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Social communication skills are important for all children. However, there are young
children with developmental disabilities or delays who need individualized
interventions to improve their social communication skills. In general, these
interventions are delivered by researchers or educators. Parents also can facilitate this
learning and improvement. The interventions delivered by parents must be socially
valid, in other words, relevant and meaningful. An intervention package, “internet-
based Parent-implemented Communication Strategies-Storybook (i-PiCSS)” was
designed to coach parents on shared storybook reading and naturalistic teaching
strategies. In this program, the participating parents implemented the communication
teaching strategies with fidelity (quality), and their children showed improvement in
their communication skills. Semi-structured interviews were conducted to assess the
social validity of i-PiCSS. In total, 6 parents were interviewed. Qualitative analyses
revealed that the program had high levels of social validity (e.g., goals, outcomes, and
procedures).
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Sosyal Gegerlik,
Dogal Ogretim,
Ebeveyn-Cocuk
Etkilesimleri

Sosyal iletisim becerileri tiim ¢ocuklar i¢in énemlidir. Bununla birlikte, engelli ¢ocuklarin
sosyal iletisim becerilerini gelistirmek icin kisisellestirilmis miidahalelere ihtiya¢ vardir.
Genel olarak, bu miidahaleler arastirmacilar veya egitimciler tarafindan yapilir. Ebeveynler
de bu 6grenmeyi ve gelismeyi kolaylastirabilir. Ebeveynler tarafindan yapilan miidahaleler
sosyal agidan gecerli, baska bir deyisle ilgili ve anlamli olmalidir. Bir miidahale paketi,
internet tabanli Ebeveyn aracili iletisim Stratejileri-Hikaye Kitab1 (i-PiCSS), ortak hikaye
kitab1 okuma ve dogal Ogretim stratejileri konusunda ebeveynlere kogluk yapmak icin
tasarlanmistir. Bu programda, katilimci ebeveynler iletisim 6gretme stratejilerini dogru bir
sekilde uyguladilar ve ¢ocuklari iletisim becerilerinde gelisme gosterdiler. Bu calismanin
amact i-PiCSS'nin sosyal gecerliligini degerlendirmektir. Calismada nitel arastirma
kullanilmus ve yar1 yapilandirilmis ebeveyn goriismeleri yapimistir. Toplamda 6 veli ile
goriisiilmiistiir. Nitel gorlisme verileri tematik analiz yontemi kullanilarak yapilmustir.
Nitel analizler, programin sosyal gegerlilige sahip oldugunu ortaya koymustur.

Sorumlu Yazar: Yusuf Akemoglu, Dr. Ogr. Uyesi, Diizce Universitesi, Tiirkiye, yusufakemoglu@duzce.edu.tr, ORCID ID: 0000-

0001-6957-0085.

Atif icin: Akemoglu, Y. (2022). Online bir ebeveyn-aracili miidahale yonteminin sosyal gegerliliginin incelenmesi: nitel bir
yaklasim. Kirsehir Egitim Fakiiltesi Dergisi, 23(1), 643-670.
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Giris

Nitel aragtirma tarihsel olarak 6zel egitim calismalarinda bireysel vaka gozlemi bigimleri
olarak ve engelli bireylerin, ailelerinin ve egitim veren uzman ve 6gretmenlerin sesine kulak vermek
amaciyla kullanilmistir. Bununla birlikte, neyin kanit olusturduguna dair siirh goriisler ve fon (proje
Odenekleri) verenlerin tercihleri, 6zel egitim niteliksel ¢alismalarinin durumunu siiphesiz etkilemistir.
Buna binaen, Joshee (2008) soyle demistir, “Kanita dayali arastirmada degerli oldugu diistiniilen tek
kanit, pozitivistten esinlenen nicel arastirmalardan elde edilen kanittir; baska bir deyisle, dnemli olan
kanit, sayilabilecek kanittir” (s. 7). Nitel sorgulama, neyin ne oldugu veya neden veya nasil oldugu
hakkinda sorular1 yanitlayarak kalin agiklamalar (thick description) veya prosediirel bilgi gelistirmek
icin kullanilir (Carter ve Wheeler, 2019). Buna gore, Schwandt (2006) sunlar1 belirtmistir:

Kendini ve toplumu anlama hedefi i¢in nitel arastirma yontemlerinin degerini garanti eden

kapsamli kanitlara ve deneysel niteliksel yontemlerin basarili bir sekilde olusturulmasina

ragmen, [nitel arastirmanin] degeri, kanut hiyerarsisinin ¢alisma desenlerinin gegerliliklerine

gore siralanmasi gerektigini savunan elestirmenler tarafindan hatir1 sayilir bir siipheyle
karsilanmaya devam ediyor (s. 806).

Ozel egitimde nitel sorgulama, arastirmacilarin engelli bireylerin ve ailelerinin amaglarini,
degerlerini ve 6nceliklerini anlamalarini saglar (Carter ve Wheeler, 2019). Ayrica, engellilere yonelik
tutum ve inanclar gibi belirli konular1 arastirabilir ve engelli bireyleri ve yasamlarimi betimler.
Ornegin, sinifta neler oldugunu agiklamak icin kullamlabilir. Ayni sekilde nicel veriler iginde temsil
edilmesi zor veya yetersiz olabilecek Ogrenci veya Ogretmen tutumlarimi aciklamak igin de
kullarulabilir (Brantlinger ve digerleri., 2005). Nitel sorgulamada amag, giinliik hayatimizdaki belirli
fenomenleri anlamlandirmaktir (Patton, 2002). Ornegin, ozel egitimde bir aragtirmaci, engelli
¢ocuklarin hikayelerini ve miicadelelerini, ebeveynlerinin ve/veya &gretmenlerinin zorluklarin
anlamlandirmak igin nitel sorgulamayi kullanabilir (Carter ve Wheeler, 2019). Ozel egitim
arastirmacilar1 bilgi iiretebilir, glinliik paradigmalar1 anlamlandirabilir ve ¢ocuklar, ebeveynleri ve
toplum igin neyin anlamli oldugunu anlayabilir. Bu, cesitli titiz niteliksel metodolojiler yoluyla

basarilabilir (Trainor ve Leko, 2014).
Sosyal Gegerlilik Nedir?

Genel olarak sosyal gegerlilik, bir miidahalenin ¢ocuk, ailesi ve toplum igin ne kadar kabul
edilebilir, uygulanabilir, anlamli ve ilgili oldugunu ifade eder (Akemoglu ve digerleri., 2019; Chung
ve digerleri.,, 2020; Kazdin, 2011). “Sosyal gegerlilik” terimi, uygulamali davranis analizine dayali
arastirmalarda miidahalenin sosyal anlamliligi hakkindaki endiselerin anekdot raporlarindan
gelistirilmistir (Wolf, 1978). Bu nedenle, miidahalelerin uygunlugu ve anlamliligi, sosyal gegerliligin
Oziinii olusturur. Wolf (1978) ve Kazdin (2011) makalelerinde sosyal gegerliligi tanimlamis ve
Ol¢menin yollarini sunmustur. Her iki arastirmact da bir miidahalenin amaglarini, prosediirlerini ve
sonuglarini 6lgmeyi Onermistir. Sosyal gecerliligi incelemek, ebeveynlere ve ¢ocuklarina daha iyi

miidahale sistemleri baglami saglamada faydali olabilir (Carter ve Wheeler, 2019). Aragtirmacilar,

644
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sosyal gecerlik verilerini toplayarak, belirli bir stratejinin yararli, uygulanabilir ve etkili olup
olmadigini belirlemek iizere bilgi toplayip bu bilgileri anlamlandirabilirler (Trainor ve Leko, 2014).
Ayrica sosyal gecerlik verileri, bir miidahalenin 6niindeki engelleri ve zorluklar1 anlamaya yardimci

olabilir (Turan ve Meadan, 2011).
Sosyal Gegerlik Olgiimiinde Nitel Sorgulama

Nitel arastirma, bir fenomeni anlamay1 amaglar ve bdylece nitel tasarimlar, arastirmacilara,
dogal ortamlarda, ¢alismanin katilimcilarinin sesiyle fenomenin sistematik, derinlemesine, biitiinsel
incelemelerini yapma firsat1 verir (Brantlinger ve digerleri.,, 2005; Denzin, 2009). Sosyal gecerlik,
katilimcilarin algilarini anlamay: amaglar (McDuffie ve Scruggs, 2008) ve bu nedenle sosyal gecerliligi
incelemek igin nitel arastirma uygun yontem olabilir. Ornegin, bir aragtirmaci, bir konuyu
derinlemesine arastirmak yapmak ve farkli bulgular ortaya koymak i¢in nitel arastirma yontemlerini
kullanabilir. Patton'a (2002) gore, nitel yontemler “sayilarin arkasindaki hikayeleri anlatabilir, hedef
dahilinde olmayan anlamlar1 yakalayabilir ve nicel olarak ifade edilmesi zor olan sonuglarin

boyutlarini aydinlatabilir” (s. 152).

Nitel arastirma metodolojileri birgok arastirmaci tarafindan sosyal gegerlik degerlendirmesi
yapmak igin kullanilmistir. Ornegin, bir grup arastirmaci yardimc profesyonellerden
(paraprofessional) destek alma konusundaki deneyimlerini anlamak ve bu destegin sosyal olarak
gecerli olup olmadigini belirlemek icin zihinsel engeline sahip 16 0grenciyle goriismiis ve nitel veri
toplamustir (Broer ve digerleri., 2005). Arastirma ekibi, nitel verileri analiz etmek ve 6grenci algilarim
belirlemek i¢in tematik analiz kullanmistir. Nitel veriler, baz1 6grencilerin kendilerini damgalanmas,
yalniz ve utanmis hissettiklerini ortaya koymustur. Lyst ve digerleri (2005) nitel calismalarinda,
ogretmenlerin ve velilerin algilar1 hakkinda veri toplayarak erken okuma programlarinin sosyal
gecerliligini incelemistir. Arastirma ekibi, verilerini analiz etmek i¢in tlimdengelimli bir kodlama
yaklagimi kullandi. Arastirmacilar, yiiksek sosyal gecerliligin makulliik ve etkililikle iligkili oldugunu
oldugunu belirtmislerdir. Nitel veriler, nicel verileri (6rnegin, ortalama puan, oran veya Likert 6lgegi)
tamamlayabilir ve nitel sorgulama, sonuglarin anlamlandirilmasma ve yargilanmasma yardimeci
olabilir (Trainor ve Leko, 2014). Bu baglamda, Flyvbjerg (2001) belirli bir kategorinin yiiksek frekans
aldig1 ve boylece sonucun pozitif veya tam tersi oldugu sonucuna varmanin yetersiz oldugunu
tartismustir. Sosyal bilim arastirmacilarinin gesitli degiskenler ile nicel veriler (6r. siklik, oran veya
ortalama puan) arasinda daha derin bir iliski arastirmasi gerektigini vurgulamistir. Arastirmacilar
sosyal gecerlik Olciimii icin bir anket ve 6znel degerlendirme segseler bile, yargilarinin makul
niteliksel verilerle de destekleneceginin farkinda olmali ve anketlerdeki “sayilar”in Otesinde

degiskenleri ve anlamlarini agikliga kavusturmalidir (Akemoglu ve digerleri., 2019).
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Ozel Egitimde Sosyal Gegerlilik

Ozel egitim alanindaki aragtirmacilar uzun yillar boyunca cesitli miidahalelerin sosyal
gecerliligini incelemis ve sosyal gecerlilige yonelik sistematik incelemeler yapmistir (Kazdin, 2011;
Snodgrass ve digerleri.,, 2018). Ayrica sosyal gecerlilik, tek denekli arastirma (single-case research
methodology) metodolojisinde kalite gostergelerinden biri haline gelmistir (Horner ve digerleri.,
2005). Bazi arastirmacilar, kullanilan metodolojiler agisindan sosyal gecerlik degerlendirme
yontemlerini gelistirmek icin ¢aba sarf etmislerdir. Yine de daha siki yiiriitiilen sosyal gegerlilik
degerlendirmelerime ve kaliteli yontemlere ihtiya¢ vardir (Ledford ve digerleri.,, 2016; Trainor ve
Leko, 2014). Ornegin, sistematik bir alanyazin tarama calismasinda, Ledford ve digerleri (2016)
tarafindan 109 tek denekli deneysel arastirma calismasi incelenmistir. Ledford ve digerleri (2016) 109
¢alismanin yarisindan azimin sosyal gecerlik verileri bildirdigini bildirmistir. Baska bir calismada,
Snodgrass ve digerleri (2018), 2005 ve 2016 yillar1 arasinda alti biiyiik 6zel egitim dergisindeki
miidahale calismalarini gozden gecirmistir. Yazarlar, ¢alismalarin sosyal gegerlilik ii¢ boyutunu
(hedefler, prosediirler ve sonuglar) rapor edip etmediklerini incelemeyi amaglamis ve incelenen

¢alismalarin sadece %6,5'inin ii¢ boyutu da bildirdigini bildirmistir.

Sosyal gegerlilik degerlendirmeleri hangi miidahale yéntem ve/veya programlarinin engele
sahip bireyler ve aileleri igin uygun ve anlamli oldugunu belirlemeye yardimci olabilmektedir (Carter
ve Wheeler, 2019). Bu nedenle, arastirmacilar, sosyal gecerlilik degerlendirmesinin daha kaliteli ve
0zgiin olmasi igin yontem kilavuzlarina ihtiya¢ oldugunu belirtmislerdir (Ledford ve digerleri., 2016).
Bu nedenle, baz1 arastirmacilar, ii¢ boyutun (hedefler, prosediirler ve sonuglar) iiglinii de 6l¢gmek igin
oznel degerlendirme, nesnel degerlendirme ve sosyal veya normatif karsilastirma kullanmay:
Onermistir. Ayrica arastirmacilar, bu ii¢ boyutun miidahale Oncesinde, esnasinda ve sonrasinda
Olclilmesi gerektigini savunmustur. Bununla birlikte, ¢ogu arastirmaci, miidahale uygulamas1 6ncesi
veya sirasinda oldugu gibi, ebeveynler olmadan hedeflerin ve prosediirlerin sosyal gegerliligini dlger.
Fakat ¢cogu arastirmaci, hedeflerin ve prosediirlerin sosyal gegerliligini ebeveynler olmadan ve onlara
danismadan belirlemektedir. Ebeveynler, gelisimsel engeli olan veya gelisimsel gecikmeleri olan
kiiciik ¢ocuklara yonelik bir¢ok miidahalede onemli bir rol oynamaktadir. Hatta ebeveynler bazi
miidahaleleri bizzat kendileri uygulamay1 6grenmektedir. Bu tiir miidahalelere genellikle “ebeveyn

tarafindan uygulanan miidahaleler” veya ebeveyn-aracili miidahaleler” denir.
Ebeveyn-Aracili iletisim Miidahalelerinin Sosyal Gegerliligi

Ebeveynler, giinliitk etkilesimleri kullanarak c¢ocuklarinda Ogrenmeyi ve gelismeyi
kolaylastirabilirler. Ayn1 zamanda, ebeveynler, ¢ocuklarinin 6grenmesini desteklemek igin cesitli
karnita dayali stratejiler (evidence-based strategies) Ogrenebilirler (Akamoglu ve Meadan, 2019).
Ornegin, cocuklarinin iletisim partneri olmak icin belirli dogal dil ve iletisim &gretimi (DDI)

stratejilerini uygulamay1 Ogrenebilirler ve bu da engelli kiigiik ¢ocuklari i¢in olumlu sonuglar

646



KEFAD Cilt 23, Say1 1, Nisan, 2022

dogurabilir (Akamoglu ve digerleri., 2019; Kaiser ve Roberts, 2013). DDI stratejilerinin basarili bir
sekilde uygulanabilmesi icin aileler profesyonellerin destegine ihtiyacti duyar. Ebeveynlerin
miidahalenin gelistirilmesine dahil olmalar1 ve DDI stratejilerinin bireysellestirilmesi ve uyarlanmasi

calismalarina katilmalar1 6nerilir.

Arastirmacilar, ebeveyn tarafindan uygulanan miidahalelerin etkinliini incelerken, nitel
yontemler kullanarak sosyal gegerlilik degerlendirmesi de yapabilirler. Bir ebeveynin uyguladig:
miidahalenin sosyal gecerliligini degerlendirmek, miidahalenin uygulanabilirligini, kabul
edilebilirligini ve uygunlugunu anlamay1 kolaylastirabilir (Akemoglu ve digerleri., 2019; Trainor ve
Leko, 2014). Bir aile, bir miidahalenin uygulanabilir, kabul edilebilir ve ¢ocuklarmin gelisimi icin
uygun oldugunu algilarsa, miidahaleyi uygulama olasilig1 daha yiiksek olabilir (Wolf, 1978). Sosyal
gecerliligi incelemek igin gesitli yontemler vardir. Bu yontemlerden biri olan 6znel degerlendirme,
sosyal gecerlilik verilerinin toplanmasinda yaygin olarak kullanilmaktadir ve bir miidahalenin
uygulanabilirligi, kabul edilebilirligi ve uygunlugu ile ilgili insanlarin goriisleri hakkinda veri
toplamaya amagclar (Kazdin, 2011; Trainor ve Leko, 2014). Oznel degerlendirmedeki ana fikir,
insanlarin bir miidahalenin bazi prosediirlerini ve sonuglarini nasil algiladiklarini anlamaktir (Carter
ve Wheeler, 2014). Bunun i¢in arastirmacilarin bir hedef kitleye sahip olmasi ve su soruyu yarnitlamasi
gerekir: Kimden bilgi toplamak istiyoruz? Ornegin, arastirmacilar ebeveynlerle goriiserek sosyal
gecerlik verileri toplayabilirler. Bu goriismeler yapilandirilmis ve yar1 yapilandirilmis olmak tizere iki
bi¢cimde gerceklestirilebilir. Genel olarak, bu goriismeler acik uglu sorular igerir ve ebeveynlerden bir

calismanin etkinligini, prosediirlerini ve sonuglarini tartismalarini ister (Akemoglu ve digerleri., 2019).

Ebeveyn tarafindan uygulanan bir miidahale, Ebeveyn aracili Iletisim Stratejileri-Hikaye
Kitab1'dir (Parent implemented Communication Strategies-Storybook; PiCSS). PiCSS programi hem
yliz yiize (Akamoglu ve Meadan, 2019; Akemoglu ve Tomeny, 2021) hem de uzaktan yani internet
araciigiyla uygulanmis ve olumlu bulgular elde edilmistir. Uzaktan uygulanan program internet-
tabanli Ebeveyn aracili Iletisim Stratejileri-Hikaye Kitabi (internet-based Parent-Implemented
Communication Strategies; i-PiCSS) olarak isimlendirilmistir. I-PiCSS caligmalarinda ebeveynler DDI
stratejileri ve hikaye kitab1 okuma (HKOT) teknikleri tizerine egitim almistir. Egitim sonrasinda da
uygulama performanslarini artirmak {izere arastirmacilar tarafindan kogluk saglanmistir (Akemoglu
ve digerleri, 2021; Akemoglu ve digerleri., baskida). Akemoglu ve digerleri, ebeveynlerin DDI
stratejileri ve HKOT tekniklerini dogru bir sekilde uyguladiklarini ve bunun sonucunda da ¢ocuklarin

daha yanit verme ve iletisim baslatma sikliklarimin artigini bildirmislerdir.

Yiiz yiize uygulanan PiCSS programinin sosyal gegerliligi incelenmis ve sonuglar programin
sosyal gecerliginin oldugunu gostermistir (Bkz. Akemoglu ve digerleri., 2019). Fakat i-PiCSS internet

tabanli uzaktan egitim programiydi ve sosyal gegerliligi incelenmemisti. Bu nedenle bu ¢alismanin
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amaci i-PiCSS programinin sosyal gegerliligini ebeveyn goritismeleri araciligiyla dlgmektir. Asagidaki

arastirma sorular1 ¢alismaya rehberlik etmistir:
1. Katilimc ebeveynler, i-PiCSS programini ne olgiide sosyal olarak gegerli gormektedir?
2. Katilimca ebeveynlerin miidahalenin sosyal gecerliligi hakkindaki algilar1 nelerdir?
Yontem

Bu nitel ¢alismada tematik analiz yaklasimi kullanilmistir (Braun ve Clarke, 2006). Braun ve
Clarke (2006), teorik temeli olmayan nitel kavramlar igin tiimevarimsal analiz yapilmasmi
Onermektedir. Ayrica tematik analizde arastirmacilar tarafindan kodlar olusturulur ve bu kodlar
arastirmacilarin kavramsal yapilar olusturmasina yardimci olabilir (Yildirim ve Simsek, 2011). Bu
baglamda arastirmaci, amaca hizmet eden nitel verileri analiz eder ve islevsiz diger verileri analiz
etmez. i-PiCSS programinin sosyal gecerliligini degerlendirmek icin once arastirma sorularimizla
alakal1 alt sorular belirledik (Wolf, 1978). Daha sonra her bir arastirma sorusuna dayali olarak ilgili

veri kaynaklarini belirledik.
Arastirma Konumu ve Yeri

Bu calisma Amerika Birlesik Devletlerinin Alabama eyaletinde, i-PiCSS ¢alismalarinin bir
parcast olarak internet iizerinden (video konferans) tamamen ¢evrimici olarak yapilmistir (Akemoglu
ve digerleri.,, 2021; Akemoglu ve digerleri., baskida). Video konferans oturumlar igin arastirmaci
kendi bilgisayarini, ebeveynler ise bilgisayar veya akilli telefonlarim kullanmistir. Video konferanslar

Zoom araciligiyla yapilmistir.
Katilimcilar

Calismaya alti anne katilmistir ve bu annelerin ¢ocuklar1 OSB veya Down sendromu gibi
gelisimsel engele sahiptir. Katilimcilar, bu ¢alismaya i-PiCSS ¢alismalarinin katilimcilar: olarak dahil
edilmislerdir (Dahil edilme kriterleri i¢in bkz. Akemoglu ve digerleri., 2021; Akemoglu ve digerleri.,
baskida). Bu ¢alismada sadece anneler ile goriisme yapilmis olup, diger aile {iyeleri ile goriisme
yapilmamistir. Calismaya katilan iki ebeveyn Asyali-Amerikali (Kei ve Andrea) ve diger dort ebeveyn
de Beyaz Amerikal1 idi. Ebeveyn-cocuk demografik bilgileri igin Tablo 1'e bakiniz. Tiim katilimcilar

icin takma adlar kullanilmistir.
Veri Toplama

Arastirmaci (yazar) calisma Oncesi goriismeleri gergeklestirmis ve on ve son anketleri
sunmustur. Calisma sonrast goriismeler 0zel egitim alaninda lisansiistii egitim alan bir aragtirma
asistani tarafindan gergeklestirilmistir. Goriismeler yaklasik 30 dk. siirmiis, ailenin belirledigi bir

zamanda, video kayd1 alinarak Zoom iizerinden yapilmistir.
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iki ebeveyn olgegi kullanilmistir. Tlk &lgek, i-PiCSS'in sosyal gegerliligini degerlendirmek igin
calismadan ©6nce ve sonra gergeklestirilen 6n ve yari yapilandirilmis ebeveyn goriismeleriydi.
Gorilisme sorulart Akamoglu ve Meadan'da (2019) kullanilan goriisme sorularindan uyarlanmis ve (a)
¢ocugun sosyal iletisim becerileri, (b) stratejilerin uygulanabilirligi ve (c) miidahale hedefleri ile ilgili
bes acik uclu soru icermektedir. Gorlisme sorulari icin Tablo 2'ye bakiiz. Ikinci 6lcek, katilimer
ebeveynlere calismadan 6nce ve sonra tamamlamalar: igin verilen bir ebeveyn anketidir. Ebeveyn

anketi, katilimci ebeveynlerin HKOT ve DDI stratejilerine iligkin algilarini incelemistir.
Veri Analizi

Veri analizi siireci, verilerin desifre (transcription) edilmesi, kodlanmas: ve kategorilere
ayrilmasimi igermektedir. Tlk olarak, goriisme verilerini manuel olarak (el ile) desifre ettik. Tkinci
olarak, kodlar gelistirdik ve kodlar1 temalar halinde gruplandirdik. Daha sonra, kodlar olusturmak
i¢in Stauss ve Corbin'in (1990) {i¢ asamali prosediiriinii izledik. Ik asamada kategorileri se¢mek icin
verileri satir satir inceledik ve analiz ettik. Ikinci asamada kategoriler arasi baglantiyr kurmak igin alt
temalar olusturduk. Daha sonra kategorileri belirledik. Son olarak, ana kategorileri tanimlamak icin
secici kodlama yaptik. Bu sekilde alt temalar1 ebeveynlerin sagladig nitel verileri gruplandirmamizi
saglayan bir sistem gelistirdik. Katilimcilarin anonimligi takma isimler kullanilarak korunmustur.
Siirecin gtivenilirligini ve giivenilirligini test etmek icin veri ii¢cgenlemesi (data triangulation)
kullanilmistir. Bu nedenle, her bir ebeveyne kendi goriisme Ozetlerinin bir kopyasini gonderdik.
Ozetler hakkinda herhangi bir geri bildirimleri olup olmadigm ve dogrulugunu teyit edip
etmediklerini sorduk. Alt1 ebeveyn bize geri doniis yapti ve bizden baz1 kiiglik yazim hatalarimi

diizeltmemizi istedi.
Tablolar:

Tablo 1. Katilimc: Demografik Bilgileri

Ebeveyn-Cocuk Yas Cocuk Engel Tiirii Ebeveyn Egitim Diizeyi
Kei & Andrew 32 yasinda—- 38 aylik  Otizm spektrum bozuklugu Yiiksek lisans
Mara & Cooper 33 yasinda — 34 aylik  Gelisimsel gerilik Lisans

Alesha & Derek 28 yasinda — 32 aylik  Gelisimsel gerilik Lisans

Andrea & Alia 37 yaginda -39 aylik  Down sendromu Lisans
Hannah & Isabelle 36 yasinda — 36 aylik  Gelisimsel gerilik Yiiksek lisans

Maria & Henry 38 yaginda - 37 ayllk  Down sendromu Lise
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Tablo 2. Gériisme Sorulari

Sorular

i-PiCSS miidahalesinin ¢ocugunuz igin ne yapacagini umuyorsunuz?
Tletisim stratejileri ne kadar uygulanabilirdi?

Liitfen i-PiCSS miidahalesi hakkinda neyin etkili oldugunu agiklayin (0r. egitim, geri bildirim,
internet).
i-PiCSS miidahalesi cocugunuzun genel iletisim hedeflerini destekledi mi? Nasil?

Hem siz hem de ¢ocugunuz icin i-PiCSS miidahalesinin dogurdugu sonuglara iligkin goriisleriniz
nelerdir?

Arastirmanin Etik izinleri

Bu calismada “Yiiksekdgretim Kurumlar1 Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmas: gereken tiim kurallara uyulmustur. Yonergenin ikinci boliimii olan “Bilimsel
Aragtirma ve Yaym Etigine Aykiri Eylemler” baslhigi altinda belirtilen eylemlerin higbiri

gerceklestirilmemistir.
Etik kurul onay bilgileri (Kurumsal inceleme Kurulu onay1):
Etik onay komitesi ad1 = The University of Alabama
Etik onay kararinin tarihi= 19 Aralik, 2019
Etik onay belge numarasi=18-011-R1 ve 20-03-3411
Bulgular

Ebeveynlerin miidahale programinin sosyal gecerliligine iliskin bakis agisini belirtmek igin
miidahale baglamadan dnce ve miidahale siirecinden sonra ebeveyn goriismeleri yapilmistir. Ayrica,
katilimallar, i-PiCSS  miidahalesinden = memnuniyetlerini  derecelendirdikleri  bir  anketi
tamamlamislardir. Alti katilma i-PiCSS c¢alismasindan memnun veya ¢ok memnun olarak
derecelendirmis ve katilimcilar stratejileri 6grenmenin ve uygulamanin ¢ocuklar: igin eglenceli ve
faydali oldugunu da ifade etmislerdir. Nitel verilerin analizleri yapildiktan sonra, iki arastirma
sorusunun her birine iliskin verilerden {i¢ ana tema ortaya ¢ikmistir. Bu temalar sunlardir: (a)
¢ocuklarinin sosyal iletisim becerilerine yonelik hedefler, (b) prosediirlerin énemi ve faydalar1 ve (c)

¢ocuklarinin hedefleriyle ilgili olumlu sonuglar. Tablo 3, temalar1 ve alt temalar1 gostermektedir.

