresellik testi sonuclarina bakilmistir. Verilerin analizi neticesinde KMO degeri 0,81; Bartlett'in
kiresellik testi degeri 1273,959 olarak bulunmustur. Faktor analizi sonucunda 6lgegin 6z degerleri 1’in
lizerinde olan ve her biri 3 maddeden olusan toplam 4 faktérlii yapiya sahip oldugu ortaya ¢ikmistir. Bu
dort faktor Bandura (1986,1997) tarafindan 6ne siiriilen 6z yeterlik inanci kaynaklarina da uygun olacak
sekilde performans basarilari, dolayli yasantilar, sézel ikna ve psikolojik durum olarak adlandirilmistir.
Performans basarilari alt boyutu bu ¢alismada dogrudan yasantilar olarak adlandirilmistir.

Ogrencilerin 6z yeterlik inanci kaynaklarimi olusturan olcek 4 faktérden olusmakta olup toplam
varyansin % 62,4’'unu agiklamaktadir. Performans basarilar1 faktorii yalniz basina toplam varyansin %
31,4771’ini agciklamaktadir. Performans basarilar faktoriinii olusturan maddelerinin faktor yiikleri 0,74 ile
0,78 arasinda degisip, giivenirlik katsayisi 0,70’tir. Dolayli yasantilar faktorii yalniz basina toplam
varyansin %11,273’unu agiklamaktadir. Dolayli yasantilar faktoriinii olusturan maddelerin faktor yiikleri
0,72 ile 0,79 arasinda degisip, giivenirlik katsayisi 0,68’dir. Sozel ikna faktorii yalniz basina toplam
varyansin %10,685'ini agiklamaktadir. Sozel ikna faktoriinii olusturan maddelerinin faktor ytkleri 0,64
ile 0,82 arasinda degisip, glivenirlik katsayisi 0,68’dir. Psikolojik durum faktorii yalniz basina toplam
varyansin %8,970’ini agiklamaktadir. Psikolojik durum faktoriiniin olusturan maddelerin faktor yiikleri
0,68 ile 0,71 arasinda degisip, glivenirlik katsayisi 0,69 oldugu belirtilmistir. Orijinal 6lgcek ek 1’de
sunulmustur.

2.2. Olcegin Uyarlanma Stireci ve Analiz Yontemleri

Olgegin ortadgretim 6grencileri icin hazirlanan yeni formunda maddeler soru seklinde (6rn: ingilizce
dersinde verilen gorevleri basari ile yerine getirmek o dersi 6grenebilecegine olan inancini ne kadar
artirir?) ifade edilmis ve secenekler besli degerlendirme; Cok artirir (5), Oldukga artirir (4), Orta diizeyde
artirir (3), Biraz artirir (2), Hi¢ artirmaz (1) seklinde yeniden diizenlenmistir (bkz. Ek 2).

Pilot calisma 2015-2016 6gretim yilinin bahar déneminde Zonguldak ili Eregli ilcesinde merkez bir
Anadolu lisesinde ytiriitilmustiir. Calismaya toplam 304 ortadgretim 6grencisi goniilli olarak katilmistir.
Calisma grubunu olusturan 6grencilerin, % 50,3'lnl kiz, % 49,7’sini erkek 6grenciler olustururken;
ogrencilerin % 28,3’ 9. sinif, % 25,7’si 10. sinif, % 26’s1 11. sinif ve % 20,1'i 12. sinif 6grencisidir.
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Olcek maddelerinin ve faktér yapisimin ortadgretim oOgrencileri iizerinde cahsip calismadigin
belirlemek amaciyla dogrulayic faktér analizi yapilmistir. Ogrencilerden elde edilen verilerle 6lgegin
faktor yapisinin uyumlu olup olmadigini ortaya koyabilmek icin iyilik uyum indeksi degerlerinden x2/sd
degeri, RMSEA, GFI, AGFI, CFI, RMR ve NFI degerleri incelenmistir. lyilik uyum indeksi degerlerine iliskin
elde edilen bulgular tablo 1’ de sunulmustur.

Ayrica 6lgek maddelerinin ayirt ediciligini ortaya koyabilmek amaciyla diizeltilmis madde-toplam
korelasyonlarina ve alt grup ile {ist grup puan farkinin anlamlhiligini ortaya koyabilmek icin ise bagimsiz
gruplar icin t-testi sonuclarina bakilmistir. Olgek maddelerinin i¢ tutarhihgini belirlemek icin Cronbach
Alpha («) i¢ tutarhlik katsayis1 hesaplanmistir. Olcek maddelerinin gegerliligi ve i¢ tutarlihgina iliskin
bulgular tablo 2’de sunulmustur.

3. Bulgular ve Yorum

Olcek maddelerinin ortadgretim 6grencilerine uygunlugunu test etmek amaciyla yapilan dogrulayici
faktor analizi neticesinde elde edilen uyum indeksi degerleri tablo 1’de sunulmustur.

Tablo 1

Uyum indeksi Degerleri

Uyum indeksleri Uyum Indeksleri Kabul Edilir Uyum Iyi Uyum Uyum Durumu
Degerleri

x2/sd 1,609 <5 <2 Iyi Uyum

RMSEA 0,045 <0,08 <0,05 Iyi Uyum

RMR 0,055 <0,08 <0,05 Kabul Edilebilir

GFI 0,959 >0,90 >0,95 Iyi Uyum

AGFI 0,933 >0,85 >0,90 lyi Uyum

CFI 0,976 >0,90 >0,95 lyi Uyum

NFI 0,940 >0,90 >0,95 Kabul Edilebilir

Kaynaklar: (Byrne, 2010; Hooper, Coughlan & Mullen, 2008; Hu & Bentler, 1995, 1999; Schermelleh-Engel, Moosbrugger & Miiller, 2003;
Schumacker & Lomax, 2004)

Tablo 1 incelendiginde iyilik uyum degerlerinden olan x2/sd degeri, RMSEA, GFI, AGFI ve CFI
degerlerinin “iyi uyum” araligina denk geldigi, RMR ve NFI degerlerinin ise “kabul edilebilir” araligina
denk geldigi soylenebilir. Bu degerler oOlgcek yapisi ile verilerin birbiriyle uyumlu oldugunu
gostermektedir. Resim 1’de 6lcegin alt faktorleri ve bu faktdrlerde yer alan maddeler sunulmustur.
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Resim 1. Oz-yeterlik Inanci Kaynaklarina iliskin DFA Modeli

Dogyas: Dogrudan Yasantilar (Performans Basarilar1), Dolyas: Dolayh Yasantilar, Sozel: Sézel ikna, Duygusal:
Duygusal Durum.

Olcek maddelerinin ayirt edicilik diizeylerini ortaya koyabilmek amaciyla madde-toplam
korelasyonlar1 hesaplanmis, ayrica alt-iist grup yontemine de basvurulmustur. Tablo 2'de o6lcek
maddelerinin faktor ytkleri, ayirt edicilik indeksi degerleri ve ayrica faktorleri olusturan maddelerin ig
tutarhilik katsayilar1 sunulmustur.

Tablo 2
Olcek Maddelerin Faktor Yiikleri, Ayirt Edicilik indeksi ve I¢ Tutarhlik Katsayilar
Faktor Madde Faktor Yiki rjx t p a
- = 1 0,61 0,43 19,85" 0,000
S 8
EE 2 0,62 0,49 17,39° 0,000 0,66
o0
S 5 3 0,66™ 0,50 15,29" 0,000
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) 4 0,69 0,56 2111 0,000
z é 5 0,72 0,61 25,03° 0,000 0,74
:; ;"} 6 0,70 0,54 22,79° 0,000
7 0,81 0,67 15,39° 0,000
3t 8 0,72 0,61 19,88" 0,000 0,78
o 9 0,70 0,58 16,69° 0,000
. 10 0,78 0,63 1747 0,000
%% 11 0,76 0,64 16,22" 0,000 0,78
E 12 0,67 0,58 23,34° 0,000
p<0,05
*4%9<0,001

Tablo 2 incelendiginde pilot ¢calismadan elde edilen sonuglara gore 6lcek faktorlerinden olan dogrudan
yasantilar faktoriini olusturan maddelerinin faktor yiiklerinin 0,61 ile 0,66 arasinda, madde-toplam
korelasyonlarinin 0,43 ile 0,50 arasinda degistigi goriilmektedir. Bu faktoriin Cronbach Alfa (a) ig
tutarhlik katsayis1 0,66 olarak hesaplanmistir. Olcegin dolayll yasantilar faktoriinii olusturan
maddelerinin faktér yiiklerinin 0,69 ile 0,72 arasinda, madde toplam korelasyonlarinin 0,54 ile 0,61
arasinda degistigi gorilmektedir. Bu faktoriin Cronbach Alfa (o) i¢ tutarhilik katsayisi 0,74 olarak
hesaplanmigtir. Olcegin sézel ikna faktoriinii olusturan maddelerinin faktér yiiklerinin 0,70 ile 0,81
arasinda, madde-toplam korelasyonlarinin 0,58 ile 0,67 arasinda degistigi goriilmektedir. Sozel ikna
faktoriiniin Cronbach Alfa (a) i¢ tutarhlik katsayis1 0,78 olarak hesaplanmistir. Olgegin duygusal
durumlar faktériinii olusturan maddelerinin faktor yiiklerinin, 0,67 ile 0,78 arasinda, madde-toplam
korelasyonlarinin 0,58 ile 0,64 arasinda degistigi goriilmektedir. Duygusal durumlar faktdriiniin
Cronbach Alfa (a) i¢ tutarlilik katsayisi 0,78 olarak hesaplanmistir. Buna gore 6lcek maddelerinin ayirt
edicilik degerlerinin ¢ok iyi oldugu soylenebilir. i¢ tutarlilik katsayilari incelendiginde ise dogrudan
yasantilar faktoriiniin i¢ tutarhlik katsayisinin kabul edilebilir deger olan 0,70’in biraz altinda oldugu
diger faktorlerin i¢ tutarlilik katsayilarinin kabul edilebilir deger araliginda oldugu soylenebilir.

4. Sonug ve Oneriler

Bu calisma, ilkogretim 6grencileri icin gelistirilmis olan 6grencilerin 6z yeterlik inanc1 kaynaklarini
belirleme oOlgeginin ortadgretim 6grencileri icin uyarlanmasina yoneliktir. Calismanin amacina uygun
olarak olgek maddeleri yeniden diizenlenmis ve 304 ortadgretim 6grencisine uygulanmistir. Yapilan
dogrulayici faktor analizi neticesinde orijinal 6lgegin dort faktorli yapisini korudugu ve tiim maddelerin
yeni 6lcekte de yer aldig1 goriilmiistiir.

Dogrulayici faktor analizi neticesinde ek 2’deki 6lgegin iyilik uyum indeksi degerlerinin agirlikh olarak
iyl uyum araliginda oldugundan yenilenmis 6l¢cegin ortadgretim dgrencilerine uygun oldugu sonucuna
ulagilmigtir. Olgek maddelerinin ayirt ediciligini ortaya koyabilmek amaciyla hesaplanan madde-toplam
korelasyon degerleri ile alt grup ve iist grup arasindaki farkin anlamliligini ortaya koyan bagimsiz gruplar
icin t-testi degerleri incelendiginde yap1 gecerliligine sahip olduklar1 sdylenebilir. Ayrica, dogrudan
yasantilar faktori disindaki diger faktorlerin maddeleri arasindaki i¢ tutarhilik katsayisini gosteren
Cronbach Alfa degerlerinin de kabul edilebilir araliklarda oldugu goriilmektedir (George and Mallery,
2016). Bu da o6lcegin 6grencilerin 6z yeterlik inanc1 kaynaklarini dogru bir sekilde dlctiigii sdylenebilir.
Olcek faktorlerini olusturan madde sayisinin ve calisma grubunda yer alan 6grenci sayisinin az olmasi ig
tutarlilik katsayilarinin bu aralikta degismesine sebep olmus olabilir. Olgegin daha biiyiikk érneklem
gruplarinda uygulanmasi daha giivenilir sonuclar vermesini saglayabilir.

Bu dlcek ortadgretim 6grencilerinin ingilizce dersine yénelik 6z yeterlik inanc1 kaynaklarini belirleme
amaciyla diizenlenmistir. Ek 2’de sunulan yeni formu ders adi degistirilerek ve deneme uygulamasi
yapilarak ortadgretimde okutulan farkli derslere de yonelik 6z yeterlik inanci kaynaklarini da belirlemek
icin yapilacak calismalarda kullanilabilir.
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1. Derste verilen gorevleri basari ile yerine getirmek o dersi

0grenebilecegime olan inancimi artirir

2. Sinif arkadaslarimin dersi 6grenebildigini gérmek o dersi
0grenebilecegime olan inancimi artirir

3. Ogretmenimin beni desteklemesi o dersi 6grenebilecegime olan
inancimi artirir

4. Ogretmenimin giiler yiizlii olmasi o dersi 6grenebilecegime olan
inancimi artirir

5. Dersi anladigimi gérmek o dersi 6grenebilecegime olan inancimi artirir

6. Smif arkadaslarimin dersten yiliksek notlar aldigin1 gormek, benimde o
dersten yiiksek notlar alabilecegime inancimi artirir.

7. Ailemin beni desteklemesi o dersi 6grenebilecegime olan inancimi
artirir

8. Dersin eglenceli ge¢mesi o dersi 6grenebilecegime olan inancimi artirir

9. Derse aktif olarak katilmak o dersi 6grenebilecegime olan inancimi
artirir

10. Sinif arkadaslarimin basarilarindan dolay: édiillendirilmeleri benim de
o dersi 6grenebilecegime olan inancimi artirir

11. Ogretmenimin benim hakkimda olumlu konusmalar yapmasi o dersi
Ogrenebilecegime olan inancimu artirir

12. Derste kendimi rahat hissettigim zaman o dersi 6grenebilecegime olan

inancimi artirir
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1. Ingilizce dersinde verilen gérevleri basari ile yerine getirmek o dersi
0grenebilecegine olan inancini ne kadar artirir?
2. Ingilizce dersini anladigini gérmen o dersi 6grenebilecegine olan
inancini ne kadar artirir?
3. Ingilizce dersine aktif olarak katilman o dersi 6grenebilecegine olan
inancini ne kadar artirir?
4. Smif arkadaslarinin Ingilizce dersini 6grenebildiklerini gérmen o dersi
Ogrenebilecegine olan inancini ne kadar artirir?
5. Smif arkadaslarinin Ingilizce dersinden yiiksek not aldiklarini gérmen,
senin de o dersten yliksek notlar alabilecegin inancini ne kadar artirir?
6. Swmif arkadaslarinin Ingilizce dersindeki basarilarindan dolay:
odiillendirilmeleri senin de o dersi 6grenebilecegine olan inancini ne
kadar artirir?
7. Ingilizce 6gretmeninin seni desteklemesi o dersi 6grenebilecegine olan
inancini ne kadar artirir?
8. Ailenin seni desteklemesi o dersi 6grenebilecegine olan inancini ne
kadar artirir?
9. Ingilizce 6gretmeninin senin hakkinda olumlu konusmalar yapmasi o
dersi 6grenebilecegine olan inancini ne kadar artirir?
10. Ingilizce 68retmeninin giiler yiizlii olmasi o dersi 6grenebilecegine olan
inancini ne kadar artirir?
11. Ingilizce dersinin eglenceli gecmesi o dersi 6grenebilecegine olan
inancini ne kadar artirir?
12. Ingilizce dersinde kendini rahat hissetmen o dersi 6grenebilecegine

olan inancini ne kadar artirir?
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ABSTRACT

Purpose of this study is to investigate the chemistry perceptions of elementary school students through metaphors. The study
was carried out in June 2016 with 50 elementary school students attending to the Children's University event held in
Zonguldak Bulent Ecevit University. The age of the participants is between 9 and 14 years. The metaphors of the participants
were investigated by the 3-item open-ended questions and the drawings of the. As a result of the study, it can be said that
elementary school students have positive perspectives on chemistry, they find chemistry useful and chemistry is difficult for
them. The main reason for identifying chemistry as difficult is that; the scope of chemistry is wide.

Keywords: Metaphor, Chemistry, Student.

EXTENDED ABSTRACT

Purpose and Significance

Metaphor is the characterization of a phenomenon or a concept with more familiar terms (Tasdemir & Tasdemir,
2011). Metaphors involve the transfer of information from a known area to a relatively unknown area or to a new
area (Tsoukas, 1991). Metaphors are conceptual structures that guide our thoughts and behaviors. Metaphors play
an important role in structuring the thinking process (Lakoff and Johnson, 1980). It can be used to create
hypotheses or even to test hypotheses through metaphors (Israel, 1979). Metaphors also help in the production of
scientific theories (Niebert et al,, 2012). Metaphors are also used in education. Metaphors are not only used as a
teaching method but also as a tool that facilitates the understanding of abstract expressions and enriches the
educational environment. Because it can be used to explain abstract expressions, metaphors can be used to examine
the perceptions of individuals about various concepts.

In metaphor studies, data collection tools are basically composed of two parts; the subject of metaphor and the
source of metaphor (Perry, 2011). In metaphor-based studies, the rationale of the metaphor rather than the
metaphor itself should be examined, because metaphor is simply the symbolic expression of the phenomenon or
concept in question (Yob, 2003). The reason for the metaphor reveals the source of the metaphor.

The perceptions of individuals towards the concepts of science and scientists begin to occur in the pre-school period
and are shaped in the process of primary education (Lee, 2010). In order to increase children's interest in science, to
develop scientific literacy and to help them create future plans, it is necessary to identify their perceptions of
science through everyday life (Lee, 2010). Knowing children's perceptions of science will help educators create an
effective learning environment (Bell and Linn, 2002). Students' beliefs and perceptions affect the learning efficiency
(Driver and Erickson, 1983). The fact that these perceptions and beliefs are not taken into account in the education
process may constitute an obstacle between the student and the teacher (Hunt and Minstrel, 1997). For this reason,
determining the students' perceptions about chemistry is important for an effective chemistry education. For this
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reason, metaphors are used in recent years to examine students' perceptions of chemistry (Derman, 2014; Saylan,
2017; Harman, 2017).

Methods

Purpose of this study is to identify the perceptions of primary school students about the concept of chemistry
through metaphors. The results of the study will reveal the positive and negative perceptions of primary school
students about chemistry and will shed light on the reasons for the formation of these perceptions. For this purpose,
a qualitative study was conducted. The study is descriptive because it is designed to reveal and explain the current
situation. The study was carried out in June 2016 with 50 elementary school students attending to the Children's
University event held in Zonguldak Bulent Ecevit University. The age of the participants is between 9 and 14 years.
The metaphors of the participants were investigated by the 3-item open-ended questions and the drawings of the.

Results

Students stated that the scope of chemistry is wide. Carter and Brickhouse (1989) attributed chemistry to the fact
that chemistry was perceived as difficult by students as a cumulative course. In this study, it is revealed that
students think that the scope of chemistry is wide and that even if one of the subjects is not learned sufficiently, it
will affect their success negatively. When the metaphors of the students are examined, it can be said that the main
reason for students to perceive chemistry as difficult is the wide scope of chemistry. In the literature there are
similar results. (Derman, 2014; Harman and Cokelez, 2017).

In this study, two-thirds of the students describing the scientist used male scientist figure and the third part female
scientist figure. A remarkable result is that the female scientist is portrayed only by female students. In the studies
conducted on the concepts of science and scientist until the 2000s, it was observed that almost all of the students
constructed the concept of scientist on men (Tiirkmen, 2008; Pederson & Thomas, 2006), and in the studies carried
out in recent years, it was observed that the students started to be included in the concept of scientist (Miller, Eagly
and Linn 2015; Moss-Racusin, Dovidio, Brescoll, Graham and Handelsman, 2012).

As a result of the study, it can be said that elementary school students have positive perspectives on chemistry, that
they find chemistry useful and that the main reason for identifying chemistry as difficult is that the scope of
chemistry is wide.
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ilkégretim Ogrencilerinin Kimya Algilarinin Metaforlar Araciligiyla
incelenmesi
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OZET

Bu arastirmanin amaci ilkdgretim 6grencilerinin kimya algilarinin metaforlar aracilifiyla tespit edilmesidir. Calisma 2016 yih
haziran ayinda Zonguldak Biilent Ecevit Universitesinde diizenlenen Gocuk Universitesi etkinligine katilan 50 ilkdgretim
O0grencisi ile yiiriitilmistiir. Katilimcilarin yaslari 9 ile 14 arasindadir. Katilimcilarin kimyaya dair metaforlar1 arastirmacilar
tarafindan hazirlanan 3 maddelik acik uglu sorular ve 6grencilerin ¢izimlerini iceren veri toplama araci ile belirlenmistir.
Calisma sonucunda ilkogretim 6grencilerinin kimyaya kars1 olumlu bakis acilar1 oldugu, kimyay yararl bulduklar: ve kimyay1
zor olarak tanilandirmalarinin temel nedeninin kimyanin kapsaminin genis oldugunu diistindiikleri séylenebilir.

Anahtar Kelimeler: Metafor, Kimya, Ogrenci.

1. Giris

Metafor bir olgunun veya bir kavramin daha tanidik ve daha bilinen terimlerle nitelendirilmesidir
(Tasdemir ve Tagsdemir, 2011). Metafor kelimesinin kékeni ‘bir yerden baska bir yere gotiirmek’ olan
Yunanca ‘metaphora’ kelimesidir(Demir, 2005). Metaforlar bilinen bir alandan goéreceli olarak
bilinmeyen bir alana veya yeni bir alana bilgi transferini icerir (Tsoukas, 1991). Metaforlar
diistincelerimize ve davranislarimiza yon veren kavramsal yapilardir. Diisiinme siirecinin
yapilandirilmasinda metaforlarin 6nemli bir rolii vardir (Lakoff ve Johnson, 1980). Metaforlar araciligiyla
hipotez olusturmak ve hatta hipotezleri sinamak i¢in kullanilabilir (Israel, 1979). Metaforlar bilimsel
teorilerin iretilmesine de yardimci olmaktadir (Niebert vd. 2012). Metaforlar egitim alaninda da
kullanilmaktadir. Metaforlar tek basina bir o6gretim metodu olmaktan ziyade soyut ifadelerin
anlasilmasini kolaylastiran ve egitim ortamini zenginlestiren birer ara¢ olarak kullanilmaktadir. Soyut
ifadelerin agiklanmasinda kullanilabilmesinden dolayi, bireylerin cesitli kavramlara dair algilarinin
incelenmesinde metaforlardan faydalanilabilir.

Metafor calismalarinda veri toplama araglari temel olarak iki béliimden olusur; metaforun konusu ve
metaforum kaynagi (Perry, 2011). Metaforun kaynagi ile birlikte gerekcesinin de verilmesi istenir
(Forceville, 2002). Metaforlar iki olgu arasindaki iliskiyi kurmakla kalmaz, agiklamaya ve deneyimleri
aktarmaya da yarar (Lakoff ve Jonhson, 2005). Bu olay metafora atfedilen gerekceler yardimiyla
gerceklesir. Metafora dayali arastirmalarda metaforun kendisinden ziyade gerekcesi irdelenmelidir,
¢linkii metafor sadece s6z konusu olan olgunun veya kavramin sembolik ifadesidir (Yob, 2003).
Metaforun gerekcesi, metaforun kaynagini ortaya ¢ikartir.

Bireylerin bilim ve bilim insani kavramlarina yonelik algilar1 okul 6ncesi ddonemde olusmaya baslar ve
ilkogretim strecinde sekillenir (Lee, 2010). Cocuklarin bilime yo6nelik meraklarini artirmak, bilimsel
okuryazarlhig1 gelistirmek ve gelecek planlarim1 olusturmalarina yardimci olmak icin glindelik hayat
yoluyla edindikleri bilime y6nelik algilarini tespit etmek gereklidir (Lee, 2010). Cocuklarin bilime y6nelik
algilarinin bilinmesi, egitimcilerin etkili bir 6grenme ortami olusturmasina yardimci olacaktir (Bell ve
Linn, 2002). Ogrencilerin var olan inanislar ve algilar1 6grenme etkinligini etkileyen bir unsurdur (Driver
ve Erickson, 1983). S6z konusu algi ve inanislarin egitim siirecinde hesaba katilmamasi 6grenci ve
O0gretmen arasinda bir engel olusturabilir (Hunt ve Minstrel, 1997). Bu nedenden dolay1 6grencilerin
kimyaya yonelik algilarinin tespit edilmesi etkili bir kimya egitimi agisindan 6nem arz etmektedir. Bu
nedenden dolay1 son yillarda 6grencilerin kimyaya dair algilarini incelemek icin metaforlarin kullanildigi
calismalar yiiriitiilmektedir (Derman, 2014; Anilan, 2017; Harman, 2017)
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2. Yontem

Bu ¢alismanin amaci ilkégretim 6grencilerinin “kimya” kavramina dair algilarin1 metaforlar araciligiyla
ortaya cikarmaktir. Calismanin sonuglari ilk6gretim 6grencilerinin kimyaya dair olumlu ve olumsuz
algilarini ortaya koyacak ve bu algilarin olusmasinin gerekgelerine 1s1k tutacaktir. Bu amag¢ dogrultusunda
tarama modeli kullanilarak nitel bir calisma yliriitiilmiistiir. Yiriitiilen calisma, var olan durumu ortaya
cikarmak ve agiklamak icin tasarlandigindan dolayi betimsel nitelige sahiptir.

2.1. Calisma Gurubu

Calisma 2016 yii haziran ayinda Zonguldak Biilent Ecevit Universitesinde diizenlenen Cocuk
Universitesi etkinligine katilan 50 ilkégretim 6grencisi ile yiiriitiilmiistiir. Katihmcilarin yaslar 9 ile 14
arasindadir. Cocuk Universitesi, Zonguldak Biilent Ecevit Universitesi tarafindan ilkégretim 6grencilerine
yonelik bilimsel ve egitsel etkinlikleri kapsayan bes giinliik bir programdir.

2.2. Veri Toplama Aract

Katilimcilarin kimyaya dair metaforlar1 arastirmacilar tarafindan hazirlanan 3 maddelik agik uclu
sorular ve 6grencilerin ¢izimlerini iceren veri toplama araci ile belirlenmistir.

Veri toplama aract 2 asamali 3 maddeden olusmaktadir. Her bir maddede o6ncelikle 6grencilerin
metaforlar sonrasinda da nedenleri sorgulanmistir. ilk asamada metaforun konusu ve metaforun kaynag
arasindaki bag ortaya ¢ikarmak hedeflenmistir. ikinci asamada ise ‘ciinkii’ kelimesi ile metaforun
gerekcesi elde edilecektir.

e Kimyayi bir renk ile tanimlamak gerekirse, kimyanin rengi .......... , cinkd .........
e Kimyay bir meyveye benzetirsek, kimya ...... meyvesidir, ¢linkii .......
e Kimya .......... 'ya benzer, ¢iinkii ..............

Bu maddelere ek olarak 6grencilerden bir A4 boyutundaki kagida kimyanin resmini yapmalari
istenmistir.

Calismanin gecerliginin artirilmasi icin, sonuglarin raporlastirilma asamasinda katilimcilarin ifadeleri
yer verilmis ve sonuglar detayl bir sekilde aktarilmistir. Calismanin glivenirliginin saglanmasi amaciyla,
nitel analiz asamasinda arastirmacilarin fikir birligine varmasi hedeflenmistir.

Ogrencilerin kimyaya dair metaforlar1 ve metaforlarin gerekceleri belirlenmistir. Elde edilen veriler,
her iic madde i¢in, metaforlarin ortak 6zellikleri goz 6niine alinarak kategorilere ayrilmistir. Kategorilerin
olusturulmasi asamasinda arastirmacilarin fikir birligine varmasi esas alinmistir.

3. Bulgular

Ogrencilere ilk olarak kimyay1 hangi renk ile tanimlayacaklar1 ve nedeni sorulmustur. Ogrencilerin
verdikleri cevaplar nedenleri dogrultusunda kategorilere ayrilmis ve Tablo 1 de gosterilmistir.
Ogrencilerin %601 mavi ve yesil, %16’s1 beyaz, %12’si gri ve siyah, %8'’i turuncu ve kirmiz, %4’ii ise altin
rengini kimyay1 tanimlamada kullanacaklarini belirmislerdir(Tablo 1.).

Tablo 1

Ogrencilerin “Kimyanin rengi nedir?” Sorusuna Verdikleri Cevaplar
Kimyanin rengi Nedeni Oran
Mavi - Yesil Doganin rengi %60
Beyaz Objektifligi temsil eder %16
Gri - Siyah Patlama %12
Turuncu - Kirmizi Kimyasallarin rengi %8

Altin Kimya gibi kiymetlidir %4
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Ogrencilerin biiyiik kismi (%60) kimyanin dogaya benzedigini ve kimyanin dogay1 anlattigini
belirtmislerdir. Dogayi tasvir etmek i¢in en uygun rengin yesil ve mavi oldugu 6grenciler tarafindan ifade
edilmistir. Kimyay1 dogaya benzettikleri icin kimyanin rengini mavi ve yesil olarak belirttikleri
gozlenmistir. Ogrencilerin ifadelerinden, kimyay1 dogaya benzetmelerinin temel nedenleri dogadaki
olaylarin arkasinda kimyasal olaylarin olmasi ve 6grencilerin %16s1 ise objektifligi temsil etmesinden
dolay1 kimyanin renginin beyaz oldugunu belirtmislerdir. Ogrenciler kimyanin objektif olmasina dair
gorisleri temel olarak iki nedenle iliskilendirilmistir; Ogrenciler, kimyanin bir bilim dal olmasi nedeniyle
ve olaylar1 ve dogayi acikladigi i¢in objektif oldugunu belirtmislerdir.

Ogrencilerin %12si kimya ile patlamay iliskilendirdigi icin siyah ve gri renkleri kimyanin rengi olarak
belirtmislerdir. Ogrencilerin %8i kimyasallarin rengini hatirlattigi i¢in turuncu ve kirmizi renkleri
kimyanin rengi olarak belirtmislerdir. Kimyanin kiymetli oldugunu vurgulayan 6grenciler ise altin rengini
kimyanin rengi olarak belirtmislerdir.

Ogrencilere kimyay1 hangi meyveye benzettikleri soruldugunda 20 farkli meyve ismi yazmiglardir
(Resim1). Verilen cevaplarin nedenleri incelendiginde 6grencilerin gerekceleri iic ana baslikta
toplanmistir. Ogrencilerin %441 sevdikleri bir meyveyi kimyayr benzettiklerini belirtmislerdir.
Ogrencilerin %36s1 ilgi ¢ekici bulduklar1 meyveleri kimyaya benzetmiglerdir. Ogrencilerin %20si ise
yararli bulduklar1 meyveleri kimyaya benzetmislerdir. Bu sonuclar dogrultusunda 6grencilerin kimyaya
karsi olumlu bir bakis acisina sahip olduklari, kimyay1 yararh ve ilgi cekici bulduklar séylenebilir.
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Resim 1. Ogrencilerin Kimyay1 Benzettikleri Meyveler

Ogrenciler kimyayr bomba, deney, gelecek gibi ¢esitli somut ve soyut kavramlara benzetmislerdir
(Resim 2). Bu metaforlarin gerekceleri dért ana bashk atinda toplanmistir; kimyanin kapsaminin genis
olmasi, yararh olmasi, korkung¢ olmasi ve zor olmasi (Resim 3). Kimyanin kapsaminin genis oldugunu
ifade eden dgrencilerin yanitlari incelendiginde yanitlarini temel olarak ii¢ gerekceye dayandirdiklari
ortaya ¢ikmistir; kimyanin konularinin ¢ok olmasi, giindelik hayatta siklikla karsilasilmasi ve kimyanin
bir bilim dal olmasi. Bu sonuglara bakarak 6grencilerin kimyanin giindelik hayattaki éneminin farkinda
oldugu ve bilimin, dolayisiyla kimyanin, kapsaminin genis olacagini diisiindiikleri sdylenebilir.
Ogrencilerin %241 kimyanin yararl oldugunu belirtmislerdir. Bu goriise sahip 6grencilerin
gerekcelerinde kimyanin giindelik hayattaki yerini ve kimyanin bir bilim oldugunu vurgulamislardir.
Kimyay1 zehir ve bomba gibi kavramlarla benzeten o&grenciler kimyanin korkun¢ oldugunu
diistindiiklerini belirtmislerdir. Kimyanin korkun¢ oldugunu diistinen o6grencilerin, diger sorulara
verdikleri yamitlar incelendiginde kimyadan korkmadiklary, kimyaya olumlu bir bakis agcisiyla
yaklastiklar1t aciga cikmistir. Zehir ve bomba gibi ‘korkung’ goéziiken kavramlarin kimya ile
iliskilendirdikleri icin kimyay1 korkung olarak tanimlamislardir. Ogrencilerin %16s1 kimyanin karmagik
bir yapisi oldugunu ve ¢ok fazla kavram igerdigini, bu nedenden dolay1 zor oldugunu belirtmislerdir.
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Resim 2. Ogrencilerin Kimyay1 Benzettikleri Kavramlar
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Resim 3. Ogrencilerin Kimya Algilar

Son olarak égrencilerden kimyanin resmini yapmalar1 istenmistir. Ogrenciler yaptiklari resimlerde
baslica laboratuvar malzemesi, deney diizenegi, bilim insani ve atom cizimlerine yer vermislerdir (Resim
4, Resim 5). Cizimlerin 29 tanesinde deney diizenegi ve 20 tanesinde tekil laboratuvar malzemesi (deney
tiipl, erlen vs.) bulunmaktadir. Genel olarak baktigimizda bir ¢izim hari¢ biitiin cizimlerde laboratuvari
cagristiracak nesneler bulunmaktadir. Ogrencilerden icii cizimlerinde atoma yer vermistir. 15 6grencinin
¢iziminde ise bilim insani figlirii bulunmaktadir. 15 bilim insan figiiriiniin 5’1 kadin bilim insani, 10’u ise
erkek bilim insani olarak tasvir edilmistir. Bilim insanini kadin olarak ¢izenlerin tamami kiz 6grencilerdir.
Bilim insanini erkek olarak cizenlerin ise 5’i erkek 5’i kiz 6grencilerdir.
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Resim 5. Ogrencinin Kimya Hakkindaki Cizimi

4. Tartisma

Calismanin sonucunda ilkégretim 6grencilerinin genel olarak kimyaya olumlu bir bakis acisina sahip
olduklari séylenebilir. Ogrencilerin biiyiik kismi kimyanin doga ile iliskili oldugunu diisiinmektedirler.

Ogrenciler kimyanin kapsaminin genis oldugunu belirtmislerdir. Kimyanin kapsamina dair
farkindaliklarinin olmasi olumlu bir sonu¢ olmasina ragmen, genis kapsamindan dolay1 6grenciler
kimyay1 zor olarak algilamaktadirlar. Carter ve Brickhouse (1989) kimyanin 6grenciler tarafindan zor
olarak algilanmasinin kimyanin kiimiilatif bir ders olmasina baglamislardir. S6z konusu ¢alismada
ogrencilerin kimyanin kapsaminin genis oldugu ve konulardan birisinin bile yeterince 6grenilmedigi
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takdirde basarilarin1 olumsuz etkileyecegini diisiindiikleri ortaya konulmustur. Ogrencilerin metaforlari
incelendiginde 6grencilerin kimyay1 zor olarak algilamasinin temel nedeninin kimyanin kapsaminin genis
olmasi soOylenebilir. Alanyazinda kimyanin 6grenciler tarafindan zor ve karmasik olarak algilandigi
sonucuna varilan ¢calismalar mevcuttur (Derman, 2014; Harman ve Cokelez, 2017).

Calismada bilim insani tasvir eden 6grencilerin iicte ikisi erkek bilim insani, ligte birlik kismi ise kadin
bilim insani figiirii kullanmiglardir. Dikkat ¢ekici bir sonug¢ ise kadin bilim insani tasvirinin sadece kiz
ogrenciler tarafindan yapilmis olmasidir. 2000li yillara kadar yiirtitiilen, 6grencilerin bilim ve bilim insam
kavramlarina dair fikirlerini inceleyen calismalarda, 6grencilerin tamamina yakinin bilim insani
kavramini erkekler tlizerine kurguladigi (Tiirkmen, 2008; Pederson & Thomas, 2006), son yillarda
ylriitiilen calismalarda ise 6grencilerin bilim insani kavraminda kadinlara da yer verdigi gézlenmistir
(Miller, Eagly ve Linn 2015; Moss-Racusin, Dovidio, Brescoll, Graham ve Handelsman,, 2012).

Calisma sonucunda ilkogretim 6grencilerinin kimyaya karsi olumlu bakis acilar1 oldugu, kimyayi
yararli bulduklar ve kimyay1 zor olarak tanilandirmalarinin temel nedeninin kimyanin kapsaminin genis
oldugunu disiindiikleri séylenebilir.
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ABSTRACT

Concrete materials are of great importance in the concretization and understanding of abstract concepts in mathematics
education. Parallel to the changes in understanding of teaching, it is necessary to make the prospective teachers equipped for
the effective preparation and development of teaching materials that can have a positive effect on student learning. With this
study, it is aimed to examine the views of prospective teachers regarding the concrete material development and utilization
process. Within this study, it is aimed to examine the views of prospective teachers regarding the concrete material
development and utilization process. The sample of this study in which the special case methodology of qualitative research
methods is used consists of 36 prospective teachers, 8 of whom are male and 28 of whom are female, who were studying at a
state university in Western Black Sea region in the Spring Semester of 2016-2017 Spring Semester. The data were collected
through concrete materials created by prospective teachers, an view form consisting of ten open-ended questions prepared by
researchers, and unstructured observations. The practice lasted four weeks within the scope of Instructional Technology and
Material Development course. In the analysis of the data, descriptive analysis method was used, the concrete materials that the
participants prepared, the qualitative data obtained from the view forms, were presented through tables, graphs and direct
citations. In this study, it was concluded that prospective teachers generally had positive views on the development and use of
concrete material. In the light of these results; it is recommended to develop concrete materials at different levels in
mathematics teaching, to disseminate them, to use them in learning environments and to share their reflections.

Keywords: Math Teaching, Material Development, Concrete Material, Prospective Teachers

EXTENDED ABSTRACT

In this study it is aimed to examine the views of prospective math teachers on concrete material development and
utilization process. The special case methodology has been used within the frame of this study handled with a
qualitative perspective. The study group of this research, which was conducted during the spring term of the 2016-
2017 academic year consists of 8 male and 28 female prospective teachers, with a total number of 36 prospective
teachers, all of whom are university students at a state university in the west of Black Sea Region. The data were
collected via the concrete materials developed by the prospective teachers, a feedback form consisting of 10 open-
ended questions and unstructured observations. The research took four weeks within the scope of Instructional
Technology and Material Development. During the first week, theoretical information was given about concrete
materials, what they were used for, the features that materials must have, sample concrete materials and the points
to be considered while preparing concrete materials. After that, concrete materials created by prospective teachers
were presented in class environment and the information about the materials’ class level, learning field, target
learning outcome, how to use materials in the courses was shared. The participants reported their views on the
concrete materials presented. In the analysis of data, descriptive research method was used. The concrete materials
prepared by the participants and the qualitative data obtained from the feedback forms are presented through
tables, graphs and direct quotation. The findings obtained from this study reveals that more than half of the

1 This study is an improved versiyon of the oral presentation presented at the 27th International Congress of Educational Sciences (ICES/UEBK-
2018) held on 18-22 April 2018.

2 Assoc. Prof. Dr., Zonguldak Bulent Ecevit University, Eregli Faculty of Education, timurkoparan@gmail.com

3 Mathematics Teacher. Ministry of Education, anilozbey34@gmail.com
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prospective teachers (21) has never developed a Math teaching material before and most of those, who has done
before, developed their materials during their elementary school years or during their undergraduate levels at the
Teaching Principles and Methods Courses. The question about the frequency of their Math teachers’ material usage
during their pre-bachelor’s education years was answered as never (10), rarely (20), sometimes (4) and often (2). It
was also observed that the prospective teachers generally had a positive view towards to usage of concrete
materials and they emphasised the concepts such as concretization, permanence, meaningful learning, noticeability
and time saving. All of the students stated that the materials developed during the lesson were useful for themselves
and that they had an idea about material development. The question about their enjoyment of concrete material
development was replied as “yes” by 35 participants and left unanswered by one participant. Also, 28 participants
said “yes” and 6 participants said “no” to the question of whether they had difficulty in developing materials while 2
participants gave no answer to the mentioned question. It was observed that the participants had the most difficulty
in deciding the subject and learning outcome suitable for the materials, deciding the necessary materials to use,
getting technical support and time management. Over half of the prospective teachers (20) gave their answer as “no”
to the question if the material using in Math teaching is suitable for every subject or not. Furthermore, the concepts
prospective teachers put into the forefront of the advantages of developing and using concrete material in teaching
are concretization, permanent learning, attracting attention, time saving, developing positive attitude, a fun learning
environment, facilitating learning while prospective teachers stated that materials’ while they remarked that being
time-consuming, needing information and skills to prepare and use, being costly, not being affective in crowded
classes, being useful only at a part of the lesson, having a limited number of materials, not being able to reach its
aims when not explained properly and making the class management more difficult are disadvantages of developing
and using concrete material in Math teaching. When prospective teachers’ thought about using concrete materials
during their career analyzed, it was found out that one prospective teacher is indecisive while the other prospective
teachers wanted to use concrete materials for various different reasons. When the views of the prospective teachers
on the material development of the students were examined, it was found that the results ranged as following: 34
participants said “yes”, 1 participant said “no” and 1 participant said “I would like if I had enough time”.

