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Comparing English Language Teacher Education Programs in Turkey and

Finland

Arzu EKOC
Yildiz Teknik Universitesi

ABSTRACT

The quality and qualifications of teachers reflect the quality of education and the
success of students accordingly, and particular attention needs to be given to pre-
service teacher training as it is the primary step towards professionalization.
Keeping this point in mind, English language teacher education programs
(ELTEPSs) seem to be a worthwhile research area. There is an increasing number
of studies addressing ELTEPs in Turkey. Yet, comparative data on Turkey’s
ELTEPs and those of other countries remain relatively limited. Reasoning from
the mentioned reasons, the study aims to analyze ELTEPs in Finland and Turkey
based on five criteria; student selection, curriculum, practicum hours, graduation
prerequisites and recruitment of teachers. Comparative in essence, the data were
composed of documents indicating ELTEPS in both countries. For this
qualitative research, basically, document analysis and content analysis were
applied. As for the findings, one can count student selection, pre-service teaching
practice and recruitment of teachers different from each other. More
significantly, teachers in Finland are highly respected, trusted and have a high
degree of autonomy in their work from the start of their profession. In the light
of such comparative studies, Turkey needs to establish its unique model and
enhance the quality of teacher education by taking the strengths of ELTEPS in
different countries.
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Tiirkiye’deki ve Finlandiya’daki Ingilizce Ogretmeni Yetistirme
Programlarimin Karsilastirilmasi

Arzu EKOC
Yildiz Teknik Universitesi

OZET

Ogretmenlerin nitelikleri ve Kkalitesi, egitimin kalitesine ve &grencilerin
basarisina yansir ve profesyonellige yonelik atilan ilk adim oldugu i¢in de hizmet
Oncesi Ogretmen yetistirmeye gereken 6nem verilmelidir. Bu goriisii dikkate
alarak, Ingilizce dgretmeni yetistirme programlar1 verimli bir arastirma alani
olarak goriilmektedir. Ingilizce Ogretmeni yetistirme programlariyla ilgili
calismalar giderek artmaktadir. Ancak Tiirkiye’deki ve diger {ilkelerdeki
Ingilizce dgretmeni yetistirme programlarini karsilastiran calismalar nispeten
daha azdir. Bahsi gecen bu sebeplerden yola cikarak, bu ¢aligmanin amaci,
Finlandiya’daki ve Tiirkiye’deki Ingilizce 6gretmeni yetistirme programlarini
ogrenci secimi, miifredat, uygulama dersleri, mezuniyet i¢in gerekli kosullar ve
ogretmen istihdami gibi bes kritere gore incelemektir. Karsilagtirmali bir calisma
olarak, veriler her iki iilkedeki Ingilizce 6gretmeni yetistirme programlar1 ile
ilgili dokiimanlardan olugsmustur. Bu nitel ¢alisma i¢in dokiiman ve icerik analizi
yapilmigtir. Bulgulara gére, 6grenci se¢imi, hizmet 6ncesi uygulama dersleri ve
ogretmenlerin istihdamu iki tilkede farklilik gostermektedir. Goze ¢arpan diger
onemli bir nokta da Finlandiya’daki 6gretmenlere toplumda oldukg¢a saygi
duyulmaktadir, giivenilmektedir ve mesleklerine baslar baslamaz yiiksek
derecede bir 6zerklikleri bulunmaktadir. Bunun gibi karsilagtirmali caligmalarin
isiginda,  Tirkiye, farkli iilkelerdeki Ingilizce &gretmeni yetistirme
programlarinin giiglii yanlarint alarak kendine 6zgii modelini olusturmali ve
O0gretmen egitiminin kalitesini iyilestirmelidir.

Anahtar Kelimeler: Ingilizce 6gretmeni, Ingilizce Ogretmeni yetistirme
programlari, Tiirkiye, Finlandiya
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INTRODUCTION

Students between 15 and 16 years of age take the PISA (Program for International Student Assessment)
exam every three years (available at http://www.oecd.org/pisa/ ). It assesses three subject areas; science,
mathematics and reading. In 2000, the scores of the PISA exam applied in the Organisation for
Economic Co-operation and Development (OECD) member countries were made public. The world has
turned its eyes to top PISA scorer countries since the beginning of the twentieth century. Program
planners and curriculum developers are also trying to find the miracle behind their success. Finland is
among the top scorer countries which have performed well in internationally standardized tests such as
PISA and English Proficiency Index (EF EPI). As a matter of fact, Finland is a small country with a
population of 5.47 million. It has borders with three countries; Sweden, Russia and Norway and it has
been a member of the European Union (EU) since 1995 (https://europa.eu/european-union/about-
eu/figures/living_en#population). It has not achieved this success in education overnight but with the
efforts of all the stakeholders taking many decades. In addition to its success in PISA, there is a yearly
look at English levels around the world through a study based on data from more than 2.2 million test-
takers in 100 countries, and in the English Proficiency Index 2020 (EF EPI), Finland ranked as the third
country while Turkey ranked as the 69th country (available at: https://www.ef.com/wwen/epi/).
Unfortunately, Turkey is falling behind with very low proficiency level in English, and there can be
various reasons for it.

We all know that teachers are one of the greatest factors influencing students’ academic achievement.
Therefore, the quality and qualifications of teachers reflect the quality of education and the success of
the students accordingly. Therefore, we should attract and retain effective teachers to the profession.
Recruiting such competent teachers is the target of many countries. Keeping this point in mind, English
language teacher education programs (ELTEPs) seem to be a worthwhile research area. In Turkey,
English has been taught starting from pre-primary/primary education to the end of high school which
means that it is offered as a compulsory school subject for learners. Not only is it a school subject but
also the key for better future job prospects, salary, social status and understanding of scientific
publications in various fields. In line with this thought, for higher education, English is not only a
requisite course, but also the medium of instruction, 30% or 100% in many departments. Regarding this
growing importance of English language learning, in Turkey, there have been several changes in teacher
training programs throughout years. Yet it is still debated whether teacher qualifications have reached
the desired level including English language teachers. Particular attention needs to be given to pre-
service teacher training as it is the primary step towards professionalization, and to enhance the quality
of education, evaluation and reflection can be seen at the heart of teacher training research. There is a
growing body of research on ELTEP in Turkey (Nergis, 2011; Karakas, 2012; Mahalingappa and Polat,
2013; Koksal and Ulum, 2018; Oztiirk and Aydin, 2018). Most of the existing research examined the
programs from the perspectives of lecturers, teacher candidates and in-service teachers (Seferoglu, 2006;
Coskun and Daloglu, 2010; Kémiir, 2010; Hismanoglu, 2012; Salihoglu, 2012; Inal and Biiyiikyavuz,
2013; Yavuz and Zehir-Topkaya, 2013; Demiroz and Yesilyurt, 2015; Tlrken, 2017; Kartal and Basol,
2019). In another stream of research, language teacher education curricula of ELTEPs of different
institutions within Turkey have been compared (Sanli, 2009; Ertugrul-Segen and Erisen, 2020). Some
offered statistical data including the profile of academic staff, students, the number of exchange
programs at ELTEPs (Solak, 2018; Asmali, 2020). Yet, comparative data remain relatively restricted
(Aldemir and Er, 2012; Altmisdort, 2016; Solak, 2016; Kic-Drgas and Comoglu, 2017; Karakas and
Yavuz, 2018) on Turkey’s ELTEP and those of other countries. For instance, Altmisdort (2016)
investigated five countries” ELTEPs (Denmark, Netherlands, Sweden, Finland and Norway) and
attributed the high-level proficiency of those countries in EPI index 2014 to teachers’ success but also
acknowledged that “the factors such as working conditions, salaries, and teaching loads affect teachers’
success” (Altmisdort, 2016, p. 221). Another scholar, Solak (2013) compared foreign language teaching
at primary school level in Finland with Turkey and described teacher training in both countries briefly
and stated that teaching profession’s prestige is very high in Finland. Niemi, Nevgi and Aksit (2016)
investigated active learning experiences of student teachers in Turkey and Finland, but they did not
compare the differences between the two. They have found that the more active student teachers are in
their lessons, the better their professional competences are. However, there still needs to be more
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research studies putting both ELTEPs in Turkey and Finland under scrutiny in the same study. As
Karakas and Yavuz (2018, p. 289) put it, “comparative studies are useful in respect of determining
similarities and differences as well as weaknesses and strengths in ELTEPs of different institutions”.
Yavuz and Zehir-Topkaya (2013, p. 64) underpin that ELTEPs “require constant reforming and
restructuring to keep up with the demands of a fast-changing world and dynamic individual needs”.
Reasoning from above-mentioned views, the aim of this paper is to analyze ELTEP in Finland and
Turkey based on five criteria; student selection, curriculum, practicum hours, graduation prerequisites
and recruitment of teachers.

METHOD

This study is based on the comparative analysis of ELTEPS in both countries. Qualitative data collection,
analysis procedures and instruments are adopted. For the qualitative research, basically document
analysis and content analysis were applied on the documents obtained from trustworthy web-sites
(Finland Ministry of Education and Culture, Republic of Turkey the Ministry of National Education, the
Council of Higher Education), selection of articles in the field (please see the references) and national
university websites related to both countries’ ELTEPs. Documents provide a means of comparison to
identify the differences. As Bowen (2009, p. 27) notes, “document analysis is a systematic procedure
for reviewing or evaluating documents-both printed and electronic (computer based and Internet-
transmitted) material”. For the obtained data, content analysis was done to organize the data into the
selected categories. Being descriptive in essence, within the scope of the present study focusing on the
evaluation of ELTEPs, the analysis is carried on five basic categories which are; student selection,
curriculum, practicum hours, graduation prerequisites and recruitment of teachers by bringing
similarities and differences. It aims to answer the following research question:

1. What are the differences in both programs in terms of student selection, curriculum, practicum,
graduation prerequisites and recruitment of teachers?

FINDINGS AND DISCUSSION

In this section, the findings are presented and discussed under the five categories of document analysis
which are student selection, curriculum, practicum hours, graduation prerequisites of ELTEPs and
recruitment of English language teachers in Finland and Turkey. This kind of comparative education
research study “involves stating facts, comparing facts, and making assumptions from these facts”
(Tonga et al., 2019, p. 2).

English Language Teacher Education Programs in Finland

Although Finland is a country which is populated by relatively few inhabitants, its success is impressive.
Finnish education consists of nine-year basic education with one-year voluntary pre-primary education
and upper secondary education which consists of vocational and general education. In most Finnish
schools, the only A1 compulsory language beginning in the third grade is English. As a matter of fact,
many students only study English and a second national language (Finnish or Swedish). In relation to
the success in English language learning, one can observe:

the prevalence of English in the Finnish media: English-language TV shows running in Finland are shown
with their original soundtrack and Finnish subtitles, and, for instance, news clips and interviews with
people from different countries speaking native and non-native English are never dubbed or translated
with voiceovers (although they are always given subtitles) (Ranta, 2010, p.159).

In addition to the daily dominance of English and that kind of supporting environment, the key to
students’ success is also believed to be the quality and effectiveness of teachers and teacher education.
It is also apparent that teacher education system in Finland has contributed to the country’s success in
many ways. Finland changed its education system in 1979 (Jenset et al., 2018). In Finland, the system
is based on “equity, flexibility, creativity, teacher professionalism and trust” (Sahlberg, 2007, p. 147).
It recruits highly competent teachers who are going to work for many years with excellence. From the
reviewed literature, Ostinelli (2009) underlined that the young teachers approach teaching profession as
a lifelong learning journey and they show positive and realistic goals towards the future and added that
only 10-15% of teachers think of changing their jobs, so they are dedicated to teaching. Also, he
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pinpoints that “the teaching profession is very desirable in Finland and students with good academic
results choose it (access, however, is not very easy since only 10-15% are accepted)” (Ostinelli, 2009,
p. 303). In Finland, teaching programs are more popular than engineering and medical degree programs.
In Popa, Laurian and Fitzgerald’s (2015, p. 108) study, it was seen that teachers “have the autonomy,
responsibility, respect, training, collegial support, school administration support, and resources to do
what they believe they should do”. Taking these factors into consideration, why teaching is so
prestigious in Finland is quite understandable. Apparently, teachers in Finland can feel the respect and
trust of the public and all the stakeholders towards themselves.

Student selection

Sahlberg (2018) clears up the popular misconception that only the most successful students are admitted
to teaching departments in Finland. He exemplifies this admission process by saying that 1 out of 10
candidates have the chance to start their major in teaching. Not only the average grades but also
universities’ own aptitude and assessment tests are effective in admission. For instance, at Helsinki
University, for 120 student capacity, 60% of the students are chosen based on their high school grade
averages while 40% of the students are chosen based on the university’s aptitude test (Sahlberg, 2018).
As Niemi and Jakku-Sihvonen, (2011, p. 41) point out, “in Finland, all universities have Numerus
Clausus system”. It means that the universities admit only a limited number of applicants, and this
number is determined in negotiation with the Ministry of Education. The aptitude test is a kind of
interview in which a text is handed to applicants 20 minutes before the interview and related questions
about the text are also directed. In the interview, the following qualities of the applicants are evaluated:
“aptitude to the teaching profession, motivation, interaction skills, and abilities to present well-grounded
opinions and perspectives on the text the applicant got before the interview” (Niemi and Jakku-
Sihvonen, 2011, p. 43).

Curriculum

In Finland, there are two categories of teachers: classroom teachers and subject teachers. The degree
program for both primary school teachers (class teachers teaching students on Grades 1-6 of the
comprehensive school) and secondary school teachers (subject teachers teaching Grades 7-9) is given
at the master’s level, and the programs are funded by the government. “It takes about five years to
complete, and constitutes 300 ECTS (European Credit Transfer System), according to the Bologna
programme” (Larzén-Ostermark, 2009, p. 404). For subject teachers, the course module “Pedagogical
studies for teachers” can be taken as part of the degree or taken separately after the Master’s degree
(Larzén-Ostermark, 2009).

Finland has a reputation for its teacher education based on research (Sahlberg, 2018). Teachers play key
roles in gathering small data at schools as they are the ones who know their students the best. They know
their students’ characters, needs and potentials (Sahlberg, 2018). Therefore, the curriculum aims to raise
teachers who are capable of conducting their own research. Universities are quite autonomous in
designing their curricula. In this regard, it does not seem plausible to offer a detailed curriculum of
teacher education in Finland. Nevertheless, all institutions of education follow some general outlines
recommended partly by the Ministry of Education and Culture and partly by the Deans of the Faculties
of Education and the Directors of the Departments of Teacher Education. The Ministry of Education
trusts the departments and faculties involved in teacher education (Niemi and Jakku-Sihvonen, 2011).

The core components of all teacher education curricula are composed of studies in academic disciplines,
research studies consisting of methodological studies, a BA thesis, and a MA thesis, obligatory
pedagogical studies (min. 60 ECTS) for all teachers including teaching practice, obligatory
communication, language and ICT (Information and Communications Technology) studies. In Rizza’s
(2011, p.25) report about OECD countries, it can be seen that Finland has been trying to establish a
system in which “all teachers at all levels” have ICT competences since 1986. Since 2005, there has
been a new element, a preparation of a personal study plan which targets to encourage students to create
their own effective programs and career plans and to help them to reach their targets. In addition to
these, there are also optional studies which offer a variety of different courses to meet the needs of
students in their studies and qualifications (Niemi and Jakku-Sihvonen, 2011). In Finland, teachers are


https://dergipark.org.tr/tr/pub/jnate

Ogretmen Egitimi ve Ogretim Teacher Education and Instruction
2022, 3(1), 1-16
https://dergipark.org.tr/tr/pub/jnate

expected to be digital literate, manage multi-cultural classroom environments, cooperate with parents
and meet the needs of students with special interests (Aksoy and Goézitok, 2014). During their pre-
service teacher training, student teachers are equipped with those qualities.

Practicum

In Finland, language departments and teacher education departments are both responsible in raising
foreign language teachers. Practice schools where pre-service teachers can have their teaching practice
are attached to these teacher education departments. There are about 13 teacher training schools in
Finland. In Finland, there are three effective factors in practicum: the student teacher, supervisor lecturer
from the university and the school teacher as a mentor (available at:
https://edpolicy.stanford.edu/node/1520). As Uusiautti and Maéatta (2012, p. 343) underline, “in Finland,
student teachers have traditionally had several teaching practice periods of varying lengths at different
stages in their studies. Teaching practicum has numerous goals that aim at developing good
teacherhood”.

Collaboration is at the heart of Finnish practicum making connection between theory and practice, and
mentor teachers monitor student teachers and give feedback to them. Student teachers can try their
teaching skills in these practice schools and feel themselves in a safe environment where no one is
judging them (available at: https://edpolicy.stanford.edu/node/1520). Finnish system is based on the
notion that one cannot become a teacher just by reading, but they should learn by doing instead. While
practicing, they reflect on themselves and question their understanding of what teaching is.

Graduation prerequisites and recruitment of teachers

Studying at ELTEPs in Finland is highly demanding. After 160 weeks of study, subject teachers can
have their Master’s degree. Obtaining MA degree not only opens the job market for teachers, but also
gives them the opportunity to continue their postgraduate studies (Sahlberg, 2007). Students have their
education in two language subjects and pedagogical studies before they graduate. 55 weeks of study are
allocated to one school subject, and 35 weeks of study are allocated to the possible other school subject.
Students can also apply for admission to teacher education after 2-3 years of studying. When they are
accepted, they can complete their pedagogical studies while pursuing their subject studies. In Finland,
there is a tendency to adopt CLIL (Content and Language Integrated Learning) interest within subject
teaching. Teachers have their initial training as subject rather than language teachers.

In Finland, teachers do not need to take additional exams before recruitment, and municipalities are in
charge of recruiting teachers (Tonga et al., 2019). Teachers do not have any probation period, but
municipalities arrange training for novice teachers provided by universities’ learning centers, so novice
teachers are supported by professional development opportunities.

English Language Teacher Education Programs in Turkey

The importance given to teaching and learning English at all levels of education in Turkey also puts the
emphasis on the significance of English language teachers and ELTEPs. For this reason, all the studies
conducted on the evaluation of ELTEPs, as well as this present study can be said to contribute to the
field of teacher education and the development of teacher education programs. Since the millennium,
Turkey has intensified the necessary steps to enhance English language teaching in Turkey and modified
ELTEPs throughout years. Despite the efforts, the situation has not improved as much as it is expected.
The number of language education departments has risen in parallel to the increase in the number of
state and foundation universities, so the quality has become the issue more than ever. ELTEP has been
the focus of research as Oztiirk and Aydin (2019) underpin:

recent developments in foreign language teaching policies, a highly emphasis on teaching English to
young learners starting from the second grade and a rising trend towards intensive English preparatory
programs at university level have provided further impetus to educate highly competent and qualified
teachers (p. 184).
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Student selection

Students are admitted to the departments based on their scores in the nationwide university entrance
exam organised by Student Selection and Placement Centre (OSYM in Turkey). In addition, students’
weighted high school grade is added to their exam scores (Asmali, 2020). It is held in three sessions,
taking place in two phases. Students take the first session of the Higher Education Institutions Exam
(YKS), which is the Basic Proficiency Test (TYT). Then, the second session, comprising of the Field
Proficiency Tests (AYT), is held in the following weekend while students also sit for the Foreign
Language Test (YDT) in the afternoon. The language test includes 80 multiple choice items aiming to
assess reading, grammar and vocabulary knowledge. The criticism that has been raised against the
selection criteria is that students are not only assessed based on their language proficiency test scores,
but also on their scores in other tests such as mathematics, and the ones who have had higher scores
from other subjects can be placed in language teaching departments. There are also criticisms raised
against the content of the language test (Hatipoglu, 2016). From the reviewed literature, Gunes (2019,
p. 602) underlines that foreign language test “is based on reading comprehension”. When students take
departmental lessons, they can have difficulty due to ignorance of other skills. In Gunes’ (2019, p. 608)
study, pre-service teachers pointed out that “after the onset of university process, pre-service English
teachers become aware of the importance of being able to use a foreign language with all of its skills”,
and they also think that the test cannot show their exact proficiency level.

Curriculum

In Turkey, universities under the governance, recognition and supervision of the Council of Higher
Education (CoHE) are responsible for training teachers. CoHE is in charge of planning and revising the
content of courses offered at departments in education faculties (Coskun and Daloglu, 2010). ELTEPs
in Turkey take four years provided that students pass the language proficiency exams offered by the
universities or submit the necessary scores from nationally/internationally administered exams such as
Foreign Language Exam (YDS), Foreign Language Exams for Higher Education Institutions (YOKDIL)
or Test of English as a Foreign Language (TOEFL). If they do not get the required score, they have to
attend English preparatory class. ELTEPs used to follow a compulsory program provided by the Council
of Higher Education (CoHE) during the education process while offering selective courses, materials,
course-books and exams till 2020 (Kic-Drgas and Comoglu, 2017; Kéksal and Ulum, 2017; Goktirk
and Aydin, 2019). The program was based on the European Union teacher education policies since
2006 with bidding autonomy on the determination of coursebooks, course materials and assessment
systems (Kic-Drgas and Comoglu, 2017). Also, in 2018, CoHE renewed ELTEP and made some
amendments in the content of pedagogical courses and subject-specific courses and increased the time
frame of the practicum to two semesters (Kartal and Basol, 2019). The standardized program was
composed of field knowledge (linguistic competence), teacher education (pedagogic competence),
general knowledge and teaching practice (Turken, 2017). In addition to these courses, there is a
community service course and second foreign language course for the students in Turkey. Then, in 2020,
the decision of curriculum structure was left to the faculties of education at universities, and top-down
regulation was abolished to give teaching departments more autonomy to meet the changing dynamics
of education (CoHE, 2020). With this reform, they aim to unveil a structure where the faculties of
education can determine their own curriculum and offer their own elective courses by sticking to the
division of categories and their ratio in the curriculum. It can be said that the success of this reform will
be understood better when it has been applied for some time to see the consequences. Despite the
frequent revisions, the effectiveness of ELTEPs is still on the agenda, and they have been evaluated in
terms of their weaknesses and strengths in the reviewed literature. For instance, it was argued that
ELTEPs in Turkey offer fewer courses related to improving student teachers’ linguistic competence
(Demir, 2015). Courses related to pedagogic competence overweigh courses related to linguistic
competence. Yet this can be understandable as the ELTEPs have been offering one-year compulsory
preparatory classes for students with low proficiency in English in recent years. In Uzun’s (2016) study
that investigates whether educational and technical courses in the ELTEPS contribute to information and
communication technologies (ICT) knowledge and skills of the students, it was seen that none of those
courses supported ICT skills of the students at a satisfactory level as they were mostly held in traditional
ways with printed books or old computers while only some participants mentioned about creating digital
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stories or websites. Similarly, in Altmisdort’s (2016, p. 221) study, pre-service teachers argued that that
“the lessons are generally theoretical but not practical”, and they further said that the program did not
have enough teaching practices. In an earlier study about teacher education in Turkey, Seferoglu (2007,
p.373) had also highlighted that “there should be more opportunities for micro teaching and teaching
practices”. In recent studies that surveyed teacher candidates, insufficient teaching practice still seems
to be an issue (Kic-Drgas and Comoglu, 2017; Karakas and Yavuz, 2018; Oztiirk and Aydin, 2019).