Tablo 3. Temalar ve Alt temalar

Temalar

Hedefler

o  Cocuk iletisim hedefleri

e Aileileilgili hedefler.
Prosediirler

¢ Kolaylik ve uygulanabilirlik

¢ Kogluk uygulamalar1
Sonuglar
o  Cocuk sonuglar

e Aile sonuglar1
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Hedefler

Calisma oncesi yapilan goriismeler analiz edildiginde, “hedefler” ana tema olarak belirmistir.
Hedef temasinin altinda iki alt tema ortaya g¢ikmustir: (a) ¢ocuk iletisim hedefleri, (b) aile ile ilgili
hedefler. Calisma Oncesi goriismelerin analiz sonuglarinda, dort ebeveynin “cocuk iletisim hedefleri”
ve iki ebeveyn hem iletisim hem de “aile ile ilgili hedefler” igin umutlarini paylastig1 belirlenmistir.
Ebeveynlerin sahip oldugu umut, ¢ocuklarina yonelik hedeflerini ve arastirmaya katilma isteklerini
sekillendirmistir. Hedefleri tartisirken Kei, ¢ocugunun iletisimine yonelik hedeflerini su sekilde ifade
etmistir:

Yakalayabilecegini umuyordum. Tam normal aralikta olmak zorunda degil, ama keske ayni

seviyedeki cocuklara yetisebilse ve daha fazla konusmay: Ogrenebilse ve yonergeleri ve
konusmalar1 anlayabilse.

Mara, oglu Cooper'in iletisim hedeflerini, onun yasi i¢in dil gelisimi agisindan kritik déniim
noktalarina ulasmasina olarak belirtti. “Onun igin hedefim, oniimiizdeki yil dil agisindan olmas:

gereken yerde olmas1” dedi. Bir diger anne olan Andrea, kiz1 Alia'nin iletisimi i¢in kurdugu hayalleri
sOyle paylast:

Onun [Alia] kelime dagarcigini artirmak istiyoruz. Iki kelimeyi bir araya getirmesini ve kiigiik
ciimleleri olusturmasini istiyoruz, hepsi su anda konusma. Onun dil kismini o kadar ¢ok
anladigini bildigimiz bir noktadayiz ki, sadece bu seyleri anlamli bir sekilde seslendirebilmesi
i¢in ona ihtiyacimiz var.

Benzer sekilde bir baska anne Hannah, "[Isabelle'in] ne yapmak istedigini sdylemesini istiyorum.
Mesela, 'Anne, disar1 ¢ikmak istiyorum' diyebilseydi, bu, sanki tiim hayatim orada kurulmus olurdu.
Yani, sadece kelimeler. Bir ciimle. Ciimleler harika olurdu.” Ozetle, veriler ebeveynlerin ¢ocuklarinin
ihtiyaclarinin farkinda olduklarini ve onlar igin belirli 6ncelikleri ve hedefleri oldugunu gosteriyor.
Cocuklar1 ve aileleri icin koyduklar1 hedefler gergekciydi. Arastirmacilardan veya egitimcilerden
destek alarak ¢ocuklari igin hedefledikleri kazanimlara ulasabilirler. Iletisim ve "aile ile ilgili hedefler"
ile ilgili olarak, Alesha kendisi ve ¢ocugunun iletisimi icin hedeflerini su sekilde paylasmuistir,
"Umarim onun hakkinda bu kadar sinirlenmeyi birakabilirim. Ailemin diger aileler gibi islemesini
istiyorum. Endiselenmeden bir alisveris merkezine, parka, restorana gitmemizi istiyorum. Umarim
onunla daha iyi iletisim kurabiliriz." Maria da ailesinin ve ¢ocugunun iletisimine yonelik hedeflerini
su sekilde not etti:

Onun i¢in en biiyiik hedefim arkadas edinmek. Mesela, gelecekte arkadas edinmesini, bir kiz

arkadasi, isi ve ¢ocuklar1 olmasini istiyorum. Diger ¢ocuklarimin onunla oynamasini, onunla

bir yerlere gitmesini isterim. Aksam yemegini yerken, onun bizimle yemek, okul ve diger
seyler hakkinda konusabilmesini istiyorum.

Prosediirler

Ebeveynler DDI stratejilerinin hikaye kitab1 etkinliginde uygulanabilirligini degerlendirdiler.
Algilarini ¢alismada gordiikleri prosediirlere dayandirdilar. “Prosediirler” temasi iginde iki alt tema

ortaya ¢ikmustir: (a) kolaylik/uygulanabilirlik, (b) egitim/kogluk prosediirleri.
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“Kolaylik/uygulanabilirlik” alt temasmna baglaminda, alt1 ebeveyn de i-PiCSS strateji ve
tekniklerinin uygulanmasinin kolay oldugunu belirtmistir. C)rnegin Andrea, "Bunlarin [iletisim
stratejilerinin] uygulanmas1 oldukga basitti. Bazilari, bana kullanmam gereken teknikleri hatirlatict
nitelikteydi ve bu isimi kolaylastirdi." Kei, DDI stratejilerinin “...oldukga kolay ve anlasilmasi kolay”
oldugunu belirtti. Ayrica okuma tekniklerinin “...net ve kullanimi oldukga kolay” oldugunu kaydetti.
Bir diger anne Mara goriislerini su sekilde ifade etti:

Bunlan [iletisim stratejileri] kullanmak ¢ok kolaydi. Bunlar1 diisiinmeden uygulamam biraz

zaman aldi ama kontrol listesine sahip olmak buna alismama yardima oldu. Bir kez alisinca,
bakmama bile gerek kalmadi ¢iinkii hatirladim ve kullanmam kolay oldu.

Alesha, hedeflenen iletisim stratejilerine daha 6nce maruz kalmasini ancak sinurli kullanimimi su
sekilde agikladi, “Bunlarin [iletisim stratejilerinin] kolay oldugunu diistindiim. Bazi teknikleri
konusma terapilerinde duymustum ama bu ¢alismadan sonra daha sik uygulamaya basladim. Okuma
sirasinda kullanimlarmin oldukca kolay ve dogal olduklarini hissettim.” Hannah ise, okuma

teknikleri kontrol listesi ilgili olarak sunlar1 soyledi:

Manuel planlamaya ihtiyact olan insanlardan biriyim. Mesela, telefon planlayicisiyla
ugrasamam clinkii gercek bir takvime ihtiyacim vardir. [Arastirmaci] bana bir kitap ayraci
[kontrol listesi] alacagimi soylediginde, “Tanriya siikiir!” dedim. Ciinkii bilirsiniz, genellikle
Ogretirken, tiim adimlarimi veya tahtadaki bir giindemi hatirlamam icin kopya g¢ekmeye
yardimcr olabilecek cizelgeler olur. Bu hatirlaticiya [kontrol listesi] sahip olmak kesinlikle
isimi kolaylagtirdi.

Iki ebeveyn de egitim ve kogluk sirasinda aldiklari destek diizeyinin stratejileri basarili bir
sekilde uygulamalarina yardimc: oldugunu bildirdi. Maria, teknikleri uygulamak icin bilgi ve

becerilerini gelistirme konusundaki deneyimlerine iliskin sunlar1 paylasti:

Evet, her bir gercek teknigin ne oldugunu ve hatta onlart ne zaman kullanacagimi, ne zaman
entegre edecegimi, ne zaman digerine gececegimi, nasil yapacagimi iyi bir sekilde
anlamadiysam, 6nce o egitimi almam gerektigini hissediyorum. Bir adimdan digerine atlamak
icin ne kadar beklemem gerektigi. Ve sonra akis semasini da takip etmem gerektigi. Olay
sadece teknikleri kullanmak degildi — teknikleri belirli bir sekilde kullanmakti. Egitim
olmasaydi bagarabilecegimi sanmiyorum. Once o temele ihtiyacim vardi. Hannah da kogluk
seanslarinin etkinligini su sekilde agikladu:
Bence onlar [kogluk seanslar1] ¢ok etkiliydi, ¢linkii daha once de sOyledigim gibi,
seanslarin disinda bir¢cok 6grenme oluyor ve bazen yeniden planlamaniz gerekiyor,
ozel ihtiyaglar1 olan bir ¢ocugunuz oldugunda ¢ok sey oluyor. Ve kontrol listesine
ihtiyacom varmis gibi hissediyorum. ilk once, ne yaptigimi bilmek icin o temel
seanslarina ihtiyacim vardi. Aradaki zamanlar i¢in ve hatta hikaye kitabi okuma
alistirmast yapip yapmaya devam ederken bile kendimi yenilemek igin kontrol
listesine ihtiyacim vardi. Ve o [kog] ve ben birlikte calisip oglum igin bunu
bulabilecegimizi hissediyorum. Bunu tek bagima yapabilecegimi sanmiyorum.

Genel olarak, veriler, ebeveynlerin miidahale stratejilerini, 6grenmeyi ve uygulamay: kolay bulduklar:
icin uygulanabilir olarak algiladiklarini gostermektedir. Ayrica hem egitim hem de kogluk
prosediirleri Ogrenmelerini destekledigi icin prosediirleri uygulanabilir bulduklarmi rapor

etmislerdir.
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Sonuglar

Ugiincii tema olan “sonuglar”in iki alt temasi olarak: (a) ¢ocukla ilgili sonuglar ve (b) aile ile
ilgili sonuglar belirmistir. Her iki alt tema da sonuglar parametresi kapsamindadir. Calisma sonrasi
yapilan goriismeler analize edildiginde, {i¢ ebeveynin, “¢ocuklarla ilgili sonuglar” hakkinda goriis
bildirdigi gortlmiistiir. Ornegin Mara, Cooper'mn iletisim stratejilerini okuma etkinliginden diger
etkinliklere nasil tasidig ile ilgili yorum yapti. “Bence bir¢ok yeni kelime &grenmis. Ornegin,
balkabag tarlasina gittik ve 'Anne bu bir...' dedi ve 'bu bir balkabag1' demem igin balkabagin isaret

etti.” Bir diger anne, Maria ¢ocuk sonuglarindan ¢ok memnun kaldigini asagidaki ciimlelerle ifade etti:

Evet, koydugum hedefleri asti ve Henry'nin heniiz hazir olmadigini diisiinmedigim igin
hentiz koymadigim hedeflere ulastigini hissediyorum. Ve simdi simirin gokyiizii oldugunu
hissediyorum ve onu geride tutuyorum [giiltiyor]. Diiriist olmak gerekirse, hayat varolunu
ortaya koyuyor. O [Henry] bir seyler yapmaya calistyor. Sadece, bu [i-PiCSS programi] onu
uyum becerilerinde, sosyallesmede bu olgunluk diizeyine getirdi, su anda {istesinden
gelebilecegi duyusal sorunlar bile var. Bu ¢alisma igin gergekten faydali olanin tutarlilik ve
siklik oldugunu distinliyorum. Her seyin olmasi gerektigi gibi yerine oturdugunu
hissediyorum.

Hannah, ¢alismanin ¢ocugunun iletisimi i¢in faydalarini soyle aciklamistir:

fletisim kurmasina yardimai olan her seyin genel hedefleri destekleyecegini diisiiniiyorum,
¢iinkii bu bir seylerin yapi tasidir. Ve kesinlikle, bu ¢alismanin bir pargasi olarak yaptigimiz
her sey ailem icin faydali oldu. Artan bir kelime dagarcig1 gordiik, clinkii kitaplarda daha
once maruz kalmadig: seyler var. Kitaplarla iliski kurma bi¢imi nedeniyle, bu [yeni] kelimeleri
kapti. Daha 6nce maruz kalmis olabilecegi, ancak giinliik kelime dagarciginda gergekten
kullanmadigi, simdi dikkatimizi ¢ekebilecegi seyler olabilir.

"Aile sonuglar1” ile ilgili olarak Kei, i-PiCSS'nin etkisini su sekilde agiklamistir:

Etkili ve verimliydi. Bu ¢alisma i¢in ¢ok minnettarim ¢iinkii ¢cocuguma eskisinden farklh bir
sekilde nasil okumam gerektigi konusunda bana ¢ok yardimci oluyor. Bir aile olarak,
okumaktan simdi daha fazla zevk aliyoruz ve ben ve kocam ¢ocugumuzun nasil bityiidiigii
konusunda daha mutluyuz gibi hissediyorum.

Ailesinin okumaktan keyif aldigini belirten Alesha su ifadelere yer vermistir:

Tim tekniklerin ve stratejilerin bizim igin gercekten etkili oldugunu sdylemek istiyorum.
Okumak ailemiz igin eglenceli bir aktivitedir. [Derek] hepsinden keyif aldi ve son
goriismemizde ona [koga], [Derek]'in artik kocamin ona kitap okumasina izin vermeyecegini
sOyledim. Kitab1 bana getirecek ve 'Hayir. Anne sen oku' diyecek ve bu da bir sey. Ailemiz
daha iyi hissediyor ve bu programa katildigimizdan beri daha iyi ¢alistigimizi hissediyoruz.

Son olarak da Andrea sunlar1 not etmistir:
Elbette, evet. Bir aile olarak ilerleme kaydettik. Demek istedigim, [Alia] sesli yanit vermeye
baslad1 ve kelimelerimiz artt1 ve hatta ciimleler ve ifadeler kullanmaya basladi, bu daha 6nce
sahip olmadigimiz bir seydi, bu ylizden muazzam bir ilerleme oldu. Ama daha da onemlisi,

biz bir aile olarak ¢ok fazla endise duymadan gezilere ¢ikabiliyoruz ¢iinkii biliyorum, onunla
iletisim kurabiliyorum. Onu anlayabiliyorum ve ona her seyi aciklayabilirim.

Gorligmelere ek olarak, ebeveynler i-PiCSS calismasi, dogal Ogretim stratejileri ve kitap

okuma teknikleri ile ilgili memnuniyetlerini soran bir memnuniyet 6lgegi (1 = diisiik; 5 = yiiksek)
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doldurdu. Tiim katilimci ebeveynler, calisma sonrasi anketteki tiim maddeleri 4 veya 5 ile
derecelendirmistir. Sonug¢ olarak, ebeveynler c¢alismadan yiiksek memnuniyet bildirmis ve
miidahalenin sosyal olarak gegerli oldugunu belirtmislerdir. Ayrica, ¢ocuklarmin sosyal iletigim

becerilerini gelistirmek i¢in kullanabilecekleri pratik beceriler kazandiklarin bildirmislerdir.
Tartigsma

Bu calismanin birincil amaci, yar1 yapilandirilmis goriismeler yoluyla i-PiCSS programinin
sosyal gecerliligini degerlendirmektir. Alt1 ebeveyn de i-PiCSS programimin amagclarmin,
prosediirlerinin ve sonuglarinin sosyal olarak gegerli ve énemli oldugunu bildirmistir. Bu bulgu, iki
ayrt1 calismada (Akemoglu ve digerleri, 2021; Akemoglu ve digerleri., baskida) bildirilen,
ebeveynlerin uygulamasinda ve hedeflenen stratejilerde bir artis oldugunu gosteren gozlemsel ve
deneysel verilerle desteklenmistir. Goriisme verileri, ebeveynlerin yeni stratejileri basarili bir sekilde
ogrendigini ve ¢ocuklari ile yiiksek dogrulukla uyguladiklarini gostermektedir. Bu sonuglar, ebeveyn
aracili miidahaleler hakkinda olumlu sonuglar bildiren diger arastirmacilarin bulgulariyla benzerlikler
gostermektedir (6rn.,, McDuffie ve digerleri., 2013; Meadan ve digerleri., 2016). Bu calisma, engele
sahip kii¢lik ¢ocuklarin ebeveynleri ile uzaktan uygulanan bir miidahalenin sosyal gegerliligini
anlamak icin nitel bir yaklasim kullanarak mevcut literatiirii genisletmektedir. Sosyal olarak gecerli
miidahaleler 6nemlidir ¢ilinkii ebeveynlerin calismaya katilimini artirabilirler (Wolf, 1978). Bu
nedenle, mevcut calisma, bireysellestirilmis ebeveyn egitim ve koglugunun, ebeveynleri iletisim
miidahalelerini kullanmak i¢in desteklemede etkili oldugunu ortaya koymaktadir. Mevcut ¢alismanin
bulgulari, miidahale ¢alismalariin sosyal gegerliligini de degerlendiren ve olumlu sonuglar bildiren
diger arastirmacilarin bulgulariyla uyumludur (Akemoglu ve digerleri., 2019; Chung ve digerleri.,

2020).

Sosyal gecerlilik degerlendirmesinin temel amaglarindan biri, miidahalenin alicilar tarafindan
kabul edilip edilmedigini ve uygulanip uygulanmadigini anlamaktir (Wolf, 1978). Katilimc
ebeveynler, miidahale programimi c¢ocuklar1 icin kolay, uygulanabilir ve faydali olarak
algiladiklarinda, bunu giinliik rutinlerine entegre etme olasiliklari daha yiiksek olacaktir. Ote yandan,
tam tersi olabilir ve katilimc1 ebeveynler programi ¢ok uygulanabilir, gegerli ve 6nemli bulmayabilir.
Bu durumda, ¢ocuklar ile uygulama olasiliklar1 daha diisiik olacaktir. Ancak bu, arastirmacilara
miidahalelerini gozden gecirme, degistirme ve iyilestirme sans1 verir (Akemoglu ve digerleri., 2019).
Aragtirmacilar, miidahalelerinin farkli yonlerini gelistirerek, ¢alismalarini biiyiitme ve daha fazla

katilimcrya ulasma secenegini kesfedebilirler.

Genel olarak, mevcut ¢alismada, ebeveynler ve algilar1 hakkindaki bulgular umut vericidir.
Bulgular, i-PiCSS programinin gelistirilmesine yardimci olacak olmasmin yami sira, diger
arastirmacilarin sosyal gegerliligin onemini dikkate almalar: i¢in de faydali olabilir. Bugiine kadar,

ebeveynlerin uyguladig1 miidahalelere iliskin ebeveynlerin bakis agilarini incelemek igin ¢ok az
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arastirma yapilmistir. Sosyal gecgerliligi 6l¢gmek, ebeveynlerin bir miidahalenin uygulanabilirligi ve
etkinligi hakkindaki algilarin1 anlamaya yardimci olabilir. Ebeveynler prosediirleri uygulanabilir,
kabul edilebilir ve etkili bulduklarinda, miidahaleyi kullanma olasiliklar1 daha yiiksek olacaktir
(Horner ve digerleri.,, 2005). Bu nedenle, arastirmacilarin aileler yonelik anlamli miidahaleler
tasarlayabilmeleri i¢in ebeveynlerin algi ve goriislerini incelemek 6nemlidir. Son olarak, arastirma
katilimcilarinin engelli ¢ocuklara yonelik bir miidahaleye iliskin bakis acilar1 hakkinda daha fazla
bilgiye ihtiyactmiz vardir (Akemoglu ve digerleri, 2019). Arastirmacilar, katiimcimin da bir
miidahaleye iliskin algilarini anlamak i¢in sosyal gecerliligi 6lcebilir ve 6l¢melidir. Bu, katilimcilarin
miidahaleyi uygulanabilirligi, uygunlugu ve kabul edilebilirligi acisindan anlamli bulup

bulmadiklarini anlamaya yardimei olur (Horner ve digerleri., 2005).
Calismanin Alana Etkileri

Bulgularin 6nerdigi iki 6zel sonug vardir. ilk olarak, sosyal gecerlik verilerinin bulgulari, daha
sonra ailelerin bir miidahalenin 6nemini anlamalarina yardimci olmak igin kullanilabilecek gozlemsel
verileri dogrular. Aileler etkili ve ¢ocuklarina fayda saglayacak uygulamalar ararlar. Bu nedenle
egitimcilerin uygulanabilir ve etkili uygulamalar aramas1 onemlidir (Ledford ve digerleri., 2016).
Ikincisi, egitimciler bir ailenin sahip oldugu degerleri, hedefleri ve ncelikleri dikkate almalidir giinkii
bunlar uygun miidahale amagclarini ve prosediirlerini belirlemede ©nemlidir. Sosyal gegerliligin
degerlendirilmesi, egitimcilere ebeveynlerin ve ¢ocuklarinin seslerini dinleme ve ¢ocuklari ve aileleri
icin 6nceliklerini, endiselerini ve hedeflerini anlama firsat1 verir. Genel olarak hem egitimciler hem de

arastirmacilar sosyal olarak gegerli ve dnemli uygulamalar ve miidahaleler aramaya devam etmelidir.
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Introduction

Qualitative research is frequently used in disability studies for observation and to provide a
voice to individuals with disabilities, their families, service providers and communities (Trainor and
Leko, 2014). However, influence from research financiers and even what constitutes as evidence are
having an effect on special education qualitative studies. Joshee (2008) stated, “the only evidence that
is considered worthy in evidence-based research, therefore, is that which is gathered through
positivist-inspired quantitative studies; in other words, the evidence that counts is evidence that can
be counted” (p. 7). A Qualitative Inquiry (QI) should be used to develop detailed descriptions and
procedural knowledge, to answer questions about what is happening, or why, or how it is happening
(Carter and Wheeler, 2019). Additionally, Schwandt (2006) stated the following;:

Despite extensive evidence warranting the value of qualitative ways of knowing for the goal

of understanding self and society and despite the successful establishment of a body of

empirical qualitative methods, the value of QI continues to be met with considerable

skepticism by critics committed to the notion that there is a hierarchy of evidence in terms of
which one can rank study designs according to their decreasing internal validity. (p. 806)

A qualitative inquiry in special education allows researchers to understand the goals, values,
and priorities of individuals with disabilities and their families (Carter and Wheeler, 2019). Moreover,
it can be used to investigate certain issues such as societal attitudes and beliefs toward people with
disabilities, and also describe individuals with disabilities and their lives. For instance, QI may be
used to describe what is happening in the classroom, or to explain student or teacher attitudes, which
may be difficult or even insufficient for representation with quantitative data (Brantlinger et al., 2005).
In QI, the goal is to find meaning in specific phenomena from our daily lives (Patton, 2002). For
example, in special education, a researcher can use QI to make sense of the stories and struggles of
children who have disabilities and the challenges of their parents or teachers (Carter and Wheeler,
2019). This is worth understanding more and is something that can be achieved through QI. Special
education researchers can facilitate knowledge, make sense of day-to-day paradigms, and understand
what is meaningful for children, their parents and society. All this can be achieved through a variety

of rigorous qualitative methodologies (Trainor and Leko, 2014).
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What is Social Validity?

In general, social validity refers to how acceptable, feasible, meaningful, and relevant an
intervention is for a child, his/her family, and society (Akemoglu et al., 2019; Chung et al., 2020;
Kazdin, 2011). The term “social validity” was developed after anecdotal reports of concerns about the
social meaningfulness of interventions in applied behavior analysis-based research (Wolf, 1978). Thus,
relevance and meaningfulness of these interventions constitute the core of social validity. In published
articles, Wolf (1978) and Kazdin (2011) defined social validity further and offered ways to measure it.
Both researchers suggested quantifying the goals, procedures, and outcomes of an intervention. In
addition, they proposed measuring participant satisfaction with the outcomes. Examining social
validity can be beneficial in providing parents and their children with a better context for intervention
systems (Carter and Wheeler, 2019). By collecting social validity data, researchers can make sense of
useful information to determine if a specific strategy is useful, feasible and effective (Trainor and
Leko, 2014). Moreover, social validity data can help us understand the barriers and challenges of an

intervention (Turan and Meadan, 2011).
Qualitative Inquiry in the Measurement of Social Validity

Qualitative inquiries aim to understand a phenomenon better, and so qualitative designs give
researchers an opportunity to conduct systematic, in-depth, holistic examinations of phenomenon in
natural settings with participants’ voices in the study (Brantlinger et al., 2005; Denzin, 2009). Social
validity aims to understand participant perceptions (McDuffie and Scruggs, 2008) and therefore
qualitative research can be appropriate form of examination. For example, a researcher can use
qualitative methods to conduct an in-depth investigation to further explore a topic and uncover
different findings. According to Patton (2002), qualitative methods “can tell the stories behind the
numbers, capture unintended impacts and ripple effects and illuminate dimensions of desired

outcomes that are difficult to quantify” (p. 152).

Qualitative research methodologies have been used to conduct social validity assessments by
many researchers worldwide. For example, 16 students with intellectual disabilities were interviewed
in order to understand their experiences in receiving support from paraprofessionals and determine if
it was socially valid (Broer et al, 2005). The research team used a thematic analysis to analyze
qualitative data and identify student perceptions. Results showed that some students reported feeling

stigmatized, lonely and embarrassed.

In their qualitative study, Lyst and colleagues (2005) examined the social validity of their early
reading program by collecting data on teacher and parent perceptions. The research team used a
deductive coding approach to analyze their data. The authors noted that high social validity was
related to reasonableness and effectiveness and aligned with low levels of disruption in the classroom.

Qualitative data can then supplement quantitative data (e.g., mean score, rate, or Likert scale) and QI
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can help to determine meaning and make judgements from the results (Trainor and Leko, 2014). In
this regard, Flyvbjerg (2001) stated that it is insufficient to simply conclude that a certain category
receives a high frequency, so the result is positive, or vice versa. He emphasized that social science
researchers need to investigate deeper relationships between various variables and the quantitative
data (e.g., frequency, rate, or mean score). Even if researchers utilize a questionnaire and subjective
evaluation to measure social validity, they should be aware that their judgment will also be supported
by reasonable qualitative data and need to clarify variables and their meanings beyond the “numbers”

from the questionnaires (Akemoglu et al., 2019).
Social Validity in Special Education

For many years, researchers in the field of special education have examined social validity of
different interventions and systematic reviews have been conducted on social validity (Kazdin, 2011;
Snodgrass et al., 2018). Moreover, social validity has become one of the quality indicators in single-
case research methodology (Horner et al., 2005). Some researchers have made efforts to advance social
validity assessment designs in terms of methodologies used. Though, there is still a need for more
rigorous social validity assessments (Ledford et al., 2016; Trainor and Leko, 2014). For example, in a
systematic review study, 109 single case experimental design (SCED) studies were reviewed by
Ledford and colleagues (2016). Ledford et al. (2016) reported that in 109 studies, less than half
reported social validity data. In another study, Snodgrass et al. (2018) reviewed intervention studies in
six major special education journals between 2005 and 2016. The authors sought to determine if the
studies reported the dimensions of social validity: goals, procedures, and outcomes Snodgrass and

colleagues found that only 6.5% of the reviewed studies reported all three dimensions.

Social validity assessments are needed as they help researchers identify what is feasible and
meaningful for certain disability groups and their families (Carter and Wheeler, 2019). Thus,
researchers have discussed the fact that there is a need for clear guidelines to improve the
thoroughness and quantity of social validity assessments (Ledford et al., 2016). Some researchers have
suggested using subjective assessments, objective assessments and social or normative comparisons to
measure all three dimensions (i.e., goals, procedures, and outcomes). Moreover, researchers suggest
measuring natural change agents’ (e.g., parents) perceived acceptability of the determined
intervention goals and procedures prior to implementing an intervention or during the intervention
phase to ensure that the intervention procedures are seen as feasible and easy to implement. However,
most researchers measure the social validity of goals and procedures without parents. Parents do play
an important role in many interventions for young children with developmental disabilities and
delays, though, and even learn to implement some types of interventions themselves. This is often

referred to as a “parent-implemented intervention.”
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Social Validity of Parent-Implemented Communication Interventions

Parents can facilitate learning and development in their children by using everyday
interactions. A variety of evidence-based strategies can be used to promote adolescent learning
(Akamoglu and Meadan, 2019). For example, parents can learn to implement specific naturalistic
communication teaching (NCT) strategies to become their children’s communication partners, which
in turn can result in positive outcomes for kids with disabilities (Akamoglu et al., 2019; Kaiser and
Roberts, 2013). For NCT strategies to be implemented successfully, families need support from
professionals. It is recommended that parents be involved in the development of the intervention and

participate in individualizing and tailoring NCT strategies based on the child’s language needs.