Within this study, it is observed that the prospective teachers have positive views towards developing and using
concrete materials in general. In the direction of these results, it is suggested to develop concrete materials at
different grade levels in math teaching, to disseminate them and to use them in learning environments and to share
their reflections.
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OZET

Somut materyaller matematik egitimde soyut olan kavramlarin somutlastirilmasi ve anlamlandirilmasinda biiyiik 6nem tasir.
Ogretim anlayisindaki degisimlere paralel olarak égrenci 6grenmelerine olumlu etki yapabilecek dgretim materyallerinin
etkin bir sekilde hazirlanmasi ve gelistirilmesi i¢in 6gretmen adaylarinin donanimli hale getirilmesi gerekmektedir. Bu ¢alisma
ile matematik 6gretmeni adaylarinin somut materyal gelistirme ve kullanma stirecine yonelik goriislerinin incelenmesi
amaclanmistir. Nitel arastirma yontemlerinden 6zel durum metodolojisinin kullanildigi bu calismada ¢alisma grubu, 2016-
2017 Egitim-Ogretim Yili Bahar Dénemi’nde Bati Karadeniz’'de bir devlet {iniversitesinde égrenim gérmekte olan 8'i erkek, 28'i
kiz olmak lizere toplam 36 6gretmen adayindan olusmaktadir. Veriler, 6gretmen adaylar1 tarafindan olusturulan somut
materyaller, arastirmacilar tarafindan hazirlanmis on agik uclu sorudan olusan goriis formu ve yapilandirilmamis gézlemler
yoluyla toplanmistir. Uygulama Ogretim Teknolojileri ve Materyal Gelistirme dersi kapsaminda yiiriitiilmiistiir. Verilerinin
analizinde betimsel analiz yontemi kullanilmis, goériis formlarindan elde edilen nitel veriler frekans ve dogrudan alintilar
yoluyla sunulmustur. Bununla birlikte bazi somut materyallerin gérsellerinden kesitlere de yer verilmistir. Calismadan elde
edilen bulgulardan 6gretmen adaylarinin genel olarak somut materyal gelistirme ve kullanmaya yonelik olumlu goériislere
sahip oldugu sonucuna varilmistir. Bu sonu¢ dogrultusunda matematik 6gretiminde farkli diizeylerde somut materyaller
gelistirilmesi, yayginlastirilmasi ve 6grenme ortamlarinda kullanilmasi, yansimalarinin paylasilmasi énerilmektedir.

Anahtar Kelimeler: Matematik Ogretimi, Materyal Gelistirme, Somut Materyal, Ogretmen Adaylar

1. Giris

Hizla gelisen ve degisen diinyada bilginin degeri her gecen giin artmaktadir. Glinlimiiz 6grencilerinin
bu hizli degisime ayak uydurabilmeleri i¢in edinilen bilgileri yorumlayabilecekleri ve giinliik hayatlarinda
kullanabilecekleri bilgi ve donanimina sahip olmalar1 gerekmektedir.

Matematik 6gretiminde giinlik yasamdaki matematik ile okullarda 6gretilen matematik arasinda
onemli farkliliklar vardir. Bunun en 6nemli nedenlerinden biri okullarda 6gretilen matematigin gercek
yasama yeterince uyarlanamamasi olarak gosterilmektedir (Durmus, 2004). Matematik kavramlari soyut
kavramlardir. Ortaokul 6grencileri somuttan soyuta gecis doneminde olduklari icin dncelikle soyut olan
kavramlarin somutlastirilmasi 6n plana c¢cikmaktadir. Somutlastirma isleminde 6gretmen ile onun
matematik 6gretiminde kullandig1 yontem ve teknik bilgisi de devreye girmektedir.

Bir¢cok arastirmaci, topluluk ve kurulus Ogrencilere matematik Ogretmede uygun teknoloji ve
materyallerin kullanilmasi icin 6gretmenlerin yetistirilmesi gerektiginin 6nemine vurgu yapmaktadir
(Association of Mathematics Teacher Educators (AMTE), 2006; International Society for Technology in
Education (ISTE), 2008; National Council of Teachers of Mathematics (NCTM), 2000; Niess, 2006). Ciinkii
toplumsal degisim ve gelisimin giderek ivme kazandig, bilgi ve iletisim teknolojilerinin insan hayatinin
her anini etkiledigi bu ¢agda, yeni bilgiler, firsatlar ve araclar matematige bakis a¢cimizi, matematikten
beklentilerimizi, matematigi kullanma bicimimizi ve hepsinden 6nemlisi matematik 6grenme ve 6gretme
streclerimizi yeniden sekillendirmektedir (MEB, 2017).

Yalnizca ders kitaplarina bagh kalinarak gerceklestirilen 6grenme ortamlarinda 6grenciler tahminde
bulunma, muhakeme etme, sezgisel diisiinme, giidiilenme, deney yapma, deneyden elde edilen sonucu
gorme ve formiilleri ¢ikarma becerilerini tam olarak kazanamamaktadirlar. Buna karsin materyallere
dayali 6grenme ortamlari bu imkanlari biiyiik 6l¢tide saglamaktadir (Glindiiz, Emlek ve Bozkurt, 2008).

1 Bu ¢alisma, 18-22 Nisan 2018 tarihinde diizenlenen 27. Uluslararasi Egitim Bilimleri Kongresi'nde (ICES/UEBK-2018) sunulan sozlii bildirinin
gelistirilmis halidir.

2 Dog. Dr., Zonguldak Biilent Ecevit Universitesi, Eregli Egitim Fakiiltesi, timurkoparan@gmail.com

3 Ogretmen. Milli Egitim Bakanhg, anilozbey34@gmail.com
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Somut materyaller, soyut matematik kavramlarini somutlastiran nesneler, resimler gibi 6zel olarak bu
amag icin olusturulmus matematik arag-gereclerini ve gercek hayattan nesneleri icerir (Van de Walle,
2007). Bununla birlikte, bu materyaller, dokunulabilen ve hareket ettirilebilen objeler olarak kabul
edilirler. Somut materyaller matematiksel kavramlarin daha acik ve daha somut bir sekilde anlasilmasina
yardimci olan nesnelerdir (Moyer, 2001). Somut materyaller 6grenci agisindan konunun daha kolay
Ogrenilmesini sagladig1 gibi, 6gretmenler acisindan da oOgretimi kolaylastirmaktadir. Ayrica egitim
yasantilarini zenginlestirmekte ve konuya derinlik kazandirmaktadir. Somut materyal kullanimi egitim
alaninda gecerli pek ¢ok teori tarafindan desteklenmektedir (Bruner, 2006; Dienes ve Golding, 1971;
Piaget, 1971; Skemp, 1987).

Ogrenme siirecinde siirece katilan duyu organlarinin sayis1 ne kadar fazla ise 6grenme o kadar iyi ve
kalic1 olur (Demirel, Seferoglu ve Yagci, 2002; Aktas ve Yiiksel, 2010). Ogretmenler hangi materyali, ne
amagla, nasil ve nelere dikkat ederek derslerinde kullanmalar1 gerektigini cok iyi analiz ederlerse
materyal destekli matematik 6gretimi istenilen hedefe ulasacaktir. Ogretim anlayisindaki degisimlere
paralel olarak 6grenci 6grenmelerine olumlu etki yapabilecek 6gretim materyallerinin etkin bir sekilde
hazirlanmasi ve gelistirilmesi icin 6gretmen adaylarinin donanimli hale getirilmesi gerekmektedir. Bu
nedenle de 6gretmen adaylarinin somut materyal gelistirme ve kullanma siirecine yonelik goriislerinin
belirlenmesi ve ¢cagdas 6gretim yaklasimlarinin 6gretmen adaylarinin yetistirilmesi siirecine yansitilmasi
biiyiik 6nem tasimaktadir. Bu ¢alisma ile matematik 6gretmeni adaylarinin somut materyal gelistirme ve
kullanma siirecine yonelik goriislerinin incelenmesi amaglanmistir. Aragtirmanin 6gretmen adaylarinin
yetistirilmesi ve 6gretim teknolojileri ve materyal gelistirme konusunda 6gretmen ve arastirmacilara
katki saglayacag diistiniilmektedir.

2. Yontem

Nitel bakis agis1 cergevesinde ytriitiilen bu ¢alismada 6zel durum metodolojisinden yararlanilmistir.
Ozel durum ¢alismalari, belirli bir fenomene ait tek bir 6zel durumu derinlemesine inceleyerek fenomene
151k tutmaya calisan arastirmalardir (Merriam, 1998). Bu arastirmalarda ortam, birey veya siirecler
biitlinciil bir yaklasimla arastirilmakta ve siirecteki roller ve iligkiler iizerine odaklanilmaktadir. Ayrica
6zel durum calismalari birden fazla veri toplama teknigine imkan taniyarak zengin ve birbirini
destekleyici veri cesitliligine ulasma imkanm tanimaktadir (Yin, 2003; Yildirim ve Simsek, 2008). Bu
calismada, belirgin grup ve onlarin algilan iizerine odaklanilmasi, durum icerisindeki belirgin olaylar
lizerine odaklanilmasi, durum igerisinde arastirmacinin bu durumun bir pargasi olarak katilimi ve
arastirllan konunun zengin bir bicimde ortaya konulmasi géz oniinde bulundurularak 6zel durum
calismasi benimsenmistir.

2.1. Calisma Gurubu

Arastirmanin c¢alisma grubunu Bati Karadeniz Bolgesi'nde bir devlet iiniversitesinde matematik
O0gretmenligi programi 2. sinifinda 6grenim gérmekte olan 28'i kiz, 8'i erkek olmak tizere toplam 36
ogretmen adayr olusturmaktadir. Ogretmen adaylar1 6nceki dénemlerde Genel Matematik, Soyut
Matematik, Geometri, Analiz I, Lineer Cebir [, Egitim Bilimine Giris, Egitim Psikolojisi, Ogretim flke ve
Yontemleri, Bilimsel Arastirma Yontemleri derslerini almislardir. Calismaya katilan 6gretmen adaylari
Ogretim Teknolojileri ve Materyal Gelistirme dersini ilk kez almis ve ders ile ilgili teorik bilgileri
edindikten sonra lisans diizeyinde ilk kez materyaller gelistirmistir. Bu diizeyde formal bilgiler ile
yasayacaklar1 ilk deneyimlere yonelik goriislerin ortaya c¢ikarilmasinin yararh bilgiler sunacagi
diigtiniilmiis ve calisma grubuna dahil edilmistir. Ogretmen adaylar1 daha énce bagka bir programda
0grenim gérmemis ve ¢esitli 6gretim kurumlarinda ¢alismamislardir.

2.2.  Islem

Uygulama 6gretim teknolojileri ve materyal tasarimi dersi kapsaminda yiritiilmistiir. Arastirmaci
ayni zamanda 6gretim teknolojileri ve materyal tasarimi dersini yiirtiten 6gretim iiyesidir. 14 haftalik
donemin ilk sekiz haftasinda, 6gretim teknolojileri ve materyal tasarimi ile ilgili teorik bilgiler sunulmus
ve uygulamalar yapilmistir. Teorik derslerde materyal gelistirme siireci, materyal gelistirmede dikkat
edilmesi gereken hususlar, somut materyaller, videolar, internet siteleri, calisma yapraklari, kavram
haritalari, kavram karikattrleri, dinamik yazilimlar (Cabri II, Cabri 3D, Geogebra, ThinkerPlots) ve diger
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matematik yazilimlar1 (Derive 6, Fractal Grower vb.) ve akilli tahta programi tamtilmistir. Uygulama
derslerinde ise somut materyal gelistirme disindaki konularda 6gretmen adaylarinin bireysel ve grup
calismalarina katilarak materyal gelistirmelerine rehberlik edilmistir. Bunun yaninda 5-8 Matematik
Ogretim Programi tamtilmistir. Bu siirecte 6gretmen adaylarinin konu ve kazanimlara gére gelistirmek
istedikleri materyalleri belirlemeleri ve tasarimlarini sekillendirmeleri saglanmistir. Somut materyaller
bireysel olarak ve ders disi zamanlardan gelistirilmistir. Bu siirecte 6gretmen adaylar1 dersi yiiriiten
Ogretim lyesi ile zaman zaman gelistirmek istedikleri materyaller hakkinda goriismeler yapmistir. Son
dort haftada 6gretmen adaylarinin olusturdugu somut materyaller sinif ortamina tasinarak, materyallerin
hangi sinif diizeyi, 68renme alani, kazanima yonelik hazirlandig1 bilgileri paylasilmistir. Sunumlar
sirasinda gelistirilen somut materyallerin olumlu ve olumsuz yonlerine yonelik katilimcilarin goriis
bildirmesi istenmistir. Gelistirilen materyallerin sinif ortaminda sunulmasi esnasinda arastirmaci
tarafindan gozlem notlar1 tutulmustur. Boylece hem materyal gelistirme siireci hem de ortaya konan
materyallerin degerlendirilmesi amaclanmistir. Materyal gelistirme siirecinde oOgretim iceriginin
materyale dogru yansitilip yansitilmadigl, 6gretim materyallerinin tasarimlarinin tasarim ilkelerine
uygun olup olmadig1 acilarindan degerlendirilmistir. Aksayan ve eksik kalan yonlerin belirlenmesi ve
bunlarin giderilmesi i¢in gerekli onlemler alinmasi amaglanmistir. Materyal degerlendirmesinde
tasarimin modele uygunlugu ve dnceden belirlenmis hedeflere ulasmadaki yeterliligi degerlendirilmistir.

2.3. Veri Toplama Araglari

Bu calismada veriler 6gretmen adaylar1 tarafindan gelistirilen somut materyaller, goriis formu ve
gozlem ve degerlendirme notlar1 olmak iizere ii¢ farkli yolla toplanmistir. Ogretmen adaylari tarafindan
olusturulan somut materyaller sinif ortaminda sunularak, materyallerin hangi sinif diizeyi, 6grenme alani
ve kazanima yoénelik hazirlandig bilgileri paylasilmistir. Ogretmen adaylarinin somut materyal hazirlama
slrecine ve matematik 6gretiminde kullanilmasina yonelik gorislerin belirlenmesi i¢in arastirmacilar
tarafindan 10 agik uclu sorunun bulundugu bir veri toplama araci gelistirilmistir. Veri toplama aracinin
gelistirilmesinde 6gretim teknolojileri ve materyal tasarimi dersini veren iki uzmanin goérisleri alinmistir.
Ogretmen adaylar tarafindan cevaplandirilmasi istenen agik uglu sorular asagida goriilmektedir.

1. Ogretim teknolojileri ve materyal tasarimi dersinden énceki 6grencilik yillarinizda matematik
Ogretimine yonelik hic somut materyal gelistirdiniz mi? Evet ise ne zaman ve hangi materyali
gelistirdiniz?

2. Universite éncesi 6grencilik yillarinizda matematik 6gretmenlerinizin derslerde somut materyal
kullanma siklig1 icin ne soyleyebilirsiniz?

Somut materyallerin matematik 6gretiminde kullanimina yénelik goriisleriniz nelerdir?

-~

Ogretim teknolojileri ve materyal tasarimi dersinde gelistirilen somut materyaller size faydal
oldu mu? Agiklayiniz.

Gelistirilen somut materyaller hosunuza gitti mi? Neden?
Somut materyalleri gelistirirken zorlandiginiz kisimlar oldu mu? A¢iklayiniz.
Size gore somut materyaller matematik 68retiminde her konu icin uygun mudur? Neden?

Size gore matematik 6gretiminde somut materyallerin avantaj ve dezavantajlari nelerdir?

© ® N o U

Meslek hayatinizda somut materyal kullanmay1 diisiiniiyor musunuz? Neden?

10. Ogretmen oldugunuzda o6grencilerinizin de somut materyal gelistirmesinin faydali olacagin
diistinliyor musunuz? Neden?

Somut materyallerin uygunlugunun degerlendirilebilmesi icin EK-1'de goriilen “Somut Materyal
Degerlendirme Formu” arastirmacilar tarafindan hazirlanmistir. Bu degerlendirme formunda “Egitsel
Deger”, “Etki”, “Fiziki Ozellikler”, “Gorsel Tasarim Ogeleri ve ilkelerine Uygunluk” bashklari ve her bashk
altinda bes 6lgiite ve “Cok lyi”, “Kabul Edilebilir’, “Zayif” olmak iizere ii¢ uygunluk diizeyine yer
verilmistir. Somut materyallerin hazirlanmasi ve sunulmasi siireci arastirmacilar tarafindan tiimiiyle
gozlenmistir.

2.4. Verilerin Analizi
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Arastirma verilerinin analizinde betimsel analiz yonteminden yararlanilmistir. Betimsel analizde, veri
toplama araglarinda yer alan soru, konu ya da temalar temele alinarak analizler yapilir. Veriler dogrudan
alintilar yoluyla beslenir ya da desteklenir. Betimsel analiz bir konunun resmedilmesi, tanimlanmasi ve
aciklanmasini amaclar (Ekiz, 2009). Arastirmada, goriis formundaki sorulara verilen cevaplardan elde
edilen verilerle tematik bir cerceve olusturulmustur. Ogretmen adaylarinin goriislerini oldugu gibi
yansitmak icin 6gretmen adaylarinin belirttigi goriislerden dogrudan alintilar yapilmistir. Alintilarda
ogretmen adaylar1 OA bicimindeki kodlanmistir.

Arastirmanin giivenirligini saglamak icin 6gretmen adaylarinin goriis formunda sorulan sorulara
verdigi cevaplar iki arastirmaci tarafindan ayri ayri1 kodlanmistir. Belirlenen kodlar arastirmacilar
tarafindan incelenerek “goriis birligi” ve “goriis ayrilig1” olan kodlar belirlenmistir. Yapilan kodlamalarin
glvenilirlik hesaplamasinda Miles ve Huberman’in (1994) o6nerdigi giivenirlik formiili kullanilmistir.
Giivenirlik= Goris Birligi / (Goris Birligi + Gorlis Ayrilig1). Yapilan hesaplamalar sonucunda arastirmanin
giivenirligi % 94 olarak belirlenmis ve arastirma giivenilir kabul edilmistir.

Ogretmen adaylan tarafindan hazirlanan somut materyallerin her biri icin “Somut Materyal
Degerlendirme Formu” doldurularak o6lgiitler agisindan uygunluk diizeyleri belirlenmeye calisilmigtir.
Daha sonra tiim olglitler dikkate alinarak her bir materyalin hangi uygunluk diizeyinde yogunlastigi
belirlenmistir.

3. Bulgular

Veri toplama araglarindan elde edilen bulgular; Somut materyallerden elde edilen bulgular, goris
formlarindan elde edilen bulgular basliklar altinda siniflandirilmistir.

3.1 Somut Materyallerden Elde Edilen Bulgular

Ogretmen adaylar1 tarafindan gelistirilen somut materyallerden 6grenme alanlarina gére dagilhimi
Tablo 1'de sunulmustur.

Tablo 1. Ogretmen Adaylan Tarafindan Olusturulan Materyallerin Ogrenme Alanlarina Gére Dagilimi

Ogrenme Alani f
Sayilar 16
Geometri 11
Cebir 7
Veri Isleme 1
Olasilik 1

Tablo 1'den de goriildigi gibi 6gretmen adaylar: tarafindan gelistirilen somut materyallerin en ¢cok
saylilar (16) ve geometri (11) 6grenme alanlarinda oldugu, bunu cebir 6grenme alaninin (7) takip ettigi
gorilmektedir. Veri isleme (1) ve olasilik (1) 6grenme alanlarinda ise ¢ok az materyal gelistirildigi
goriilmektedir.

Ogretmen adaylar tarafindan gelistirilen somut materyallerden bazi 6rnekler Sekil 1’de sunulmustur.
Sayilar 6grenme alaninda gelistirilen materyallerin abakiis, ilk n dogal sayinin toplami, tek dogal sayilarin
toplami, tamsayilarda islemler, bir sayinin en yakin onluga yuvarlanmasi, say1 basamaklarinin okunusu,
sayinin basamaklarina ayrilmasi (birim kiipler), carpim tablosu, birim kesirler, kesirlerin karsilastirilmasi,
asal say1 kalburu, pi sayisi, tinlii matematikgiler ile ilgili materyaller oldugu, geometri 6grenme alanindaki
materyallerin ise Pisagor teoremi, tangram, kiirenin yiizey alaninin dairenin alani ile iliskilendirilmesi,
licgenin alani, paralel iki dogruyu kesen dogrunun olusturdugu agilar, dairenin alani, prizmalarin ac¢ilimi,
koni, silindir ve kiipiin bir diizlemle arakesiti, Platonik cisimler ile ilgili oldugu, cebir 6grenme alanindaki
materyallerin ise (a + b)?, (a — b)?, a? — b? ifadelerinin modellenmesi, Hanoi kuleleri, Hayyam veya
Pascal tiggeni ve ozellikleri ile ilgili oldugu gorilmustiir.

Sunumlar sirasinda 6gretmen adaylarimin bildirdigi gortsler, arastirmaci tarafindan tutulan gézlem
notlar1 ve somut materyal degerlendirme formundan elde edilen veriler dogrultusunda 6gretmen
adaylari tarafindan gelistirilen materyallerin genel olarak basit, sade ve anlasilir oldugu, kazanimlara ve
sinif seviyelerine uygun oldugu, ekonomik oldugu, tekrar tekrar kullanilabilme 6zelligi oldugu, 6grencileri
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gldiileyici ve onlarin ilgisini ¢ekebilecek nitelikte oldugu bunun yaninda gorsel, dokunsal ve yazili
tasarim unsurlarina uygun oldugu goriilmiistiir. Somut materyal degerlendirme formunda bulunan
Olciitler cercevesinde 6gretmen adaylarina gelistirdikleri somut materyaller hakkinda geri ddniitlerde

bulunulmustur.
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Sekil 1. Ogretmen Adaylar1 Tarafindan Gistirilen Baz1 Materyallerden Ornekler

Sekil 1’de Ogretmen adaylar1 tarafindan gelistirilen bazi materyallerden 6rnekler sunulmustur.
Degerlendirme formlar1 incelendiginde, 6gretmen adaylar: tarafindan gelistirilen somut materyallerin
32’sinin agirlikli olarak ¢ok iyi, 4’liniin ise agirlikli olarak kabul edilebilir diizeyde degerlendirildigi

gorilmistir.

3.2. Goériis Formundan Elde Edilen Bulgular

Gortus formunda yer alan on agik uclu soruya dgretmen adaylar1 tarafindan verilen cevaplardan
yararlanilarak elde edilen bulgular sirasiyla asagida sunulmustur.
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Goriis formundaki birinci soru “Ogretim teknolojileri ve materyal tasarimi dersinden dnceki 6grencilik
yillarinizda matematik 6gretimine yonelik hi¢c somut materyal gelistirdiniz mi? Evet ise ne zaman ve
hangi materyali gelistirdiniz?” seklindedir. Bu soruya iliskin elde edilen veriler incelendiginde 21
O0gretmen adayinin daha 6nce bir matematik materyali gelistirmedigini, 15’inin ise daha 6nce materyal
gelistirdigini ifade ettigi gorilmiistiir. Ogretmen adaylarindan daha 6nce materyal gelistirdigini
belirtenlerden bazilarinin goriislerinden kesitler asagida sunulmustur.

OAS5: “Ogretim ilke ve yontemleri dersinde sunum yaparken sunumumu desteklemek icin kesirler ile ilgili (tam,
yarim, ¢ceyrek ve kesirlerde karsilastirma) bir materyal tasarlayip ve kullanmistim.”

O0A21:“Ortaokuldayken dort islem carki adini verdigimiz bir sey tasarlamistik.”

OAO9: “Lise 3. sinifta derste iki kare farki materyalini tasarlamistik.”

Ogretmen adaylarindan daha 6nce materyal gelistirmedigini belirtenlerden bazi gériisler asagida
sunulmustur.
O0A34: “Hayir, matematik d¢gretimine yonelik somut bir materyal gelistirmedim ama lise déneminde farkli derslere

ait proje ddevlerimde arkadaslara sunum yapacagim konuyu anlatirken somutlastirmak icin yapmis oldugum
bilindik materyaller var.”

OA15: “Daha énceki égrencilik yillarimda matematik égretimine yonelik hic somut materyal gelistirmedim. Fakat
bu derste bircok materyal gelistirdik”

Daha Once materyal gelistirdigini ifade eden 6gretmen adaylarinin hangi 6gretim diizeyinde bunu
yaptiklari ile ilgili bulgular Tablo 2’de sunulmustur.

Tablo 2.
Ogretmen Adaylarinin Somut Materyal Gelistirme Zamanlari

Diizey

Universite
Ortadgretim
lIkoégretim
Toplam 15

NS .

Tablo 2’den de goriildiigii gibi daha 6nce materyal gelistirdigini ifade eden 6gretmen adaylarinin
biiytlik bir cogunlugunun liniversite veya ilkogretim yillarinda bunu yaptig1 gériilmektedir.

Goriis formundaki ikinci soru “Universite éncesi 6grencilik yillarinizda matematik 6gretmenlerinizin
derslerde somut materyal kullanma sikhg1 icin ne sdyleyebilirsiniz?” seklindedir. Ogretmen adaylarinin
bu soru ile ilgili goriisleri incelendiginde 10’unun hig, 20’sinin nadiren, 4’tinlin bazen, 2’sinin sik cevabini
verdigi gorilmiistiir. Elde edilen goriislerden bazi kesitler asagida sunulmustur.

0A23: “Matematik 6gretmenim matematik 6gretmek icin tahta ve tebegirin yeterli oldugunu séylerdi. Bu nedenle
hi¢ somut materyal kullanmazdi.”

O0A14: “Matematik égretmenlerimiz derslerde nadiren materyal kullanirdi. Ogretmenler dersi ¢ogunlukla tahta
basinda gecirirdi.”

O0A10: “Matematik derslerinde zaman zaman somut materyal kullanan matematik égretmenlerim oldu.”

OA17: “Bir matematik égretmenim matematik derslerinde cok stk materyal kullanirdu. Siirekli elinde bir seyler ile
derse gelirdi.”

Goris formundaki ticiincii soru “Somut materyallerin matematik 6gretiminde kullanimina ydnelik
gorisleriniz nelerdir?” seklindedir. Bu soruya iliskin 6gretmen adaylarindan elde edilen tema ve
goruslerden bazi kesitler asagida sunulmustur.

Somutlastirma

OA2: “Soyut olan dersi biraz olsun somutlastirabilmek icin konuyla aldkali somut materyaller kullanilmaldir. Bu
sayede 6grencinin kavram yanilgilarina diismesi engellenebilir ve 6grenmesi kolaylagsir.”
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O0A9: “Ozellikle ilkégretimde égrencilerin gézle goriip, elle tuttuklart gercek esya ve modeller onlar icin daha
anlamlidir. Bu nedenle soyut konularin 6gretiminde somut modellerden faydalanilmalidir.”

Kalict 6grenme

0A25: “Ogrencilerin anlamasint daha kolay hale getiriyor ve akilda kalict olmasini sagliyor. Her matematik
6gretmenin okulda ders anlatirken materyalden yararlanmasinin égrencilerin égrenmesi ve dersin sevilmesi
agisindan daha faydali olacagini diisiiniiyorum.”

0A33: “Tahtaya cizip anlatmak yerine somut bir materyal kullamldigi zaman, égrenciler icin daha akilda kalict
oluyor.”

0A19: “Kalci izli 6Grenmeler gelistirmek icin kesinlikle gerekli oldugunu diistiniiyorum.”

0A30: “Ogrencilerin konuyu iyi 6grenmesi saglanabilir.”

Anlamli 6grenme

0A22: “Materyal kullanilinca ezbere degil anlaml 6grenmeler gerceklesiyor.”

Yarar

OA7: “Sadece sunus yoluyla dersler yapmak yerine somut materyallerle gérerek dokunarak égretiminin daha
faydali oldugunu diigtintiyorum.”

Zamandan tasarruf

021: “Bazi konularda materyal kullanmak égrencilerin 6Grenmesini hizlandirabilir ve zamandan tasarruf saglar.”

Motivasyon

0A36: “Ogrencilerin derse ilgisini arttirabilir.”

Gereklilik

0A3: “Ogretimde somut materyallerin mutlaka kullanilmasi gerektigini diisiintiyorum.”

Eglenceli 6grenme ortami

O0A2: “Somut materyaller ile matematik derslerinin daha verimli ve eglenceli bir sekilde yapabilecegini
diistiniiyorum.”

Mesleki Gelisim

OA11: “Farkli materyaller gelistirilmesi ve sinifa getirilip tartisiimasi, mesleki gelisimimize katki sagladi. Bu
sayede matematik derslerinde ne tiir somut materyaller kullanabilecegimiz hakkinda bilgi edindik.”

Miilakat kesitlerinden de goriildiigii gibi 6gretmen adaylarinin somut materyal kullanimina y6énelik

genel olarak olumlu goriislere sahip oldugu, bu goriislerde somutlastirma, kalici 6grenme, anlaml
O0grenme, yarar, zamandan tasarruf, motivasyon, gereklilik, eglenceli 6grenme ortami, mesleki gelisim
kavramlarina vurgu yaptiklari gérilmistiir.

Goriis formundaki dérdiincii soru “Ogretim teknolojileri ve materyal tasarimi dersinde gelistirilen

somut materyaller size faydali oldu mu? Agiklayimz.” seklindedir. Ogretmen adaylarinin tamaminin bu
soruya somut materyallerin kendilerine faydal oldugu cevabi verdigi gorilmistir. Ogretmen
adaylarindan elde edilen bazi goriisler asagida sunulmustur.

O0A18: “Gelistirdigimiz materyalin meslek hayatimda bana farkl fikirler sunacagini ve dégrencilerime farkl
materyallerle somutlastirarak égretim ortami sunabilecegimi gérmiis oldum. Bana bunun igin faydali oldugunu
diisiintiyorum.”
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0A26: “Ogretmen oldugumda dgrencilere nasil materyaller yapabilecegimle ilgili simdiden bir siirii materyal
aklimda kaldi. Artik daha uygun fiyatli ve anlasilabilir, daha giizel materyaller yapabilirim.”

Gorts formundaki besinci soru “Gelistirilen somut materyaller hosunuza gitti mi? Neden?” seklindedir.
Bu soruya verilen cevaplar incelendiginde 6gretmen adaylarinin 35’'inin (%97,2) materyal gelistirmekten
hoslandim cevabini verdigi, bir 6gretmen adayinin ise soruyu cevapsiz biraktig1 goriilmiistiir. Ogretmen
adaylarindan soru kokiiniin icinde yer alan “Neden?” ifadesi hakkinda belirtmis oldugu goriislerden
bazilar1 asagida sunulmustur.

OA32: “Gelistirilen materyallerin hepsi eglenceli, diisiinmeye yénelik, matematigi sevdirici ayn1 zamanda cogu
égretimi hizli ve kolay hale getiriyor.”

OA11: “Giicliikle dgretilen soyut konularin materyal sayesinde somutlastirarak égrenciye aktarmay! hedefleyen
bir yardimci eleman olarak gérdiigiimden hosuma gitti.”

0A16: “Materyaller anlam karmagasini kaldirdig ve ilgi cekici oldugu icin hosuma gitti.”

Gorts formundaki altinct soru “Somut materyalleri gelistirirken zorlandigimiz kisimlar oldu mu?
Aciklayiniz.” seklindedir. Ogretmen adaylarinin verdigi cevaplar incelendiginde 28’inin zorlandim, 6’sinin
zorlanmadim ifadesini kullandifl, 2’sinin ise cevap vermedigi goriilmiistiir. Ogretmen adaylarinin
gorisleri incelendiginde asagidaki basliklar altinda zorluklar yasadigi goriilmiistiir.

Tablo 3.
Somut Materyal Gelistirmede En Cok Karsilasilan Zorluklar
Zorluk Nedenleri
Materyalin hangi konu ve kazanima ydnelik olacagi 1
Materyalde kullanilacak malzemelerin se¢imi
Teknik destek alma
Materyalin seviyesinin uygunlugu

Maliyet

N WA O W mn

Tablo 3’te goriilen zorluklar ile ilgili baz1 goriisler asagida sunulmustur.

OA13: “Hangi konuda, hangi kazamma yénelik materyal hazirlayacagim konusunda karar veremedim.
Ogrencilerin 6grenmede zorluk cektigi bir konu olmasi ve materyalin bu zorlugu kolaylastirmasi gerekiyordu.”

OA17: “Materyali tasarlarken ne tiir malzemeler kullanacagima, hangi renkleri sececejime karar verememistim.
Ciinkii materyali farklt malzemeler kullanarak yapabilirdim. Dersler ilerledikge, bu sorularin cevabini buldum ve
somut materyalim sekillendi.”

0A6: “Materyali hazirlarken bazi kesimler yapilmasi gerekiyordu. Bu kesimleri marangoz yardimiyla yapabilirdim.
Gittigim marangozlar bu islemlerin ¢ok zaman alacagini séyledi fakat en sonunda baska bir marangoz yardimci
oldu ve materyalleri tamamladim.”

OA9: “Gelistirdigim somut materyalin ise yarayp yaramayacagi, égrencilerin seviyesine uygun olup olmadigi
konusunda tereddiitlerim vardi. Bu konuda zorlandim, 6gretmen ve 6gretim iiyelerinin gériistinii aldim.”

0A31: “Materyali yapacagim malzemeler égrenci biitcesine gére biraz maliyetli idi. Daha az maliyetli olacak
malzemeler kullanmayi tercih ettim.”

Goris formundaki yedinci soru “Size gére somut materyaller matematik 6gretiminde her konu icin
uygun mudur? Neden?” seklindedir. Ogretmen adaylarinin verdigi cevaplar incelendiginde 16’sinin
uygundur, 20’sinin uygun degildir cevabini verdigi goriilmiistiir. Yani somut materyallerin matematik
Ogretiminde her konu icin uygun olup olmadig1 sorusuna 6gretmen adaylarinin yarisindan fazlasinin
uygun degildir cevabi verdigi goriilmustir. Bu konuda olumlu ve olumsuz bazi goriisler asagida
sunulmustur.

0A23: “Evet uygundur. Somut materyaller matematigin her konusu icin uygundur. Sézel konular icin biraz
zorlayici olabilir.”

OA32: “Yeterli imkdnlar déhilinde, karsiikli fikir algverisleriyle her konuya uygun somut materyal
gelistirilebilecegini ve ders kapsaminda kullanilabilecegini diistiniiyorum.”

O0A24: “Bazi konular icin somut materyaller uygun olmayabilir. Bu konularla ilgili gelistirilebilecek bir somut
materyal bulunamayabilir.”
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OA5: Bazi kavramlar somutlastirilamayacagi icin uygun degildir.”

Gorts formundaki sekizinci soru “Size gére matematik dgretiminde somut materyallerin avantaj ve
dezavantajlan nelerdir?” seklindedir. Ogretmen adaylarinin verdigi cevaplardan elde edilen bulgular
Tablo 4 ve Tablo 5’te sunulmustur.

Tablo 4.
Somut Materyallerin Matematik Ogretiminde Avantajlari
Avantaj
Somutlastirma 1
Kalic1 6grenme
Dikkat cekme
Goriis belirtmemis
Olumlu tutum gelistirme
Eglenceli 6grenme ortami
Ogrenmeyi kolaylastirma
Zaman tasarrufu
Sinif yapisina gore degiskenlik gosterir

RO R R N WO N |-,

Tablo 4’ten goriildiigii gibi 6gretmen adaylarinin 6gretimde somut materyal gelistirme ve kullanmanin
avantajlarina yonelik somutlastirma, kalici 6grenme, dikkat ¢ekme, zaman tasarrufu, olumlu tutum
gelistirme, eglenceli bir 6grenme ortami, 6grenmeyi kolaylastirma gibi kavramlar1 6én plana ¢ikardigi
gorilmistir.

Tablo 5.
Somut Materyallerin Matematik Ogretiminde Dezavantajlari
Dezavantaj

Kullaniminin zaman alic1 olmasi
Hazirlanmasinin zaman alic1 olmasi
Hazirlanmasinin bilgi ve beceri gerektirmesi
Sinif yénetimini zorlastirmasi

Maliyetli olmasi

Iyi agiklanmazsa amacina ulasmamasi

Bir materyalden sinirli sayida olmasi
Kalabalik siniflarda etkin olmamasi
Sadece dersin bir b6liimiinde kullanilmasi
Sinif yapisina gore degiskenlik gdstermesi
Dezavantaji yok

Goris yok

NS R PR R DNWUUTUL O -,

Tablo 5ten de gorildigi gibi 6gretmen adaylarinin 6gretimde somut materyal gelistirme ve
kullanmanin dezavantajlarina yonelik, hazirlanmasinin bilgi ve beceri gerektirmesi, hem hazirlanmasinin
hem de kullanimin zaman alic1 olmasi, maliyetli olmasi, kalabalik siniflarda etkin olmamasi, sadece dersin
bir béliimiinde kullanilmasi, bir materyalden sinirli sayida olmasi, iyi agiklanmazsa amacina ulagsmamasi,
sinif yonetimini zorlagstirmasi goriisleri elde edilmistir.

Goris formundaki dokuzuncu soru “Meslek hayatinizda somut materyal kullanmay1 disiintiyor
musunuz? Neden?” seklindedir. Ogretmen adaylarindan 35’inin cesitli gerekcelerle evet cevabini verdigi,
bir 6gretmen adaymin soruya cevap vermedigi gériilmiistiir. Ogretmen adaylarinin somut materyal
kullanma diislincesinin nedenleri ile ilgili olarak diisiincelerinden elde edilen verilerden bazi kesitler
asagida sunulmustur.

OA11: “Evet, diistiniiyorum. Kalci &grenmeyi saglamak ve ezberci sistemi yitkmak adina kullanmayi
diisiintiyorum.”

OA9: “Evet, tabi ki diisiiniiyorum. Ciinkii Matematik dersinin bazi konular1 soyuttur ve dgrencinin zihninde
oturmasi gerekir. Bunun iginde somut materyaller ¢ok ise yarar.”

0A16: “Kullanmay: diisiiniiyorum. Ciinkii 6grenciye somut verilen bir konunun onun zihninde hayal giiciiyle daha
da genisleyip daha iyi kavranip kalici bir 6grenme saglanabilir.”
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0A18: “Ogrenme islemine katilan duyu organlarimizin sayisi ne kadar fazla ise o kadar iyi égrenir ve
6grenmelerimiz o kadar kalici olur. Kalici bir 6grenmenin yani sira grencinin dikkatini ve ilgisini ceker.”

Goriis formundaki onuncu soru “Ogretmen oldugunuzda o6grencilerinizin de somut materyal
gelistirmesinin faydal olacagini diisiiniiyor musunuz? Neden?” seklindedir. Ogretmen adaylarinin verdigi
cevaplar incelendiginde 34 6gretmen aday1 faydali buluyorum, 1 6gretmen aday1 faydal bulmuyorum, 1
O0gretmen adayinin ise yeterli zaman olursa faydali buluyorum cevabini verdigi goriilmiistiir. Yani
O6gretmen adaylarinin tamamina yakini 6grencilerin de somut materyal gelistirmesinin faydali olacagini
diisinmektedir. Bu soruya iliskin goriis formundan elde edilen bazi kesitler asagida sunulmustur.

0A26: “Ogrencilerin hayal giiclerini, psikomotor becerilerini gelistirebilecejine ve sosyal acidan birbiriyle
iliskilerini giiclendirebilecegine inandigim icin materyal gelistirilmesinin faydal olacagi diistiniiyorum.”

OA10: “Faydali olacaktir ciinkii kendileri yaparak, bir seyleri kesfederek materyal gelistirdikleri konu hakkinda
daha kapsamli bilgiye sahip olabilirler.”

OA16: “Diisiintirtim. Ciinkii materyali izlemek ayr 6gretiyor gelistirmek ayri égretiyor. Insanin materyal icin
ugras vermesi ¢ok giizel bir sey bence.”

O0A30: “Kesinlikle evet. Somutlastirilan konunun, beyinde canlandiriimast kolaydir ve gérerek dokunarak
6grenmek kaliciligi yiikseltir. Bilgiyi 6grencinin yapilandirmasina imkdn saglar. Somut nesne kullanimi sayesinde
6grenci yaparak yasayarak 6grenme imkdni bulabilmektedir.”