Practicum

In their senior year, pre-service teachers are given the chance to teach in a real classroom. Unfortunately,
this two-term course (Teaching Practice) is the only course that permits them to observe and experience
the possible realities of classroom. Allocated hours to classroom observation and teaching practice
remain limited. Moreover, there is only one course about classroom management which causes serious
problems for novice teachers (Kic-Drgas and Comoglu, 2017). This can be considered a serious gap in
the program. After attending and observing the experienced teacher, pre-service teachers can teach
limited number of hours under the guidance of the class teacher or under the supervision of the lecturer
from the university (Kilimci, 2009). The amount of feedback they get throughout this process varies
from one teaching context to another. As Oztiirk and Aydin (2019) point out:

how this teaching practice takes places in reality depends on many variables; the attitudes of the mentors
and supervisors towards teaching practice, and the importance they attach to it, how they perceive their
own roles as well as the roles of the other participants can be counted as the main factors. In many cases,
the whole process has been reported to be taking place far from the ideal, and mentor teachers are pointed
out as the source of the problems (p. 189).

From the reviewed literature, another scholar, Yavuz (2011) underlines that mentor teachers are not
selected or trained like their counterparts in European countries. Faculty course lecturers pay visits to
schools to observe pre-service teachers, but these visits are not systematic but are determined based on
the availability of faculty lecturer’s time in their intensive timetables, so the absence of collaboration
prevents students from making most of their teaching practice.

Graduation prerequisites and recruitment of teachers

Each course teacher is effective in determining their own evaluation and assessment criteria (Kilimci,
2009). They can opt to have two midterm exams and a final exam or a midterm exam and a final exam
or different assessment components. In their senior year, students are obliged to submit a project with
their peers as an indication of their independent research ability and focus. The teacher candidates, who
successfully attend a four-year initial teacher training program and complete 240 credits, get a teaching
diploma. In their senior year, pre-service teachers are getting prepared for the Examination for the
Selection and Placement of Candidates for Professional Posts in Public Organizations (KPSS) and at the
same time meeting the requirements of the courses, which are both quite challenging. The pressure on
senior students may lead them to lose their interest in their lessons. KPSS includes “multiple choice
guestions on social sciences, pedagogical knowledge, subject matter knowledge and language
proficiency” (Oztiirk and Aydin, 2019, p. 187).

After students get their diploma, they have to pass and get a certain score from KPSS. Then, they need
to get a high score from the interviews held by the officers from the Ministry of National Education in
order to be appointed since 2017. As Oztiirk and Aydm (2019, p. 187) argue, in the interviews which
last about ten minutes, “teacher candidates are exposed to some general open-ended questions about
education, psychology or technology, not specifically about their educational background or subject
matter knowledge”. According to their interview scores, they are appointed as contracted teachers by
MoNE (Ministry of National Education) at state schools all around the country. Those schools are
generally in disadvantaged regions of Turkey and to prevent teacher circulation, teachers who are
appointed for the first time have to complete minimum four-year time in the same districts. As Topsakal
(2019, p. 671) notes, “being appointed as a tenured teacher takes time. Contracted teachers are subjected
to candidacy training. Those who have completed their four years of employment and become successful
in the candidacy process are appointed to the tenured positions”.
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After four-year working time, tenured teachers can be appointed to different districts upon their requests
based on their service scores. Graduates can also work for private schools and courses.

Differences and Similarities between ELTEPs in Turkey and Finland

There are various differences but very few similarities between ELTEPs in Turkey and Finland. The
first difference can be seen in student selection procedure. In Turkey, university entrance exam score is
the main factor in student selection, but this brings along some issues with it. The fact that students’
only cognitive abilities are evaluated with a university entrance exam can be considered as one of the
weakest sides (Aksoy and Goziitok, 2014). Hatipoglu (2016, p.142) investigated the impact of the
university entrance exam on pre-service teachers and put that “the students unfortunately ignore skills
(i.e., speaking, listening and writing) and types of knowledge not included in the exam”. This format
impedes their writing, speaking and listening skills. On the other side of the coin, when the subdivision
of scores used in the admission to language teaching departments is analyzed, it is seen that the source
of the problem lies in the fact that a student who has given more correct answers in mathematics, science,
etc. but less correct answers in foreign language test can rank higher and increase their chance for
admission to language teaching departments. However, students with higher scores in foreign language
test of the university entrance exam but lower scores in mathematics, science test do not guarantee their
admission to language teaching departments, but they find themselves in a less favorable situation,
instead. In Finland, students’ high school weighted grades of the lessons including mathematics and
science are also important as they need to complete their high school education successfully, but their
aptitude, passion and willingness to become teachers are of utmost significance. According to EF EPI
(English Proficiency Index) results, they are also highly successful in learning a second language. On
the other hand, in Turkey, some students prefer to enroll in teacher education programs based on their
university entrance exam scores though they are not proficient in English or they do not aim a career in
teaching.

Another difference can be the teaching philosophy in the faculties of education. In Finland, ELTEPS are
based on research, and this means that “teachers can diagnose problems in their classrooms and schools,
apply evidence-based and often alternative solutions to them and evaluate and analyze the impact of
implemented procedures” (Sahlberg, 2007, p.155). Through this way, teachers can become active agents
in their profession. Supporting this point of view, in the reviewed literature, Niemi and Isopahkala-
Bauret (2015, p.135) pointed out that “in the Finnish educational system, teachers are expected to be
autonomous, pedagogically thinking, and critically oriented professionals”. In a similar stream of
research, Westbury et al., (2005, p.477) have underpinned that ELTEPs in Finland aim to “prepare
teachers who are aware of the effects of their actions and factors around their work, thus equipping them
to control their own activity”. On the other hand, in Turkey, as Oztiirk and Aydmn (2019, p.190) have
argued, ELTEPs transfer knowledge about how people learn and assume that the learning process “is
the same for everybody and ignoring the differences among individual learners”. Therefore, teachers in
Turkey can have problems in real-world schooling. Another notable difference in teacher training
programs is that secondary school English language teachers in Finland have their initial education as
subject teachers. In their context, this is quite understandable as subject teachers also use CLIL (Content
and Language Integrated Learning) within subject teaching, and students learn a subject and a second
language at the same time. This may bring along its own advantages. To name a few, language teachers
with knowledge in subjects can be of great help in the successful implementation of curricular practices.
As the language is integrated into a broad curriculum, learning another language becomes a relatively
natural process. From the literature, Heras and Lasagabaster (2015, p.72) have highlighted some of the
possible advantages of CLIL as the following: “triggering high levels of communication between
teachers and learners, and among learners themselves as well as improving overall language competence
in the target language, particularly oral skills”. Yet, this issue needs further research to see the
differences between two different implementations.

As for another difference between two countries, one can count the recruitment of teachers. While it is
a requirement for teachers of English in Finland to have an MA degree, it is not obligatory for teachers
of English working for the Ministry of National Education in Turkey to have it. With the current
situation, it is only compulsory for language instructors who work at higher education level. However,
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in 2020, MoNE has put a regulation into practice for tenure teachers who would like to change their
schools or districts (available at: https://www.resmigazete.gov.tr/eskiler/2020/06/20200619-8.htm). By
the regulation, teachers who have MA degrees in related fields will be given 50 points and teachers who
have PhD will be given 90 points to be added to their total service score while selecting their new
schools, and they will be in a more favorable position than those who do not have MA or PhD degrees.
However, each MA and PhD program has certain admission quotas and this may cause some problems
among in-service teachers. To meet the increasing demands, there can be a rise in the number of graduate
programs offered by foundation universities, but it does not seem plausible to expect all these
universities to offer high-quality MA programs with full-fledged academics. Also, some teachers sued
MoNE for this regulation, and this regulation has been suspended. As for another difference in the
recruitment process, teachers in Turkey need to pass the exam and interview to be employed as teachers
while in Finland, there is no additional exam for recruitment. This kind of recruitment in Turkey may
result from the increasing number of teacher candidates due to the growing number of graduates from
faculties of education and teacher training certificate programs.

As for the curriculum, the low ratio of ICT courses in ELTEPSs in Turkey can be considered as another
difference from ELTEPs in Finland. In ELTEPs in Turkey, there is only one course that attempts to
equip pre-service teachers with technological pedagogical content knowledge. Likewise, Uzun (2016)
underlined that ICT knowledge and skills are not scaffolded in Turkish pre-service ELTEPS while ICT
knowledge is infused in the whole program in Finland. In ELTEPSs in Turkey, there is a community
service course to foster voluntary work among pre-service teachers, and this can be considered as a
positive side of the program. More significantly, in Finland, teachers have high respect and status in the
society while teachers in Turkey are harshly criticized and attacked with bad remarks in the media and
society. In Polat and Unisen’s (2016) study, it was seen that 57.6% out of teacher news in the national
printed press was observed to be unfavourable. They underlined that “this type of teacher image does
not correspond to the teacher model desired to be trained in existing Education faculties, or to the teacher
stereotype of the society” (Polat and Unisen, 2016, p. 20).

Among the few similarities between Finland and Turkey, the autonomy of education faculties can be
counted. With the new decision, CoHE in Turkey has devolved curriculum planning to the faculties of
education recently, and this reform will help faculties to be more flexible in creating their programs.

CONCLUSION AND RECOMMENDATION

Comparative data provide us with valuable information about other countries and their strengths in
education as Turkey will continue to follow global trends and take the initiatives to reach the desirable
level of teaching and learning practices. If we want our students to compete with the high-ranking
countries in the world, our teachers should be able to compete with the quality of teachers and teaching
practices in the world. Some suggestions can be derived from the findings to make language teachers in
Turkey well-equipped and competent to bridge the gap between policies and teaching practices.

As for the possible suggestions, first of all, the number of students who are admitted to English Language
Teaching Programs should be decreased from high numbers to reasonable numbers so that each
candidate will be the focus of attention throughout the program. Likewise, in the reviewed literature,
Ertugrul-Seger and Erisen (2020) focuses on the need to have smaller class size in order to improve the
efficiency of ELTEPs. With a good human resource planning, it must be determined how many
prospective teachers Turkey needs and plan the admission quotas to the faculties of education
accordingly. Also, selection procedure needs to be reconsidered. As suggested by Tonga et al. (2019, p.
8), “the teacher training program might include student candidates with not only academic success but
also the skills that support teaching abilities”. Similarly, Goktiirk and Aydin (2019, p.199) recommended
that “an integrative approach involving all the skills needs to be used for measuring language proficiency
of the future teachers”. This kind of suggestions sound reasonable, but in Turkey, since there is a
growing number of students who are willing to study at university, the steps of this admission procedure
need to be determined fairly and clearly. In the current recruitment regulation, teacher candidates who
have graduated from programs on language and culture can receive pedagogical formation training
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certificate and also become eligible for recruitment, and this makes the prevailing situation more
complex. Thus, there are many teacher candidates waiting to be appointed as teachers for many years.

In addition, there can be two different undergraduate programs for candidate teachers who would like
to work in primary schools and high schools. Students can choose their specialization after two years of
study. Courses that are appropriate for each level of education should be given priority in each program.
For example, the number of courses such as “Teaching English to Children” can be increased and this
will equip candidate teachers with problem solving strategies when they start teaching. Likewise,
Advanced Reading, Advanced Writing, Advanced Speaking and Advanced Listening Courses can be
offered in High School English Language Teaching Programs (Aldemir and Er, 2012). Furthermore,
teachers who have their MA degrees should be given priority in the recruitment process in order to
enhance the qualities of the teachers (Aldemir and Er, 2012). ELTEPSs should also provide information
about sociocultural context and provide student teachers with sufficient training to be able to teach
diverse learner groups. When teacher candidates are appointed to rural areas, they might suffer from
cultural shock and adaptation problems (Demir, 2015), so it would be better for them to get acquainted
with the context beforehand. In line with this thought, apart from their courses in the curriculum,
seminars/webinars can be offered to student teachers with the contribution of expert teachers in the field.
Moreover, they should know how to hold teacher-parent conferences as parental support is critical in
fostering students’ interest and motivation towards learning English. In line with Sanli’s (2009)
suggestion, the number of elective courses in the ELTEPs should be increased. More significantly,
teachers should feel that they are trusted and have a high degree of individual autonomy in their work
from the start of their profession.

Collaboration between MoNE and universities should be strengthened. Pre-service teachers should be
equipped to cope with the real-world schooling. It would be better for pre-service teachers to observe
different teachers at various schools teaching different levels of proficiency. School experience course
should be offered in early years with active teaching and reflection opportunities. In Finland, students
can get acquainted with on-going practices at schools as “there is practice teaching in every year and
every study period, and every practice teaching period is combined with theoretical and research studies
related to the topic of the practice period” (Westbury et al., 2005, p.478). Yet, school practice is not
enough on its own, but reflection, feedback and self-evaluation should also be important components of
ELTEPs. Yet now, to what extent teacher candidates reflect upon themselves or receive reflection is
based on their mentor teacher and course lecturer. In Ertugrul-Seger and Erisen’s (2020) study, it has
been underlined that in the current state of the program, during practicum period, the number of student
teachers per practicum supervisor at state universities is too high, so supervisors have difficulty in giving
feedback to micro- and macro-teaching practices of student teachers. Equally important thing is to
increase the quality of in-service teachers’ professional development and ELTEPS should be in touch
with teachers in their life-long learning journey. It should be noted that more measures than raising
teacher education standards would be necessary. One of the driving forces to recruit competent and
qualified teachers is the status and respect of teachers in the society. The more they are respected and
trusted in the society, the more successful they will become. When teachers feel respected, valued and
supported, their morale and job satisfaction soar accordingly, and they become more effective in their
profession.

This study does not attempt to offer a comprehensive evaluation of each component of ELTEPs in
Turkey and Finland, but map a general picture of them. Future research can compare the content of
certain courses offered in both countries with each other, and further research can be carried out by
comparing different countries that have not been under scrutiny yet. Not only the content and quality of
ELTEPs but also the qualifications and teaching experiences of lecturers who give courses at the
faculties of education can be the focus of another research as most of the lecturers seem to lack hands-
on experience in real classrooms as most of them have started their careers immediately at undergraduate
level after having worked as a research assistant in related departments. Their academic competences
are being considered, but their teaching experience has not been a requirement. There are apparently
points which should be taken as an example of ELTEPs in Finland. Yet it should not be taken for granted
that simply modelling Finnish practices in Turkey would automatically enhance the quality of teacher
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education as change requires long-term vision. By taking the strengths of ELTEPs in different countries,
Turkey needs to establish its unique model and enhance the quality of teacher education.
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Sosyal Bilgiler Ogretmenlerinin 2018 Sosyal Bilgiler Ogretim Programina
Yonelik Goriisleri

Abdullah UGUR, Sevgi COSKUN KESKIN, Taha SENEL
Sakarya Universitesi

OZET

Tiirkiye’de 2005 yilinda egitim programlarinda koklii bir degisiklige gidilerek | Gonderim: 22.08.2021
yapilandirmacilik anlayigina ge¢ilmistir. Daha sonra 2017 yilinda yapilan baz1 | Kabul: 18.10.2021
degisikliklerle tespit edilen sorunlar giderilmeye ¢aligitlmistir. Son olarak 2018 | Yayimlanma: 28.02.2022
yilinda uygulamaya konulan programla Sosyal Bilgiler Dersi Ogretim

Programi’na son sekli verilmistir. Her ne kadar teorik anlamda olusturulan | Sorumlu Yazar:
altyap1 ve sorunlart gidermeye yonelik ¢aligmalar 6nemli olsa da hazirlanan bu | Abdullah Ugur
programlarin uygulayicilari olan dgretmenlerin goziinden bakmadan Uretilen | abdullahugur70@gmail.com
¢6zlim Snerilerinin bir yani hep eksiktir. Bu aragtirmanin amaci ortaokul Sosyal

Bilgiler Dersi Ogretim Programi’m1 bizzat uygulayan sosyal bilgiler

ogretmenlerinin yagadiklar1 sorunlari ortaya koymak ve ulasilan sonuclar

tzerinden ilgililere 6neriler getirmektir. Nitel arastirma yontemlerinden durum

calismasi modelinin kullanildig1 bu ¢aligmada, Sakarya ilinin iki farkli ilgesinde

gorev yapan iki sosyal bilgiler Ogretmeni ile her Ogrenme alaninin

tamamlanmasindan sonra yar1 yapilandirilmis goriisme yapilarak veriler

toplanmistir. Elde edilen veriler betimsel analize tabi tutularak karsilagilan

sorunlar tespit edilmistir. Arastirma sonuglarina gore Ogretmenlerin bazi

ogrenme alanlarinda (Kiiltiir ve Miras; Uretim, Dagitim ve Tiiketim) siire

agisindan sorun yasadiklari, bazi 6grenme alanlarinda konularin giinliik hayatla

baglantili olmamasi dolayisiyla 6grenci agisindan ilgi ¢ekici olmadigl ve bu

sebeple derslerin verimli gegmedigi, baz1 kazanimlarin baglantililik durumu

gozetilmeksizin programa konulmus olmasi gibi olumsuz sonuglar ortaya

cikarken; Ogretmenlerin kendi alan bilgisi yeterliligi, materyale ulagma

imkéanlar ile beceri ve degerler agisindan ise olumlu sonuglara ulagilmistir.

Anahtar Kelimeler: sosyal bilgiler 6gretim programi, program degerlendirme,
sosyal bilgiler, sosyal bilgiler 6gretmen goriisleri
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Teacher Education and Instruction

Opinions of Social Studies Teachers on 2018 Social Studies Curriculum

Abdullah UGUR, Sevgi COSKUN KESKIN, Taha SENEL
Sakarya Universitesi

ABSTRACT

In Turkey in 2005, authorities made a radical change in educational curriculum
and turned into constructivist education approach. Later, the matters identified
with the shapes in 2017 have been tried to eliminate. Lastly, with the curriculum
that put into practice in 2018, the finally shape of social studies lesson
curriculum was given. Even though it is crucially important to conduct
theoretical background and eliminate the problems on the process, the
suggestion of solution will always be insufficient without the perspectives of
teachers who are applicants of the system. The purpose of this study is to reflect
the problems of the teachers of social sciences who apply the social studies
curriculum, and to suggest the authorities some solutions from this reflection.
In this study, one of the methods of qualitative research, case study was used.
Two social studies teachers who have been teaching in two different towns of
Sakarya have been interviewed at the end of each learning domain with the
technique of semi-structured interview and the data were gathered. The datas
applied with the scientific analysis the encountered problems were identifies.
According to the result of the study, in some units (Culture and Heritage,
Production, Distribution and Consume) teachers have been having problems
with the time. Due to some of the subjects in the curriculum being irrelevant to
daily basis, teachers can’t find interesting explanation method to express it to
students. Teachers are not able to connect the topics in one unit to another one.
However, on the aspect of branch information relativity, reaching to the
materials, abilities and values, there is not any problem encountered.

Keywords: social studies curriculum, curriculum assessment, social studies,
opinions of social studies teacher
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GIRIS

Sosyal bilgiler igerisinde sosyal bilim dallarindan birgogunu biinyesinde barindirmasi nedeniyle tanim
yapmak kolay degildir. Sosyal bilgiler kelimesinin kdkeni sosyoloji biliminin kokii olan “social”
kelimesinden gelmektedir (Kurtdede-Fidan, 2016). Sosyal bilgiler, 6grencilerin oncelikle kendi
iilkelerini ve genis anlamda da diinyay1 yakindan taniyip anlamalari amaciyla sosyal bilim dallarinin
ortaya koydugu bilgilerden faydalanan ve elde ettigi bilgileri 6grencilere toplu bakis agisiyla sunar.
Diger yandan da elde ettigi bilgileri diger bilim dallartyla iliskilendirerek sunan bir ders olarak
degerlendirilebilir (Caliskan ve Uzunkol, 2021). Benzer sekilde Kaya ve Oner (2017) de sosyal bilgileri,
farkli disiplinlerden etkilenen ayni zamanda etkileyen; sosyal bilim disiplinlerinin toplu 6gretim
cercevesinde bir araya getirilerek olusturuldugu bir alandir seklinde tanimlamiglardir. Yine Turan ve
Ulusoy (2015) ise sosyal bilgileri, 6grencilerin i¢inde yasadiklar1 toplumu ve kiiltiirii 6grenmelerini
saglayan, baska kiiltlir ve toplumlar1 yakindan tanimalarina yardimci olan en temel derslerden birisi
olarak nitelendirmislerdir.

Yapilan tanimlar degerlendirildiginde sosyal bilgiler ile dort temel boyut ortaya ¢ikmaktadir. Bunlardan
ilki bireylerin toplumsal varolusunu gergeklestirmelerine katki saglamasi ve toplumsal yagama uyum
saglamlarma yardimer olmasidir. ikinci boyut, sosyal bilgilerin konularin1 ¢ok cesitli sosyal bilim
dallarindan aldig1 ve bilimin tiim alanlarindan yararlanabilen disiplinler aras1 bir alandir. Ugiincii olarak,
insanin hem fiziki hem de sosyal ¢evresini farkli zaman boyutlarinda incelenmesinin zorunlu oldugu
ortaya konulmaktadir. Bu noktada konularin gegmis-bugiin-gelecek baglaminda verilmesinin 6nemli
oldugu ifade edilmistir. Son olarak ise sosyal bilgiler dersinin toplu 6gretim yaklasiminin temele
aliarak olusturuldugu vurgulanmistir (Safran, 2011).

20. ylizyilin baslarindan itibaren 6gretim programlarinda yer bulmaya baslayan toplu 6gretim yaklagimi
sosyal bilgiler dersini de dogrudan etkilemistir. Bu yaklagimda verilmek istenen bilgiler, 6grencilere bir
bltun halinde ve 6grencilerin psikolojik alt yapilarina uygun bir sekilde sunulur. Yani bu sistemde
birbirinden ¢ok farkli alanlardan elde edilen bilgiler bir araya getirilerek bir dersin igerigi olusturulur.
Toplu 6gretimde yapilan bu birlestirmenin temelindeki neden 6grencilerin olaylari ve diinyay1 biitiinciil
bir sekilde algilamalaridir. Bu sekilde 6grencilere verilmesi amaglanan bilgi, beceri, deger ve tutumlarin
diizenli bir sekilde bir araya getirilmesi, 6grencilerin ilgi ve diizeylerine gore daha etkili bir sekilde
O0grenmelerine zemin hazirlamaktadir (Kaya ve Bayram, 2021; Yildirim, 2019).