While examining the effectiveness of the parent-implemented interventions, researchers can
also conduct social validity assessments using qualitative methods. Assessing the social validity of a
parent implemented intervention can facilitate understanding the feasibility, acceptability, and
relevance of the research (Akemoglu et al., 2019; Trainor and Leko, 2014). If a family perceives an
intervention to be feasible, acceptable, and relevant for their child’s development, they may be more

likely to implement the intervention themselves (Wolf, 1978).

A variety of methods are available to examine social validity. One of these, subjective
evaluation, is widely used to collect social validity data. It focuses on collecting information about
people’s perceptions related to an intervention’s feasibility, acceptability, and relevance (Kazdin, 2011;
Trainor and Leko, 2014). The main idea of subjective evaluation is to understand how people perceive
certain procedures and outcomes of interventions (Carter and Wheeler, 2014). To do so, researchers
must have a target population answer the following question: Who do we want to collect information
from? A group of teachers or parents can be choses, since both can observe an intervention’s effect on
a child. For example, researchers can collect social validity data by interviewing parents, which can be
conducted in one of two formats: structured and semi-structured. In general, these interviews contain
open-ended questions and ask parents to discuss a study’s effectiveness, procedures, and outcomes

(Akemoglu et al., 2019).

One parent-implemented intervention is Parent implemented Communication Strategies-
Storybook (PiCSS). The PiCSS program was found to be promising when it was implemented in
person (Akamoglu and Meadan, 2019; Akemoglu and Tomeny, 2021) and via telepractice (internet-
based Parent-Implemented Communication Strategies; i-PiCSS; Akemoglu et al., 2021; Akemoglu et al., in
press). In these studies, parents were trained and coached on reading techniques (RTs) separated into
“before” (e.g., offering book choices), “during” (e.g., using attention-getters), and “after” (e.g., saying
“all done”) and three naturalistic communication teaching (NCT) strategies: modeling, mand-model
and time delay. Akemoglu and his colleagues reported that the parents implemented the RTs and

NCTs with fidelity, and children responded and initiated action more frequently. Individualized and
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systematic parent coaching and targeted naturalistic communication teaching during shared reading
make this program applicable during shared reading. These results are especially important because
socially valid interventions increase the likelihood of parents continued use of the strategies they learn

during interventions.

The PiCSS program was conducted in person and found to be socially valid (see Akemoglu et.
al.,, 2019). However, the i-PiCSS program was conducted online and as such, the purpose of this study
is to explore whether the i-PiCSS program was socially valid when implemented by parents. The
social validity (acceptability and importance) of the i-PiCSS program was examined using interview
data from two different studies (Akemoglu et al.,, 2021; Akemoglu et al., in press). The following

research questions guided this study:
1. To what extent do parents perceive the i-PiCSS program as socially valid?
2. What are the perceptions of the parents about the social validity of the intervention?
Method
Study Design

A thematic analysis approach was employed in this qualitative study (Braun and Clarke,
2006). Braun and Clarke (2006) suggest conducting an inductive analysis for qualitative concepts that
have no theoretical basis. Moreover, in a thematic analysis, codes are created by researchers which
could assist researchers to generate conceptual structures (Yildirim and Simsek, 2011). In this regard, a
researcher analyzes and includes relevant qualitative data analyzed, while excluding irrelevant data.
To assess the social validity, we first identified detailed sub-questions for research related to the i-
PiCSS program (Wolf, 1978). We then identified relevant data sources based on each research

question.
Research Location and Setting

This study took place in Alabama, in the United States, and was conducted completely online
via the internet using videoconferencing as part of the i-PiCSS studies (Akemoglu et al., 2021;
Akemoglu et al., in press). Computers or smartphones with Zoom were used for all videoconference

sessions.
Participants

Participants of the study were six parents (mothers) of young children with developmental
disabilities (e.g., ASD, Down syndrome, and developmental delay). They were recruited as part of the
i-PiCSS studies (See Akemoglu et al., 2021; Akemoglu et al., in press for recruitment criteria). Only the
participating mothers were interviewed; children or other family members were not interviewed. Two

parents were Asian-American (Kei and Andrea), and all other four families where Caucasian-
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American. See Table 1 for parent-child dyad demographic information. Pseudonyms were used for all

participants.
Data Collection

A researcher conducted pre-study interviews and delivered pre-and-post surveys. A graduate
research assistant in special education conducted post-study interviews to minimize parent response
bias. All interviews were conducted via Zoom. The interviews were held at a time convenient to the

family, recorded and lasted about 30 min.

Two parent measures were used. The first was pre- and post-semi-structured parent
interviews conducted before and after the study to assess the social validity of i-PiCSS. Interview
questions were adapted from ones used in Akamoglu and Meadan (2019) and included five open-
ended questions related to (a) the child’s social communication skills, (b) feasibility of the strategies
and (c) interventions goals. See Table 2 for interview questions. The second measure was a parent
survey that was given to the participants to complete before and after the study. The parent survey

examined the participating parents’ perceptions regarding shared reading and NCT strategies.
Data Analysis

The Data analysis process included transcribing, coding, and categorizing all data. First,
interview data was transcribed manually (by hand). Second, codes were developed and grouped into
themes, following Stauss and Corbin’s (1990) three-stage procedure to generate codes. In the first
stage, the data was reviewed and analyzed line by line to select categories. Next, sub-themes were
created to establish a connection between categories. Categories were then identified and finally,
selective codifying was conducted to define main categories. In this way, a system was developed that
allowed the sub-themes to be grouped according to parents’ qualitative data. Participant anonymity

was ensured by using pseudonyms.

Data triangulation was employed to test the credibility and trustworthiness of the entire
process and a copy of each individual analysis summary was sent to each parent. They were asked if
they have any feedback about the summaries and whether they confirm their accuracy. All six parents

responded to member checks and asked us to correct some minor spelling errors.
Tables:

Table 1. Participant Demographic Information

Parent-Child Age Child Disability Parent Education
Kei & Andrew 32 years — 38 months Autism spectrum disorder =~ Master’s degree
Mara & Cooper 33 years — 34 months Developmental delay Bachelor’s degree
Alesha & Derek 28 years — 32 months Developmental delay Bachelor’s degree
Andrea & Alia 37 years — 39 months Down syndrome Bachelor’s degree
Hannah & Isabelle 36 years — 36 months Developmental delay Master’s degree

Maria & Henry

38 years — 37 months

Down syndrome

High school diploma
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Table 2. Interview Questions

Questions
What do you hope the i-PiCSS intervention will do for your child?
How feasible were the communication strategies to incorporate into storybook reading?

Please describe what was effective about the i-PiCSS intervention (i.e., training, feedback, internet).
Did i-PiCSS intervention support your child’s overall communication goals? How?

What is your perspective on the outcomes of the i-PiCSS intervention, for both you and your child?

Ethical Approval of Research

All rules are stated to comply within the scope of the “Higher Education Institutions Scientific
Research and Publication Ethics Directive”. None of the actions mentioned fall under the heading of

“Actions Against Scientific Research and Publication Ethics”, which is the second part of the directive.
Ethics committee approval information (Institutional Review Board approval):
Ethical approval committee name= The University of Alabama
Date of ethical approval decision= December 19, 2019
Ethical approval document number= 18-011-R1 and 20-03-3411
Results

Interviews were conducted with parents before interventions began and again after to provide
qualitative data indicative of parental perspective on the social validity of this approach to
intervention. Participants completed a survey rating their satisfaction with the i-PiCSS intervention.
All six participants marked “satisfied” or “very satisfied” with the i-PiCSS study. During interviews,
participants also expressed that learning and applying the strategies was enjoyable and beneficial for
their children. Following an analysis, three main themes emerged from the data with respect to each
of the two research questions. These are: (a) goals for children’s social communication skills, (b) the
importance and benefits of the procedures, and (c) positive outcomes related to their children’s goals.

Table 3 highlights the themes and sub-themes.

Table 3. Themes and subthemes

Themes
Goals
¢  Child communication goals

e Family related goals
Procedures

o Ease/Feasibility

e Coaching practices
Outcomes

e  Child related outcomes
e Family related outcomes
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Goals

During pre-study interviews, “goals” emerged as the main theme. When families elaborated
on their specific goals, two sub-themes emerged: (a) child communication and (b) family related goals.
During pre-study interviews, four parents shared hopes for “child communication goals” and two
parents for both “communication” and “family related goals.” These expectations shaped personal
goals for their children and the eagerness to participate in the study. When discussing goals, Kei
expressed her intentions for her child’s communication as follows:

I was hoping that he could catch up. He doesn’t have to be at the complete normal range, but I

wish he could catch up with the kids at his same level and learn to talk more and understand

following directions and conversations.
Mara described communication goals for Cooper as wanting him to reach developmental language
milestones for his age. She said, “My goal for him is to be where he needs to be in the next year as far
as the language.” Andrea shared her hopes for Alia’s communication as follows:

So, we want to increase her vocabulary, her spoken vocabulary, we want her to build and

begin forming those, you know. Pairing two words together and forming the small sentences,

it's all speech right now because we’re at a point where we know that she understands the

language part of it so much we just need her to be able to expressively vocalize those things.
Similarly, Hannah noted, “I want her [Isabelle] to say what she wants to do. Like, if she could say,
‘Mom, I want to go outside’ that would be just, like, my whole life is made, right there. So, just, words.
A sentence. Sentences would be great.”

In summary, the data suggest that parents were aware of their children’s needs had specific
priorities and goals for them. The milestones they set for their children and their family were realistic.
With support from researchers or educators, they can achieve these goals together.

Regarding communication and “family related goals,” Alesha shared her expectations for
herself and her child’s communication, “I hope that I can stop being so frustrated about him. I want
my family to function as other families. I want us to go to a mall, park, restaurant without any
worries. And I hope that we’ll be able to communicate with him better.” Maria also noted her
objectives for her child’s communication in relation to her family’s goals:

My biggest goal for him is to have friends. Like, I want him to be able to make friends, have a
girlfriend, job, and children in the future. I would like my other children to be able to play
with him, go to places with him. When we have dinner, I want him to be able to talk to us
about food and school and all that.

Procedures

Parents described how easy and feasible the communication strategies were to incorporate
into storybook reading. They based these perceptions on the steps followed during the study. Two
sub-themes within the “procedures” theme emerged: (a) ease/feasibility and (b) training/coaching

procedures.
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As far as the “ease/feasibility” sub-theme, all six parents noted that the i-PiCSS strategies and
techniques were easy to implement. Andrea said, “They [communication strategies] were pretty
simple to implement. Some of them, I mean, it was good the steps that were in place to remind me
beforehand like the reading prompts, but I mean it was pretty easy.” Kei noted that the NCT strategies
were, “...pretty easy and easy to understand.” She also noted that the reading techniques were,

“...clear and pretty easy to use.” Mara expressed:

They [communication strategies] were very easy to incorporate. It took me a while to do them
without thinking, but having the checklist helped to get used to it. Once I got used to it, I
didn’t even have to look down because I remembered, and they were easy to incorporate.

Alesha discussed her previous exposure to targeted communication strategies but limited usage by
explaining, “I thought they were easy. We've gone through a lot of speech therapy where I've heard
some of the techniques, but I began applying them more after this. I felt like they were pretty easy and
natural during the reading.” Regarding the reading techniques bookmark, Hannah said:

I'm one of these people that has to have like an actual manual planner. I can’t deal with the
phone planner, but I need an actual calendar. And so, when he [researcher] told me I was
going to get a bookmark, I said, “Thank God!” Because you know, usually when I'm teaching
there’s charts that I can use to help cheat so that I remember all my steps or an agenda on the
board. It’s just easier to have that reminder for sure.

Two parents also reported that the level of support they received during training and
coaching was helpful for successful implementation of the strategies. Maria shared the following

regarding her experiences in improving her knowledge and skills to implement the techniques:

Yes, I feel like I had to have that training first or else if I didn’t have like a good understanding
of what each actual technique was, and even when to use them, when to integrate it, when to
move onto another, how to jump between them, how long to wait for responses. And then
following the flow chart too. It was not just using the techniques; it was using the techniques
in a specific way. I don’t think I would’ve been able to do it without that training. I needed
that foundation first.

Hannah explained the effectiveness of the coaching sessions as follows:

I think they [coaching sessions] were very effective, because like I said earlier, there’s a lot of
life happening outside the sessions and sometimes you must reschedule; a child is sick, and
there’s a lot happens when you have a child with special needs. And I feel like I needed the
bookmark. Well first, I needed those foundation sessions to know what in the heck I was
doing. I needed the bookmark to refresh myself for the times in between, and even when
practicing and continuing to do the storybook reading. And I feel like he [coach] and I were
able to work together and find that for my son. I don’t think I would’ve been able to do that
alone.

Overall, the data show that the parents perceived the intervention strategies as feasible
because they found them to be easy to learn and implement. They also found the procedures to be

practical as both the training and coaching procedures supplemented their learning.
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Outcomes

The third theme was “outcomes”, with two sub-themes: (a) child related outcomes and (b)
family related outcomes. Both sub-themes were within the context of the outcomes parameter. During
post-study interviews, three parents described what was effective about the i-PiCSS intervention in
relation to “children related outcomes.” For example, Mara discussed how Cooper -carried
communication strategies from a shared book reading into real world interactions. She said, “I think

he learned a lot of new vocabulary words. For example, we just went to the pumpkin patch, and he

122

said, “‘Ma this is a...,” and pointed to the pumpkin for me to say, ‘It's a pumpkin.”” Maria was very

pleased with the child outcomes stating:

Yes, it exceeded goals and I feel like Henry is now meeting goals that I had not even put in
place yet or set up for him because I didn’t think he was ready yet. And now I feel like the
sky’s the limit and I'm holding him back [laughs]. Honestly, when I say that it’s just, it’s
lending itself into all areas of his life. He is doing things. It’s just, it's brought him to this level
of maturity in adaptive skills, socialization, there are even sensory issues that he’s able to
work through now. You know, for this study, I do think what was really beneficial was the
consistency, the frequency. I feel like everything fell into place exactly as it should have.

Hannah explained the benefits of the study for her child’s communication:

I think anything that helps him communicate is going to support the overall goals in general,
because it’s a building block of things. And so, most definitely, anything that we’ve done as
part of this study has been helpful for my family. I think that we’ve seen an increased
vocabulary, because in the books there are things that he wasn’t previously exposed to.
Because of the way he was engaging with the books, those words stuck with him. There may
be things that he previously might have been exposed to but not really utilized that in his day-
to-day vocabulary that now he may call to our attention. Whereas he didn’t volunteer that
information before.

Regarding “family outcomes,” Kei explained the impact of i-PiCSS as:

It was effective and efficient. I am very grateful for this study because it helped me a lot with
how I to read to my kid in a different way than I used to. As a family, we now enjoy reading
more and I feel like me and my husband are happier in how our kid is growing.

Alesha noted that her family enjoys reading, saying:

I want to say that all the techniques and strategies were really effective for us. Reading is a fun
activity for our family. [Derek] enjoyed them all, and I told him [coach] during our last
meeting that [Derek] won’t let my husband read to him anymore. He’ll hand me books and
say, ‘No Mama read,” and that’s something. Our family feels better, and we feel like we’'re
functioning better ever since we have been in this program.

Andrea added:

Sure, yes and we have made progress as a family. I mean she [Alia] responded more vocally
and we had words and she even started using sentences and phrases so that was something
we didn’t have earlier on, so there was tremendous progress. But more importantly, we, as a
family, can go on outings without a lot of worries because I know, I can communicate with
her. I can understand her, and I can explain things to her.
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In addition to interviews, the parents completed a satisfaction scale (1 = low; 5 = high), that
inquired about their satisfaction with the i-PiCSS study, natural teaching strategies and reading
techniques. All six parents rated all items a 4 or 5. In conclusion, parents reported general, high
satisfaction with the study and indicated that the intervention was socially valid. Moreover, they
reported that they gained practical skills they can now use to enhance the social communication skills

of their children.
Discussion

The primary aim of this study was to assess the social validity of the i-PiCSS program via
semi-structured interviews. All six parents in the study reported that the i-PiCSS program’s goals,
procedures and outcomes were socially valid and important. This finding is backed by observational
data that demonstrates an increase in the parents’ implementation of the targeted strategies, which is
reported in two separate articles (Akemoglu et al., 2021; Akemoglu et al., in press). Interview data
confirms that parents successfully learned new strategies and implemented them with a high
reliability with their children. These results share similarities with the findings of other researchers
that have reported positive results on parent-implemented interventions (e.g., McDuffie et. al. 2013;
Meadan et. al. 2016). This study builds upon current literature by using a qualitative approach to
understand the social validity of an intervention that was implemented from a distance with parents
of children with disabilities. Socially valid interventions are important because they can increase
parent buy-in into studies (Wolf, 1978). The current study shows that individualized training and
coaching was effective in supporting parents to facilitate communication interventions for their
children. The findings here align with those of other researchers who also assessed the social validity
of their interventions and reported positive results (Akemoglu et al., 2019; Chung et al., 2020).

One of the main goals of a social validity assessment is to understand if the intervention is
accepted and applied by the recipients (Wolf, 1978). When participating parents see the intervention
program as easy, feasible and beneficial for their children, they are more likely to integrate it into their
daily routine. On the other hand, the opposite could occur and participating parents might perceive
the program as not very feasible, valid or important. In this case, they will be less likely to implement
it with their children. However, this does provide researchers a chance to revise, modify and improve
their processes (Akemoglu et al., 2019). By improving different aspects of their intervention,
researchers can explore the option of scaling up their study and reaching out to more participants.

Overall, in the current study, the findings on parents and their perceptions are promising.
These results will help improve the i-PiCSS program but also, may also be beneficial for other
researchers to consider the importance of social validity. To date, little research has been conducted to
examine parent perspectives on parent-implemented interventions. Measuring social validity can help
to understand the perceptions of parents about the feasibility and effectiveness of an intervention.

When parents find the procedures feasible, acceptable and effective, they are more likely employ the
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techniques (Horner et al., 2005). As such, it is important to examine parent perceptions so researchers
can design interventions that are meaningful for families.

Lastly, more information is needed regarding research participants’ perspectives about
interventions for children with disabilities (Akemoglu et al., 2019). Researchers can and should
measure social validity to understand perceptions of such interventions. This helps to understand
whether participants find the processes meaningful in terms of its feasibility, relevant and

acceptability (Horner et al., 2005).
Implications

There are two specific implications that the results here suggest. First, findings of social
validity data confirm observational data, which can then be used to help families understand the
importance of an intervention. Families search for practices that are effective and that will benefit their
children. It is important for educators to seek practices that are feasible and effective (Ledford et al.,
2016). Second, educators must consider the values, goals and priorities of a family because they are
important in identifying appropriate intervention goals and procedures. The evaluation of social
validity gives educators an opportunity to listen to parents and children, and understand their
priorities, concerns and goals for their children and families. Overall, both educators and researchers

should continue to seek socially valid and important practices and interventions.
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Ogretmenlerinin mesleki degerlere sahip olma diizeyleri ve 6z yeterlik inanglarinin oldukga
yiiksek oldugu ve mesleki degerlere sahip olma diizeyleri ile 6z yeterlik inanglar1 arasinda

Anahtar Kelimeler: orta diizeyde pozitif ve anlaml bir iliski oldugunu ortaya koymustur. Arastirmada okul

B Oncesi 6gretmenlerinin mesleki degerlere sahip olma diizeyine iliskin alt boyutlarda en ¢ok;
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diizeylerinin egitim durumu yiiksek lisans olanlar lehine, mesleki degerlere sahip olma

diizeylerinin ise egitim durumu doktora olanlar lehine farklilagtigini ortaya koymustur.
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Giris

Toplumlarin sosyokiiltiirel ve sosyoekonomik durumunun nasil olmasi gerektigini
belirlemede temel unsurlardan biri insan yetistirme konusudur. Gelecegin yetiskinleri olan bugiiniin
¢ocuklarini yetistirmede egitim, verim alabilmenin en etkili yoludur. Egitim anlayisinin dayandig:
O0grenme-Ogretme yaklasimlary, kullamilan stratejiler ve yontemler toplumlarin yapisinin
sekillenmesinde en 6nemli yol gostericilerdir. Bu yol gostericilerin verimli ve amaca uygun olarak ise
kosulmasinda/uygulanmasinda bagrol oyunculari ise dgretmenlerdir. Ogretmenlerin egitim siireci
icerisinde belirlenen amaglara istenilen diizeyde ulasabilmeleri i¢in sahip olmalar1 gereken yeterlikler
vardir. Ogretmenlerin, mesleklerine yonelik yeterliklere sahip olmalari, gordiikleri egitimin
kalitesinin yiiksek olmasindan ziyade, bir egitmen olarak sorumluluklarini ve goérevlerini uygun bir

sekilde icra edebileceklerine olan inanglari ile paralel ilerler (Aslan ve Uluginar Sagir, 2008).

Ogretmenler, yasamn ilk yillarindan baglayarak ¢ocuklarm kalici §grenmelerine ve hayata iyi
bir baslangi¢c yapmalarma destek olurlar. Cocuklarin var olan potansiyellerini agiga ¢ikarmada gevre
ile etkilesim icinde olmalarina 6n ayak olarak onlara rehberlik ederler. Bu nedenle ¢ocuga verilmesi
gereken teorik bilgilerin yani sira evrensel degerler igin 6ncelikle 6gretmenlerin sahip olmasi gereken
degerler vardir (Altinkurt ve Yilmaz, 2011). Meslegine yonelik degerlere sahip olma konusunda,
egitim programini uygulayabilecek ve gerceklestirebilecek nitelikte olmayan 6gretmenin elinde; en
kusursuz program dahi islevselligini ve etkisini yitirebilir (Tunca, 2012’den akt. Tunca, Alkin-Sahin ve

Oguz, 2015).

Mesleki deger; bir meslegin dogru ve yanlis bigimlerinin tiimiidiir. Tiirkiye’de 6gretmenlik; 14
Haziran 1973’te resmiyet kazanan 1739 sayili Temel Egitim Kanununda profesyonel bir meslek olarak
kabul edilmistir (Giiven, 2010). Profesyonel bir meslek olarak kabul edilen 6gretmenligin mesleki
degerlerinin gostergeleri; Ogrencisi ig¢in orada bulunmasi, farkliliklara bakis agisi, ¢alisma
arkadaslariyla olan iligkisi, okulun igerisindeki esyalar1 korumaya yonelik davramiglari, mesleki
gelisimi i¢in sorumluluk alabiliyor olmasi, bireysel ¢ikarindan ziyade toplum ¢ikarlarini gozetiyor
olmasi, igbirligine dayali 6gretim yontemlerini kullanmasi, dogal g¢evreye tutumu, zorluklarla
miicadele sekli olarak ifade edilebilir. Bu baglamda, 6gretmenin 6grencisini dogru anlayabilmek adina
ebeveynlerle olan iletisimi, istenmeyen bir davranisla karsilastiginda tekrarini onlemek igin ¢oziim
yontemi, uygulayacag: bireysel yontemler, dogal ¢evreyi koruyan kurum ve kuruluslarda etkinligi,
ailelerin sosyo-ekonomik durumuna gore 6grencilere bakis agisi, kisisel gelisimine yardimc olan lisan
gelistirme, calg1 aletine ilgi duyma vb. gibi etkinliklere katihm diizeyi, huzurevi, kimsesizler evi gibi
kuruluslar1 gérmeye gitmesi gibi mesleginin getirmis oldugu degerlere sahip olmasi ile beraber egitim

kalitesi de artacaktir (Tepe, 2011; Tunca, 2012).
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Ogretmenin benimsedigi mesleki degerleri davranis ve tutumlarina yansitmast kaginilmazdir.
Mesleki degerlere sahip olan bir dgretmenin, ¢ocuklar;; daha duyarli, doniisiimlii diisiinebilen,
bilingli, saygili, kiiltiirel farkindaliga sahip ve daha donanimli bireyler olarak hayata hazirlayacag:
ongoriilebilir. Ogretmenlerin/dgretmen adaylarinin mesleki degerlere sahip olma diizeylerine,
Ogrenme-ogretme siirecinde Ogretmenin mesleki deger yargilarimin etkisine, egitimcilerin sahip
olduklar1 deger yargilarmin g¢ocuklarin hal ve hareketlerine olumlu/olumsuz etkilerine iliskin
calismalar bulunmaktadir (Altinkurt ve Yilmaz, 2011; Brophy ve Good, 1986; Dickinson, 1990; Varis,
1973’ten akt. Sar1, 2005). Malezya’da 0gretmenlerin deger ve inanglarinin 6grenme ortamina ve smif
i¢i etkinliklere yansimasin ele alan bir arastirmada; dgretmenlerin kiiltiirel gelenek ve degerlerinin
simif ortamindaki etkinliklere yansidigi, ogretim kararlarmmi ve degerlerini etkiledigi sonuglarina
ulasilmistir (Ravindran ve Hashim, 2012). Ogelman ve Sarikaya (2015)'nin yaptig1 arastirmada da;
ogretmenlerin, degerleri ¢ocuklara aktarirken zorlandiklar1 ve 6gretmenlerin sahip oldugu mesleki

degerlerin ¢ocuklarin 6grenme 6gretme siirecine etki edebilecegi saptanmustir.

Kurtulan (2007) arastirmasinda 6gretmenlerin mesleki degerlerini, mesleki uygulamalardaki
onceligini ve Onemini yetersiz tanimladiklarini saptamistir. Beachum, McCray, Yawn ve Obiakor
(2013) tarafindan 6gretmen adaylariyla yapilan arastirmada, 6gretmen adaylarmin 6gretmen egitim
kurslarinda verilen mesleki degerlerin, gelisimlerine yardimei oldugu yoniinde olumlu diisiincelere

sahip olduklar1 sonucuna ulasilmaistir.

Ogretmenlerin 6grenme-dgretme siirecinde sorumluklarini yerine getirirken cagdas, ulusal ve
evrensel degerleri benimsemis, yeniliklere ve farkliliklara ayak uydurabilecegine olan 6z yeterlik
inancinin  yiiksek olmasi da nitelikli egitimin O6nemli girdilerindendir (Bahar, 2019; Booth,
Abercrombie ve Frey, 2017; Cheung, 2006; Clark ve Newberry, 2019; Karakus, 2017). Booth,
Abercrombie ve Frey (2017)e gore 0z yeterlik; bireylerin, akademik gorevini basariyla
gerceklestirebilecekleri konusunda odaklanmasidir. Oz yeterlik insanin hayatinin her alaninda pozitif
yonde gelisme kat etmesine yardimci olan bir niteliktir. Kisinin kendinin farkinda olmasi yani 6z
yeterlik algisinin gelismis olmasi olaylara daha gercekgi bir gozle bakmasmi saglayarak saglikhi
kararlar almasmi da saglar. Oz yeterlik kavramini ilk olarak ele almig olan Bandura (1997), “6z

yeterlik inancinin” yiiksek olmamasi halinde, basarili olma ihtimalinin olmadigini vurgulamaktadir.