4. Tartisma, Sonug ve Oneriler

Bu calisma ile matematik 6gretmen adaylarinin somut materyal kullanimina yonelik gorislerinin
incelenmesi amaglanmistir. Ogretim teknolojileri ve materyal tasarimi dersi kapsaminda yiiriitiilen
calismada 6gretmen adaylar1 somut materyalleri iki asamada tamamlamislardir. Ik asama tasarim
asamasl, ikinci asama ise materyali hazirlama ve sunma asamasidir. Nitekim somut materyaller
gelistirilmeden once detayli bir 6n hazirlik yapilmasi gerektigi vurgulanmaktadir (Fuson ve Briars, 1990;
Resnick ve Omanson, 1987; Kutluca ve Akin, 2013). Bu arastirmada hem goériislerden hem de
gozlemlerden 6gretmen adaylarinin genel olarak somut materyal gelistirme ve kullanma ile ilgili olumlu
gorlslere sahip oldugu sonucuna ulasilmistir. Elde edilen bu sonug¢ bu konuda yapilan diger ¢alismalarin
bulgularinmi destekler niteliktedir (Cakiroglu ve Yildiz, 2007; Yetkin Ozdemir, 2008; Aksoy Tokgoz ve
Sahin Tagkin, 2015; Koparan, 2017). Katilimcilarin somut materyal gelistirme ve kullanmaya yo6nelik
olumlu goriislere sahip olmasinin yaninda, somut materyal gelistirmede baz1 zorluklar yasadiklar: tespit
edilmistir. Bu zorluklarin materyalin hangi konu ve kazanima yo6nelik olacagi, kullanilacak malzemelerin
secimi, materyalin tamamlanmasinda teknik destek alma ve zaman konusunda oldugu goriilmustiir.
Benzer olarak oOgretmen adaylarinin materyaller ile matematiksel kavramlar arasinda baglanti
olusturmada zorlandiklarini, bilgi ve beceri yéniinden eksik olduklarini (Yetkin Ozdemir, 2008), materyal
tasarimi slirecinde 6gretmen adaylarinin uzun zaman harcadigini (Duruhan ve $an, 2013), 6gretmen
adaylarinin materyal hazirlama konusunda, kullanilan malzemeden kaynakli, zamani iyi ydnetememekten
kaynakli, materyalin maliyetinden ve boyutundan kaynakh giicliikler yasadiklarin (Ozer ve Tunca, 2014)
ortaya koyan arastirmalar mevcuttur. Bu c¢alismada Ogretmen adaylarinin somut materyalleri,
somutlastirma, kalict 6grenme, anlamli 6grenme, yarar, zamandan tasarruf, motivasyon, gereklilik,
eglenceli 68renme ortami, mesleki gelisim boyutlari ile 6ne ¢ikardiklar: ve faydali bulduklari gérilmistiir.
Bu bulgu ara¢ gerecglerle yapilan o6gretimin verimli ve etkili oldugunu (Kurtdede Fidan, 2008),
ogrencilerde kalic1 6grenmeyi sagladigini, 6grencilerin derse karsi ilgilerini artirdigini, onlarin eglenerek
O0grenmelerini sagladigini, aktif katilmi ve 6grenilen bilgilerin giinlilk hayata transferini sagladigim
ortaya koyan (Yazar, 2015) calismalarla benzerlik gostermektedir. Bu arastirmada 6gretmen adaylarinin
tamamina yakininin 6gretmen olduklarinda matematik 6gretirken somut materyallerden yararlanmak
istedigi sonucuna varilmistir. Bu bulguya benzer olarak Unlii (2017) ve Cakiroglu ve Yildiz (2007)
0gretmen adaylarinin, 6grenmede kalicilik, derse ve konulara yonelik dikkat ¢ekme, 68renci motivasyonu,
basitlestirme, giidiileme avantajlarina vurgu yaptiklar1 ve somut materyal kullanmanin faydal oldugu
konusunda hemfikir olduklari sonucuna varmistir.

Bu c¢alismada matematik dgretiminde somut materyal gelistirme ve kullanmaya yo6nelik 6gretmen
adaylarinin genel olarak olumlu goériislere sahip olduklari sonucuna varilmistir. Matematik 6gretiminde
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farkli diizeylerde somut materyaller gelistirilmesi ve yayginlastirilmasi, 6grenme ortamlarinda somut
materyallerin daha sik kullanilmasi, farkl diizeylerde ve farkli derslerde de somut materyallerin 6grenme
ortaminda kullanimi ve etkilerini ortaya koyan calismalar yapilmasi, 6gretmenlere materyal tasarimi
konusunda hizmet ici egitimler verilmesi onerilmektedir. Bilim ve teknolojideki degisim ve gelisime
paralel olarak, daha nitelikli bireyler yetistirilmesi beklenmekte ve bu nitelikteki bireylerin yetismesi i¢in
de egitimcilerin 6grenme ortamlarini daha etkili hale getirmesi gerekmektedir. Etkili 6grenme ortamlari
olusturmak icin de teknolojideki hizli gelismelerden etkilenen 6gretim teknolojileri ve materyallerinin
takip edilmesi ve bunlardan yararlanilmasi kaginilmazdir. Bu nedenle “Ogretim Teknolojileri ve Materyal
Gelistirme” dersi 0gretmen adaylarinin gerekli 6gretimsel bilgi ve becerileri kazanmalar1 acisindan
o6nemli bir derstir ve lisans 6gretim programlarindan ¢ikarilan bu dersin yeniden 6gretim programlarinda
yer almasinin yararlh olacagi diisiintilmektedir
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EK-1 SOMUT MATERYAL DEGERLENDIRME FORMU

Materyalin Ad1/Bashifi:.....cccocoviiiccnnennn.

Sinif seviyesi | foiciiiniinenienn Hazirlayan e
Maliyeti e Konu Alani e
UYGUNLUK DUZEYI
Olgiitler Cok lyi Kabul Zayif | Agiklama
Edilebilir
Egitsel Deger
1 Kazanima uygun olmasi
2. Ogrenci seviyesine uygun olmasi
3. Dogru bilgiler sunmasi
4 Basit, sade, anlasilir olmasi
5. Ogrenmeyi zenginlestirmesi
Etki
6. Gudtleyici ve merak uyandirici olmasi
7. Motive edici olmasi
8. Etkilesimli olmasi
9. Herkes tarafindan kullanilabilmesi
10. Ogrenmeyi kolaylastirmasi
Fiziki Ozellikler
11. Kullaniminin kolay olmasi
12. Dayanikli olmasi
13. Tekrar tekrar kullanilabilir olmasi
14. Tasinabilir olmasi
15. Ekonomik olmasi
Gorsel Tasarim Ogeleri ve ilkelerine Uygunluk
16. Boyutlarin gercek boyut algisinin kazanimina
yardimci olmasi, tutarli olmasi
17. Doku ve renklerin amacina uygun kullanimi, zemin
ile sekil veya metnin renk acisindan uyumlu olmasi
18. Materyalde kullanilan nesne, sekil, gorsel ve
metinlerin uygun secilip yerlestirilmesi
19. Gorsel, metin ve nesnelerin hizalama ve yakinlik
ilkesine gore yerlestirilmis olmasi
20 Materyalde biitiinliik olmasi
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ABSTRACT

Todays’ educational system aims to raise individuals who can use knowledge in a way which is innovative and appropriate to
the requirements of the age rather than using the knowledge directly. The use of technology particularly in science education
is critical importance for the assimilation of the knowledge and the attainment of high-level skills. This study aimed to
determine biology education pre-service teachers’ views on digital experimental tools. The study was designed as a case study,
a qualitative research method in order to carry out an in-depth analysis of pre-service teachers’ views. Considering the
financial and time planning concerns, the convenience sampling technique was used to determine the participants of the
study. 28 pre-service teachers, who continue their education, constituted the participants. The data of the study were collected
using a semi-structured interview form. Experts’ opinions were consulted in order to secure the validity of the semi-structured
form. Content analysis was executed to analyze the data obtained by the interview form. The pre-service teachers’ responses
were analyzed using NVivol1l software and themes and sub-themes were generated. In order to reveal the results precisely,
the data were digitized and the results were presented in tables including related percentages and frequencies. The results
indicated that the pre-service teachers’ views on digital experimental tools are collected under three main themes: views on
the features of experimental tools, views on the experimental processes conducted with digital experimental tools, and views
on the applicability of digital experimental tools in schools. The study was completed by making recommendations regarding
the topic.

Keywords: Digital Experimental Tools, Laboratory, Biology Pre-service Teachers.

EXTENDED ABSTRACT

Purpose and Significance

Education system aims to educate individuals who can use knowledge in an innovative appropriate way in
accordance with the requirements of the era rather than using the knowledge directly. Especially the integration of
educational technology has led teachers and prospective teachers that use them in teaching and learning processes.
Educational technologies play an important role for students to understand science education subjects more
effectively and to gain high-level skills in terms of appeal them to more sense organs. In this context laboratory
applications give chance students to arise their cognitive domains and psychomotor skills.

Laboratory applications are an indispensable part of biology education and it provides many advantages such as
increasing student achievement and motivation, gaining positive attitudes, obtaining scientific process skills,
understanding scientific knowledge and scientific method. Furthermore, it helps students participating in teamwork,
developing practical skills and providing cognitive, affective and psychomotor acquisitions for them. Digital
experimental tools are very effective and useful and they offer many possibilities for their users such as saving time,
fast results, lasting and creating an enjoyable learning environment as well as general laboratory acquisitions.

When reviewing the literature, most of the studies are about some subjects such as the attitudes and opinions of
pre-service teachers’ laboratory applications, the effects of different experimental methods’ results for students’

1 This research was presented at the 2nd National Biology Education Congress.
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3 Dr., Selcuk University, Faculty of Sciences, tugba.tafli@selcuk.edu.tr

4 Prof. Dr., Gazi University, Faculty of Education, tahir@gazi.edu.tr



mailto:agokmen@gazi.edu.tr
mailto:tugba.tafli@selcuk.edu.tr
mailto:tahir@gazi.edu.tr

Gokmen, A, Tafl, T. and Atici, T. Karaelmas Journal of Educational Sciences 6 (2018) 291-302 292

success, attitude and self-efficacy levels and the advantages and limitations of laboratory applications. However
there are limited studies related to the usage of digital experimental tools have also been identified. With this
respect it is decided in this study that determining the opinions of pre-service teachers’ about the usage of digital
experiment tools in laboratory applications could contribute to this area.

Methods

The study was designed as a case study which is one of the qualitative research methods in order to carry out an in-
depth analysis of pre-service teachers’ opinions. Considering the financial and time planning concerns, the
convenience sampling technique was used to determine the participants of the study. 28 pre-service teachers, who
continue their education at a state university in Turkey in the department of biology education, constituted the
participants. The data of the study were collected using a semi-structured interview form. Experts’ opinions were
consulted in order to secure the validity of the semi-structured form. Content analysis was executed to analyze the
data obtained by the interview form. In order to ensure the reliability of the analysis, three different researchers
coded the data independently. The “Percentage of Agreement (P) = Consensus / (Consensus + Divergence) x 100”
formula, as developed by Miles and Huberman (1994), was used to confirm reliability of the data obtained from the
content analysis. The reliability of the study was calculated as .92 and it was determined that this result showed the
reliability for this study. The pre-service teachers’ answers were analyzed using NVivo1l1 software and themes and
sub-themes were generated. In order to reveal the results precisely, the data were digitized and the results were
presented in tables including related percentages and frequencies.

Results

As a result of the study indicated that the pre-service teachers’ views on digital experimental tools are collected
under three main themes: views on the features of experimental tools, views on the experimental processes
conducted with digital experimental tools, and views on the applicability of digital experimental tools in schools. It
was determined that students' views on themes were generally positive and they expressed different disadvantages
such as time, cost and complexity. The study was completed by making recommendations regarding the topic.

Discussion and Conclusions

The opinions of pre-service teachers about digital experimental tools usually contain positive expressions however
there are also some negative expressions especially in the applicability of schools. Pre-service teachers stated that
they were able to get fast and accurate results with digital experiment tools. Similarly, they were also emphasized
that digital experimental tools allow students to make more experiments in a course hour as a result of provides a
quick and accurate measurements.

In this respect, it is considered that these applications are important to increase the efficiency both of public schools
which are related with the Ministry of National Education and undergraduate programs that are related to science
and biology education of the Higher Education Institutions.
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Biyoloji Ogretmen Adaylarinin Dijital Deney Araglarina Yonelik
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OZET

Giinlimiiz egitim sistemi bilginin dogrudan alinmasi yerine, cagin gerekliliklerine uygun ve yenilik¢i bir sekilde kullanabilecek
bireyler yetistirmeyi hedeflemektedir. Ozellikle fen egitiminde teknolojinin kullanilmasi bilginin éziimsenmesi ve iist diizey
becerilerin kazanilmasi adina kritik 6nem tasimaktadir. Bu arastirmada biyoloji 6gretmen adaylarinin dijital deney araglarina
yonelik gorislerinin belirlenmesi amaclanmistir. Arastirmada o6gretmen adaylarinin goriislerinin derinlemesine bir
¢oziimleme yapmak amaciyla, nitel arastirma yontemlerinden durum ¢alismasi kullamilmistir. Aragtirmanin ¢alisma grubunun
belirlenmesinde, maliyet ve zaman planlanmasi goéz oniinde tutularak kolay ulasilabilir durum o6rneklemesi yontemi
kullanilmistir. Arastirmanin ¢alisma grubunu o6grenimlerine devam etmekte olan 28 o6gretmen aday1 olusturmaktadir.
Arastirmanin verileri yar1 yapilandirilmis goriisme formu kullanilarak elde edilmistir. Yar1 yapilandirilmig gériisme formunun
gecerligini saglamak amaciyla uzman goriislerinden faydalanilmistir. Gériisme formu ile elde edilen verilerin analizinde icerik
analizi kullanilmistir.

Anahtar Kelimeler: Dijital Deney Araclari, Laboratuvar, Biyoloji Ogretmen Adaylar:.

1. Giris

Dordiinci sanayi devrimine girdigimiz giiniimiizde gelisim ve degisimler sonucu toplumun egitime
yonelik beklentileri degismis olup, bilgiyi dogrudan alan insan modeli yerine, bilissel esneklige sahip,
karmasik problemleri ¢ozebilecek, gerektiginde bilgiye ulasabilen, 6grenmeyi 6grenmis, yaraticilik ve
isbirligi yetenegi olan bireylerin yetistirilmesi hedeflenmektedir (Kelesoglu & Kalayci, 2017; Séylemez,
2004; Xu, David & Kim, 2018). Teknolojinin hayatimizin vazgecilmez bir parcasi oldugu bu dénemde
teknolojiyi liretmek ve onu dogru bir sekilde kullanmak adina 6zellikle fen egitimine onemli gorevler
diismektedir. Fen egitimi ile saglanacak kazanimlar toplumu yeni siire¢lere hazirlayacak en 6nemli
araclardan biri olarak goriilmektedir. Fen egitimi aracilifiyla iist diizey kazanimlarin elde edilmesi icin,
bilissel boyutun yaninda, psikomotor becerilerin 6n plana ¢iktigi, bilimi anlamay1 ve bilgi iiretmeyi
Ogreten, somut deneyimler ve essiz 6grenme firsatlar1 saglayan laboratuvarlar 6n plana ¢ikmaktadir.
(Akdeniz, Cepni & Azar, 1999; Ekici, 2009; Morgil, Glingér & Secken, 2009; National Science Teachers
Association, 2012).

Ilgili alanyazin incelendiginde laboratuvar uygulamalarinin 6grencilerin akademik basarisini artirdig),
fen derslerine karsi olumlu tutumlar gelistirmelerine katkilar sagladigl, motivasyonlarini yiikselttigi,
problem ¢ézme ve bilimsel siire¢ becerilerini gelistirdigi, gerek 6gretmenler gerekse o6grencilerin
laboratuvarlara yonelik ¢ok sayida olumlu goriisler bildirdigi ¢calismalar gorilmektedir. (Aslan, 2016;
Hofstein, Navon, Kipnis & Naaman, 2005; Karaer, 2016; Kaya, Dogan & Kilig, 2005; Sert Cibik, ince Aka &
Kayacan, 2016; Sekerci, 2013; Simsir, Unal, & Yerlikaya, 2018; Yavuz & Akcay, 2017).

Bununla birlikte baslica zaman yonetimi, fiziksel imkansizliklar ve 6gretim programindan kaynakl
sinirlamalar olmak iizere yaygin egitimde laboratuvarlara yeterince zaman ayirilamadiglr ifade
edilmektedir (Costu, Ayas, Calik, Unal & Karatas, 2005; Demir, Béyiik & Kog, 2011; Giinden, 1977;
Nakiboglu & Sarikaya, 1999; Yaman & Soran, 2000). Bu durum fen egitimcilerini laboratuvarlarin verimli
bir sekilde gerceklestirilmesi adina yeni arayislarin icerisine girmelerine sebep olmustur. Laboratuvar
yonteminin sinirhliklar1t nedeniyle gerceklestirilemeyen deneyler icin teknolojik ara¢ gerecler etkili
¢Ozlimlerden biridir.

1 Bu ¢aligma II. Ulusal Biyoloji Egitimi Kongresinde sozlii bildiri olarak sunulmustur.
2 Dr., Gazi Universitesi, Gazi Egitim Fakiiltesi, agokmen@gazi.edu.tr

3 Dr., Selguk Universitesi, Fen Fakiiltesi, tugba.tafli@selcuk.edu.tr

4 Prof. Dr., Gazi Universitesi, Gazi Egitim Fakiiltesi, tahir@gazi.edu.tr
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Teknoloji destegi ile zenginlestirilmis laboratuvar uygulamalari egitim programinin temellerine uygun
bir sekilde, zaman problemleri yasatmadan basta 6grenci basarisini artirmak {izere, bilginin kaliciliginin
saglanmasi, 6grenende motivasyonun ve dzgiivenin artmasi, ilgili konuya ve teknolojiye karsi olumlu
tutumlar gelistirmesi gibi ¢cok sayida fayda saglamaktadir (Hancock, Bray & Nason, 2002; Senemoglu,
2001; Usun, 2000). Giintimiizde egitimde kullanilabilecek teknoloji ¢esitliligi de artmaktadir. Bundan
yirmi yil oncesine kadar temelde bilgisayarlarin hakim oldugu alana ¢ok sayida yeni teknolojik aygit
eklenmis durumdadir. Bunlardan biri de kisa siire icerisinde deneylerle ilgili verileri toplama, hesaplama,
grafikleri ¢izme islemlerini saglayan sensor ve bilgisayar sistemlerinden olusan dijital deney araglaridir.
Dijital deney araclar1 sahip olduklar1 donanimlar araciligiyla kisa siirede ¢ok sayida olciimiin
gerceklestirilebildigi, icerisindeki yazilimlarla bu 6l¢imlerin istenilen sekilde disa aktarilabildigi dzel
aygitlardir.

Dijital deney araglarinin kullanimiyla 6grencilerin veri toplama, hesaplama ve grafik ¢izme
islemlerinde elde edecekleri zaman tasarrufuyla, kavramlar iizerinde tartismalar yiiriitme ve grafikleri
yorumlama gibi iist diizey becerilere daha ¢ok zaman ayirma imkanina sahip olacaklardir (Sokoloff,
Thornton & Laws, 2004). Atic1 ve Gokmen (2010), dijital deney araglarinin yararlarini su sekilde
Ozetlemislerdir:

e Duyu organlari ile gozlenemeyecek kadar kiiciik fiziksel degisimleri dahi hassasiyetle 6l¢er,

e (Coksayida degiskene ait dl¢limleri yaparak bunlari kaydeder,

e Farkli degiskene ait deney sonuglarini ayni grafik tizerinde gostererek karsilastirma imkani sunar,
e Degisken sayisinin artmasi deney siirecini etkilemeyecek diizeydedir

e (Gozlem ve kayitlari not etme siireglerinde meydana gelebilecek hatalar1 minimuma indirir.

e Geleneksel deney siireclerine gore kisa siirede, dogru sonuglara ulasilmasini saglar.

Ogretmenlik ¢ok sayida farkh disipline ait bilginin bir arada olmasi gereken bir meslek tiirii olup
(Seker & Kartal, 2017), 6gretim teknolojilerini uygun bir sekilde kullanabilen 6gretmenler egitimde fark
yaratacaklardir (Sahinkayasi & Sahinkayasi, 2004). Cok sayida ulusal programla teknolojinin egitim
sistemine entegrasyonunun saglanmaya calisildig1 gliniimiizde (Albirini, 2006; Kim & Jung, 2010), bu
programlarin gelecekteki uygulayicisi olacak 6gretmen adaylarinin konuya yonelik goriisleri énem
kazanmaktadir. Bu kapsamda c¢alismanin ilgili alanyazina katki saglayacag1 ve diger arastirmacilarin
konuya yonelik dikkatini ¢ekerek dijital deney araclarinin etkin bir sekilde kullanilmasinda etkili olacagi
diisiintilmektedir.

2. Yontem

2.1. Arastirma Deseni

Ogretmen adaylarinin dijital deney araglarina yénelik gériislerinin detaylandirilarak aciklanmasi icin
nitel arastirma yontemlerinden durum calismasi yontemi kullanilmistir. Arastirmada sinirh bir sistem
derinlemesine incelenerek (Creswell, 2008), olaylarin ve davranislarin kategorileri belirlenmeye
(Hancock & Algozzine, 2006) calisiilmistir. Calismada biyoloji 6gretmen adaylarinin dijital deney
araclarina yonelik goriisleri arastirildigindan, tek bir analiz biriminin g6z o6niinde bulundurularak
incelendigi biitiinciil tek durum deseni kullanilmistir (Yildirim & Simsek, 2008)

2.2. Calisma Grubu

Arastirmanin ¢alisma grubunun belirlenmesinde, maliyet ve zaman planlanmasi g6z 6ntinde tutularak
kolay ulasilabilir durum 6rneklemesi yontemi kullanilmistir. Arastirmanin c¢alisma grubunu
O0grenimlerine devam etmekte olan 28 6gretmen aday1 olusturmaktadir. Calisma grubuna ait bilgiler
Tablo 1’de sunulmustur.
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Tablo 1
Calisma Grubuna Ait Demografik Bilgiler
Siif Cinsiyet f %
1. simif Kadin 5 17,9
Erkek 2 7,1
2. smif Kadin 6 21,4
Erkek 1 3,6
3. smif Kadin 7 25,0
Erkek 0 0
4. simif Kadin 6 21,4
Erkek 1 3,6
TOPLAM 28 100

Tablo 1.de gorildigl ilizere bir devlet iiniversitesinin Biyoloji Egitimi Ana Bilim Dali'nda farkl
siniflara kayith 24’t kadin 4’4 erkek olmak lizere 28 6gretmen aday1 arastirmanin calisma grubunu
olusturmaktadir. Her sinif diizeyinden 7 68retmen adayi ile uygulamalar gerceklestirilmistir.

2.3. Veri Toplama Aract

Ogretmen adaylarinin dijital deney araclarina yénelik goriislerinin belirlenmesinde toplam sekiz acik
uclu sorudan olusan yar1 yapilandirilmis goriisme formu kullanilmistir. Yar1 yapilandirilmis goriisme
formunun gecerligini saglamak amaciyla arastirmay: yiriiten arastirmacilarin disinda ¢ farkli alan
egitimi uzmaninin goriislerinden faydalanilmistir. Ogretmen adaylarina yéneltilen sorular ile dijital deney
araglarinin kullanimy, faydalari, sinirhiliklar: gibi goriisleri elde edilmeye calisiimistir.

Formda yer alan 6rnek sorular su sekildedir:

¢ Dijital deney araclan ile ger¢eklestirmis oldugunuz deneylerin diger deney uygulamalarina gore
farkliliklar1 var miydi? Liitfen agiklayimiz.

o Dijital deney araclari ile gerceklestirdiginiz deneylerde ne tiir kazanimlar elde ettiniz?

o Ogretmenlik meslek hayatimzda dijital deney araglarini kullanmay tercih eder misiniz? Neden?

2.4. Verilerin Toplanmasi

Arastirmaya katilacak 6gretmen adaylar belirlendikten sonra, cihazlarin kullanimina yoénelik bilgiler,
deneylerin tasarlanmasi ve gerceklestirilmesi ve sonuglarin tartisilmasini iceren sekiz haftalik bir
uygulama siireci gerceklestirilmistir. Uygulama ders kapsami disinda gergeklestirildiginden 6gretmen
adaylar1 calismaya goniilli olarak katilmislardir. Uygulama siirecinde 68retmen adaylarinin goriislerini
etkilememek icin dijital deney araglarinin sadece kullanimi gosterilmis olup, fayda ve sinirliliklarina
yonelik bilgiler paylasiimamistir. Uygulama siirecinde cihazlarin ve sensoérlerin kullanimi tanitilmis,
bunlarla ilgili basit uygulamalar gergeklestirilmistir. Bundan sonraki siirecte ortadgretim biyoloji 6gretim
programinda yer alan konu ve deneylere yonelik deneyler tasarlamalari istenmistir. Tasarlanan deneyler
O0gretmen adaylar tarafindan dijital deney araglar1 kullanilarak ve kullanilmadan iki farkh sekilde
gerceklestirilmis, deney sonuclar1 tartisiimistir. Uygulamalar sonunda bireysel olarak goriismeler
gerceklestirilmis olup, goriismeler katilimcilarinin onayiyla ses kayit cihazi ile kayit altina alinmistir.

2.5. Verilerin Analizi

Gorusme formu ile elde edilen verilerin analizinde igerik analizi kullanilmistir. Kodlamalarin
giivenirliginin saglanmasi amaciyla biri arastirmacilarin arasindan olmak iizere ¢ farklh arastirmaci
verileri bagimsiz olarak kodlamistir. Kodlamalarin tutarliligl Miles ve Huberman’in (1994) “Gorts Birligi/
(Gorts Birligi + Gorts Ayrihig1) x 100” formiili kullanilarak hesaplanmis ve .92 degeri elde edilmistir.
Miles ve Huberman (1994)’a gore kodlayicilar arasi goriis birliginin en az % 80 olmas1 beklenmektedir.

Ogretmen adaylarinin vermis olduklar1 cevaplar NVivol1l programinda analiz edilerek, tema ve alt
temalar olusturulmustur. Frekansi iki ve altinda olan goriisler degerlendirilmeye alinmamistir.
Sonuclarin net bir sekilde ortaya konulmasi i¢in veriler sayisallastirilip, bulgular yiizde ve frekans igceren
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tablolar halinde belirtilmistir. Ayrica her bir tema i¢in O6gretmen adaylarinin dogrudan ifadeleri
sunulmustur.

Ogretmen adaylarinin dijital deney araglarina gériislerinin ii¢c tema altinda yer aldig belirlenmistir. Bu
temalar Sekil 1."de sunulmustur.

o O

Q

Dijital Deney Ogretmen Deney
Araclannin Adaylannin Dijital _ Sareclerine
Ozeliikleri ile DeneyAraclarnna iligkin Gorusler

ilgili Gorisler Yonelik Gorisleri

o

Dijital Deney
Araclannin
Okullarda

Kullanilabilirligine

Yonelik Gorugler

Sekil 1. Ogretmen adaylarinin dijital deney araglarina iliskin gériisleri

Ogretmen adaylarinin dijital deney araclarina yonelik goriisleri analiz edildiginde, dijital deney
araclarinin ozellikleri, deney slreglerine iliskin ve bu araglarin hizmet dénemlerinde okullarda
kullanilabilirligine yonelik ii¢ farkli temada goriislerini belirttikleri gortilmektedir.

Ogretmen adaylarinin goriislerinin tematik kod dagilimi Sekil 2’de sunulmustur.
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Ogretmen adaylan dijital deney araclarina yonelik olarak ii¢c temada belirttikleri gériisler modelde
belirtildigi gibi alt temalara ayrilmaktadir. Bunlar arastirmanin bulgular béliimiinde detayli olarak
incelenmistir.

3. Bulgular

Ogretmen adaylarinin dijital deney araclarinin ézelliklerine yénelik gériisleri Tablo 2’de sunulmustur.

3.1.  Dijital Deney Araclarinin Ozellikleri Temasina Ait Bulgular

ggll‘)el?nlzen Adaylarinin Dijital Deney Araglarinin Ozellikleri ile ilgili Goriisleri
Tema Kodlar f %
Cihazin hizli ve dogru sonuglar vermesi 18 64,3
Dijital Deney Araglarinin Cok sayida 6l¢limi ayni anda gergeklestirebilmesi 16 57,1
Ozellikleri ile lgili Kullanic1 dostu-teknolojik bir yapisi olmasi 10 35,7
Gortsler Her yere tasinabilmesi 8 28,6
Sonuglari karsilastirabilmesi 7 25,0
Bilgiyi depolayabilmesi 6 21,4
Dayanikl olmasi 3 10,7

Tablo 2. incelendiginde 6gretmen adaylarinin dijital deney araclarinin 6zelliklerine yo6nelik olarak,
cihazin hizli ve dogru sonuglar vermesi (f=18; % 64,3), ¢cok sayida 6lciimii ayn1 anda gerceklestirebilmesi
(f=16; % 57,1), kullanic1 dostu-teknolojik bir yapis1 olmasi (f=10; % 35,7) goriislerini dncelikli olarak
ifade ettikleri goriilmektedir.

Ogretmen adaylarinin bu temaya yonelik dogrudan ifade érnekleri su sekildedir:

Ogretmen Aday1 3: “Cihazin tasinabilir olmasi arazi ¢alismalarinda kullamim kolayhgi saglayacaktr.
Birden fazla élgtimiiniin gerektigi deneylerin ¢ok daha kisa zamanda yapilmasi zaman tasarrufu sagliyor.”

Ogretmen Adayr 12. “Cihazin taginabilir olmast ve alti farkli degiskenle ayni zamanda élgiim
yapilabilmesi, grafiklerin ve her tiirlii hesaplamalarin yapilabilmesi klasik deneylere gére listiin
ozellikleri. Bu cihazlarla bilimsel calismalarda kullanilabilecek hassasiyetle dogru olgtimler yapilabiliyor.”

Ogretmen Aday1 23. “Teorik olarak bildigimiz bilgilerin uygulamalarin gerceklestirdik. Cihaz sayesinde
klasik deneylere gore cok daha dogru ve daha net sonuclar elde etmis olduk.”
3.2. Deney Siiregleri Temasina Ait Bulgular

Ogretmen adaylarinin deney siireclerine iliskin gériisleri Tablo 3’te sunulmustur.

Tablo 3 .
Ogretmen Adaylarinin Deney Stireclerine Iliskin Goriisleri
Tema Kodlar f %
Deneyleri daha eglenceli ve ilgi ¢ekici hale getirmesi 19 67,9
Deney sonuglarimin hizli ve dogru bir sekilde ortaya 17 60,7
konulmasi
Deneyleri mekan bagimliligindan kurtarmasi 15 53,6
Deneylerde 6grenme motivasyonunu artirmasi 13 46,4
Deney Siireclerine iliskin Deneylerdeki is birligi ve takim ¢alismasini tesvik etmesi 8 28,6
Gortsler Deney sonuglarini daha anlasilir hale getirmesi 6 21,4

Deney yapmaya yonelik 6zgiiveni artirmasi 5 17,9
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Deney sonuglarinin grafiklerle ifade edilmesi 5 17,9
Ozgiin deneyler yapma imkani sunmasi 4 14,3
Uzun siireli deneylerin sonug¢larindaki degisimi 3 10,7

karsilastirarak ortaya koymasi

Tablo 3. incelendiginde 6gretmen adaylarinin dijital deney araglar ile gerceklestirilen deneylerin
slireclerine yonelik goriisleri olarak, deneyleri daha eglenceli ve ilgi ¢ekici hale getirmesi (f=19; % 67,9),
deney sonuclarinin hizli ve dogru bir sekilde ortaya konulmasi (f=17; % 60,7), deneyleri mekén
bagimhligindan kurtarmasi (f=15; % 53,6) gortislerini dncelikli olarak ifade ettikleri gortilmektedir.

Ogretmen adaylarinin bu temaya yonelik dogrudan ifade érnekleri su sekildedir:

Ogrenci 6. “Bu cihaz1 kullanarak deneyleri gerceklestirmek oldukca eglenceliydi. Verileri kaydetme,
saniye saniye veri toplayip grafikleri cikarmasi, deneylerin daha kisa siirede bitirip hemen sonug alinmasi,
kiiciik ve tasinabilir bir cihaz olmasi sayesinde mevcut deneyleri degistirerek daha farkli deneylerin
yapilabilmesi oldukga iyi.”

Ogrenci 9. “Dijital deney araclar1 biyoloji deneylerini daha rahat anlamami sagladi. Arkadaslarimizla
birlikte planladigimiz deneylerin sonuglarint gérmek, bundan sonra yapacagimiz deneylerde giivenimizi
artirdr.”

Ogrenci 24. “Laboratuvarin disinda da hemen her yerde kullanilabilecek bu cihazla, verileri hizl sekilde
kaydedebildik, dogru élciimler yaptik. Bu cihaz sayesinde deney yapmak kolaylastyor.”
3.3. Dijital Deney Araglarinin Okullarda Kullanimi Temasina Ait Bulgular

Ogretmen adaylarimin dijital deney araglarinin okullardaki kullanimina iliskin gériigleri Tablo 4’te
sunulmustur.

'Org?el?r:en Adaylarinin Dijital Deney Araclarinin Okullarda Kullanimina iliskin Gériisleri
Tema Kodlar f %
Ogrencilere biyoloji dersini sevdirmesi 21 75,0
Ogrencilerde kesfetme istegi olusturmasi 15 53,6
Cihazin ya da sensdrlerin bozulma ihtimali 14 50,0
Dijital Deney Araclarinin Cihazin 68rencilere karisik gelmesi 12 42,9
Okullardaki Kullanimina Sinif dis1 ortamlarda deney yapilmasina imkan saglamasi 9 32,1
iliskin Goriisler Arastirma projelerinde kullanilabilir olmasi 8 28,6
Ogretim programlarindaki mevcut konularda deneyler 7 25,0
yapilabilmesi
Sinif mevcutlarina gére cihaz sayisinin yetersiz gelmesi 6 21,4

Tablo 4. incelendiginde 6gretmen adaylarinin dijital deney araclarinin okullardaki kullanimina yonelik
olarak, 6grencilere biyoloji dersini sevdirmesi (f=21 % 75,0), 6grencilerde kesfetme istegi olusturmasi
(f=15; % 53,6), cihazin ya da sensorlerin bozulma ihtimali (f=14; % 50,0) goriislerini 6ncelikli olarak
ifade ettikleri goriilmektedir.

Ogretmen adaylarinin bu temaya yonelik dogrudan ifade érnekleri su sekildedir:

Ogretmen Aday1 11. “Bu cihazin arazi gezilerinde ve okullarda kullamlmasi giizel olur. Ogrenciler bu
cihaz sayesinde dersi seveceklerdir. Ders esnasinda yapilmasi gereken deneyler bu cihazlarla ¢ok rahat
yapilabiliyor.”

Ogretmen Aday1 17. “Acikcast ortadgretim dgrencilerinin tarafindan ilgi gérecegini diistiniiyorum.
Onlarin  kesfetme isteklerini artirtp dersi sevmelerini saglayabilir. Bilimsel arastirmalarda,
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liniversitelerde, cevre gezilerinde fazlasiyla ise yarayacagini diistiniiyorum. Diger yéntemlere gore ¢ok
daha pratik, hizli ve dogru sonuglar elde edilebilir. Ancak cihazin kullanimi égrencilere karisik gelebilir.”

Ogretmen Aday1 19. “Kesinlikle okullarda, tiniversite arastirma laboratuvarlarinda ve cevre gezilerinde
rahatlikla kullanilabilir. Hem tasinabilir olmast hem de kullaniminin kolay olmasi agisindan okullarin
vazgegilmezi olmall. Okullardaki bilimsel calismalarda rahatlikla kullanilabilir ¢iinkii sonuglart net. Ama
sinif kalabalik olursa tek bir cihazla bunlari yapmak giic olabilir.”

4, Tartisma, Sonug ve Oneriler

Toplumun ihtiyac duydugu konularda insan giiciinli yetistirecek olan 6gretmenlerin teknolojiyi
egitimde kullanmalar giiniimiizde gereklilik haline gelmis olup (Yilmaz, 2007), egitimde eglenceli bir
strec ile kazanimlarin elde edilmesi agisindan oldukc¢a dnemlidir (Rodrigues, Pearce & Livett, 2001). Bu
calismada biyoloji 6gretmen adaylarinin dijital deney araglarina yonelik goriisleri arastirilmistir. Elde
edilen sonuglara gore oOgretmen adaylarinin dijital deney araglarina yonelik gortslerinin deney
araclarinin 6zellikleri, dijital deney araclar ile gerceklestirilen deney siireclerine iliskin goriisleri ve
dijital deney araglarin okullarda uygulanabilirligine iliskin goriisleri olmak iizere li¢ temada toplandig:
belirlenmistir.

Ogretmen adaylarinin dijital deney araglarina yonelik gériisleri genellikle olumlu ifadeler icermekle
birlikte o6zellikle okullarda uygulanabilirligi temasinda cihazin ve sensoérlerin bozulmasi, cihazin
ogrencilere karisik gelme ihtimali ve sinif mevcutlarina kiyasla yeterli sayida cihaz bulunamamas gibi
olumsuz ifadeler de goriilmektedir.

llgili alanyazin incelendiginde dijital deney araclariyla fen deneylerinde hizli ve dogru bir élgiimler
yapilarak, dersi eglenceli ve ilgi cekici hale getirdigi, 68rencilerin konuyu daha iyi anlayarak basarilarinin
arttigini (Aydin, Artun, Okur & Urey, 2012; Newton, 2000; Ng & Yeung, 2012; Thornton & Sokoloff, 1998),
ogrencilerin biyoloji ve diger fen derslerine olan olumlu tutumlarini ve 6z-yeterliklerini arttigini (Atici,
Gokmen & Tafli, 2016; Boniec, Valazquez & Joyce, 2011; Kennedy & Finn, 2000), 6grencilerde kesfetme
istegi, motivasyon ve bilimsel yeterlikleri artirdigina (Boniec, Valazquez & Joyce, 2011; Kennedy & Finn,
2000) dair benzer sonuglarin elde edildigi ¢calismalara rastlanmistir.

Ogretmen adaylar1 goriislerinde dijital deney araglar1 ile hizli ve dogru sonuglar alindigin
belirtmislerdir. Benzer sekilde dijital deney araglarinin hizhi ve dogru élciimler yaparak deney siirelerini
kisaltmasi ve bir ders saati icerisinde daha fazla deney yapma imkani tanimasi farkl calisma sonuglarinda
da vurgulanmaktadir (Ng & Yeung, 2012; Rodrigues, Pearce & Livett, 2001).

Bu ac¢idan gerek Milli Egitim Bakanlhigina bagh okullarda, gerekse Biyoloji ve Fen 6gretmeni yetistiren
Yiiksek Ogretim Kurumlarinin lisans programlarinda, azalan ders saatleri diisiiniildiigiinde verimin
artirilmasi adina bu cihazlarin kullanilmasi 6nemli gériilmektedir.

Ogretmen adaylarinin farkll iilkelerde gerceklestirilen calismalarla uyumlu olarak belirttikleri
goruslerin yani sira (Boniec, Valazquez & Joyce, 2011; Kennedy & Finn, 2000; Newton, 2000; Ng & Yeung,
2012, Rodrigues, Pearce & Livett, 2001; Thornton & Sokoloff, 1998) 6zellikle dijital deney araglarinin
okullarda uygulanabilirligi temasinda literatiirde sik karsilasilmayan goriislerin de varlig1 belirlenmistir.
Ng ve Yeung (2002), yaptiklar1 calismalarinda dijital deney araglarinin 6grencilere sikici gelebilecegini,
ogrencilerin deney tecriibelerine fazla katki saglamayabilecegini, cihaz1 daha iyi bilen kisilerin deneyleri
domine edebileceklerini olumsuz goriis olarak belirtmislerdir. Ogretmenlerin bu olasi sinirhliklar bilerek
deneyleri planlamalar1 verimli deneyler gerceklestirilmesi adina énemli goriilmektedir. Ogretmen
adaylar1 sensorlerin bozulmasi ve ekonomik yetersizlikler dolayisiyla gerekli sayida dijital deney araci
bulunamamasi gibi durumlar1 vurgulamislardir. Bu durumun c¢alisma grubuna 6zel olarak sosyo-
ekonomik yapidan kaynaklandigi diisiiniilmekte olup, Tiirkiye’de fen o6gretmenlerin laboratuvarlari
yeterince kullanmama sebeplerini arastiran diger ¢alisma sonuclariyla paralellik gosterdigi belirlenmistir
(Akincy, Uzun & Kisoglu, 2015; Giines, Sener, Topal Germi & Can, 2011; Simsek, Hirca, & Coskun, 2012;
Ulucinar, Cansaran & Karaca, 2004).

Arastirma sonunda su 6neriler sunulabilir;
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e Ogretmen adaylarimin lisans egitimleri donemlerinde dijital deney araclar1 ile deneyler
gerceklestirmelerini saglayacak se¢meli dersler, proje, arastirma vb. imkanlar sunulmasi
saglanabilir.

e Ogretmen adaylarinin dijital deney araclarina yonelik bilgi, tutum, beceri ve farkindaliklarin
hizmet 6ncesi donemlerinden baslayarak meslek hayatlarini da kapsayacak sekilde ele alan
calismalar gergeklestirilebilir.
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ABSTRACT

Study skills crucial for people of all ages are skills that evaluated within the scope of lifelong learning. The aim of this study
was to determine the level of study skills of prospective teachers, who are the teachers of the future, evaluated within the
scope of lifelong learning. The study adopted a descriptive survey design. Data were obtained from 1254 students studying in
the academic year 2017-18. “Study Skills Inventory” was used as a data collection instrument. It was observed that the data
had not a normal distribution. In this regard, non-parametric statistical analyzes were used to determine whether the
prospective teachers' study skill levels varied according to gender, program and class level. As a result, the perceptions of
prospective teachers about study skills showed significant differences according to gender, class level, and program type.

Keywords: Study Skills, Prospective Teachers.

EXTENDED ABSTRACT

Purpose and Significance

Study skills are defined as the effective use of certain techniques in learning processes (Thomas, 1993; Gall, 1990;
Yildirim, Doganay, and Tiirkoglu, 2000). This process includes acquiring, recording, editing, synthesizing,
remembering and using information (Hoover & Patton, 1995). From the beginning of the educational process, study
skills have a significant contribution to academic achievement. Therefore, teachers who are one of the most
important components of educational environments should have efficacy in this subject. So, the study skills of
prospective teachers are becoming an issue to be emphasized.