Sosyal bilgiler ile ilgili yapilan tanimlar degerlendirildiginde, sosyal bilgiler dersleri islenirken ele
alman bilgilerin bilimsel yontem ve tekniklerle saglanmis olmasi ve giinliik yasamin icerisinde
kullanilabilir olmasina dikkat ¢ekilmektedir. Bu yonden bakildiginda sosyal bilgilerde temel olanin
bilimsel yontem oldugu ifade edilebilir (Tay, 2011).

Etkili yurttas yetistirme siirecinde sosyal bilgiler dersi, 6grencilerin hak ve sorumluluklarinin bilincinde
olmalari, siyasal ve toplumsal siiregler hakkinda bilgi sahibi olmalari, toplumsal fayda iiretmek i¢in
istekli davranmalari, ¢evrelerinde gelisen yeni fikirlere farkli yorumlamalar getirmeleri, kendi ile
ortamlarinda ve genis manada da toplum hayati icerisinde etkili roller almalar1 beklenmektedir
(Hablemitoglu ve Ozmete, 2012).

Sosyal bilgiler, devamli olarak gelisen ve degisim gosteren bir diinya diizeninde sosyal ve beseri
bilimlerden aldig1 ¢esitli bilgileri harmanlayarak temel egitim diizeyindeki 6grencilerin bilgi, beceri,
deger ve tutumlarim gelistirmeyi amag edindigi sOylenebilir (Sever, 2015).

Sosyal bilgiler vatandaslik becerilerini gelistirmek maksadiyla, sosyal ve beseri bilimleri birlestiren bir
derstir. Ogretim programu iginde tarih, cografya, sosyoloji, psikoloji, antropoloji, ekonomi, hukuk,
felsefe, din, sanat, edebiyat, siyaset bilimi, matematik ve doga bilimlerinden uygun olan ilgili
iceriklerden siiziilen sistematik ve esgiidiimlii bir ¢aligma alan1 ortaya koyar (ABD Sosyal Bilgiler
Ulusal Konseyi [NCSS], 2020). Bu 6zelliklerinden dolay1 Klages, (1999) sosyal bilgiler dersini; igerigi
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bilgilerden meydana gelmis, davranis, inang, teori, hipotez, beceri ve deger gibi gerceklerle oriili bir
Ogretim programi olarak tanimlamaktadir.

Sosyal bilgiler; kiiltiirel, sosyal ve ekonomik alanlardaki biiyiik toplumsal doniisiimiin ve degisimin
getirdigi problemlere ¢oziim getirme amacinin bir sonucu olarak 20. yilizyilin baslarinda ABD’de
vatandaslik egitim programi olarak ortaya ¢ikmustir (Oztiirk ve Deveci, 2011). Sosyal bilgilerin gecirdigi
tarihsel siire¢ olarak ele alindiginda; bir ders ad1 olarak ilk kez 1916 yilinda Amerika Birlesik Devletleri
(ABD)’nde kullanildigr goriilmektedir (Giingdrdii, 2002). Bu tarihte yiiriirlige giren egitim
programinda; tarih, cografya ve vatandaslik bilgisi dersleri ¢ok disiplinli bir yaklasimla 6grencilere
verilmigtir. ABD’de 1930’Iu ve 1940’11 yillarda yeniden kurmacilik ve c¢ocuk merkezli egitim
yaklasimini benimseyen egitimciler sosyal bilgilerin gelismesi i¢in ¢caba gdstermisler; fakat tiim bunlara
karsin sosyal bilgiler dersinin 1960’11 y1illara kadar tarih ve cografya eksenli olarak okutulmaya devam
edildigi sdylenebilir (Safran, 2015).

1960-70 arasinda “yeni sosyal bilgiler” ad1 altinda reform hareketleri ortaya ¢ikmistir. Bunda Bruner’in
bulus yolu ile 6grenme kurami biiyiik etken olmustur. Bruner’in kurami etkisiyle sosyal bilim
alanlarindan disiplinler arasi bir yaklasimla sosyal bilgiler konular1 bir araya getirilmeye c¢alisilmistir.

“Sosyal bilgiler 6gretiminde tiimdengelim ve anlatim yontemi yerine, tiimevarim ve arastirma
yontemlerine Onem verilmeye baslanmigtir. 1980°1i yillarda bu olusum da terk edilerek
geleneksel anlayisa tekrar doniis (temele donme) olmus, 1994 yilinda ise ABD’de Sosyal
Bilgiler Ulusal Konseyi, sosyal bilgiler programi igin tematik standartlar belirlemis ve bundan
sonraki programlar bu temel iizerinde olusturulmustur (Oztiirk ve Dilek, 2005).”

Sosyal bilgiler dersi ABD’nin disinda Tiirkiye, Kanada, Avustralya, Japonya ve Giiney Kore 6gretim
programlarinda kendisine yer bulmustur. Baz1 {ilkelerde ise sosyal bilgiler dersi yerine tek disiplinli
anlayis benimsenerek tarih, cografya ve vatandaslik bilgisi dersleri birbirinden bagimsiz olarak
okutulmaktadir. Bu iilkelerin basinda Ingiltere gelmektedir. Bu iilkede sosyal bilgiler kapsamina giren
dersler ilkdgretimin ilk yillarindan itibaren ayr1 ayri okutulmaktadir. Ingiltere’deki bu uygulama benzer
sekilde Danimarka ve Liiksemburg’ta da benimsenmistir (Oztiirk ve Otluoglu, 2005).

Sosyal bilgiler dersinin Tiirkiye’deki gelisim siirecine bakildiginda ise sosyal bilgiler kapsaminda
degerlendirilebilecek derslere ait ilk programlarin 1. Mesrutiyet donemine ait oldugu goriilmektedir. Bu
donemde tizerinde en ¢ok tartigilan ve konusulan alan egitim olmustur. Bilhassa 1908-1914 ddneminde
bircok aydin egitim konusuna egilmis ve bu dénemde sonuglart Cumhuriyet’in ilan1 sonrasinda da
devam eden kanun ve programlar yaymmlanmistir. 1960’11 yillara kadar sosyal bilgiler dersi kapsamina
giren dersler ayr1 ayr dersler seklinde ve genellikle de Tarih, Cografya ve Yurt Bilgisi adi altinda
okutulmustur (Keskin, 2002). Disiplinler arasi bir yaklasim ve bir ders olarak sosyal bilgiler ilk kez
1960’11 yillarda benimsenmistir. 1962 program taslaginda ilkokulun amaci “kisisel, insanlik miinasebeti
ve toplumsal hayat” bakimlarindan belirlenmis; tarih, cografya ve yurt bilgisi dersleri birlestirilerek
“Toplum ve Ulke Incelemeleri” dersi konulmustur (Sénmez, 2005, s. 459). 1968 yilinda bu ders “sosyal
bilgiler” adin1 almistir. Dersin 6gretim programi iizerinde bu noktadan sonra ABD’de etkili olan “Yeni
Sosyal Bilgiler” akimimin énemli bir etkisinin oldugu goriilmektedir (Oztiirk ve Otluoglu, 2005, s. 16).

1968 yilindan itibaren ilkokullarda, 1975 yilindan itibaren de ortaokullarda okutulmaya baslanmistir
(Safran, 2008, s. 14). 1985 yilinda yapilan bir degisiklikle sosyal bilgiler dersi, ortaokul miifredat
programindan kaldirilarak bunun yerine Milli Tarih, Milli Cografya ve Vatandaslik dersleri konulmustur
(Turan, 2016). Sekiz yillik kesintisiz egitime geg¢ilme stireciyle birlikte 1998 yilinda sosyal bilgiler dersi
miifredattaki yerini tekrar almis ve dersin kapsami ortaokullar1 da kapsayacak sekilde genisletilmistir
(Turan, 2019). 1998 programi, insan haklar1 ve trafik gibi bircok konuyu egitim ve 6gretim ortamina
tasimig olmakla birlikte, gelismis diinyadaki genel egilimleri yeterince takip etmekten uzak bir goriiniim
sergilemistir. Ornegin, diinya kaynaklarinin rasyonel kullanim, niifus artis1, mikro milliyetcilik, kiiresel
kirlenme ve dogal afetler gibi konularin bir kismi hi¢ yer almamis, bir kismt da ¢ok kisa gegilmisti.
Tiirkiye’de 1999 yilinda yasanan deprem felaketlerinin, Tiirk toplumunun bu konuda ne kadar bilgisiz
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ve bilingsiz oldugunu agikga ortaya ¢ikarmust. Ulkenin genel gériiniimii, ayn1 olgunun, ¢evre sorunlari,
asir1 niifus artis1 gibi konularda da gegerli oldugunu gostermekteydi. Bu nedenlerden dolayr gelinen
nokta, kamuoyunda, Tiirk egitim sisteminin, bu konularda iizerine diiseni yerine getirmedigi kanisini
dogurmustur (Oztiirk, Coskun Keskin ve Otluoglu, 2012, s. 15-16). 1998 yilindan itibaren, diinyada
program gelistirme alaninda yasanan gelismeler dikkate aliarak yogun program gelistirme caligmalari
baslatilmistir. Bu ¢aligmalar 2005 yilinda iiriin vermis ve Milli Egitim Bakanlig1 (MEB) tarafindan pilot
illerde uygulanmis ve verimli oldugu sonucuna varilan 4., 5., 6. ve 7. smif sosyal bilgiler programi
kademeli olarak 2005-2006 6gretim yilindan itibaren biitiin illerde uygulamaya konulmustur. Bu
programin gelistirilmesinde tematik 6grenme, problem ¢dzme ve igbirlikli 6grenmeye vurgu yapan
sosyal yapilandirmacilik temel alinmistir (Oztiirk, 2007, s. 47).

Yeniden yapilanma, sistemin degisen ihtiya¢ ve beklentiler karsisinda yapisal degisikliler saglayarak
islevselligini siirdiirme, ayakta kalma cabasidir (Ozden, 2003, s. 12). MEB program gelistirme
caligmalarim ¢agin gerektirdigi sartlara uygun bir sekilde ele almig ve bu siirecin sonunda 2018 tarihi
Sosyal Bilgiler Dersi Ogretim Programi’n1 yayimlanustir. Bu programa gére bilim ve teknolojide ortaya
cikan hizli degisim, birey ve toplum bazinda yeni bir goriiniim kazanan ihtiya¢c durumlari, 6grenme ve
O0gretme yontemlerindeki yenilik ve gelismeler bireylerden iistlenmesi gereken rolleri de yakindan
etkilemistir. Bu gelismeler giiniimiiz insanlarinin bilgiyi ortaya cikaran, hayat sartlari icerisinde
bunlardan faydalanabilen, karsilastigi problemlere ¢6ziim Onerileri getirebilen, elestirel diiglinmeyi
kullanabilen, girisimcilik becerileri gelismis, kararli, iletisim becerileri gelismis, empatik diistinebilen,
toplum hayatina ve kiiltiir diinyasina katki yapabilen niteliklerde olmasini beklemektedir. Bu amaca
hizmet edecek sekilde sadece bilgi yiikleyen bir programdan ziyade 6grenciler arasindaki bireysel
farkliliklara 6nem vererek, deger ve becerilerin de gelistirilmesi amaglanmigtir (Milli Egitim Bakanlig1
[MEB], 2018).

Sosyal bilgiler 2018 programinda eski programlarinda oldugu gibi bir felsefe, vizyon ya da dersin
kendisine 0zgili yaklagimi ortaya konulmamistir. Programin sahip oldugu perspektif Milli Egitim
Bakanliginin diger tiim derslerde benimsedigi ortak perspektif olarak ortaya ¢ikmaktadir. Bu agidan
programda sosyal bilgiler dersi ile baglantili olarak bir vizyon veya felsefe bagligi ya da bu boliimlere
karsilik gelecek bir boliim yer almamaktadir (Kalayci ve Baysal, 2020).

Bu caligma ile baglantili olarak yapmis olduklar1 ¢alismalarinda Coban ve Aksit (2018) 2005 ve 2017
sosyal bilgiler programlarini 6grenme alani, kazanim, kavram, deger ve beceri boyutlar1 agisindan
karsilagtirmali olarak degerlendirirken; Tarman, Ergir ve Eryildiz (2012) ise yapmis olduklar
caligmalarinda 2005 programini degerlendirmislerdir. Demir ve Oguz Hacat (2018) da yapmis olduklar
caligmalarinda 2005 ve 2018 sosyal bilgiler programlarindaki kazanimlar1 degerlendirmisler ve yine
benzer sekilde Doner ve Giiliim (2019) 2018 programinin degerlendirmesini yapmuslardir. ibrahimoglu
(2018) ise 2018 sosyal bilgiler programinda zor 6gretilen konular {izerinde bir calisma yaparken yine
Kocoglu ve Egiiz (2019) de 2018 sosyal bilgiler program1 iizerinde calismislardir.

Kocoglu ve Aydin (2017) alan uzmanlarinin goriislerine dayali olarak sosyal bilgiler programini
degerlendirirken Celikkaya ve Kiirlimliioglu (2018) da sosyal bilgiler 6gretmenlerinin goriislerine dayali
olarak yaptiklar1 caligmalarinda; Ggretmenlere sunulan hizmet ic¢i egitim faaliyetlerinin etkililigi
iizerinde durmuglardir. Otuz, Gorkag-Kayabasi ve Ekici (2018) ise sosyal bilgiler programini beceri ve
degerlerin analizini anahtar yetkinlikler lizerinden yaparak bir arastirma yiiriitmiislerdir.

Yukarida bahsedilen ¢aligmalarin geneli programi dokiiman incelemesine tabi tutarak program metni
iizerinden 2005 ve 2017 programlarini karsilastirmali olarak incelerken, bazi ¢aligmalar da sadece 2017
programini yine program metni lzerinden incelemistir. Bazi c¢alismalar Ogretmenlerin veya
akademisyenlerin/uzmanlarin  program hakkindaki goriislerine dayali olarak degerlendiren
caligmalardir. Ancak 2018 yilinda yiiriirliige konulan yeni sosyal bilgiler dersi dgretim programinin
sure¢ icerisinde uygulanirken, uygulayici olan sosyal bilgiler 6gretmenlerinin gortisleri ayrintili bir
sekilde (her 6grenme alan1 sonunda goriistilerek) alinarak ve tim programi géz 6niinde bulundurarak
ele almmasi herhangi bir c¢alismada yapilmamistir. Arastirma siirecinde veriler is basindaki
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ogretmenlerin uzun siireli gozlemlerine ve onlarin tecriibelerine dayali olarak elde edilmesi, yasanan
sorunlar1 birinci elden ortaya koymasi yoniiyle ¢alismanin alana katki saglayacagi sdylenebilir.

YONTEM

Arastirma Modeli

Daha 6nce de belirtildigi gibi bu caligma 2018 tarihli sosyal bilgiler dersi dgretim programinin ilk
uygulandigr doénem (2018-2019 egitim Ogretim yil1) siirecinde; uygulayicist olan Ogretmenlerle
degerlendirmek amaciyla yapilmistir. Arastirma durum calismasi modeli kullanilarak yapilmstir.
Bilindigi iizere durum g¢alismast modeliyle, arastirmact bir olaya miidahale etmeden derinlemesine
inceleme yapar ve olay1 anlamaya calisir. Ayrica arastirilan durumun, birey, katilimer ya da toplum
iizerindeki etkisi ya da iligkisi konusunda ¢ikarimlarda bulunma firsatt sunar. Durum caligmasiyla,
incelenen giincel bir duruma iligskin olarak nasil ya da neden soru kipleriyle baslayan sorulara cevaplar
aranir ve aragtirmactya derinlemesine, zengin veri toplama olanagi saglanir (Yin, 2014). “Bu asamada
duruma iliskin etkenler biitiinciil bir yaklasimla arastirilir, ilgili durumu nasil etkiledikleri ve ilgili
durumdan nasil etkilendikleri iizerine odaklanilir” (Yildirim ve Simsek, 2005, s. 77). Bu baglamda
Tiirkiye 2018 yilinda uygulanan yeni sosyal bilgiler programinin uygulama siirecinde ortaya ¢ikan
problemler ya da olumlu durumlar {izerine odaklanilarak bir egitim 6gretim yili siiresince (yaklasik
dokuz ay) ogretmenlerle derinlemesine goriismeler yapilmistir. Programinin uygulamasimin gesitli
boyutlariyla (siire, materyal edinimi, konuya olan alan hakimiyeti, konu 6zelligi, katilim, beceri ve
degerler) ilgili “nedenler ve nasillar” ekseninde veri toplanarak, derinlemesine analiz yapilmigtir.
Durum calismalar1 kendi iginde durumlarin boyutlarmma gore desenlenmektedir. Bu calismada da
biitiinciil coklu durum deseni (3. tiir desen) tercih edilmistir. Caligmada her bir 6grenme alani ¢oklu
durumu yansitirken, bunlarin biitlinciil bir sekilde ele alinmasi gerekliliginden dolay1 bu desen tercih
edilmistir (Yildirim ve Simsek, 2005).

Calisma Grubu

Arastirmanin ¢aligma grubu Marmara bolgesinde sosyo-ekonomik diizeyi farkls, iki farkli ilgede devlet
okullarinda goérev yapan iki sosyal bilgiler 6gretmeninden olusmaktadir. Bilindigi {izere 6rneklemin
biiytikligi, ¢alismanin odagi, veri miktart ve kuramsal érneklemeye gore degisir (Yildirim ve Simsek,
2005, ss. 114-115). Calisma bir egitim Ogretim siiresince (9 ay boyunca) her iinite sonunda
derinlemesine gorlismeler yapilarak gerceklesmistir. Bu nedenle veri miktar1 artmistir. Durum
calismalarinda derinlemesine veri toplandifi icin, veri miktar arttikga, drneklem azalir (Yildinim ve
Simsek, 2005). Bu nedenle iki 6gretmen ¢alisma grubunu olusturmaktadir.

Tablo 1. Calisma grubu ogretmen bilgileri

Ogretmenler Cinsiyet Kidem Yili Okuttugu Simflar Goriisme Sayist
01 Kadm 21 5.,6.ve 7. smif 7
02 Erkek 13 5.,6.ve 7. smif 7

Caligmada tiim simf diizeylerini degerlendirmek amaciyla, bir 6gretim yili icinde her smif diizeyinde
(5., 6. ve 7. sinif) ders veren 6gretmenler, ¢alisma grubuna dahil edilmistir. Boylece orneklem tiirii
amacli 6rneklemelerden 6l¢iit 6rnekleme olarak tercih edilmistir.

Veri Toplama Suireci ve Analizi
Arastirmanin veri toplama ve analiz siireci bes islem basamaginda planlanmis ve asagida ayrintili olarak
aciklanmugtir:

1. Islem: Veri Toplama Araglarimn Gelistirilmesi. Yaklasik dort hafta siiresince 6n goriisme sorulari
gelistirilerek ii¢c sosyal bilgiler 6gretmeniyle goriisiilmiistiir. Boylece eksik olan ya da ilave edilmesi
gerekli olan sorular belirlenmistir. Bu sorular uzman goriisii dogrultusunda diizenlenmistir.

2. Islem: Calisma grubunun belirlenmesi. On goriismelerin yapildigi {ic dgretmenle calismaya
baglanmasi planlamistir. Ancak goriismelerin zaman aldigi diisiincesiyle bir 6gretmen c¢alisma
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grubundan kendi istegiyle ayrilmistir. Farkli okullarda gdrev yapan diger iki 6gretmene aragtirmanin
amaci ve siireci anlatilmistir. Goniilliillik esasina dayali olarak ve ¢alismanin siiresinin uzunlugu goéz
Oniline alinarak amac¢li 6rneklemelerden kolay ulasilabilir durum &rneklemesi kullanilmistir. Boylece
Ogretmenlerle 6grenme alanlarina dair ders isleme siiregleri sonunda iletisim kurularak goriismeler
gergeklestirilmistir.

3. Islem: Her 6grenme alammin sonunda goriismelerin yapilmasi. Bu islem basamaklarinda her bir
ogrenme alani sonunda goriismeler yapilmistir. Gorligmeler Eyliil ayinin 4. haftasindan Haziran aymin
2. hafta sonuna kadar siirmiistiir. Goriismelerin ardindan 6gretmenlerden izin alinarak yapilan ses
kayitlar1 yaziya cevrilmis ve analiz edilmistir. ilk 6grenme alani olan “Birey ve Toplum” 6grenme
alaninda veriler hem igerik analizi hem de betimsel analiz birlikte kullanilarak analize tabi tutulmustur.
Yapilan bu analizler neticesinde alan bilgisi, materyale ulagma, siire, katilim, konu 6zelligi, beceriler ve
degerler kategorileri ortaya ¢ikarilmis ve bundan sonraki 6grenme alanlar1 da buna gbre analiz
edilmistir. Bu kategorilere ulasildiktan sonra bundan sonraki alt1 6grenme alani sadece betimsel analize
tabi tutulmustur.

4. Islem: Goriismelerin tamamlanmast ve tiim verilerin toplu analiz edilmesi. Oncelikle veriler kolanmus
ve buradan hareketle alan bilgisi, materyale ulasma, siire, katilim, konu &6zelligi, beceriler ve degerler
olmak iizere yedi tema belirlenmistir. Bu temalar ¢ergevesinde yedi 6grenme alaninin tamami kendi
icinde analiz edildikten sonra toplu analiz siirecine gegilmistir. Verilerin analizinde betimsel analiz
kullanilmistir. Bu siiregte de veriler tablolastirilarak biitiinciil bir yaklasimla ele alinmustir.,

5. Islem: Analizlerin rapor haline getirilmesi. Her bir 6grenme alam dnce kendi iginde, sonra toplu
olarak 6gretmen sdylem Ornekleri de verilerek raporlastirilmistir.

Gegerlik ve Glvenirlik

Arastirmanin inandiriciligini saglamak i¢in uzun siireli etkilesim, derinlik odakli veri toplama, uzman
incelemesi ve katilimei teyidi kullanilmistir. Bu gercevede katilimci1 6gretmenlerle toplam bir egitim-
ogretim yilinda etkilesim iginde olunmus ve bu siirecte goriismeler yapilmistir. Bu goriismeler ile sosyal
bilgiler programinin degerlendirilmesine yonelik &gretmenlere derinlemesine sorular yoneltilip ve
gerektigi durumlarda sonda sorulara da yer verilerek derinlemesine veri toplanmaya calisilmistir. Yine
bu siiregte uzman incelemesinden de faydalanilarak hata pay1 en aza indirilmeye ¢alisilmigtir. Bunlarin
yaninda katilimer teyidine bagvurulmustur. Goriisme kayitlarin transkripsiyonu yapildiktan sonra
goriisme  yapilan Ogretmenlere okutturulmus, eklemek veya ¢ikarmak istedikleri varsa
diizeltebilmelerine imké&n verilmistir. Arastirmanin aktarilabilirlik 6zelligini saglamak i¢in ayrintili
betimleme ve amaclh 6rnekleme kullanilmigtir. Ayrintili betimleme, ham verinin ortaya ¢ikan kavram
ve temalara gore yeniden diizenlenmis bir sekilde okuyucuya yorum katmadan ve verinin dogasina
miimkiin oldugunca sadik kalinarak aktarilmasidir. Amagli 6rneklemede ise hem tipik olarak ortaya
¢ikan olay ve olgulari hem de bunlarin degiskenlik gdsteren 6zelliklerini ortaya koyma amacini tagiyan
amagli 6rnekleme yontemleri kullanilir. Arasgtirmanin teyit edilebilirlik yonii de teyit incelemesi yoniiyle
saglanmaya calisgilmigtir. Bu incelemede amag¢ arastirmanin ulastigi sonuglart ham verilerle
karsilastirarak teyit mekanizmasini ¢alistirip calistirmadigina bakmaktir (Yildirim ve Simsek, 2005).