C)gretmen 0z yeterligi, Ogretmenlerin farkli durumlarda ve ortamlarda Ogretimi belli
seviyelerde gerceklestirebilmesi ve bu konuda kendi kabiliyetlerine olan kisisel inanglaridir (Ilgaz,
Biilbiil ve Cuhadar, 2013). Alanyazinda; 6gretmenlerin genel kiiltiir, alan bilgisi, 6gretmenlik meslek
bilgisi, 6gretmenin sinf ici davrams siiregleri gibi alanlar1 kapsayan yeterliklere iliskin 6zyeterlik
inang diizeylerinin Onemini ortaya koyan arastirmalar dikkat cekmektedir. Woolfolk Hoy ve
Tschannen Moran (2002) Ogretmenlerin 0z yeterlik inancini inceledikleri ¢alismalarinda;

ogretmenlerin meslekte bulunma siireleri, egitimde aile katihmi ve egitime destek vermesi ile
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Ogretmenlerin kendi yeterliklerine olan inanglari arasinda gliclii olmayan bir etkilesim oldugu
gozlemlenmistir. Ancak okulun egitim ortamina verdigi destek, ara¢ gereglerin saglanmasi, 6gretimde
kullanilan kaynaklarin kalitesi ve 6gretmene saglanan yardimla, 6gretmenlerin kendi yeterligine olan
inanglar1 arasinda kuvvetli bir iliski oldugu gozlemlenmistir. Ortaokullarda, ilkokullarda ve liselerde
gorev yapmakta olan dgretmenlerin de kendilerine yetebilme konusundaki inanglarina bakildiginda,
0z yeterlik inanci en yiiksek olan grubun ilkokul Ogretmenleri oldugu saptanmistir. Yesilyurt
(2013)'un Ogretmen adaylarmin 6gretmen 6z yeterlik algilarini inceleyen arastirmasinda; 6gretmen
olma yolunda ilerleyen 6grencilerin, 6z yeterlik algilarinin istenilen diizeyde yiiksek oldugu sonucuna
ulagilmistir. Gokmen ve Ekici (2018) tarafindan biyoloji Ogretmen adaylariyla gerceklestirilen
calismada Ogretmen adaylarin 6z yeterliklerinin diisiik olmadig1 ve Ogretmen adaylariin
ogretmenlige yonelik yeterlik algilari ile mesleki kaygilar1 arasinda negatif yonde iliski saptanmustir.
Bahar (2019) tarafindan yapilan siuf 6gretmeni adaylarimin 6z yeterlik derecelerinin akademik
basarilarina etkisini arastiran ¢alismada da; nicel 6z yeterligin, akademik basar:1 {izerinde anlaml
yordayicilik o6zelligine sahip oldugu, akademik 6z yeterligin pozitif, nicel 6z yeterligin negatif

yordayict oldugu tespit edilmistir.

llgili aragtirmalar incelendiginde; dgretmenlik meslegi degerleri ve 6gretmenlerin dzyeterlik
inanglariyla ilgili arastirmalarin farkli kademe ve farli alanlara sahip 6gretmenler ile gerceklestirildigi
goriilmektedir. Ancak 6gretmenlik mesleki degerleri ile 6z yeterlik inanglarinin bir arada incelendigi
ve okul Oncesi egitim kademesinde arastirmalarin eksikligi goriilmiistiir. Bu ¢alisma ile bu boslugun

doldurulmasi ve bir sonraki ¢alismalara yon vermesi amaclanmaktadir.
Arastirmanin Amaci

Bu arastirmanin genel amaci, okul 6ncesi 6gretmenlerinin 6gretmenlik meslegi degerlerine
sahip olma diizeyleri ile 6gretmenlik meslegine iliskin 6z yeterlik inanglar1 ve bunlar arasindaki

iliskinin incelenmesidir. Bu genel amag ¢ercevesinde asagidaki alt problemlere cevap aranacaktir:

1. Okul oncesi 6gretmenlerinin 6gretmenlik meslegine yonelik 6z yeterlik inanglar1 hangi

diizeydedir?

2. Okul 6ncesi 6gretmenlerinin 6gretmenlik meslegine yo6nelik 6z yeterlik inanglari; egitim
durumu, mesleki kidem, smif mevcudu ve gorev yapilan okul tiirline gore anlamli bir fark

gostermekte midir?
3. Okul oncesi 6gretmenlerinin sahip olduklar: mesleki degerleri hangi diizeydedir?

4. Okul oncesi 6gretmenlerinin sahip olduklar1 mesleki degerler; egitim durumu, mesleki

kidem, sinif mevcudu ve gorev yapilan okul tiiriine gore anlamli bir fark gostermekte midir?

5. Okul oOncesi O0gretmenlerinin sahip olduklari mesleki degerleri ile 6z yeterlik inang

diizeyleri arasinda iliski var midir?
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Yontem

Bu arastirmada, okul 6ncesi 6gretmenlerinin “mesleki degerlere sahip olma diizeyleri” ile “6z
yeterlik inanglar1” arasindaki iliskinin incelenmesi amaciyla nicel arastirma yontemlerinden “tarama
modeli” tercih edilmistir. “Tarama modeli”, daha 6nce ortaya konmus veya su anda da devam eden
durum olay ve olgular1 olduklar1 haliyle betimlemeyi amaglayan bir arastirma modelidir (Karasar,
2002). Cepni (2010)'ye gore ise “tarama modeli”, belirli bir arastirma grubu tizerinde ¢alisma yapilip
evrenle ilgili veri toplama araglar1 ile sonuglar elde etmeyi saglar. Calismada mevcut durum

belirlenmek istendiginden arastirmada tarama modeli tercih edilmistir.
Evren ve Orneklem

Aragtirmanin evreni 2018-2019 egitim 6gretim yilinda Canakkale ilinde yer alan MEB’e bagh
bagimsiz anaokullar ile ilkokullar igerisinde bulunan anasmiflarinda gorev yapan 418 okul &ncesi
O0gretmenidir. Arastirmanin 6rneklemini, basit seckisiz 6rnekleme yontemi ile segilen 163 okul 6ncesi
Ogretmeni olusturmaktadir. Basit seckisiz 6rnekleme yonteminde arastirma kapsaminda bulunan tiim
secenekler, secilebilmek adina esit ve 6zerk bir ihtimale tabidir (Biiyiikoztiirk, Cakmak, Akgiin,
Karadeniz ve Demirel, 2017). Basit seckisiz 6rnekleme y6ntemi, evreni iyi temsil edebilme noktasinda

kuvvetli bir 6rnekleme yontemidir (Yildirim ve Simsek, 2013).

Tablo 1. Orneklemi olusturan okul ncesi 6§retmenlerinin demografik ozellikleri

Ozellikler Gruplar f %
Cinsiyet Kadin 160 98,2
Erkek 3 1,8
Egitim durumu Lisans 142 87,1
Yiiksek Lisans 8 4,9
Doktora 13 8,0
Mesleki kidem 1-5 51 31,3
6-10 101 62,0
11 ve st 11 6,7
Okul tiirii fkogretim 40 24,5
Bagimsiz 123 75,5
Sinif mevcudu 10-15 17 10,4
16-20 114 70,0
21 ve ustl 32 19,6

Tablo 1 incelendiginde; arastirmaya dahil olan okul 6ncesi 6gretmenlerinden 160" min kadmn
3'tiniin erkek oldugu goriilmektedir. Egitim durumlaria bakildiginda; lisans egitimini tamamlamis
Ogretmen sayist 142, yiiksek lisans egitimini tamamlamis Ogretmen sayisit 8, doktora egitimini

tamamlamis 6gretmen sayisi ise 13'tiir. Ogretmenlerin % 87,1'inin lisans egitimini tamamladig:
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goriilmektedir. Meslekte gorev yaptiklan siireye baktifimizda; 1-5 yildir gorev yapan okul &ncesi
Ogretmeni sayisi 51, 6-10 yildir gérev yapan okul Oncesi 6gretmeni sayist 101 iken 11 yil ve iistii
siiredir gdrev yapan okul dncesi 6gretmeni sayisi 11’dir. Ogretmenlerin biiyiik kisminin (%62’sinin) 6-
10 yildir gorev yapmakta oldugu goriilmektedir. Katihmcilarin 123’#i bagimsiz anaokullarinda gorev
yaparken 40’1 biinyesinde anasmifi barindiran ilkdgretim kurumlarinda gorev yapmaktadir.

Ogretmenlerin %75,5 inin bagimsiz anaokullarinda gérev yapmakta oldugu goriilmektedir.

Orneklem grubun egitim verdikleri siif mevcutlari incelendiginde; sinif mevcudu 10-15
arasinda olan 17, 16-20 arasinda olan 114, 21 ve {izerinde olan 32 okul Oncesi Ogretmeni
bulunmaktadir. Ogretmenlerin %70'inin 16-20 6grenci mevcuduna sahip siniflarda gérev yapmakta

oldugu goriilmektedir
Veri Toplama Araglan

Aragtirma verileri Tunca ve Saglam (2012) tarafindan gelistirilen “Ogretmenlik Meslegi
Degerleri Olgegi” ve Tepe (2011) tarafindan gelistirilen “Okul Oncesi Ogretmenlerinin Oz Yeterlik
Inanglar1 Olgegi” ile toplanmistir. “Ogretmenlik Meslegi Degerleri Olgegi”; 8 maddelik “farkliliklara
saygl duyma”, 8 maddelik “kisisel ve toplumsal sorumluluk”, 5 maddelik “siddete kars: olma”, 3
maddelik “igbirligine acik olma” alt boyutlarindan olusan toplam 24 maddeden olusmaktadir. “Okul
Oncesi Ogretmenlerinin Oz Yeterlik Inanglari Olgegi”; 9 maddelik “6grenme &gretme siireci”, 7
maddelik “iletisim becerileri”, 5 maddelik “aile katilimi”, 6 maddelik “planlama”, 5 maddelik
“6grenme ortamlarinin diizenlenmesi”, 5 maddelik “sinif yonetimi” boyutlarindan olusan toplam 37
maddeli bir dlgektir. Ogretmenlik meslegi degerleri 6lgeginin giivenirlik testi sonucu Cronbach Alpha
glivenirlik katsayis1 .77, Ogretmenlerin 0z yeterlik inanglar1 6lgeginin .87 olarak saptanmistir. Veri
toplama aracglary; “hi¢” (1), “az” (2), “orta” (3), “cok” (4), “tamamen” (5) siklarini icermektedir.

Olgeklerde yer alan olumsuz maddeler aritmetik ortalamaya etkisi diisiiniilerek terstten kodlanmustir.
Verilerin Analizi

Arastirma verilerinin analizinde betimsel istatistikten faydalanilmistir. Veriler, SPSS paket
programi kullanilarak analiz edilmistir. Verilerin analizinde kullanilacak istatistik teknikleri
belirlemede dagilimlarin normal dagilim gosterip gostermedigini belirlemek amaciyla dagilimlara

iliskin basiklik (kurtosis) ve ¢arpiklik (skewness) degerleri incelenmistir.

Tablo 2. Okul éncesi 6retmenlerinin oz yeterlik inanglar: 6lcegine iliskin basiklik ve ¢arpiklik degerleri

Boyut Basiklik Carpiklik
Ogrenme ve 6gretme siireci 425 -.531
Iletisim becerileri -.643 017
Planlama becerileri -135 -134
Ogrenme ortaminin diizenlenmesi 320 -.456
Sinif yonetimi 270 -.378
Aile katilim 017 -.643

676



KEFAD Cilt 23, Say1 1, Nisan, 2022

Olgek toplaminda 544 =211

Tablo 2’e gore, Olgegin tamamindan ve alt boyutlarindan elde edilen basiklik (kurtosis) ve
carpiklik (skewness) degerleri (+2.0) ile (-2.0) arasinda oldugundan dolayi1 verilerin normal dagihim

gosterdigi yoniinde karar verilmistir (George ve Mallery, 2010).

Tablo 3. Okul éncesi 63retmenlerinin mesleki deger dlcegine iliskin basiklik ve carpiklik degerleri

Boyut Basiklik Carpikhik
Farkliliklara saygi duyma 403 -.333
Kisisel ve toplumsal sorumluluk -.134 461
Siddete kars1 olma .026 746
i§bir1igine acik olma 189 .148
Olgek toplaminda -.149 285

Tablo 3’e gore, Olgegin tamamindan ve alt boyutlarindan elde edilen basiklik (kurtosis) ve
carpiklik (skewness) degerleri (+2.0) ile (-2.0) arasinda oldugundan dolay1 verilerin normal dagihim
gosterdigi yoniinde karar verilmistir (George ve Mallery, 2010). Ayrica verilerin normal dagihim
gosterip gostermedigini belirlemek igin Kolmogorov-Smirnov testi, histogram dagilimlar1 ve
egilimden armdirilmis Q-Q grafigi de incelenmistir. Okul 6ncesi 6gretmenlerinin 6z-yeterlik inanglar
ve mesleki degerler Olceklerine iliskin Kolmogorov-Smirnov testi degerleri incelendiginde “p”

degerleri>.05 bulunmustur. Histogram dagilimlar1 ve egilimden armdirilmis Q-Q grafigi de

incelendigin de normal bir dagilim gosterdigi goriilmiistiir.

Veriler analiz edilirken parametrik testlerden; bagimsiz grubun iki oldugu durumlarda
bagimsiz 6rnekleme t testi, bagimsiz grubun ikiden ¢ok oldugu durumlarda ise tek yonlit ANOVA (F
testi) kullanilmistir. Bunun yanu sira, Frekans (f), yiizde (%), Standart Sapma (ss) ve aritmetik ortalama

(X) degerleri de kullanilmgtur.
Bulgular

Bu boliimde, arastirmaya ait bulgulara ve yorumlara alt problemler dogrultusunda sirayla yer

verilmigtir.
Arastirmanin Birinci Alt Problemine iliskin Bulgular ve Yorum

Aragtirmanin birinci alt problemi kapsaminda; okul 6ncesi 6gretmenlerinin 6z yeterlik inang

diizeylerine iligkin aritmetik ortalamalar ve standart sapmalar Tablo 4’te sunulmustur.

Tablo 4. Okul éncesi 63retmenlerinin 6z yeterlik inang diizeylerine iliskin analiz sonuglar:

Boyut X Ss
Ogrenme ve 6gretme siireci 424 46
Iletisim becerileri 3.63 77
Planlama becerileri 417 46
Ogrenme ortaminin diizenlenmesi 4.29 48

Sinif yonetimi 4.25 .50
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Aile katilim 3.63 77
Olgegin toplami 4.17 .38

Tablo 4 incelendiginde; okul 6ncesi 6gretmenlerinin 6z yeterlik inang diizeyinin 5 {izerinden
X=4.17 oldugu tespit edilmigtir. Bunun yami sira okul oncesi 6gretmenlerinin 6z yeterlik inang
diizeyine iliskin alt boyutlarda en ¢ok 6grenme ortamlarmin diizenlenmesi (X=4.29), smif yonetimi
(X=4.25) ve Ogrenme Ogretme siireci (X=4.24) boyutlarinda kendilerini yeterli gordiikleri ortaya
konmugtur. Bunun yaru sira, kendilerini en yetersiz gordiikleri boyutlar ise, iletisim becerileri (X=3.63)

ve planlama (X=4.17) olarak tespit edilmistir.
Aragtirmanin ikinci Alt Problemine iliskin Bulgular ve Yorum

Arastirmanin ikinci alt problemine iliskin analiz sonuglar1 Tablo 5, Tablo 6, Tablo 7 ve Tablo

8’de sunulmustur.

Tablo 5. Okul éncesi 6gretmenlerinin 6z yeterlik inang diizeylerinin “mesleki kidem” degiskenine gore analizi

Mesleki N < s Varyans Kareler Kareler
Kidem > Kaynag1 Toplam1 ° Ortalamasi P
1-5 51 416 .35
6-10 101 415 38 Gruplararas1  .441 2 221
11vetisti 11 436 .41  Gruplarici 23.155 160 .145
152 22

Toplam 163 417 .38 Toplam 23.596 162

Oz Yeterlik Inanc

Tablo 5e gore okul Oncesi Ogretmenlerinin 6z yeterlik inan¢ diizeyleri mesleki kidem

degiskenine gore anlamli farklilik gostermemektedir [F-160=1.152; p>.05].

Tablo 6. Okul éncesi 6gretmenlerinin 6z yeterlik inang diizeylerinin “egitim durumu” degiskenine gore analizi

Egitim N X Ss Varyar}s Kareler s Kareler o
Durumu Kaynag Toplamu Ortalamasi
Lisans 142 413 .35
8 Yiiksek Gruplararast  1.240 2 620
g e 8 430 33 P
£ Lisans
% Doktora 13 444 53 Gruplarigi 22.355 160 .140
<N
E 4439 .01
e Toplam 163 417 .38 Toplam 23.5960 162

*p < .05 diizeyinde anlamlidir

Tablo 6’da okul oncesi Ogretmenlerinin 6z yeterlik inang diizeyleri egitim durumu
degiskenine gore incelendiginde; doktora mezunu Ogretmenler ile lisans mezunu Ogretmenler
arasinda, doktora mezunu Ogretmenlerin lehine anlamli farklilik gosterdigi goriilmektedir [Fe-
160=4.439; p<.05]. Doktora mezunu katilimcilarin 6z yeterlik inanglar1 (X=4.44); lisans mezunu

katilimcilara (X=4.13) ve yiiksek lisans mezunu katilimcilara (X=4.30) gore daha yiiksektir.
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Tablo 7. Okul éncesi 63retmenlerinin 6z yeterlik inang diizeylerinin “okul tiirii” degiskenine gbre analizi

4

o) g Bagimsiz Anaokulu 40 4.09 .36

>°_f g 161 -1.374 17
57 flkokul 123 419 38

Tablo 7’ye gore okul 6ncesi 6gretmenlerinin 6z yeterlik inang diizeyleri okul tiirii degiskenine
gore anlaml bir fark gostermemektedir (tasy=-1.374, p>.05). Ilkokul biinyesindeki anasmiflarinda
gorev yapan katilimailarin 6z yeterlik inang diizeyleri (X=4.19), bagimsiz anaokullarinda gorev yapan
katilimalarin 6z yeterlik inang diizeylerine (X=4.09) gore daha ytiksek olmasina kargin aralarinda

anlaml bir fark saptanmamustir.

Tablo 8. Okul éncesi 6gretmenlerinin 6z yeterlik inang diizeylerinin “sinif mevcudu” degiskenine gore analizi

Sinuf N X Ss Varyans Kareler s Kareler
Mevcudu Kaynag Toplami Ortalamast P
10-15 aras1 17 422 .29
) Gruplararas1  .789 2 394
= 16-20aras1 114 412 .36
1<
D 2lveiizeri 32 429 45 Gruplarigi 22.807 160 .143 2.767 .06
N
O Toplam 163 417 .38 Toplam 23.596 162

Tablo 8’e gore okul oncesi 6gretmenlerinin 6z yeterlik inang diizeyleri, gorev yaptiklar: siuf
mevcudu degiskenine gore anlaml farklilik gostermemektedir [Fe-160=2.767; p>.05]. Smif mevcudu 21
ve lizeri olan 6gretmenlerin 6z yeterlik inang diizeyleri (X=4.29), mevcudu daha az olan smifa sahip

Ogretmenlere gore yiiksek olmasina ragmen aralarindaki fark anlamli degildir.
Arastirmanin Ugiincii Alt Problemine iliskin Bulgular ve Yorum

Aragtirmanin iiglincii alt problemi kapsaminda; okul o©ncesi 6gretmenlerinin mesleki
degerlere sahip olma diizeylerine iliskin aritmetik ortalamalar ve standart sapmalar Tablo 9'da

sunulmustur.

Tablo 9. Okul éncesi 6gretmenlerinin mesleki degerlere sahip olma diizeylerine iliskin analiz sonuclar

Boyut X Ss
Farkliliklara saygi duyma 4.15 44
Kisisel ve toplumsal sorumluluk 3.00 .62
Siddete kars1 olma 1.87 .64
Isbirligine acik olma 3.51 .69
Olgegin toplam1 3.21 .37

Tablo 9’a gore; okul Oncesi Ogretmenlerinin mesleki degerlere sahip olma diizeyleri 5
tizerinden X=3.21"dir. Ayrica arastirmaya katilan okul &ncesi 6gretmenlerinin mesleki degerlere sahip

olma diizeyine iliskin alt boyutlarda en ¢ok; farkliliklara sayg: duyma (X=4.15), is birligine agik olma
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(X=3.51) degerlerine sahip olduklar: goriiliirken bunun yan sira, siddete karsi olma (X=1.87) ve kisisel

ve toplumsal sorumluluk (X=3.00) degerlerine daha az sahip olduklar: Tablo 9'da goriilmektedir.
Arastirmanin Dérdiincii Alt Problemine iligkin Bulgular ve Yorum

Arastirmanin dordiincii alt problemine iliskin analiz sonuglar1 Tablo 10, Tablo 11, Tablo 12 ve

Tablo 13’de sunulmustur.

Tablo 10. Okul éncesi 6gretmenlerinin mesleki degerlere sahip olma diizeylerinin “mesleki kidem” degiskenine
gore analizi

Mesleki - Varyans Kareler Kareler

Kidem X 5 Kaynag Toplamu ° Ortalamas: P
’ED é:i)O ;—)(1) 1 ;ii gz Gruplararas1 427 2 213
B 1lvedsti 11 329 40 Gruplarici 22.592 160 141
o 151 .22
é-’ Toplam 163 321 .37 Toplam 23.019 162

Tablo 10’a gore okul dncesi 6gretmenlerinin mesleki degerlere sahip olma diizeyleri mesleki
kidem degiskenine gore anlamli farklilik gostermemektedir [Fe-160=1.51; p>.05]. 11 y1l ve iizeri kideme
sahip olan katilimcilarin mesleki degerleri (X=3.29) diger kideme sahip katilimcilara gore ytiiksek
diizeyde olmasina karsin aralarindaki farkin anlamli olmadig tespit edilmistir.

Tablo 11. Okul dncesi 6gretmenlerinin mesleki degerlere sahip olma diizeylerinin “egitim durumu” degiskenine
gore analizi

Egitim Varyans Kareler Kareler

Durumu N X 5 Kaynag1 Toplamu ° Ortalamas: P
Lisans 142 3.17 .35
Grupl 1.656 2 828
2 Yiiksek Lisans 8 339 .42 o opatanast
& Doktora 13 352 42 Gruplarigi 21.363 160 .134
o 6.201 .00
é’ Toplam 163 321 .37 Toplam 23.019 162

*p < .05 diizeyinde anlamlhidir

Tablo 11’e gore okul 6ncesi 6gretmenlerinin mesleki degerlere sahip olma diizeyleri egitim
durumu degiskenine gore incelendiginde; doktora mezunu 6gretmenler ile lisans mezunu katilimcilar
arasinda, doktora mezunu katihmcilarin lehine anlamh fark vardir [Fe160=6.201; p<.05]. Doktora
mezunu olan okul Oncesi Ogretmenlerinin mesleki degerleri (X=3.52) yiiksek lisans mezunu

Ogretmenlerden (X=3.39) ve lisans mezunu 6gretmenlerden (X=3.17) daha yiiksektir.
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Tablo 12. Okul éncesi 6gretmenlerinin mesleki degerlere sahip olma diizeylerinin “okul tiirii” degiskenine gore
analizi

Okul Tiirii N X Ss sd t p
T
%D Bagimsiz Anaokulu 40 3.20 .33
% 161 -.147 .88
é‘? flkokul 123 321 38

Tablo 12’de okul oncesi Ogretmenlerinin mesleki degerlere sahip olma diizeyleri gorev
yaptiklar1 okul tiirti degiskenine gore incelendiginde aralarinda anlamh fark olmadig1 saptanmistir
(tasn=-.147, p>.05).

Tablo 13. Okul dncesi 6gretmenlerinin mesleki degerlere sahip olma diizeylerinin “sinif mevcudu” degiskenine
gore analizi

Sinuf X Ss Varyans Kareler s Kareler b
Mevcudu Kaynag1 Toplam1 Ortalamasi
g 0 17320 .39 Gruplararast  .185 2 .092
R0 16-20 114 320 .37
e 21vediistii 32 328 .36 Gruplarici 22.834 160 .143
ﬁ 648 .52
é-’ Toplam 163 321 .37 Toplam 23.019 162

Tablo 13’e gore okul oncesi 6gretmenlerinin mesleki degerlere sahip olma diizeyleri gorev

yaptiklari sinif mevcudu degiskenine gore anlamli farklilik gostermemektedir [F-160=.648; p>.05]. Struf

mevcudu 21 ve iizeri olan okul 6ncesi 6gretmenlerinin mesleki degerleri (X =3.28), diger mevcutlara

sahip okul 6ncesi 6gretmenlerine gore yiiksek olmasina ragmen aralarindaki fark anlamli degildir.
Arastirmanin Besinci Alt Problemine iligkin Bulgular ve Yorum

Arastirmanin besinci alt problemi olan “Okul &ncesi 6gretmenlerinin mesleki degerleri ile 6z

yeterlik inanglar1 arasinda bir iliski var midir?” kapsaminda analiz sonuglar1 Tablo 14’te sunulmustur.

Tablo 14. Okul oncesi 6gretmenlerinin mesleki degerlere sahip olma diizeyleri ile 0z yeterlik inang diizeyleri
arasindaki korelasyon sonuglar:

“Ogretmenlik Meslegi “Okul Oncesi Ogretmenlerinin
Degerleri Olgegi” Oz Yeterlik Inanglar1 Olgegi”
“Ogretmenlik Meslegi
Degerleri Olcegi” 1 396
“Okul Oncesi Ogretmenlerinin Oz
Yeterlik Inanclar C)lgegi" 396 1

p<.01 anlamhidir

Tablo 14’de aragtirmaya katilan okul oncesi 6gretmenlerinin mesleki degerlere sahip olma
diizeyleri ile 6z yeterlik inang diizeyleri arasinda orta diizeyde pozitif ve anlamli bir iliski oldugu
goriilmektedir (r=0.396, p<.01). Korelasyon analizi yapilirken, degiskenlerin arasindaki iliski

korelasyon katsayisi ile ifade edilir ve bu deger +1 le -1 arasindadir. Korelasyon katsayis1 0.30 ile 0.70
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arasinda bir deger ise orta diizeyde pozitif yonde iliski oldugu ifade edilir (Koklii, Biiyiikoztiirk ve

Cokluk, 2007).