In this context, initially, prospective teachers' use of study skills and the levels of these skills should be determined.
The aim of this study is to determine the perceptions of prospective teachers towards study skills. For the purpose
of the study, the following questions will be examined.

e What are the perceptions of prospective teachers about their study skills?

e Do prospective teachers’ perceptions of study skills differ significantly by gender?

e Do prospective teachers’ perceptions of study skills differ significantly according to the type of
program?

Methods

The design of this study was a survey and causal-comparative model. The data were obtained from 1254
prospective teachers enrolled in the Faculty of Education. The data were collected in the 2017-18 academic year.
The Study Skills Inventory adapted by Colakoglu and Mahiroglu (2018) was used as an instrument in order to
determine the prospective teachers' perception of study skills. All statistics were calculated by using SPSS 20.0. Data

1 This study generated from the report produced by Zonguldak Bulent Ecevit University Educational Studies Application and Research Center.
Report No: 1

2 Assist. Prof. Dr., Zonguldak Bulent Ecevit University, Eregli Faculty of Education, omuratcolakoglu@beun.edu.tr

3 Res. Assist., Zonguldak Bulent Ecevit University, Eregli Faculty of Education, esmanurkaramase@gmail.com
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were examined whether they distribute normally or not. It was observed that data had not a normal distribution. In
this regard, non-parametric statistical tests were used to determine whether the prospective teachers’ study skill
levels changed according to gender, program type, and class level.

Results

This study investigated the perceptions of prospective teachers towards study skills. According to the results
obtained from the analysis, perceptions of all prospective teachers regarding their study skills were low for time
management dimension (X = 2,52), medium for note taking dimension (X = 3,11), high for keeping in memory (x =
3,56), preparing for exam (X = 3,81) and concentration (X = 3,83) dimensions. Considering all the dimensions of the
study skills, the prospective teachers’ perceptions about their study skills (X = 3,32) were found to be moderate. The
study also examined whether the perceptions of the prospective teachers showed a significant difference according
to the gender variable. According to the results obtained from the analysis, it was observed that the female
prospective teachers enrolling at the Faculty of Education have higher perceptions about the study skills and the
dimensions that constitute these skills than males. In the study, it was also examined whether the prospective
teachers’ perceptions about study skills showed a significant difference according to the type of program. When the
results were examined in terms of the type of program, it was seen that the prospective teachers studying in the
department of Early Childhood Education program have higher perceptions about the study skills than the students
studying in all other programs.

Discussion and Conclusion

In the light of data obtained, the dimensions of the study skills which the prospective teachers felt most efficient
were preparation for exam, concentration and keeping in memory, while they felt inefficient in the dimension of
time management. Onwuegbuzie, Slate, and Schwarts (2001) found that the study skills of undergraduates were
weak in the areas of note-taking and reading skills. When examined in terms of gender, it was found a significant
difference between male and female students' study skills and sub-dimensions. Female students' perception of
study skills was higher than males. Similarly, results from the study of Aluja and Blanch (2004) indicated that there
was a statistically significant difference in the prospective teachers’ perception of study skills in terms of gender.
When analyzed in terms of grade level, it was found that there was a significant difference between study skills
perceptions of the seniors and the freshmen, sophomores, and juniors in terms of only the time management
dimension. This finding was in line with the findings obtained from the research conducted by Ahmad (2018).
According to this, it was supported that prospective teachers’ study skills differ according to class level.
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OZET

Her yastan insan icin gerekli olan calisma becerileri yasam boyu 6grenme kapsaminda degerlendirilen becerilerdendir. Bu
calismanin amaci da gelecegin 6gretmenleri olan dgretmen adaylarinin yasam boyu 6grenme kapsaminda degerlendirilen
calisma becerilerinin ne diizeyde oldugunun belirlenmesine yoneliktir. Yapilan bu ¢alisma betimsel nitelikte olup, desen olarak
tarama modeli kullanilmistir. Arastirma stirecinde elde edilen veriler 2017-18 egitim-6gretim doneminde 6grenim géren 1254
ogrenciyi kapsamaktadir. Calismada veri toplama araci olarak “Calisma Becerileri Envanteri” kullanilmistir. Degiskenlere
iliskin elde edilen puanlarin normal dagilima uygun olmadigl belirlenmistir. Bu bakimdan égrencilerin ¢alisma beceri
diizeylerinin cinsiyet, boliim ve sinif diizeyine gore degisip degismedigi parametrik olmayan istatistiksel analizler kullanilarak
hesaplanmistir. Sonug olarak 6gretmen adaylarinin ¢alisma becerilerine yonelik algilari cinsiyet, sinif diizeyi ve program
tiirtine gore anlaml farkliliklar géstermistir

Anahtar Kelimeler: Calisma Becerileri, Ogretmen Adaylari.

1. Giris

Bireyin ve toplumun degisen ihtiyaclari, 6grenme-d8retme teori ve yaklasimlarindaki yenilik ve
gelismeler bireylerden beklenen rolleri de dogrudan etkilemistir. Bu degisim ile birlikte bireylerden
bilgiyi elde etme yollarini bilme, bilgiyi isleme ve islevsel olarak kullanabilme, bagimsiz diisiinme,
problem ¢6zme, elestirel diisiinme, girisimcilik, karar verme, iletisim ve empati gibi becerilere sahip
olmalar1 beklenmektedir. Bireylerin 21. yiizyila basarili bir sekilde uyum saglamalar: i¢in bilissel,
duyussal, fiziksel ve sosyal yonlerden gerekli gelisimi gostermeleri gerekmektedir. Bu noktada, calisma
becerileri 6nemli bir rol oynadigindan calisma ve 6grenme konusunda bazi ilkelerin, yontemlerin ve
streclerin dikkate alinmasi 6nemli goriilmektedir (Ergiir ve Saragbasi, 2009).

Ginimiizde, yasam boyu 6grenme ve kendi kendine 6grenme, cagdas yasamin ayrilmaz bir parcasi
haline gelmistir. Bu nedenle, 6grenmeyi 6gretmek egitimin temel amaclarindan biri haline gelmistir.
Egitim, bireylerin bagimsiz olarak bilgi ve beceri edinmelerini saglamay1 amaglayan faaliyetlerden olusur
(Rohwer, 1984). Dolayisiyla, bu noktada 6nemli rol oynayan ¢alisma becerileri, her yastan insan i¢in
gerekli yasam boyu 6grenme becerileri olarak kabul edilmistir (Pepe, 2012).

Calisma becerileri, 6grenme amaciyla belirli tekniklerin etkili bir bicimde kullanilmasi olarak
tanimlanmaktadir (Thomas, 1993; Gall, 1990; Yildirim, Doganay ve Tiirkoglu, 2000). Bu siireg, bilgiyi
edinme, kaydetme, diizenleme, sentezleme, hatirlama ve kullanma becerilerini icermektedir (Hoover ve
Patton, 1995). Calisma becerileri, zaman y6netimi, uygun hedefler belirleme, uygun bir calisma ortami
secme, uygun not alma stratejilerini kullanma, bir araya getirme, ana fikirleri se¢me, kendi kendini test
etme, Orgltleme ve kaygily1 yonetme gibi ¢esitli etkinliklerden olusur (Yildirinm ve digerleri, 2000;
Jones,Slate ve Kyle, 1992; Slate, Jones ve Harlan, 1998). Daha genel ifade ile ¢calisma becerileri, 6grencinin
uygun calisma stratejileri ve yontemleri hakkindaki bilgisini kullanarak akademik basar1 saglamak igin
zamani ve diger kaynaklar1 (Credé ve Kuncel, 2008) esnek ve maksath olarak kullanma ve yonetme
yetkinligini ifade eder. Gettinger ve Seibert (2002) ¢alisma becerilerini, tekrar temelli ¢calisma becerileri,
yonteme dayali calisma becerileri, bilissel temelli calisma becerileri ve iist-bilissel beceriler olmak iizere
dort gruba ayirmistir. Bu beceriler, yasam boyu devam eden kisisel, akademik ve mesleki gelisim
slirecinin bir parcasidir (Cottrell, 2001; 46).

1Bu ¢alisma, Zonguldak Biilent Ecevit Universitesi Egitim Calismalari Uygulama ve Arastirma Merkezi tarafindan hazirlanan rapordan
diizenlenmistir. Rapor No:1

2 Dr. Ogr. Uyesi, Zonguldak Biilent Ecevit Universitesi, Eregli Egitim Fakiiltesi, omuratcolakoglu@beun.edu.tr

3 Ars. Gor., Zonguldak Biilent Ecevit Universitesi, Eregli Egitim Fakiiltesi, esmanurkaramese@gmail.com
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Uygun calisma becerilerinin kullanimi, 6grenme siirecinin ayrilmaz bir parcasi olmasina ve
ogrencilerin akademik basarilarina dnemli 6l¢lide katkida bulunmasina ragmen, 6grencilerin calisma
becerileri egitim ortamlarinda goz ardi edilmektedir (Rohwer, 1984). Ogrencilerin bagimsiz 6grenme
becerisi kazanmalarinin, gelecekteki bireysel, akademik ve mesleki yasantilari iizerinde belirleyici rolii
vardir. Calisma becerileri, 6grenenin 6grenme firsatlarindan en st diizeyde faydalanmasini saglayarak
akademik yeterlik icin temel olmanin yaninda akademik olmayan ortamlarda da basariya katkida bulunur.

Calisma becerileri, 6grencilerin 6grenmesinin etkililigini ve verimliligini arttiran bilissel becerileri ve
sliregleri kapsamaktadir (Devine, 1987). Bu becerilerin gelistirilmesi, bilgiyi isleme kurami ¢ercevesinde
bilissel siireclerin gliclendirilmesi olarak kavramsallastirilmaktadir (Schunk, 2000). Dolayisiyla,
calismalarinda iyi performans gostermeyen 6grencilerin ¢cogunlukla 6grenme siirecinde pasif olduklari ve
sinirli sayida ¢alisma becerisine sahip olduklar: goriilmiistiir (Gettinger ve Seibert, 2002).

Alanyazin incelendiginde, 6grencilerin calisma becerilerini kullanim diizeyleri (Proctor, Prevatt,
Adams, Reaser ve Petscher, 2006), calisma becerileri ile akademik basar1 (Gettinger vd., 2002; Jansen ve
Suhre, 2010; Onwuegbuzie, Slate, Peterson, Watson ve Schwartz, 2000; Onwuegbuzie, Slate ve Schwarts,
2011; Pepe, 2012); tist-bilissel farkindalik (Zimmerman ve Cleary, 2009) ve kontrol odagi (Agnew, Slate,
Jones ve Agnew, 1993; Jones, Slate ve Marini, 1995; Onwuegbuzie ve Daley, 1998) gibi degiskenler
arasindaki iliskinin bir¢ok arastirmanin konusu oldugu goriilmektedir. Calisma becerileri ile iliskili olan
degiskenlerin belirlenmesi bu becerilerin gelistirilmesi noktasinda 6nem tasimaktadir.

Yapilan arastirmalar, iiniversite 6grencilerinin ¢alisma becerileri konusunda yeterli diizeyde
olmadiklarim1 géstermektedir (Agnew vd., 1993; Slate, Jones ve Charlesworth, 1990). Yiiksek6gretim
kurumlari, birbirinden farkli 6grenme gecmisi ve kazanim diizeyleriyle gelen cok sayida o6grenci
barindirmaktadir (Naqvi, Chikwa, Menon ve Al Kharusi, 2018). Bu cesitlilik, 6grencilerin 6grenme
yasantilarim1  zenginlestirirken, tniversiteler hedefledikleri ilerleme oranina erismekte glgliik
cekmektedirler (Wingate, 2006). Zihinsel, duyussal ve fiziksel saglik, motivasyon diizeyi, 6grenme ortami
gibi bircok faktoriin 6grencilerin akademik basarilari ile iligkili oldugu bilinmektedir. Ancak, liniversite
diizeyindeki Ogrencilerin akademik basarilar1 lizerinde calisma becerileri de onemli bir faktordiir.
Calisma becerilerini dogru bir sekilde secip etkin olarak kullanabilen 6grencilerin, bunu yapamayanlara
gore daha yliksek basari diizeyine sahip olduklar1 gériilmektedir (Meneghetti, De Beni ve Cornoldi, 2007).
Calisma becerilerini etkin bir bicimde kullanan 6grenciler, zamanlarini etkili bir sekilde yonetirler, ilgi ve
motivasyon diizeylerini yiiksek seviyede tutmak icin aktif 6grenme yontemlerini kullanirlar.

Bireylerin egitim siirecinin basindan itibaren, akademik basari {izerinde 6nemli katkilar1 olan ¢alisma
becerilerini edinmeleri biiylik 6nem tasimaktadir. Dolayisiyla, 6ncelikle egitim ortamlarinin en 6énemli
bilesenlerinden biri olan 6gretmenlerin bu konuda yetkin olmasi1 gerekmektedir. Bu acidan, gelecegin
o0gretmenleri olan 6gretmen adaylarinin ¢calisma becerileri, lizerinde 6nemle durulmasi gereken bir konu
haline gelmektedir. Ogretmen adaylari, ¢alisma becerileri konusunda bilgili ve yetkin degillerse,
gelecekteki mesleki rollerinde yeterli olmakta gliclik ¢ekmeleri beklenmektedir (Jones vd. 1992).
Ogretmen adaylarimin ¢alisma becerileri konusundaki eksikliklerini gidermeye yonelik cabalar,
gelecekteki Ogrencilerinin akademik becerilerini gelistirmelerine yardimci olmalari i¢in daha iyi
hazirlamalarini saglamanin yaninda, 6gretmen adaylarini daha iyi 6grenenler haline getirmektedir (Jones
vd., 1992). Bu baglamda, dncelikle 68retmen adaylarinin sahip olduklari ¢alisma becerileri ve diizeyleri
belirlenmelidir. Bu kapsamda yapilan arastirmanin amaci, 6gretmen adaylarinin ¢alisma becerilerine
yonelik algilarinin saptanmasina yoneliktir. Arastirmanin amaci dogrultusunda asagida belirtilen alt
problemlere yanit aranacaktir.

e Egitim fakiiltesinde 6grenim géren 6grencilerin ¢calisma becerilerine yonelik algilar1 nasildir?

o Egitim fakiiltesinde 6grenim goren 6grencilerin ¢alisma becerilerine yonelik algilar cinsiyete gore
anlaml bir farklilik gdstermekte midir?

e Egitim fakiiltesinde 0grenim goren Ogrencilerin c¢alisma becerilerine yonelik algilar1 program
tiiriine gore anlamh bir farklilik gostermekte midir?
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2. Yontem

Yapilan bu ¢alismada Zonguldak Biilent Ecevit Universitesine bagh Eregli Egitim Fakiiltesinde 6grenim
goren Ogrencilerin ders calisma beceri diizeylerine yonelik algilar1 belirlenmeye calisiimistir. Calisma
betimsel nitelikte olup, desen olarak tarama modeli kullanilmistir.

2.1. Calisma Gurubu

Arastirmanin ¢alisma grubunu Zonguldak Biilent Ecevit Universitesinde 6grenim géren 1254 Egitim
Fakiiltesi 6grencisi olusturmaktadir. Arastirma kapsaminda elde edilen veriler 2017-18 egitim-6gretim
déneminde toplanmistir. Arastirmaya katilan calisma grubunun cinsiyet, boliim ve sinif diizeyine gore
frekans dagilimlar1 Tablo1’ de yer almaktadir.

Tablo 1
Arastirmada Yer Alan Calisma Grubunun Cinsiyet, Béliim ve Sinif Diizeyine gore Frekans Dagilimlari
Program tiirii Cinsiyet Lsmif lemustlmf duz?’;m f Zsinif Toplam
FBO Kadin 22 15 23 25 85
Erkek 14 3 10 5 32
MO Kadin 33 21 30 28 112
Erkek 10 8 8 5 31
ECE Kadin 38 28 26 49 141
Erkek 18 4 1 9 32
PDR Kadin 42 45 25 8 120
Erkek 19 17 11 7 54
SNO Kadin 36 22 16 36 110
Erkek 23 10 7 7 47
SBO Kadin 39 26 13 40 118
Erkek 23 20 19 29 91
Kadin 19 12 25 7 63
TRO Erkek 11 8 6 11 36
7E0 Kadin 15 18 17 36 86
Erkek 21 19 20 36 96
Toplam Kadin 244 187 175 229 835
Erkek 139 89 82 109 419

FBO: Fen Bilgisi Ogretmenligi; IMO: Ilkogretim Matematik Ogretmenligi; ECE: Okul Oncesi Ogretmenligi; PDR: Psikolojik Danisma ve Rehberlik
Ogretmenligi; SNO: Sinif Ogretmenligi; SBO: Sosyal Bilgiler Ogretmenligi; TRO: Tiirkge Ogretmenligi; ZEO: Zihin Engelliler Ogretmenligi

Arastirmaya katilan Egitim Fakiiltesi 6grencilerinin %9’u Fen Bilgisi Ogretmenligi Programinda, %11’i
llkégretim Matematik Ogretmenligi Programinda, %14’ii Okul Oncesi Ogretmenligi Programi ve
Psikolojik Damgsma ve Rehberlik Ogretmenligi Programinda, %130 Siif Ogretmenligi
Programinda, %17’si Sosyal bilgiler Ogretmenligi Programinda, %8'’i Tiirkce Ogretmenligi Programinda
ve %15’ ise Zihin Engelliler Ogretmenligi Programinda 6grenim gérmektedir. Arastirmaya katilan
bireylerin %67’si kadin 6grencilerden, %33’li ise erkek dgrencilerden olusmaktadir. Arastirmaya katilan
ogrenciler sinif diizeyi agisindan incelendiginde ise, ¢calisma grubunun %31’i birinci sinifta, %22’si ikinci
sinifta, %21’inin Uglinci sinifta ve %27’sinin ise dordiinci sinifta 6grenim gordiigi belirlenmistir.

2.2. Veri Toplama Aract

Bu arastirmada, Egitim Fakiiltesinde 0grenim goren o6grencilerin ders ¢alisma becerilerinin ne
diizeyde oldugu belirlenmeye ¢alisilmistir. Bu baglamda arastirmaya katilan 6grencilerin ders calisma
becerilerinin belirlenebilmesi icin Colakoglu ve Mahiroglu (2018) tarafindan uyarlanan “Calisma
Becerileri Envanteri” veri toplama araci olarak kullanilmistir. Hgili envanter; not alma (madde 1, 2, 3, 4, 5),
hafizada tutma (madde 6, 7, 8), sinava hazirlanma (madde 13, 14, 15), yogunlasma (madde 9, 10, 11, 12)
ve zaman yonetimi (madde 16, 17, 18, 19) olmak tlizere toplam 19 madde ve 5 boyuttan olusan veri
toplama aracidir. Envanter hemen hemen hicbir zaman (1), zamanimin yarisindan azi (2), zamanimin
yaris1 (3), zamanimin yarisindan fazlasi (4) ve hemen hemen her zaman (5) olmak iizere 5’li Likert
tipindedir. Envanterden elde edilen puan ortalamalari 2,5 puanin alt1 i¢in diistk, 2,5 ile 3,5 arasi orta, 3,5
ve lzeri ise yliksek diizeyde ders calisma becerisine sahip oldugunu gdstermektedir. Colakoglu ve
Mahiroglu (2018) yaptiklar1 ¢calismada ¢alisma becerileri envanterine iliskin tespit edilen giivenirlik
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diizeyleri zaman yo6netimi alt boyutu icin ,83; sinava hazirlanma boyutu i¢in ,80; not alma boyutu i¢in ,76;
yogunlasma boyutu icin ,66; hafizada tutma boyutu icin ise ,64 ve 6lcegin tamami i¢in ,83 bulunmustur.
Egitim Calismalari ve Uygulama Merkezi tarafindan 1254 egitim fakiiltesi 6grencisi ile gerceklestirilen bu
calismada elde edilen giivenirlik diizeyleri ise zaman ydnetimi alt boyutu i¢in ,87; sinava hazirlanma
boyutu i¢in ,86; not alma boyutu icin ,75; yogunlasma boyutu i¢cin ,76; hafizada tutma boyutu icin ise ,71
ve 6lcegin tamami i¢in ,87 bulunmustur.

2.3. Verilerin Analizi

Arastirma kapsaminda elde edilen tliim istatistikler SPSS 20.0 istatistik paket programi aracilifiyla
hesaplanmistir. Verilerin analizinde ilk olarak elde edilen verilerin normal dagilima uygun olup olmadigi
arastirilmistir. Verilerin normal dagilima sahip olup olmadiginin belirlenebilmesi i¢in basiklik ve ¢arpiklik
katsayis1 ve Shapiro-Wilk test sonuglarindan yararlanilmistir. Elde edilen verilere iliskin basiklik-
carpiklik degerleri ve Shapiro-Wilk test sonuclar1 Tablo2’de yer almaktadir. Field (2009) degiskenlere
iliskin basiklik ve carpiklik katsayisinin standart hatasina oraninin *1,96 degerinin lizerinde ¢iktig
durumlarda degiskenin normal dagilima uymadigini belirtmektedir.

Tablo 2.
Calisma Beceri Diizeylerine iliskin Normal Dagilim Istatistikleri
Basiklik Carpikhik S-W

Degiskenler Katsayi Standart Z puani Katsayi Standart Zpuanm1 pdegeri

Puani hata Puani hata
Not alma -,197 -2,86 -,567 -4,11 ,00
Hafizada tutma -,418 -6,06 -,324 -2,35 ,00
Sinava hazirlanma -,687 0.069 -9,96 ,143 1,04 ,00
Yogunlasma -,714 ’ -10,35 -,242 0,138 -1,75 ,00
Zaman YoOnetimi ,309 4,48 -,899 -6,51 ,00
Calisma Becerileri -,265 -3,84 -,047 -0,34 ,00
(Toplam)

S-W: Shapiro-Wilk testi

Tablo2 incelendiginde calisma becerilerini olusturan boyutlar ve envanterin tamamina iliskin elde
edilen puanlarin kritik nokta olarak belirtilen +1,96 degerinin iizerinde oldugu goériilmektedir. Bu
bakimdan arastirma kapsaminda kullanilan degiskenlerin normal dagilima uygun olmadig1 basiklik ve
carpiklik degerleri iizerinden belirlenmistir. Ayrica verilerin normal dagilima uygun olup olmadigi
Shapiro-Wilk testi ile de saglanmistir. Degiskenlere iliskin elde edilen puanlarin Shapiro-Wilk p degerine
(p<,05) gore normal dagilima uygun olmadigl belirlenmistir. Bu bakimdan 6grencilerin ¢calisma beceri
diizeylerinin cinsiyet, bolim ve sinif diizeyine gore degisip degismedigi parametrik olmayan (Mann-
Whitney U ve Kruskal Wallis H) istatistiksel analizler kullanilarak hesaplanmistir.

3. Bulgular

Arastirmanin ilk alt problemi olan “Egitim Fakiiltesinde 6grenim goren Ogrencilerin ¢alisma
becerilerine yonelik algilar1 nasildir?” sorusuna yanit aranmistir. Bu kapsamda arastirmaya katilan
ogrencilerin calisma beceri diizeyleri, envanteri olusturan 5 boyut ve 19 maddenin tamami {izerinden
hesaplanmistir. Arastirmaya katilan 6grenciler icin elde edilen ortalama puanlar Tablo 3’de yer
almaktadir.

Tablo 3.
Ders Calisma Beceri Diizeylerine iliskin Betimleyici istatistikler

Degiskenler N X Standart
Sapma
Not alma 1254 3,11 ,94
Hafizada tutma 1254 3,56 ,94
Sinava hazirlanma 1254 3,81 ,90
Yogunlasma 1254 3,83 1,03
Zaman YOnetimi 1254 2,52 1,15

Calisma Becerileri (Toplam) 1254 3,32 ,69
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Tablo 3 incelendiginde, tiim 6grencilerin ders calisma becerilerine iliskin algilari; zaman yonetimi
boyutu icin diisiik (X = 2,52), not alma boyutu icin orta (X= 3,11), hafizada tutma (X = 3,56), sinava
hazirlanma (X = 3,81) ve yogunlasma (X= 3,83) boyutlari icin ise yiiksek diizeyde oldugu goriilmektedir.
Genel olarak ders ¢alisma becerilerinin tamami dikkate alindiginda 6grencilerin ders ¢alisma becerilerine
(X= 3,32) yonelik algilarinin orta diizeyde oldugu saptanmistur.

Arastirmanin ikinci alt problemi olan “Egitim fakiiltesinde 0grenim goren Ogrencilerin c¢alisma
becerilerine yonelik algilar1 cinsiyete gére anlamli bir farklilik gostermekte midir?” sorusuna yanit
aranmistir. Bu kapsamda, arastirmaya katilan 6gretmen adaylarinin cinsiyet degiskenine gore calisma
becerilerini olusturan boyutlarin betimleyici istatistikleri Tablo4’ de yer almaktadir.

Tablo 4.
Cinsiyet Degiskenine Gére Ders Calisma Becerileri ve Alt Boyutlarina iliskin Betimleyici Istatistikler
Ders Calisma Becerileri ve Boyutlari Cinsiyet N X Standart
Sapma
Kadin 835 3,25 ,88
Not Alma Erkek 419 2,83 99
Kadin 835 3,64 ,92
Hafizada Tutma Erkek 419 349 '97
Yosunlasma Kadin 835 391 ,86
suntas Erkek 419 3,60 93
Sinava Hazirlanma Kadn 835 4,00 96
Erkek 419 3,48 1,08
7aman Yénetimi Kadin 835 2,56 1,17
Erkek 419 2,43 1,10
o Kadin 835 3,43 ,65
Ders Calisma Becerileri (Toplam) Erkek 419 311 71

Tablo4 incelendiginde, Egitim Fakiiltesinde okuyan kadin 6grencilerin ders ¢alisma becerisine ve bu
becerileri olusturan boyutlara iliskin algilarinin erkek 6grencilerden daha yiiksek oldugu goriilmektedir.
Kadin ve erkek 6grencilerinin ders calisma becerileri ve alt boyutlarina iliskin algilarinin arasindaki
farkin anlamli olup olmadigini belirlemek i¢in parametrik olmayan karsilastirmali istatistiklerden Mann
Whitney U testi kullanilmis ve elde edilen sonuglar Tablo5’te yer almaktadir.

Tablo 5.

Sinif Diizeyi Degiskenine Gére Ogrencilerin Ders Calisma Becerileri ve Alt Boyutlarina iliskin Algilarinin

Karsilastirilmasina Yoénelik Kruskal Wallis H Test Sonuglari

Ders Calisma Becerileri ve

Siif

Sira

2
Boyutlar Diizeyi Ortalamasi sd X P Fark
1.simif 383 619,32
2.smif 276 626,10
Not Alma 3 sinif 257 64163 3 ,593 ,90 Yok
4.simf 338 627,17
1.smif 383 619,90
2.smif 276 612,69
Hafizada Tutma 3 simif 257 632.74 3 1,422 ,70 Yok
4.smif 338 644,22
1.smmif 383 614,48
. 2.smif 276 648,50
Yogunlasma 3 sinif 257 656,76 3 4,709 ,20 Yok
4.simf 338 602,86
1.smif 383 612,17
2.smif 276 629,52
Sinava Hazirlanma 3 simif 257 624.72 3 1,561 ,67 Yok
4.smif 338 645,34
1.smmif 383 598,11 1-4
. 2.smif 276 583,36 "
Zaman Yonetimi 3 uf 257 604.47 3 27,326 ,00 gi
4.s1mf 338 714,36
Ders Calisma Becerileri (Toplam) 1.simif 383 603,20 3 6,158 ,10 Yok
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2.smif 276 610,60
3.sinif 257 631,37
4.smif 338 665,89

Tablo5’de yer alan sonugclara gore, Egitim Fakiiltesinde okuyan 6grencilerin sinif diizeyine gore ders
calisma beceri algilar1 sadece zaman yonetimi alt boyutu i¢in anlamli bulunmustur (x2=27,326; sd=3;
p<05). Diger tiim boyutlar ve ¢alisma becerilerinin tamami icin elde edilen karsilastirmalarda ise anlamh
bir farklilik bulunmamistir. Zaman yoénetimi alt boyutu i¢in yapilan ikili karsilastirmalarda ise dérdiincii
sinif diizeyinde 6grenim goren 6grencilerin birinci, ikinci ve ti¢clincii sinif diizeyinde okuyan 6grencilerden
farklilastigi belirlenmistir. Analizlerin sonucunda dordiincii siif diizeyinde 6grenim géren 6grencilerin
zaman yonetimi algilarinin birinci, ikinci ve ticiincii sinif diizeyinde 6grenim goéren 6grencilere gére daha
yliksek oldugu bulunmustur.

Arastirmanin iiciincii alt problemi olan “Egitim fakiiltesinde 6grenim goren Ogrencilerin ¢alisma
becerilerine yonelik algilar1 program tiiriine gére anlaml bir farklilik gostermekte midir?” sorusuna yanit
aranmistir. Arastirmaya katilan 6gretmen adaylarinin program tiirtine gore calisma becerileri ve bu
becerileri olusturan boyutlarin betimleyici istatistikleri Tablo6’ da sunulmustur.

Tablo6 incelendiginde, arastirmaya katilan 68rencilerin program tiiriine gére not alma beceri algisi en
yiiksek Okul Oncesi Ogretmenligi programinda (X = 3,40), en diisiik ise Sosyal bilgiler Ogretmenligi
programinda (X = 2,95) yer aldig1 goriilmektedir.

Tablo 6.
Program Tiiriine Gére Ogrencilerin Calisma Becerileri Alt Boyutlarina iliskin Betimleyici istatistikler

Program Not Alma Hafizada Yogunlasma Siava Zaman
e N Tutma Hazirlanma Yonetimi

turu X ss X ss X ss X ss X ss
FBO 117 3,16 ,94 3,68 ,85 3,81 ,87 3,99 ,94 2,74 1,17
IMO 143 2,97 ,82 3,49 91 3,84 ,78 3,66 ,99 2,29 1,07
ECE 173 3,40 ,83 3,66 91 3,93 ,89 4,19 ,92 2,62 1,15
PDR 174 3,01 ,89 3,49 91 3,72 ,86 3,67 ,97 2,25 1,07
SNO 157 3,06 ,97 3,52 ,99 3,83 ,98 3,76 1,16 2,52 1,16
SBO 209 2,95 ,99 3,49 ,96 3,66 ,94 3,63 1,08 2,73 1,12
TRO 99 3,37 ,97 3,77 ,89 3,97 ,76 4,03 ,89 2,31 1,17
ZEO 182 3,09 ,97 3,73 ,97 3,82 ,96 3,83 1,07 2,58 1,19
Tum 1254 3,11 ,94 3,56 ,94 3,83 1,03 3,81 ,90 2,52 1,15
Bolimler

Hafizada tutma becerisine iliskin algilari; Psikolojik Danisma ve Rehberlik Ogretmenligi, Sosyal Bilgiler
Ogretmenligi ve Ilkogretim Matematik Ogretmenligi program icin orta diizey, Fen Bilgisi Ogretmenligi,
Okul Oncesi Ogretmenligi, Simif Ogretmenligi, Tiirkce Ogretmenligi ve Zihin Engelliler Ogretmenligi
programlari icin yiiksek diizeyde oldugu tespit edilmistir.

Elde edilen veriler 1s181nda, arastirmaya katilan 6grencilerin program tiiriine gére hafizada tutma
beceri algisi en yiiksek Tiirkce Ogretmenligi programinda (X = 3,77), en diisiik ise Psikolojik Danigma ve
Rehberlik Ogretmenligi (X = 3,49), ilkogretim Matematik Ogretmenligi (X = 3,49) ve Sosyal Bilgiler
Ogretmenligi programinda (X = 3,49) yer aldig1 goriilmektedir.

Yogunlasma becerisine iliskin algilari; Psikolojik Danisma ve Rehberlik Ogretmenligi ve Sosyal Bilgiler
Ogretmenligi, Fen Bilgisi Ogretmenligi, ilkégretim Matematik Ogretmenligi, Okul Oncesi Ogretmenligi,
Sinif Ogretmenligi, Tiirkce Ogretmenligi ve Zihin Engelliler Ogretmenligi programlari igin yiiksek diizeyde
oldugu tespit edilmistir. Elde edilen veriler 1518inda, arastirmaya katilan 6grencilerin program tiiriine
gore yogunlasma beceri algis1 en yiiksek Tiirkce Ogretmenligi programinda (X = 3,97), en diisiik ise
Sosyal Bilgiler Ogretmenligi programinda (X = 3,66) oldugu goriilmektedir.

Sinava hazirlanma becerisine iliskin algilari;; tim bolimler igin yiiksek diizeyde oldugu tespit
edilmistir. Elde edilen veriler 1s181nda, arastirmaya katilan 6grencilerin program tiirline gore sinava
hazirlanma beceri algis1 en yiiksek Okul Oncesi Ogretmenligi programinda (X = 4,19), en diisiik ise Sosyal
Bilgiler Ogretmenligi programinda (X = 3,63) oldugu goriilmektedir.
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Zaman yonetimi becerisine iliskin algilari; ilkégretim Matematik Ogretmenligi, Psikolojik Danisma ve
Rehberlik Ogretmenligi, Tiirkce Ogretmenligi programlar icin orta diizey; Fen Bilgisi Ogretmenligi, Okul
Oncesi Ogretmenligi, Sinif Ogretmenligi, Sosyal bilgiler Ogretmenligi ve Zihin Engelliler Ogretmenligi
programlari i¢in yiiksek diizeyde oldugu tespit edilmistir. Elde edilen veriler 1s181nda, arastirmaya katilan
ogrencilerin program tiiriine goére zaman yonetimi beceri algis1 en yiiksek Fen Bilgisi Ogretmenligi
programinda (X = 2,74), en diisiik ise Psikolojik Danisma ve Rehberlik Ogretmenligi programinda (X =
2,25) oldugu goriilmektedir.

Genel olarak bakildiginda tiim programlardan elde edilen sonuglarin diisiik, orta ve yiiksek gibi
diizeyler acisindan gosterimi Tablo7’de yer almaktadir.

Tablo 7.
Tiim Programlardan Elde Edilen Sonuglarin Gésterimine iliskin Derecelendirme Tablosu

Ders Calisma Beceri Boyutlari Calisma
Program tiirii Not Hafizada Yodunlasma Sinava Zaman Becerileri
Alma Tutma 9 4 Hazirlanama Yéonetimi (Toplam)
FBO Orta Yiiksek Yiiksek Yiiksek Orta Orta
IMO Orta Orta Yiiksek Yiiksek Diistik Orta
ECE Orta Yiiksek Yiiksek Yiiksek Orta Yiiksek
PDR Orta Orta Yiiksek Yiiksek Diisiik Orta
SNO Orta Yiiksek Yiiksek Yiiksek Orta Orta
SBO Orta Orta Yiiksek Yiiksek Orta Orta
TRO Orta Yiiksek Yiiksek Yiiksek Diistik Orta
ZEO Orta Yiiksek Yiiksek Yiiksek Orta Orta

Bu sonuglar dogrultusunda 6grencilerin ders ¢alisma beceri algilar1 en yiiksek yogunlasma ve sinava
hazirlanma boyutlarinda, en diisiik ise not alma, hafizada tutma ve zaman y6netimi boyutlarinda oldugu
gorilmektedir. Ogrencilerin 6grenim gordiikleri program bazinda sonuclar incelendiginde ise, Okul
Oncesi Ogretmenligi programinda okuyan égrencilerinin Ders Calisma Becerilerine iligkin algilarinin
diger tiim programlarda okuyan 6grencilerden daha yiiksek oldugu goriilmektedir.

Ogrencilerin ders calisma beceri diizeylerine iliskin karsilastirmalar1 Kruskal Wallis H testi ile
yapilmistir. Ders ¢alisma becerilerinin tamamina iliskin Kruskal Wallis H test sonuglar1 Tablo8'de
verilmistir.

Tablo8 calisma becerilerinin tamami i¢in incelendiginde, 6grencilerin bagh olduklar1 program tiiriine
gore yapilan karsilastirmalarin anlamli oldugu bulunmustur [x2=37,588, sd=7, p<.05]. Elde edilen
sonuglara gore, calisma becerilerinin tamami icin en yiiksek sira ortalamasina sahip program tiirti Okul
Oncesi Ogretmenligi, en diisiikk sira ortalamasina sahip program tiirii ise Ilkégretim Matematik
Ogretmenligi programinda oldugu goriilmektedir.

Tablo8 not alma alt boyutu icin incelendiginde, 6grencilerin bagh olduklar1 program tiiriine gore
yapilan karsilastirmalarin anlamh oldugu bulunmustur [x2=37,588, sd=7, p<.05]. Elde edilen sonuclara
gore, not alma boyutu icin en yiiksek sira ortalamasina sahip program tiirii Okul Oncesi Ogretmenligi, en
diisiik sira ortalamasina sahip program tiirii ise Ilkégretim Matematik Ogretmenligi programinda oldugu
goriilmektedir.

Tablo8 hafizada tutma alt boyutu i¢in incelendiginde, 6grencilerin bagli olduklar1 program tiirtine gore
yapilan karsilastirmalarin anlamli oldugu bulunmustur [x2=17,859, sd=7, p<.05]. Elde edilen sonuclara
gore, hafizada tutma alt boyutu icin en yiiksek sira ortalamasina sahip program tiirii Tiirkce Ogretmenligi,
en diisiik sira ortalamasina sahip program tiirii ise Psikolojik Danisma ve Rehberlik Ogretmenligi oldugu
gorulmektedir.

Tablo8 yogunlasma alt boyutuna icin incelendiginde, 6grencilerin bagh olduklar1 program tiirtine gére
yapilan karsilastirmalarin anlamli oldugu bulunmustur [x2=15,663, sd=7, p<.05]. Elde edilen sonuclara
gore, yogunlagsma alt boyutu icin en yiiksek sira ortalamasina sahip program tiirii Okul Oncesi
Ogretmenligi, en diisiik sira ortalamasina sahip program tiirii ise Sosyal Bilgiler Ogretmenligi oldugu
goriilmektedir.
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Tablo 8.
Program Tiiriine Gore Ogrencilerin Ders Calisma Becerilerinin Tamami ve Alt Boyutlarina iliskin Algilarinin
Karsilastirilmasi

Calisma Sira
Becerileri ve Program tiirii N Ortalamasi sd x?2 p
Alt Boyutlar:
FBO 117 683,73
IMO 143 550,55
Calisma ECE 173 732,40
Becerilerinin gﬁg 1;;} ggg:gg 7 39,137 ,00%
Tamam SBO 209 584,87
TRO 99 692,44
ZEO 182 642,36
FBO 117 645,39
IMO 143 562,29
ECE 173 740,02
PDR 174 587,49 "
Not Alma SNO 157 62291 7 37,588 ,00
SBO 209 567,09
TRO 99 728,49
ZEO 182 616,93
FBO 117 652,91
IMO 143 585,11
ECE 173 646,85
Hafizada Tutma Spll\?g 1?7} Zgg:gé 7 17,859 ,01*
SBO 209 592,83
TRO 99 696,46
ZEO 182 691,48
FBO 117 626,25
IMO 143 627,29
ECE 173 679,80
Yogunlagsma gll\?g 1;;} Zgi:;g 7 15,663 ,03*
SBO 209 565,23
TRO 99 578,56
ZEO 182 644,61
FBO 117 679,73
IMO 143 556,41
ECE 173 760,49
PDR 174 561,06 .
Sinava Hazirlanma SNO 157 621,18 7 48,557 ,00
SBO 209 560,11
TRO 99 691,35
ZEO 182 635,00
FBO 117 694,35
IMO 143 556,84
ECE 173 658,31
o PDR 174 544,36 .
Zaman YOnetimi SNO 157 630,15 7 31,954 ,00
SBO 209 696,96
TRO 99 557,82
ZEO 182 646,09

*p<,00
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Tablo8 sinava hazirlanma alt boyutu i¢in incelendiginde, 6grencilerin bagh olduklar: program tiiriine
gore yapilan karsilastirmalarin anlamli oldugu bulunmustur [x2=48,557, sd=7, p<.05]. Elde edilen
sonuclara gore, sinava hazirlanma alt boyutu icin en yiiksek sira ortalamasina sahip program tiirii Okul
Oncesi Ogretmenligi, en diisiik sira ortalamasmna sahip program tiirii ise Ilkégretim Matematik
Ogretmenligi oldugu goriilmektedir.

Tablo8 zaman yonetimi alt boyutu icin incelendiginde, 6grencilerin bagh olduklar1 program tiiriine
gore yapilan karsilastirmalarin anlamli oldugu bulunmustur [x2=31,954, sd=7, p<.05]. Elde edilen
sonuglara gore, zaman yonetimi alt boyutu icin en yiiksek sira ortalamasina sahip program tiirii Sosyal
Bilgiler Ogretmenligi, en diisiik sira ortalamasina sahip program tiirii ise Psikolojik Danisma ve Rehberlik
Ogretmenligi oldugu goriilmektedir.