BULGULAR VE YORUM
Bu boéliimde sosyal bilgiler programinda yer alan yedi 0grenme alani1 6gretmen goriislerine gore
incelenmis ve Ogretmen sdylemlerinden Ornekler verilerek analiz edilmistir. Analizler; alan bilgisi,
materyale ulasma, siire, katilim, konu 06zelligi, beceriler ve degerler olmak iizere yedi temada
kategorilendirilmistir.
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Tablo 2. Birey ve toplum dgrenme alanmina yonelik dgretmen gériisleri
Alan Materyale Sure Katilim Konu 6zelligi Beceriler  Degerler
Bilgisi  ulasma

Gunluk hayatla

5. . . Cokyilksek, O1 7. " “ .
siif Yeterli  Kolay Yeterli Yiksek, 02 1'11§.k111, N Ortiisme  Ortiisme
Ilgi ¢ekici
. . - Gunluk hayatla
6. ~veterli oy Yeterli YUKsek, O o vili. Ortisme  Ortiisme
sinif Cok ylksek, 02 >
Ilgi ¢ekici
. . 2 Gunluk hayatla
. Yeterli  Kolay Yeterli  Yiksek, O1 iliskili, Ortiisme  Ortiisme
sinif Cok ylksek, 02 77
Ilgi ¢ekici

Tablo 2 incelendiginde 6gretmenlerin bitiin simif seviyelerinde materyallere kolay ulasabildiklerini,
siirede stkinti yasamadiklarini ve alan bilgisi agisindan bu 6grenme alaninin konulariyla ilgili olarak
kendilerini yeterli bulduklarm ifade ettikleri goriilmektedir. O1°in materyale ulasma durumuna yonelik
5. siif diizey dersi icin; “Hocam zorluk agisindan derken gérev ve sorumluluklart konusunda materyal
kullanmadim. Ama ¢ocuk haklarinda ¢ok kullandim. Mesela gazetelerden alinti yaptim, gazetelerde
cocuk haklarmin ihlalleri ile ilgili, ¢ocuklarin ¢alistirilmas ile ilgili gazete haberleri getirdim sinifa.
Rolleri konusunda genelde kendi rolleri agisindan anlatmaya calistik. Akilli tahtayr kullandik zaten
EBA’da var hepsi. Oradan rahat ulasabildik. Sorun yasamadik.” seklindeki goriisii bu durumun
gostergesidir. Ote yandan 6. sinif seviyesinde O2, siire bakimimdan sikint1 yasamadigin su sekilde ifade
etmistir: “Hayr. Siire olarak gayet makul bir siive yani etkinlik falan da yaptik. Siire noktasinda sikinti
yasamadik.” Alan bilgisi agisindan ise O1, 6. simf seviyesinde; “Giizeldi hocam. Yani anlatabildigime
iknayim yani. Bir stkinti yasamadim.” seklinde cevap vermistir.

Bu 6grenme alanindaki konulari, 6gretmenlerin hepsi tim simf diizeylerinde ilgi gekici ve gunlik
hayatla baglantili bulduklarini hatta bu yiizden 6grenci katilimin1 yiiksek ya da ¢ok yuksek bulduklarini
belirtmislerdir. Ornegin; 02, 7. siuf diizeyi icin; “Katulim iist diizeyde diyebiliriz. Ciinkii iletisim,
hayatin her aminda iletisim oldugu icin ¢ocuklarda nu 6grenme alanina yiiksek katilim gésterdiler.
Ogrencinin istegi ve ilgisi yiiksek.” seklinde goriis belirtmistir. Aym sekilde O1, 5.smif seviyesinde;
“Katilim ¢ok iyi hocam. Ben ¢ok memnunum siniflarimdan. Cocuklarin ilgisini ¢eken bir konu oldugu
igin katulim yiiksekti oldukga. ” seklinde cevap verirken, O2 ise yine 5. sinif seviyesinde; “Katilim yiiksek
diizeydeydi. Giindelik hayatla da iliskilendirilebiliv bir konu oldugu i¢in mesela etkin vatandas neler
yaparlar gibi yani. Giindem ile baglanti kurdugunuz igin genelde ¢ocuklarin katilvm yiiksek. ” seklinde
katilim diizeyi ve konu 6zelligi hakkinda vurgu yapmislardir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. siif diizeyinde sosyal katilim; 6. sinif diizeyinde
elestirel diisiinme ile zaman ve kronolojiyi algilama; 7. smif diizeyinde ise iletisim ve medya
okuryazarlig1 becerilerine yer verilmistir. Ogretmenler kazanimlar1 verirken gesitli etkinliklerle bu
becerileri de verdiklerini ifade etmislerdir. Bu baglamda O2, 7. simf diizeyinde; “Evet, ¢linkii sosyal
katilim becerisini okul diizeyinde kuliiplere katilimi daha sonra yas ilerledikce farkli kurumlara ve sivil
toplum orgiitlerine nasil katilabilecegine ve buralarda rol alan insanlarla nasi iletisim
kurulabilecegine dair ¢alismalarimiz oldu.” seklinde iletisim becerisinin verildigini vurgulamistir. O1
ise 5. siuf diizeyinde; “Verebildigimi diisiiniiyorum. Cevre polisi uygulamas: yaptik ve ogrenciler
cevreye ¢Op atanlart uyardilar. Yine cevre projesi yaptik. Cevreyle ilgili haberler getirebilmek icin
medyay: siki takip ettiler. Okulda sorumluluk almalar: gereken alanlara katildilar ve bundan biiyiik zevk
aldilar.” seklinde sosyal katilim becerisini kazandirmaya galistigini ifade etmistir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. sinif diizeyinde bilimsellik, aile birligine 6nem
verme ve sorumluluk degerleri; 6. sinif diizeyinde dayanigsma ve yardimseverlik; 7. sinif seviyesinde ise
ozgiirliik ve sorumluluk degerlerine yer verilmistir. Ogretmenler kazanimlari verirken yaptiklar gesitli
etkinliklerle bu degerleri de verebildiklerini ifade etmislerdir. Bu baglamda O1, 5. simf seviyesinde;
“Ogrencilerin proje ve diger calismalarini yaparken bilimsel degerlere uygun davranmaya
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calistiklarini, kaynakga gosterdiklerini anlatmalar: sevindirici bir durum. Yine aile birligini 6nem verme
agisindan ise ogrencilerin durumu bosanmuis aileler ve sonra sonda yasanan sikintilart anlatarak ve
hatta yakin c¢evrelerinden ornekler vererek anlatmalari olduk¢a dikkat c¢ekici oluyor. Bu bize
ogrencilerin gozlem giictintin de iyi oldugunu gosteriyor.” seklinde cevap vererek bilimsellik ve aile
birligine énem degerlerini kazandirmaya galistigim ifade etmistir. O2 ise 7. sinif seviyesinde; “Evet.
Mesela Ozgiirliikier var, basin-yayin ozgiirliigii, kitle iletisim ozgiirliigii... "Cocuga basin-yayin ozgiir
miidiir?" diye sordugumda “Hocam ozgiirdiir" diyor. Tabii sorumluluklart da var, her seyin
vazilamayabilecegini aktarmaya ¢alisiyoruz.” seklinde bir goriis belirterek 6zglrlik ve sorumluluk
degerlerini vermeye ¢alistigini ifade etmistir.

Tablo 3. Kiiltiir ve miras ogrenme alanmina yonelik ogretmen goriisleri
Alan Materyale  Siire Katilim Konu ozelligi  Beceriler Degerler
Bilgisi ulasma

. . yi, O1 Soyut, O1 . o
5.smif  Yeterli Kolay Yetersiz Diisiik, 2 flgi diisiik, 2 Ortiisme  Ortiisme
Osrenci Gunlik
(.;‘v’ree caye hayatla iliskili
6.simf  Yeterli Kolay Yetersiz 977 « . degil, Ilgi Ortiisme  Ortiisme
degisiyor, O1 e
YL flgi var, 02
. . Diisiik, O1 flgi diisik, 01 . .. .
7.simf  Yeterli  Kolay Yetersiz iyi, 02 i1gi var, &2 Ortiisgme  Ortiisme

Tablo 3 incelendiginde, her ii¢ sinif diizeyinde de 6gretmenlerin kendilerini alan bilgisi bakimindan
yeterli, materyale ulagma agisindan ise kolay olarak degerlendirdikleri ancak stireyi yetersiz bulduklar
goriilmektedir. Bu baglamda O2, 5. siuf konularma hakimiyeti konusunda; ““Yeterli buluyorum.
Dersleri etkinliklerle ¢cocuklara kavratabildigimi diistintiyorum. ” seklinde bir agiklama yapmistir. Ayn
sekilde materyallere kolayca ulagabildiklerini; 7. sinif icin O1; “Hocam materyallerde stkinti olmad.
EBA’da var bu konular...” ve O2 ise 5. simflar igin “Ogrencilere Anadolu uygarhiklar ile ilgili konular:
anlatirken o uygariiklara ait 6zel materyaller var. Onlart mesela oyun hamurlariyla veya da bizim temin
ettigimiz arag gereglerle 6grenebiliyorlar. Yine internet kaynaklari var.” seklinde goriis belirtirlerken,
siire konusunda ise O1, 7. simf diizeyinde; " Cok [sikinti] yasadim. Cok yogun bir konu, siz kalkip da
Osmanly tarihini, 623 yullik bir siireci bizim 1,5-2 ayda anlatmamizin ¢ok zor oldugunu diisiintiyorum.”
seklinde cevap verirken; O2 ise " Siire stkintimiz var. Konular ¢ok yogun, siire kisitl, bu kisith siirede
tiim kazamimlart yetistirmek zor oluyor. Etkinlik yaptirmaya kalktigimiz zaman veya bir belgesel
izlettigimiz zaman stireyi yetistiremiyoruz." seklinde cevap vermistir.

Konularin 6grenciler tarafindan tiim sinif diizeylerinde ilgi ¢ekici bulunmadigi igin derse katilimm
diisiik oldugu goriilmektedir. Konu ozelligi bakimindan konularin “soyut ve agir” oldugu da
belirtilmistir. Ayni zamanda konular 6gretmenler tarafindan "ginlik hayattan" uzak bulunmaktadir. 5.
sinif diizeyi i¢in O2: “Katilim ¢ok yiiksek degil. Ciinkii biraz soyut kaliyor.” derken, 6. smif diizeyi i¢in
O1; "Dedigim gibi konular giinliik hayattan ¢ok uzak oldugu icin diger iiniteler gibi algilayamadilar,
biraz zorlandilar.” seklinde ifade etmistir. 7. simf seviyesinde O1 ise durumu " Konu 6zelligi, yani ¢cok
agr konular, ¢ok yogunluk var maalesef. Dikkatini ¢ok ¢eken konular olmadi."” seklinde cevap vermistir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. simif diizeyinde Tiirk¢eyi dogru, giizel etkili
kullanma ile arastirma; 6. sinif diizeyinde zaman ve kronolojiyi algilama; 7. smif seviyesinde kanit
kullanma becerileri yer almaktadir. Ogretmenler kazanimlar1 verirken yaptiklari gesitli etkinliklerle bu
becerileri de kazandirdiklarii ifade etmislerdir. Bu baglamda O1, 5. simf seviyesinde; “Turkge bizi bir
arada tutan en onemli unsur. Ogrencilere dilimize giren yabanci kelimeler ve bunlarin giinliik hayatta
ne kadar cok dilimize dolandigini fark ettirmeye calisiyorum. Ornegin kendi hayatlarindan 6grenci
biitiin sorulari dogru yaptigi zaman ‘full’ yaptim diyor. Bunun gibi bir siirii ornek. Dil becerileri gelissin
diye yazma becerilerini kullanacaklar: édevier vermeye gayret ediyorum. Bunun yaminda bir diger
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beceri olarak aragtirma becerisi agisindan égrencilerin ¢ok zayif olduklarim diisiiniiyorum.” seklinde
cevap vererek Turkceyi dogru, giizel ve etkili kullanma ile arastirma becerilerini vermeye ¢alistigin
vurgulamistir. O2 ise 6. sif seviyesinde; " Kazandiriliyor, evet. Ben islerken, anlatirken o sekilde
veriyorum ki mesela Orta Asya'da milattan énce Mete Han'dan bagslatiyoruz, giiniimiize kadar genel bir
cerceveyi ciziyorum. Cocuk bu sayede zamanin ve mekanin nasil degistigini kavrayabiliyor.”" seklinde
cevap verirken zaman ve kronolojiyi algilama becerisini vermeye calistigini ortaya koymustur.

Sosyal bilgiler programinda bu 6grenme alaninda 5. sinif diizeyinde estetik ile kiiltlirel mirasa duyarlilik;
6. sinif seviyesinde kiiltiirel mirasa duyarlilik; 7. simif seviyesinde kiiltiirel mirasa duyarlilik ile estetik
degerlerine yer verilmistir. Ogretmenler kazanimlar1 verirken yaptiklar gesitli etkinliklerle bu degerleri
de kazandirdiklarini ifade etmislerdir. Bu baglamda O2, 5. sif diizeyinde; "Bu Anadolu uygarliklar:
dort- bes bin yillik ge¢mise sahip, yani o giinden bugiine kadar bunlardan kalan bir¢ok tarihi eserler
var. Tabii ¢ocuklara biz diyoruz "Bunlart Yikalvm mi? Koruyalim mi?" Hepsi de: "Hocam ytkmayalim."
Neden diye sordugum zaman "Niye yikalim, turistler ¢ok geliyor falan bunlar bizim igin bir deger" diye
belirtiyorlar. Dolayisiyla ¢ocuklarda tarihi mirasa sahip ¢ikma tutumu var." seklinde bir cevap vererek
kiiltiirel mirasa duyarlilik becerisini vermeye ¢alistigim ifade etmistir. O1 ise 6. simf diizeyinde; "Iste
deger olarak hocam kiiltiirel degerleri korumak, sahip ¢ikmak; yani kiiltir mirasimin gegcmisteki
mirasimizin oldugunu, yani bunlart kavramalar: gerektigini, ‘tarihini bilmeyen bir millet yok olmaya
mahkdmdur’ ilkesinden hareketle, tarihini bilecek cocuklar. Okul gezileri gergevesinde tarihi eserleri
cok ayrintili bir sekilde incelemeye ¢aligtiklarint gormek beni ¢ok mutlu etti. Diizenledigimiz Ankara,
Edirne ve Eskisehir gezilerinde bunu tecriibe ettim." cevabim vererek kiiltiirel mirasa duyarlilik ve
estettik degerlerini vermeye ¢alistigina vurgu yapmustir.

Tablo 4. Insanlar, yerler ve cevreler 6grenme alanina yonelik 6gretmen goriisleri

Alan Materyale Slre Katilm  Konu 6zelligi Beceriler Degerler

Bilgisi ulagsma
5 Gunluk hayatla )
' Yeterli Kolay Yeterli  Yiksek iliskili, Ortiisme  Ortiisme
sinif L ..

Ilgi cekici
Orta, O1 "
6. . . . Zor, O1 - o
sinif Yeterli Kolay Yetersiz g;suk, flgi cekici, 02 Ortiisme  Ortiisme
. Gunluk hayatla

Z{mf Yeterli  Kolay Yeterll iksek iliskili, Ortiisme  Ortiisme

Ilgi cekici

Tablo 4 incelendiginde, 6gretmenlerin biitiin sinif seviyelerinde kendilerinde alan bilgisi agisindan
yeterli hissettiklerini ve materyallere kolay ulasabildiklerini ifade etmislerdir. Bunula ilgili olarak; O1,
6. smif diizeyinde; “Materyalde ben EBA’y1 kullandim yine, yer kiireyi kullandik, diinya haritasini
kullandik oyun oynatirken. Yani onun disinda bir sey kullanmadik.” seklinde goriis belirtirken, O2 ise
6.sif diizeyinde; “Kiireyi kullaniyoruz, portakallart kullaniyoruz, balon kullaniyoruz.” seklinde bir
agiklama yapmustir. Alan bilgisi acisindan ise O1, 5. siuf konularina hakimiyeti acisindan; “Bir
stkintumiz yoktu. ” seklinde bir agiklama yapmustir. Yine O1, 7. siiflar agisindan; “Konular ¢ok sevdigim
konular oldugu icin hi¢cbir stkinti yasamadim.” seklinde bir goris belirtmistir.

Siire agisindan incelendiginde 5. ve 7. simif diizeylerinde yeterli bulunurken, 6. sinif seviyesinde ise siire
yetersiz bulunmustur. Bununla ilgili olarak 02, 5. simf diizeyinde; “Hayuwr. Siire sikintist yasamadik.”
seklinde cevap verirken; yine O2, 6. smf seviyesinde; “Siire anlaminda sikinti yasadik. En ¢ok
zorlandigimiz yerlerden biri.” seklinde cevap vermistir. Yine bu konuyla ilgili olarak O1, 6. smif
seviyesinde; “Siire yetmedi burada. Tamamen yetmedi hem de. Ciinkii cografya terimleri, paralelmis,
meridyenmig, hesaplamalarmis soyut konular oldugu igin algilamakta gercekten zorlandilar. Benim en
zorlandigim konulardan biri altilarda bu. Cocugun biri sordu, hocam paralelin iizerine basabilir miyiz
diye. Cocuklar icgin bu kadar soyut iste. Tiim bunlart yapabilmeleri igin diinya haritasint bilmeleri
lazim.” seklinde cevap vermistir.
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Ote yandan 5. ve 7. smif seviyesinde katlumin yUksek, 6. sif seviyesinde diisiik oldugu goriilmektedir.
Bununla ilgili olarak 6. simf seviyesinde O1; “...katilim iste %650 diyebilirim.” seklinde cevap verirken,
02 ise 7. sinif seviyesinde; “Ogrenci ilgisi ve katilimi iyiydi.” seklinde bir cevap vermistir.

Konu 6zelligi a¢isindan incelendiginde ise 5. ve 7. simif diizeyinde giinliik hayatla iliskili ve ilgi ¢ekici,
6. simf seviyesinde zor bir konu ve ilgi gekici seklinde degerlendirilmistir. Bununla ilgili olarak 02, 6.
smif diizeyinde; “Biitiin sosyal bilgiler ogretmenlerinin de yani zorlandigini diisiiniiyorum bu konuda.
Clinkii ilk kazanima baktigimiz zaman "Konum ile ilgili kavramlart kullanarak kitalarin, okyanuslarin
ve tilkemizin cografi konumunu tammlar." kazammi var. Yani 6grenciler en ¢ok burada zorlaniyorlar.
Matematik konum, 06zel konum, goreceli konum, Tiirkiye'nin konumu... Cok sayida materyal
kullanmamiza ragmen yine de anlamakta zorlaniyorlar. En ¢ok zorlandiklart yerler burasi. Paraleller,
meridyenler, tabii isin icerisine biraz daha matematiksel iglemler girdigi icin c¢ocuklar ¢ok
zZorlaniyorlar.” seklinde cevap verirken; O1 ise 5. siif seviyesinde; “Konu dzelligi giincel konulard:
hocam. Insanlarin yasadigi ¢evreler, iklimler hani bildigi konulardi. Yalmz iklimleri biraz
karistirabildiler, yeni yeni oturmaya basladi. Biraz zaman isteyen bir konu.” seklinde cevap vermistir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. simif diizeyinde harita okuryazarligi, ¢evre
okuryazarligi ve gozlem; 6. smif seviyesinde mekani algilama ve harita okuryazarligi; 7. siif
seviyesinde kanit kullanma, problem ¢6zme, tablo, grafik, diyagram gizme ve yorumlama becerilerine
yer verilmistir. Ogretmenler kazanimlari verirken yaptiklar cesitli etkinliklerle bu becerileri de
kazandirdiklarini ifade etmislerdir. Bununla ilgili olarak O1, 5. simf seviyesinde; “Mesela ben onlarla
kapak toplama kampanyast yaptim ve ¢ok biiyiik bir katilim gésterdiler. Birkag kez kutuyu doldurdular
ve belediyeye gonderdik. Cevresel duyarliliklar yiiksek cocuklarin. Yine gozlem giicleri de yiiksek ve
cevrelerinde olup bitenlere duyarli davraniyoriar. Harita okuryazarligina gelince burada epey zayiflar.
Bunda gelisen teknolojinin de etkisi var. Eskiden biz bir yere gidecegimizde haritaya bakardik, simdi
cocuk cebindeki telefondaki navigasyona yaziyor. Bu da insanlari tembellestiriyor. Yine ¢ocuklardaki
harita bilgisini gelistirmek icin etkinlikler yaptik, oyunlar oynattim.” seklinde bir cevap vererek harita
okuryazarligi, gevre okuryazarlig1 ve gdzlem becerilerini vermeye calistigini dile getirmistir. O2 ise 5.
sinif seviyesinde; “Verildi. Harita okuryazarligi ozellikle, haritada isaretlerin ne anlama geldigini,
renklerin ne anlama geldigini 5. sinif diizeyinde olan bir 6grenci ¢ok rahat bir sekilde size cevap
verebilir. Cevre okuryazarhigi icinse etrafindaki yeryiizii sekillerinin neler oldugunu soyleyebilirler. Bu
kazamm gergeklegsti. ” seklinde bir cevap vererek harita okuryazarlig1 ve gevre okuryazarligi becerilerini
vermeye ¢alistigina vurgu yapmustir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. smif diizeyinde dogal ¢evreye duyarlilik ve
dayanigma; 6. sinif seviyesinde vatanseverlik ve dogal ¢cevreye duyarlilik; 7. sinif seviyesinde 6zgiirliik
degerlerine yer verilmistir. Ogretmenler kazanimlar1 verirken yaptiklar gesitli etkinliklerle bu degerleri
de kazandirdiklarin ifade etmislerdir. Bununla ilgili olarak O1 5. sinif seviyesinde; “Ogrencilerin dogal
cevreye duyarliliklar: yiiksek. Birbirlerini gozetiyorlar. Dayanisma duygulari yiiksek. Sinifta birisi fazla
kalemi olan var mi diye sordugunda kag kisi bende var diyerek o ¢ocuga yardimct oluyorlar. Har¢ligini
yitiren bir 6grenciye diger arkadaslart ismarliyor. Bunlar giizel seyler. Toplumumuzun genelinde olan
hususlar gocuklarda da var.” seklinde bir cevap vererek dogal ¢evreye duyarlilik ve dayanigma
degerlerini vermeye calistigimi dile getirmistir. Yine O2 ise 5. smf seviyesinde; “Toplumdaki
dayanismaya giizel 6rnekler verdiler. Kizilay ve bazi vakif ile derneklerin ¢alismalarindan bahsettiler.
Mesela bir dgrenci babasinin anilarindan hareketle 17 Agustos 1999 depreminde biitiin Tirkiye
genelinde sergilenen dayamgma orneginden bahsetti. Bu durum ogrencilerin ¢evrelerine duyarl
olduklarimi da gésteriyor.” seklinde bir cevap vererek dayanisma degerini kazandirmaya caligtigini
ifade etmistir.
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Tablo 5. Bilim, teknoloji ve toplum dgrenme alanina yonelik ogretmen goriisleri

Alan Materyale Sire Katilm Konu dzelligi Beceriler Degerler
Bilgisi ulagsma
5 Gunluk  hayatla )
' Yeterli Kolay Yeterli Yuksek iliskili, Ortiisme  Ortiisme
sinif L ..
Ilgi ¢ekici
6 Gunluk  hayatla )
' Yeterli Kolay Yeterli Yuksek iliskili, Ortiisme  Ortiisme
sinif L ..
Ilgi ¢ekici
Gunluk  hayatla
7. . o iliskili, - -
sinif Yeterli Kolay Yeterli Ylksek flgi cekici Ortiisme  Ortiisme

Tablo 5 incelendiginde, 6gretmenlerin alan bilgisi agisindan biitiin simif diizeylerinde kendilerini yeterli
bulduklari, materyale ulagma acisindan sorun yasamadiklarmi ve siireyi Yeterli bulduklan
goriilmektedir. Bu alanlarla ilgili olarak O1, 5. sinif konularma alan bilgisi agisindan; “Alan benim
sevdigim konular, burada bir sikinti yasamadim.” seklinde goriis belirtirken, materyale ulagsma
acisindan ise O1, 6. siif seviyesinde; “Materyalde ben EBA yi kullandim yine. Burada sikinti olmuyor.
EBA’da her sey var, gorseller.” seklinde goriilmektedir. Alan bilgisi ile ilgili olarak, O1 5. simf
konularma alan bilgisi acgisindan; “Alan benim sevdigim konular, burada bir sikinti yasamadm.”
seklinde goriis belirtirken yine O1, 6. smf seviyesinde alan bilgisi agisindan; “Besinci simflarda da
gordiigiimiiz i¢in ve bu konu birkag¢ yildwr oldugu icin zorlanmadim.” seklinde goriis belirtmistir.
Ogretmenler materyal bulma 6zelligini biitiin siif diizeylerinde kolay olarak degerlendirmislerdir. Bu
hususla ilgili olarak O1 6. sinif seviyesinde materyal bulma ile ilgili olarak; “Materyalde ben EBA 'yt
kullandim yine. Burada sikinti olmuyor EBA’da her sey var, gorseller.” seklinde cevap verirken siire
acisindan ise 02, 6. simf seviyesinde; “Siire anlaminda sikinti yasamadik. Siireyi yeterli buluyorum.”
seklinde goriis belirtirken yine O1, 6. smif seviyesinde; “Siirede hi¢ siukinti yok.” seklinde cevap
vermistir.