Elde edilen analiz sonuglarina dayali olarak okul 6ncesi 6gretmenlerinin mesleki degerlere
sahip olma diizeyleri arttik¢a 6z yeterlik inang diizeylerinin de arttif1 sdylenebilir. Determinasyon
katsayis1 (r>=0.157) incelendiginde, okul Oncesi Ogretmenlerinin 6z yeterlik inang diizeylerindeki
toplam varyansin (degiskenligin) %16’smnin  mesleki degerlere sahip olma diizeylerinden
kaynaklandig1 sOylenebilir. Ya da okul oncesi 6gretmenlerinin 6z yeterlik inang diizeyleri arttik¢a
mesleki degerlere sahip olma diizeylerinin de arttif1 sdylenebilir. Determinasyon katsayis1 (r2=0.157)
incelendiginde, okul Oncesi 6gretmenlerinin mesleki degerlere sahip olma diizeylerindeki toplam

varyansin (degiskenligin) %16’smin 6z yeterlik inang¢ diizeylerinden kaynaklandig s6ylenebilir.
Tartisma, Sonug ve Oneriler

Aragtirmanin birinci ve ikinci alt probleminde; okul 6ncesi 6gretmenlerinin 6z yeterlik inang
diizeyleri ve 6z yeterlik inang diizeylerinin egitim durumlarina, mesleki kidemlerine, gorev yaptiklar
okul tiiriine ve smif mevcutlarma gore farklilasip farklilasmadigi incelenmistir. Ogretmenlerin
kendilerini yeterli gordiikleri elde edilen arastirma sonuglarindandir. Okul 6ncesi 6gretmenlerinin 6z
yeterlik inang diizeyine iliskin alt boyutlarda en ¢ok Ogrenme ortamlarmin diizenlenmesi, smif
yonetimi ve 6grenme Ogretme siireci konularinda kendilerini yeterli gordiikleri ortaya konmustur.
Bunun yani sira, kendilerini en yetersiz gordiikleri konular; iletisim becerileri ve planlama olarak
tespit edilmistir. Ogretmenlerin 6z yeterlik inang diizeylerinin egitimin niteligi, sinif ici §grenmelerin
kalitesi ve Ogrenci basarilarmin yiiksek olmasi ile pozitif iliskili olduguna dair arastirmalardan
(Brown, 2012; Guo, Dynia, Pelatti ve Justice, 2014; Holzberger, Philipp ve Kunter, 2013; Zee ve
Koomen, 2016) yola ¢ikarak; dérneklem gruba iliskin elde edilen sonuglar okul 6ncesi egitimin kalitesi
agisindan sevindiricidir. Ciinkii 6z yeterlik inanci yiiksek olan Ogretmenler Ogrenme-ogretme
siirecinin hedeflerini daha iyi belirleyebilirler, siniftaki uygulamalar: bu hedeflere yonelik daha iyi
planlayabilirler, 6gretim yontemleri konusunda yeniliklere daha istekli olurlar (Caprara, Barbaranelli,
Steca ve Malone, 2006; Cousins ve Walker, 2000; Saragaloglu, Aldan Karademir, Dinger ve Dedebali,
2017). Yeniliklere istekli olan ogretmenlerin Ogrenme anlayislari da cagdas egitim anlayislar
cercevesinde devamli gelisir ve okul oncesi ¢agindaki ¢ocuklarin ¢ocuk merkezli, yapilandirmaci
anlayisa sahip, bireysel farkliliklarin dikkate alindig: bir egitim siirecine sahip olma olasilig1 da artar.
Bu durum formal egitimin en temel kademesi olan okul Oncesi egitimin gelisimi igin Ogretmen
yeterlikleri agisindan olumlu bir durumdur. Ancak O6gretmenlik yeterliklerinin her gegen giin
degismesi, cagin ve ihtiyaglarin dogrultusunda gelismesi gerektiginden yola c¢ikarak; 6gretmenlerin
bu yeterliklerini gelistirmesi dogrultusunda yapilacak olan bilimsel arastirmalarin ve bu arastirmalar
dogrultusunda yapilacak olan uygulamalarin gerek bireysel gerekse kurumsal anlamda hiz kesmeden

devam etmesi onemlidir.
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Arastirmada; okul 6ncesi 6gretmenlerinin 6z yeterlik inang diizeylerinin egitim durumuna
gore, lisansiistii egitim alan 6gretmenler lehine degistigi saptanmigtir. Egitim durumu daha yiiksek
olan dgretmenlerin lisans egitiminden sonra tekrar akademik egitimin i¢ine girmesi, yenilikleri takip
etmesi, lisansiistii egitimin igerigi geregi okumalar yapmalarinin bu sonugta etkili oldugu sdylenebilir.
Lisansiistii egitimin bu anlamda etkisi distniildiigiinde; Milli Egitim Bakanhiginmin &gretmenleri
lisansiistii egitim almasi konusunda yo6nlendirmesi, motive etmesi onem arz etmektedir. Subat
2022’de TBMM Genel Kurulunda kabul edilerek yasalasan Ogretmenlik Meslek Kanunu'nda
Ogretmenlik mesleginin, aday ogretmenlik doneminden sonra "dgretmen", "uzman dgretmen" ve
"bagdgretmen” olmak tizere {i¢ kariyer basamagma ayrilacag: ifade edildi. Yiiksek lisans egitimini
tamamlayanlarin uzman O6gretmen unvani igin Ongoriilen, doktora egitimini tamamlayanlarin
basogretmen unvani ic¢in 6ngoriilen yazili smavlardan ve egitimlerden muaf tutulacag: belirtildi
(Resmi Gazete, 2022). Tiirk egitim sisteminde 0gretmen yeterlikleri acisindan alman bu karar; bu
aragstirmadan elde edilen sonuglar ¢ercevesinde degerlendirildiginde olduk¢a olumlu bir gelisimdir.

Bu uygulama sayesinde 6gretmenler lisansiistii egitim konusunda motive edilebilir.

Okul 6ncesi 6gretmenlerinin okul tiirii ve mesleki kidem degiskenlerine gore 6z yeterlik inang
diizeyleri anlaml farklilik gostermese de ilkokul biinyesindeki anasiniflarinda goérev yapan ve 11 yil
ve tizeri kidemi olan okul 6ncesi 6gretmenlerinin inanglarmin daha yiiksek oldugu tespit edilmistir.
Gomleksiz ve Serhatlioglu'nun (2013) yaptiklari arastirma sonuglari da 6z yeterlik inang diizeylerinin
mesleki kidem ve okul tiirii degiskenine gore yiiksek oldugu ancak anlamh farklihk gostermedigi
yoniindedir. Gotch ve French (2013) tarafindan yapilan smif égretmenlerinin hizmet siirelerine gore
0z yeterlik inang diizeylerine yonelik arastirmada, 6gretmenlerin hizmet siirelerine gore 6z yeterlik
inang diizeylerinde anlamli bir fark goriilmedigi ortaya konmustur. Ayrica Hong Kong’da yapilan bir
arastirmada, Ogretmenlerin mesleki kidemlerine gore yeterlik diizeyleri incelenmis ve mesleki
kidemin 6gretmen yeterligi {izerinde anlamli bir etkisi olmadig1 saptanmistir (Cheung, 2006). Kesgin
(2006) de yaptigr calismada, mesleki kidem arttikga dgretmenlerin 6z yeterlik inanglarinin da artis
gosterdigini belirtmistir. Ogretmenlik 6z yeterlik inanc1 bakimindan okul dncesi 6gretmenleri ve okul
Oncesi 6gretmen adaylarini karsilastiran bir calismada; okul dncesi 6gretmenlerinin mesleki kidemine
bagh olarak aile katilimina yonelik 6z yeterlik inanglari, kidem arttik¢a anlamh farklilik gdstermistir.
Aymi calismanin bir diger sonucu olarak; okul 6ncesi 6gretmenlerinin mesleki kidemine bagli olarak,
Ogrenme Ogretme siireci ve smnif yonetimi alt boyutlarina yonelik 6z yeterlik inanci, yiiksek kidemli
Ogretmenlerde daha yiiksek c¢iksa da aralarindaki fark anlamli degildir (Senol ve Ergiin, 2015).
Bulunan sonuglar bu arastirma sonuglariyla paraleldir. Bu baglamda yapilan baska bir arastirmada da,
mesleki kidem arttikca 6gretmenlerin meslege yonelik yeterlik inanglar1 da artis gostermektedir (Say,
2005). Meslege iliskin tecriibenin ve meslekte gegirilen siirenin 6z yeterlige etki edebilecegini savunan
calismalarin yamu sira (Dikmen ve Caglar, 2015); mesleki kideme gore okul oncesi 6gretmenlerinin

Ogretmen 0z yeterligini arastiran bir calismada, 6z yeterlik inancinin mesleki kideme gore
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degismedigi elde edilen arastirma sonuglarindandir (Bahadir, Dikmen, Akmenge, Simsek ve Tuncer,
2019). Gerek bu arastirmadan gerekse sozii edilen diger arastirmalardan elde edilen sonuglar
dogrultusunda; 6gretmenlerin hizmet siirelerine gore 6z yeterlik inang diizeylerinde anlaml bir fark
goriilmese de kidemin 6z yeterlik inancini olumlu etkiledigi soylenebilir. Elbette kidem 6z yeterlik
igin tek bagina bir 6lciit olamaz. Nitekim Subat 2022’de yasalasan Ogretmenlik Meslek Kanunu'nda da
i¢ kariyer basamagina gegcislerde kidem de 0lgiit alinmistir. Ancak tek basina yeterli degildir. Kanuna
gore; uzman Ogretmenlik icin 6gretmenlikte en az 10 yil hizmeti bulunanlardan mesleki gelisime
yonelik 180 saatten az olmamak iizere diizenlenen Uzman Ogretmenlik Egitim Programi‘ni
tamamlamalar1 ve yazili smavda 70 ve iizeri puan almalar;;, basogretmenlik icin de Uzman
O0gretmenlikte en az 10 yil hizmeti bulunan 6gretmenlerden mesleki gelisime yonelik 240 saatten az
olmamak iizere diizenlenen Basogretmenlik Egitim Programimni tamamlamalar1 ve ve yazili sinavda
70 ve {izeri puan almalar sarti vardir (Resmi Gazete, 2022). Ogretmen niteligi agisindan olumlu bir
uygulama olan bu kanunun da bu arastirmadan elde edilen sonuglar1 destekler nitelikte oldugu ya da

bu uygulamanin bu tiir arastirma sonuglarindan yola ¢ikarak kanunlastirildig: ifade edilebilir.

Okul oncesi O0gretmenlerinin gorev yaptiklar1 sinif mevcudu degiskenine gore 6z yeterlik
inang diizeylerine iligkin elde edilen sonug; sinif mevcudu 21 ve {izeri olan 6gretmenlerin 6z yeterlik
inang diizeyleri, sinif mevcudu daha az olan 6gretmenlere gore yiiksek olmasina ragmen aralarindaki
farkin anlamli olmadigl yoniindedir. Bu sonug¢ 6z yeterlik inanglarinin alt boyutlarindan olan
“iletisim becerileri ve aile katihmi” alt boyutunda gorev yaptiklar1 smif mevcudu fazla olan

ogretmenlerin daha fazla deneyime sahip olmasindan kaynaklaniyor olabilir.

Arastirmanin iiglincii ve dordiincii alt problemlerinde; okul 6ncesi 6gretmenlerinin mesleki
degerlere sahip olma diizeyleri ve mesleki degerlere sahip olma diizeylerinin egitim durumlarina,
mesleki kidemlerine, gérev yaptiklari sinif mevcudu ve okul tiiriine gore farklilasip farklilasmadig:
incelenmistir. Calismadan elde edilen sonug; okul 6ncesi 0gretmenlerinin mesleki degerlere sahip
olma diizeylerinin; “farkliliklara saygi duyma”, “kisisel ve toplumsal sorumluluk” ve “igbirligine agik
olma” alt boyutlarinin tiimiinde yiiksek oldugu yoniindedir. En az sahip olduklar1 mesleki degerin
“siddete karst olma” alt boyutu oldugu arastirma sonucunda ortaya konmustur. Ozellikle gelisen ve
degisen cagdas diinya sartlarinda; sinirlarin ortadan kalktigy, kiiltiirler aras: etkilesimin iist diizeyde
oldugu bir ortam mevcuttur. Farkliliklara saygili olma da sosyo-ekonomik diizey, cinsiyet, etnik
koken, kiiltiir vb Ozelliklerin ayrimci olarak algilanmamasini, olumlu kabul ile karsilamasini, bu
farkliliklarin desteklemesini ve farkliiin bir zenginlik olarak goriilmesini ifade etmektedir (Giiven,
2012). Farkliliklara saygili bir 6gretmen kendine benzeyen ya da benzemeyen herkese kars: saygilidir,
on yargilardan arinmistir. Farkliliklara saygt duyma boyutunda okul 6ncesi 6gretmenlerin bu degere
sahip oldugu sonucu gerek evrensel etik degerler acisindan gerekse ¢ocuklarin da bu insani degerlere
sahip olmasi agisindan egitim sisteminin 6gretmen girdisi boyutunda olduk¢a olumludur. Derman

Sparks (2010, akt.Kozikoglu ve Bekler, 2019) olumlu bir sinif iklimi ger¢evesinde 6grencilerin birbirine
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kars1 saygili oldugu, birbirlerini oldugu gibi kabul ettigi bir ortam olusturmada 6gretmenlerin bu
degere sahip olmasinin Onemini vurgulamistir. Ogretmenlerin mesleki degerleri benimseme
diizeylerini arastiran bir ¢alismada da, “farkliliklara saygi duyma” ve “is birligine agik olma”
degerlerine yiiksek diizeyde sahip olduklari, “siddete kars: olma” degerine ise daha az diizeyde sahip
olduklar1 ortaya konmustur (Tunca, Alkin-Sahin ve Oguz, 2015). Arastirma sonuglariyla benzerlik
gosteren Altinkurt ve Yilmaz (2011)'1n ¢alismasy; 6gretmen adaylarinin en ¢ok sahip olduklar1 mesleki
degerin “farkliliklara saygi duyarak ayrimcilik yapmama” oldugunu ortaya koymustur. Okul 6ncesi
O0gretmenleriyle yiiriitiilen, “farkliliklara saygi duyma” konusunda yapilan bagka bir ¢alisma da; okul
oncesi Ogretmenlerinin bu konudaki mesleki degerlerinin yiiksek diizeyde oldugu fakat program
icerigi acisindan eksiklikler oldugunu diisiindiiklerini ortaya koymustur (Pekdogan, 2018). Ilgili
arastirma sonuglarindan da yola c¢ikarak; Ogretmenlerin kendilerini bu degerlere sahip olma
konusunda olumlu gordiikleri soylenebilir. Tiirkiye’de 6gretmen yetistirme lisans programlarinda
meslek bilgisi kodlu “Egitimde Ahlak ve Etik” dersinin ve genel kiiltiir kodlu “Topluma Hizmet
Uygulamalar1” derslerinin 6zellikle 2018’den sonra her brans i¢in zorunlu ders olmas: (Yiiksek
Ogretim Kurulu [YOK], 2018) bu yonde atilan 6nemli adimlardandir. Ogretmenlik meslegi
degerlerinden “siddete karsi olma degeri” ne iliskin arastirma sonuglar1 ise pek olumlu degildir.
Ogretmenlerin siddete karsi olma egilimine iliskin &gretmenlik meslegi degerine sahip olma
konusunda yetersiz olmalar1 hizmet-oncesi ve hizmet-ici 6gretmen egitimlerinin bu anlamda yetersiz
olabilecegini diisiindiirmektedir. Arastirmadan elde edilen sonug; Ogretmenlerin karsilagtiklari
istenmeyen Ogrenci davramslariyla nasil bas edecegi, istenen davramslara ogrencileri nasil
yonlendirecegi konusunda kendilerini ¢aresiz hissettiklerine ve ceza/bagirma vb. olumsuz, siddet
iceren 0gretmen davranislar: sergileyebildiklerine isaret etmektedir. Bu durumda gerek dgretmenlerin
ruhsal/psikolojik sagliklarina yonelik gerekse sinif ici rehberlik alanlarina yonelik ek egitimlere ve

hizmetlere yer verilmesi dnem arz etmektedir.

Okul oncesi Ogretmenlerinin okul tiirii ve mesleki kidem degiskenlerine gore mesleki
degerlere sahip olma diizeyleri anlamli farklilik gostermese de ilkokul biinyesinde bulunan
anasiniflarinda gorev yapan ve 10 yil {izeri kidemi olan okul 6ncesi 6gretmenlerinin mesleki degerlere
sahip olma diizeylerinin daha yiiksek oldugu elde edilen arastirma sonuglarindandir. Okul 6ncesi
ogretmenlerinin mesleki degerlere sahip olma diizeyleri egitim durumu degiskenine gore
incelendiginde; doktora mezunu 6gretmenler lehine anlamli fark oldugu sonucu elde edilmistir. Okul
oncesi 0gretmenlerinin sinif mevcudu degiskenine gore mesleki degerlere sahip olma diizeylerine
iligkin elde edilen sonug; gorev yaptiklari simif mevcudu 21 ve iistii olan okul 6ncesi 6gretmenlerinin
mesleki degerleri, diger mevcutlara sahip okul 6ncesi 6gretmenlerine gore yiiksek olmasina ragmen
aralarinda anlaml bir farkliligin olmadigidir. Bu noktada; 6gretmenlerin meslekte bulunduklar: gorev
siiresi arttikca mesleki deger baglaminda yeterlik diizeylerinin de artis gosterdigi, lisansiistii egitim

kademeleri yiikseldik¢e 6gretmenlik mesleginin degerlerine yonelik bakis agilarmin olumlu yoénde
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degistigi, buna bagh olarak farkliliklara saygi duyabilme, kisisel ve toplumsal sorumluluk bilincine
sahip olma konusunda daha yetkin olabilme noktasinda ilerleme kaydedebildikleri sdylenebilir. Subat
2022'de yasalagsan Ogretmenlik Meslek Kanunu objektif kriterler gercevesinde uygulamaya

koyuldugu takdirde 6gretmenlik mesleki degerlerinin gelisimi agisindan da énemli bir adim olacaktir.

Calismanin son alt problemi kapsaminda elde edilen sonug; okul Oncesi 0gretmenlerinin
mesleki degerlere sahip olma diizeyleri ile 6z yeterlik inanglar1 arasinda orta diizeyde pozitif ve
anlamli bir iliski oldugudur. Bu sonugtan yola ¢ikarak; okul 6ncesi 6gretmenlerinin mesleki degerlere
sahip olma diizeyleri arttikca 6z yeterlik inang diizeylerinin de arttifi, 6z yeterlik inanglarindaki
degiskenligin bir kisminin mesleki degerlere sahip olma diizeylerinden kaynaklandig: soylenebilir ya
da okul Oncesi 6gretmenlerinin 6z yeterlik inang diizeyleri arttikca mesleki degerlere sahip olma
diizeylerinin de arttig1 sOylenebilir. Okul oncesi Ogretmenlerinin ¢ocuklara aktarilmasi gereken
degerleri aktarabilmesi icin oncelikle 6z yeterlik inang diizeylerinin ve meslek i¢i egitimlerinin yeterli
diizeyde olmasi1 gerektigini ortaya koyan bir c¢alismada, O6gretmenlerin sahip oldugu mesleki
degerlerin ¢ocuklarin 6grenme 6gretme siirecine etki edebilecegi saptanmistir (Ogelman ve Sarikaya,
2015). Sahin, Tunca, Altinkurt ve Yilmaz (2015) tarafindan yapilan bir arastirmada; arastirma
bulgularina paralel olarak elestirel diisiinmeye dayali olarak 6gretmenlerin mesleki degerleri yiiksek

diizeyde bulunmustur.

Bu arastirmadan elde edilen sonuglar dogrultusunda; okul Oncesi Ogretmenlerinin aile
katilimina, iletisim becerilerine ve planlama becerilerine yonelik 6z yeterlik inanglarm yiiksek
tutabilmek igin; ailelerin dénem boyunca siiregle ilgili alinan kararlara daha ¢ok dahil olmalarinin
saglanmasi, ¢ocuklarla daha fazla goz temasi kurmaya 6zen gosterilmesi, onlara bir birey olarak ayri
ayr1 deger verildiginin daha cok hissettirilmesi, bireysel farkliliklar1 goz oniinde bulundurarak
bireysel etkinliklere ve grup etkinliklerine planli bir sekilde yer verilmesi yoniinde Onerilerde
bulunulabilir. Okul 6ncesi 6gretmenlerinin siddete karsi olmaya ve kisisel ve toplumsal sorumluluga
yonelik mesleki deger diizeylerini yiikseltmek adina da; sorumluluklarini yerine getirmek istemeyen
cocuklari azarlamama, sucu engellemek adina dahi olsa cezay1 bir ara¢ olarak kullanmama ydniinde
gayret gostermeleri, sosyal hizmet kurumlarina belirli araliklarla gezi diizenlemeleri, dil 6grenme/
herhangi bir miizik aleti ¢calma vb. kisisel gelisimine yonelik etkinliklere/kurslara katilmalar1 yoniinde
Onerilerde bulunulabilir. Ogretmenlere yonelik sunulan bu onerilerin yani sira bu arastirmadan elde
edilen sonuglar dogrultusunda; dgretmenlerin niteliklerini arttirma konusunda da ilgili kurumlara;
Ogretmen yeterliklerinin ve eksikliklerin belirlenmesi amacina yonelik olarak belirli siire dilimlerinde
alan taramasi yapilarak Ogretmenlerin talepleri dikkate almnarak uygulamali hizmet-i¢i egitim
programlarinin diizenlenmesi, &gretmen yetistirme egitiminde olan eksiklikler tespit edilerek lisans
programlarinin tekrar gozden gegirilmesi ve 6gretmenlerin eksikliklerini tamamlamalar: konusunda

motivasyonu arttirmak adina farkli 6diillendirme sistemlerinin gelistirilmesi 6nerilebilir.
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Introduction

One of the basic elements of determining societies' socio-cultural and socio-economic status is
the matter of raising individuals. Education is the most effective way to get efficiency in raising
today's children, who will be the future adults. Learning-teaching approaches, strategies and methods
are the most significant guides in shaping the structure of societies. Teachers are the leading actors
during the efficient and purposeful implementation of these guides. There are competencies that
teachers should possess to achieve the objectives identified in the educational process at the desired
level. Teachers' proficiency in their profession goes hand in hand with their belief that they can fulfill
their responsibilities and duties appropriately as an instructor rather than the quality of the education

they receive (Aslan and Ulugiar Sagir, 2008).

Teachers help children from the earliest years of life to become lasting learners and to achieve
a clean standing in life. They guide them by initiating their interaction with the environment to
increase their existing potential. Therefore, there are values that teachers should have for universal
values in conjunction with the theoretical knowledge that should be presented to the child (Altinkurt
and Yilmaz, 2011). Even the perfect curriculum may lose its functionality and effectiveness in the
hands of a teacher who is not qualified to implement and realize the curriculum in terms of having

values related to their profession (Tunca, 2012, as cited in Tunca, Alkin-Sahin and Oguz, 2015).

Professional value is all of the right and wrong forms of a profession. Teaching in Turkey was
accepted as a professional profession in the Basic Education Law No. 1739, which became official on
June 14, 1973 (Giiven, 2010). The indicators of the professional values of teaching welcomed as a
professional occupation are: being there for the students, the teachers' view of differences, their
relationship with colleagues, their behavior regarding the protection of the school's property, their
ability to take responsibility for professional development, the consideration of social interests rather
than individual interests, using collaborative teaching methods, their attitude toward the natural
environment, and their struggle against difficulties. In this regard, having professional values such as
communication with parents to understand the student correctly, the solution method to prevent the

recurrence when encountering an undesirable behavior, the individual methods to be applied, the
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effectiveness in institutions and organizations that protect the natural environment, the perspective
towards the students according to their families’ socio-economic status, the participation level in
activities such as language development, interest in an instrument and so on that helps personal
development and visiting organizations such as nursing homes, orphanages will also increase the

quality of education (Tepe, 2011; Tunca, 2012).

It is inevitable for teachers to reflect the professional values they have adopted to their
behaviors and attitudes. A teacher with professional values will prepare children for life as more
sensitive, reflective, conscious, respectful, having cultural awareness and better equipped. Various
studies have been conducted on the extent to which teachers/prospective teachers possess professional
values, how teachers' professional value judgments affect the learning-teaching process, and the
positive/negative effects of educators' value judgments on children's manners and behaviors
(Altinkurt and Yilmaz, 2011; Brophy and Good, 1986; Dickinson, 1990; Varis, 1973, as cited in Sari,
2005). In a study examining the reflection of teachers' values and beliefs on the learning environment
and classroom activities in Malaysia, teachers' cultural traditions and values were identified to be
reflected in the activities within the classroom environment and affect their teaching decisions and
values (Ravindran and Hashim, 2012). Ogelman and Sarikaya (2015) concluded that teachers had
difficulties in transferring values to children, and teachers’ professional values might affect children’s

learning and teaching process.

Kurtulan (2007) noted that teachers inadequately defined their professional values, priority
and importance in professional practices. The study conducted by Beachum, McCray, Yawn and
Obiakor (2013) with pre-service teachers suggested that pre-service teachers had positive views

towards the professional values in teacher training courses.

One of the remarkable inputs of qualified education is that teachers have a high self-efficacy
belief on adopting contemporary, national and universal values while fulfilling their responsibilities in
the learning-teaching process; besides, they can keep up with innovations and differences (Bahar,
2019; Booth, Abercrombie and Frey, 2017; Cheung, 2006; Clark and Newberry2019; Karakus, 2017).
Booth, Abercrombie, and Frey (2017) defined self-efficacy as the focus of individuals on successfully
fulfilling their academic duties. Self-efficacy is a quality that helps a person to progress positively in
all areas of his/her life. Being self-aware, namely, having a developed sense of self-efficacy enables an
individual to analyze events with a more realistic perspective and to make healthy decisions. Bandura
(1997), who first addressed the concept of self-efficacy, emphasized that if “self-efficacy belief” is not

high, it is not likely to be successful.

Teacher self-efficacy is the ability of teachers to perform teaching at certain levels in different
situations and environments as well as their personal beliefs in their abilities in this regard (llgaz,
Biilbiil and Cuhadar, 2013). The literature includes various studies revealing the significance of

teachers' self-efficacy belief levels regarding competencies such as general culture, field knowledge,
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teaching profession knowledge, and in-class behavior processes of teachers. Having examined
teachers' self-efficacy beliefs, Tschannen Moran and Woolfolk Hoy (2002) found a weak interaction
between teachers' duration of their profession, family involvement in education, and support for
education, and their beliefs in their competencies. However, a strong relationship was identified
between the support the school gives to the educational environment, the provision of tools, the
quality of the resources used in teaching, and the support provided to the teacher as well as teachers'
beliefs in their competencies. Looking at the self-sufficiency beliefs of teachers working in secondary
schools, elementary schools, and high schools, it was found that the group with the highest self-
efficacy beliefs are elementary school teachers. In the study conducted by Yesilyurt (2013) on
examining the pre-service teachers’ teacher self-efficacy perceptions, the students’ self-efficacy
perceptions were determined to be high at the desired level. The study conducted by Gokmen and
Ekici (2018) with pre-service biology teachers put forward that pre-service teachers' self-efficacy levels
were not low and that there was a negative relationship between prospective teachers' perceptions of
competence in teaching and their professional anxiety. Bahar (2019) analyzed the effects of prospective
elementary teachers' level of self-efficacy on their academic performance and found that quantitative
self-efficacy was a significant predictor of academic performance and that academic self-efficacy was

positive, while quantitative self-efficacy was a negative predictor.

Upon analyzing the relevant literature, various studies were conducted with teachers from
different levels and branches on teaching profession values and self-efficacy beliefs. However, no such
study is specifically published on analyzing teaching professional values and self-efficacy beliefs at

the preschool education level. This study is expected to fill the gap and contribute to further studies.
Aim of the Study

This study aims to analyze the preschool teachers' level of having the professional values and
their self-efficacy beliefs towards the teaching profession and the relationship between them. In this

regard, answers to the following sub-problems were sought:
1. What is preschool teachers' self-efficacy beliefs towards the teaching profession?

2. Do the preschool teachers' self-efficacy beliefs towards the teaching profession significantly

vary across their educational status, professional seniority, group size and type of school?
3. What are the professional values of preschool teachers?

4. Do the preschool teachers' professional values significantly differ across their educational

status, professional seniority, group size and type of school?

5.Is there a relationship between preschool teachers' professional values and their self-efficacy

belief levels?

Method
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This study employed a “survey method”, one of the quantitative research methods, to
examine the relationship between the preschool teachers’ "professional values" and their "self-efficacy
beliefs". The "survey model" is a research model that aims to describe the situation, events, and
phenomena that have been put forward in advance or are currently ongoing (Karasar, 2002). Cepni
(2010) clarified that the "survey model" allows working on a specific research group and obtaining
results about the population through data collection tools. Since the aim was to reveal the current

situation, the present study preferred the survey model.
Population and Sample

The study population consisted of 418 preschool teachers working at kindergartens in primary
schools and independent kindergartens affiliated to the Ministry of National Education in Canakkale
during the 2018 and 2019 academic year. The sample held 163 preschool teachers who were selected
by simple random sampling method. The simple random sampling method is a strong sampling
method in terms of representing the population in the best manner (Yildirim and Simsek, 2013). The
simple random sampling method requires that all participants within the scope of the study be subject
to an equal and autonomous possibility (Biiyiikoztiirk, Cakmak, Akgiin, Karadeniz and Demirel,

2017).

Table 2. Demographic information regarding the preschool teachers

Variables Groups f %
Gender Female 160 98,2
Male 3 1,8
Educational status Bachelor degree 142 87,1
Master degree 8 4,9
Doctoral degree 13 8,0
Professional seniority 1-5 51 31,3
6-10 101 62,0
11 and over 11 6,7
School type Primary 40 24,5
Independent 123 75,5
Group size 10-15 17 10,4
16-20 114 70,0
21 and over 32 19,6

Table 1 shows that 160 of the preschool teachers are females and 3 are males. Considering
their educational status; 142 teachers have received their bachelor's degree, the number of teachers
completing their master's education is 8, and the number of those with a doctoral degree is 13. It is
evident that 87.1% of the teachers have completed their undergraduate education. Upon examining
their professional seniority; 51 of the teachers have 1-5 years of teaching experience, the number of

preschool teachers who have been working for 6-10 years is 101, while 11 of whom have more than 10
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years of teaching experience, meaning that the majority of the teachers (62%) have been working for 6-
10 years. While 123 of the participants work at independent kindergartens, 40 work at primary
education institutions having a kindergarten. 75.5% of the teachers were identified to work at

independent kindergartens.