Program tiirline gore Ogrencilerin ders c¢alisma beceri ve alt boyutlarina iliskin yapilan
karsilastirmalardan elde edilen farkliliklar Tablo9’da sunulmustur

Tablo 9.
Program Tiiriine Gére Ogrencilerin Ders Calisma Becerileri ve Alt Boyutuna iliskin Bulunan Farklarin Gésterimine
{liskin Tablo

Farklar
Program tiirii Not Hafizada o Sinava Zaman Ders Ca.l 15ma

Alma Tutma Yogunlagma Hazirlanma  Yonetimi Becerileri

(Toplam)
FBO (1) 1-3 2-7 3-4 1-2 1-2 1-2
IMO (2) 2-3 2-8 3-6 1-3 1-4 1-4
ECE (3) 2-7 4-7 4-7 1-4 1-7 1-6
PDR (4) 3-4 4-8 5-6 1-6 2-3 2-3
SNO (5) 3-5 5-7 6-7 2-3 2-6 2-7
SBO (6) 3-6 6-7 2-7 2-8 2-8
TRO (7) 3-8 2-8 3-4 3-4
ZEO (8) 4-7 3-4 3-7 3-5
5-7 3-5 4-5 3-6
6-7 3-6 4-6 3-8
7-8 3-8 4-8 4-5
4-7 6-7 4-7
6-7 4-8
6-7

4. Sonuclar ve Tartisma

Ogrencilerin bagarih akademik performans gosterebilmeleri icin calisma becerilerini etkin bir bicimde
kullanmalar1 gerekmektedir (Gettinger, Seibert, 2002). Bu beceriler, yeni bilgileri edinmek ve saklamak
icin 6grenme siirecinde 6grencilere yardimci olan araglardir. Bu dogrultuda, calismanin amaci, egitim
fakiiltesinde 6grenim goren Ogrencilerin calisma becerilerine yonelik algilarin1 ortaya koymak olarak
belirlenmisti.

Bu béliimde arastirma kapsaminda yapilan analizlerden elde edilen sonuglara yer verilmistir. Elde
edilen veriler 15181nda; arastirmaya katilan ogrencilerin kendini en yetkin hissettigi calisma becerisi
boyutlar1 sinava hazirlanma, yogunlasma ve hafizada tutma iken, kendini en zayif gordigi c¢alisma
becerisi boyutu ise zaman yonetimi boyutudur. Onwuegbuzie, Slate, ve Schwarts (2001) ise liniversite
ogrencilerinin calisma becerilerinin not alma ve okuma becerileri alanlarinda zayif oldugunu tespit
etmislerdir. Zayif calisma becerileri ile ilgili baslica faktorler arasinda not alma teknikleri, kotii zaman
yonetimi yer almaktadir (Koki ve Abdullahi, 2014).

Ogrencilerin 6grenim gordiigii program bazinda, ders ¢alisma beceri algis1 en yiiksek 6grencilerin Okul
Oncesi Ogretmenligi programinda 6grenim goéren 6grenciler oldugu, en diisiik algiya ise Psikolojik
Danisma ve Rehberlik Ogretmenligi programinda 6grenim géren dgrencilerin sahip oldugu bulunmustur.
Ogretmen adaylarinin ders calisma beceri alt boyutlarina yonelik algilar1 acisindan incelendiginde; not
alma becerisine iligkin algis1 en yiiksek Okul Oncesi Ogretmenligi programinda égrenim goren 6grenciler
iken, en diisiik algiya Sosyal Bilgiler Ogretmenligi programinda 6grenim goren 6grencilerin sahip oldugu
bulunmustur. Hafizada tutma becerisine iliskin algisi en yiiksek Okul Oncesi Ogretmenligi programinda
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ogrenim goren dgrenciler iken, en diisiik algiya Sosyal Bilgiler Ogretmenligi programinda 68renim géren
ogrencilerin sahip oldugu bulunmustur. Yogunlasma becerisine iliskin algis1 en yiiksek Okul Oncesi
Ogretmenligi programinda 6grenim goren 6grenciler iken, en diisiik algiya Sosyal Bilgiler Ogretmenligi ve
Psikolojik Danisma ve Rehberlik Ogretmenligi programlarinda égrenim géren dgrencilerin sahip oldugu
bulunmustur. Sinava hazirlanma becerisine iliskin algis1 en yiiksek Okul Oncesi Ogretmenligi
programinda 6grenim goren ogrenciler iken, en diisiik algiya Sosyal Bilgiler Ogretmenligi programinda
6grenim goren 6grencilerin sahip oldugu bulunmustur. Zaman ydnetimi becerisine iliskin algisi en yliksek
Fen bilgisi Ogretmenligi programinda 6grenim géren 6grenciler iken, en diisiik algiya Psikolojik Danigsma
ve Rehberlik Ogretmenligi programinda 6grenim géren 6grencilerin sahip oldugu bulunmustur.

Ogrencilerin 6grenim gérdiikleri program tiiriine gére ders calisma becerileri ve alt boyutlar arasinda
yapilan karsilastirmalarda, Sosyal Bilgiler Ogretmenligi programinda okuyan o6grenciler ile Tiirkce
Ogretmenligi programinda 68renim goren dgrencilerin not alma, hafizada tutma, yogunlasma, sinava
hazirlanma, zaman yonetimi ve ders calisma becerilerinin tamaminda anlamli farklilik bulunmustur. Bu
fark ders ¢alisma becerilerinin tamaminda, not alma, hafizada tutma, yogunlasma ve sinava hazirlanma
boyutlarinda Tiirkce Ogretmenligi programinda égrenim géren dgrenciler lehine bulunmustur. Sadece
Sosyal Bilgiler Ogretmenligi programinda 6grenim géren égrencilerin zaman yonetimi boyutuna iligkin
algilarinin Tiirkce Ogretmenligi programinda 6grenim géren égrencilerden yiiksek oldugu saptanmistir.
Alanda yapilan calismalarda elde edilen bulgular, ¢calisma becerilerinin bdéliimlere gore degiskenlik
gosterdigini desteklemektedir. Koki ve Abdullahi (2014) tarafindan yiiriitiilen ¢alisma bulgularina gore,
liniversite 6grencileri zaman y6netimi ve not alma becerilerine biiyiik 6l¢ciide sahiptir. Hazard ve Nadeau
(2006) nmun zaman ydnetimi ve not alma gibi becerilerin akademik basari iizerinde etkili oldugunu ortaya
koyan ifadeleri bu goriisii destekler niteliktedir.

Cinsiyet acisindan incelendiginde, erkek ve kadin 6grencilerin ders ¢alisma becerileri ve alt boyutlari
arasinda anlamli fark bulunmustur. Kadin 6grencilerin ders ¢alisma becerileri ve alt boyutlarina yonelik
algis1 erkek ogrencilerden daha yiiksektir. Bu bulguya benzer sekilde, Aluja ve Blanch (2004) da
yaptiklar1 arastirmada oOgrencilerin calisma becerilerine yonelik algilar1 arasinda cinsiyete gore
farklilasmanin goriildiigiinii ortaya koymustur. S6z konusu arastirma bulgularina goére, kadin 6grencilerin
calisma becerilerine yonelik algilar1 erkek dgrencilerin algilarina gore daha yiiksektir. Benzer sekilde
Ossai (2012) de arastirmasinda, 6grencilerin ¢alisma becerileri tizerinde cinsiyet degiskeninin belirleyici
oldugunu ortaya koymustur. Koki ve Abdullahi (2014) tarafindan ytriitillen arastirmanin bulgulari
ogrencilerin cinsiyetlerine gore ¢alisma becerilerinin anlamli bir sekilde farklilastigini desteklemektedir.
Ahmad (2018)'1n arastirmasindan elde edilen bulgulara gére kadinlarin ¢alisma becerilerinin genellikle
erkeklerden daha iyi oldugu bulunmustur.

Ote yandan, Christian (1983) arastirmasinda, 6grencilerin c¢alisma becerilerinde cinsiyete gore
farklilik olmadigini gézlemlemistir. Bu bulgular cinsiyetin 6grencilerin ¢alisma becerileri lizerinde 6nemli
bir etkisinin olmadigin tespit eden Bhan ve Gupta (2010) tarafindan gergeklestirilen arastirma bulgular:
ile benzerdir. Literatiirde, cinsiyet faktoriiniin {niversite Ogrencilerinin calisma becerilerinin
belirleyicilerini etkilemedigi goriisiinii destekleyen c¢esitli arastirmalar mevcuttur (Ayodele, Adebiyi,
2013; Kaur, Pathania, 2015; Mushoriwa, 2009).

Sinif diizeyi agisindan incelendiginde, egitim fakiltesinde 6grenim goren 6grencilerin sadece zaman
yonetimi boyutu agisindan dordiinci sinifta 6grenim goren 6grenciler ile birinci, ikinci ve tgiincii sinif
diizeyinde Ogrenim goren o6grenciler arasinda anlamh bir farklilik bulunmustur. Dérdiincii sinifta
0grenim goren Ogrencilerin zaman yonetimi algis1 birinci, ikinci ve lclincii sinifta 6grenim goéren
ogrencilerden daha yiiksek oldugu sdylenebilir. Bu bulgu, Ahmad (2018) tarafindan gergeklestirilen
arastirmadan elde edilen bulgu ile paraleldir. Buna gore, 6gretmen adaylarinin ¢alisma becerilerinin sinif
diizeyine gore farkhlastigi goriisii desteklenmektedir. Ote yandan, Cerna ve Pavliushchenko (2015)
tarafindan yiiriitillen arastirma bulgulari, sinif diizeyinin ¢alisma becerileri lizerinde etkili olmadigini
savunmaktadir.

Bu arastirmadan elde edilen bulgular 6gretmen egitimi a¢isindan, gelecegin egitimcileri olan 6gretmen
adaylarinin ¢alisma becerilerine yonelik algilarinin ortaya ¢ikarilmasi agisindan onemlidir. Gelecek
arastirmalarda, 6grencilerin var olan calisma becerilerini gelistirmeye yonelik etkinlik odakli deneysel
calismalar tasarlanabilir.
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ABSTRACT

This current study presents the results of a research about changing the stream of a traditional prep school class
into a flipped one. 23 students (f:13, m: 10) studying at a government university participated in the research. The
research took 14 weeks to be carried out in the spring term of 2016-2017 academic year. During the research, the
researcher changed the weekly face-to face schedule of the EFL class into flipped one with an aim of observing the
effects of the flipping procedure on students’ school grades and their motivation. Also, the students were enrolled
to an LMS to make synchronous classes each week. Then, demo classes for one week were carried out in order to
orientate the students to the LMS software. In order to be able to reach the perspectives of the students, both an
online questionnaire and individual interviews were employed. During the data collection phase of the study, in
order to reach students’ perspectives both an online questionnaire and individual interviews were carried out.
The results indicated that using a flipped EFL model is more effective than a traditional EFL class to improve the
English level. In addition, the students were asked to express their feelings about language learning by individual
interviews. Moreover, all of the students expressed that having no obligations and limitations made us focus on
our topic more effectively and by this way we could study English whenever and wherever we wanted. To sum up,
this study revealed that flipping a prep school class can boost students’ academic success, their motivation and
also can contribute to their economic situation.

Keywords: Flipped Classroom Model, Blended Learning, Traditional EFL Class, Qualitative Case Study, LMS.

EXTENDED ABSTRACT

Purpose and Significance

This current study presents the results of a research about changing the stream of a traditional prep school class
into a flipped one. The aim of the study was to show the effects of flipped classroom model on traditional EFL
classroom students’ academic success and their motivation. This study offers new teaching models for the
traditional prep schools to keep up with the requirements of the 21st century classrooms.

Methods

23 students (f:13, m: 10) studying at a government university participated in the research. The research took 14
weeks to be carried out in the spring term of 2016-2017 academic year. During the research, the researcher
changed the weekly face-to face schedule of the EFL class into flipped one with an aim of observing the effects of the
flipping procedure on students’ school grades and their motivation. Also, the students were enrolled to an LMS to
make synchronous classes each week. Then, demo classes for one week were carried out in order to orientate the
students to the LMS software. In order to be able to reach the perspectives of the students, both an online
questionnaire and individual interviews were employed.

Results

! This study was presented at 3rd BELL International Conference (17-18 May, Zonguldak)
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The results indicated that using a flipped EFL model is more effective than a traditional EFL class to improve the
English level. In addition, the students were asked to express their feelings about language learning by individual
interviews. Moreover, all of the students expressed that having no obligations and limitations made us focus on our
topic more effectively and by this way we could study English whenever and wherever we wanted. They also added
that this way made an economical contribution to them because of having time to work part-time and no payment
for school shuttle. Lastly, the study reveals that before the exams, especially the important ones, the students
revised the classes more than ten times in order to understand the topic better. To sum up, this study revealed that
flipping a prep school class can boost students’ academic success, their motivation and also can contribute to their
economic situation.

Discussion and Conclusions

Most of the prep schools in Turkey have traditional classroom models which includes 4 to 6 hours face to face class
each day of a week. Moreover, these prep schools have a very tight schedule that is hard to keep up for the students.
These kind of harsh conditions make the students demotivated and therefore they give up studying or they just
want to attend the classes because of attendance issues. This situation makes traditional classrooms full of
physically here but mentally there students. However, when you offer them more flexible conditions, they find
easier to keep up with the education.

So, a flipped model of EFL classroom which is set up by the instructors and the students can make the students more
motivated. By this way, more motivated students will start to enjoy their class and also this makes them get better
input. Thanks to this better input, better scores and better outcomes can be gained. To sum up, more interactive
curriculums can be more beneficial for the students. Also, mobile learning has an incredible potential for learning
English. If this potential is used in a correct way, it is possible to get the learning out of class and school. Therefore,
learning will be ubiquitous (anywhere, anytime).
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Bir Yabanca Dil ingilizce Hazirhik Sinifin1 Ters-Yiiz Etmek:
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OZET

Bu calisma, yabana dil olarak ingilizce egitimi veren bir geleneksel (yiiz yiize) hazirlik sinifi modelinin ters yiiz edilmis simf
(flipped classroom) modeline c¢evrilmesine yonelik bir arastirmanin sonuglarini sunmaktadir. Arastirmaya bir devlet
liniversitesinde 6grenim goren 23 lisans hazirlik 6grencisi (f: 13, m: 10) katilmistir. S6z konusu arastirma, 2016-2017 egitim-
Ogretim yili bahar déneminde 14 hafta boyunca devam etmistir. Arastirma sirasinda arastirmaci geleneksel egitim modelinin
ters ylz edilmis modele doniistiirilmesinin 6grencilerin okul notlar1 ve motivasyonlar: iizerindeki etkilerini gézlemlemek
amaciyla ingilizce hazirlik sinifinin haftalik yiiz yiize ders programini ters yiiz edilmis bir programa déniistiirmiistiir. Ayrica,
dgrenciler her hafta es zamanli ders yapmak icin bir Ogrenme Yénetim Sistemi'ne kaydedilmislerdir. Bu islemin ardindan
o0grenenlerin s6z konusu sisteme uyum saglamalari ve olasi aksakliklar1 6nlemek amaciyla 1 hafta boyunca deneme dersleri
yapilmistir. Calismanin veri toplama asamasi kapsaminda 6grencilerin bakis acgilarina ulasabilmek i¢cin hem ¢evrimici anket
hem de bireysel goriismeler yapilmistir. Ayrica, 6grencilerden bireysel goriismelerle dil 6grenme konusundaki duygularini
ifade etmeleri istenmistir. Bu arastirmalar sonucunda ters yiiz edilmis Ingilizce egitim sinifi modelinin kullanilmasinin,
Ingilizce seviyesini gelistirmek icin geleneksel bir Ingilizce hazirlik sinifindan daha etkili oldugu ortaya cikmistir. Bunun yam
sira, tiim 6grenciler ytkiimliiliik ve sinirlamalarin olmamasinin konuyu daha etkili bir sekilde ele almalarini sagladigini ve bu
sayede istedikleri her yerde ve zamanda ingilizce calisabildiklerini ifade etmislerdir. Dahasi, béyle bir egitim modeli sayesinde
gerek okula daha az gelmelerinden gerek ise yar1 zamanl ¢alismak icin zaman bulabildiklerinden ekonomik olarak da fayda
gordiiklerini ifade etmislerdir. Son olarak, 6grenme yonetim sisteminin istatistikleri 6grencilerin, 6zellikle 6nemli olan
smavlardan énce, her bir konuyu daha iyi kavramak icin 10 kereden daha fazla kez revize ettigini ortaya koymaktadir. Ozetle
bu calisma ters yiiz edilmis bir egitim modelinin hazirlik sinifi 6grencilerinin akademik basarilarim arttirabildigini, ekonomik
durumlarina katkida bulunabildigini ve béylelikle motivasyonlarinin da yiikseldigini ortaya koymustur.

Anahtar Kelimeler: Ters Yiiz Edilmis sinif, Yabanci Dil olarak Ingilizce Egitimi, Ogrenme Yénetim Sistemleri, Geleneksel
Egitim.

1. Introduction

21st century has brought vast amount of technological developments. These developments can be
seen in all aspects of daily life. In addition to daily life improvements, education era has also been affected
by technological developments. Classroom settings have turned chalkboard into smartboards. As an
instance, FATIH project, the biggest educational project in Turkey (Nebil, 2016), is aiming to distribute 10
million tablets to students and in the scope of the project more than 400.000 smartboards have been set
up to government schools. Also, teachers have been given lap tops and faster internet access points have
been set up to the schools (Nebil, 2016). Therefore, it is possible to get the learning out of the class.
However, only technological investments are not enough for this. A theoretical approach is also needed to
decide how to integrate technology to education.

At this point, blended learning can be used as a theoretical approach. Because blended learning is
defined as the practice of using both online and in-person learning experiences when teaching students.
In a blended-learning course, for example, students might attend a class taught by a teacher in a
traditional classroom setting, while also independently completing online components of the course
outside of the classroom. In this case, in-class time may be either replaced or supplemented by online
learning experiences, and students would learn about the same topics online as they do in class—i.e., the
online and in-person learning experiences would parallel and complement one another (Partnership,
2013).

Also called hybrid learning and mixed-mode learning, blended-learning experiences may vary widely
in design and execution from school to school. For example, blended learning may be provided in an

! Bu ¢caligma 3. BELL Uluslararasi konferansinda sunulmustur. (17-18 Mayis 2018, Zonguldak)
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existing school by only a few teachers or it may be the dominant learning-delivery model around which a
school’s academic program is designed. Online learning may be a minor component part of a classroom-
based course, or video-recorded lectures, live video and text chats, and other digitally enabled learning
activities may be a student’s primary instructional interactions with a teacher. In some cases, students
may work independently on online lessons, projects, and assignments at home or elsewhere, only
periodically meeting with teachers to review their learning progress, discuss their work, ask questions, or
receive assistance with difficult concepts. In other cases, students may spend their entire day in a
traditional school building, but they will spend more time working online and independently than they do
receiving instruction from a teacher. Again, the potential variations are numerous (Partnership, 2013).

As it can be understood from the definition above, blended learning has some different forms. One of
these forms is flipped classroom model. The flipped classroom is a blended learning strategy with the aim
to improve student engagement and outcomes. It is not a new concept and can be equated with
pedagogies such as active learning, peer instruction, case-based or problem-based learning, or, any
blended learning strategy that requires students to prepare learning before they meet and engage with
peers in purposeful activities.

As the Higher Education Academy (HEA) states (2017), 'there is a huge range of different blended
approaches; the balance between online and face-to-face components, and the integration of other
methods, depends on the needs of learners and the context within which the learning is implemented.'

The key purpose of the flipped classroom is to provide a greater focus on students' application of
conceptual knowledge rather than factual recall or straight transfer of information (See Diagram 1).
Therefore the design of purposeful activities becomes (Academy, 2017).

Concept Exploration
Video/audio recordings,
Content rich websites,
Simulations, Readings etc

Demonstration/Application Meaning making
Personalised pmjeCFS. Reflective podcast ( students),
Problem based learning, Quizzes, Blogging,
Experiments, Presentations, Online discussions
Role plays etc

Diagram 1. Learning Opportunities of the Flipped Classroom (Adapted from Gerstein)

The definitions given above also provide the differences between traditional classroom model and a
flipped classroom model. Although both of them have their own strong points, flipped classroom model is
more flexible and adaptable. So, it can be said that students can manage and shape their own learning in a
flexible environment (See Picture 1).
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Benefits of a Flipped Classroom

Students Teachers
e Students learn at varying speeds.

Teachers focus on being the “Guide on the Side” not

the “Sage on the Stage”

e Students are provided opportunities for review. e Teachers spend more time supporting students with
practice.

* Lessons front-load students for classroom activities. e Teachers are involved with student learning rather

than lecture.

e Materials are ready and prepared for students who o Teachers spend less time on classroom management
are absent or sick. of student behaviors.
e Parents can view lessons and better assist students. e Teachers are able to provide one on one and small

group assistance.

e Students do not struggle with completing homework e Teachers are not spending extra hours tutoring and re-
because they “forgot” how. explaining to students who didn’t understand the class
lesson.
e Students take ownership of their learning. e Teachers collaborate with peers in creating materials.
e Students are actively working with their peers. e Teachers connect with students.

Picture 1. Benefits of a Flipped Classroom (Adapted from Gerstein)

In the light of the framework given above, this study has investigated the effect of flipping a traditional
EFL class on students’ academic success and motivation. Therefore, two basic research questions were
addressed in this study. These questions were:

1. Isthere any significant difference on students’ school grades compared to school average?
2. What kind of contributions do the students feel after flipping their classroom?

2. Method

This qualitative case study was conducted in a prep school belong to a government university located
in Black Sea region of Turkey. Totally 23 (13 Female, 10 male) prep school students aged between 18 and
21 attended to the study. Before the study, the required permissions were taken from both school board
and the university board. It nearly took six weeks to get them. After official issues, the weekly program of
the traditional class were changed in to a flipped program in which 8 hours of the class were out of the
school and 14 classes were at school in a week. This shift has been done with the help of the students in
order to be able to find the best weekly schedule. Totally each student had 22 hours of EFL class in a week.
At the same time, students were registered to a LMS by the researcher. Then, 6 pilot classes were done in
order to check the equipment and the class materials. During pilot classes, students were informed about
the flipped classroom procedures. These were;

e Each student has a week to watch the lectures online

e Without watching or attending the previous online lecture the next lecture cannot be attended or
watched

e A student can attend via a mobile phone or in the language lab at the school

After completing the pre-stage of the study, the researcher made classes for 14 weeks and after the
implementation an online questionnaire and individual interviews were employed in order to reach the
students deeper feelings. The questionnaire and the interviews were in Turkish because the students had
A2 level English and it was not realistic for them to express themselves deeply. The questionnaire was 5
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Likert scale questionnaire and it had 15 questions (See Appendix 1). In the interviews 5 questions were
addressed to the students. The questions were;

¢ Do you think that this new model of learning is more advantageous than the old one?
o Ifyes, what kind of advantages does it have?

¢ Did you feel that you learned better?
o Ifyes, can you give some examples?

¢ Did you have any difficulty in following the classes?
o Ifyes, what kind of difficulties did you have?

¢ Do you think that this new model can be applied to all prep school students?
o Ifno, why it cannot be applied?

¢ Did you have any academic success problem because of this new classroom model?
o Ifyes, what problem did you have?

The data of the questionnaire were analyzed descriptively. In the analyzing procedure, the percentages
of the online questionnaire were used and the data of the interviews were analyzed qualitatively. Each
interview was recorded via voice recorder software and then all the files were saved on both a computer
and cloud system. As the next step, the files were transcribed to reach the themes and main themes. For
each interview a table (See Table 1) that has 3 columns were created. The transcribed codes were
transferred to the table. The codes were examined by 3 different researchers and then the themes were
drained to the last column. The same procedure was applied to the themes and by this way the main
themes were drained to a different table (See Table2).

Tablel.
Individual Interviews Analyze Table

Questions Codes Themes

Q1

Qla

Q2

Q2a

Q3

Q3a

Q4

Q4a

Q5

Q5a

Table2.
Individual Interviews Main Theme Table

Questions Themes Main Themes

Q1

Qla

Q2

Q2a

Q3

Q3a

Q4

Q4a

Q5

Q5a

3. Findings

3.1. Findings of the questionnaire

The questionnaire shows that most of the students (96 %) believe Flipped classroom model;
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is more flexible than traditional classroom,

can be applied to all prep schools,

one week is enough to complete the online session,

makes the classes more interesting because of being ubiquitous (anywhere anytime),
using open sources like youtube makes them understand better,

must be rehearsed by pilot classes,

provides better feedback,

addresses different learning styles,

enables peer learning,

statistics motivates them in terms of class participation,

makes them revise better especially before quizzes or exams,

makes them reach to all classes thanks to class records,

makes them get significantly better grades than the previous semester,
enable them to reach their lecturer after school

3.2. Findings of individual interviews

Q1 : Do you think that this new model of learning is more advantageous than the old one?

Q1la: If yes, what kind of advantages does ithave ? (100 % yes)

When this question addressed to the students, all of them answered “yes” and they added that flipped
classroom makes some advantages like:

Economic advantages

Using time more efficiently

Peer learning

No missing classes

More helpful before exams

Fun ( doing other than working on coursebook)
Collaborative

Reaching the lecturer after school

Q2 : Did you feel that you learned better?

Q2a: Ifyes, can you give some examples?

The students expressed that they feel better in terms of scores, class performance, feedback, and
outcome. Also most of the students added that “Listening my own voice makes better pronunciation”.

Q3 : Did you have any difficulty in following the classes?

Q3a: If yes, what kind of difficulties did you have ?

Only one student expressed that he experienced some technological problems and connection
problems because of the conditions at the dorm that they are staying. In addition to this, most of the
students expressed that their friends out of their class also wanted to attend the online classes so this
situation got some problems for them.

Q4 : Do you think that this new model can be applied to all prep school students?

Q4a: If no, why it cannot be applied?

Only two of the students were expressed their concerns about possible problems like:

What happens if 1000 students connect at the same time?
Everybody does not have internet access ( for example in KYK)

They also conclude that before starting a model like this these conditions must be handled by the
school board.

Q5 : Did you have any academic success problem because of this new classroom model?

Q5a: If yes, what problem did you have?
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No students answered “yes” to this question. Moreover, they all agree that this model is helpful in their
school performance and they also added that after prep school they can go on studying English if
university administration let them.

4., Results

The results indicated that using a flipped EFL model is more effective than a traditional EFL class to
improve the English level. In addition, the students were asked to express their feelings about language
learning by individual interviews. Moreover, all of the students expressed that having no obligations and
limitations made them focus on their topic more effectively and by this way they could study English
whenever and wherever they wanted. They also added that this way made an economical contribution to
them because of having time to work part-time and no payment for school shuttle. Lastly, the study
reveals that before the exams, especially the important ones, the students revised the classes more than
ten times in order to understand the topic better. To sum up, this study revealed that flipping a prep
school class can boost students’ academic success, their motivation and also can contribute to their
economic situation.

5. Discussion and Conclusion

Most of the prep schools in Turkey have traditional classroom models which includes 4 to 6 hours face
to face class each day of a week. Moreover, these prep schools have a very tight schedule that is hard to
keep up for the students. These kind of harsh conditions make the students demotivated and therefore
they give up studying or they just want to attend the classes because of attendance issues. This situation
makes traditional classrooms full of physically here but mentally there students. However, when you
offer them more flexible conditions, they find easier to keep up with the education.

So, a flipped model of EFL classroom which is set up by the instructors and the students can make the
students more motivated. By this way, more motivated students will start to enjoy their class and in turn
this would make them get the input better. As a result of this better input, better scores and better
outcomes can be gained. To sum up, more interactive curriculums can be more beneficial for the students.
Also, mobile learning has an incredible potential for learning English. If this potential is used in a correct
way, it is possible to get the learning out of class and school. Therefore, learning will be ubiquitous
(anywhere, anytime).

Lastly, this study has some implications mentioned below;

More blended curriculums can be offered

Open Educational Sources can be included to curriculums

More interactive activities can boost school performance

Out of school activities motivate students

Mobile technology is so common

Government dormitories need to provide internet access

Flexible class hours can contribute to school performance
Learning on your own is more valuable

Language labs are old-fashioned but can be used as an alternative to students having connection
problems

Peer-learning can be used more effectively thanks to flipped class
e Online classes can be designed for prep school graduates
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Appendix 1

Bu bélimde Ters Yiiz Edilmis Ogrenme yoluyla Yabanci Dil olarak Ingilizce egitimi modelinin
degerlendirilmesiyle ilgili ifadeler bulunmaktadir. Gergeklestirdiginiz dersler kapsaminda, Harmanlanmis
ingilizce egitim modeli ilgili goriisiiniizii en uygun secenegi (X) isaretleyerek belirtiniz. Kutucuklara
iliskin rakamlar su anlama gelmektedir.

1=Kesinlikle Katilmiyorum 2=Katilmiyorum 3=Kararsizim 4=Katiliyorum 5=Kesinlikle Katiliyorum

ifadeler Katilma
Duzeyiniz
1123415

Modelin yapisi 6grenenin ihtiyacina gére uyarlanabilir bir yapidaydi

Model hazirlik okulunda ki diger siniflara da uygulanabilir

Es-zamanli derslerin tamamlanmasi i¢in verilen siire yeterliydi

Derslerin bilgisayar ya da telefondan takip edilebilmesi ilgimi arttirdi

Derslere katilirken ya da izlerken agik kaynaklara (youtube, bloglar v.b)
erisebilmem dersi daha iyi anlamami sagladi

Es-zamanli derslere baslamadan 6nce deneme dersleri yapilmasi sistemi daha
iyi kullanmami sagladi

7 Bu model sayesinde daha etkili geri bildirim alabildim

8 Bu model farkli 6grenme bigimlerine hitap ediyor
9

AW~

[ep}

Istedigim zaman dersi izleyebilmem beni ¢ok rahatlatt:

10 | Bu model sayesinde arkadaslarimdan da ¢ok sey 6grendim

11 Ders takip istatistiklerini 6grenmem dersleri takibimi arttirdi

12 Ozellikle sinavlardan 6nce dersi tekrar izleyebilmem ¢ok faydali oldu

13 | Modelin karma tasarim (¢evrimigi ve yiiz yiize) olmasi ¢ok faydali oldu

14 | Derslerin ¢evrimigi erigebilir olmasi ders kagirmamami sagladi

15 ikinci donem notlarimda gozle goriiliir bir artig oldu
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ABSTRACT

Today, English is used and taught as a common language all over the world; however, there have been changes in the way it is
taught. Over the past thirty years, English Language teaching has expanded to the extent that those whose native language is
not English currently use English even more widely. It can be inferred from its status that it is the lingua franca of the world.
In order to prepare learners for the changing demands across the globe, the teaching of English should be updated. Up until
now, many approaches, techniques and methods have been created and used one after another. According to the latest trends,
English Language teaching should create or organize conditions that promote learning. By using the language simultaneously
through the student participation in classroom activities, a process rather than a product-oriented view of teaching has
become popular. This study will review English Language teaching resulting from the usage of English as a lingua franca.

Keywords: English, Lingua Franca, Trend, Teaching, Learning.

EXTENDED ABSTRACT

Purpose and Significance

The origin of global English goes back to as far as the 5th century when English came from northern Europe to
England. It then began to spread around the British Isles, and after the Norman invasion, to Scotland, and in 12th
century, to Ireland. At the gateway to the 21st century, English has taken a new role as a requirement of the
globalized world. The growing need for efficient communication in English has created a huge demand for English
teaching around the world. Students have important aims for learning English. They want to be able to master
English to a high level of accuracy and fluency, and their motivation for learning originates from the desire to
communicate in meaningful ways about meaningful topics.

Methods

The teaching of English by focusing on grammar practice and vocabulary or the use of an alternative skill based
curriculum appears not to have been considered recently. Teachers are expected to know cultural aspects and
culture teaching activities in the classes that are not easy in practice. Alptekin (1993) supports this difficulty, stating
that the acquisition process causes learners to be subject to novel cultural data, whose organization for the purposes
of comprehension and retention becomes difficult or even impossible to achieve. On the other hand, looking back
the past decades the acceptance of English as the lingua franca around the world has cause much debate and a great
deal of research (Cogo, 2012; Groom, 2012; Jenkins, 2015; Kirkpatrick, 2010) on teaching styles. The fast spread of
English as a lingua franca (ELF) also manifested changes in language teaching. In the application of English language
teaching, modern classroom techniques and activities are necessary, and improvement in the roles of teachers and
learners in the classroom in parallel with ELF. Richards (2000) and Gross (2016) argue that instead of using
activities that require repetition and memorization of sentences and grammatical items, learners should perform
activities for comprehension and to interact meaningfully.

1This study was presented briefly and orally at the 3rd BELL International Conference (17-18 May, 2018, Zonguldak/Turkey)
2 Assist. Prof. Dr., Karabuk University, Faculty of Letters, irtosun@yahoo.com
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Results

Since one of the main goals of language learning is to acquire fluency in language practices among individuals in the
world, in this multicultural interaction, the idea of teaching culture besides teaching a foreign language has become
in the focus of attention recently in teaching the language. The appearance of cultural variation has brought
significant perception into the education process. Sercu et al., (2005) argues that foreign language teaching should
not only focus on language but should also include a cultural dimension in a broader sense. If English language
teaching (ELT) follows the actual developments in the teaching of English, it has to keep up with the changes in the
way it is taught for intercultural and international communication. Since current ELT techniques approaches and
methods aim to make students communicate efficiently, a shift of focus is necessary for ELT to meet the demands of
widespread international English usage nowadays.

Discussion and Conclusions

This study reviews English Language teaching resulting from the usage of English as a lingua franca. The historical
development of English and how it developed into a lingua franca and the place of culture in teaching and spread of
English on a global scale were investigated from some aspects. In response to the rapid growth of English, it is
necessary to reconsider the way that English is learned and taught, the teaching materials used, the assessment
forms, techniques, approaches, methods and teaching philosophy in classroom settings. Thus, within this context it
has become an obligation to consider the shifts of trends in English teaching methodologies with regard to the
emergence of learner populations and cultures. For comprehension, culture must be included to some extent and it
is a very important component in language learning and teaching. Language teachers should include cultural items
in every aspect and level of the language they teach, as the world has become a global village. English language
teachers should also guide the students when necessary. Attention has been paid to the issues that English as a
lingua franca by taking into consideration the emerging trends in ELT classrooms. In conclusion, the issue of ELT as
lingua franca has been touched upon to some extent in this paper, but more detailed research is needed in the future.
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Lingua Franca Olarak ingilizce Ogretimit

frfan TOSUNCUOGLU?

Bagvuru Tarihi: 08 Ekim 2018, Kabul Tarihi: 12 Kasim 2018

OZET

Bugiin Ingilizce diinyada yaygin olarak kullanilmakta ve dgretimi konusunda bazi degisiklikler olmaktadir. 30 yili agkin
stiredir Ingiliz Dil 6gretimi biiyiik oranda artmis olup, giiniimiizde de ana dili ingilizce olmayan uluslar tarafindan giderek
daha da yaygin olarak kullanilmaktadir. Buradan g¢ikarilacak sonug¢ giiniimiizde ingilizcenin lingua-franca haline gelmis
olmasidir. Bununla baglantili olarak diinyadaki degisen taleplere cevap vermek icin Ingilizce 6gretimi giincellenmelidir.
Gecmisten gliniimiize ¢ok sayida metotlar, yaklasimlar ve teknikler ortaya ¢ikmis ve birbiri ardi sira kullanilmistir. Yeni
akimlara gore Ingilizce 6gretimi, 6grenmeyi ve dili kullanmay1 es zamanh olarak ayarlayarak ve smiftaki 6grenci katilimiyla
birlikte olusturmak ve organize etmektir, yani ¢ikti temelli degil de, islev temelli 6gretim gézde olmustur. Bu calismanin amaci
Ingilizcenin lingua franca olarak kullanilmasi ile ilgili olarak égretiminin degerlendirmesini yapmaktir.

Anahtar Kelimeler: ingilizce, Lingua Franca, Akim, Ogretim, Ogrenme.

1. Introduction

At the gateway to the 21st century, English has taken a new role as a requirement of the globalized
world. The growing need for efficient communication in English has created a huge demand for English
teaching around the world. Students have important aims for learning English. They want to be able to
master English to a high level of accuracy and fluency, and their motivation for learning originates from
the desire to communicate in meaningful ways about meaningful topics. Richards (2000) argues that the
growing necessity for English has generated an enormous demand for accredited language teaching
materials and resources.

At the same time, the revised needs of English language learners have to be taken into consideration.
The development of a comprehensive understanding about student needs and ideas regarding which kind
of English they wish to learn, will allow teachers to focus and relevant (Gross, 2016; Jenkins, 2014).

1.1. Development of English on a Global Scale

Historians of the English language divided the history of English into three periods, namely; Old
English (450-1106), Middle English (1106-1500) and Modern English (1500- ). The dominance of English
began with the press and media. It was the language of the press from the 17th century when the
Weekley Newes appeared in 1622. With the development of news communication, English usage in the
popular press became very prominent (Crystal, 2003) ,and it began to be seen in institutions such as
Associated Press and the BBC, presenting international news by means of English (Graddol, 2006). Today,
the function of English, the world’s most powerful language, has to be considered by nations across the
world. The Internet, press, radio and TV are classified as the most important means of communication
around the globe. Therefore, it can be said that worldwide, people cannot live efficiently without the
aforementioned means of communication. Originating from here in the 21st century, the formation of
new terms such as information literacy, media literacy, media in teaching, digital literacy, digital culture
and digital citizens have started to appear.

Thanks to the variety of communication devices, individuals can now connect in the commercial arena
and the areas of education, technology, and the English language is an even more important factor.
Borders have become less important and English has become the contact language among people from
different countries, growing into a worldwide lingua franca.

1 Bu makalenin 6zeti Uluslararasi 3. BELL Konferansinda so6zlii olarak sunulmustur(17-18 Mayis, 2018, Zonguldak / Turkiye).
2 Dr. Ogr. Uyesi, Karabiik Universitesi, Edebiyat Fakiiltesi, irtosun@yahoo.com
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1.2. English as Lingua Franca and Culture

The teaching of English by focusing on grammar practice and vocabulary or the use of an alternative
skill based curriculum appears not to have been considered recently. Teachers are expected to know
cultural aspects and culture teaching activities in the classes that are not easy in practice. Alptekin (1993)
supports this difficulty, stating that the acquisition process causes learners to be subject to novel cultural
data, whose organization for the purposes of comprehension and retention becomes difficult or even
impossible to achieve.

On the other hand, looking back the past decades the acceptance of English as the lingua franca around
the world has caused much debate and a great deal of research (Cogo, 2012; Groom, 2012; Jenkins, 2015;
Kirkpatrick, 2010) on teaching styles. As a result of these research studies, many assumptions have been
made within the context of English Lingua Franca (ELF) concept. The fast spread of English as a lingua
franca (ELF) also manifested changes in language teaching. In the application of English language
teaching, modern classroom techniques and activities are necessary, and improvement in the roles of
teachers and learners in the classroom in parallel with ELF. Richards (2000) and Gross (2016) argue that
instead of using activities that require repetition and memorization of sentences and grammatical items,
learners should perform activities for comprehension and to interact meaningfully.

One of the main goals of language learning is to acquire fluency in language practices among
individuals in the world. In this multicultural interaction, the idea of teaching culture besides teaching a
foreign language has become in the focus of attention recently in teaching the language. The appearance
of cultural variation has brought significant perception into the education process. Sercu et al. (2005)
argues that foreign language teaching should not only focus on language but should also include a cultural
dimension in a broader sense.

However, one of the consequences of the fast expansion of English is that it has been accepted as a
lingua franca (ELF) in the communication of non-native speakers from large variety of cultural
backgrounds. These days, speakers whose native language is other than English, communicate in English
with other non-native speakers (Llurda, 2005). It is estimated that in 1991, the common foreign language
of 80% of the non-native speakers across the world is English (Seidlhofer, 2005). Over the past twenty
years, this number has certainly arisen; with the result that those who use English now are more than
those whose native language is English.

If English language teaching (ELT) follows the actual developments in the teaching of English, it has to
keep up with the changes in the way it is taught for intercultural and international communication. Since
current ELT techniques approaches and methods aim to make students communicate efficiently, a shift of
focus is necessary for ELT to meet the demands of widespread international English usage.

1.3. The Spread of English: Concepts

Globalization is a multidimensional aspect. Giddens (1990) refers to globalization as “the
intensification of worldwide social relations which link distant localities in such a way that local
happenings are shaped by events occurring many miles away and vice versa”. Kumaravadivelu (2008)
describes globalization as “a dominant and driving force that is shaping a new form of interconnection
and flow among nations, economies, and people. It results in the transformation of contemporary social
life in all its economic, political, cultural, technological, ecological, and individual dimensions”.

According to Crystal (2003), the widespread use of English can be expressed by means of mainly two
concepts: a) geographical-historical and b) socio-cultural. The historical concept refers to the origins of
English, however the socio-cultural concept is related to the recent positioning of English in international
and intercultural areas such as communication, politics, teaching and learning, and why people all over
the globe have been encouraged to acquire English for purposes such as economic, prestige, and life
standards. The spread of English took place mainly in the following concepts;

Historical Concept

The origin of global English goes back to as far as the 5th century when English came from northern
Europe to England. It then began to spread around the British Isles, and after the Norman invasion, to
Scotland, and in 12th century, to Ireland. These circumstances occurred only within the British Isles. The
transportation of the English language to new domains around the world materialized via two major
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forms of transmission: from England, Scotland and Ireland to America and Australia; and secondly to
Asia and Africa.

Cultural Concept

There was a cultural dimension in the spread of English. It has become an international and
intercultural means of communication in areas such as the media, entertainment, technology, education,
and travel (Crystal, 2003).

Educational Concept

Throughout the world, English is used mostly either as an official language or a foreign language. It is
preferred as the primary foreign language in schools and educational institutions. Within the context of
education, it is the communication medium of science and technology. The English language has become
an important and indispensable part of education in the world today.

Media and Entertainment Concept

The role of English in the media is the world’s most powerful force. As it is divided into several forms
such as radio, and TV, the media and press are commonly the definition of these various means of
communication. It is considered as the world’s highway to information; thus, it can be said that the world
cannot have function without the media. According to Graddol (1997), television is the most popular
means of entertainment around the globe. The popularity and advancements in satellite TV channel usage
have increased the spread of English across nations by means of popular programs, films, TV serials and,
of course, news.