Konu ézelligi ve katilim konusunda 6gretmenlerin biitiin sinif diizeylerinde katilim diizeylerini yiksek
seviyede ve konu 6zelligi a¢isindan giinliik hayatla iliskili ve ilgi ¢ekici bulduklar1 gériilmektedir. Bu
baglamda O2, 6. sinif seviyesinde katilim agisindan; “Ogrencilerin ilgisini tabii ki ¢ekiyor. Giinliik
hayatla baglanti da kurulabiliyor. Cocuklarin zaten haswr nesir oldugu bir alan, teknoloji. Bu konuyla
alakali hepsinin soyleyebilecegi bir s6z var.” seklinde bir goriis ortaya koyarken yine 02, bu konuyla
ilgili olarak 7. simuf seviyesinde katilim noktasinda; “Konulara ilgi ve katilim iist diizeyde. Kil
tabletlerden akilli tabletlere konu basligimiz var mesela. Tablet dediginiz zaman ¢ocuklarin dikkati
toplaniyor. Bu konuyla iliskili rahatlikla fikirlerini soyleyebiliyorlar, dikkatlerini ¢ekiyor.” seklinde
goriis bildirmistir. Konu ézelligi olarak O1, 5. simf seviyesinde; “Konu zevkli konu, 6grencilerin ilgisini
ceken konular. Bildikleri konular.” seklinde cevap verirken, 02 ise 5. sinif seviyesinde; ““Zaten cocuklar
teknolojiyle ¢ok su anda i¢ ice oldugu icin bu dgrenme alaminda ilgi ¢ekiyor, dikkat ¢ekiyor.” seklinde
cevap vermistir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. sinif diizeyinde 6z denetim ve dijital okuryazarlik;
6. smif seviyesinde yenilikgilik ve arastirma; 7. simif seviyesinde ise zaman ve kronolojiyi algilama
becerilerine yer verilmistir. Ogretmenler kazanimlari verirken yaptiklari gesitli etkinliklerle bu becerileri
de verebildiklerini ifade etmislerdir. Bu baglamda 02, 5. simf seviyesinde; “Evet, mesela teknolojik
konulari, internette nasil arastirma yapacaklarini gerektigi noktasinda fikirleri var. Yenilik¢i fikirleri
de var, ¢cocuklar hayal giicleri iste bizden daha gelismis olduklar: icin ¢oziim yolu noktasinda giizel
fikirler ¢ikartiyorlar.” seklinde bir goriis bildirerek dijital okuryazarlik; O1 ise 5. simf diizeyinde
“Cocuklar dijital medyayr takip etme ve dijital arag-gerecleri kullanma konusunda bizden c¢ok iyi
durumdalar. Biz onlara bu araglart dogru kullanmayr ogretmeliyiz” seklinde cevap vererek dijital
okuryazarlik becerisini kazandirmaya calistiklarii ifade etmislerdir. Yine O2 ise 6. sinif seviyesinde;
“Biz mesela hem kitapta hem akilli tahtada gosteriyoruz. Eskiden insanlar yazi gereci olarak ¢ivilerle
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tabletlere yaziyorlardr. Simdi ise bu bilgileri yerlestiriyoruz. Yani ge¢misten giiniimiize degisimi
cocuklar rahat bir sekilde gorebiliyorlar.” seklinde cevap vererek yenilikgilik ve arastirma becerilerini
vermeye calistigina vurgu yapmistir. O1 ise 7. simf diizeyinde; “Bilimin gelismesi, bunun yasalar ve
kanunlarla korunmasi, ozgiirliik bunlar: vermeye ¢alistik. Bilimin tarihi seyir icinde nasil bir gelisim
siireci gecirdigini vermeye calistik. Ozellikle de ozgiir diisiince hocam. Diisiindiiklerini séyleyebilmesi
ve bunu yaparken de belli sumirlar icinde kalmasi.” seklinde bir cevap verirken zaman ve kronolojiyi
algilama becerisini vermeye c¢alistigini ifade etmistir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. sinif diizeyinde diiriistliik, caliskanlik ve bilim etigi;
6. smif seviyesinde bilimsellik; 7. siif seviyesinde ise bilimsellik ve oOzgiirlik degerlerine yer
verilmistir. Ogretmenler kazanimlar1 verirken yaptiklari ¢esitli etkinliklerle bu degerleri de
verebildiklerini ifade etmislerdir. Bununla ilgili olarak O2, 7. simf seviyesinde; “...Yani ge¢misten
gliniimiize degisimi ve bu siire¢ icinde insanin ozgiir bir sekilde diistinebilir hale gelmesini ¢ocuklar
rahat bir sekilde gorebiliyorlar.” seklinde bir cevap vererek 6zgiirliik degerini kazandirmaya calistigini
vurgulamistir. O1 ise 5. simf seviyesinde; “Oncelikle ¢ocuk ruhlu olduklar i¢in bir sey oldugu zaman
dogru bir sekilde anlatryorlar. Bu agidan isimiz biraz kolay. Caliskanlik agisindan biraz sitkintili. Bazi
cocuklarda ¢alisma bir sorumluluk bilinci haline gelmemis durumda. Bilim etigi a¢isindan ise durum
daha stkintili. Kaynak gostermeyi yapmuyorlar, oldugu gibi aliyorlar. Bu konuyla ilgili biraz daha
bilin¢lenmeleri lazim.” seklinde cevap vererek diiriistliilk, caliskanlik ve bilim etigi degerlerini
kazandirmaya ¢alistigini ifade etmistir.

Tablo 6. Uretim, dagitim ve tiiketim 6grenme alanina yénelik 6gretmen goriisleri

Alan Materyale Sire Katilm Konu 6zelligi Beceriler Degerler

Bilgisi ulagsma
5 OYiter“’ Gunluk hayatla ) )
' Yeterli Kolay . Yuksek iliskili, Ortlisgme  Ortligme
sinif Yetersiz, iloi cekici
6 Gunluk hayatla )
' Yeterli Kolay Yetersiz Yiksek iliskili, Ortiisme ~ Ortlisme
simif A ..

Ilgi ¢ekici
. Gunliuk hayatla

;‘mf Yeterli  Kolay veterli - Viksek iliskili, Ortilsme  Ortiisme

Ilgi cekici

Tablo 6 incelendiginde, d6gretmenlerin alan bilgisi agisindan kendilerini yeterli bulduklari, materyale
ulasma agisindan kolay olarak degerlendirdikleri goriilmektedir. Alan bilgisi ile ilgili olarak O2 7. sinif
diizeyinde; “Bir sikinti yok gayet yeterli.” seklinde goriis belirtirken, materyal bulma agisindan O1, 6.
sinif seviyesinde alan bilgisi acisindan; “Sorun yasamadim.” seklinde goriis belirtmistir. O1 6. simf
seviyesinde materyale ulasma ile ilgili olarak; “Orada bir sikinti yasamadik, ornekler falan boldu.”
seklinde cevap verirken, O2 ise 7. sinif seviyesinde; “Evet. Mesela o etkinlikte, set kusanma térenini
yaparken kalfaliktan ustaliga gegerken bir meslek sahibinin ozellikleri, haktan, adaletten, diiriistliikten
asla vazgecmemesi gerektigi vurguland:.” seklinde cevap vermistir.

Ogretmenlerin tamamu biitiin sinif seviyelerine katilimi yiiksek, konu 6zelligini ise giinliik hayatla iliskili
ve ilgi cekici bulmuslardir. Bu baglamda O1, 5. simif diizeyinde “Katilim ¢ok iyi, % 80-90 arasi.”
seklinde cevap vermistir. Konu 6zelligi acisindan ise 02, 6. siuf diizeyinde; “Tamamen dedigim gibi
giincel hayatla alakali oldugu icin katilim gayet yiiksek.” seklinde cevap verirken, O1 ise 5. siif
dizeyinde “Cok zevkli, bizim i¢imizde olan konulardi.” seklinde cevap vermistir.

Ote yandan siire agisindan O1, 5. sinif seviyesinde yeterli bulurken; 02, 5. sinif seviyesinde yetersiz
olarak degerlendirmisler ve diger siif seviyelerinde her iki dgretmen tarafindan da yeterli olarak
degerlendirilmistir. Bu hususla ilgili olarak O1, 5. sinif seviyesinde; “Siire yeterli.” seklinde cevap
verirken, 02 ise 5. sinuf seviyesinde; “Siire anlaminda sikinti oluyor. Sebebi de iiretim-dagitim ve
tiiketim ogrenme alaminda her bolgenin kendine ait bir takim cografi ozellikleri, iiretimle alakall
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farkliliklar: sahip olduklar: kaynaklar farkly oldugu icin, yine yer alti zenginlikleri olsun, sanayi icin
hammadde olsun... Dolayisiyla bunlarin anlatilmasi bayagi bir siire isteyen alanlar. Hemen tistiinkorii
de gecemiyorsun. Cocuklarin kafalarinda ¢ok soru isareti oldugu icin. Bu 6grenme alamnda daha fazla
sureye ihtiyag var.” seklinde cevap verirken, yine bu hususla alakali olarak O1, 6. sinif seviyesinde;
“Stire yeterli, bir stkinti yasamadim” seklinde cevap vermistir. 7. sinif seviyesinde ise her iki 6gretmen
de siire sikintis1 olmadigim belirtmistir. Bununla ilgili olarak O2; “Hayir, 7. sinifia siire agisindan bir
stkintimiz yok bu ogrenme alaminda.” seklinde cevap vermistir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. sinif diizeyinde is birligi, yenilikgilik, girisimcilik
ve aragtirma; 6. Sinif seviyesinde girisimcilik, yenilik¢ilik ve arastirma; 7. sinif seviyesinde arastirma,
degisim ve stirekliligi algilama ile zaman ve kronolojiyi algilama becerilerine yer verilmistir.
Ogretmenler kazanimlar1 verirken yaptiklan gesitli etkinliklerle bu becerileri de verebildiklerini ifade
etmislerdir. Bu baglamda O1, 5. sif seviyesinde; “Burada is birligi, girisimcilik, arastirma ve
yenilik¢ilik. Cocuklarin kiigiik yaglardan itibaren girisimcilige alistirilmasi, yenilikgi  fikirler
gelistirmeleri igin yiireklendirilmelidir.” seklinde bir cevap vererek is birligi, yenilik¢ilik, girisimeilik
ve arastirma becerilerini kazandirmaya calistigini ifade etmistir. O2 ise 6. siif seviyesinde; “Evet, 5.
sinifta biz bunun temelini atmistik, 6. sinifta daha da pekistirmeye basladik. Ogrenciler artik yaslar
itibariyle bu konulari daha ivi kavriyorlar. Girisimci ruh daha belirgin. Ornekler veriyorlar.
Ogretmenim su isi de yapalim, bunu da yapalim, sorunlara ¢éziim noktasinda da giizel fikirler ¢ikiyor.”
seklinde cevap verirken girisimcilik ve yenilikgilik becerilerini vermeye calistigina vurgu yapmistir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. sinif diizeyinde sorumluluk; 6. sinif seviyesinde
vatanseverlik, dogal ¢evreye duyarlilik ve sorumluluk; 7. sinif seviyesinde dayanisma, diiriistliik ve
caliskanlik degerlerine yer verilmistir. Ogretmenler kazanimlar1 verirken yaptiklari cesitli etkinliklerle
bu degerleri de verebildiklerini ifade etmislerdir. Bu baglamda O1, 6. sinif seviyesinde; “Iste burada
bir kere sorumluluk, girisimcilik, is birligi yapabilme, arastirma ve mantikl diisiinme, biraz da cesaret
var, girisimci olabilmek icin cesaretli olmak lazim.” seklinde cevap verirken sorumluk degerini
kazandirmaya calistigim ifade etmistir. Yine O2 ise 5. smif seviyesinde; “Tabii ki veriliyor.
Ellerimizdeki kaynaklarin  kullamimi  noktasinda her vatandasin  sorumlulugu oldugu gibi
ogrencilerimizin de sorumlulugu oldugunu vurguluyoruz. Giiniin birinde bu kaynaklar bitecek,
dolayisiyla isaftan kaginmamiz gerektigi iizerinde duruyoruz.” seklinde cevap vererek sorumluluk
degerini vermeye ¢alistifina vurgu yapmustir.

Tablo 7. Etkin vatandaslhik 6grenme alanina yonelik 6gretmen goriisleri
Alan Materyale  Sure Katilim Konu 6zelligi Beceriler Degerler
Bilgisi ulasma

~ Giinliik hayatla iliskili,
5. Yiksek, O1 Tlgi gekici, O1

Yeterli  Kolay Yeterli Ortiisme  Ortiisme

siif Diisiik, 02  Soyut,
Ilgi az, 02
6 Giinlik hayatla iligkili, )
' Yeterli  Kolay Yeterli Ortaseviye Ilgi ¢ekici, O1, Ortiisme ~ Ortiigme
stnif U
Ilgi ¢cekici degil, O2
7 Gunlik hayatla iliskili, )
Sllnlf Yeterli  Kolay Yeterli Ortaseviye Ilgi ¢ekici, Ol, Ortiisme  Ortiisme

Soyut, Ilgi az, 02

Tablo 7 incelendiginde, 6gretmenlerin alan bilgisi agisindan kendilerini yeterli bulduklari, materyale
ulagma acgisindan kolay olarak degerlendirdikleri ve stire durumunu yeterli bulduklar1 goriilmektedir.
Bu baglamda alan bilgisi acisindan O1, 6. sinif seviyesinde; “Hi¢ bir stkinti yok gayet iyiyiz.” seklinde
cevap verirken, O2 ise yine 6. simf seviyesinde; “Yillardir ayni konular oldugu icin sikinti yasamadim.”
seklinde goriis belirtmistir. O2 de 7. smif seviyesinde; “Materyale ulasma anlaminda bir sikinti
yasamadik. Medyadan bu 6grenme alaminin icerigine uygun haber ve yayinlar: da kullandik.” seklinde
bir cevap vermistir. Siire agisindan ise O1, 5. simf seviyesinde, “Stkinti yoK, siire yeterli. ” seklinde
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cevap verirken, O2 ise bu konuyla ilgili olarak 7. simif seviyesinde; ““Stre yeterliydi. Bu sene ozellikle
7. swnif icerikleri stire anlaminda giizel programlanmus.” seklinde cevap vermistir.

Katilim konusunda ise 6. ve 7. smif seviyelerinde O1 ve O2 orta seviye seklinde cevap verirlerken, 5.
siif seviyesinde ise O1 gok yiiksek, O2 ise diisiik seklinde cevap vermistir. Bu hususla ilgili olarak O1,
5. smuf seviyesinde; “Katilim ¢ok iyi.” seklinde cevap verirken, O2 ise yine 5. simf seviyesinde;
“Konunun igerigi ¢ocuklart cezbetmedigi icin katilim oldukca diisiik, etkinliklerle canli tutmaya
calistyoruz.” seklinde cevap vermistir.

Katilimer dgretmenlerin konu ozelligi hakkindaki degerlendirmeleri farklilasmistir. O1 konulari ilgi
cekici ve giinliik hayatla iligkili bulurken, O2 ise soyut ve ilginin az oldugunu ifade etmistir. Bu
baglamda O1, 6. sif seviyesinde; “Zevkli bir konu aym besinci simftaki gibi. Ogrencilerin ilgisi orta
diizey diyebiliriz.”” seklinde cevap verirken, O2 ise 5. siuf diizeyinde; “Konu ozelligi olarak biraz soyut
oldugunu diisiiniiyorum. Ogrencilerin ¢ok asiri ilgisini ¢eken bir konu degil. Neden derseniz; ¢iinkii
burada yerel yonetim, merkezi yonetim, Sayistay, Danistay... Bunlar 5. sinif seviyesinde soyut kalryor.
Osrenci ilgisi ¢ok yok.” seklinde goriis belirtmistir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. simf diizeyinde arastirma ve sosyal katilim; 6. sinif
seviyesinde elestirel diisiinme, Tirkceyi dogru, giizel ve etkili kullanma ile politik okuryazarlik; 7. sinif
seviyesinde ise problem ¢dzme becerilerine yer verilmistir. Ogretmenler kazanimlar1 verirken yaptiklari
cesitli etkinliklerle bu becerileri de verebildiklerini ifade etmislerdir. Bu baglamda O1, 5. simf
diizeyinde; “Sosyal katilim agisindan okulda yapilan bazi uygulamalar cocugu alistirtyor. Ornegin sinif
baskanligr se¢imi, okul ogrenci meclisi se¢imi, sosyal kuliipler gibi faaliyetler etkili oluyor.” seklinde
cevap vererek sosyal katilim becerisini kazandirmaya calistigini ifade etmistir. Yine 02 ise 5. simf
dizeyinde; “Evet, ¢iinkii sosyal katilim becerisini okul diizeyinde kuliiplere katilimi daha sonra yag
ilerledikge farkll kurumlara ve sivil toplum orgiitlerine nasil katilabilecegine dair calismalarimiz oldu.”
seklinde cevap vererek sosyal katilim becerini vermeye ¢alistigina vurgu yapmustir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. sinif diizeyinde 6zgiirliik ve bagimsizlik; 6. simif
seviyesinde esitlik, 7. sinif seviyesinde ise baris degerlerine yer verilmistir. Ogretmenler kazanimlari
verirken yaptiklar gesitli etkinliklerle bu degerleri de verebildiklerini ifade etmislerdir. Bu baglamda
01, 5. simf seviyesinde; “Ozgiirliikler konusunda cocuklar ézgiirliiklerinin simrlarin bilmede zaman
zaman sikinti yasiyorlar. Istedigi her seyi her yerde yapma egilimindeler. Bagimsizlik konusunda ise
daha iyiler.” seklinde cevap vererek 6zgiirlik ve bagimsizlik degerlerini vermeye caligtigini ortaya
koymustur. O2 ise 7. sinif seviyesinde; “Evet. Mesela ozgiirliikler var; basin-yaywn 6zgiirliigii, kitle
iletisim ozgiirliigii... "Cocuga basin-yayin ézgiir miidiir?"" diye sordugumda “Hocam 0zglrdur™ diyor.
Tabii sorumluluklar: da var, her seyin yazilamayabilecegini aktarmaya ¢alisiyoruz. Diinya bariginin
saglanmasinda ozgiirliigiin ve bu ozgiirliige saygi gostermenin ne kadar énemli oldugunu kavratmaya
calisiyoruz.” seklinde cevap vererek baris degerini kazandirmaya calistigini ifade etmistir.