Regarding group sizes, there are 17 preschool teachers with a group size of 10-15, 114 with a
group size of 16-20, and 32 with 21 or more. This means that 70% of teachers work in groups with 16-

20 students.
Data Collection Tools

The study deployed two data collection tools: “Teaching Profession Values Scale" developed
by Tunca and Saglam (2013) and the "Preschool Teachers’ Self-Efficacy Beliefs Scale" developed by
Tepe (2011). “Teaching Profession Values Scale” consists of 24 items and four dimensions- “being
respectful for differences” with 8 items, “individual and social responsibility” with 5 items, “being
against violence” with 5 items and “being open to cooperation” with 3 items. “Preschool Teachers’
Self-Efficacy Beliefs Scale” is a 37-item scale consisting of 6 dimensions: “learning-teaching process”
with 9 items, “communication skills” with 7 items, “family involvement” with 5 items, “planning”
with 6 items, “organizing learning environments” with 5 items and “classroom management” with 5
items. The Cronbach Alpha reliability coefficient of the professional values scale was found to be .77,
while that of the teachers' self-efficacy beliefs as .87. The data collection tools included the choices of
"none" (1), "less" (2), "medium" (3), "a lot" (4), "completely” (5). The negative items in the scales were

coded in reverse, considering their effect on the arithmetic mean.
Data Analysis

Descriptive statistics were used during data analysis. The data were analyzed through the use
of the SPSS package program. To determine the statistical techniques, the kurtosis and skewness

values were examined to identify whether the distributions showed normal distribution.

Table 2. Kurtosis and skewness values regarding the preschool teachers’ self-efficacy beliefs scale

Dimension Kurtosis Skewness
Learning and teaching process 425 -.531
Communication skills -.643 017
Planning skills -135 -134
Organization of learning environment 320 -.456
Classroom management 270 -.378
Family involvement .017 -.643
The overall scale 544 -211

As is seen in Table 2, the data demonstrated a normal distribution since kurtosis and skewness
values were obtained from the overall scale and its dimensions were between (+2.0) and (-2.0) (George

and Mallery, 2010).

Table 3. Kurtosis and skewness values regarding the preschool teachers’ professional values scale



Atasoy, H. K. & Abali Oztiirk, Y.

Dimension Kurtosis Skewness
Being respectful for differences 403 -.333
Individual and social responsibility -.134 461
Being against violence .026 746
Being open to cooperation .189 148

The overall scale -.149 285

Upon analyzing Table 3, the data demonstrated a normal distribution, since kurtosis and
skewness values were obtained from the overall scale and its dimensions were between (+2.0) and (-
2.0) (George and Mallery, 2010). Moreover, the Kolmogorov-Smirnov test was conducted to determine
whether the data showed normal distribution. Kolmogorov-Smirnov test values were examined and
the "p" values regarding the preschool teachers' self-efficacy beliefs and professional values scale were
found >.05. Histogram distributions and detrended normal Q-Q plot also demonstrated a normal

distribution.

The study used parametric tests such as independent samples t-test when the independent
group is two, and one-way ANOVA (F test) when the independent group is more than two during
data analysis. Besides, frequency (f), percentage (%), standard deviation (Sd), and arithmetic mean (X)

values were also used.
Findings

This section covers the findings and comments. The findings' order is the same as the order of

the sub problems.
Findings and Interpretation Regarding the First Sub-Problem of the Study

Table 4 presents arithmetic averages and standard deviations of the preschool teachers' self-

efficacy belief levels within the scope of the first sub-problem of the study.

Table 4. Analysis results of the preschool teachers’ self-efficacy belief levels

Dimension X Sd
Learning and teaching process 4.24 46
Communication skills 3.63 77
Planning skills 4.17 46
Organization of learning environment 4.29 48
Classroom management 4.25 .50
Family involvement 3.63 77
The overall scale 4.17 .38

As is seen in Table 4; preschool teachers' self-efficacy belief level was found to be X=4.17 out of
5. In addition, preschool teachers considered themselves the most competent related to the dimensions
of self-efficacy belief level such as organizing learning environments (X=4.29), classroom management
(X=4.25), and learning and teaching process (X=4.24). Besides, communication skills (X=3.63), and

planning (X=4.17) are the dimensions that they feel the least efficient about.

Findings and Interpretation Regarding the Second Sub-Problem of the Study
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Analysis results regarding the second sub-problem of the study are depicted in Table 5, Table
6, Table 7, and Table 8.

Table 5. Analysis of the preschool teachers’ self-efficacy belief levels in terms of "professional seniority”

Professional — Source of Sum of Mean of
. X Sd . df F p
Seniority Variance Squares Squares
1-5 51 416 .35
o Between 41 2 221
= 6-10 101 415 .38 groups
m . .
> landover 40 4 Within 23155 160 .145
g groups 1.52 .22
&
= Total 163 417 .38 Total 23.596 162
93]

According to Table 5, preschool teachers’ self-efficacy belief levels did not differ significantly

across their professional seniority [F-160=1.152; p>.05].

Table 6. Analysis of the preschool teachers’ self-efficacy belief levels regarding "educational status”

Educational N X sd Sou_rce of Sum of daf Mean of F o
Status Variance Squares Squares
Bachelor 142 413 .35 Bet 1.240 ) 20
n gr . .
Master 8 430 33 o EOURS
Q Doctorate 13 444 53  Within groups 22.355 160 .140
= 4439 .01
3,
«  Total 163 4.17 .38 Total 23.5960 162
v
N

*p <.05 level

Upon analyzing preschool teachers’ self-efficacy belief levels in terms of their educational
status in Table 6, a significant difference was identified between teachers with a doctoral degree and
those having master’s degree in favor of teachers with doctoral degrees [F160=4.439; p<.05]. Self-
efficacy beliefs of the participants having a doctoral degree (X=4.44) were found to be higher than

undergraduate participants (X=4.13) and those having master’s degree (X=4.30).

Table 7. Analysis of the preschool teachers’ self-efficacy belief levels in terms of “school type”

School Type N X sd df ¢ p
>

I
g, independent o, 409 36
£ 2 Kindergarten
R 161 -1.374 17
o}
N

Primary School 123 4.19 38

As can be seen in Table 7, preschool teachers’ self-efficacy belief levels did not significantly
differ across school types (tas=-1.374, p>.05). Even though the self-efficacy belief levels (X=4.19) of the
participants working at kindergartens within the primary school were higher than those in

independent kindergartens (X=4.09), no significant difference was identified between them.

Table 8. Analysis of the preschool teachers’ self-efficacy belief levels in terms of “group size”
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G - S f M f
.roup N X Sd  Source of Variance - O df canot g p
Size Squares Squares
g 10-15 17 422 .29
= Bet 789 2 394
2 16-20 114 412 36 oo 8OUPS
g 21and over 32 429 45 Within groups 22.807 160 .143
g 2.767 .06
A Total 163 417 .38 Total 23596 162
o}
N

Table 8 depicts no significant difference among the self-efficacy belief levels of the preschool
teachers in terms of the group size [F160=2.767; p>.05]. The difference between them was not
significant although the self-efficacy belief levels (X=4.29) of the participants with a group size of 21

and over were higher than those with fewer group sizes.
Findings and Interpretation Regarding the Third Sub-Problem of the Study

Table 9 indicates arithmetic averages and standard deviations of the preschool teachers' levels

of having professional values within the scope of the third sub-problem of the study.

Table 9. Analysis results on the preschool teachers’ levels of having professional values

Dimension X Sd
Being respectful for differences 4.15 44
Individual and social responsibility 3.00 .62
Being against violence 1.87 .64
Being open to cooperation 3.51 .69
The overall scale 3.21 37

Table 9 suggests that preschool teachers' levels of having professional values were determined
to be X=3.21 out of 5. Besides, they were identified to mostly hold the dimensions of being respectful
for differences (X=4.15) and being open to cooperation (X=3.51), whereas being against violence
(X=1.87) and individual and social responsibility (X=4.17) stand as the values that they had at the least

level.
Findings and Interpretation Regarding the Fourth Sub-Problem of the Study

Analysis results regarding the fourth sub-problem of the study are depicted in Table 10, Table
11, Table 12 and Table 13.

Table 10. Analysis of the preschool teachers’ levels of having professional values in terms of “professional
seniority”

Profes'swnal N X sd Sou.rce of Sum of d Mean of F b
Seniority Variance Squares Squares
Té 1-5 51 328 39 Between 107 ) 213
S g 6-10 101  3.17 .36  groups
@ —
% S 11 and over 11 329 40 Withingroups  22.592 160 .141 151 22
& Total 163 321 .37 Total 23.019 162
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As observed in Table 10, preschool teachers’ levels of having professional values did not
significantly vary across their professional seniority [Fe160=1.51; p>.05]. Even though the professional
values of the teachers with 11 years and over experience (X=3.29) were higher than those having other

teaching experiences, no significant difference was identified between them.

Table 11. Analysis of the preschool teachers’ levels of having professional values in terms of "educational
status”

Educational X sd Source of Sum of Mean of F .
Status Variance Squares df  Squares P
Bachel 142 317 .35
P‘g achelor Between 1.656 ’ 28
8 g Master 8 339 42  groups
2 < Doctorate 13 352 42  Withingroups 21363 160 .134 6.201 .00
S
& Total 163 321 .37 Total 23.019 162

*p <.05 level

When looking at the level of professional values of preschool teachers in relation to their
educational status in Table 11, a significant difference was found between teachers with doctoral
degrees and those with bachelor's degrees in favor of teachers with doctoral degrees [F(160=6.201;
p<.05]. The professional values of the participants having doctoral degree (X=3.52) were determined to

be higher than participants with a bachelor degree (X=3.17) and those having a master degree (X=3.39).

Table 12. Analysis of the preschool teachers’ levels of having professional values in terms of “school type”

School Type N X Sd df t P
g
< Independent 40 3.20 33
- Kindergarten
g 161 -.147 .88
2
% Primary School 123 3.21 .38
&

According to Table 12, preschool teachers’ levels of having professional values did not differ

significantly across their school type (t(161)=-.147, p>.05).

Table 13. Analysis of the preschool teachers’ levels of having professional values in terms of “group size”

Group — Source of Sum of Mean of

Size N X 5d Variance Squares df Squares F P
= 10-15 17 320 .39
g Bet 185 2 092
E g 1620 114 320 37 o conEIoups
é § 2land over 32 328 .36 Within groups 22.834 160 .143 648 52
& Total 163 321 .37 Total 23.019 162
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Table 13 displays that no significant difference was identified among the preschool teachers’
levels of having professional values in terms of the group size [F160=.648; p>.05]. The difference
between them was not significant although the professional values (X=3.28) of the participants with a

group size of 21 and over were higher than those with fewer group sizes.
Findings and Interpretation Regarding the Fifth Sub-Problem of the Study

The analysis results regarding the fifth sub-problem of the study, "Is there a relationship
between preschool teachers' professional values and their self-efficacy beliefs?" are presented in Table
14.

Table 14. Correlation results between preschool teachers’ levels of having professional values and their self-
efficacy belief levels

“Professional Values Scale” “Preschool Teachers’ Self
Efficacy Beliefs Scale”

“Professional Values Scale” 1 .396

“Preschool Teachers” Self Efficacy .396 1
Beliefs Scale”

Table 14 reveals a medium-level, positive and significant relationship between the preschool
teachers’ professional values and their self-efficacy belief levels (r=0.396, p<.01). The relationship
between variables is expressed by the correlation coefficient when performing a correlation analysis.
This value is between +1 and -1. If the correlation coefficient is between 0.30 and 0.70, it means that

there is a medium level and positive relationship (Koklii, Biiyiikoztiirk and Cokluk, 2007).

Based on the results of the analysis, it is useful to mention that the self-efficacy beliefs of
preschool teachers increase as their professional values increase. Taking into account the coefficient of
determination (r?=0.157), 16% of the total variance (variability) of preschool teachers' self-efficacy
beliefs can be attributed to their professional values. In other words, as the self-efficacy belief levels of
the preschool teachers increase, their level of having professional values also increases. Upon
analyzing the determination coefficient (r>=0.157), 16% of the total variance (variability) regarding the

preschool teachers' level of having professional values may be due to their self-efficacy belief levels.
Discussion, Result, and Recommendations

The first and second sub-problems of the study aimed to determine preschool teachers' self-
efficacy belief levels and reveal whether their self-efficacy belief levels differed in terms of their
educational status, professional seniority, and type of school and group size. In this regard, teachers
felt competent. Preschool teachers considered themselves most competent in the dimensions of
organization of the learning environment, classroom management, and learning-teaching processes,
which were related to the degree of self-efficacy beliefs. In contrast, the dimensions in which they felt
least effective were communication skills and planning. Based on the studies indicating that teachers'

self-efficacy beliefs are positively related to quality of teaching, quality of student learning, and high
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student achievement (Brown, 2012; Guo, Dynia, Pelatti and Justice, 2014; Holzberger, Philipp and
Kunter, 2013; Zee and Koomen, 2016), it is perhaps appropriate to note that the findings of this study
are encouraging with regard to the quality of preschool education. Because teachers with high self-
efficacy beliefs can better determine the objectives of the learning-teaching process, they plan their
classroom practices better towards these objectives, and they are more willing to innovate in teaching
methods (Caprara, Barbaranelli, Steca and Malone, 2006; Cousins and Walker, 2000; Saragaloglu,
Aldan Karademir, Dinger and Dedebali, 2017). The learning understanding of innovation-minded
teachers is also continuously developing within the framework of a contemporary understanding of
education and, moreover, increases the possibility of providing preschool children with an
educational process that is child-centered, has a constructivist understanding, and takes individual
differences into account. This is considered as positive in terms of teacher competencies for the
development of preschool education, which is the most basic level of formal education. However,
teachers' competencies change from day to day and evolve according to age and needs. Therefore, it is
crucial that the scientific studies and practices carried out in line with the development of teachers'

competencies continue without interruption, both individually and institutionally.

The study results suggested that preschool teachers' self-efficacy belief levels significantly
varied across their educational status in favor of post-graduate teachers. This may be because teachers
with a higher educational status re-engage in academic education after undergraduate education,
follow innovations and read articles in accordance with the content of graduate education.
Considering the effect of postgraduate education in this regard, the Ministry of National Education
must guide and motivate teachers to receive postgraduate education. The Teaching Profession Law,
which was enacted in the General Assembly of the Grand National Assembly of Turkey in February

"non

2022, stated that the teaching profession would be divided into three career steps as "teacher”, "expert
teacher", and "headteacher" after the candidate teaching period. Accordingly, individuals who have
completed their master's education and those who have completed the doctoral education stipulated
for the title of expert teacher will be exempted from the written exams and training prescribed for the
title of headteacher (Resmi Gazete, 2022). This decision taken in terms of teacher competencies in the

Turkish education system is a highly positive development when evaluated within the framework of

the results of the present study. This may motivate teachers about postgraduate education.

Even if preschool teachers’ self-efficacy belief levels did not significantly differ across the
school type and professional seniority, those working at kindergartens within the primary school and
having over 10 years of experience were identified to have higher self-efficacy beliefs. Likewise, the
study results conducted by Gomleksiz and Serhatlioglu (2013) showed that self-efficacy belief levels
were higher in terms of professional seniority and school type, but the difference was insignificant. In
the study carried out by Gotch and French (2013) on the primary school teachers’ self-efficacy belief

levels in terms of their service time, no significant difference was identified across their service time.
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In addition, a study conducted in Hong Kong examined the proficiency levels of teachers in terms of
their professional seniority and found that professional seniority did not have a significant effect on
teacher competence (Cheung, 2006). Kesgin (2006) also stated that teachers' self-efficacy beliefs
increase as their professional seniority increases. In a study comparing preschool teachers and
prospective preschool teachers regarding self-efficacy beliefs, preschool teachers' self-efficacy beliefs
regarding family involvement were found to differ as their professional seniority increased
significantly. Another result of the same study indicated that self-efficacy beliefs of the teachers with
higher teaching experience were higher related to the dimensions of learning-teaching process and
classroom management, but the difference between them is insignificant (Senol and Ergiin, 2015). The
results are in line with those of this study. In another study, teachers' efficacy beliefs towards the
profession were determined to increase as their professional seniority increases (Say, 2005). In
addition to studies showing that experience and time spent on the job can influence self-efficacy
(Dikmen and Caglar, 2015), one study clarified that preschool teachers' self-efficacy beliefs do not
differ according to their professional seniority (Tuncer, Simsek, Dikmen, Akmenge and Bahadir, 2019).
The results obtained from both this study and other studies implied that seniority positively affected
self-efficacy beliefs even though teachers’ self-efficacy belief levels did not significantly differ across
their length of service. For sure, seniority alone cannot be a criterion for self-efficacy. Indeed, seniority
was also taken as a criterion for transitions to three career steps in the Teaching Profession Law
enacted in February 2022 despite insufficient by itself. Those who have at least 10 years of service in
teaching for expert teaching must complete the Expert Teacher Training Program for professional
development, not less than 180 hours, and get a score of 70 or higher in the written exam. As for being
head teachers, those who have served at least 10 years as an expert are required to complete the Head
Teacher Training Program, which is organized for not fewer than 240 hours for professional
development, and to get a score of 70 or higher in the written exam (Resmi Gazete, 2022). This law,
which is a positive practice regarding teacher qualifications, supports the findings of this study or the

fact that this practice was enacted based on such research findings.

The study results also showed that the self-efficacy belief levels of the participants with a
group size of 21 and over were higher than those with fewer group sizes, yet the difference between
them was not significant. This may be because teachers with a larger group size had more experience

in terms of the "communication skills and family involvement" dimensions of self-efficacy beliefs.

The third and fourth sub-problems of the study attempts to identify preschool teachers' levels
of having professional values and reveal whether their professional values differed in terms of their
educational status, professional seniority, and type of school and group sizes. In this regard, preschool
teachers were identified to have higher levels of professional values in “being respectful for

differences”, “individual and social responsibility”, and “being open to cooperation” dimensions. On

the contrary, the dimension they had at the lowest level was found to be “being against violence”. In
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the developing and changing contemporary world criteria, there is an environment where borders
disappear and intercultural interaction is at a high level. Being respectful to differences also means
that socio-economic level, gender, ethnicity, culture, etc. are not perceived as discriminatory, that they
are welcomed with positive acceptance, that these differences are supported, and that diversity is
regarded as wealth (Guven, 2012). A teacher who respects differences is respectful to everyone, and is
free from any prejudices. The result that preschool teachers have this value of respecting differences is
quite positive in terms of teacher input considering universal ethical values and children having these
human values. Derman Sparks (2010, as cited in Kozikoglu and Bekler, 2019) implicated the
significance of teachers having this value in creating an environment where students are respectful to
each other and accept each other as they are within the framework of a positive classroom climate. In a
study that examined teachers' adoption of professional values, they were found to have the values of
"respecting differences” and "being open to cooperation” at a high level, while a lower level of the
value of "being against violence" (Tunca, Alkin-Sahin and Oguz, 2015). Similarly, Altinkurt and
Yilmaz (2011) revealed that pre-service teachers' professional value at the highest level was
“respecting differences and not discriminating”. Another study conducted with preschool teachers on
“respect for differences” unveiled that they had high professional values on this subject, still they

thought that there were deficiencies in curriculum content (Pekdogan, 2018).

The relevant research results suggested that teachers perceive themselves as positive about
having these values. The vocational knowledge coded "Ethics and Ethics in Education” course and the
general culture coded "Community Service Practices" courses in teacher training undergraduate
programs in Turkey are compulsory courses for each branch, especially after 2018 (Yiiksek Ogretim
Kurulu [YOK], 2018), which is a significant step. The research results on the "value of being against
violence", one of the values of the teaching profession, are not positive. The inadequacy of teachers in
having the teaching profession value related to their tendency to be against violence reveals that pre-
service and in-service teacher training may be insufficient in this regard. This study showed that
teachers felt helpless about dealing with undesirable student behaviors they encountered and how to
direct students to desired behaviors; moreover, they migh exhibit negative, violent teacher behaviors
like punishment/yelling etc. Hence, it is remarkable to include additional training and services for

teachers’ mental/psychological health and classroom guidance.

The study results suggested that preschool teachers' levels of having professional values
significantly varied across their educational status in favor of those with doctoral degree. Although
preschool teachers’ levels of having professional values did not significantly differ across school type
and professional seniority, the level of preschool teachers who work at kindergartens within the
primary school and who have over 10 years of experience was preschool teachers who work at
kindergartens within the primary school and who have over 10 years of experience were determined

to be higher. The results also showed that the professional value levels of participants with a group
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size of 21 and above were higher than those of participants with a smaller group size, but the
difference between them was not significant. As teachers' professional seniority increases, their level
of competence related to professional values increases; their view of the values of the teaching
profession changes positively with increasing postgraduate education, and accordingly, they may
develop in terms of respect for differences and a sense of personal and social responsibility. Providing
that the Teaching Profession Law, enacted in February 2022, is put into practice within the framework

of objective criteria, it will be a significant step in the development of teaching professional values.

The last sub-problem of the study depicted a medium level, positive and significant
relationship between preschool teachers' level of having professional values and their self-efficacy
beliefs. This refers to the fact that preschool teachers' self-efficacy beliefs increase as their professional
values increase, and that some of the variability in self-efficacy beliefs is due to their professional
values, or that preschool teachers' professional values increase as their self-efficacy beliefs increase. In
a study emphasizing that preschool teachers should have a sufficient level of self-efficacy beliefs and
in-service training to ensure the transference of the values to children, teachers’ professional values
were determined to affect students’ learning and teaching process (Ogelman and Sarikaya, 2015).
Similarly, the study conducted by $Sahin Tunca, Altinkurt, and Yilmaz (2015) found that teachers'

professional values based on critical thinking were high.

In line with the study results, various recommendations were provided for preschool teachers:
Families should be more involved in the decisions during the period, they should make more eye
contact with children, they should make them feel that they are valued individually, and they should
include individual and group activities in a planned manner by taking into account individual
differences to keep preschool teachers' self-efficacy beliefs on family participation, communication
skills and planning skills at a high level. In order to increase their professional value level, to be
against violence, together with personal and social responsibility, preschool teachers should not
reprimand children who do not want to fulfill their duties; they should strive not to use punishment
as a means, even to prevent crime; they should organize visits to social institutions at regular
intervals; they should participate in courses to learn languages or to play a musical instrument. Along
with recommendations provided for teachers, several attempts can be made for relevant institutions to
increase teachers’ qualifications. Field research can be conducted at certain times to determine teacher
competencies and deficiencies. Applied in-service training programs can be organized to take into
account teachers' in-service training requests. Undergraduate curricula can be revised by identifying
deficiencies in pre-service education. Besides, different rewarding systems can be developed to

increase teachers’ motivation to complement their shortcomings.
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This study aims to evaluate the digital stories prepared by preservice middle
mathematics teachers for gains and to examine their opinions about the process. The
research was a qualitative case study. Participants were 40 students attending the
elementary school mathematics teaching program at a state university. Participants were
divided into groups of two. The research lasted 10 weeks. A scale was used to evaluate
the digital stories. To determine the opinions of participants a semi-structured interview
form consisting of three questions was used. Content analysis was utilized in the
analysis of the data. According to the results, it was observed that there were mostly low
scores in dramatic questions and music subtitles. When the opinions of participants were
examined, it was seen that they liked mostly the features of the software used. In the

software, they expressed that they liked the characters, characters’ features, and creating
animation. It was determined that preservice teachers had the most difficulty in
recording and adding voice. Also, they had difficulties in supplying computers and the
internet. It has been determined that the suggestions for those who want to create a
digital story are mostly related to the software.
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Ortaokul Matematik Ogretmeni Adaylarinin Hazirladiklar1 Dijital
Hikayelerin Degerlendirilmesi ve Ogretmen Adaylarinin Dijital Hikaye
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kazanimlarma yonelik hazirladiklar1 dijital hikayelerin degerlendirilmesi ve Ogretmen
adaylarinin siirece yonelik goriislerinin incelenmesidir. Arastirma nitel durum calismasi

seklinde tasarlanmistir. Arastirmamn katilimcilar1 devlet {iniversitesinde ilkdgretim
matematik 6gretmenligi programu ikinci sinifa devam eden 40 6grencidir. Ogretmen adaylar1

Kabul: 20.10.2021 aragtirma siirecinde ikiserli gruplara ayrilmuslardir. Arastirma 10 hafta siirmiistiir.
. Hazirlanan dijital hikayelerin degerlendirilmesinde bir 6lgek kullanilmustir. Ogretmen

Anahtar Kelimeler: adaylarinin goriislerini belirlemek i¢in ise {i¢ sorudan olusan yar1 yapilandirilmis gériisme
Dijital Hikaye, formu kullanilmistir. Veriler igerik analizine tabi tutulmustur. Arastirmanin sonuglar: dijital
o hikayelerde ¢ogunlukla dramatik soru ve miizik alt basliklarinda diisiik puanlar oldugunu
Matematik Egitimi, gostermektedir. Ogretmen adaylarmin en fazla kullamlan yazilimin &zelliklerini
C)gretmen Aday1 begendikleri goriilmiistiir. Yazilimda ise karakterler, karakterlerin 6zellikleri ve animasyon

olusturmay1 begendiklerini ifade etmislerdir. Ogretmen adaylarimin en fazla ses kaydi
yapmak ve dijital hikayeye ses eklemek konusunda zorlandiklar1 belirlenmistir. Ayrica
bilgisayar ve internet temini de zorlandiklar1 konulardandir. Dijital hikaye olusturmak
isteyenlere yonelik onerilerin ¢ogunlukla kullanilacak yazilimla ilgili oldugu tespit
edilmistir.
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Hikaye (0ykii) bir olay1 sozlii veya yazili olarak anlatmaktir. Bir baska ifadeyle gercek veya
tasarlanmis olaylar1 anlatan diizyaz: tiiriidiir (Tiirk Dil Kurumu, 2021). Tarih boyunca 6grenmek ve
Ogretmek icin kullanilan hikayelerin anlam olusturmada ve bilgiyi gelistirmede temel bir rolii
bulunmaktadir (Condy, Chigona, Gachago ve Ivala, 2012). Ayrica hikayelerin hayal giiclinii, yaraticilig:
ve problem ¢6zme becerisini gelistirme gibi katkilar1 da bulunmaktadir (Turgut ve Kisla, 2015).
Bilgisayar bilimi alamindaki gelismeler egitimde yeni Ogrenme ve Ogretme yaklasimlarimi da
beraberinde getirmistir. Dijital Hikaye Anlatimi (DHA) bunlardan biridir. DHA terimi Dana Atchley
tarafindan olusturulmustur (Kajder, Bull ve Albaugh, 2005). 1980'lerde hikaye anlaticis1 olarak
performans sergileyen Atchley, bilgisayarlarin ve multimedyanin potansiyelini kesfederek
performanslarina bir destek olarak multimedyay:r kullanmaya baslamigtir ve hikaye anlatma
tekniklerini cesitli yaratici yollarla uyarlamaya devam etmistir. 1990'larin basindan itibaren Dana
Atchley, Joe Lambert ve San Francisco Korfezi bolgesindeki medya sanatcilari, tasarimcilar, hikaye
anlaticilar: ve tiyatro ¢alisanlar: yeni dijital medya araglarinin ortaya ¢ikisinin hikaye anlatimini nasil
etkileyebilecegini kesfetmek i¢gin bir araya gelmistir. Bu kesif, Kaliforniya’da Dijital Hikaye Anlatma
Merkezinin (Center for Digital Storytelling) kurulmasiyla sonuglanmustir. Dijital Hikaye Anlatma
Merkezi, atolye ¢alismalari, danismanlik ve isbirlikleri araciigiyla dijital hikdye anlatiminin tesvik
edilmesinde uluslararasi bir lider konumundadir (McLennan, 2007). DH'nin kesin bir tanimini vermek
zor olsa da (Van Gils, 2005); genel anlamda gorsel bir hikdye olusturmak icin hikayeye ses, goriintii ve
miizigi ekleme siireci olarak ifade edilmistir (Jakes ve Brennan, 2005; Kordaki, 2014). Robin‘e (2006) gore
DH'’ler belirli bir konu hakkinda bilgi sunmak amaciyla kaydedilmis sesli anlatim, dijital grafik, video,
metin ve miizik kullanilarak olusturulur. DH’lerin uzunlugu sadece birka¢ dakikadir. DH’lerin
kullanim alanlarindan bazilari tarihi olaylarin, kisisel hikayelerin anlatilmasi, bir konu hakkinda bilgi
verilmesi ve talimat verilmesidir. Bran’e (2010) gore geleneksel hikaye anlatimina benzer sekilde DHA
da belirli bir konuya odaklanir. Karakterlere, bir ortama, bir hikdyeye sahiptir ve belli bir bakis agis1
igerir. Ancak, geleneksel metnin yanina goriintiileri, sesli anlatimi, video klipleri ve / veya miizigi dahil

ederek daha dinamik bir hikaye elde edilir.
DH Olusturma Siireci

Jakes ve Brennan (2005) DH olusturma siirecinin alti adimdan olustugunu belirtmistir. Bu
adimlarin izlenmesinin basarili bir deneyimin saglanmasina yardimci olacagini ifade etmislerdir. 1-3
arasi adimlar, bilgisayar kullanimina gerek duyulmaksizin herhangi bir sinif ortaminda yapilir. 4. ve 5.
adimlar igin bilgisayar ortamina ihtiya¢ duyulurken 6. adim herhangi bir yerde yapilabilir. Adimlar

Sekil 1'de verilmistir:
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N . Dijital
Yazma Se_nafyo Oykii panosu Multimedya hikayenin Paylasma
gelistirme olusturma bulma olusturulmasi

Sekil 1. DH olusturma adimlar1 (Jakes ve Brennan, 2005).