Technological Concept

English is increasingly used for a wide range of purposes in technological, scientific and similar areas.
This has increased the size of vocabulary, changed grammatical structures and modes of speaking and
writing in related areas. By means of transmission by the Internet, English is seen as the advancement of
‘net English’ (Graddol, 1997).

Travel Concept

People over the world travel for a variety of purposes such as education, business, trade, or tourism.
In this respect, the world-wide spread of English is related to the role that it has as a means of
communication for domestic and international travel purposes.

2. Discussion and Conclusion

In this paper, the historical development of English and how it developed into a lingua franca and the
place of culture in teaching and spread of English on a global scale were investigated from certain aspects.
In response to the rapid growth of English, it is necessary to reconsider the way that English is learned
and taught, the teaching materials used, the assessment forms, techniques, approaches, methods and
teaching philosophy in classroom settings. Thus, within this context it has become an obligation to
consider the shifts of trends in English teaching methodologies with regard to the emergence of learner
populations and cultures. For comprehension, culture must be included in language learning and teaching
to some extent as it is important component of the language itself. Language teachers should include
cultural items in every aspect and level of the language they teach, as the world has become a global
village. English language teachers should also draw the attention of their students to the fact that English
is a lingua franca by taking into consideration the emerging trends in ELT classrooms. In conclusion, the
issue of ELT as lingua franca has been touched upon to some extent in this paper, but more detailed
research is needed in the future.
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ABSTRACT

The purpose of this study is to explore EFL students’ learning conceptions in the context of voluntary English preparatory
programme. It is known that students hold specific beliefs as to what learning is, which is referred to as conceptions of
learning (Ramsden, 1992). The quality of their conceptions affects their approaches to learning and thus their learning
outcomes (Bowden & Marton, 2004). Some conceptions are often linked with low order thinking skills such as memorization,
reproduction, and rote learning while others are associated with higher order thinking skills such as integrating and making
meaning for oneself. Students’ conceptions of learning are context specific and this changeable nature of the conceptions gives
educators a chance to influence students’ beliefs of learning and the way they approach learning. This study is significant in
that investigating the students’ conception of learning can lead to the achievement of effective and fruitful learning. This study
employs qualitative methodologies in the investigation of students’ conceptions of learning English as a foreign language.
Participants of the study are students who are attending voluntary English preparatory programme at Diizce University and
Namik Kemal University. Data were collected using a semi-structured open-ended questionnaire followed by interviews with
students who displayed variations in their conceptions. In the analysis of the data, qualitative techniques were implemented.
After the initial coding and elimination steps, students’ conceptions of learning were categorized using a hierarchy of
conceptions of learning proposed by van Rossum and Schenk (1984). The results indicated that the majority of the
participants had reproductive conceptions of learning such as increase in knowledge, memorizing and applying, while only a
small number of them were constructive conceptions such as understanding and changing as a person.

Keywords: Conceptions of Learning, English as a Foreign Language, Learning.

EXTENDED ABSTRACT

Purpose and Significance

The purpose of this study is to explore EFL students’ learning conceptions in the context of voluntary English
preparatory programme. It is known that students hold specific beliefs as to what learning is, which is referred to as
conceptions of learning (Ramsden, 1992). The quality of their conceptions affects their approaches to learning and
thus their learning outcomes (Bowden & Marton, 2004). Some conceptions are often linked with low order thinking
skills such as memorization, reproduction, and rote learning while others are associated with higher order thinking
skills such as integrating and making meaning for oneself. Students’ conceptions of learning are context specific and
this changeable nature of the conceptions gives educators a chance to influence students’ beliefs of learning and the
way they approach learning. This study is significant in that investigating the students’ conception of learning can
lead to the achievement of effective and fruitful learning.

Methods

This study employs qualitative methodologies in the investigation of students’ conceptions of learning English as a
foreign language. Participants of the study are students who are attending voluntary English preparatory
programme at Diizce University and Namik Kemal University in 2017-18 Academic year. Data were collected using a
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semi-structured open-ended questionnaire followed by interviews with students who displayed variations in their
conceptions. In the analysis of the data qualitative techniques were implemented. After the initial coding and
elimination steps, students’ conceptions of learning were categorized using a hierarchy of conceptions of learning by
van Rossum and Schenk (1984).

Results

The results indicated that the majority of the participants with a percentage of 86.8 had reproductive conceptions of
learning such as increase in knowledge, memorising and applying, while only a small number of them had
constructive conceptions such as understanding and changing as a person.

Discussion and Conclusions

The results are in line with the studies conducted in similar settings in Turkey. Dikmeli and Cardak (2010)
investigated 86 biology students’ conception of learning and found out that majority of the students had
reproductive conceptions of learning such as increase in knowledge and acquisition of facts and procedures. In the
same way, Erdogan (2012) conducted a study to scrutinize math students’ conceptions of learning and reached
similar results. In his study, a good number of the students regarded learning as applying, increase in knowledge,
and memorizing. Similarly, Sadi (2014) explored 108 students’ conceptions of learning and came up with
comparable results indicating that majority of the students had reproductive conceptions of learning. When the
results reported in Turkey were considered, it can be argued that regardless of the context, Turkish students have a
tendency to see learning as something that happens to them. They can be taken as the consumers of knowledge
from the teacher or other sources. The students who attend preparatory classes are in their first year at university
and they hold on to their studying habits at high school. When the educational system in Turkey is concerned,
students need to take several high-stakes tests which call for a reproductive approach to learning such as acquiring
as much information as possible, remembering, and applying where necessary. Secondly, the nature of language
learning requires memorizing, especially in the first stages. However, even if this is the case, it should be done with
an intention to understand rather than reproduction. Keeping in mind that conceptions of learning are affected by
the context they are formed, teaching activities need to be designed so that they can promote higher order thinking
skills such as understanding, making meaning for oneself and seeing things in a new way.
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OZET

Bu calismanin amaci istege bagh ingilizce hazirlik programima devam eden dgrencilerin 6grenme yaklasimlar: hakkinda bilgi
edinmektir. Ogrencilerin 6grenme anlayislar1 adi verilen, 6grenmenin ne olduguna dair belirli inanglar1 oldugu bilinmektedir
(Ramsden,1992). Bu anlayislarin kalitesi 6grencilerin 6grenmeye yaklasimini, dolayisiyla 6grenme ciktilarini etkiler (Bowden
& Marton, 2004). Baz1 6grenme anlayislar1 ezberleme ve baskasina aktarma gibi diisiik diizeyde diisiinme becerileriyle
iliskilendirilirken, diger 6grenme anlayislar ise ¢ikarimda bulunma ve iliski kurma gibi daha yiiksek diizeyde 6grenme
aktiviteleriyle iliskilendirilmektedir. Ogrencilerin 6grenme anlayislar1 konuya 6zel olmakla beraber bu anlayislarin degisken
yapilar1 egitimcilere 6grencilerin anlayislarini sekillendirebilme imkani tanimaktadir. Bu ¢alismada nitel arastirma modeli
benimsenmektedir. Arastirmanin katihmcilari Namik Kemal Universitesi ve Diizce Universitesinde istege bagh Ingilizce
hazirlik sinifina devam eden 292 égrenci olusturmaktadir. Ogrencilerden 6énce acik uglu b,ir anket formu doldurmalar
istenmis, daha sonra anlayislarinda kayda deger farkliliklar bulunan 10 6grenciyle yiiz yiize goriismeler gerceklestirilmistir.
Veri analizinde van Rossum ve Schenk (1984) tarafindan kategorize edilmis 6grenme anlayislar1 hiyerarsisi, tema olarak
kullanilmistir. Sonuglar 6grencilerin biiyiik oranda diisiik diizey 6grenme anlayislarina sahip oldugunu géstermektedir.

Anahtar Kelimeler: Ogrenme Anlayislari, Yabanci Dil Olarak ingilizce, Ogrenme.

1. Introduction

The quality of higher education has gained the attention of many researchers in the past several
decades. One of their focus has been on how students learn. Investigations carried out by Gothenburg
Institute in 1970’s revealed that there were qualitative differences in how students approach learning
tasks. They identified two approaches to learning, namely deep approach and surface approach which
influence the way students go about learning, thus their learning outcomes.

Students who take a surface approach to learning and studying tend to be emotionally reluctant, have
an intention to get the task out of the way with minimum effort, engage in low cognitive level activities,
rely on rote learning, and focus on isolated facts, while students who adopt a deep approach tend to
engage in the tasks meaningfully, focus on main ideas and underlying meaning, engage in high cognitive
level activities, and have more positive feelings towards the tasks (Biggs & Tang, 2007).

It was found out that students with the same perceptions of the same course might have different
approaches to learning and claimed that this was due to the difference in their conceptions of learning
and the conceptions of themselves as learners (Richardson, 2010). For that reason, students’ conceptions
of learning have a say in their approaches to learning and their academic achievement.

Conceptions of learning are basically the beliefs students hold about learning which encompass
“knowledge and beliefs about oneself, learning objectives, learning activities and strategies, learning tasks,
learning and studying in general, and about task divisions between students, teachers, and fellow
students in learning processes” (Vermunt & Vermetten,2004, p.362). In their studies, Saljo (1979), Giorgi
(1986), and Marton et al. (1993) identified six distinct ways of seeing learning by students as listed below
(cited in Marton, et al. 1997): Learning as

e anincrease in knowledge

e memorizing

e acquiring facts, procedures, etc., which can be retained and utilized in practice
e the abstraction of meaning (understanding)

1Bu ¢alisma 3. BELL Uluslararasi konferansinda sunulmustur. (17-18 Mayis 2018, Zonguldak)
2 Ogr. Gor., Namik Kemal Universitesi, Yabanci Dilleri Yiiksekokulu, gbilgan@nku.edu.tr
3 0gr. Gor., Diizce Universitesi, Yabanci Diller Yiiksekokulu, gokhancetinkaya@duzce.edu.tr
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e an interpretive process aimed at understanding of reality (seeing something in a different way)
e achange in a person (Benson and Lor,1999, p.463).

This distinction is depicted in a hierarchical order by Van Rossum and Schenk (1984) and they
propose that the first three conceptions are related to surface approach, whereas the last three
conceptions are related to deep approach to learning as can be seen in Table 1.

Tablel

A hierarchy of Conceptions of Learning by van Rossum and Schenk (1984)

Level

1 Increasing one’s knowledge

2 Memorizing and reproducing Reproductive (surface approach)
3 Applying

4 Understanding

5 Seeing something in a different way Constructive (deep approach)

6 Changing as a person

First three conceptions imply remembering factual information often through rote learning. Students
with these conceptions of learning regard education as the process of accumulating the separate pieces of
knowledge provided, ready-made, from a teacher or other source (Entwistle & Peterson, 2004). On the
other hand, the last three conceptions of learning focus on understanding and integrating knowledge.
Students with these conceptions of learning tend to be more active and see learning as something that
they do.

Conceptions of learning lie in the core of students’ approaches to learning as they influence how
students deal with academic tasks. Constructive conceptions of learning end up in a deep approach and
thus it affects the quality of students’ learning outcomes. As Saljo claims, conceptions are context specific
and they are affected from its specific social setting, where students try to interpret what is required of
them in a particular situation on the basis of past experiences (cited in Entwistle & Peterson, 2004). This
changeable nature of conceptions of learning gives educators a chance to influence students’ beliefs of
learning and the way they approach learning.

2. Methodology

2.1. Participants

The participants of the study were 292 students from School of Foreign Languages Departments at
Diizce University and Namik Kemal University in 2017-2018 academic year. In both institutions, students
attend voluntary based English programme for a year before they start their undergraduate studies in
their departments. In qualitative studies, the representativeness of the sample is not a major concern. The
main goal of qualitative sampling is to find members who can provide rich and varied insights to the
phenomenon under investigation (Creswell, 2012). Researchers who conduct qualitative studies make
use of purposeful sampling methods, which requires selecting sites and participants that can best provide
help in understanding the phenomenon. For that reason, in the selection of the participants, convenience
sampling was used.

2.2. Data Collection and Analysis

In the study, data were collected qualitatively in two steps. In the first step, 292 students were asked
to fill in an open-ended questionnaire. Later on, the conceptions the students hold were identified based
on their responses to the questionnaire. In the second step, 10 students who displayed variations in their
conceptions were interviewed to gain a deeper understanding of their conceptions. In the interviews,
they were asked to clarify and specify how they perceived learning and to articulate some specific
incidences of their experience in the learning process.

As the study was qualitative in nature, data were analyzed using grounded theory. The responses of
the students to the questionnaire were read repeatedly and coded by both researchers to determine the
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learning conceptions of the students until a full agreement was reached between two researchers. To
ensure the reliability of the study, the students’ conceptions were determined based on related literature
and the hierarchy of conceptions of learning proposed by van Rossum and Schenk (1984). Once the
learning conceptions of the students were identified, frequencies were calculated manually.

3. Results

In total 292 students took part in the study from both institutions. After the analysis process, five
conceptions of learning were identified as seen in Table 2. Results showed that a majority of the students
had reproductive conceptions of learning.

Table2
Frequency of the Students’ Conceptions of Learning

Learning Conception Number of Students Percentage
Increase in knowledge: 53 18,15
Memorising 87 29,79
Applying 113 38,69
Understanding 14 4,7
Changing as a person 25 8,5

To illustrate, almost 39 % of the students regarded learning as applying, 30% of them as memorizing,
and 18, 15% of them as increase in knowledge. On the other hand, only a minority of students had
constructive conceptions of learning. 4, 7 % of the students perceived learning as understanding, while
8,5 % of them saw it as changing as a person.

As stated above, about 18% of the students described learning as acquisition of facts and procedures,
which shows that they focus on a quantitative increase in knowledge. The following quotations exemplify
how these students see learning.

“In my opinion, learning means knowing something that I don’t know.”
“To me, learning is acquiring facts from several sources as much as possible.”
“Learning new thing and expanding your knowledge store.”

The excerpts from students’ responses show that they do not take active roles in learning but focus on
the act of learning itself.

Responses of 87 students indicated that they saw learning as remembering information and
memorising. This type of students tend to rely on rote-learning as can be seen from the following excerpts.

“It means putting pieces of knowledge into your memory to use it where necessary.”
“Learning means being able to answer questions on a given topic.”
“To me, learning is recalling a piece of information for a long time.”

As claimed by Entwistle and Peterson (2004), memorization when it is practiced with an intention of
mastering unfamiliar concepts in certain contexts such as learning languages can be used by deep
approach students as a first step towards developing understanding. What distinguishes surface
memorizing from deep memorizing is the habitual and unreflective use of memorization with an
intention to reproduce the material presented by the teacher (Kember, 1996).

A good number of students with 39% regarded learning as applying. These students tend to go beyond
the first two conceptions. In addition to getting pieces of information and storing it, they have an
intention to put it into practice.

“Learning means putting what you have learned into real life practice.”
“Equipping yourself with knowledge and using it correctly.”

“Using what you have learned when you encounter a problem.”
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The responses of the 14 students implied that they had more complex conceptions of learning. As can
be seen from the quotes below, these students tend to stand away from the knowledge they are acquiring.

“Learning means understanding the logic behind something.”

“In my opinion, learning is having a new perspective and being able to make comments on a given
topic.”

“Learning is a process to me. A process of construing the outcomes of the things you do right or wrong
as you learn.”

25 students’ responses to the questionnaire showed that they saw learning as a change in a person.
The students with this conception tend to make meaning out of what is acquired by them.

“It is something like developing oneself or become more mature.”
“In short, learning means a change in your perspective to life, behaving in a different way.”
“Learning is a change in your point of view, how you see yourself and things around you. “

In-depth interviews supported the results gathered from the questionnaire. However, there were
some inconsistencies in some students’ conceptions. Although their responses to the questionnaires
implied constructive conceptions to learning, data derived through the interviews showed that they
rather had reproductive conceptions. To illustrate, the following quotation implies that the student
regarded learning as a change in a person. “Learning is not making a mistake once again. If something is
wrong, you don’t do it again. It means learning to me.” However, when he was asked the question “How
do you understand that you learn?”, the response showed that he saw learning as remembering and
reproduction as can be seen from the following quote: “I can understand it in the exams. If [ can answer
the questions correctly it means [ have learned.”

4. Discussion

Although the students’ conceptions of learning have been a subject matter of research in many areas
such as science, engineering and nursing around the world, it has not gained much attention in ELT
setting. Several studies have been conducted to investigate students’ conceptions of learning in Turkey
yet in different contexts. To illustrate, Dikmeli and Cardak (2010) investigated 86 biology students’
conception of learning and found out that majority of the students had reproductive conceptions of
learning such as increase in knowledge and acquisition of facts and procedures. In the same way, Erdogan
(2012) conducted a study to scrutinize maths students’ conceptions of learning and reached similar
results. In his study, a good number of the students regarded learning as applying, increase in knowledge,
and memorizing. Similarly, Sadi (2014) explored 108 students’ conceptions of learning and came up with
comparable results indicating that majority of the students had reproductive conceptions of learning.

When the results reported in Turkey were considered, it can be argued that regardless of the context,
Turkish students have a tendency to see learning as something that happens to them. They can be taken
as the consumers of knowledge from the teacher or other sources.

5. Conclusion

This study was conducted to investigate the learning conceptions of the students attending voluntary
based English preparatory programme at Diizce University and Namik Kemal University. According to the
results, a majority of the students had reproductive conceptions of learning such as memorizing,
acquiring facts and procedures, and applying. The students who attend preparatory classes are in their
first year at university and they hold on to their studying habits they had at high school. When the
educational system in Turkey is concerned, students need to take several high-stakes tests which call for
a reproductive approach to learning such as acquiring as much information as possible, remembering,
and applying where necessary. Secondly, the nature of language learning requires memorizing, especially
in the early stages. However, even if this is the case, it should be done with an intention to understand
rather than reproduction. Keeping in mind that conceptions of learning are affected by the context they
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are formed; teaching activities need to be designed so that they can promote higher order conceptions
such as understanding, making meaning for oneself and seeing things in a new way.
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ABSTRACT

This explanatory study aims to investigate and evaluate the effectiveness of Introduction to Linguistics course given in the
undergraduate program of the department of English Language and Literature (ELL) at a state university in Turkey. Even
though linguistics courses in most of the ELL departments in Turkey are offered to the students, there is no so far an
evaluation of introductory level linguistics course unravelling whether the course contents, teaching methods and objectives
and outcomes of the linguistics courses in ELL departments meet the students’ needs and expectations. For this reason, the
research makes an evaluation of the linguistics course offered to ELL students to be able to figure out strengths and
weaknesses of the course syllabus and course content. Adopting the qualitative design of the study, the data were collected
through open ended questionnaire which was followed by semi-structured interviews and field notes taken by the researcher.
Broadly speaking, the overall results indicated that students were happy with the time allocated for the lesson and they were
able to reach most of the goals and objectives of the course. Furthermore, they shared their opinions regarding the teaching
techniques implemented in the course and how they will benefit from their knowledge related to linguistics in the future. The
participants also revealed their suggestions regarding what to add to the course in terms of content and teaching techniques. It
is hoped that the results of the study sheds light to the effectiveness of the content and syllabus designs of linguistics courses
at ELL departments in Turkey.

Keywords: Course Evaluation, Qualitative Research Design, Linguistics Courses, English Language and Literature Department.

EXTENDED ABSTRACT

Purpose and Significance

Introductory level linguistics is offered as an elective or a compulsory course at a number of undergraduate ELL
programs in Turkey. Despite this fact, the efficacy of the course at ELL departments in Turkey has not been
investigated. For this reason, this current study aims to explore and evaluate the effectiveness of the Introduction to
Linguistics-II course offered electively to literature students studying at a state university in Turkey.

Methods

This study adopts qualitative research design to investigate the efficacy of the introductory level linguistics course
given at an ELL department at a state university in Turkey. Data was collected from 19 students through an open
ended questionnaire which was followed by a semi-structured interview made by 10 students randomly selected for
the study. Furthermore, the field notes compiled by the researcher constituted one part of the study. The data was
analyzed through content analysis technique and the comments of the participants were evaluated from the
perspectives of teaching techniques and materials, time allocated for classroom activities and the relationship
between the course content and their current and foreign interests and studies.

Results

According to the results obtained from the data,

! This study was presented at 3rd BELL International Conference (17-18 May, Zonguldak)
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Students were aware of the importance of linguistics courses.

They indicated that the course help them decide whether to go on linguistics related studies in the
future.

They revealed that the objectives and outcomes of the course syllabus were well-designed and they
could achieve most of them.

Regarding the teaching techniques, the students found all the classroom activities effective except
the brief explanations of the topics that were not exemplified.
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OZET

Bu calisma Tiirkiye’deki bir devlet {iniversitesinde Ingiliz Dili ve Edebiyat: (IDE) béliimiinde verilen Dilbilime Giris dersinin
verimliligini arastirmay1 ve degerlendirmeyi amaglamaktadir. Her ne kadar Tiirkiye’deki bircok IDE béliimiinde dilbilim
dersleri se¢meli ya da zorunlu olarak sunulmus olsa da, giris seviyesindeki dilbilim dersinin ders icerikleri, 6gretim metotlar:
ve dersin amaglari ve giktilar1 agisindan IDE égrencilerinin ihtiyag ve beklentilerini karsilayip karsilamadigina dair bir
degerlendirme rapor edilmemistir. Bu ytlizden, bu ¢alismada dersin izlencesi ve ders igeriginin giiclii ve zayif yonlerini ortaya
cikarmak amaciyla IDE 6grencilerine sunulan dilbilim dersinin bir degerlendirmesi yapilmistir. Genel anlamda sonuglar,
ogrencilerin ders siiresinden memnun olduklarini ve dersin amag¢ ve g¢iktilarinin bir¢ogunu basarabildiklerini ortaya
koymustur. Buna ek olarak, derste kullanilan dgretim yontemleri ve derste edindikleri dilbilim bilgilerini gelecekte nasil
kullanabilecekleri konusunda 6grencilerin fikirlerini paylasmistir. Ayrica, katihmcilar ders igerigi ve 6gretim ydntemleri
acisindan derse neler eklenebilecegi konusunda énerilerde bulunmuslardir. Bu ¢alismanin sonuglarimin Tiirkiye’deki IDE
boliimlerinde verilen dilbilim derslerinin igerik ve izlence yapilarinin verimliligi hususunda alana katki sagladig:
diisiintilmektedir.

Anahtar Kelimeler: Ders Degerlendirmesi, Niteliksel Arastirma Teknigi, Dilbilim Dersleri, ingiliz Dili ve Edebiyati1 Béliimii.

1. Introduction

Linguistics in general and its sub-branches are very important for scholars dealing with language-
related studies. We can see the traces of linguistics in all subfields related to language. As linguistics
constitutes the basis of the many studies related to language, introduction to linguistics as a course gains
more importance in the departments related to language. Introduction to linguistics is a compulsory
course in most of the English language and literature and English language teaching departments in
Turkey. As this course is considered to be the first step to the linguistics, introducing the topics to the
students becomes more important. To do so, planning and implementing the course efficiently have a
vital importance.

Even though instructors or professors have been teaching this course for many years, students may
still feel frustrated as the course itself is not planned well. In order to avoid failures, the syllabus and
teaching methods of this lesson should be evaluated systematically to see the problematic parts of the
course design. Although there are many studies aiming to evaluate the effectiveness of the programs or
courses, to the best of our knowledge, there is no study in Turkey aiming to explore the effectiveness of
introduction to linguistics courses from the students’ perspectives and beliefs. Thus, in this present study,
we aimed to test the effectiveness of the course offered to English and Literature department students at
one of the state universities in Turkey and to improve the quality of the course by making necessary
changes for the future students. Thus, the results of this study could be considered as indicators of
whether the course content and teaching techniques adopted in the course were beneficial for the
students’ current and future studies.

1.1. Research questions

This study aims to find out effectiveness of introduction to linguistics - II course in terms of teaching
methods and fulfilling students’ needs and beliefs. For this reason, this study seeks answers to the
following research questions.

e To what extent was the course beneficial for the students in terms of their both current and future
studies?

! Bu ¢caligma 3. BELL Uluslararasi konferansinda sunulmustur. (17-18 Mayis 2018, Zonguldak)
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e How did the students find the effectiveness of the teaching techniques?

1.2. Review of literature

Richards, Platt and Weber (1985) define evaluation as “the systematic gathering of information for
purposes of making decisions.” (p. 98). As highlighted in the definition, evaluation should be done in a
systematic way and the purpose should be to make necessary changes to fix the problematic areas in a
system. As for the program or course evaluation, the information collected from the people needs to be
valuable and valid to be able to make required changes.

In the related literature, it is mentioned that there are many ways to collect data for program
evaluation. Some of them are questionnaires, interviews, journals, exam results and students’ grades. As
highlighted by Brown (1995), these techniques may result in either quantitative or qualitative data.
Quantitative data are countable bits of information which can be collected by adopting measures and
producing results as numbers (Brown, 1995). However, qualitative data in program evaluation consist of
information that cannot be converted into numbers. Even though qualitative data may seem to be
unnecessary, these data generally play important roles in actual decisions made in a program (Zohrabi,
2012). As qualitative data is crucial while making decisions about the changes in a program, types of data
collection methods should be chosen very carefully.

Although there are many ways to collect qualitative data for program evaluation, interviews and
questionnaires constitute an important part of qualitative data collection. Hence, many scholars prefer
these data collection techniques to collect data for program evaluation studies. Even having their own
shortcomings due to their being second-hand data collection tools as mentioned by Weir and Roberts
(1992), they are efficient in revealing beliefs and reactions of the stakeholders of a program. Furthermore,
as mentioned by Weir and Roberts (1992), if the evaluators of the program are not insiders, they are not
able to provide comprehensive information related to the program. Thus, they need the accounts of the
learners, teachers or even administrators to verify what they have found.

Regarding linguistics known as the scientific study of language (Yule, 2014), there are many studies
aiming to explore one aspect of it such as one specific topic in sociolinguistics, pragmatics or language
history. There are studies aiming to investigate and evaluate programs related to language teaching (Tsou
& Chen, 2014) and there are frameworks for evaluating language teaching programs (Hutchinson &
Water, 1987; Watanabe, Norris & Gonzalez-Lloret, 2009). Even there are studies aiming to evaluate a
specific syllabus (Lawrence, 1990) of a specific program, but a specific study aiming to explore the
effectiveness of an introduction to linguistics course and its evaluation from the students’ perspective has
not been reported.

2. Yontem

A qualitative research method was adopted for this study to evaluate the effectiveness of the
introduction to linguistics - II course from the students’ perspective.

2.1. Participants

For this study, the participants are chosen from the sophomores studying at the department of English
Language and Literature. As remarked by Suri (2011), “informed decisions about sampling are crucial to
improve the quality of research synthesis” (p. 64). As the number of students taking introduction to
linguistics - II course is limited, we had to include all the students coming to the lessons regularly. Despite
having 27 students enrolled to the course, 3 of them were repeaters from the previous year(s) and 5 of
them never showed up. Thus, after eliminating those students, 19 of them were chosen for the study.
Therefore, a convenience sampling technique was adopted for this study.

All the students chosen for the study were given the questionnaire consisting of open ended questions.
Out of 19, 10 students were chosen for the semi-structured interview which includes the same questions
asked in the questionnaire. The purpose of asking the same questions was to be able to probe students
further/ detailed opinions related to the questions.
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For this study, we did not collect data systematically from the instructor since the course was
evaluated by the instructor himself as an insider. The opinions of the instructor were not included in the
study since they would have been intuitive and subjective.

2.2. Data Collection

A questionnaire consisting of open-ended questions, a semi-structured interview and field notes
constituted the data collection techniques of this study.

For this study, data was collected from 19 students through a questionnaire consisting of 5 open-
ended questions. Even though 10% of the participants who attended the questionnaire was enough for
the interview, to get more reliable data 10 students who took the questionnaire were interviewed by the
researcher to explore their opinions about the effectiveness of the course. The questions used in the
questionnaire and the interview were the same as the purpose was to see whether students answered the
questions sincerely. Also, by preferring the same questions for the interview, the researcher was able to
ask follow-up questions to get further information about the effectiveness of the course.

The purpose of giving the questionnaire and interviews to the students was to seek beliefs of students
about the effectiveness of the materials, teaching techniques, classroom activities, and to what extent the
course objectives given in the syllabus was reached.

Regarding field notes, the instructor took notes about the course after each lesson. Also, as the
instructor did not have an office in the building where the course was done, he was able to use his time
during the break-times to talk/discuss the effectiveness of the course and the topics that were not clear
either because of the technique used in the lesson or the degree of difficulty of the topic with the students.

2.3. Data Analysis

The data collected from questionnaire, interviews and field notes were analyzed in terms of
effectiveness of the materials used in the classroom, effectiveness of the teaching techniques, and the
relationship between the topics taught in the lesson and how they can be used in the future. Regarding
effectiveness of the teaching techniques, we also aimed to find out whether the time allocated for the
lesson was enough or not. To exemplify the data, students’ statements are given in the results section
without correcting the grammatical and spelling mistakes.

3. Results

The results of this study are given in five main topics which are the time allocated for the lesson, to
what extent we reached our goals mentioned in the syllabus, teaching techniques used in the lessons, how
they can use the knowledge they gained in the future and what can be added to the content of the course.
To support the data collected through questionnaire, interviews and field notes, a comparison between
syllabuses of the first term and the second term was made to show whether second term’s syllabus had
an effect on the students perceptions regarding the effectiveness of Introduction to Linguistics - II.

3.1. Time Allocated for the Lesson

To discover students beliefs related to the categories given above, they were given five open-ended
questions both in the questionnaire and in the interviews. The first question was about whether the time
allocated for the lesson was enough or not. Out of 19 students answering the questionnaire, 17 (89,47%)
said the time allocated for the lesson was enough. Only 2 (10,52%) students stated that there should have
been one more hour for the lesson.

Regarding the ones saying the time allocated for the lesson was enough, it was observed that 8
students explained their reasons regarding why they think the time was enough. Even though all the
students explained their reasons with different styles, it is observed that all the students mentioned in
their answers regarding the first question that ‘the instructor is able to finish the lesson on time, and he
does not need extra time to cover the topics’. This tendency shows that students believe that if an
instructor can cover the topics mentioned in the syllabus during the allocated time, they do not need
extra time for the lesson. However, students also mentioned that they had enough time to discuss the
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topics with the teacher after the lecturing time. This shows that students also want enough time to
discuss the points that they want/need to. Regarding the importance of time allocated for discussions and
teaching time one of the male students stated that

“actually the time allocated to the lesson is absolutely enough because the teacher finishes every
unit at same time we have group discussion which is very important”

In order to probe student’s answer to the first question in the questionnaire, the same question was
asked to him again to reveal what he means by group discussions. In the interview he expressed that

“.. at the end of each lesson, the teacher gives time for us to ask questions. We can ask questions
to our teacher and our friends. Also, we discuss some topics with examples. So, I can learn points
which I did not understand in the first two hours.”

From the extract given above, it can be understood that he mentioned the discussion guided by the
teacher via giving sample situations which help them connect the theoretical information they learned
with real life situations.

In addition to the students pointing that the time allocated for the lesson was enough as the instructor
used the time efficiently for lecturing and they had enough time for discussion, there was one female
student saying that the time was enough because of the concentration issues. Her statement is given
below:

“I think this time is enough because if lessons have more time, students cannot concentrate.
According to some evidence, people have 20 minutes for understanding.”

Also according to the field notes taken, the instructor (he is the researcher as well) highlighted that
some of the students were happy with the numbers of teaching hours. They also mentioned that splitting
the class hours into three different days would be useless as well.

Regarding the students stating that the time allocated for the lesson was not enough, we found that
they wanted to have one more hour for the lesson for small group discussions after lecturing. As given
below, one of the students stated that

“the allocated time was enough but it’s would be better if we have one hour more to discuss
the topics in detail in small groups.”

The student stated the importance of discussion sections despite having a discussion part in the lesson,
the student was asked what he means by small group discussions. His explanation to it was self-
explanatory.

“first semester we had literature circle activities, but this semester we do not have circle. And,
we cannot discuss what did we find while reading the chapter. So, we are not able to going in
detail.””

His opinion related to group discussions (literature circles) makes sense when the first semester’s
syllabus is checked. According to the first semester’s syllabus, the lessons were divided into three parts.
In one of the sections, students used to come together and share what they have prepared related to the
chapter of the week. However, as the instructor found it useless, he deleted literature circles from the
syllabus.

3.2. Reaching the goals/objectives and outcomes mentioned in the syllabus

To collect data regarding the objectives of the lesson, the researcher asked “to what extent did we reach
the objectives of the class stated in the syllabus?” in both the questionnaire and the interview. Out of 19
students who answered the questionnaire, all the students highlighted that they reached all the objectives
mentioned in the syllabus. Only one student pointed out that she reached 99% of the objectives.

However, during the interviews the researcher noted that some of the students confused attending the
courses and listening to the teacher with reaching the objectives. Regarding one of the units related to
second language acquisition/ learning, one of the students stated that

“as far as I am concerned, I did not miss any part. I reached to the objectives. I know how to
teach different languages.”



Yakut .I. Karaelmas Journal of Educational Sciences 6 (2018) 339-348 345

Although some of the students misunderstood the question, the general objectives of the course are
clearly stated in the syllabus.

“the main objective of this course is to introduce basics of language and linguistics to students.
Students will be encouraged to explore major aspects of linguistics and improve their knowledge
in this field. The course aims to introduce the student to basic concepts of linguistics and to
instill a scientific approach to language, remedying common misconceptions about language in
the process.”

Also, as for the outcomes it is written in the syllabus that
At the end of the semester students will be able to;

define basic concepts of linguistics

describe the main sub-fields of linguistics

approach language from a scientific perspective

acquire critical thinking and basic argumentation skills pertinent to linguistics

develop an awareness of the universality of language rights and for the preservation of mother
languages as cultural assets

v Wi e

Contrary to the students misunderstanding of the question, there were also students saying that ‘as
the instructor taught them very well, I do not think that [ missed anything’ which shows that some of the
students are not aware of the difference between course contents and course objectives. For this reason,
the item related to the course objectives was not clearly understood by the students. It would have been
more comprehensible for the students if they had been informed about the objectives before the
questionnaire.

However, there were four students, whose mid-term scores are also very high, expressed that they can
do the things mentioned in the outcomes and objective parts of the syllabus. One of the students uttered
in the interview that

“.. now I can easily define the terms that we learnt during the lesson. Also, now I know why
linguistics is so important in language studies, and I can use my knowledge for my further
studies and research.”

3.3. Effectiveness of Teaching Techniques

As these students are going to be English teachers/instructors in the future, we thought that asking
“how did you find the techniques the instructor used in the lessons?” would give important clues regarding
the beliefs of the learners about teaching techniques. Out of 19 students, all pointed out that the
techniques used in the lessons were quite effective.

When the teaching techniques mentioned by the students are classified, we found that students were
not happy when the instructor explained the things only verbally. The techniques they liked were

Summarizing the chapter both verbally and written

Group and whole class discussions

Quizzes before the lecture

Asking questions to raise curiosity

Bringing visuals and videos into the classroom

Giving examples from their mother tongue

Connecting the theoretical information with the real life

Answering the “study question” parts in the classroom by sharing different opinions

One of the most interesting points highlighted by the students as a teaching (can be learning as well)
technique was quizzes. To clarify why quizzes are so important in this lesson, this was asked to the
students during the interviews as a follow-up question. One of the students mentioned that

“if you do not do quizzes before teaching, we will not read the chapter. So, we cannot ask
questions about the topics we do not understand. And, you will not explain them.”
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The extract taken from the student shows that he is well aware of the fact that without reading and
studying the topic of the week before coming to school, he will not be able to understand what the teacher
talks about fully.

Regarding uses of videos in the classroom, the researcher tried to learn how it can be used for
linguistics classes, thus, he asked “can we use videos for all topics?” In order to clarify whether students
want to watch videos about all the topics written in the syllabus. However, it was not possible as some of
the topics in the book were theoretical. One of the students expressed that regarding watching videos

“you brought videos related to language and the brain chapter. I will never forget Broca’s and
Wernicke’s areas. But I know you cannot find videos for all the chapters in the book.”

Both in the questionnaire and in the interviews, most of the students mentioned the importance of
answering study questions in the classroom. Out of 19 students in the questionnaire, 15 highlighted the
importance of answering the study questions as the teacher uses brainstorming technique during the
course of answering those questions. Also, 7 students during the interviews pointed that study questions
are organized in a way that they lead the students to discuss or reread the chapter to find the answers.
One of the students during the interview mentioned that

“I love answering the study questions in the classroom. Especially, when the teacher asks more
questions about the topic, we start talking about possible answers. Also, he sometimes writes the
possible answers on the board and it makes discussion more fun”

When the field notes regarding teaching techniques, the instructor highlighted that small group
discussions and literature circles were quite useful for the students who are willing to learn and share
what they have collected related to the data. However, for the students who don’t read the chapter,
literature circles were burden for them as they did not get prepared for their roles. For this reason, he
stated that he had to abandon using literature circles in the second semester.

3.4. Using the Knowledge in the Future

As this course is given to the second year students, they were all aware of the importance of the course
and the topics covered during the semester. Regardless of their level of success all students highlighted
that as they will be teachers in the future the things they learned in this course will be useful for them.
However, when it comes to explaining how they will use the information they gathered in the future it is
found that some students were not use of it. The extract given below is taken from one of the student’s
answer during the questionnaire.

“I will use them in the future when I become an English teacher.”

So as to clarify how she would use what she learnt in the classroom while teaching English in the
future, during the interview the researcher wanted her to explain how to make us of linguistics in
language classrooms. Her answer was vague as she was not sure how to integrate the knowledge she
gained in linguistics into the language classes.

“well, I will use for example when my students ask why.”

In addition to using the knowledge when they become teachers, 8 students in the questionnaire
mentioned that they will need the basic information related to linguistics during the third and fourth
years as they will have courses such as applied linguistics and approaches to language teaching.

Also, 4 students stated that they wanted to do their master’s in the field of linguistics. Thus, the
knowledge they gained from this course would be very useful while deciding what aspect of linguistics
they will study in the future as the book mentions many aspects of linguistics such as sociolinguistics,
pragmatics and neurolinguistics.

3.5. What to Add to the Course

Regarding “what can be added to the course?”, 14 students expressed that nothing can be added to the
course as the current course schedule is already tight. However, 5 students stated that different things
can be added to the program. Their desires related to what can be added to the course are given below
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e More research about the topics: they wanted to do research about all topics. Even though they had a
project assignment targeting exploration of one of the topics taught, they expressed that increasing
their numbers will be more useful. Also, studies done by the instructor or a scholar whom they
know grabbed their attention a lot.

e Question-answer sessions: regarding this suggestion, the researcher asked whether the questions
asked by the instructor during the lesson was enough or not. The student who requested this idea
stated that “he can ask the questions that he will ask in the mid-term or final exam so that we can
study them before the exams.”

e Drama: only one student mentioned the importance of drama in teaching/ learning process. She
also stated that “...to be able to do the drama, the instructor should give tasks, and we need to get
prepared for that which is impossible for some of my classmates.”

When more research is taken into consideration, the notes of the instructor express that students may
do small-scale research related to the topics, but they may not be able go into detail if they are required to
do research for each topic. Thus, giving one project to each group of students will help them motivate
each other, and they will be able to work on the topic in detail.

4. Conclusion

This study was conducted at the department of English Language and Literature at a state university in
Turkey to explore beliefs and perceptions of the students related to effectiveness of introduction to
linguistics course.

With regard to the 1st research question focusing on the importance of the course for students current
and future studies, it is found that students are well aware of the fact that they need to know linguistics to
be able to continue or go further in this field. Thus, it can be stated that students know that this course is
not just an introduction but also it will help them decide whether to continue in this field or not. For this
reason, the lesson should be comprehensible. To do so, the instructor may need to simplify the language
while explaining the topics. Also, giving chances to students to discuss what they have read may lead the
instructor to focus on the requested topics.

As for the 2nd research question, it is clearly stated by the students that except mentioning the topics
briefly and verbally, all the techniques used by the instructor were considered as effective. Especially,
using visuals and videos may enhance the effectiveness of teaching/ learning process.

It is evident that syllabus is a guide which affects the beliefs of the students about the course as they do
not have a lot of information related to the linguistics. Thus, we can point out that the syllabus is an
effective tool for shaping or changing the beliefs of the students about a course. However, it should be
kept in mind that only having a well-documented syllabus is never enough for shaping or changing the
beliefs of the students unless the teacher converts the written items into practices in the classroom.
Syllabus is not sufficient enough to fulfill the needs of students, but it is more like a map showing the way
from beginning through the end of the way. As mentioned in the study, the students may not care about
the syllabus itself, but they will focus on how the teacher presents the objectives and whether they are
able to reach the objectives/ outcomes of the lesson.

5. Limitations of the Study

First limitation is that even though the study was planned to exhibit test results of students to show
whether the program was successful or not, since the final exams are given too late to the students, we
were not able to analyze the results of the exams. Also, students had a final project in which they were
supposed to do real research related to the topics chosen by the instructor. Similar to exam results,
projects are not delivered to the instructor on time, thus, reflections related to the projects were not
included.