Tablo 8. Kiiresel baglantilar 6grenme alanina yonelik 6gretmen goriisleri
Alan Materyale Sire Katilim Konu 0zelligi Beceriler Degerler
Bilgisi ulagma

flgi orta
. Orta seviye, qoulzeyde, soyut,
' Yeterli Kolay Yeterli O1 - Ortiisme  Ortiisme
siif S Gunluk hayatla

Iy1, O2 -

baglantil,

ilgi iyi, O2
5 fvi o1 llgi orta diizeyde )
mif Yeterli  Kolay Yeterli ga’ etivi &2 91 Ortiisme  Ortiisme

YEUIYL D2 lei diisiik, O2

7. . . Iyi, O1 Ilgi gekici O1 . .
simif Yeterli Kolay Yeterli Diisiik, 02 flgi az, 02 Ortiisme  Ortlisme
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Tablo 8 incelendiginde, 6gretmenlerin alan bilgisi agisindan kendilerini yeterli bulduklari, materyal
bulma agisindan kolay olarak degerlendirdikleri ve slire durumunu yeterli bulduklar1 gériilmektedir. Bu
baglamda alan bilgisiyle ilgili olarak O1, 6. siif seviyesinde; “Alan hdkimiyetimiz yeterli, bu konular:
yillardwr isliyoruz.” seklinde cevap verirken, O2 ise yine 5. smf seviyesinde; “Alan hakimiyetimiz
yeterli ancak bence asil konu bu seviyedeki ¢ocuklara bu konular: anlatabilmek igin ilgi ¢ekici ¢alisma
ve etkinlikler hazirlayabilmek.” seklinde gériis belirtmistir. Materyale ulasma acisindan O1, 7. sinif
dizeyinde; “Materyal glizel de [ders kitabinda] ¢ok fazla kisaltmalarin olmasi ogrencilerin biraz
kafalarimin karismasina neden oldu.” seklinde cevap verirken, O2 ise 6. simif seviyesinde; “Materyaller
yeterliydi. EBA ve diger internet kaynaklarim etkin bir sekilde kullandik.”” seklinde bir cevap vermistir.
Siire durumu ile ilgili olarak O2, 5. siuf seviyesinde; “Siire acisindan hichir sikinti yasamadik,
sorunumuz stire degil, bu 6grenme alaninin donemin sonunda olmasi.” seklinde cevap vermistir.
Katilim konusunda ise O1 tiim seviyelerde orta ve iyi seviyede bir katilim oldugunu belirtmis ancak 02
6. ve 7. siif seviyelerinde 6zellikle 6grenme alaninin dénem sonuna denk gelmesinden kaynakli olarak
diisiik katilim olduguna isaret etmistir. Bu hususla ilgili olarak O1 5. simf seviyesinde; “Katilim iyiydi,
cocuklar miimkiin oldugunca [konulara] dahil oldular.” seklinde cevap verirken, O2 ise yine 5. sinif
seviyesinde; “Son dgrenme alani oldugu icin, 6grenciler karne havasina giriyor. Bu nedenle ¢cocuklar
konulara motive etmek zor. Bu nedenle katilim ¢ok iyiydi diyemem.” seklinde cevap vermistir.

Konu ézelligi agisindan dgretmenlerin goriislerinde farkliliklar vardir. O1, tiim sif diizeylerinde
dgrencilerin 6grenme alanini ilgi gekici bulduklarmni ifade ederken, O2 ise 6. ve 7. sinif diizeylerinde
ilginin diisiik oldugunu belirtmistir. Bu hususla ilgili olarak O1, 7. simf seviyesinde; “Cok ¢ok iyi.
[Karne verilmeden onceki] persembe giinii bile okula geldiler, sirf o konuyu ogrenebilmek igin.”
seklinde cevap verirken, O2 ise 6. simif diizeyinde; “Son iiniteler oldugu icin ilgi diisiik oluyor. Ogrenme
alanimin son haftaya denk gelmesi sikinti.” seklinde goriis belirtmistir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. sinif diizeyinde arastirma ve yaraticilik; 6. simif
seviyesinde arastirma ve elestirel diisiinme; 7. simf seviyesinde ise is birligi, problem ¢dzme ile kalip
yargl ve On yargiy1 fark etme becerilerine yer verilmistir. Ogretmenler kazanimlar1 verirken yaptiklar:
cesitli etkinliklerle bu becerileri de verebildiklerini ifade etmislerdir. Bu baglamda O1, 7. simf
diizeyinde; “Kalip yargilarin yikilmasi, diinya barigim saglama én plandaydi. Iste Avrupa’da
Islamiyet’e karst olusan onyargilarin sebepleri iizerinde duruldu.” seklinde cevap vererek kalip yarg
ve on yargiyr fark etme becerilerini kazandirmaya calistigini ifade etmistir. Yine O2 ise 6. sinif
seviyesinde; “Ozellikle popiiler kiiltiiriin Tiirkgeyi yozlastirmasindan bahsettik. Cocuklarin oldukca
dikkatini ¢ekti. Duruma elestirel yaklasiyorlar.” seklinde cevap vererek elestirel diistinme becerisini
kazandirmaya calistigina vurgu yapmistir.

Sosyal bilgiler programinda bu 6grenme alaninda 5. sinif diizeyinde kiiltiirel mirasa duyarhlik; 6. sinif
seviyesinde kiiltiirel mirasa duyarlilik; 7. sinif seviyesinde ise barig ve saygi degerlerine yer verilmistir.
Ogretmenler kazanimlar1 verirken yaptiklar: gesitli etkinliklerle bu degerleri de verebildiklerini ifade
etmislerdir. Bu baglamda O1, 7. sinif seviyesinde; “Problemlerin ¢éziilmesinde is birligi yapilmas.
Onyargilar: kirip hep beraber yasamamiz gerektigi iizerinde durduk. Bu diinya hepimizin mesajini
verdik.”” seklinde cevap vererek barig ve saygi degerlerini kazandirmaya c¢alistigini ifade etmistir. Yine
02 ise 7. smif seviyesinde; “Ozellikle kitabimizda da var, diinyada barisin saglanabilmesi igin kurulan
orgiitlerden bahsettik. BM, kurulus agamasindan bahsettik. Cocuklar soru da soruyorlar;, "Hocam
BM'nin etkili olduguna inanmiyorum.” Bu kaniya nereden vardigini sordugumda "Suriye meselesi"
diyor. 8 yildir neden savasin bitmesini saglayamadilar, sorgulamasini yapiyor.” seklinde bir cevap
vererek baris degerini vermeye ¢alistigina vurgu yapmustir.
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Tablo 9. Tiim dgrenme alanlari ve sunif diizeylerinin biitiinciil olarak degerlendirilmesi

Ogrenme Simiflar  Alan Materyale Sire Katiim Konu 6zelligi Beceri  Deger
alanlar bilgisi  ulagsma
5 + + + + + + +
Birey  ve 6 + + + + + + +
Toplum 7 + + + + + + +
5 + + - - - + +
Kaltar ~ ve 6 + + - - - + +
Miras 7 + + - - - + +
Insanlar, 5 + + + + + + +
Yerler  ve 6 + + + - - + +
Cevreler 7 + + + + + + +
Bilim, 5 + + + + + + +
Teknoloji ve 6 + + + + + + +
Toplum 7 + + + + + + +
Uretim, 5 + + - + + + +
Dagitim ve 6 + + - + + + +
Tuketim 7 + + + + + + +
Etkin 5 + + + - - + +
Vatandashk 6 + + + - - + +
7 + + + - - + +
Kresel 5 + + + - - + +
Baglantilar 6 + + + - - + +
7 + + + - - + +

* +: Sorun yaganmayan alanlar
* - : Sorun yaganan alanlar

Tablo 9 genel olarak degerlendirildiginde alan bilgisi ve materyale ulasma agisindan 6gretmenlerin,
biitiin simf seviyelerinde sorun yasamadiklar1 goriilmektedir. Ote yandan dgretmenler, “Kiiltiir ve
Miras” dgrenme alanindaki tiim smif seviyelerinde siirenin yetersiz oldugu konusunda hemfikirlerdir.
Ogretmenler bunun nedenini; konularin ¢ok yogun olmasi, cok soyut kalmasi ve giiniimiizden ¢ok onceki
donemlerin islenmesinden dolayr ogrencilerin ilgilerini ¢ekmedigi seklinde agiklayip, bu durumda
dersleri yiritmenin zorluguna vurgu yapmuglardir. Yine “Uretim, Dagitim ve Tiiketim” &grenme
alaninin 5. ve 6. smif seviyelerinde, slirenin ayni nedenlerle yetersiz olduguna da dikkat ¢ekilmistir.
Ayrica bu 6grenme alaninin dogasi geregi cografya, ekonomi, fen bilimleri gibi degisik alanlarin ise
kosularak disiplinler aras1 bir yaklagimin benimsenmesi, konularin verilme siiresini olumsuz etkiledigi
Ogretmen gorlisleri arasindadir.

Konu ézelligi ve katilim bakimmdan 6gretmenlerin “Birey ve Toplum; “Bilim, Teknoloji ve Toplum;
Uretim, Dagitim ve Tiiketim” &grenme alanlarinda sorun yasanmazken, “Kiiltiir ve Miras, Etkin
Vatandaglik ile Kiiresel Baglantilar” 6grenme alanlarinin tim seviyelerinde, sorun yasadiklari
goriilmektedir. “Insanlar, Yerler ve Cevreler” 6grenme alaninda ise sadece 6. smif diizeyinde sorun
yasandig1 goriilmektedir. Ogretmenlere gore “Kiiltiir ve Miras” alaninda kazanimlarin soyut kalmast,
icerigin yogun olmasi, kazanim sayisinin ¢ok olmasi (5’er kazanim) ve bu kazanimlarda verilmesi
gerekenlerin fazla olmasi gibi nedenlerle 6grenci ilgisi azalmakta ve buna bagli olarak da dgrencilerin
derse katilimlar1 diismektedir. “Etkin Vatandaglik” 6grenme alaninda ise 6gretmenler bu durumunun
nedeni olarak; bazi kazanimlarin 6grencilerin giinliik hayatindan olduk¢a uzak olmasini, bazilarinin ise
gilinliik hayatlarinda yer almasina ragmen bunlart kiiciik yasta olmalarindan dolayr somut olarak
yasayamamalarim gerekce gostermislerdir. “Kiiresel Baglantilar” 6grenme alaninda, iilkemizin diger
iilkelerle olan iliskileri ve uluslararasi iligkiler konular1 yer almaktadir. Gerek bu konunun 6grencilerin
ilgi alaninin olusturmamasi, gerekse bu 6grenme alaninin 6gretim yilinin son giinlerine denk gelmesiyle
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ilginin dagilmas1 gibi gerekgelerle, 6grenci katithminm diisik oldugu belirtilmistir. Ote yandan
“Insanlar, Yerler ve Cevreler” 6grenme alaninda 6. sinif seviyesinde de sorun yasandigi goriilmektedir.
Bu durumun nedenlerine bakildiginda ise cografya konularmin agirlikta olmasi, paralel, meridyen,
ekvator gibi birgok cografya kavramlariyla ilk kez tanismalar1 ve bu kavramlarin da 6grencilere soyut
gelmesi nedeniyle 6grenci katiliminin diistiigli sdylenebilir.

Ote yandan dgretmenler sosyal bilgiler programinda yer alan becerileri ve degerlerin uygulama ile
ortiistiigli ve bunlarn kazandirma noktasinda bir sikint1 yagsanmadigini belirtmislerdir.

TARTISMA, SONUC VE ONERILER

Bu aragtirmacinin amaci ortaokul sosyal bilgiler programini bizzat uygulayan Sosyal bilgiler
dgretmenlerinin Sosyal Bilgiler Dersi Ogretim Programi’na yonelik gériislerini ortaya koymaktir.
Arastirmada elde edilen bulgular bir biitiin olarak degerlendirildiginde, 6gretiminde ve dgrenilmesinde
en ¢ok zorlanilan konularin basinda ezber yapmay1 gerektiren konularin oldugu goriilmektedir. Bu
baglamda “Kiiltiir ve Miras” 0grenme alan1 en ¢ok sorun yasanilan Ogrenme alani olarak ortaya
c¢ikmistir. Bunun sebebi olarak da bu 6grenme alaninda tarih konularmmin yer almasi seklinde
aciklanabilir. Tarih konularmin G6grenciler tarafindan kavranmasimin zor olmasi ve bundan dolayi
Ogretmenlerin konuyu kavratabilmek i¢in daha fazla zaman harcamalarina bagl olarak siire sikintisi
yasanmakta ve konular planlanan zamanda bitirilememektedir. Bu baglamda Sosyal bilgiler dersi igin
ayrilmis olan haftalik ders saati sayisinin artirilmasi bu durumu olumlu yoénde etkileyebilir. Bu
calismanin sonuglarina benzer sekilde calismasinda fbrahimoglu (2018) da sosyal bilgiler 6gretiminde
en ¢ok zorlanilan konularin ¢esitli boyut ve gerekcelerle ezber yapmay1 gerektiren {linitelerde yasandigini
ortaya koymustur. Bu hususla ilgili olarak, katilimci 6gretmen ve 6grencilerin ¢ok biiyiik bir gogunlugu
tarih disiplinine ait igeriklere dikkat ¢cekmekte ve sosyal bilgiler 6gretimi kapsaminda yer alan tarih
konularimin zor 6grenilen konularin basinda geldigini ifade etmektedirler. Celikkaya ve Kiiriimliioglu
(2018) da sosyal bilgiler 6gretmenlerinin goriislerine dayali olarak yaptiklar ¢aligmalarinda basta
“Kiiltiir ve Miras” 6grenme alani1 olmak lizere ders saati sayisinin yetersizligi, programin égrenci
seviyesine uygun olmamasi, miifredatin yogun olmasi, ders kitaplarinin yeterli olmamasi gibi sonuglara
ulasmiglardir. Bu hususla ilgili olarak yapmis olduklar1 ¢alismalarinda Kogoglu ve Egiiz (2019) de
benzer sonuca ulasarak ortaokul sosyal bilgiler programinin siire agisindan yetersiz oldugunu ortaya
koymuslardir. Sosyal bilgiler 6gretim programinin degerlendirilmesini yapan bu arastirmanin ilerde
yapilacak olan program gelistirme ve iyilestirme calismalarina katki sunacagi sdylenebilir. Bunun
yaninda bu arastirmanin ortaya koydugu bulgular program degerlendirme ile ilgili ¢alisma yapacak olan
arastirmacilara ornek teskil edebilir.

Ogretmenler basta “Kiiltiir ve Miras” 6grenme alani olmak iizere “Etkin Vatandashk” ve “Kiiresel
Baglantilar” 6grenme alanlarinda miifredatin ¢ok yogun oldugunu ifade etmistir. Bu durumla ilgili
olarak soyut konular1 yogun bir sekilde barindirmasi dolayisiyla “konu 6zelligi” ve “katilim” agisindan
sorun yasanan “Kiiltiir ve Miras”, “Etkin Vatandaglik” ile “Kiiresel Baglantilar” 6grenme alanlarinda
miifredatin ¢ok yogun oldugunu ifade etmistir. Bu 6grenme alanlarinin igeriginin yeniden diizenlenmesi
ve bu dgrenme alanlarinin 6gretilmesinde somutlastirmayr 6ne cikaran aktif 6grenme yontem ve
tekniklerinin kullaniminin faydali olabilecegi soylenebilir. Yine bu baglamda toplam ders siiresi
dagilimimin 6grenme alanlaria gore dagiliminin tekrar gozden gecirilmesi faydali olabilir. Bu baglamda
Sosyal Bilgiler Dersi Ogretim Programi’nin revize edilmesi aksayan yonlerin giderilmesine katki
saglayabilir.

Ogretmenler “konu 6zelligi” ve “katihm” durumu agisindan 6zellikle “Kiiltiir ve Miras”, “Etkin
Vatandaglik” ile “Kiiresel Baglantilar” 6grenme alanlarinda konularin soyut konulardan olusmasi
nedeniyle Ogrencilerin ilgisini ¢ekmedigini ve buna bagli olarak da katilimin istenilen seviyede
olmadigim1 ve &gretim siirecinin bir noktadan sonra ister istemez Ogretmen odakli hale geldigini
belirtmiglerdir. Bu baglamda derslerde somutlagtirmanin daha iyi saglanabilecegi drama, demonstrasyon
vb. yontem ve tekniklerin ise kosulmasinin, soyut konularin 6grenciler tarafindan daha iyi
ogrenebilmesine yardimcei olabilecegi soylenebilir.
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Ogretmenler “alan bilgisi” agisindan kendilerini biitiin 6grenme alanlar1 agisindan yeterli bulduklarini
ifade etmislerdir. Bu hususla ilintili olarak Doéner ve Giilim (2019) yapmis olduklar1 ¢aligmalarinda
2018 sosyal bilgiler programinin degerlendirmesini yaparak programa yonelik egitimlerde
ogretmenlerin mesleki kidemlerinin g6z oniinde bulundurulmasi, egitim veya seminerlerde verimi
arttiracak ¢aligmalarin uygulanmasi ve farkindalik olusturulmasi sonucuna ulagsmislardir. Bu noktada
ogretmenlerin etkili zaman yonetimi, sinif yonetimi, konferans ve sempozyum gibi bilimsel etkinliklerle
desteklenmesi alanlarinda daha da yetkin hale gelmelerine katki saglayabilir.

Ogretmenler “materyale ulasma” acisindan zorluk yasamadiklarm ifade etmislerdir. iste bu noktada
gerek kendi hazirladiklari materyaller gerekse ¢esitli kurum ve kuruluslar tarafindan hazirlanmis olan
materyallerin kullaniminin 6gretmenlerin isini kolaylastirdigi sdylenebilir. Ozellikle Egitim Bilisim Ag1
(EBA) iizerinden Ogretmenlerin kullammmina sunulan etkinliklerin 6gretmenler tarafindan oldukca
daha zengin ve verimli hale getirmesinin dgretmenlerin isini daha da kolaylastiracagi, iilke genelinde
firsat esitliginin saglamas1 konusunda yardimeci olacagi sOylenebilir. Yine Ogretmenlere yonelik
uygulamali olarak etkili materyal hazirlama yontem ve teknikleri kurslar1 agilabilir veya seminerler
dtizenlenebilir.

Arastirma bulgularima gore 6gretmenler “beceri” ve “deger’ler acisindan da herhangi bir sikinti
yasamadiklarini, sinif i¢inde veya simif disinda yaptiklari/yaptirdiklan etkinliklerle rahat bir sekilde
kazandirabildiklerini ifade etmislerdir. Bu hususla ilgili olarak 6gretmenlere beceri ve degerler nasil
daha etkili bir sekilde kazandirilabilir noktasinda, bu alanlarda yetkinligini ispat etmis uzmanlar
tarafindan uygulamali hizmet igi egitimler diizenlenerek 6gretmenlerin bilgi ve beceri diizeyleri daha da
arttirilabilir.
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Gender Effect on Competency Perceptions on Measurement and
Evaluation: A Meta-Analysis Study

Merve SAHIN KURSAD
Milli Savunma Universitesi

ABSTRACT

The purpose of this research is to examine the effect of gender on measurement
and evaluation competency using meta-analysis. By statistically combining data
obtained from various studies on a given subject, meta-analysis attempts to
reach a general conclusion on the results of these studies. For this purpose,
studies on general competency perceptions on measurement and evaluation
were collected by a literature review and 17 studies were included in the
analysis. Effect sizes were calculated in 95% confidence intervals for these
studies. Studies were evaluated according to the random effects model. Gender
was found out to be an ineffective independent variable in competency
perceptions on measurement and evaluation.

Keywords: competency on measurement and evaluation, gender, meta-analysis
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Cinsiyetin ng:me ve Degerlendirmeye Yonelik Genel Yeterlik Algisi
Uzerindeki Etkisi: Bir Meta Analiz Calismasi

Merve SAHIN KURSAD
Milli Savunma Universitesi

OZET

Bu calismanin amaci cinsiyetin 6lgme ve degerlendirmeye yonelik genel | Received: 24.09.2021
yeterlik tzerindeki etkisini meta analiz yontemiyle incelemektir. Meta analiz | Accepted: 17.11.2021
bir konuda yapilmig olan farkli bircok calismadan elde edilen verileri | Published: 28.02.2022
istatistiksel olarak bir araya getirerek, bu ¢aligma sonuglar1 hakkinda genel bir

yarglya varma amaciyla kullanilmaktadir. Bu amagla 6lgme ve | Corresponding Author:
degerlendirmeye yonelik genel yeterlik algisi tizerine yapilmis olan ¢aligmalar, | Merve Sahin Kiirsad
alanyazin taramasi yapilarak bir araya getirilmis ve toplamda 17 ¢aligma analize | sahinmerv@gmail.com
dahil edilmistir. Bu ¢alismalar i¢in %95 giiven araliginda etki biiyiikliikleri

hesaplanmistir. Caligmalar rastgele etkiler modeline gore degerlendirilmistir.

Sonug olarak cinsiyetin, 6l¢me ve degerlendirmeye yonelik genel yeterlik algisi

iizerinde baskin bir bagimsiz degigsken olmadig1 belirlenmistir.

Anahtar kelimeler: 6lgme ve degerlendirmeye yonelik genel yeterlik, cinsiyet,
meta-analiz
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INTRODUCTION

One of the main components of education is the competence of pre-service teachers and teachers.
Competency is the required attitude, knowledge and ability to fulfill duties related to an occupation in a
qualified manner (MEB, 2008). Competencies affect investment, targets and the level of attaining goals
in education (Tschannen-Moran & Hoy, 2001). The education model will be qualified to the extent that
teachers are qualified in their occupations (Akcamete, 2005). One of the important points in training
teachers is the fact that society and therefore education requirements change continuously. The
qualifications teachers should possess for attaining education goals in this continuous process form
teachers’ competency areas (Sahin, 2004). Within these competency areas, the competencies teachers
should possess for evaluating students, specifying to what extent the determined goals and behaviors
were reached and pointing out deficiencies fall under measurement and evaluation competencies
(Atilgan, 2007). The Ministry of National Education (MONE) places measurement and evaluation under
the header, "Teachers' General Competencies" as sub-competence, "Measurement and Evaluation™.

Aside from the information from MoNE, the American Foundation of Teachers, National Council on
Measurement in Education and National Education Association (1990) make the following comments
on teachers' competencies for measurement and evaluation: Teachers should possess the skill to choose
measurement and evaluation methods appropriate for their classes, skill to develop measurement and
evaluation methods, skill to score, apply and interpret the developed measurement and evaluation
methods, skill to make use of the measurement and evaluation results when deciding on teaching
planning, student and curriculum development, skill to develop methods for student grading applicable
in measurement and evaluation. Teachers should be qualified to notify students, parents, other concerned
parties and educators of the measurement and evaluation results.

A well-qualified teacher in her/his field should know the appropriate measurement and evaluation
processes and tools to use when assessing students regarding whether they have reached targeted goals.
In addition, a qualified teacher should know how to use the measurement and evaluation tools in line
with students’ learning gaps, intended for eliminating them (Karaca, 2003). In fact, measurement and
evaluation aims at bettering the quality of the education process (Balc1 & Tekkaya, 2000). As teachers'
qualifications determine education quality, the system's success directly depends on the competencies
of the teacher responsible (Geng, 2008). Therefore, these competencies should be acquired by pre-
service teachers through theoretical and practical studies (Karaca, 2003).

A review of the literature shows that measurement and evaluation competency is related to various
factors including department and class level (Giinal, Usta & Uluman, 2015; Pektas, 2010). In addition,
the gender variable was observed to be another significant variable related to measurement and
evaluation competency and which is frequently examined by researchers (Akdag, 2011; Altun, 2017,
Egri, 2006; Erdogdu & Kurt, 2012; Giinal et. al.2015; Pektas, 2010; Simsek, 2018; Yarali, 2017)

In their study, examining the measurement and evaluation competencies of pre-service teachers by
various variables, Ginal et. al (2015) compared data by gender. The study consisting of 590 samples
found that women have greater measurement and evaluation competency than men. A study by Simsek
(2018), which consisted of 685 pre-service teachers, turned up similar findings. On the other hand, in
their study examining the measurement and evaluation competencies of 627 pre-service teachers, Pektas
(2010) found that men find their measurement and evaluation competency to be more adequate than
women in the various sub-dimensions as well as measurement as a whole.