DH olusturma adimlarin kisaca acitklamak gerekirse ilk adimda yazma islemi yapilir. Ikinci
adim senaryo gelistirme adimidir. Bu adim gesitli multimedya 6gelerinin dahil edilmesi ile hikayeyi
yeniden insa etmeye hizmet eder. Ugiincii adimda 6grencilerin filmlerinin akisini diizenlemek igin bir
oykii panosu olusturmalari gerekir. Oykii panosu 6grencinin senaryosunu bir gorselle (sabit gerceve
veya video) iligskilendirebilecegi bir asamadir. Sonraki adimda 6grenciler kisisel koleksiyonlardaki
fotograflardan goriintiileri kullanabilir ya da hikayelerine uygun gorseller segebilir (multimedya
bulma). Ogrenciler, kendilerine sunulan yazilimi kullanarak dijital hikayelerini olustururlar. Son adim
paylasma adimidir. DH'leri bagkalariyla paylasmak 6grencilerin birbirlerini insan olarak anlamalarina

ve ortak deneyimler paylastiklarini gormelerine yardimci olur (Jakes ve Brennan, 2005).

DH olusturma asamalarmi tanimlayanlardan biri de Lambert’dir (2010). Lambert (2010) ise

sekiz asamadan s0z etmektedir. Asamalar Sekil 2’de verilmistir:

Bakis acisi Duygulan

gelistirmek belirlemek Ani belirlemek Hikayeyi gormek

Senaryo yazmak ve
Hikayeyi paylagmak hikaye tahtasi
olusturmak

Hikayeyi Hikayeyi
birlegtirmek duymak/dinlemek

Sekil 2. DH olusturma asamalar1 (Lambert, 2010).

Lambert (2010) ilk asamanin bakis agis1 gelistirmek oldugunu belirtmistir. Bu asamada hikaye
anlaticilarinin hikayelerinin ne hakkinda oldugunu bulmalarina ve netlestirmelerine yardimci olmak
amaciyla hikaye anlaticilarina "Anlatmak istediginiz hikaye nedir?", "Hikayenizin ne anlama geldigini
diisliniiyorsunuz?" gibi sorular sorulur. Ikinci asama duygular1 belirlemektir. Bir hikayenin igerdigi
duygular1 sahiplenmek, izleyicinin daha derin bir diizeyde baglant: kurmasina da yardimci olacaktir.
Diger asama ani belirlemektir. Hikdye anlaticisi, hikayesinin anlami konusunda netlestikge, ig
goriilerini gostermek icin kullanabilecegi tek bir am belirleyerek hikayesini anlatabilir. Hikaye
anlaticilarinin bu an1 bulmasina yardime olmak igin islerin degistigi anin ne oldugu ve o ani detayh

anlatmalari istenmektedir. Sonraki asama hikayeyi gormektir. Bu asamada gorseller devreye girer. Iyi
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sec¢ilmis imgeler, anlat1 ve izleyici arasinda arabulucu gorevi goriir. Goriintiiler, izleyicilere kelimelerin
sOyleyemeyecegi seyleri agiklama giliciine sahiptir. Hikdyeyi duymak/dinlemek asamasinda hikaye
anlaticisinin hikayelerini anlatan kaydedilmis sesi, DH'yi DH yapan seydir. Siirecte bu noktaya kadar,
hikdyenin duygusal tonu belirlenir. Ses ve miizik bu tonu aktarmanin en iyi yollarindan biridir.
Hikayeyi birlestirme asamasinda hikayenin temel yapisi ana hatlariyla belirlendikten sonra, bir sonraki
adim senaryo yazmak ve hikaye tahtas: olusturmaktir veya baska bir deyisle, hikayeyi en iyi sekilde
anlatmak i¢in gorsel ve isitsel anlatilarin parcanin siiresi boyunca birbirini nasil tamamlayacagini

belirlemektir. Son asama hikayeyi paylasma asamasidir.
DH Olusturmada Kullanilan Yazilimlar

DH olusturmada kullanilabilecek yazilimlardan bazilar1 Microsoft Photo Story 3, Wevideo,
Imovie, PowToon, Audacity, Microsoft Movie Maker, Tellagami, Storyjumper, Slide.ly, olarak ifade
edilmistir (Yilmaz, Ustiindag ve Giines, 2017). Bunlardan biri olan PowToon Ilya Spitalnik ve Daniel
Zaturansky tarafindan 2012 yilinda olusturulmustur. PowToon, kullanimi ¢ok basit bir aragtir ve
nesnelerin, karakterlerin ve sahne oOgelerinin siiriiklenip birakildigr bir arka plan secimi saglar.
Nesnelerin ne zaman gelip ¢tktigini belirlemek icin zaman cizelgesi mevcuttur. Sunuma metin veya
miizik eklenebilir. Ortaya ¢ikan tiriintin, gerektigi gibi kopyalanabilmesi ve paylasilabilmesi igin bir
URL'si vardir. Animasyonlar YouTube'a aktarilabilir veya slayt gosterisi formatinda oynatilabilir
(Chandler, 2015). PowToon’da calisabilmek i¢in kayit olmak gereklidir. PowToon kayit olduktan sonra
kendi sablonunuzu olusturmanin yani sira énceden tasarlanmis sablonlardan da kullanilmasina olanak
tanimaktadir (Rioseco, Paukner-Nogués ve Ramirez-Mufoz, 2017). PowToon ile profesyonel bir
goriiniime sahip ilgi ¢ekici, animasyonlu videolar olusturulabilmektedir. Ayrica PowToon'da smuif
olusturma segenegi de mevcuttur. Graham’a (2015) gore PowToon'un avantajlarindan bazilar
bireylerin ilgi duyduklar1 herhangi bir konuyu sergilemelerine veya sunmalarina ve bagkalariyla
paylasmalarina olanak vermesi, gosterilen bilginin daha iyi kavranmasi ve bu sayede hatirlamay1
kolaylastirmasidir. Bu arastirmada DH olusturmak i¢in PowToon tercih edilmistir. Bu yazilimin tercih
edilme nedenlerinden biri de Tiirk¢e kullanima elverisli olmasidir. Ayrica PowToon’da karakter,
karakterlerin hareketli goriiniimii, nesne, arka plan, miizik ve video segenekleri oldukca fazladir.
Bunun yani sira bu yazilim hem gercek goriiniimlii karakter ve nesnelerle hem de ¢izgi karakterlerle
calisma imkani saglamaktadir. Bu da {izerinde ¢alisilmak istenen konu i¢in DH olusturmada cesitlilige

olanak tanimaktadir.
DH ve Egitim

DH’lerin kullanim alanlarindan biri egitimdir (Robin, 2016). DH'ler egitim teknolojisinin, pasif
bir rolden aktif bir role ve nihayetinde sosyal bir role gegisini saglamaktadir (Albano, Dello Iacono,
Fiorentino ve Polo, 2018). Literatiir incelendiginde DH kullaniminin egitimde bir¢ok faydas: oldugu

goriilmektedir. Ornegin, Hill ve Grinnell’e (2014) gore bir siniftaki 6grenciler teknolojik araglarla bir
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hikaye olustururken, yalnizca bu araglari nasil kullanacaklarini degil, ayni zamanda nasil yaratict
olunacagimi, bir mesaji nasil diizenleyeceklerini ve sekillendireceklerini 6grenmektedirler. Chan,
Churchill ve Chiu’ye (2017) gore DH'ler hazirlayanlarin dijital okuryazarligini gelistirmektedir. Bir DH
olusturmak, 6grencilere kavram yarnilgilariyla calisma ve sosyal, bilimsel ve teknolojik icerige meydan
okuma firsat1 saglayabilir. Hikayeler olusturmak ve iletmek, 6grencilerin karmasik fikirleri ve bakis
acilarini analiz etmeleri, yorumlamalar1 ve sunmalar1 (Robin, 2016) icin 6zellikle biiytileyici bir yol
olabilir (Shelton, Archambault ve Hale, 2017). Ogrencilerin motivasyonunu (Ozerbas ve Oztiirk, 2017),
basarisini (Ulum ve Ercan-Yalman, 2018) ve baskalariyla baglantisin1 (Kim ve Li, 2020; Robin, 2016) da
gelistirmektedir. Ayrica 6grencilerin 6grenme faaliyetlerine katilmasini tesvik etmektedir (Marsico,
Mollo, Albano ve Pierri, 2019). Ogrenciler, DH’ler yardimiyla bireysel yasam deneyimlerini veya
bagkalarinin deneyimlerini karakterize eden insanlar, yerler, olaylar ve sorunlar hakkinda diistinmeyi
ve yazmay1 Ogrenirler (Sadik, 2008). Ayrica organizasyon, teknoloji, sunum (Bran, 2010), problem
¢ozme ve degerlendirme becerilerine de katki sunmaktadir (Robin, 2006). DH’lerin Cigerci (2015) ve
Tiire-Kose (2019) dinleme becerilerini, Yilmaz, Ustiindag, Giines ve Caligkan (2017) ise okuma ve yazma

becerilerini gelistirdigini belirtmislerdir.
Matematik Egitimi ve DH'ler

Egitim genel catis1 altinda matematik egitiminde de DH’lerden faydalanilmaktadir. DH'ler
matematik egitiminde davramssal, duygusal ve bilissel baghlig1 gelistirmek icin bir platform sunar
(Marsico vd. , 2019). Matematik temelli bir DH olusturmak 6gretmen adaylarmin problem ¢ozme
siirecini anlamasma katki saglamaktadir. Ayrica problem ¢ozmede gorsel, isitsel ve sozel temsil
arasindaki iliskiyi artirmaktadir (Walters, Green, Goldsby ve Parker, 2018). Preradovic, Lesin ve Boras’a
(2016) gore DH anlatimi, geleneksel olana kiyasla, okul oncesi dénemde ¢ocugun matematik ve
bilgisayar okuryazarlik becerilerini gelistirmek icin etkili bir aractir. DH olusturma gorevleriyle
ilgilenen 6grencilerin veri gosterimi, algoritmik diisiinme, mantiksal diisiinme, problem olusturma ve
¢Ozme, veri analizi ve siralama gibi cesitli becerileri gelistirebilecekleri vurgulanmistir (Kordaki ve

Kakavas, 2017).

Bu alanda yapilan ¢alismalara bakildiginda Dinger (2019) calismasinda 6. sinif Tam Sayilar ve
Cebirsel ifadeler’de DH'lerle gerceklestirilen 6gretimin 6grencilerin akademik basarilarina, kavramsal
ogrenme-orneklendirme diizeylerine, tutumlarina, giidiilenmelerine etkisini incelemistir. Ayrica DH
etkinliklerine yonelik Ogrencilerin goriislerini de incelemistir. Arastirma sonucunda DH'lerle
gergeklestirilen 6gretimin 6grencilerin tutum ve kavramsal anlama diizeylerinde olumlu etkisi oldugu
belirlenmistir. Ayrica 8grencilerin DH konusunda olumlu gdriislerinin oldugu ifade edilmistir. Ozpinar
(2017) matematik 6gretmeni adaylarmin DHA’y1 6grenme, DH’ler olusturma, dykiileri gercek sinif
ortaminda uygulama ve uygulamalarin etkililiklerini tartismay1 kapsayan bir hizmet-Oncesi egitim

siireci olusturarak siire¢ {izerine diisiincelerini belirlemistir. Arastirma sonucunda Ogretmen
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adaylarmin 6ykii olusturmakta ve teknik konularda sikint1 yasadiklar: ve 6gretimde DH kullanmaya
iliskin olumlu goriislerinin oldugu belirlenmistir. Islim, C)Zﬁdogru ve Sevim-Cirak (2018)
arastirmalarinda DH'lerin matematik egitiminde kullanimi ile matematik 6gretmeni adaylarin DH
olusturma, kullanma ve degerlendirme konusundaki goriis ve deneyimleri incelemislerdir.
Arastirmada 6gretmen adaylarinin kullanim kolayligi, karakter 6zellikleri ve gorsellik gibi sebeplerle
GoAnimate yazilimini tercih ettikleri tespit edilmistir. Bunun yani sira 6gretmen adaylar1 gelecek
kariyerlerinde DH kullanmaya iliskin olumlu goriislerinin bildirmislerdir. ~ Cakic1 (2018) ise
calismasinda DH temelli matematik 6gretiminin 6grencilerin akademik basarina, motivasyonlarina ve
matematik etkinliklerine yonelik tutumlarina etkisini gdzlemlemistir. Arastirmanin sonucuna gére DH
temelli 6gretimin akademik basar1 izerinde anlamli bir etkisinin olmadig1 fakat motivasyon ve tutumda
giliven bagimsizlik alt boyutlarinda olumlu bir etkisinin oldugu saptanmistir. Kiigiikoglu (2019) ise
arastirmasinda DH konusunda ortaokul 6grencilerinin diisiincelerini incelemis ve dgrencilerin olumlu
goriise sahip olduklarimi belirtmistir. Bratitsis ve Mantellou (2020) 2. smif ¢ikarma algoritmasin

ogretmek icin DH anlatimini kullanmis ve arastirma sonucunda yontemin etkili oldugu belirtmislerdir.
Arastirmanin Amaci

Matematik 6gretmeni adaylarinin mesleklerini icra etmeye basladiklarinda matematigi daha
eglenceli hale getirmek, akademik basariy1 artirmak, ogrencileri giidiilemek ve motive etmek gibi
sebeplerle DH'lerden faydalanabilecekleri diisiiniilmiistiir. Bu sebeple calismada matematik 6gretmeni
adaylarina PowToon yazilimi yardimiyla DH olusturma deneyimi yasatilmas: hedeflenmistir.
Arastirmanin bir amact dijital matematik hikayelerinin DH degerlendirme o6lgegi kullanilarak
degerlendirilmesiyle 6gretmen adaylarinin kacgar puan aldiklarinin belirlenmesidir. Arastirmanin bir
diger amaci ise ogretmen adaylarinin DH olusturma siirecine yonelik goriislerinin incelenmesidir.

Arastirmanin amaglar: dogrultusunda arastirma problemleri ve alt problemler asagidaki gibidir:

1-Ortaokul matematik Ogretmeni adaylart DH degerlendirme Olgeginden kagar puan

almiglardir?

2- Ortaokul matematik Ogretmeni adaylarinin DH hazirlama siirecine yonelik goriisleri

nelerdir?
a) Ortaokul matematik 6gretmeni adaylarin DH olustururken begendigi 6zellikler nelerdir?
b) Ortaokul matematik 6gretmeni adaylarinin DH olustururken yasadig1 zorluklar nelerdir?
¢) Ortaokul matematik 6gretmeni adaylarinin DH olusturmak isteyenlere onerileri nelerdir?
Yontem

Aragtirma nitel durum ¢alismasi olarak tasarlanmigtir. Durum ¢alismasi arastirmaci i¢in énemli
olan bir durum ya da durumlarin teorik ¢erceveye dayandirilarak detayli bir sekilde incelenmesini

gerektiren bir siirectir (Yin, 2004). Bu arastirmada amag¢ hem 6gretmen adaylarinin hazirladigi DH'leri
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degerlendirmek hem de siirece yonelik goriislerini incelemek oldugu i¢in durum calismas: tercih
edilmistir. Arastirma Matematiksel Tliskilendirme Dersi'ni alan 40 ilkogretim matematik 6gretmenligi
2. smif Ogrencisiyle yiiriitiilmiistiir. Arastirmaya katilan adaylarin se¢iminde amagsal 6rnekleme
yontemlerinden 6lciit drnekleme kullanilmistir. Ogretmen adaylarinin Bilisim Teknolojileri dersini
almis olmalar Olgiit olarak alinmistir. Ogretmen adaylan ikiserli gruplara ayrilmistir. Arastirmanin
derste yiiriitiilen kismi ekim ayinda baslamis ve yedi hafta siirmiistiir. Bu siiregte DH hakkinda teorik
bilgi verilmis, 6rnek DH’ler incelenmis, PowToon tanitimi ve kullanimi &gretilmis ve PowToon’da
ornek DH tasarimlari yapilmistir. Ornek DH tasarimlari yapilirken tiim sinuf diizeylerinde kazanimlar
ele alinmis fakat agirlikli olarak 7. ve 8. sinif kazanimlar1 iizerinde ¢alisilmistir. Bu siirecte 6gretmen
adaylarmin islem yapmay1 veya formiil kullanmay1 gerektiren konularda (En biiyiik ortak bélen, en
kiiciik ortak kat, tslii, koklii ve rasyonel sayilar gibi) hikdye olusturmada zorluk yasadiklari
belirlenmistir. Ayrica bu konularda olusturulan hikayelerin ise daha ¢ok siuf ortaminda 6grenci
ogretmen diyaloguna dayandig1 goriilmiistiir. Smuf ici uygulamalarin tamamlanmasmin ardindan
gruplara Milli Egitim Bakanligi Matematik Dersi Ogretim Programi (MEB, 2018) incelenerek kazanimlar
dagitilmistir. Kazanimlar segilirken DH tasarimina uygun olmalaria dikkat edilmis ve bir uzmandan
da goriis alinmustir. Arastirmada 6gretmen adaylarma DH’leri tasarlamalar: i¢in agirlikli olarak 5. ve
6. smuf kazamimlari dagitilmistir. Bu kazanimlarin yorumlama gerektirmesine, giinliik hayatla
bagdastirilabilecek nitelikte olmasina ve gergek hayat durumlarin icermesine dikkat edilmistir. Daha

sonra gruplar Gi, G, ...Gzseklinde kodlanmistir. Gruplara verilen kazanimlar Tablo 1'de sunulmustur:

Tablo 1. Gruplar ve kazanmmlar

Gruplar Kazanimlar

Gi “M.5.3.1.3. Siklik tablosu veya siitun grafigi ile gosterilmis verileri yorumlamaya yonelik
problemleri ¢ozer.
G M.5.2.2.3. Dikdortgen, paralelkenar, eskenar dortgen ve yamugun temel elemanlarin

belirler ve ¢gizer. (Sadece kare ve dikdortgen i¢in DH hazirlatilmistir.)
a) Ac, kenar ve kosegen 6zellikleri tizerinde durulur.

Gs M.5.2.4.3. Verilen bir alana sahip farkli dikdortgenler olusturur.
a) Kenar uzunluklar1 dogal say1 olacak bicimde sinirlandirilir.
Ga M.6.3.2.5. Alan ile ilgili problemleri ¢ozer.

Ucgen, dikdortgen ve paralelkenardan olusan bilesik sekillerin (6rnegin agik zarf)
alanlarini igeren problemlere yer verilir.

Gs M.5.2.1.4. 90°'1ik bir aciy1 referans alarak dar, dik ve genis acilar1 olusturur;
olusturulmus bir a¢inin dar, dik ya da genis a¢ili oldugunu belirler.

Gs M.5.2.2.1. Cokgenleri isimlendirir, olusturur ve temel elemanlarin tanir.

a) Temel elemanlar olarak kenar, kose, i¢ ag1 ve kdsegen tanitilir.
b) Yalnizca digbiikey ¢okgenler ele alinur.
c) I¢ agilarin toplami ve kdsegen sayisina deginilmez.

Gr M.6.3.3.1. Cember cizerek merkezini, yaricapini ve ¢apini tanir.

M.6.3.3.2. Bir gemberin uzunlugunun ¢apina oraninin sabit bir deger oldugunu 6l¢me
yaparak belirler. Bu sabit degere m (pi) denildigi vurgulanir.

Gs M.7.3.1.2. iki paralel dogruyla bir keseninin olusturdugu yondes, ters, ig ters, dis ters
acilar1 belirleyerek 6zelliklerini inceler; olusan agilarin es veya biitiinler olanlarini
belirler; ilgili problemleri ¢ozer.

Go M.6.4.2.1. Bir veri grubuna ait agiklig1 hesaplar ve yorumlar.
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M.6.4.2.2. Bir veri grubuna ait aritmetik ortalamayi hesaplar ve yorumlar.

M.6.4.2.3. Iki gruba ait verileri karsilastirmada ve yorumlamada aritmetik ortalama ve
agikligi kullanir. Aritmetik ortalama ve agiklig1 gercek hayat durumlarinda
yorumlamaya yonelik ¢alismalara yer verilir.

Gio M.6.3.2.2. Paralelkenarin alan bagintisini olusturur, ilgili problemleri ¢ozer.
Paralelkenarin alan bagintisi olusturulurken dikdortgenin alan bagintisindan
yararlanilabilir.

Gn M.6.4.1.1. Iki veri grubunu kargilastirmay1 gerektiren arastirma sorulari olusturur ve
uygun verileri elde eder.

Gn2 M.6.3.4.3. Standart hacim 6l¢gme birimlerini tanir ve cm3, dm3, m® birimleri arasinda
dontisiim yapar. Hacim 6l¢me birimleri m3, dm?, cm?® ve mm? ile sinirlandirilir.
M.6.3.5.1. S1vi 6l¢gme birimlerini tanir ve birbirine doniistiiriir.

a) S1v1 6lgme birimleri ile ilgili doniisiimler sadece L, cL ve mL arasinda yapilir.
b) 1 litrenin 1 dm? oldugunu fark etmeye yonelik calismalar yapilir.

G M.5.2.1.2. Bir noktanin diger bir noktaya gore konumunu yon ve birim kullanarak ifade
eder.

a) Kareli, noktali kagit vb. iizerinde caligsmalar yapilir. Ornegin A noktasi B noktasinin 3
birim saginda/ solunda; 2 birim asagisinda/ yukarisinda; 4 birim saginin/solunun 2 birim
yukarisinda/asagisinda gibi

b) Gergek hayat durumlari ile ilgili 6rneklere de yer verilir.

Gus M.5.2.3.2. Uggen ve dortgenlerin gevre uzunluklarini hesaplar, verilen bir gevre
uzunluguna sahip farkl sekiller olusturur. Cevre uzunlugunu tahmin etmeye yonelik
calismalara yer verilir.

Gis M.5.2.3.3. Zaman dl¢gme birimlerini tanir, birbirine doniistiiriir ve ilgili problemleri
¢ozer.

a) Saniye, dakika, saat, giin, hafta, ay ve yil ele alinir.
b) Zaman yonetimi ile ilgili problemler ele alinir.

Gis M.6.3.2.1. Uggenin alan bagmtisini olusturur, ilgili problemleri ¢ozer.

Grr M.6.2.1.1. Sozel olarak verilen bir duruma uygun cebirsel ifade ve verilen bir cebirsel
ifadeye uygun sozel bir durum yazar.

Gis M.5.2.5.2. Dikdortgenler prizmasinin yiizey aginimlarin gizer ve verilen farkli

acinimlarin dikddrtgenler prizmasina ait olup olmadigina karar verir.

G M.5.2.4.1. Dikdortgenin alanini hesaplar, santimetrekare ve metrekareyi kullanir.
a) Kare, dikdortgenin 6zel bir durumu olarak ele alinir.
b) Ayrica alan kavramini anlamlandirmaya yonelik ¢alismalara yer verilir.

Gao M.7.3.2.3. Dikdortgen, paralelkenar, yamuk ve eskenar dortgeni tanir; ac1 6zelliklerini
belirler. (Sadece paralelkenar, yamuk ve eskenar dortgen i¢in dijital hikaye
hazirlatilmistir.)”

Ayrica 7 haftalik ¢alisma siirecinde gruplardan verilen kazamm ile ilgili taslak hikayelerini
olusturmalar istenmis ve doniit verilmistir. Bunun disinda ii¢ hafta 6gretmen adaylarma smif dist
calisma ve DH'leri hazirlama siiresi verilmistir. Siire sonunda DH’ler elektronik ortamda toplanmis ve
yar1 yapilandirilmis goriisme formu yardimiyla gruplarin goriisleri alinmistir. PowToon yaziliminin
hem {icretli hem de iicretsiz secenekleri mevcuttur. Ucretsiz secenekte hem hikaye siiresinin hem de
karakter ve animasyonlarin kisith olmasi sebebiyle arastirmaci tarafindan bir y1l siireyle iicretli versiyon

temin edilerek sinif olusturulmus ve aragtirma bu sekilde siirdiiriilm{istiir.
Veri Toplama Araglar1 ve Veri Analizi

C)gretmen adaylarinin hazirladigt DH’ler indirilerek e-mail yoluyla arastirmaciya teslim

edilmistir. DH'leri degerlendirmek amaciyla “Dijital Hikayeler icin Degerlendirme Olgegi “(Ozcan,
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Kukul ve Karatas, 2016) kullamilmustir. Olcek Planlama, Uretim ve Paylasim/Sunum/Geri bildirim
olmak tiizere {i¢ ana bashiktan olusmaktadir. Planlama bashiginda dramatik soru, hikaye tahtas:
olusturma, hikayenin amaci ve 6zglinliik/cekicilik alt basliklar1 yer almaktadir. Uretim basliginda ise
hikdayenin uzunlugu, telif hakki ve etik, ekonomiklik, dil ve dilbilgisi kullanimyi, ses, miizik, coklu ortam
kalitesi, ¢oklu ortam senkronizasyonu ve diizenleme alt bashklar1 yer almaktadir.
Paylasim/Sunum/Geri Bildirim bashginda ise sadece geri bildirim icin paylasma alt Ogesi
bulunmaktadir. Hikdyenin uzunlugu, telif hakk: ve etik ve geri bildirim i¢in paylasma kisimlarinda
sadece 3 puan (Miikemmel) ve 0 Puan (Koétii) degerlendirmeleri yer alirken diger tiim alt basgliklarin
degerlendirmelerinde 3 puan (Miikemmel), 2 puan (Iyi), 1 puan (Zayif) ve 0 puan (K&tii) seklinde
degerlendirme yapilabilmektedir. Olgegin planlama bagligindan alinabilecek maksimum puan 12,
planlama baghgindan 27, paylasim/ sunum/ geri bildirim bashigindan 3 olmak iizere Olgekten
alinabilecek maksimum puan 42’dir. Olusturulan DH'ler iki uzman tarafindan 6l¢ek dogrultusunda
degerlendirilmistir. Her hikaye i¢in iki uzmanin verdigi puanlar hesaplanarak Pearson Correlation testi
uygulanmis ve puanlamalar arasindaki iliski incelenmistir. Ayrica DH’lere verilen puanlar her bir

baslik ve alt baglik i¢in agiklanarak sunulmustur.