Secondly, as the number of participants was limited to 19, we were not able to collect enough data for
the study. Also, there was only one instructor currently giving that course at the university and as the
course was evaluated by the researcher, I thought that giving my own opinions might be too subjective.
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Hence, | avoided adding my comments to the study. A study aiming to compare the same course at
different universities might yield to more fruitful results in terms of effectiveness of introduction to
linguistics.
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ABSTRACT

Throughout the history of thought, philosophers and thinkers have tried to understand and explain 'time’' in their own ways.
Yet, the conventional concept of time -a chronometric, linear construct- had not changed much until the beginning of the
twentieth century when the French philosopher Henri Bergson published his revolutionary ideas about 'time'. For Bergson,
the previous thinkers' explanations of time were unacceptable since they rated time with space and divided it into three
distinct units the past, the present and the future. Challenging this long-established belief, he asserted that the past and the
present are not different entities which succeed one another linearly. Instead, the past and the present intermingle with each
other, according to Bergson. His attack on the traditional concept of time contributed to loss of trust of people living in the
Modern Era in mechanic perception of time and paved the way for breaking the illusion of it in Europe. Later, his radical
opinions reached America and enabled the American intellectuals to question their views on time. However, in America, the
new time perception introduced by Bergson did more than just providing a new understanding of time. It also helped the
breaking of another deception; the American Dream. Since the American Dream is closely related to the idea of progress, it can
only be realized in a linear time sequence which was rejected by Bergson. Demonstrating the deficiencies of the linear concept
of time, Bergson's ideas also imply the meaninglessness of the American Dream. It is possible to find the marks of Bergson's
"duration theory" in the masterpieces of the American drama. Accordingly, in this article, it is aimed to analyse Bergson's
"duration theory" in Eugene O'Neill's Long Day's Journey Into Night, Arthur Miller's Death of a Salesman, and Tennessee
William's The Glass Menagerie investigating the characters Mary Tyrone, Willy Loman, and the three members of the
Wingfield family; Amanda, Tom and Laura.

Keywords: Time, Duration Theory, American Drama, American Dream.

EXTENDED ABSTRACT

The French philosopher Henri Bergson challenged the long-established concept of time by asserting the co-
existence of the past, the present and the future which had been seen as distinct units. Bergson believed that former
philosophers' fractionating time into different parts in order to measure it was deficient to explain the real time, in
other words, duration. For Bergson, the temporal experience of the subject was a crucial factor to understand the
real time. Emphasizing the effect of the past on individuals, Bergson believed that the past, the present and the
future are interwoven, and therefore, they are undetachable from one another. Time was not only unmeasurable
according to Bergson but it was also subjective since every individual had a different past. Bergson also categorised
individuals in terms of their relations with time. He claimed that the ones who adhere to their pasts are 'dreamers’
whereas those who disregard the past and prioritize the present are 'conscious automatons'. Bergson's duration
theory also suggests the futility of the American Dream which is very much in line with the idea of progress, and
therefore, with the chronological time. Influenced by his ideas, the major American playwrights reflected the
temporal experiences of individuals and the concurrence of the past, the present and the future in their plays.
Correspondingly, the purpose of this study is to investigate the marks of Bergson's duration theory in Eugene
O'Neill's Long Day's Journey Into Night, Arthur Miller's Death of a Salesman, and Tennessee Williams' The Glass
Menagerie. In O'Neill's Long Day's Journey Into Night, the past is connected to the present and the future by the
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character Mary Tyrone who constantly remembers her old days, recalls her memories and illustrates the impact of
her past on her present condition. Similarly, the protagonist of Miller's Death of a Salesman, Willy Loman, combines
the past and the present by recalling the important moments in his past. However, unlike Mary Tyrone, Willy cannot
differentiate the past from the present. While Long Day's Journey Into Night and Death of a Salesman highlight the
simultaneous existence of tha past, present and the future, Tennessee Williams' The Glass Menagerie concentrates
on the subjectivity of temporal experience. The narrator and protagonist Tom, his sister Laura, and his mother
Amanda experience time quite differently. Amanda sticks to her past in order to cope with the daily problems
whereas Tom's way of dealing with the unpleasant present conditions is to ignore the past and the present and to
focus on the future but he cannot escape from his past. Likewise, his crippled sister Laura is highly affected by her
bleak memories. In addition to impartibility and subjectivity of time, these works mirror Bergson's duration theory
by including 'dreamer' and 'conscious automaton' characters. Mary Tyrone in O'Neill's work and Willy Loman in
Miller's work are dreamers who live in the past. On the other hand, Tom Wingfield in Williams' play is a conscious
automaton for he neglects his past and focuses on his future. Moreover, neither of these characters can attain the
American Dream because they cannot escape from their pasts. As is seen, Bergson's ideas on time are reflected in
Long Day's Journey Into Night, Death of a Salesman, and The Glass Menagerie as they foreground their characters’
subjective relation with time.
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OZET

Diistince tarihi boyunca filozof ve diisiiniirler, zaman kavramini anlamaya ve agiklamaya c¢alismislardir. Ancak, geleneksel
zaman anlayis1 yirminci yiizyihin basinda Fransiz filozof Henri Bergson'un fikirleri yayimlayincaya dek pek degismemis;
zaman, kronometrik ve dogrusal olarak goriilmiistiir. Bergson, zamani mekanla 6lcerek gecmis, su an ve gelecek olmak {izere
ti¢ farkll boliime ayiran filozoflar: elestirmis; ge¢misin ve simdiki zamanin birbirini takip eden apayr: iki olus olmadigini
savunmustur. Bergson'a gore ge¢mis ve simdiki zaman birbiriyle i¢ icedir. Bergson'un geleneksel zaman anlayisina bu sekilde
kars1 gelmesi, Avrupa'da modern insanin kronolojik zamana olan giivenini sarsmis ve zamanin yarattigl illiizyonun yikimina
yol agmistir. Daha sonra Bergson'un zaman iizerine fikirleri Amerika'ya ulasmis ve oradaki diisiiniir ve yazarlarin zaman
kavramini sorgulamasini saglamistir. Ayrica bu yeni zaman algis1 Amerika'da baska bir aldatmaca olan Amerikan Riiyasi'nin
da yikilmasina katkida bulunmustur. Gelisim ve ilerleme fikriyle yakindan iliskili oldugundan Amerikan Riiyas1 ancak ve
ancak dogrusal bir zaman dizisinde gerceklesebilir, Bergson da bdyle bir ardisikligi kabul etmemektedir. Bu nedenle
denilebilir ki Bergson'un siire kurami dogrusal zaman goriisiiniin eksikliklerini ortaya dokerek bir yandan da Amerikan
Riiyasi'nin anlamsizlifina isaret etmektedir. Amerikan tiyatrosunun en basarili 6rneklerinde Bergson'un siire kuraminin
izlerine rastlamak mimkiindiir. Dolayisi ile bu ¢alismada Bergson'un siire kuraminin Eugene O'Neill''ln Giinden Geceye,
Arthur Miller'in Saticinin Oliimii ve Tennessee Williams'in Sir¢a Kiimes oyunlarindaki yansimalarini Mary Tyrone, Willy
Loman ve Wingfield ailesinin {i¢ liyesi olan Amanda, Tom ve Laura karakterleri izerinden incelemek amaglanmistir.

Anahtar Kelimeler: Zaman, Siire Kurami, Amerikan Tiyatrosu, Amerikan Riiyasi.

1. Introduction

Throughout the history of thought, philosophers and thinkers have tried to understand and explain
'time' in their own way. Yet, the general concept of time -a chronometric, linear construct- had not
changed much until the beginning of the twentieth century when the French philosopher Henri Bergson
published his revolutionary ideas about 'time'. According to Bergson, the way how the former scientists
and philosophers explained time was wrong because they rated time with space (McMahon, 2013).
Bergson's going against the traditional concept of time contributed to European modern people's loss of
trust in mechanistic time and paved the way for breaking the illusion of time, which was "certainly the
most important legacy Bergson has left cultural and literary studies" (Randall, 2007, p. 29). His opinions
on time also reached America thanks to his friend William James, an American philosopher and
psychologist, and the impact of his ideas on the Americans increased after he gave a lecture in Columbia
University in 1913 (McMahon, 2013). However, in America, the new time perception did more than just
providing a new understanding of time; it also helped the breaking of another deception; the American
dream. With his works, Bergson demonstrated that the present and the past are not different entities
which succeed one another linearly; instead, they intermingle with each other (Al-Saji, 2007). Therefore,
Bergson's ideas imply the meaninglessness of the American Dream since the American Dream is closely
related to the idea of progress which can only be realized in a linear time. It is possible to find the marks
of Bergson's duration theory in the masterpieces of the American drama. Accordingly, this article aims to
analyse Bergson's duration theory in Eugene O'Neill's Long Day's Journey Into Night, Arthur Miller's
Death of a Salesman, and Tennessee William's The Glass Menagerie investigating the characters Mary
Tyrone, Willy Loman, and the three members of the Wingfields; Amanda, Tom and Laura.

2. Bergson's Concept of Time
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Before beginning to analyse the reflections of Bergson's concept of duration on the plays, it would be
better to mention his concept in general terms. Until the first decades of the twentieth century, time was
believed to be linear, scientifically measurable, and therefore, objective. According to Bergson, this
scientific notion of time was not enough to explain temporal experience. First of all, he believed that
temporal experience was different from spatial one. For him, space was the combination of succeeding
objects whose borders are definite; hence, space was homogenous, measurable and extrinsic. On the
other hand, time didn't include such separable parts. Therefore, the former concept limited time by trying
to divide it into moments in order to measure it (Salley, 2015). In the introduction of his The Creative
Mind, Bergson explained the incompatibility between the real time which cannot be measured and the
linear time which was broken into measurable parts with the following words,

I was indeed very much struck to see how real time, which plays the leading part in any philosophy of
evolution, eludes mathematical treatment. Its essence being to flow, not one of its parts is still there
when another part comes along. Superposition of one part on another with measurement in view is
therefore impossible, unimaginable, inconceivable. There is no doubt but that an element of convention
enters into any measurement, and it is seldom that two magnitudes, considered equal, are directly
superposable one upon the other [...] The line one measures is immobile, time is mobility. The line is made,
it is complete; time is what is happening, and more than that, it is what causes everything to happen. The
measuring of time never deals with duration as duration; what is counted is only a certain number of
extremities of intervals, or moments, in short virtual halts in time. (Bergson, 2007, p. 2-3).

As it is revealed in the quotation above, measuring time neglects temporal experience of the subject
and it is insufficient to reflect real time which Bergson called 'duration’. Therefore, such a kind of clock-
based measurement is misleading. He states in Time and Free Will that "we must not be led astray by the
words ‘between now and then,” for the interval of duration exists only for us and on account of the
interpenetration of our conscious states" (Bergson, 1950, p. 116). As duration, the real time, was about
subject's unique experience and perception, it was subjective and unmeasurable. Unlike the chronological
time, the past, the present and the future in Bergson's duration are not different and distinct stages.
Bergson himself explains this with following words,

When is the duration placed? Is it on the hither or on the further side of the mathematical point which 1
determine ideally when I think of the present instant? Quite evidently, it is both on this side and on that;
and what I call ‘my present’ has one foot in my past and another in my future. In my past, first, because
‘the moment in which I am speaking is already far from me’; in my future, next, because this moment is
impending over the future: it is to future that I am tending, and could I fix this indivisible present, this
infinitesimal element of the curve of time, it is the direction of the future that it would indicate. The
psychical state, then, that I call ‘my present’ must be both a perception of the immediate past and a
determination of the immediate future (as cited in Restrepo, 2015, p. 52-53)

As it can be understood from his words the past, the present and the future exist in duration
simultaneously. Since the past is attached to the present, memories are important in terms of temporal
experience. According to Bergson, there are two kinds of memory; the practical memory and the pure
memory. The former is related to the practical needs of routine life, while the latter is the memory of the
subject's true self which links the past and the present and connects the subject with the universe.
Nevertheless, one cannot reach pure memory easily, for the subject has to disengage himself or herself to
attain the pure memory (Gex, 2010). Also, the role of the past in character building is very significant as
Bergson asserts that "the whole of our past psychical life conditions our present state, without being its
necessary determinant; whole, also, it reveals itself in our character, although none of its past states
manifests itself explicitly in character” (as cited in Taping, 2014, p. 168). Accordingly, the subject's
relation with the past contributes to the present state of him or her. Those who stick to and constantly
visualise their past are 'dreamers' for Bergson, whereas the ones who put the past aside and only
prioritize the present are 'conscious automatons' and both cases are not normal (Taping, 2014, p. 173).
Moreover, over-attachment to the past causes sorrowfulness, thus, affects the subject's psychology
negatively (Gex 2010). Bergson's duration theory can also be seen as a defiance against the American
dream. Messner and Rosenfeld (20013) define the term as follows; "the American Dream refers to a
commitment to the goal of material success, to be pursued by everyone in society, under conditions of
open, individual competition." (p. 71). It can be understood from their definition that it is a way of
progressing towards a brighter future thanks to the hard work in the present no matter how unfortunate
the past is. In other words, the American Dream suggests a linear time strictly divided into phases, which
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is unacceptable for Bergson. The great works of the American drama mirror Bergson's theory of time
through 'dreamer’ characters who combine the past and the present with their memories.

3. Time in Long Day's Journey Into Night: Combining The Past and The Present

Eugene O'Neill's autobiographical work “Long Day's Journey Into Night” demonstrates many aspects of
Bergson's duration theory through the character Mary Tyrone. She is the one who brings the past and the
present together in the play and even her appearance described in the stage direction reminds the reader
of this characteristic of her; "her most appealing quality is the simple, unaffected charm of a shy convent
girl youthfulness she has never lost—an innate unworldly innocence" (0'Neill, 1989, p. 13). Similarly, she
regularly recalls her old memories throughout the play since she prefers to be occupied with the past.
Mary is disturbed by the present because of her loneliness in her family and of the sickness of her son
Edmund. In the second act, she tells her husband that "It was never a home. You've always preferred the
Club or barroom. And for me it's always been as lonely as a dirty room in a one-night stand hotel." (p. 74).
To cope with this feeling of isolation, Mary remembers her good old days when she lived with her parents
and had dreams about becoming a nun, or a pianist. However, as she focuses on her past too much, she
inevitably resurfaces her disturbing memories, too. Especially the foghorn and her old hands emerge in
the play as the reminders of the past; "It's the foghorn I hate. It won't let you alone. It keeps reminding
you, and warning you, and calling you back", says Mary (p. 101). As for the hands she adds, "they're worse
than the foghorn for reminding me—" (p. 106). In addition, Edmund's sickness has an injurious impact on
her mental state, and she cannot help recalling the guilt she felt when she bore Edmund in pain after the
death of her other son Eugene. She believes that Edmund's current illness is the punishment of her past
mistakes; "I swore after Eugene died I would never have another baby. [ was to blame for his death." says
her to her husband (p. 90). These words reflect Bergson's duration theory in two ways: Firstly, the idea of
punishment shows how the past controls the present state of the subject. Secondly, by mentioning
Eugene, she tries to keep him alive at least in her mind, thus, the past is connected to the present. At the
end of the play, the past becomes more than just recalled memories and co-exists with the present when
Mary totally goes back to her youth under the effect of morphine. After a very long journey from present
to past, and vice versa, Mary becomes a girl in the convent again and "experience seems ironed out of "
her behaviour (p. 173). As she is so obsessed with the past, she is a 'dreamer’ from the Bergsonian
perspective. Above all, she sums up Bergson's "duration theory" with the following words; "the past is the
present, isn't it? It's the future, too. We all try to lie out of that but life won't let us" (p. 90). As is seen,
Mary repudiates the linearity of time and she connects the past with the present and the future through
her words as well as through recalling her memories and demonstrating their effects on her present
condition.

4. Time in Death of a Salesman: Living in the Past

Another masterpiece of American drama which includes Bergson's ideas on time is Arthur Miller's
Death of a Salesman. The protagonist Willy Loman is an exhausted man who has worked throughout his
life to bring home the bacon. Due to his exhaustion, Willy cannot differentiate the past from the present.
Especially when he is stressed and nervous, he loses his connection with the present and he suddenly
turns back to the crucial moments in his past. At the beginning of the play, Willy mentions his abrupt
transition from the present to the past which occurred while he was driving his car; "I opened the
windshield and just let the warm air bathe over me. And then all of a sudden I'm goin’ off the road! I'm
tellin’ya, I absolutely forgot [ was driving. If 'd’'ve gone the other way over the white line [ might've killed
somebody. So I went on again — and five minutes later I'm dreamin’ again" (Miller, 1961, p. 9). The
reason why he experiences such changes is that he is disappointed with the present conditions, just like
Mary Tyrone, as he is unsuccessful not only in his work but also in his relationship with his sons. These
problems disturb his perception of the present and he unconsciously recalls his memories. In this respect,
he combines today and yesterday unwillingly. The dialogue between him and his neighbour Charley
exemplifies this overlapping of the past and the present. While they are playing a game, his dead brother
Ben comes to his mind, and also to the stage as a character, and Willy responds him too as if he were
present with them;



Aksu, E.. Karaelmas Journal of Educational Sciences 6 (2018) 349-355 354

BEN: I must make a tram, William. There are several properties I'm looking at in Alaska.

WILLY: Sure, sure! If I'd gone with him to Alaska that time, everything would've been totally different.
CHARLEY: Go on, you'd froze to death up there.

WILLY: What're you talking about?

BEN: Opportunity is tremendous in Alaska, William. Surprised you're not up there.

WILLY: Sure, tremendous.

CHARLEY: Heh?

WILLY: There was the only man I ever met who knew the answers.

CHARLEY: Who? (p. 35)

This scene is a demonstration of Bergson's argument that there is no distinction between the past and
the present. The wholeness of time is repeated throughout the play. For instance, Ben reappears when
Willy's boss Howard rejects his proposal to work in New York. He unintentionally asks Ben, "Oh Ben, How
did you do it? What's the answer?" (p. 66); thus, he tries to find a solution for his troublesome present in
his past. His search supports Bergson's claim that past is influential on present. Later, his conversation
with Ben turns into a full memory from his past when Ben visited the Lomans and proposed Willy to go
with him to Alaska. Willy, who didn't accept his brother's proposal because of his wife Linda's rejection,
still regrets his decision to stay in New York and continue his job. Therefore, he keeps recalling his
moments with Ben whenever his present upsets him. Here, it is possible to find another connection
between Mary Tyrone and Willy since both of them take refuge in their memories. Although both of them
are 'dreamers’, their relation with the past is different. As Mary willingly remembers the old times, Willy
unconsciously brings the events and the characters in his past to the present.

5. Time in Death of a Salesman: Living in the Past

Finally, Tennessee William's The Glass Menagerie, too, can be analysed in terms of Bergson's theory.
Unlike the other plays analysed above, this play has a narrator who portrays his past to the reader and
the audience. Tom Wingfield, the narrator, states at the beginning of the play that "I turn back time. I
reverse it to that quaint period, the thirties, when the huge middle class of America was matriculating in a
school for the blind." (Williams, 2011, p. 58). He also emphasises the importance of the past in his play by
saying that "the play is memory" (p. 59). Indeed, the past experiences of Tom with his family dominate his
present state and Tom's narration clearly demonstrates this situation. Narrating his memories and giving
some information in between them, Tom displays forward and backward transition of a subject in time. In
this respect, it can be said that the play itself is formed in accordance with 'duration’ in which the past,
the present and the future exist synchronically. Moreover, The Glass Menagerie embraces another
Bergsonian idea; the subjectivity of temporal experience. Tom, his mother Amanda and his sister Laura
live together in the same apartment and they share same moments, but the way how they perceive those
moments are different. As for Amanda, almost everything that surrounds her in the present awakens her
own memories. For instance, her plan to find a gentleman caller for Laura reminds her of the suitors she
had in her girlhood as she says, "One Sunday afternoon in Blue Mountain — your mother received —
seventeen! — gentlemen callers! Why, sometimes there weren’t chairs enough to accommodate them all.
We had to send the nigger over to bring in folding chairs from the parish house" (p. 61). Still, her recalling
the good old days in Blue Mountain very frequently does not prevent her from neglecting neither the
present nor the past. She is worried about Laura's being lonely, so she asks Tom to bring one of his
friends to dinner (p. 87). She also has some concerns about future. When she learns that Laura quits
Rubicam's Business College, Amanda utters her concern; "What are we going to do, what is going to
become of us, what is the future?" (p. 66) On the contrary, Tom as a character in the play focuses on the
future and he tries to detach himself from the present as much as he can. Living with his mother and
working in a company he hates, he is not happy with the present, so he dreams about tomorrow in order
to escape from the present. He mentions this situation to Jim by saying that "I'm right at the point of
committing myself to a future that doesn’t include the warehouse and Mr. Mendoza or even a night-school
course in public speaking” (p. 111) However, when his narratorship is taken into consideration, it is seen
that no matter how he tries to ignore it, the past is with him in his present. His last words in the play
reveal the impact of his past on his life;

I pass the lighted window of a shop where perfume is sold. The window is filled with pieces of colored
glass, tiny transparent bottles in delicate colors, like bits of a shattered rainbow. Then all at once my
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sister touches my shoulder. I turn around and look into her eyes. Oh, Laura, Laura, I tried to leave you
behind me, but [ am more faithful than I intended to be! (p. 145-146)

Just like Tom, Laura is under the influence of her memories. Especially one of them, which is about her
high school days, affects her social relationships negatively. She believed that other students despised her
because of her crippled leg and as Lauren Moore states that "this memory develops an inflated
importance in her mind, and eventually becomes such a formative memory that it virtually destroys her
self-esteem and renders her stagnant in the present." (Moore, 2013, p. 3). In this respect, Tom and Laura
also demonstrate how the past regulates a subject's present situation.

6. Conclusion

In conclusion, the traditional concept of time has been altered by the French philosopher Henri
Bergson who rejected the linearity of time and the continuation of the past, the present and the future.
According to Bergson, the past, the present and the future cannot be separated as they are interwoven.
Also, the past has a great impact on the present condition of people their memories and experiences
shape their present. Since every person has a different background and a different past, each individual
experiences time in his pr her own unique way. Bergson's groundbreaking theories on time were very
influential on both people and the literary works of the first half of the twentieth century. The American
playwrights such as Eugene O'Neill, Arthur Miller and Tennessee Williams reflect Bergson's ideas in their
works not only through their characters' subjective relation with time but also through combining the
past and the present in their plays. In these works, it is also possible to find some 'dreamer’ characters
who are living in the past. Furthermore, none of the characters in these plays are able to achieve the
American Dream since their time is 'duration’ which integrates the past, present and future instead of the
clock time which is a misleading linear construct.
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ABSTRACT

Most instructors aren’t aware of the fact that their students experience anxiety. A certain amount of anxiety is normal and
doesn’t have a detrimental effect on students’ performance. However, this is not the case for all students. Anxiety is a factor of
affective domain and it plays a very important role in shaping human behavior and may affect foreign language learning. Thus,
anxiety has always been of much concern to EFL researchers. Its relation with several variables has been investigated. One of
the variables that might affect students’ anxiety level is teacher behavior. Thus, this study aimed at examining the students’
language learning anxiety level and their perception of teacher behavior as supportive or controlling. It was also an attempt to
investigate the effect of anxiety on students’ perception of teacher behavior. The participants of the study were 154 prep-
school students who were studying at a preparatory school in Turkey and they were given two questionnaires measuring their
anxiety level and perception of teacher behavior. The data were analyzed through descriptive and inferential statistics (Chi-
square test). The results of the study indicated that the participants showed all anxiety levels as low, moderate and high.
Students with low anxiety level outnumbered moderate and high anxiety level groups. Results of the study yielded that 61% of
the participants perceived their teachers as more controlling than supportive. Moreover, a statistically significant difference
wasn’t found between students’ anxiety level and their perception of teacher behavior as controlling or supportive. All anxiety
groups as high, medium or low perceived their teachers as more controlling than supportive. As a consequence, no sign of
teacher-generated anxiety was found in this study.

Keywords: Anxiety, Perception, Teacher Behavior, Controlling, Supportive.

EXTENDED ABSTRACT

Introduction

Most instructors aren’t aware of the fact that their students experience anxiety. A certain amount of anxiety is
normal and doesn’t have a detrimental effect on students’ performance. However, this is not the case for all students.
Anxiety is a factor of affective domain and it plays a very important role in shaping human behavior and may affect
foreign language learning. Thus, anxiety has always been of much concern to EFL researchers. Its relation with
several variables has been investigated. Teacher behavior is one of the factors that can affect students’ anxiety to
learn a foreign language (Von Woérde,2003; Huang, Eslami& Hu, 2010). Academic and personal support from
teachers helps students to control their anxiety level. If students feel that their teachers emotionally support them
they tend to put more effort to learn and they experience less anxiety (Huang, Eslami& Hu, 2010). Thus, this study
aimed at examining the students’ language learning anxiety level and their perception of teacher behavior as
supportive or controlling. It was also an attempt to investigate the effect of anxiety on students’ perception of
teacher behavior.

Methodology

The participants of the study were 154 prep-school students who were studying voluntarily at a preparatory school
at Namik Kemal University, in Tekirdag / Turkey. Students were given two questionnaires to measure foreign
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language classroom anxiety and students’ perceptions of teacher behavior in the spring semester of academic year
2017-2018 in the participants’ classroom at their regular class time and 20 minutes were allocated. The
questionnaires used are The Foreign Language Classroom Anxiety Questionnaire (FLCAS) and Teacher Behavior
Questionnaire (TBQ). The reliability of both questionnaires was analyzed through Cronbach’s alpha. The Cronbach’s
alpha of the foreign language anxiety questionnaire of the current study was found to be .963 which indicated a high
level of reliability. Similarly, the overall reliability of the Turkish version of teacher behavior questionnaire was
found as .706.

The data were analyzed through descriptive and inferential statistics (Chi-square test). A total of 154 questionnaires
were returned to be examined. However, while analyzing the data, 8,4% of the students which means 13 of them
perceived their teachers neither controlling nor supportive which means their mean scores for both categories were
the same so they were categorized as neutral group. The neutral group was excluded when Chi Square analysis was
done because the sum scores of those were equal in teacher behavior part; thus, the categorization could not be
established when deciding whether students perceived teacher as controlling or supportive. As a consequence, the
data from 141 questionnaires were taken into the SPSS to run Chi Square analysis to understand if anxiety levels of
the students have an effect on their perception of teacher behavior.

Results

The results of the study indicated that the participants showed different anxiety levels. 30 of the participants which
accounts for 19,48% of the total participant group showed high levels of anxiety. 29,87% of the students which
makes 46 students suffered from moderate levels of anxiety. 78 of the students (56,65%) experienced only low
levels of anxiety. As a result, most of the students didn’t experience high levels of language learning anxiety. The
results of the descriptive statistics analysis also indicated that there were 47 students who perceived the teacher
behavior as supportive. On the other hand, those who perceived the teacher behavior as controlling outnumbered
the other perception; that is, there were 94 students who thought their teachers being controlling. 13 of the
participants perceived their teachers equally controlling and supportive.

Moreover, a statistically significant difference wasn’t found between students’ anxiety level and their perception of
teacher behavior as controlling and supportive (c2(1) =0,823, df= 2, p=,389). On average, 60% of the participants in
all three categories perceived their teachers as more controlling than supportive. All anxiety groups as high,
medium or low perceived their teachers as more controlling than supportive. No significant sign of teacher-
generated anxiety as suggested by literature (French, 1997) was found in this study.
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OZET

Bir¢cok 6gretmen Ogrencilerinin kaygi yasadiklarini fark etmezler. Belli seviyede yasanan kaygi normaldir ve 6grencinin
performansi lizerinde zarar verici bir etkisi yoktur. Ancak, bu biitiin 6grenciler icin gecerli degildir. Kaygi, duyussal
faktorlerden birisidir ve insan davranisi sekillendirmede ¢ok 6nemli bir rol oynar ve dolayisiyla yabanci dil 6grenimini
etkileyebilir. Bu ylizden, kaygi yabanci dil 6grenimi arastirmacilarinin dikkatini cekmistir ve kayginin diger degisenlerle olan
iliskisi aragtirmaya deger goriilmiistiir. Ogrencilerin dil kaygis1 diizeyini etkileyebilecek etmenlerden birisi de 6gretmen
davranisidir. Bu yiizden, bu calisma 6grencilerin dil 6grenme kaygi diizeyleri ve 6gretmen davranisini denetleyici ve
destekleyici olarak nasil algiladiklarini incelemeyi amacglamaktadir. Ayrica, ¢alismanin bir diger amact da dil 6grenme
kaygisinin 6grencilerin  6gretmen davranisi algillarina etkisi olup olmadigin1 belirlemektir. Tiirkiye’de bir devlet
liniversitesinde goniillii olarak Ingilizce hazirhk egitimi géren 154 hazirhik simifi 6grencisi calismaya katilmistir. Ogrencilere
kayg! diizeylerini ve 6grenmen davranisi algilarin1 6lgmeye yonelik iki anket verilmistir. Veriler betimsel ve ¢ikarimsal (ki-
kare testi) istatistik yontemleri kullanilarak analiz edilmistir. Calismanin sonucunda égrencilerin diisiik, orta ve ytiksek olmak
tizere cesitli kaygi diizeyleri oldugu saptanmistir. Katilimci grubunun %61’i 6gretmenlerini destekleyiciden ziyade denetleyici
olarak degerlendirmistirler. Dahasi, dgrencilerin dil 6grenme kaygi diizeyleri ile denetleyici ve destekleyici olarak 6gretmen
davranisi algilar1 arasinda anlaml bir fark bulunamamistir. Diistik, orta ya da yiiksek olarak kaygi diizeyleri fark etmeksizin
ogrenciler dgretmenlerini destekleyiciden cok denetleyici olarak degerlendirmislerdir. Bu durumda, bu ¢alismada 6gretmen
kaynakl dil 6grenme kaygisi bulunamamistir.

Anahtar Kelimeler: Kaygi, Algi, Ogretmen Davranisi, Denetleyici, Destekleyici.

1. Introduction

As it is the situation in many countries and in many other language learning contexts, Turkish students
also experience medium or high levels of foreign language anxiety (Cakar, 2009). Even though students
experience anxiety in almost every aspect of language learning, much of the anxiety is associated with
understanding and speaking the target language (Liu & Jackson, 2008; Cagatay, 2015). This anxiety
causes them to be passive participants in class and also some students do not join their lessons. Talking in
front of the class discourages students since it arouses anxiety if the learning environment isn’t
supportive. Thus, being in a supportive classroom atmosphere that is provided by the teacher is
important. Thus, another element that can provoke students’ anxiety is teacher. Teachers’ role as a
container or generator of anxiety cannot be denied as supported by literature (French, 1997; Huang,
Eslami& Hu, 2010). Although there are several studies carried out to investigate anxiety, there are only a
few that have investigated its relation with students’ perception of teacher behavior in a Turkish EFL
context.

As the purpose of this study is to investigate the relationship between preparatory school students’
anxiety levels and their perception of teacher behavior as controlling and supportive at university level in
an EFL context, the following three questions will be addressed:

1. What are the students’ anxiety levels?
2. What are the students’ perceptions of teachers’ behavior?

3. Is there any relationship between students’ anxiety level and their perceptions of teacher
behavior?
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1.1 Anxiety

For many decades EFL researchers have been aware that EFL learning is often associated with
affective factors and these involve risk of embarrassment or humiliation for language learners (Kessler,
2010). As one of the affective domains of foreign language learning and one of the inhibitors to language
learning, anxiety is also gaining a growing body of research. One of the simple definitions of anxiety is the
dictionary definition made by Cambridge Dictionary Online (2018) as “an uncomfortable feeling of
nervousness or worry about something that is happening or might happen in the future”. And another
dictionary (Collins Online Dictionary, 2018) defines anxiety as “a state of uneasiness or tension caused by
apprehension of possible future misfortune, danger, etc.; worry”.

However, there is a kind of anxiety that is only specific to language learning. Language learning anxiety
has been defined by several researchers in a similar way. Horwitz (2001) defines language anxiety as one
of the most important affective factors influencing the success of language learning. Maclntyre (1999)
defined language anxiety as follows:

the apprehension experienced when a situation requires the use of a second language with which the
individual is not fully proficient . .. the propensity for an individual to react in a nervous manner when
speaking, listening, reading, or writing in the second language. (p. 5)

Most cited definition is the one made by Maclntyre and Gardner (1991) “Language anxiety is fear or
apprehension occurring when a learner is expected to perform in the second language”. Language anxiety
results from the natural procedures of language learning especially caused by classroom procedure
factors such as speaking in front of class, tests, and being called on by the teacher (Horwitz, Horwitz, &
Cope, 1986; MacIntyre& Gardner, 1989, 1991). Moreover, six interrelated sources of language anxiety
were identified by Young (1991). He suggested personal and interpersonal anxieties which can be related
to communication apprehension; learner beliefs about language learning process; teacher beliefs about
language teaching; student-teacher interaction; classroom procedures and language testing.

Language learning anxiety took attention starting from 1970s and 1980s. The first attempts to identify
language anxiety was done through learner diaries (e.g., Bailey, 1983; Hilleson, 1996). Since it is difficult
to interpret diaries and keeping a learner diary takes time, alternative ways emerged. Spielberger and
Gorsuch designed an instrument to assess learners’ anxiety called the state-trait anxiety inventory (STAI)
in 1966 (as cited in Huang &Hung, 2010) and many researchers have benefited from this instrument (e.g.
Fati-Ashtiani, Ejei, Knodapanahi &Tarkhorani, 2007). Horwitz, Horwitz, and Cope (1986) designed the
most common used instrument to measure students’ language learning anxiety called “the Foreign
Language Classroom Anxiety Scale” (FLCAS) consisting of 33 items. They used this instrument in their
study and found a negative correlation between language proficiency and anxiety (1986). Since then this
questionnaire has been widely used and yielded valuable results. The outcomes of Horwitz and Young’s
(1991) study that they carried out using FLCAS have showed a significant negative relationship between
anxiety and several other factors such as final grades and oral proficiency tests.

Foreign language anxiety is common among learners all around the world, since performing in another
language challenges an individual’s self-concept and lead to reticence (Liu, & Jackson, 2008; Cakar, 2009).
This language learning specific anxiety has many symptoms such as trying to avoid difficult linguistic
features, avoid participating class activities and avoid volunteering for answers and so on (Wei, 2007). In
addition, students show nonverbal clues related to their anxiety. In his study, Gregersen (2005) reported
that students who experienced anxiety showed limited facial activity, less eye contact, and less active
gestures.

Anxiety can be experienced at different levels as other affective factors. Learners sometimes
experience anxiety as a response to a particular situation or event. This momentary or situational level is
called ‘state or situational anxiety”. This type of anxiety generally is a passing state and diminishes over
time (Oxford, 1999; Brown, 2000). Communication anxiety can be given as an example to state anxiety
(Hilleson, 1996). Nevertheless, if the situation that causes anxiety repeats happening, students associate
anxiety with their language performance. This type of deeper, long-term anxiety is called “trait anxiety”.
This type of anxiety becomes a personality trait for the learner permanently affecting language learning
negatively (Oxford, 1999; Brown, 2000). Moreover, based on Tobias’s (1985) study, two models of
anxiety were shaped namely interference model of anxiety and interference retrieval model of anxiety.
According to interference model, anxiety hinders the recall of previously learned material in the output
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stage and interference retrieval model relates the problems in the input and processing stages of learning
(Kogak, 2010).

However, researchers have contradictory ideas about the function of anxiety in language learning.
Anxiety has been discussed as helpful, harmful or as having no effect at all on learners’ performance and
L2 achievement (Doérnyei, 2005). Some researchers claim that some learners may benefit from their
anxiety and their anxiety helps them not to lose their focus and keep them alert. According to Ehrman and
Oxford (1995) this type of facilitating anxiety is common among learners with high proficiency level and
learners who are confident. Some early studies yielded results that supports this view and showed that
anxiety results in higher motivation and more effort and, thus, better learning outcomes (Chastain, 1975).

Another kind of anxiety is called ‘debilitating anxiety’ which is the negative kind of anxiety that harms
learners’ performance both directly and indirectly. Students experience worry, self-doubt and they stop
participating in class (Oxford, 1999). Horwitz (2001) is one of the researchers who supports debilitating
kind of anxiety and consider is as one of the factors that contributing poor linguistic performance.
Debilitative anxiety can result from due to personal characteristic of learners such as having a lack of self-
confidence, self-esteem or can result from language learning procedures such as involving in difficult
tasks or unfriendly atmosphere (Horwitz, 1986, 2001; Horwitz et al., 1986).

Teacher behavior is another factor that can affect students’ anxiety to learn a foreign language (Von
Worde,2003; Huang, Eslami& Hu, 2010). Academic and personal support from teachers help students to
control their anxiety level. If students feel that their teachers emotionally support them, they tend to put
more effort to learn and they experience less anxiety (Huang, Eslami & Hu, 2010).

1.2. Teacher Behavior as Controlling or Supportive

Expectations of teacher behavior in teaching and learning environment resulted in many statements
about the role of the teachers and the definitions of controlling and supportive teacher behavior. In the
forthcoming sections, some of these definitions and studies focusing on teacher controlling and
supportive behavior will be presented. In its dictionary use (Oxford Advanced Learners, 2003), control is
to have a power over someone or something so that you decide what they must do or how something
must be done; and support means helping and encouraging. These definitions of the words are also
applied in education. Akhter (2003) mentions that teachers’ control orientations were defined by two
constructs: autonomous versus control, and humanistic versus authoritarian.

Den Brok, Bergen, Stahl and Brekelmans (2004), and Kiany and Shayestefar (2011) state that teacher
control behavior can be divided into three categories as strong, shared and lose control. Kiany and
Shayestefar (2011) mention that “strong teacher control is defined as taking over learning activities
(cognitive, affective, and metacognitive) from students’ hands and is employed by teachers who try to
regulate or control students’ processing of subject matter. In doing so, they minimize students’
opportunities to utilize their thinking activities”. They also explain what shared and loose controls are.
According to them, shared control means encouraging and facilitating different learning activities by
providing opportunities for student interaction and performance. In this process, both teacher and
student initiations are required as students carry out different learning strategies and functions while
teachers serve as a scaffolding element, which results in a sharing of control between teachers and
students. Lastly, loose control is seen as giving the whole responsibility of learning into students’ hands to
“evaluate and reflect on their textbook content, reading texts, grammar or vocabulary learning; to think
about next learning activities; to proceed based on their own speed; and to self-test and monitor their
progress. When practicing this model, teachers capitalize on students’ supposed skills in regulating
learning, thinking, and in performing independently” (Kiany & Shayestefar, 2011).

Reeve and Jang (2006) break down the control into two categories being autonomy-supportive and
controlling teacher behavior. In supportive environment, teachers encourage students and give
opportunities to them to realize the relationship between their classroom behaviors and inner
motivational resources. On the contrary, when controlling, teachers do not pay attention to students’
inner motivational resources and they try to catch up their personal agendas which are teacher-centered,
and through these plans they decide about what students should and should not do, and they try to tailor
the students aiming to teach the planned behaviors of their agenda.
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Finally, the definitions to be used in the current study are the ones that Kususanto, Ismail and Jamil
(2010) used in their article. They mention two kinds of definitions for teacher behavior, the first one is
controlling teacher behavior which is defined as controlling students’ behavior to avoid general
disciplinary problems, and the second one is supportive teacher behavior which is supporting the
improvement of academic achievements.

1.3. Empirical Studies on Anxiety and Teacher Behaviour

Anxiety has been one of the concerns in language learning research and students’ anxiety levels in
different contexts were investigated.

Kunt and Tiim (2010) investigated anxiety level of Turkish students in North Cyprus and the results of
the study showed that students experienced different levels of anxiety. The results of open- ended
question revealed that some learners do not believe that they can learn English in their own learning
environment or at home. Some reported that they need communication courses to improve their
speaking abilities. Some believed that they needed practice. These negative beliefs about language
learning caused anxiety and they reported that they felt anxious and forgot things while speaking and
they were afraid of making mistakes. Kocak, (2010) examined Turkish prep school students speaking
anxiety and found out they became anxious due to various reasons such as lack of vocabulary, grammar,
and syntax knowledge or fear of failure etc.

Anxiety’s relation with many different variables has been investigated. It has been stated that students
experience anxiety when they are listening, writing and speaking. Also, relation with other affective
factors has been a research interest for many years.

Wei (2007) conducted another study to examine the relationship between anxiety levels and
motivational patterns of the students. 57 university students at environmental science program
participated in the study. Foreign Language Classroom Anxiety Scale (FLCAS) and Motivation
questionnaire were used as the research instruments. It was found that the more anxious the learners,
the less low-proficient they see themselves.

Other research topics that were investigated related to anxiety are test anxiety (Huang & Hung ,2010;
Fook, Sidhu, Rani & Aziz, 2011), writing anxiety (Cheng, 2002; Ozturk &Cecen, 2007), listening anxiety
(Shomoossi, 2009; Wang, 2010), unwillingness to communicate and foreign language anxiety (Liu &
Jackson, 2008), influence of anxiety upon fluency (Kessler, 2010) and so on.

Although anxiety’s relation with various variables has been studied, speaking is the skill that perceived
as the most difficult task and is the skill that has been studied most. Several studies have been conducted
to investigate the relation with anxiety and oral performance scores. The results of studies that were
conducted to investigate the relationship between anxiety and oral production scores revealed a negative
relationship between anxiety and oral exam performance (Fook, Sidhu, Rani & Aziz, 2011; Hewitt &
Stephenson, 2011; Philips, 1992; Wilson, 2006; Zhang, 2004). Participants who exhibited higher levels of
anxiety performed worse on their oral exams; the higher the anxiety score, the lower their oral
performance score was.