The study by Yarali (2017) examined the general competency perceptions on measurement and
evaluation of 413 pre-service teachers and found no statistically significant difference between women
and men. The study by Altun (2017) did not find any gender-related differences when examining attitude
and competency perceptions on measurement and evaluation of pre-service teachers. Studies by Akdag
(2011), Egri (2006) and Erdogdu and Kurt (2012) also encountered similar findings.

In the relevant literature, there are various research studies that reached different results in terms of
gender. Consequently, it is not clearly known whether measurement and evaluation competency differs
according to gender. Determining whether measurement and evaluation competency differs according
to gender is crucial for the Ministry of National Education to take necessary precaution in case one group
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has lower competency than the other. For instance, this could be taken into account when implementing
activities or training sessions appropriate for gender that will improve measurement and evaluation
competency. That is, different activities can be applied according to gender. In addition, determining to
what extent women and men are able to perceive themselves as competent in measurement and
evaluation will be a contribution to the field that will allow them to take the necessary precautions by
reviewing their education process.

No consensus has been reached through comparing whether women or men have higher competencies
of measurement and evaluation. Comparisons made particularly following the 2000s show that no clear
result could be attained regarding the measurement and evaluation competencies of women and men.
While some studies found that women have higher competency perceptions of measurement and
evaluation than men (Giinal et al., 2015; Simsek, 2018), some reached the conclusion that men have
higher measurement and evaluation competencies than women (Pektag, 2010). Apart from these
findings, some studies indicate that there is no difference between women and men in terms of
measurement and evaluation competencies (Akdag, 2011; Altun, 2017; Egri, 2006; Erdogdu & Kurt,
2012; Yarali, 2017). The relationship between measurement and evaluation competency and gender
should become clearer by systematically reviewing previous studies on the subject in an effort to
eliminate the differences. As distinct from above mentioned studies, this study aims at determining
whether women or men have higher measurement and evaluation competencies by systematically
synthesizing the relationship between measurement and evaluation competency and gender and making
use of the large size of generated samples. There is no meta-analysis study in the literature, which
indicates the relationship between measurement and evaluation competency and gender, a significant
societal factor comprising of women and men. In addition to the relationship between gender and
measurement and evaluation competency, the type of publication variable, which might have an effect
on this relationship, was included in the current study as a moderator variable. The relationship between
these two variables was thus examined by meta-analysis and answers to the following research questions
were sought:

1. Does gender make a meaningful difference on general competencies in terms of measurement
and evaluation?

2. Does gender's effect on general measurement and evaluation competencies differ according to
the type of publication (articles, theses)?

METHOD

Research Model

This study is a meta-analysis research. Referred to as the analysis of analyses, meta-analysis is used to
combine multiple research results derived from individual studies (Glass, 1976). Differences in
sampling design and experimental design or the existence of different variables used in studies generate
results which are different from previous studies on the same subject (Hartung, Knapp & Sinha, 2008).
It is rather time-consuming for a reader to reach needed information and to follow-up all studies about
the subject. The aim of meta-analysis is therefore to regulate and synthesize pieces of research and obtain
meaningful results from complicated and contradictory findings (Agikel, 2009).

Data Collection

The studies included in this meta-analysis are studies carried out in Turkey between 2000 and 2020
regarding measurement and evaluation competency. The studies were chosen from among theses and
articles. Review of these studies was carried out both in Turkish and in English. Review of studies were
searched via Google Scholar search engine and the Council of Higher Education using terms, “6lgme ve
degerlendirmeye yonelik yeterlik”, “Olgcme ve degerlendirme yeterlik”, “6l¢me-degerlendirmeye
yonelik yeterlik", "6lgme ve degerlendirmeye yonelik yeterlik algisi", "6lgme ve degerlendirme”,
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“yeterlik”, “competency perceptions on measurement and assessment”, “competency perceptions on
measurement and evaluation” and "competency on measurement and assessment™. Searches yielded 47
studies. Two of the studies could not be accessed, 25 of them did not possess gender-related findings or
they did not report the total score of the scale by gender, only its sub-dimensions. 20 studies were
therefore included in the analysis and 3 of them were eliminated during analysis related with normality
factor as mentioned in the findings section. Criteria for inclusion in the analysis are as follows:

1. The study should have been carried out between 2000 and 2020.

2. The study should be in a thesis or article format published in Turkish or English.

3. The study should make a comparison of measurement and evaluation competency in terms of
gender and these comparisons should be made using a total score of the scale.

4. The study should report on the size of the sample group, standard deviation and mean value.

Coding of Data and Ensuring Validity and Reliability

A coding form was developed by the researcher to determine whether the studies are to be included in
the meta-analysis. Information in the form was determined with the aim of enlisting the characteristics
of the studies. The coding form contains information regarding the name of study, author of study, type
of study, year of publication, standard deviation of competency perceptions on measurement and
evaluation, mean value of competency perceptions on measurement and evaluation and size of the
sample group.

Two lecturers from Turkish Language and Measurement and Evaluation departments were provided
with information about the aim and scope of the study to ensure content validity of the coding form and
the form was finalized in accordance with these experts’ opinion.

Coding was carried out independently by two researchers for the sake of reliability of the study. The
number of mutual coding was determined by comparing researchers’ analysis and reliability level was
calculated with the reliability level formula developed by Miles and Huberman (2002). Reliability level
of the coding was found to be 98 per cent. Reliability levels of 70 per cent and above obtained from this
formula is stated to be reliable. The coding was therefore reliable.

Data Analysis and Interpretation

This study used group differences meta-analysis. In group differences meta-analysis, standardized effect
size values are calculated and comparisons are made to determine differences among groups (Durlak,
1995). Hedges’ g effect size was used to test differences in terms of gender in the studies, which were
included in the meta-analysis, due to the use of different scales and the possibility of obtaining an
extreme value. This effect size value is used to observe differences between groups via standard
deviations adjusted for sample size (Ware, Kirkovski & Lum, 2020). The formula for the Hedges’ g
coefficient used in this study is as follows:

M1-M2
Spooled

Hedges’ g =

S _ [(m1-1)512 + (n2-1)S22
pooled ni+n2-2

The Hedges’ g formula indicates the difference between means and indicates pooled standard deviation.
Data used in independent studies are converted into a mutual unit of measurement using this formula
(Borenstein, Hedges, Higgins & Rothstein, 2009; Eells, 2011). Since studies included in this meta-
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analysis used different scales and samples, effect sizes obtained from each study were calculated
separately. The interpretation of obtained effect sizes according to Cohen (1988, p. 82) is as follows: If
the effect size is 0.20 and below, the effect is small; if it is between 0.20 and 0.80, the effect is medium
and if it is 0.80 and above, the effect is large. Comprehensive Meta Analysis (CMA) program, which
was developed by Borenstein et al. (2009), was used in calculating effect sizes and forest graph is drawn
using the distribution of effect sizes. This graph indicates weights of studies in the meta-analysis (Kilig,
2016).

A literature review was conducted to determine the studies to be included in the meta-analysis during
the analysis of the data. The study sample only contains theses and articles. Before calculating effect
sizes in the meta-analysis, Q statistic, which was developed by Hedges and Olkin (1985) and is used to
test the heterogeneity of samples and effect sizes, was calculated. It was then decided whether the
analysis was to be evaluated according to the random effects model or the fixed effects model. Q statistic
uses chi-square distribution and heterogeneity is decided by comparison with the critical chi-square
values (Huedo-Medina, Sanchez-Meca, Marin-Martinez, & Botella, 2006). Aside from the Q statistic,
F values, another indicator for heterogeneity, were calculated. Heterogeneity analysis is a low power
analysis. It means that even if heterogeneity is available in certain circumstances, it might not be
identified. Thus, the value is reported along with the Q value and it indicates the measure of
heterogeneity (Crombie & Davies, 2009).

Following the evaluation of the heterogeneity-related indicators, funnel plot, Begg and Mazumdar rank
correlation test and Orwin’s fail-safe N value were used to evaluate publication bias. The most
comprehensive way to identify publication bias is by creating a funnel plot. Funnel plots are a kind of
scatter plot. They have effect sizes on the horizontal axis and sample sizes, variables or standard error
of the studies on the vertical axis. Funnel plots, in which values are concentrated around mean effect
sizes and which display a symmetrical distribution, could be said to be free of publication bias (Copas
& Shi, 2000).

In certain circumstances, funnel plots might not identify publication bias. In fact, funnel plots display a
visual graphic about publication bias. Another alternative for examining bias is to calculate the fail-safe
number. This number estimates the number of studies, which would cause the results obtained from the
meta-analysis to change. In other words, it estimates the number of studies, which would cause the
general tendency of the studies used in the meta-analysis to change. This number is significant for
evaluating the reliability of the meta-analysis results (Lipsey & Wilson, 2001). Fail-safe N values of
Rosenthal or Orwin are accordingly evaluated. Rosenthal’s fail-safe N calculates how many studies
should be added to the analysis in order to reduce the p-value to a trivial size. In other words, it identifies
how many studies are available which would increase the significance level of the effect above 0.05 or
0.01 (Borenstein et al., 2009).

Aside from fail-safe N value, another indicator of publication bias is Begg and Mazumdar rank
correlation test. This test is an indicator proving the study sample was not chosen with bias (Dagyar &
Demirel, 2015). Kendall’s tau significance level being p>0.05 thus indicates that there is no publication
bias. The results of this test were reported accordingly.

MetaWin and Comprehensive Meta Analysis (CMA) 2.0 programs were used when analyzing data.
MetaWin program was used to evaluate normality of studies included in the meta-analysis. CMA 2.0
program was used to calculate general effect size, forest graph, funnel plots and publication bias
calculations.

FINDINGS

In this section, firstly normality and then meta-analysis results will be reported. Before conducting
meta-analysis, the compatibility of the effect sizes of the study with normal distribution should be
examined. This assumption was checked using the MetaWin program. Graph 1 below shows outputs
about the normality assumptions.
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Graph 1. Effect sizes distribution of studies according to the gender variable

When normality outputs in Graph 1 are examined, the general distribution is observed to fall along the
X=Y line and within the boundary lines displayed as confidence intervals. Two out of 20 studies
examined in accordance with the gender variable were eliminated from analysis due to skewing the
normality and one was eliminated due to being an extreme value. Meta-analysis was carried out for 17
studies. The examined distribution of studies shows that they fall within the boundary lines displayed as
confidence intervals.

Table 1 shows findings of general effect sizes and the homogeneity test regarding measurement and
evaluation competency by the gender variable.

Table 1. Findings of gender variable according to effect sizes of fixed and random effects models

95 per cent
Confidence Interval
for Effect Sizes

Degrees of Standard  Hedges’ 2
Freedom z P Error g Q : Bottom Top
Fixed
Effects 16 6.296 0.000 0.023 0.145 0.100 0.190
Model
601.323 97.339
Random
Effects 16 1.901  0.057 0.143 0.271 -0.008 0.551
Model

When outputs of the homogeneity test in Table 1 are examined, the Q value is as 601.323. Since this
value is larger than the critical chi-squared value of 26.296, equivalent to 16 degrees of freedom in 95
per cent confidence interval, it can be stated that the distribution of studies is heterogeneous in terms of
gender. The value indicating the size of heterogeneity (1?) was calculated as 97.339 per cent. For
moderate, substantial and considerable levels of heterogeneity, 25 per cent, 50 per cent and 75 per cent
limit values are suggested respectively (Higgins, Thompson, Deeks & Altman, 2003). It can thus be said
that this study has a considerable level of heterogeneity.

Due to the studies turning out to be heterogeneous, errors originating from the sample being
heterogeneous can be eliminated using the random effects model (Ayaz & S6ylemez, 2015). The mean
effect size value was found to be 0.271 with 0.143 margin of error using the random effects model. The
lower limit of the effect size was found out to be -0.008 and the upper limit was found out to be 0.551
in the 95 per cent confidence interval. The random effects model did not reveal statistically meaningful
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differences in the distribution of effect sizes between studies in terms of gender (p> 0.05). Therefore,
studies included in this meta-analysis show no differences between women and men for measurement
and evaluation competencies in terms of gender.

Graph 2 shows the forest graph indicating the effect size distributions according to the random effects
model.

Study name Statistics for each study Hedges's g and 95% CI
Hedges's Standard Lower Upper
] error Variance limit limit Z-Value p-Value
Calisma_1 0,058 0,084 0,007 0,280 1,148 0,252 t
Calisma_2 on7 0.088 0.010 0,308 1,200 0.230
0,056 0,145 0,021 0,340 0,387 0,659 3
3,666 0,181 0,026 3,981 22,781 0,000 -
0,314 0,008 0,487 3,547 0,000
0,288 0,089 0,008 0,481 3,158 0.001
Calisma_7 0,017 0.058 0.003 0,087 0.2:1 0,771
0,515 0,114 0,013 0,738 4525 0,000 [ ]
-0,500 0,088 0,008 0,328 -5,700 0,000 | |
0,126 0,132 0,017 0,133 0,851 0,342 L
0,180 0,113 0.013 0,282 1,415 0,157 .
0,278 0 0,010 0,478 2,728 0,008
0,375 0,007 0,538 4,513 0,000
0,000 0,009 0,182 0,000 1,000
Calisma_15 0.000 0.010 0,154 0,000 1.000
Calisma_16 0,483 0,017 0,224 -3,681 0,000 |}
Calisma_17 0,000 0,007 15 0,158 0,000 1,000
0,145 0,001 0,100 0,180 6,287 0,000

-8,00 -4,00 0,00 4,00 8,00

Favours A Favours B

Graph 2. Forest graph of effect size distributions of the studies

Squares in Graph 2 indicate effect sizes of the studies and the size of the squares indicates the weight of
the studies in the general effect sizes. It can thus be seen that the study with the most weight is
“Calisma_7”. When effect sizes of the studies were examined, it was found that four of 17 studies have
negative and 13 have positive effects. As can be seen from the distribution of the studies, no tendency
was observed towards women or men.

Type of publication was also included as the moderator variable in the analysis examining differences
in terms of gender. Table 2 shows findings on whether measurement and evaluation competencies differ
according to the type of publication.

Table 2. Effect size values according to types of publication

Homogeneity

Degrees , 95 per cent
Variable A\\/ni!)une p of N Hedges Stér:rdoarrd Confidence Interval
g Freedom g for Effect Sizes
Groups
Type of 17 Lower Upper
Publication Limit Limit
Thesis 3065 0310 1 9 0512 0214 0420 0417
Article 8 -0.001 0.201 0.118 0.906

Chi-squared value equivalent to one degree of freedom in 95 per cent confidence interval is 3.841. This
value is larger than the Q value in Table 2. In other words, the homogeneity value among groups is
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smaller than the critical value. The groups formed according to types of publication thus have
homogenous distribution. The examined significance value of effect sizes among the groups is found to
be 0.310 and p> 0.05. This means that there are no meaningful differences between the distributions of
effect sizes. Therefore, results obtained for measurement and evaluation competencies in aspect of
gender variable do not change according to the type of publication. In other words, it can be stated that
variance is not caused by the type of publication.

Graph 3 shows the funnel plot for publication bias of studies included in the meta-analysis in terms of
the gender variable.

Funnel Plot of Standard Error by Hedges's g

0,00

0,05 o
=
g o]
w 0,10
o
z D lo
2
:ng O

0,15 %

0,20

¢
-4 3 2 1 0 1 2 3 4
Hedges's g

Graph 3. Funnel plot for publication bias of studies included in the analysis in terms of gender

Graph 3 on publication bias displays a distribution in the upper parts of the funnel plot. In case of
publication bias, the studies should gather in the lower parts of the graph in one direction (Copas & Shi,
2000). Studies included in this meta-analysis are therefore not subject to publication bias. To obtain
statistically clearer information on publication bias, the results of Begg and Mazumdar rank correlation
test were also examined. Table 3 has related results.

Table 3. Biasness in studies included in the meta-analysis

Kendall’s S (P-Q) 20.000
g Kendall’s Tau 0.147
g Z-value for Tau 0.823
p 0.410

Table 3 shows that the studies included in the meta-analysis in terms of the gender variable are not
biased (tau=0.147, p> 0.05).

Similarly, Rosenthal’s fail-safe N value was used to determine publication bias. Table 4 presents the
results.
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Table 4. Results of Rosenthal’s fail-safe N value test indicating biasness in studies of the
meta-analysis

Z-value of Studies 8.444
P-value of Studies 0.000
Alpha 0.050
Direction 2.000
Z-value for Alpha 1.959
Number of Studies Examined 17
Fail-Safe Number 299
p<.05

The p-value being smaller than the alpha-value according to Rosenthal’s fail-safe N test in Table 4
shows that the study is strong and reliable (Rosenthal, 1979). According to the findings, to invalidate
the results of the meta-analysis, 299 more individual studies should be included in the analysis (p<.05).

CONCLUSION AND DISCUSSION

The literature shows that the effect of gender on competency perceptions on measurement and evaluation
is unclear and differing results have been obtained on this subject. In this meta-analysis, carried out to
make the connection between the measurement and evaluation competencies and gender clearer by
synthesizing different obtained results, it was determined that measurement and evaluation competency
does not differ according to gender. In other words, neither women nor men have higher or lower
measurement and evaluation competencies. In addition, the relationship between measurement and
evaluation competencies and gender were examined in accordance with the type of publication and it
was determined that the results do not change according to whether the publication is a thesis or an
article.

Gender constitutes the independent variable of many studies carried out in the social sciences. Despite
criticism of gender becoming a subject to the studies, it is stated that certain behaviors can change in
time with various factors, including age. Education, technology and social transformation can cause
different gender groups to exhibit different behaviors. This situation requires reviewing study findings
according to their sample group (Tuncer & Dikmen, 2016). Opinions and values about gender can differ
across societies and time. Thus, when evaluating any situation in a study, the effect of the gender variable
also comes under examination (Dikmen & Caglar, 2015). In our context, as studies evaluated the gender
variable for different groups, different context at different times, divergent results may have been
obtained. Although some studies revealed differences in favor of women or men (Gunal et al., 2015;
Pektas, 2010; Simsek, 2018), these differences are no longer meaningful when the studies were
combined. Since the majority of studies carried out within the literature revealed no meaningful
differences (Akdag, 2011; Altun, 2017; Egri, 2006; Erdogdu & Kurt, 2012; Yarali, 2017), the results of
the meta-analysis obtained through the combined analysis of these studies yielded no meaningful
differences.

A process of measurement and evaluation is only successful if the teacher and students are involved and
if it can generate feedback in the education process (Black, Harrison, Lee, Marshall & William, 2003,
p. 2). At this point, the competency level of the teacher can be said to be directly proportional with the
quality of her/his teaching process and the teacher thus should be equipped with skills on methods and
techniques of measurement and evaluation (Cakan, 2004). As a matter of fact, measurement and
evaluation aims at measuring the quality of education and the betterment of it (Balc1 & Tekkaya, 2000).
This study shows that there are no meaningful differences between women and men in this process.
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Although this study presents the results synthesized from various other studies, it still cannot explain
why the gender variable is frequently resorted to when examining measurement and evaluation
competencies. Researchers might have used their findings of the gender variable in a supplementary
training session to determine whether an arrangement of theoretical and practical activities is needed in
terms of gender (Tuncer & Dikmen, 2016). However, for whatever reason, it was observed that gender
was not an effective independent variable on competency perceptions on measurement and evaluation.
It is recommended that further studies focus on other independent variables which can affect
measurement and evaluation competencies. Also, only studies conducted in Turkey were included in
this meta-analysis. Different cultures may have different results about this issue. Therefore, the effect
of gender on measurement and evaluation can be examined by including studies in different cultures.
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Tiirk Ergenlerin Internet Bagimhihg ve Algilanan Sosyal Destek Diizeyleri
Arasindaki Iliski

Ahmet METIN, Mustafa CELEBI
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Ahmet Can BOLAT, Feyza PARILTAN

OZET

Bu ¢alismanin amaci Tiirk ergenlerinin internet bagimlilig1 ve algilanan sosyal | Gonderim: 27.11.2021
destek arasindaki iligkinin cinsiyet, smif diizeyi, akademik basar1 ve ailenin | Kabul: 24.12.2021
gelir diizeyi degiskenleri agisindan incelenmesidir. Arastirma nicel aragtirma | Yayimlanma: 28.02.2022
yontemleri arasindan tarama desenine gore yiritiilmiistir. Arastirmanin

evrenini  Turkiye’nin illerinden biri olan Kayseri’deki devlet liseleri | Sorumlu Yazar:
olustururken 6rneklemini gesitli liselerde 6grenim géren 318’1 kiz, 413’1 erkek | Ahmet Metin

olmak iizere toplam 731 6grenci olugturmaktadir. Verilerin toplanmasinda | ametin@erciyes.edu.tr
Kisisel Bilgi Formu, Bagimlilik Profil indeksi-Internet Formu ve Algilanan

Sosyal Destek Diizeyi Olgegi-R’den yararlanilmistir. Verilerin analiz edilmesi

icin betimleyici istatistik, Pearson korelasyon analizi, bagimsiz 6rneklemler

icin t testi ve tek yonlii varyans analizi uygulanmustir. Sonuglar, internet

bagimlilig1 ve algilanan sosyal destek arasinda negatif bir korelasyon oldugunu

gostermektedir. Ayrica katilimeilarin cinsiyet, siif diizeyi ve akademik

bagariya gore algilanan sosyal destegin anlaml bir fark gosterdigi; akademik

basariya gore internet bagimliligin anlamli fark gosterdigi bulunmustur. Sonug

olarak alan yazindaki arastirmalarla benzer bulgulara ulagilmasina ek olarak

internet bagimliliginin cinsiyete gore fark gostermemesinin sebepleri

tartigtlmisgtir.

Anahtar Kelimeler: internet bagimlhiligi, algilanan sosyal destek, lise

Ogrencileri, ergenler.
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The Relationship Between Turkish Adolescents' Internet Addiction and
Their Perceived Social Support Levels

Ahmet METIN, Mustafa CELEBI
Erciyes Universitesi

Ahmet Can BOLAT, Feyza PARILTAN

ABSTRACT

This study aims to the relationship between internet addiction and perceived | Received: 27.11.2021
social support of Turkish adolescents in terms of gender, grade level, type of | Accepted: 24.12.2021
high school, academic achievement, and family income level. The research was | Published: 28.02.2022
designed with survey research as a quantitative method. The research

population is the state high schools in Kayseri, one of Turkey's provinces. The | Corresponding Author:
sample consists of 731 students, 318 girls and 413 boys, studying at various | Ahmet Metin

high schools. Personal Information Form, Addiction Profile Index-Internet | ametin@erciyes.edu.tr
Form, and Perceived Social Support Level Scale-R were used for data

collection. Descriptive statistics, Pearson correlation analysis, independent

samples t-test, and one-way analysis of variance were used to analyze the data.