Another concern of this study is students’ perception of teacher behavior. There are numerous studies
looking into the teacher behavior and its relationship with different aspects of teaching and learning
environment. These studies dealing with teacher controlling orientations and student motivation
revealed that autonomy-supportive teacher behavior yielded higher degrees of intrinsic motivation and
perceived self-esteem, self-regulation and competence when compared to controlling teacher behavior
(Deci, Schwarts, et. al.,, 1981; Green & Foster, 1986; Grolnick& Ryan, 1992; as cited in Akhter, 2003).

Another study examined the relation between teacher behavior and students’ academic achievements
and reached the conclusion that academic achievement was very high when both the teacher and student
control were equally high in classroom, and it was lowest when the control was lowest for both groups
(Eshel &Kohavi, 2003). As a result of their study conducted on Iranian students, Kiany and Shayestefar
(2011) also found that 26% of the 27 teachers were ‘highly controlling, and this controlling behavior has
a negative correlation with academic achievement as when the teacher puts more emphasis on
independent learning process and student control, the more successful the students are or vice versa.
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Further studies have analyzed the role of supportive behavior in teaching and have found out that
there is a positive correlation between supportive environment and both intrinsic and extrinsic
motivation (e.g. Cordova & Lepper, 1996; Ryan & Deci, 2000). Moreover, supportive environment
resulted in higher academic achievement, higher preference for difficult tasks, deeper understanding,
enjoyment, and perceived competence while controlling environment disclosed more anxiety, higher
preference for easy tasks, and a dependence on other for evaluation of one’s own work (e.g. Boggiano &
Katz, 1991). Urhahne (2015) examined the relationship between teacher behavior and student
motivation and emotion. According to the results of the study teacher behavior can mediate the
relationship between teacher judgment and students’ motivation and emotion.

There are also studies investigating the relations between anxiety and teacher behavior. Huang, Eslami,
and Hu (2010) examined the relationship between language-learning anxiety and teacher and peer
support. The results of the study showed that language-learning anxiety and support were found to be
correlated. Any support from teachers was positively related with students’ comfort to learn English.
Abu-Rabia (2004) is another researcher who investigated the relationship between teacher's role and FL
anxiety among students studying English as a FL. The results of their study revealed that students’
anxiety level was moderate, and students perceived their teachers as supportive of their English learning.
Moreover, it was found as a result of this study that the more supportive teacher was the less anxious
students became. Von-Wérde (2003) examined students’ perspectives on foreign language anxiety and
found out that there was an obvious connection between anxiety and teacher behavior. Students reported
that they were less anxious with supportive teachers. It is suggested that teachers’ role to reduce anxiety
might be more important than any methodology. Alrabai (2015) examined the influence of teachers on
learner anxiety to learn English as a foreign language. The results of the study reinforce the fundamental
role of teachers in reducing the learners’ anxiety.

2. Methodology

2.1. Participants

In total 154 preparatory school students studying English as a foreign language at Namik Kemal
University, Tekirdag, Turkey participated in the study. Students’ age ranges from 18-20 and although they
were all learning English in the preparatory program of the university, the students were from different
departments such as engineering, economics, administration, and fine arts. Also, all the students were
learning English voluntarily. Students received 24 hours of English instruction per week. They took 3
midterms and 1 final exam together with 10 pop quizzes. To be able to pass preparatory program
successfully, they had to gain at least 60 points at the end of the term. Students were given two
questionnaires to measure foreign language classroom anxiety and students’ perceptions of teacher
behavior in the spring semester of academic year 2017-2018. The questionnaires of the study were
administered in the participants’ classroom at their regular class time and 20 minutes were allocated.

2.2. Instruments
The Foreign Language Classroom Anxiety Questionnaire (FLCAS)

FLCAS which was designed by Horwitz, Horwitz, and Cope in 1986 was chosen as the study instrument.
The reason of choosing this instrument was that it has been the most widely used one and its reliability
and validity was determined by Horwitz (1986). The FLCAS consists of 33 items scored on a five-point
Likert scale, from strongly agree (5 points) to strongly disagree (1 point). Turkish version of FLCAS was
used to avoid misunderstanding and so that students comprehend each item better and give satisfactory
answers. Turkish version was taken from Aydin ‘s study (2001). The 27th item “I feel tenser and more
nervous in my language class than in my other classes” was excluded by Aydin since it is not suitable for
Turkish students as they learn English in an EFL context (2001). The answer “strongly agree” shows high
anxiety for all the items except item 5. For the 5th item which is “it would not bother me at all to take
more English Classes”, “strongly disagree” reveals high anxiety. The reliability and validity of the Turkish
version of FLCAS was determined by Aydin (2001) and found to be high (internal consistency .91). The
Cronbach’s alpha of the current study was found to be .963 which indicated a high level of reliability.
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Teacher Behavior Questionnaire (TBQ)

In order to measure students’ perceptions about teacher behavior, a 5-point Likert scale Teacher
Behavior Questionnaire (TBQ) adapted from a study carried out by Ismail and Majeed (2011) was used.
The Turkish version of the questionnaire was administered, and this version was formed by means of
back-translation with the help of four EFL instructors. The questionnaire includes 20 statements about
controlling and supportive teacher behaviors and each statement is evaluated according to its frequency
in the classroom showing a range from never to always. Ten items of the questionnaire belonged to
controlling behavior and the other ten were about supportive behavior. When it comes to the
categorization of the perceptions, the perceptions would be classified by means of mean scores: if a
student had a higher mean in controlling behavior section, then, s/he would be accepted as perceiving
teacher behavior as controlling or if it were the opposite, then, the perception would be accepted as the
supportive. Regarding reliability, the Cronbach’s alphas of statements were presented as .77 for
controlling behavior items and .76 for supportive teacher behavior items (Kususanto, Ismail & Jamil,
2010). In a similar manner, the overall reliability of the Turkish version questionnaire was found as .706.

2.3. Data collection procedure and analyses

In the data collection procedure, the participants were given the questionnaires together and required
to complete them in 20 minutes in their regular class hours. A total of 154 questionnaires were returned
to be examined. However, while analyzing the data, 8,4% of the students which means 13 of them
perceived their teachers neither controlling nor supportive which means their mean scores for both
categories were the same, so they were categorized as neutral group. The neutral group was excluded
when Chi Square analysis was done because the sum scores of those were equal in teacher behavior part;
thus, the categorization could not be established when deciding whether students perceived teacher as
controlling or supportive. Consequently, the data from 141 questionnaires were taken into the SPSS to
run Chi Square analysis to understand if anxiety levels of the students have an effect on their perception
of teacher behavior.

The gathered data were analyzed by using descriptive and inferential statistics. The reliability of both
questionnaires was analyzed through Cronbach’s alpha. As for the first two research questions,
frequencies and percentages were calculated to interpret the data. The third question was analyzed
through chi-square in order to find out whether there is a relationship between anxiety and teacher
behavior. Chi-square test was preferred because the aim was to compare the expected and observed data
owing to the nominal nature; therefore, the collected data were categorized. As stated in the instruments
section, anxiety level was classified as low, moderate and high according to the sum scores. On the other
hand, students’ perceptions of teacher behavior were divided into two: controlling and supportive using
mean scores. At last, as far as the variables of the study were considered, the independent variable of the
study was anxiety level and dependent one was the perception of teacher behavior as controlling and
supportive.

3. Results

3.1 Research Question 1: What are the students’ anxiety levels?

The results of the interpretation of anxiety questionnaire revealed that students experienced different
levels of anxiety. 30 of the students had high, 46 of them had moderate and 78 of the students had low
levels of anxiety as shown by the frequency table (see Table 1).

Tablel
Students’ Anxiety Distribution within the Sample
f %
High 30 19,48
Moderate 46 29,87
Low 78 56,65

Total 154 100
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As seen in Figure 1, students who showed low anxiety levels outnumbered the moderate and high
anxiety level groups. Only 30 of the participants which is 19,48% of the total participant group showed
high levels of anxiety. 29,87% of the students which makes 46 students suffered from moderate levels of
anxiety. 78 of the students (56,65%) experienced only low levels of anxiety. As a result, most of the
students didn’t experience high levels of language learning anxiety.

Anxiety level distribution within the sample
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Figure 1. Anxiety Level Distribution within the Sample

3.2. Research Question 2: What are the students’ perceptions of teachers’ behavior?

The results of the descriptive statistics analysis indicated that there were 47 students who perceived
the teacher behavior as supportive. On the other hand, those who perceived the teacher behavior as
controlling outnumbered the other perception; that is, there were 94 students who thought their teachers
being controlling. 13 of the participants perceived their teachers equally controlling and supportive (see
Table 2).

Table2
Teacher Behavior Distribution within the Sample
f %
controlling 94 61,03
supportive 47 30,51
neutral 13 8,44
154 100

As seen in Figure 2, there were more students who thought teacher behavior as controlling (61%)
than those who perceived their teacher’s behavior as supportive (30%). 94 students out of 154
participants considered their teachers as controlling. As a result, preparatory school students were found
to perceive teacher behavior as controlling in general
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Figure 2. Teacher Behavior Distribution within the Sample

3.3. Research Question 3: Is there any relationship between students’ anxiety level and their perceptions
of teacher behavior?

A 2 X 2 Chi-square was conducted to find out the relationship between anxiety levels of the students
and their perception of teacher behavior using SPSS version 25. The findings indicated that there was not
a statistically significant difference between the students with low or moderate level of anxiety and those
with high level of anxiety in terms of their perceptions regarding teacher behavior (c2(1)=0,823, df= 2,
p=,389).0n average, 60% of the participants in all three categories perceived their teachers as more
controlling than supportive. A minor difference was found between them regarding their perception of
teacher behavior. When students with a low level of anxiety were taken into account, it can be seen that
they perceived their teacher more controlling than supportive slightly more than the other two categories.
69% of the students in low anxiety group perceived their teachers as controlling, 65% of the moderate
group and 63% of the students in high anxiety group perceived their teachers controlling (see Table 3).

Table3
The Crosstabulation for teacher behavior by anxiety

Teacher behavior

Controlling Supportive

High 17 10 27
% 63 37

Anxiety Moderate 28 15 43
% 65 35
Low 49 22 71
% 69 31

Total 94 47 141

As far as the distribution of teacher behavior by anxiety was considered, all anxiety level students,
whichever moderate, high or low, perceived their teachers’ behavior as controlling (see Figure 3). The
lower students’ anxiety level gets the more they perceive their teacher controlling. The higher their
anxiety level gets the more they perceived their teachers as supportive. As a consequence, teacher
behavior was perceived as controlling by all anxiety levels in general.
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Figure 3. Teacher Behavior by Anxiety Distribution within the Sample

All in all, the participants in the current study were found to have a low, a moderate or high level of
anxiety. In addition, about two-thirds of the participants perceived teacher behavior as controlling rather
than supportive. Moreover, a significant relationship was not found between anxiety level and the
perceptions of teacher behavior. Only slight differences regarding those variables were found. Therefore,
it cannot be concluded that when the anxiety level of students is lower, they are more likely to see their
teachers’ behaviors as supportive or vice versa.

4. Discussion and Conclusion

The purpose of the current study was to identify foreign language anxiety level of preparatory school
students and their perception of teacher behavior as controlling or supportive. Another aim of the study
was to see if there was a correlation between the independent variable of the study which is foreign
language anxiety and dependent variable of the study which is the students’ teacher behavior perception.

The results of the study yielded that student experience different levels of anxiety and students’
anxiety scores ranged from minimum 35 (not anxious at all) to maximum 156 (highly anxious) similar to
the results of Kunt and Tim (2010)’s study. Contrary to Cakar’s (2009) study in which Turkish university
EFL students’ foreign language anxiety levels were calculated as moderate, Cagatay’s study (2015) in
which preparatory school students’ speaking anxiety level was found moderate, and Wei (2007)’s study
in which Chinese university students’ foreign English anxiety was found moderate; in this study, more
than half of the students which makes 56,65% of the participant group reported that they experienced
low levels of anxiety and only 19,48% of the students reported to have a high level of anxiety. This result
is promising because high levels of anxiety might have a negative effect and hinder language learning
(Oxford, 1999; Horwitz, 2001; Brown 2000).

We can assume that when students start university, their anxiety levels develop and precede because
they gain new experiences, or they interact with different people. In the same way, the participants were
freshmen students in our study, so they had just begun the university. In Turkey, students must take a
national entrance exam to enter a university. They study with a lot of effort for this exam for years.
Moreover, they have so many competitors and even a small difference in exam results affects their
chances of getting in a university. Consequently, entering a university is a real challenge for most of the
students and perhaps passing this entrance exam and becoming a university student is the first
significant success for many students. The reason of the low anxiety level of our participants might be this
feeling of success and accomplishment owing to being a university student.
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Another thing is that all participants of the study were studying English voluntarily which might mean
that only students with the awareness of the importance of English and who felt the need to learn it chose
to study at a preparatory program. Students who experience higher levels of language learning anxiety
might have felt that they couldn’t be successful and didn’t want to study English. Moreover, the English
language is accessible everywhere. Most of the students have smart phones and use applications to help
them to learn English, to remember vocabulary better, and most of them watch English movies, follow
English TV series and play online games in English. So, they started to be naturally exposed to language
before they come to university which might help them to fell less anxious about the language because it
wasn’t unknown for them.

In a university context, teachers mostly behave students as individuals and more importantly as young
adults, which may affect students’ anxiety levels. Another thing is that, peer interaction can be a factor
which has an important effect on students’ anxiety. Students find themselves in a new social context with
a need to make new friends. As McCroskey, Daly, Richmond and Falcione (1977) supported, individuals
derive their feelings about self from their interactions with others. Since the data were collected in the
second semester, students had already become familiar with the university life and they had made a lot of
friends. Being an individual in this new social community may have a positive effect on their anxiety. In
addition, Harter (1999) stated that society is another factor that helps individuals to shape their opinions
about themselves. Society also views university students as responsible grown-ups and achievers because
they become university students by passing a challenging entrance exam. Therefore, it can be concluded
that due to the affecting factors mentioned above, only a few participants with a high anxiety level was
found. This pleasing result can be attributed to the fact that the participants have confidence and they
believe in themselves as individuals.

Second research question of the study was related to the students’ perceptions of teacher behavior.
Ismail and Majeed (2011) examined the relationship between achievement and teacher behaviors using
the same teacher behavior questionnaire. The results of their study showed that high achiever students
perceived their teachers as more supportive whereas low achievers perceived their teachers as
controlling. In current study, all anxiety groups perceived their teachers more controlling than supportive
contrary to Ismail and Majeed (2011) and Abu- Rabia (2004) ‘s study. The controlling behaviors that
students agreed most were “My teachers are frequently punishing misbehaving student”, “My teachers
are more likely to scold students with discipline problem, instead of students with low academic
performance” and “My teachers are likely to prefer silent students than students who actively asking
academic questions”. This may stem from the fact that some students expect the controlling teacher in the
class. As Nicholas (1996) stated, the consensus is that with the help of a ‘well-disciplined environment’,
learning can be best achieved so schools should have an ‘acceptable’ level of control on students’ behavior,
and this creates a responsibility of control for the teachers.

On average 30% of the students perceived their teachers supportive regardless of their anxiety level.
The supportive behavior that students agreed most was “My teachers pay more attention to students
with high academic achievements, regardless to her/his disciplinary records”, “My teachers more likely to
praise on good performance more than good behavior” and “My teachers pay less attention to small
disciplinary problem to students with high academic achievement”. This shows us that teachers put more

focus on academic achievement than minor discipline problems.

The final research question of the study was formed to investigate the relationship between students’
anxiety level and their perceptions of teacher behavior. The statistical analysis showed that there was not
a significant relationship between students’ anxiety levels and their perceptions of teacher behavior. No
significant sign of teacher-generated anxiety as suggested by literature (French, 1997) was found in this
study unlike Abu-Rabia’s study (2004) where teachers’ attitudes perceived by the students indicated a
significant prediction of L2 anxiety. In this study, teacher behavior didn’t influence students’ anxiety
negatively or positively contrary to some studies (Huang, Eslami& Hu, 2010; Von-Wérde, 2003).

All anxiety groups considered their teacher more controlling than supportive. This result is surprising
because the assumption was that students with higher levels of anxiety consider their teacher as
controlling. This may result from students’ expectations from university and especially studying English
voluntarily. When students were asked the reasons why they perceived their teachers as controlling they
commented that they started university with some anticipations. Firstly, they thought that attendance
wouldn’t be a problem, so they would have plenty of chances to skip the lessons. Thus, tight schedule and
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intense program as complained by other university students in Turkey (Armagan, Bozoglu &Giiven, 2016)
might be the cause why they perceived their teachers as controlling. However, preparatory school
programs by regulations require student to attend 85% of the lessons otherwise it would be impossible
to learn a foreign language. So, attendance is important and strictly kept, because language learning takes
time and effort. Another assumption was that they would not have lessons during the first week, the week
before midterms and the last week of the terms. Since there are topics to be covered determined by the
syllabus, students have lessons unless there are any social activities that students attend together.
Moreover, they thought that they would not have many homework assignments, but they were asked to
keep a portfolio and put written assignments in it. Doing homework was another complaint that arose
from the students.

Furthermore, during their last year of high school education, since they were going to take an
important exam, they were free not to attend the lessons and their schedules were flexible so that they
could prepare themselves for the university exams. This means that they weren’t used to attending the
classes, doing homework or studying regularly and following a program at school. Thus, attending 85% of
the lessons, following a program, having classroom rules such as delivering assignments on time, not
being able to use their phones for entertainment in class made them feel that they are controlled by their
teachers.

Based on the study results, it can be suggested that teachers should receive regular feedback from the
student so that they can adopt more supporting teaching practices. Moreover, teachers should try to
encourage student ask academic questions. Also, students should be made more aware of the system of
language learning and be given objectives and rationale of what they are doing in class so that instead of
evaluating classroom procedures as controlling they could interpret them as necessary. The limitation of
the study is that the reasons of students’ low anxiety levels can be analyzed in depth with qualitative
research techniques. As further research areas suggested depending on the result of the study, different
aspects of teacher behavior can be another research area such as being expertise in the subject,
interacting with students using technology, and outside the classroom. Besides, there is a need to carry
out the same study in different educational contexts other than university setting. In addition to other
contexts, other variables beside self-esteem such as proficiency level can be searched in line with teacher
behavior. Furthermore, other supplementary instruments like interviews may be included to support the
questionnaire data. Lastly, not only students’ perceptions with respect to teacher behavior but also
teachers’ perceptions about their own classroom behaviors can be examined to provide further insights
to the language teaching field. Their perceptions and students’ perceptions can be compared.
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ABSTRACT

The condition of women was not very bright as regards to equality in the early-twentieth-century America, as they were
tyrannized by male power. While the times meant prosperity and hope for the growing power of the world, there was little
light at the end of the tunnel for women. Women'’s hoarse cry was subdued by men who dominated them in every single facet
of life. Literature can be deemed as the reflection of life and correspondingly, the plays of the era did not turn a blind eye to the
problems that women encountered during the period. This article aims to analyze the way women were made less valuable
and it also intends to underscore the strains that they had to confront along with the inequality and the bigotry within the
scope of the groundbreaking plays Desire Under the Elms, A Streetcar Named Desire, and The Crucible, written by Eugene
O’Neill, Tennessee Williams and Arthur Miller respectively. This article argues that the woman was incontrovertibly perceived
as the inferior sex and was tyrannized under male power in the twentieth century. Thus, the isolation and maltreatment of
women due to their condition as ‘the Other’ along with the corrupted approaches and myths behind misogynistic notions
forwarded by men and witnessed all around the world are discussed in the twentieth-century America, for it was America that
proved unable to back their rights and their place in society, despite her endeavors. Lastly, how women'’s alienation at such a
high level negatively affects their psychology is problematized in this article by referencing to the aforementioned plays. On
the surface, the female characters selected for this study can be considered to be ill-fated. However, this article puts forward
that the subjugation and disenfranchisement of women is a direct consequence of patriarchy, masculine parameters and
discourses.

Keywords: The Subjugation, Disenfranchisement of Women, Masculine Parameters, Women Psychology, 20th Century
America.

EXTENDED ABSTRACT

Purpose and Significance

The condition of women was not very bright as regards to equality in the early-twentieth-century America, as they
were tyrannized by male power. This article aims to analyze the way women were made less valuable and it also
intends to underscore the strains that they had to confront along with the inequality and the bigotry within the
scope of the groundbreaking plays Desire Under the Elms, A Streetcar Named Desire, and The Crucible, written by
Eugene O’Neill, Tennessee Williams and Arthur Miller respectively. This article argues that the woman was
incontrovertibly perceived as the inferior sex and was tyrannized under male power in the twentieth century. Thus,
the isolation and maltreatment of women due to their condition as ‘the Other’ along with the corrupted approaches
and myths behind misogynistic notions forwarded by men and witnessed all around the world are discussed in the
twentieth-century America, for it was America that proved unable to back their rights and their place in society,
despite her endeavors.

! This study was presented at 3rd BELL International Conference (17-18 May, Zonguldak)
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Method: Woman before the Law

The United States Declaration of Independence necessitates that all men should be treated equally, for God created
them that way. The law also points out clearly that its governments’ task to establish equality. However, the
declaration for a new order did not mention the condition of women or their rights. This is to say that the glorious
American Dream was just a bad dream for those who were born with female genitalia. Women were on their own in
terms of their every need. It should not be overlooked that the laws of countries tend to hold a mirror to the realities
of the people that live there and the way those people think.

Findings: Monetary and Psychological Status of Woman

The reason why Abbie Putnam of Desire Under the Elms is concentrating on acquiring the house is that land gave
women power. Furthermore, it paved the way for other rights that they were to gain in time. It must not be
forgotten that one cannot be emancipated without monetary freedom. A Streetcar Named Desire’s Blanche Dubois,
whom the reader cannot help sympathizing with, had to put up with a great deal of masculinity from the moment
she met the seemingly manly man, Stanley Kowalski. The way he mitigates her personality and strangles her
endears Blanche to the reader, including those who despise her way of life. In her diminished state as the other sex,
Elizabeth Proctor of The Crucible becomes extremely selfless, when she makes the ultimate sacrifice by standing by
her faithless husband’s decision to practically end his life. She knows too well that John cannot live without his
honor and respects him for that, even if it means losing him forever.

Conclusion

The simplest way to tyrannize a person is to deprive him/her of monetary freedom, once monetary power is
detached from a person, s/he is most vulnerable and menacing. This was the case with Abbie Putnam. The only
seemingly superior quality of men over woman is his physical strength. It is most heinous for a human being to
abuse this against a woman, for it is the very moment a woman feels completely overwhelmed by power. Blanche
Dubious can hardly put behind what she had to go through with Stanley. Debauchery is unfair, it is a severe fault and
it is not a petty crime one can ignore. Elizabeth Proctor was a saint who got a raw deal. At the core of what happened
to the female characters in the aforementioned Desire Under the Elms, A Streetcar Named Desire, and The Crucible
lies the dominance of men. It is incontestable that men saw women as lesser beings and the way women were
treated is a hard proof for their maltreatment. That this corruption spread to every inch of America is a shame for
every single person in that country. Furthermore, it must not be disregarded that even the laws of America did not
back women or envisage them as ‘essential’.
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OZET

Yirminci ylizyilin baslarinda kadinin toplumdaki pozisyonu esitlik acisindan ¢ok parlak degildi, keza erkek hegemonyasi
tarafindan zulme maruz kaliyorlardi. Bu dénem yiikselen giic Amerika i¢in refah ve umut anlamina gelirken kadin igin tiinelin
ucunda ¢ok az 151k goriiniiyordu. Kadinlarin boguk ¢igligi, onlar1 hayatin her alaninda mahrum birakan erkekler tarafindan
bastiriliyordu. Edebiyat hayatin bir ¢esit yansimasi oldugundan, o dénemde yazilan tiyatro oyunlar1 kadinlarin karsilastig
sorunlara g6z yummadi. Bu makale, kadinlarin degersizlestirilmesi bir incelemesidir. Kadinlarin karsilastig1 sorunlarin altini
¢izmek ve yine kadinlarin karsilastiklar1 esitsizlik ve haksizliklar1 Eugene O’Neill, Tennessee Williams ve Arthur Miller'in
onemli eserleri Karaagaclar Altinda, Arzu Tramvay1 ve Cadi Kazani oyunlari kapsaminda irdelemek hedeflenmistir. Bu ¢alisma,
kadinin tartisma gotiirmez sekilde erkek egemenligi karsisinda alt mertebede yer aldigini ve onun zulmiine maruz kaldigini
savunmaktadir. Amerika, yirminci ytizyilda kadin haklari, kadin psikolojisi ve kadinin toplumdaki yeri bakimindan biiytk bir
hayal kirikligi yaratmistir. Bu sebepten, kadinin “6teki” olmasindan o6tiirii yalniz birakilisi ve kétii muameleye maruz kalisi,
bununla birlikte; erkek tarafindan o6ne siiriilen ve tiim diinyada sergilenen kadin diisman fikirlerin arkasindaki yozlasmis
yaklasimlar ve mitler yirminci yiizy1ll Amerika’si cercevesinde tartisilmistir. Clinkii Amerika ¢abalarina ragmen, kadin haklarini
ve kadinin toplumdaki yerini koruma bakimindan yetersiz kalmistir Ayrica, kadinin bu denli soyutlanisinin onun psikolojisini
ne denli olumsuz etkiledigi, yukarida ad1 gecen oyunlara atiflarda bulunarak ele ahimnmigtir. ilk bakista, bu calisma icin secilen
kadin karakterleri sanssiz olarak adlandirmak miimkiin olabilir. Ancak bu makale, kadinin boyun egdirilisi ve haklarinin
mahrumiyetinin eril etkenlerin ve sdylemlerin dogrudan sonucu oldugunu éne siirmektedir

Anahtar Kelimeler: Boyun Egdirme, Kadinin Mahrumiyeti, Eril Etkenler, Kadin Psikolojisi, Yirminci Yiizy1ll Amerika’s1.

1. Introduction

The condition of women was not very bright as regards to equality in the early-twentieth-century
America, as they were tyrannized by male power. While the times meant prosperity and hope for the
growing power of the world, there was little light at the end of the tunnel for women. Women'’s hoarse cry
was subdued by men who dominated them in every single facet of life. Literature can be deemed as the
reflection of life and correspondingly, the plays of the era did not turn a blind eye to the problems that
women encountered during the period.

This article aims to analyze the way women were made less valuable and it also intends to underscore
the strains that they had to face along with the inequality and the bigotry within the scope of the
groundbreaking plays Desire Under the Elms, A Streetcar Named Desire, and The Crucible, written by
Eugene O’Neill, Tennessee Williams and Arthur Miller respectively. This article argues that the woman
was incontrovertibly perceived as the inferior sex and was tyrannized under the man in the twentieth
century (Beauvoir).

Thus, the isolation and maltreatment of women due to their condition as the Other along with the
corrupted approaches and myths behind misogynistic notions forwarded by men and witnessed all
around the world are discussed in the twentieth-century America, for it was America that proved unable
to back their rights and their place in society, despite her endeavors. Lastly, how women'’s alienation at
such a high level negatively affects their psychology is problematized in this article by referencing to the
aforementioned plays. On the surface, the female characters selected for this study can be considered to
be ill-fated. However, this article puts forward that the subjugation and disenfranchisement of women is a
direct consequence of patriarchy, masculine parameters and discourses.

! Bu ¢caligma 3. BELL Uluslararasi konferansinda sunulmustur. (17-18 Mayis 2018, Zonguldak)
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2. Method: Woman before the Law

Abbie Putnam, a woman in her thirties, is a character from the playwright Eugene O’Neill’s acclaimed
Desire Under the Elms. The beautiful young woman was a destitute person before coming across Ephraim
Cabot, who yearns to live forever in spite of his old age. It becomes unambiguous that the young Bella is
after Ephraim’s riches, once she consents to marry him. Her move is foreseeable considering the
hardships of being poor, especially if this person is female. Women had trouble finding jobs due to the
conservative approach of American Federation of Labor under the rule of Samuel Gompers in the early
20th century (Murphy). Women making up half of the society had to take care of themselves one way or
another. That Abbie wanted to save her life and secure her future is quite understandable within this
framework. Nevertheless, the huge difference between them in terms of age needs to be taken into
consideration as well. Whether Ephraim can please a relatively young women or not is not a great enigma,
although he has no plans for dying soon. What happens in the story next is the cold reality of nature;
Abbie will attempt to seek love so as to please her heart, just as she aims not to perish in poverty. It may
be argued that her choosing to fulfil her heart’s desire with the son of the man she married was against
the codes of ethics. Nevertheless, Ephraim Cabot’s actions should also be questioned within the same set
of values which people are so enthusiastic to protect, in that they are stated by United States Declaration
of Independence.

We hold these truths to be self-evident: That all men are created equal; that they are endowed by their Creator
with certain unalienable rights; that among these are life, liberty, and the pursuit of happiness; that, to secure
these rights, governments are instituted among men, deriving their just powers from the consent of the
governed (U.S. Const,, art. 1, § 1.).

The declaration necessitates that all men should be treated equally, for God created them that way.
The law also points out clearly that its governments’ task to establish equality. However, the declaration
for a new order did not mention the condition of women or their rights. This is to say that the glorious
American Dream was just a bad dream for those who were born with female genitalia. Women were on
their own in terms of their every need.

Blanche Dubois is the protagonist of Tennessee William's acclaimed play A Streetcar Named Desire.
Her story touches the hearts of the reader despite her character which is not nearly perfect. Nonetheless,
what she had to go through and her tragic experiences in a world tyrannized by men endear Blanche to
the reader in the play. She refuses to give up when she finds out that her husband is homosexual and that
he was cheating on her. Blanche finds solitude in young men who probably gave her the energy she so
longingly asked from life and who probably used her as a one-time sex object, which came as another
wave of attack on her self-confidence. The heaviest blow to Blanche came when her sister’s wild husband
could not come to terms with her haughty manners and southern airs and did the unthinkable; took
advantage of her:

The legal history of rape is the history of male domination. Definitions of offense, evidence, legal defenses, and
appropriate penalties were passed by males in accordance with traditional perspectives of propriety and the
nature and character of females. Historically, two types of females were implicitly recognized by the law-the
chaste and the unchaste. The rape of a chaste female brought forth the full force of the law; the rape of an
unchaste woman often not only went unpunished but often resulted in the trial being a public degradation
ceremony of the "nonvirtuous" female. (Giacopassi & Wilkinson, 1985, p.368)

It can be observed that even the laws of the country had a corrupt view about the way a crime should
be penalized. What is more, it should not be overlooked that the laws of countries tend to hold a mirror to
the realities of the people that live there and the way those people think. It can hardly be said that she
was a misunderstood poor woman. Having said that, it must be recalled that she was a human being,
which means that all persons should be treated equally before the law. There were no rape claims in the
play and Stanley was never troubled with such accusations. Nevertheless, the trauma Blanche went
through after the horrific incident worsened her already damaged spiritual health.

The seemingly unapproachable Elizabeth Proctor is married to John Proctor, who is another eminent
character in the famous 20th century play The Crucible. What makes her different from the other female
characters is her selfless personality. The one incident that possibly took hold of her psychology most was
her husband’s debauchery. Elizabeth did not abandon her husband’s side in spite of his infidelity and was
with him literally till his last breath. At first, it can be presumed that it was silly of her to keep faith in her
husband and wait for him to find the right path and it may be argued that her faith in her husband stems
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from her faith in religion, in that she really is a devout Christian. To be fair, there is some truth behind the
assumption that she was a true Christian and she internalized that. However, that she wants to remain on
the right path in life is her life motto regardless of religion. That being said, the inequality between the
two genders unveiled itself in adultery as well and America was not alone within the scope of this sin:

The penalty for adultery was heavier for the unfaithful wife, although equality before the law was the basis of
French post-revolutionary law. Whereas adultery by the wife could be established anywhere and under any
circumstance, adultery by the husband existed only when it was apparent that a concubine was being kept in a
conjugal living arrangement. The term "kept," which implies a repeated offense, allowed casual liaisons to escape
penalty. (Sohn, 1995, p.470)

The French law is a hard evidence regarding the fact that bigotry against women was not peculiar to
American and was witnessed all around the world. What is more, the laws were clearly bent in
accordance with the need for the advantage of male sex. The second aspect of what Elizabeth Proctor
went through is the psychological burden of adultery and the way she coped with it. It might be asserted
that she found herself guilty in her husband’s infidelity and this is due to the patriarchal atmosphere she
was living in. After all, there should be no justification for what her husband John Proctor did to her. The
following excerpt is an attempt to shed light into the life of the cheated:

In this state of powerlessness, we are confronted with our lack of control over what happened to us. At times, we
feel drained and depleted; we feel hopeless and helpless. We are without energy and emotion. We are stuck in
our circumstances; circumstances we did not create. Our voice is gone. It serves only to remind us that we are
bound by the ties of betrayal, pulled so tightly that we are paralyzed. We are frightened because we are without
the resources we thought we had. (Kenley, 2016, p.33)

It is this desperation that causes Elizabeth to lose confidence in herself, when she should stand tall and
know that the blame is not hers.

3. Findings: Monetary and Psychological Status of Woman

As a born survivor like Blanche Dubois, Abbie Putnam of Desire Under the Elms feels the pressure on
her when she reminisces about the time when her husband dies, knowing that she will become penniless
once again lest she takes the necessary measures. Consequently, she soon becomes obsessed with the
idea of owning Ephraim’s house and finds out that her husband Ephraim will leave it to her if she gives
birth to a son. The reason why she is concentrating on acquiring the house is that land gave women
power. Furthermore, it paved the way for other rights that they were to gain in time (Sullivan). It must
not be forgotten that one cannot be emancipated without monetary freedom. Likewise, money is one of
the best ways of subjugating people. Correspondingly, the strategy of Abbie Putnam is a logical one,
though, the morals of her move can be questioned. On the other hand, Ephraim is a cunning man who,
without doubt, gathers what Abbie’s hidden agenda is. The old man for whom “God’s hard” (Weiss, 1974,
p.268) was well aware of the fact that Abbie married him for his monetary power, not for her love for him.
That both sides were well informed about these realities made the marriage an agreement to which they
consented. Hence, the moral side of the marriage cannot be questioned on Abbie’s side or it should be
considered for both parties. What came next in the story is an unpreventable consequence and it is highly
unlikely that Abbie Putnam intended to cheat on her husband with his very son. What happened should
be evaluated in terms of the psychology of a thirty five year-old woman who could not think of her
sexuality before, since more vital matters such as survival were at stake. Contrarily, this happiness was
not to last long, as women apparently do not deserve to be happy:

ABBIE. (gently) Did ye believe I loved ye--afore he come?

EBEN. Ay-eh--like a dumb ox!

ABBIE. An' ye don't believe no more?

EBEN. B'lieve a lyin' thief! Ha!

ABBIE. (shudders--then humbly) An' did ye r'ally love me afore?
EBEN. (brokenly) Ay-eh--an' ye was trickin' me!

ABBIE. An' ye don't love me now!



Serdar, 0. Karaelmas Journal of Educational Sciences 6 (2018) 371-378 376

EBEN. (violently) I hate ye, I tell ye!
ABBIE. An' ye're truly goin' West--goin't' leave me--all account o' him being born?
EBEN. I'm a-goin' in the mornin'--or may God strike me t' hell!

ABBIE. (after a pause--with a dreadful cold intensity--slowly) If that's what his comin's done t' me--
killin' yewr love--takin' yew away--my on'y joy--the on'y joy I ever knowed--like heaven t' me--purtier'n
heaven--then I hate him, too, even if I be his Maw! (Weiss, 1974, p. 277)

All mothers adore their children, especially when they have affections for the father. It is dreadful for a
woman to part with her very children. Furthermore, to kill an innocent baby is an act beyond
comprehension as well as being a huge crime. It is easy to perceive that Abbie Putnam was not
emotionally stable at the time of the horrifying deed. The only logical explanation is that she is
passionately in love with the man she is having an illegal relationship with. In other words, her attraction
could only be likened to faith where there is total submission. “What woman means by love is clear
enough: total devotion (not mere surrender) with soul and body, without any consideration or reserve ...
In this absence of conditions her love is a faith; woman has no other faith” (Nietzsche, 2011, p.227). Abbie
Putnam feels that she is living in a fairy tale when she and Eben become lovers. Eben is tender, he is
tempting and flirtatious. In short, Eben is what his father is not.

Blanche Dubois, whom the reader cannot help sympathizing with, had to put up with a great deal of
masculinity from the moment she met the seemingly manly man, Stanley Kowalski:

STANLEY. My clothes're stickin' to me. Do you mind if | make myself comfortable? [He starts to remove
his shirt.].

BLANCHE. Please, please do.

STANLEY. Be comfortable is my motto. (Williams, 1974, p.30)

His confidence in himself is in line with Beauvoir’s view on how man sees woman and how he
positions himself against the other sex. “Woman? Very simple, say the fanciers of simple formulas: he is a
womb, an ovary; she is a female- this word is sufficient to define her. In the mouth of a man the epithet
female has the sound of an insult, yet he is not ashamed of his animal nature; on the contrary, he is proud
if someone says of him: 'He is a male!” (Beauvoir,1956, p.33). That Stanley has been brought up with the
aforementioned values is an incontrovertible fact, one that is observed throughout the play. The way he
mitigates her personality and strangles her endears Blanche to the reader, including those who despise
her way of life. The conservation just before the rape shows us the most vulnerable moment of a woman.
Blanche is terrified beyond words knowing that she will not be able to resist his sheer strength:

BLANCHE. Stay back! Don't you come toward me another step or-

STANLEY. What?

BLANCHE. Some awful thing will happen I It will!

STANLEY. What are you putting on now? [They are now both inside the bedroom.]
BLANCHE. I warn you, don't, I'm in danger! (Williams, 1974, p. 130)

To think only women can appreciate the terrible experience of Blanche would be erroneous since this
is a person’s clash with a stronger one. Stanley “picks up her inert figure and carries her to the bed”
(Williams, 1974, p.130), as there is no escape and she is powerless against his strength. She succumbs to
the culprit whose crime is beyond words. It is the weakest moment any woman can think of in her entire
life. Blanche could be more intellectual than him and, she could be much smarter than him. However, she
cannot fight this losing war despite all her qualities and that’'s why this scene is the most tragic one in the
entire play along with being the most appalling one. It is most noteworthy that the notions of ordinary
people were sick due to their patriarchal upbringing:

The cultural concept of seduction forms a central barrier to prosecuting acquaintance rape. Seduction commonly
denotes a man's use of flattery and persuasion to entice a woman to have sex with him. The belief that male
aggression and female passivity in the sex act comprise moments of seduction instead of coercion is one of
several rape myths that effectively equates consent with its opposite. (Donovan, 2005, p.63).
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Judging by the myths that spread around people, it can be remarked that the other sex namely women
were alienated on a high degree and were misconceived on a large scale. Also, the traumatic experience
for Blanche would have been worse, if she reported what happened to her in the room with Stanley, as
the legal authorities would have humiliated Blanche even further by not backing her.

In her diminished state as the other sex, Elizabeth Proctor of The Crucible becomes extremely selfless,
when she makes the ultimate sacrifice. Elizabeth or Goody Proctor apparently loves her husband, hence
she does not want to be separated from him. However, she knows too well that John cannot live without
his honor and respects him for that, even if means losing him forever. This kind of selfless love is hard to
come by and definitely not for the primary sex, men. Elizabeth, most reluctantly, utters the following: “Do
what you will. But let none be your judge .There be no higher judge under Heaven than Proctor is! Forgive
me, forgive me, John -I never knew such goodness in the world! She covers her face, weeping.” (Miller,
1976, p.124)

Her selfless character is not of her making but the result of a chain of reactions within the society.

Shut up in the sphere of the relative, destined to the male from childhood, habituated to seeing in him a superb
being whom she cannot possibly equal, the woman who has not repressed her claim to humanity will dream of
transcending her being towards one of these superior beings, of amalgamating herself with the sovereign subject.
There is no other way out for her than to lose herself, body and soul, in him who is represented to her as the
absolute, as the essential... Love becomes a religion for her (Beauvoir, 2011, p.609).

The society that Elizabeth lives in shapes her in line with its morals; she is not a woman who surmises
that there are choices for her as a life partner. She loves John Proctor more than anything and this
includes her self-respect as well. It cannot be expected from a woman that lives in her society to be self-
dependent. Nevertheless, she did not turn out to be a hypocrite like Abigail Williams, who practically
destroyed the lives of many in the town of Salem. Elizabeth is a saint or she has been turned into a
submissive robot by the society she lives in.

4. Conclusion

In the light of what has been said, it is conspicuous that the women of the twentieth century were
subjugated in every way possible and were not perceived as equals to men. The simplest way to tyrannize
a person is to deprive him/her of monetary freedom, once monetary power is detached from a person,
s/he is most vulnerable and menacing. This was the case with Abbie Putnam. The only seemingly superior
quality of men over woman is his physical strength. It is most heinous for a human being to abuse this
against a woman, for it is the very moment a woman feels completely overwhelmed by power. Blanche
Dubious can hardly put behind what she had to go through with Stanley. Debauchery is unfair, it is a
severe fault and it is not a petty crime one can ignore. Elizabeth Proctor was a saint who got a raw deal. At
the core of what happened to the female characters in the aforementioned Desire Under the Elms, A
Streetcar Named Desire, and The Crucible lies the dominance of men. It is incontestable that men saw
women as lesser beings and the way women were treated is a hard proof for their maltreatment. That this
corruption spread to every inch of America is a shame for every single person in that country.
Furthermore, it must not be disregarded that even the laws of America did not back women or envisage
them as ‘essential’. The deeds of Abbie, Blanche and Elizabeth can be comprehended, only if one attempts
to grasp the cruelty of the other sex. Only then their endeavor can really be appreciated.
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