The results showed that a negative relationship was found between internet

addiction and perceived social support. In addition, it was observed that the

perceived social support significantly differentiated according to the variables

of gender, grade level, and academic achievement of the participants; It is seen

that internet addiction differs significantly only according to the academic

achievement variable. As a result, in addition to reaching similar findings with

the research in the literature, the reasons why internet addiction does not differ

according to gender are discussed.

Keywords: Internet addiction, perceived social support, high school students,

adolescents.

52


https://dergipark.org.tr/tr/pub/jnate

Ogretmen Egitimi ve Ogretim Teacher Education and Instruction
2022, 3(1), 51-62
https://dergipark.org.tr/tr/pub/jnate

INTRODUCTION

The widespread use of the internet today has started to bring the most distant countries of the world
closer. Today, we can learn about any event in the world within minutes. Therefore, the internet has
facilitated communications and many people's works. However, the internet has disadvantages. Its long-
term use can lead to internet addiction (Young, 1996). Young (2004) defines internet addiction (1A) as
using the internet for a long time, decreasing the importance of the time spent without the internet,
experiencing withdrawal symptoms, and negatively affecting the individual's life. Some researchers
name internet addiction as problematic internet use (Shapira et al., 2003). Like other addictions, internet
addiction / problematic internet use is a problem that reduces the person's quality of life. The fact that
the internet has become a part of human life has caused people to spend more time on the internet.
However, one of the factors’ determining IA is not how many hours the internet is used, but how time
is spent during the time, it is used (Sahin, Aydin, & Balay, 2016).

When studies conducted with adolescents are examined, it is stated that internet access at home, gender,
and family income are predictors of TA (Ak, Koruklu, & Yilmaz, 2013). Another study states that these
predictors are gender, academic success, loneliness, and perceived social support from the family (Esen
& Siyez, 2011). Studies on the IA levels of high school students show that male students have higher
internet addiction scores compared to female students (Ayas, 2012; Derin & Bilge, 2016; Durak-Batigiin
& Kilig, 2011; Eryillmaz & Cukurludz, 2018; Esen & Giindogdu, 2010; Gokgearslan and Giinbatar,
2012; Kilig, Avel, and Uzungakmak, 2016; Siyez, 2014; Yilmaz, Sahin, Haseski & Erol, 2014; Zorbaz
& Tuzgol-Dost, 2014). However, recent studies reveal that the mean of 1A between male and female
students does not significantly differ (Anlayish & Bulut-Serin, 2019; Hekim et al., 2019; Moral &
Kumcak, 2019; Tekin, 2020). Therefore, the results of studies on the role of gender in 1A differ. Studies
on IA levels of high school students according to their grade levels show that there is no significant
difference (Eryilmaz & Cukurluéz, 2018; Oner, 2015; Tas, 2018). Considering the students' ease of
internet access, it can be thought that it may not have a significant effect. However, preparing for the
university entrance exams of 12 students in Turkey may affect the students' level of dependence on the
internet. Therefore, to clarify this issue, the grade level variable is considered. Academic success can
also have an impact on IA. Studies show that students with low academic achievement have higher 1A
levels (Anlayislt & Serin, 2019; Eldeleklioglu & Vural, 2013; Esen & Siyez, 2011; Kilig, Avelr &
Uzungakmak, 2016; Yavuz, 2018). Finally, family income level could affect adolescents' 1A levels. A
study states that individuals with high socioeconomic status have high levels of 1A (Kayri & Gunlg,
2016).

Perceived social support, which is the other variable of the study, refers to the social and psychological
support people get from their environment (Yildirim, 1997). Perceived social support (PSS) consists of
family, friends, and teacher sub-dimensions and describes the person's environment (Yildirim, 2004).
When studies on PSS are examined,; It is seen that PSS predicts internet addiction (Esen & Siyez, 2011),
academic achievement (Kapikiran & Ozgiingér, 2009; Yildirim, 2000; Yildirim, 2006; Yildirm &
Ergene, 2003) and gender (Yildirim, 2006).

Studies on the difference in PSS by gender show that female students' levels are significantly higher
(Karatag, 2012; Mahon, Yarcheski, & Yarcheski, 1994; Rueger, Malecki, & Demaray, 2008). It has been
determined that the PSS scores differ by grade level (Aliyev & Tung, 2017; Karatag, 2012). It is observed
that students' PSS scores, especially those who have just started secondary education, are higher. Finally,
it was observed that the PSS did not differ in terms of family income (Aliyev & Tung, 2017).

There is a negative relationship between IA and PSS (Barut, 2019; Gunuc & Dogan, 2013; Karaer &
Akdemir, 2019; Prievara, Piko, & Luszczynska, 2019; Wu et al., 2016). In other words, as IA increases,
PSS decreases. However, there are also opinions stating that IA increases PSS (Shaw & Gant, 2002).
Therefore, this study aimed to clarify the relationship between IA and PSS.

In this study, the relationship between IA and PSS levels of adolescents and the status of these variables
by gender, grade level, academic achievement, and family income were examined. The research
problems created in this direction are as follows:
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1. Is there a significant relationship between the adolescents' IA and PSS levels?
2. Do the adolescents' IA and PSS levels differ according to
. gender,
. grade level,
. academic achievement,
. family income level?
METHODOLOGY

Research Model

This research is designed according to the quantitative research method. A cross-sectional survey model
was used among quantitative research methods.

Study Group

Participants. The study group of the research was formed by selecting 9th, 10th, 11th, and 12th-grade
students from seven high schools affiliated to the Ministry of National Education in Kayseri province in
the 2019-2020 academic year. A two-stage random sampling method, one of the random sampling types,
was used to determine the study group. (Fraenkel, Wallen, & Hyun, 2012). Therefore, the population of
the research is high school students in Kayseri. To creating the sample, firstly the schools were divided
into clusters (Science High Schools, Anatolian High Schools, Vocational High Schools, Anatolian Imam
Hatip High Schools, Social Sciences High Schools) and then high schools were randomly selected from
these clusters. A total of 838 students from the mentioned high schools participated in the study. It was
observed that 107 participants among participants did not fill in the items in the measurement tool and
the data of these people were not evaluated. Therefore, the participants of the research are 318 girls and
413 boys; It consists of a total of 731 high school students, 194 from 9th grade, 195 to 10th grade, 186
from 11th grade, and 156 from 12th grade.

Data Collection Tools

Personal information form. With this form prepared by the researcher, the demographic information of
the participants (gender, school type, grade level, academic success average, family income level,
internet access status) were determined.

Addiction Profile Index-Internet Form (APIINT). The Addiction Profile Index-Internet Form (APIINT)
developed by Ogel, Karadag, Satgan, and Kog (2015), is aimed to measure the IA. There is a total of 18
items in the APIINT. The first item of the scale is a 6-point Likert-type scale as "Never" and "6 hours a
day or more", and the remaining items are a 5-point Likert-type scale graded as "Never" and "Almost
always". The scale consists of 5 dimensions: "Internet usage frequency"”, "Diagnosis”, "Effects on life",
"Craving" and "Motivation". According to the results of the exploratory factor analysis, 4 dimensions
graded as a 5-point Likert, except for the first item (it also refers to the "Internet usage frequency"
dimension), constitute 57.4% of the total variance. The Cronbach alpha reliability coefficient for the
whole scale was found to be .88 and the Cronbach alpha coefficients of the sub-dimensions were
between .64 and .77. Item-total score correlation coefficients were determined between .44 and .68. The
calculated Cronbach alpha reliability coefficient of the scale for this study is .88.

Perceived Social Support Level Scale-R (PSSS-R). Perceived Social Support Scale-Revision developed
by Yildirim (2004) consists of 3 sub-dimensions and 50 items: "Family support"”, "Friend support" and
"Teacher support”. This scale is a 3-point Likert type scale with "Not suitable for me", "Partially
suitable" and "Suitable for me". High scores from the scale indicate that perceived social support is also
high. The Cronbach alpha coefficient for the whole scale was found to be .93. The calculated Cronbach
alpha reliability coefficient of the scale for this study is .95.

Data collection
Data were collected from randomly selected schools following permission from the Ministry of National
Education Provincial Directorate. In collecting the data, the researchers entered the classes where the
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students were studying and informed the students about the study. After reminding the students that this
study was voluntary, information was given about the purpose of the research. After obtaining approval
for their participation in the study, the application was started, and information was given on how they
would respond to the measurement tools. The application took about 15 minutes.

Data analysis

The analysis of the data was made using the SPSS 25.0 package program by the order of the sub-
dimensions. Normality distributions were tested before analyzing the sub-problems of the study. When
the kurtosis, skewness values, and sample size were evaluated, parametric analysis was found
appropriate. Independent samples t-test, one-way analysis of variance, and Pearson correlation analysis
were used to analyze the data. The level of significance for all analyzes in the study was accepted as .05.

FINDINGS

The findings of the study are given under the headings of sub-problems. First, the findings of the
relationship between "Perceived Social Support” and "Internet Addiction” and the differences of both
dependent variables according to gender, grade level, academic achievement, and family income were
examined.

Findings of the relationship between PSS and IA levels.

Pearson correlation analysis was conducted to examine the relationship between the participants' PSS
and IA levels. The correlation analysis results are shown in Table 1.

Table 1. Correlation analysis results regarding IA and PSS levels

Variables Perceived Social Support Internet addiction

Perceived Social Support 1 -,223*

Internet Addiction -,223* 1
* p<.05

When Table 1 is examined, a low level of negative correlation was observed between PSS and IA levels
(r=-, 223; p <.05). In other words, as the PSS increases, the IA score decreases.

Findings regarding PSS and 1A levels by gender.

Independent samples t-test was conducted to examine the difference between the PSS and 1A levels of
the adolescents in terms of gender. The results of the t-test analysis made regarding the gender factor
are shown in Table 2.

Table 2. t-test results regarding PSS and IA levels by gender

Gender n X S t p
o Female 318 2,06 ,678

Internet Addiction ,869 ,385
Male 413 2,02 ,652
Female 318 124,24 17,004

Perceived Social Support 2,615* ,009
Male 413 120,83 17,858

* p<.05

When Table 2 is examined; There is no significant difference between adolescents’ gender and 1A levels
[t (729) =, 869, p> .05]. However, there is a significant difference between PSS levels and their gender
[t (729) = 2,615, p <.05].
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Findings regarding PSS and IA levels by grade level.

One-way analysis of variance (ANOVA) was conducted to examine the difference between the PSS and
IA levels of the participants in terms of the grade level. The results of the analysis made regarding the
factor of the grade level are shown in Table 3.

Table 3. One-way analysis of variance results related to the differentiation of PSS and IA level by grade
level variable

Grade Level n X S sd F p Difference
2 9th grade (1) 194 126,36 15,77 2-4
A 10th grade (2) 195 120,38 17,42 Between Groups 3 1
11th grade (3) 186 122,96 18,38 6,373* ,000
ie]
2 £ 12thgrade (4) 156 118,92 17,94 o 727 1
L s Within Group
=1 Total 731 122,31 17,56 730
a v
9th grade (1) 194 198 56
§ 10th grade (2) 195 2,07 ,69 Between Groups 3
[&]
S 11th grade (3) 186 2,04 .69 ,564 639
@
@ 12th grade (4) 156 2,05 ,69 o 727
= Within Group
= Total 731 2,03 66 730
*p<.05

When Table 3 is examined, the highest average score of the adolescents’ PSS levels belongs to 9th-
grade students with 126.36, followed by 11th-grade students with an average of 122.96, 10th-grade
students with an average of 120.38, 12th-grade students with an average of 118.92. In terms of IA, it is
seen that 10th-grade students have the highest mean score with an average of 2.07, followed respectively
by 12th-grade students with an average of 2.05, and 11th-grade students with an average of 2.04, 9th-
grade students with an average of 1.98.

The F value calculated on the average IA level [F (3,727) =, 564; p> .05] shows that there is no
significant difference between the groups. In addition, the F value calculated on the averages of the PSS
level [F (3,727) = 6,373; p <.05] shows that there is a significant difference between the 9th, 10th, and
12th grades. As a result of the Tukey test conducted to determine the source of the difference between
the groups' mean scores, a significant difference was observed between the PSS levels of the 9th and
10th-grade students and the PSS levels of the 9th and 12th-grade students. According to this finding, the
PSS levels of 9th-grade students are significantly higher than the PSS levels of 10th and 12th-grade
students.

Findings regarding PSS and IA levels according to academic achievement level.

One-way analysis of variance (ANOVA) was conducted to examine the difference between the PSS and
IA levels of the participants in terms of academic achievement. Analysis results regarding the academic
achievement average factor are shown in Table 4.
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Table 4. One-way analysis of variance results regarding the differentiation of PSS and IA levels
according to the academic achievement level

Academic
Achievement n X S sd F p Difference
Level
= 0-44 (1) 12 109,58 16,76 5
o
& 45-54 (2) 37 12059 1664 Coween 4
D Groups
< 55-69 (3) 140 116,52 19,05 4-5
S 7,759* 1,000
a 70-84 (4) 217 123,01 17,54
kS Within
= 85-100 (5) 325 125,01 1628 726 1-3
3 roup
5 Total 731 122,31 17,56 730
o
0-44 12 232 ,69
§ 4554 37 219 76 Doween
5 Groups
35 55-69 140 2,08 67 2,996* ,018
(3]
E 70-84 217 209 63  \ithin 726
2 85-100 325 1,95 ,65 Group 730
*p<.05

When Table 4 is examined; It is observed that the highest mean score in the PSS levels of the adolescents
belongs to the students in the 85-100 point range with an average of 125.01, followed respectively by
students in the 70-84 point range with an average of 123.01, the students in the 45-54 point range with
an average of 120.59, the students in the 55-69 point range with an average of 116.52 and the students
in the 0-44 point range with an average of 109.58. In addition, in the 1A level of the participants, the
students in the 0-44 score range with an average of 2.32 have the highest score and followed respectively
by the students in the 45-54-point range with an average of 2.19, the students in the 70-84-point range
with an average of 2,09, the students in the 55-69-point range with an average of 2,08 and finally the
students in the 85-100 point range with an average of 1,95.

F value calculated on the average 1A level [F (4,726) = 2,996; Although p <.05] suggests that there is a
significant difference between the groups, the results of the Tukey test were performed to find the source
of the difference show that there is no significant difference. In addition, the F value calculated on the
averages of the PSS level [F (4,726) = 7,759; p <.05] shows that there is a significant difference between
groups. As a result of the Tukey test conducted to determine the source of the difference between groups,
a significant difference was observed in terms of PSS levels of the students;

a) Between students in the 0-44-point range and the students in the 85-100-point range,

b) Between the students in the 55-69-point range and both in the 70-84-point range and the 85-100-point
range.

According to these findings, the PSS levels of adolescents in the 85-100-point range are significantly
higher than the PSS levels of the students in the 0-44-point range. In addition, the PSS of adolescents in
the 70-84 and 85-100-point range were found to be significantly higher than the PSS levels of the
students between the 55-69-point range.

Findings regarding PSS and IA levels by family income level.

One-way analysis of variance (ANOVA) was conducted to examine the difference between the PSS and
IA levels of the participants in terms of family income level. The analysis results regarding the family
income level factor are shown in Table 5.
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Table 5. One-way analysis of variance results on the differentiation of PSS and IA levels by family
income level

Family Income Level n X S sd F p Difference
.f_g 0-3000 TL 321 122,20 17,38
A 3000-6000 TL 278 121,98 17,14 Between Groups 3
6000-9000 TL 80 121,36 18,42 976 ,403
ie]
s £ 9000+ TL 52 126,23 19,43 727
L s Within Group
5 S Total 731 122,31 17,56 730
a v
0-3000 TL 321 2,06 ,66
§ 3000-6000 TL 278 2,01 67 Between Groups 3
(&
S 6000-9000 TL 80 2,03 ,62 321 ,810
@
© 9000+ TL 52 1,99 65 o 727
s Within Group
£ Total 731 2,03 66 730
*p<.05

When Table 5 is examined; The highest mean score in the PSS level of the participants belongs to the
students with a family income level of 9000+ TL with an average of 126.23, followed respectively by
students with family income levels in the range of 0-3000 TL with an average of 121.98, students with
family income level in the range of 3000-6000 TL with an average of 121,98, and students with family
income level in the range of 6000-9000 TL with an average of 121,36. At the level of IA, it is observed
that students with an average of 2.06 and family income levels in the range of 0-3000 TL have the
highest score average, followed respectively by students with an average of 2,03 and family income
levels in the range of 6000-9000 TL, students with an average of 2,01 and family income levels in the
range of 3000-6000 TL, students with an average of 1,99 and family income level of 9000+ TL.

F value calculated on the average of PSS level [F (3,727) =, 976; p>.05] shows that there is no significant
difference between the groups. In addition, the F value calculated on the average 1A level [F (7,727) =,
321; p> .05] shows that there is no significant difference between the groups.

DISCUSSION, CONCLUSION, and IMPLICATIONS

According to the research findings, it was determined that there is a negative relationship between the
IA levels of the adolescents and their PSS levels. When the literature is examined; there is a negative
relationship between internet addiction / problematic internet use and perceived social support in
adolescent groups (Barut, 2019; Gunuc & Dogan, 2013; Karaer & Akdemir, 2019; Prievara, Piko, &
Luszczynska, 2019; Wu et al., 2016). For this reason, the findings of this research reveal similar results
to the related studies in the literature. Moreover, it seems that low PSS predicts A (Biiyiiksahin-Cevik
& Yildiz, 2017; Kilig, Avel, & Uzungakmak, 2016; Tudorel & Vintila, 2018). In addition, the absence
of father support rather than friend or mother support predicts IA (Piko, 2000). In addition, meta-analysis
studies show a negative correlation between 1A and PSS (Lei, Li, Chiu, & Lu, 2018). Therefore, the
decrease in PSS increases IA. In the literature, there are also opinions that IA increases PSS (Shaw &
Gant, 2002), contrary to the studies supporting this view (Kraut et al., 1998). However, our research
findings do not support the second opinion. In this respect, some suggestions could be made similarly
with Lei, Li, Chiu, and Lu (2018). Considering the family sub-dimension of PSS, increasing parenting
skills and creating activities that contribute to parents' taking care of their children can reduce children's
IA levels. Considering the friend sub-dimension of PSS, it is thought that adolescents 'skills to
communicate effectively, express themselves and set limits may also reduce adolescents' IA levels.
Finally, considering the teacher sub-dimension, it is thought that using interactive methods in the
classroom environment, being a good role model, and having a structure that takes care of their students
can also reduce the 1A levels of adolescents. While there was no difference in IA level according to the
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gender of the adolescents, a significant difference is observed in their PSS. When the literature is
examined, it is seen that males have higher levels of IA compared to females (Ayas, 2012; Derin &
Bilge, 2016; Durak-Batigiin & Kilig, 2011; Eryilmaz & Cukurluéz, 2018; Esen & Giindogdu, 2010;
Gokeearslan & Gunbatar, 2012; Kilic, Avci and Uzuncakmak, 2016; Siyez, 2014; Yilmaz, Sahin,
Haseski, & Erol, 2014; Zorbaz & Tuzgdl-Dost, 2014). Significantly, the fact that many adolescents who
use internet cafes are boys may explain the higher 1A levels than girls. However, the use of smartphones,
which facilitates access to technology, and the widespread use of the internet, may explain that the
participants do not differ according to their gender in current studies. As a matter of fact, recent studies
show that gender has no effect on IA (Anlayish & Bulut-Serin, 2019; Hekim et al, 2019; Moral &
Kumcak, 2019; Tekin, 2020). On the other hand, it is determined that there are significant differences
in terms of gender in other countries except for Turkey (Peris de la Barrera, Schoeps, and Montoya-
Castilla, 2020). Intercultural work may be recommended to interpret these differences.

On the other hand, finding a significant difference in the PSS score average by gender is like the studies
in the literature. These studies show that girls have higher PSS than boys (Karatas, 2012; Mahon,
Yarcheski, & Yarcheski, 1994; Rueger, Malecki, & Demaray, 2008). This may be because female
students are more dependent on the family. Considering the cultural characteristics, these
predispositions of girls may have affected both their friends and school support. While there is no
significant difference in 1A level according to grade level; There was a significant difference between
the PSS level. The finding that the average score for IA does not differ according to the grade level is
like the studies in the literature (Ery1lmaz & Cukurludz, 2018; Oner, 2015; Tas, 2018). Again, the ease
of access to the internet may explain the lack of difference according to the grade level. When the
literature on PSS is examined, like our research finding, it is seen that the PSS scores of the 9th-grade
students are the highest (Aliyev & Tung, 2017; Karatas, 2012). One of the reasons for this may be that
the 9th-grade students have attempted to support family, friends, and teachers since they moved to a
new education level. The lowest PSS level average of 12th-grade students may be due to their
concentration on university entrance exam preparations. As another reason, developmental period
characteristics of 9th-grade students may explain their higher social support. In the face of physical and
mental changes, 9th-grade students may need more support from family, friends, and teachers.

It was found that there is a significant difference between both IA and PSS levels according to academic
achievement. While the 1A score of the students with an academic achievement average of 0-44 was the
highest, their PSS score average is the lowest. This finding is like previous studies (Anlayish & Serin,
2019; Eldeleklioglu & Vural, 2013; Esen & Siyez, 2011; Kilic, Avci & Uzuncakmak, 2016; Yavuz,
2018). In addition, PSS predicts academic achievement (Kapikiran & Ozgiingér, 2009; Yildirim, 2000;
Yildirim, 2006; Yildirim & Ergene, 2003). In the light of these findings, low academic achievement can
be considered a risk factor. The role of academic achievement in terms of both IA and PSS should be
considered. It may be necessary for school counselors to provide educational or personal guidance with
students whose academic achievement is low or falling.

Finally, there was no significant difference between IA and PSS according to family income level. When
the literature is examined, studies show similar results (Diilger, 2009; Esen & Siyez, 2011; Oner, 2015).
As the justification for this, it is stated that the factors that provide moral support are important (Dulger,
2009). In addition, parental attitudes rather than the family's income status are one of the sources of
social support and can be effective in internet addiction / problematic internet use. Therefore, it was
found that income level does not significantly affect IA and PSS. However, other studies showed that
there is significant difference between 1A and PSS according to family income level (Ak et al., 2013;
Tulunay-Ates, 2016). As a result, it is thought that this study conducted on adolescents will clarify
adolescents' IA and PSS levels. Finally, this research has some limitations. Firstly, since the research
population is the state high schools in Kayseri, the research results can only be generalized to these high
schools. The participants' responses limit the other to measurement tools.
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