Ogretmen adaylarinin gériislerini belirlemek igin literatiir taranarak ii¢ sorudan olusan yar1
yapilandirilmis goriisme formu tasarlanmustir. Form tasarlandiktan sonra iki uzmandan goriis almarak
forma son hali verilmistir. Formdaki sorular “DH olustururken begendiginiz 6zellikler nelerdir?”, “DH
olustururken yasadiginiz zorluklar nelerdir?” ve “DH olusturmak isteyenlere onerileriniz nelerdir?”
seklindedir. DH tasarim siireci tamamlandiktan sonra goriisme formu tiim gruplara verilerek gortisleri
almmustir. Veri analizi icin icerik analizi kullanilmistir. Icerik analizi metnin icindeki sozciik, kavram,
tema, karakter veya cilimlelerin varliklarini gostermek ve bunlari sayisallastirmak igin kullanilir
(Kiziltepe, 2017). Arastirmada goriisme sorularina verilen cevaplardan kod ve kategoriler olusturulmus

ve frekans verilmistir. Ayrica gruplarin verdigi cevaplar diyaloglar ve alintilar biciminde sunulmustur.
Arastirmanin Etik Izinleri

Yapilan bu ¢alismada “Yiiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii olan “Bilimsel
Arastirma ve Yayin Etigine Aykir1 Eylemler” bashg altinda belirtilen eylemlerden higbiri

gerceklestirilmemistir.
Etik kurul izin bilgileri:

Etik degerlendirmeyi yapan kurul adi = Kafkas Universitesi Sosyal ve Beseri Bilimler Arastirma ve

Yayin Etik Kurulu
Etik degerlendirme kararinin tarihi=27 May1s 2021

Etik degerlendirme belgesi say1 numarasi=20
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Bulgular
Bulgular arastirma problemleri dogrultusunda iki ana baslikta sunulmustur.

Ortaokul Matematik Ogretmeni Adaylarinin DH Degerlendirme Olceginden Aldiklari

Puanlara iligkin Bulgular
Tablo 2’de her bir DH’ye uzmanlar tarafindan verilen puanlar sunulmustur:

Tablo 2. DH'lere verilen puanlar

DH 1.uzman puanlari 2. uzman puanlari
DH: 32 31
DH: 33 35
DHs 35 32
DHs 30 28
DHs 37 39
DHs 38 34
DHv 33 28
DHs 21 23
DHo 25 29
DHaio 37 38
DHu 24 28
DHz»2 38 35
DHis 31 29
DHus 32 38
DHis 33 36
DHie 32 28
DHziy 33 29
DHus 30 27
DHuo 34 29
DHzo 34 30

DH’lerin iki uzman tarafindan degerlendirilmesi sonucu verilen puanlarin gecerligini

belirlemek i¢in Pearson Correlation testi uygulanmistir. Test sonucu Tablo 3’te verilmistir:

Tablo 3. Pearson Correlation test sonucu

Degisken N r P
1. uzman puanlarn 20 ,764 ,000
2. uzman puanlar 20

Tablo 3'ten goriildiigli lizere iki uzmamin Ogretmen adaylarmin hazirladiklari DH'lere

verdikleri puanlar arasinda anlamli ve pozitif yonde bir iligki oldugu belirlenmistir (r=,764, p<,01).

Tablo 2’den goriildiigii {izere uzman 1 ve uzman 2'nin her bir DH i¢in puanlamalar1 birbirine
yakindir. DH’lerin 6lgek dogrultusunda her bir alt baslik i¢in degerlendirmelerinin nasil yapildig:

Tablo 4’te sunulmustur. Tablo 4 uzman 1’in goriisleri dogrultusunda hazirlanmistir.
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Tablo 4. Ogretmen adaylarimn hazirladig DH lerin degerlendirilmesi

Planlama 3 puan - 2 puan - Iyi 1 puan - Zayif 0 puan - Kotii
Miikemmel

Dramatik Soru DHuo, 14 DHa, 6,12, 18 DHs, s DHu,2,5,7,9,11,13,

15,16,17, 19,20

Hikayenin DHzi,2,3,45¢67101213  DHs,9,1s DHu

Amaca 14,15, 16,17, 19, 20

Hikaye Tahtas1 DH>2o DHz,3,7,89,15161819 DHs61011,1213 DHai, 4

Olusturma 14,17

Ozgﬁnlﬁk/ Cekicilik DHzi,2,3,56,7,10,1214,15, DHa4 18 DHais DHes, 9,11, 16
17,19, 20

Uretim 3 puan - 2 puan - lyi 1 puan - Zayif 0 puan - Kotii
Miikemmel

Hikayenin DHa,2,3,56,10,12,13,15, DHa4,7,8,9,11,14,

Uzunlugu 16,17, 19 18,20

Ekonomiklik DHoz,3,51012,13,15 17,19  DHo2,6,14, 16, 18, 20 DHa4,7,8,9,11

Dil ve Dilbilgisi DHs,6,7,10,11 DHi,2,3,4,8,9,12,13,14,

Kullanimi 15, 16,17, 18, 19, 20

Telif Hakki ve DHu,2,5,4,56,7,8 910,11,

Etik 12,13, 14, 15, 16, 17, 18, 19, 20

Ses DHz,2,3,4,5675,10,11, DHo, 13, 15,18
12,14,16,17, 19,20

Miizik DHy,5,6,7,9,12,13,16, 18, DHa, 23,8 10,11,
20 14,15,17,19

Coklu ortam DHz1,2,3,4,56,7,9,10,11, DHs

Kalitesi 12,13, 14, 15, 16, 17, 18, 19, 20

Coklu ortam DHi,2,35671011,12,14,  DHa, 813,18 DHo

Senkronizasyonu 15,16,17,19,20

Diizenleme DHz,2,3,4,56,7,9,10,11, DHs, 13, 16,18
12,14, 15,17, 19, 20

Paylasim/Sunum 3 puan - 2 puan - lyi 1 puan - Zayif 0 puan - Kotii

/Geri Bildirim Miikemmel

Geri Bildirim DHoz,2,3,4,567,38,9, 10,11,

k‘in Paylasma 12,13, 14, 15, 16, 17, 18, 19, 20

Tablo 4’te yapilan puanlama ve gerekgeleri asagida sunulmustur:

Planlama: Bu kisimda dramatik soru, hikayenin amaci, hikaye tahtasi olusturma ve 6zgiinliik/¢cekicilik

alt bagliklarina iliskin degerlendirmeler yer almaktadir.

Dramatik Soru: Oretmen adaylarmin hazirladiklari DH'lerde hikayenin baginda dinleyicileri etkileyen

ve dikkatlerini DH’ye odaklayan soru kullanildii ve bu sorunun hikdye icinde net bir sekilde

cevaplandig: hikdyeler mevcuttur (DHuo, 14).

“Kerem’in annesi dikdortgen seklindeki halisinin {istiine hal1 6rtiisii kestirmek istiyor. Fakat

eve geldiginde hali ortiisiiniin paralelkenar seklinde kesildigini fark ediyor.

Kerem: Merhaba anne.

Anne: Merhaba oglum.

Kerem: Ne oldu anne, neden tizgiinsiin?

Anne: Ah oglum yanlis kesmisler hali 6rtiisiinii. Simdi nasil kullanacagim ben bunu? “ (DHuo).
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Hikayenin basinda gecen diyalogdan goriildiigii gibi paralelkenar seklinde kesilen hali
ortiisiiniin dikdortgen haliy1 nasil drtecegi sorusu merak uyandirmaktadir. Hikayenin devaminda bu
soruya yonelik cevap olusturulmustur. DHs, 6, 12 18 hikdyelerinde ise hikdyenin basinda dinleyicileri
etkileyebilecek ve dikkatlerini hikdyeye ¢ekecek sorunun kullanildigi ancak hikadyenin cevab:
acgiklamada yeterli olmadig1 goriilmiistiir. C)rnegin DHis'de hikayenin basinda hediye kutularinin agik
halini katlayarak kapali hale getirmeye iliskin bir soru ve diyalog ge¢mistir. Fakat hikdyede kullanilan
anlatim ve gorseller soruyu cevaplamak igin yeterli degildir. DHs ve DHs’de ise hikayenin baginda
dinleyicileri etkileyecek ve dikkatlerini ¢ekecek bir soru agik¢a ifade edilmemistir ve bu soru hikaye
icerisinde cevaplanmamuistir. Bunun yani sira bazi hikayelerde (DHu, 2, 5,7, 9,11, 13, 15, 16, 17, 19, 20) hikayenin
basinda dinleyicileri etkileyecek, dinleyicilerin dikkatlerini ¢ekecek herhangi soru veya agiklama
kullanilmamistir. Bu hikayelerde hikaye normal bir diyalogla baslamis ve devam etmistir. Ornegin
DHi’de baba ve ogul balik tutmaya gitmeye karar vermislerdir. Hikayenin basinda annenin de dahil

oldugu bu plana dair bir diyalog mevcuttur.

Hikdyenin Amaci: DH1,2,3,4,5,6,7,10,12,13,14, 15,16, 17,19, 20 hikayelerinde amag 6nceden belirlenmistir ve hikaye
boyunca amaca odaklamlmistir. Ornegin DHi7’de amag sdzel duruma uygun cebirsel ifade ve cebirsel
ifadeye uygun s6zel durum yazmak olarak belirlenmis ve hikaye boyunca bu amaca yonelik bir kurgu
olusturulmustur. Fakat DHs, 9, 18 hikayelerinde hikayenin amacit 6nceden belirlenmesine ragmen
hikayenin tamaminda degil biiyiik béliimiinde amaca odaklanilmigtir. Ornegin DHs' de amag iki paralel
dogru ile bir kesenin olusturdugu agilar1 géstermektir. Hikayede paralel ve kesisen yollar {izerinden bir
ornek kurgulanmistir. Ornek gosteriminin hemen ardindan ac1 hesaplamalaria gegilmistir. Ornekle ac1
hesaplamalar1 arasinda kopukluk oldugu belirlenmistir. Ayni1 zamanda o6rnek amaci yeterince
yansitmamaktadir. DHu’de ise hikayenin amaci belirlenmistir ancak hikayenin biiyiik bir kisminda
amacin digina ¢ikilmistir. Bu hikdyede amag veri toplama ve degerlendirmedir. U¢ dakika siiren

hikayenin 1/3 inde veri toplama ile iligkili olmayan diyaloglara yer verilmistir.

Hikdye Tahtas1 Olusturma: Sadece bir hikdyede (DHzxo) sahneler arasi siralama, gecis, tutarlilik iceren
hikaye tahtas1 detayli bir sekilde verilmistir. Bu hikayede sahneler cerceve yardimiyla belirlenerek
sahnede olacak her sey detayli bir sekilde hem ¢erceve icinde hem de diiz yazi olarak ifade edilmistir.
DHz,3,7,8,9,15 16, 18,19 hikayelerinde ise hikaye tahtasinin biiyiik bir kismi ifade edilmistir. Bu hikayelerde
sahne cercevesi kullanilmamaisg, sadece diiz yaz ile hangi sahnede ne yapilacag gosterilmistir. DHs,6, 10,
11, 12,13, 14,17 hikayelerinde hikaye tahtasinin sadece bir kismi1 olusturulmustur. Bu hikayelerde ana hatlar

belirlenmis, fazla detaya girilmemistir. DHi4hikayelerinde ise hikaye tahtasi hi¢ hazirlanmamaistir.

Ozgﬁnlﬁk/ Cekicilik: DHu,2,3,5,6,7,10,12,14,15,17,19, 20 hikdyeleri hem 6zgiin hem ¢ekici bulunmustur. Ornegin
DHs'de dik, dar ve genis acilar1 6gretmek amaciyla bir marangoz ile gegen ¢alisma masas1 yaptirma
hikayesi yazilmistir. Marangozun yanlislikla masa ayagini dar ve genis ag¢i yaparak dengede

duramayan bir masa olusturmasi tartisilmis ve agiklamalarda bulunulmustur. Bu hikaye a¢1 konusunda
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0zglin ve gekici bir 6rnek olarak ele alinmistir. DHs, 1s hikayeleri 6zgiin ancak gekici degildir seklinde
degerlendirilmistir. DH4'te birlesmis alan hesaplamalari {izerinde durulmustur. Alan hesab: yapilacak
sekil bir¢ok geometrik sekilden olusan bir ugurtma olarak tasarlanmistir. Fikir olarak 6zgiindiir. Fakat
hikayenin devaminda ¢ok fazla terim, islem ve hatirlatma kullanildig: i¢in hikaye ¢ekici bulunmamuistir.
DHis’de 6grenciler belirli nesnelere esit uzaklikta konumlandirilmis, her 6grenciden kendine gore
nesnelerin konumunu ifade etmeleri istenmis ve bunu dogru yapan Ogrencinin 6diile bir adim
yaklastig1 bir yarisma formati olusturulmustur. Hikaye kurgu bakimindan 6zgiin degildir fakat
kullanilan nesne, sekil, renk ve arka plan agisindan gekici bulunmustur. DHs, 9, 11,16 hikayeleri ise hem
ozglin hem de cekici degildir. Ornegin DHi¢'da ii¢gensel bolgenin alami {izerine bir hikaye
tasarlanmistir. Bu hikaye baslangicta sinif ortaminda ge¢cmektedir. Ogretmen o giin dersi matematik
miizesinde isleyecegini ifade etmistir. Matematik miizesinde ise normal sinif ortaminda tahtada ders
anlatilir gibi konu anlatilmistir. Hikaye konu olarak 6zgiin degildir. Ayrica kullanilan arka plan, renk

ve gorseller acisindan ¢ekici bulunmamustir.

Uretim: Bu kissmda hikayenin uzunlugu, ekonomiklik, dil ve dilbilgisi kullanimy, telif hakki ve etik, ses,
miizik, ¢oklu ortam Kkalitesi, ¢oklu ortam senkronizasyonu ve diizenleme alt bagliklarina iliskin

degerlendirmeler yer almaktadir.

Hikdyenin Uzunlugu: Ogretmen adaylarinin hazirladign DH’lerin siireleri Tablo 5'te detayli olarak

verilmigtir:

Tablo 5. Ogretmen adaylarinin hazirladigi DH lerin siireleri

DH Uzunluk/stire DH Uzunluk/siire

DH: 3 dakika 56 saniye DHu 3 dakika 18 saniye
DH: 4 dakika 49saniye DHai2 4 dakika 13 saniye
DHs 4 dakika 02 saniye DHus 3 dakika 34 saniye
DHs 5 dakika 43 saniye DHus 6 dakika 50 saniye
DHs 3 dakika46 saniye DHis 3 dakika 52 saniye
DHe 3 dakika 56 saniye DHis 4 dakika 34 saniye
DH~ 7 dakika 05 saniye DHi7 3 dakika 17 Saniye
DHs 5 dakika 17 saniye DHus 4 dakika 53 saniye
DHo 2 dakika 56 saniye DHuo 4 dakika 02 saniye
DHio 4 dakika 3 saniye DH2o 5 dakika 49 saniye

Tablo 5'ten goriildiigii gibi 6gretmen adaylarmin hazirladigi DH’lerin uzunluklar 2 dakika 56
saniye ile 7 dakika 5 saniye arasinda degismektedir. DHu,2 35,6 10,12, 13,15 16, 17,19 hikdyelerinde verilecek
igerigin siireye uygun oldugu tespit edilmistir. Verilen siirede anlatilmak istenen konu ilgili yeterince
bilgi verilmistir. DHs,7,8,9,11,14,18, 20 hikayelerinde ise hikayeler olmas: gerektiginden daha uzun/daha kisa
olarak tasarlanmigtir. Ornegin DHii’ de veri toplama ve degerlendirme amactyla bir ile ait gece giindiiz
sicaklik degerleri ele alinmistir. Fakat hikdayenin biiyiik kisminda amaca hitap etmeyen bir tasinma
hikayesi kurgulanmistir. Kalan kisimda ise konuya ¢ok kisa deginilmistir. DH7 de ise m sayis1 ve

¢emberin gevresi iizerinde durulurken gereksiz diyalog ve ayrintilarla hikdyenin siiresi uzatilmstir.
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Ekonomiklik: DHu, 3, 5 10, 12, 13, 15, 17, 19 hikayelerinde detaylar iizerinde yeterince durulmustur. Gereksiz
detaylar (gorsel/video/ses/miizik vs.) kullanilmamistir. Ornegin DHi2'de s1vi 6lgme birimleri {izerine bir
hikaye hazirlanmistir. Hikdyede anne ve kizi mutfakta kek yapmaya karar vermisler ve birimlerin
O0gretimi hem mutfakta hem de siv1 gida aligverisi yapmak icin gidilen markette devam etmistir.
Ogretilmesi gereken tiim birimlere deginilmis ve gereksiz detaylardan kagmilmistir. DHz, 6, 14 16, 18, 20
hikayeleri genel olarak iyidir ancak bazi kisimlarda daha fazla ya da daha az detay gerekmektedir.
Ornegin DHs'da gokgenlerin genel dzellikleri {izerinde durulmustur. Bu hikayede daha fazla detaya
ihtiya¢ oldugu diisiiniilmiistiir. Hikayede sekillerin kenar ve kose sayilari toplu olarak verilmistir. Bu
hikdyede bir 6rnekle kenar ve kose sayisinin ne oldugunun anlatilabilecegi diistiniilmektedir. Bu
yapilmadig: igin hikdye havada kalmigtir. Benzer sekilde DH2'de de daha fazla detaya ihtiyag
duyulmaktadir. Bu hikayede gonye kullanimi, kare ve dikdortgenin genel 6zellikleri gibi aciklama
yapilan kisimlar yazi ile doldurulmus fakat yazinin okunmasi igin gerekli siire kisa tutulmustur. Bu
sebeple bu kisimlar tam olarak okunmamaktadir. DHy,7,5,9,11 de ise hikayelerin bir¢ok yerinde detaylarin
diizenlenmesine ihtiya¢ duyulmaktadir. Ornegin DH4' de birlesmis alanlarin hesabi iizerine bir hikaye
olusturulmustur. Hikdyede ucurtma resminden yola cikilarak gercek bir ucurtma yapilmasi
planlanmistir. Resim ile gercek ugurtmanin boyutlarmmi ayarlamak igin resimdeki ugurtmadaki
sekillerin {i¢ kati alinarak gercek ucurtmanin boyutu hesaplanmaya calisilmistir. Fakat resimdeki
ucgurtmada ¢ok fazla sekil oldugu i¢in ¢ok islem yapilmistir. Ayrica yapilan islemler net anlatilmadig:
icin kafa karisikligina yol a¢gmaktadir. Bunun yamni sira ¢ok fazla konusma balonu kullanilmis ve

konugma balonlarinin i¢i uzun ctimleler ve islemlerle doldurulmustur.

Dil ve Dilbilgisi Kullanimi: DHs, 6,7, 10,11 hikayelerinde hikayenin tamaminda kullanilan dil anlasilirdir
ve dilbilgisi kurallarina uyulmustur. DHi, 2,3 4,8 9, 12, 13, 14, 15, 16, 17, 18, 19, 20 hikayelerinde kullanilan dil
anlagilirdir ancak bazi dilbilgisi hatalar1 bulunmaktadir. Bu hatalar ¢ogunlukla biiyiik/ kiigiik harf

yazimi, noktalama isaretlerinin kullanimi, kelimelerin ve eklerin yanlis yazimi seklindedir.

Telif Hakk: ve Etik: Hikayelerin tamaminda igerikler telif haklarma uygun sekilde kullanilmustir.
Hikayede bulunmasi gereken fakat PowToon igeriginde olmayan sekiller ve resimler internet iizerinden
temin edilmistir. Temin esnasinda kullanim haklari filtresinden faydalanilmistir. Degisiklikle yeniden
kullanim igin etiketlenmis, yeniden kullanim icin etiketlenmis, degisiklikle ticari olmayan yeniden
kullanim igin etiketlenmis ve ticari olmayan yeniden kullanim icin etiketlenmis seceneklerden
faydalanilmas1 konusunda bilgilendirilmis ve siire¢ sonunda aykirt bir durum olmadig: tespit

edilmisgtir.

Ses: DHu,2,3,4,5,6,7,8,10,11, 12, 14, 16, 17,19, 20 hikayelerinde kullanilan seslerin kalitesi net ve anlasilirdir. DHo, 13,15,
shikayelerinde ise hikayelerin biiyiik bir boliimiinde net ve anlagilir ses kullamlmistir. Ornegin DHy'da

diyaloglardaki sesler anlasilir olmasina ragmen, hikayenin bir kisminda dede ve torun arasinda bir
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diyalog ge¢gmektedir. Bu kisimda dedenin sesi kisiktir. Miizik sesi de oldugundan dedenin ne sdyledigi

net anlagilamamaktadr.

Miizik: DHy, 5, 6 7, 9, 12, 13, 16, 18, 20 hik@yelerinde arka planda veya hikayenin i¢inde kullamilan miizik
anlagilirdir. Miizik hikayede konusan karakterlerin seslerinin duyulmasini engellememektedir. Ayrica
dogru yerde dogru yiiksekliktedir. Ornegin DHz'de konuya 6zel bir orijinal bir sarki olusturularak
hikayenin basinda ve sonunda verilmistir. Bas kisminda dikkat cekici, sonda ise 6zetleyici niteliktedir.

DHy, 23,8 10,11, 14,15, 17,19 hikdyelerinde ise miizik kullanilmamustir.

Coklu Ortam Kalitesi: DHu,2,3,4,5,6,7,9,10,11,12,13, 14, 15, 16,17, 18,19, 20 hikdyelerinde hikayenin amacina uygun ve
goriintii kalitesi iyi olan gorseller kullanilmistir. DHs” de hikayede gorseller hem hikayenin amacina
uygun degildir hem de goriintii kalitesi iyi degildir. Bu hikdyede uygulamada olmayan sekil ve resimler
i¢in disaridan aktarim yapilmis fakat bu aktarimlar arasinda uyum bulunmamuistir. DH ¢izgi karakter
ile olusturmus, fakat bu karakter hikdayenin bazi kisimlarinda gergek insan goriiniimiine

doniistiirtilmistiir. Coklu ortam kalitesi hikdyenin amacima uygun degildir.

Coklu Ortam Senkronizasyonu: DHu,2,3,5,6,7,10,11, 12, 14, 15, 16, 17,19, 20 hikayelerinde hikayenin tamaminda ses
ve gorseller senkronize ilerlemektedir. DHy s, 13, 18 hikayelerinde hikayenin biiyiik ¢cogunlugunda ses ve
gorseller senkronizedir. DHoda ise hikdyenin sadece bir kisminda senkronizasyon vardur. {lgili kisimda

ses goriintli gectikten sonra verilmistir.

Diizenleme: DH1,2,3,4,5,6,7,9,10,11,12, 14,15, 17,18, 19, 20 hikayelerinde gereksiz gecis ve efektler kullanilmamuistir.

DHs, 13,16, 18 hikayelerinde ise hikayenin bir kisminda gereksiz efekt ve gegisler kullanilmstur.
Paylasim /Sunum /Geri Bildirim: Tiim hikayeler geri bildirim i¢in paylasilmigtir.

Ortaokul Matematik Ogretmeni Adaylarinin DH Hazirlama Siirecine Yonelik Goriislerine

fliskin Bulgular

Ogretmen adaylarimin DH hazirlama siirecine yonelik goriislerine iliskin bulgular {i¢ baghkta
toplanmistir. Bunlar “Ortaokul matematik 0gretmeni adaylarin DH olustururken begendikleri
ozelliklere iliskin bulgular”, “Ortaokul matematik 6gretmeni adaylarinin DH olustururken yasadig1
zorluklara iliskin bulgular” ve “Ortaokul matematik 6gretmeni adaylarmin DH olusturmak isteyenlere

Onerilerine iliskin bulgular” seklindedir.

Ortaokul matematik Ogretmeni adaylarinin DH olustururken begendikleri 6zelliklere iliskin
bulgular: Ogretmen adaylarmin DH olustururken begendigi 6zelliklere ait verilerin analizinden {ig

kategoriye ulasilmis ve bu kategoriler Tablo 6'da verilmistir:
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Tablo 6. Ogretmen adaylarimin DH olustururken begendigi dzelliklere iliskin kategori ve kodlar

Kategoriler Kodlar
Uretim

~~

Senaryo (hikaye) yazmak
Film olusturmak

Kurgu olusturmak
Tasarim yapmak

—_ = N Q1

Yazilimin (PowToon) 6zellikleri
Karakterler ve 6zellikleri
Animasyon olusturmak
Ses eklemek/ Seslendirmek
Sekiller/ Sekil eklemek
Nesnelerin hareket edebilmesi
Miizik eklemek
Gorsel gesitliligi
Renkli arka planlar
Uygulamanin dikkat cekici olmasi
Konusma balonlar1
Video/ video eklemek
Internetten ekleme yapilabilmesi
Slayt gecis animasyonlar1
Kolay ve anlasilabilir olmas1
Eglenceli olmasi

=R R R R R NN RNWWWRR oo

Genel Siireg
Egitici deneyim yasamak

—_ =

Bilgisayar kullanimini gelistirme
Ozgiir olmak

Tablo 6’dan goriildiigii gibi bu alt problem igin “Uretim”, “Yazilimin (PowToon) Ozellikleri”
ve “Genel siire¢” olmak {izere ii¢ kategoriye ulagilmistir. Uretim kategorisinde 6gretmen adaylarinin en

¢ok senaryo (hikaye) yazmay1 begendikleri belirlenmistir.

“Hikaye olusturmak ve istedigimiz karakterleri yaratabilmek ayrica bunlara istedigimiz rolii
aktarabilmek ¢ok hosumuza gitti, kendimi adeta film yonetmeni gibi hissetmemi saglad1” (Gis).

“..Istedigimiz hikayeyi tasarlayip ona can vermek bize seving katti, bir seyler iiretebilmenin
tadina vardik” (Gzo).

Yazilimin (PowToon) ozelliklerinde ise O0gretmen adaylarinin en ¢ok karakterleri ve bu

karakterlerin 6zelliklerini begendikleri belirlenmistir.

“...Karakterlerin hareket etmesi, karakterlerin birden fazla isi ayn1 anda yapmas1 mesela hem
konusup hem yiiriimesi, karakterlerin konusabilmesini begendik” (Gus).

“Bu yasimiza ragmen hala cizgi film izlemeyi sevenler olarak hep dikkatimi ¢ekmistir bu
karakterleri nasil bu sekilde oynatiyorlar acaba diye. Acaba Once ¢izip sonra mi hareket
ettiriyorlard1? Farkli sahnede ayni kisiyi nasil hep aym cizebilirlerdi? Gergekten iistiin bir
yetenek bu bizim i¢in. Fakat PowToon uygulamasi ile tanisinca aklimizdaki soru isaretlerinin
neredeyse tamami cevap buldu diyebiliriz. Mesela farkli sahnelerde ayni kisiyi oynatmak igin
karakteri oldugu gibi segmek yeterliymis. ... Istedigimiz her kisiye uygun karakter bulmak ok
glizel bir sey” (Gus).

Genel stire¢ kategorisinde ise tiim ¢alisma siireci ele alindiginda {i¢ koda ulasilmistir. Bunlar

egitici bir deneyim yasamalk, bilgisayar kullanimimn gelistirmek ve 6zgiir olmak seklindedir.
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“Ilk olarak sunlari sdylemek gerek; film, animasyon gibi igerikler olusturmak daha énceden
yapmadigimiz aktiviteler olmadig1 icin bizim i¢in iyi, egitici bir deneyim oldu...” (Gu).
“DH olustururken 6zgiir olmayi sevdik...” (G).
Ortaokul matematik 6gretmeni adaylarinin DH olustururken yasadig1 zorluklara iliskin bulgular:
Ogretmen adaylarinin DH olustururken yasadig: zorluklara ait verilerin analizinden ii¢ kategoriye

ulasilmis ve bu kategoriler Tablo 7’de sunulmustur:

Tablo 7. Ogretmen adaylarinin DH olustururken yasadigi zorluklara iliskin kategori ve kodlar

Kategoriler Kodlar f
Teknik zorluklar

Bilgisayar temini 9
Internet temini

W o

Yazilimin donmast
Hikayeye yonelik zorluklar
Konuyla alakal: hikaye yazmak/ olusturmak
Zaman alic1 olmast
Hikayeyi dijitale aktarmak
Hikayeyi sadelestirmek (kisaltmak zorunda kalmak)

N W W O

Yazilima (PowToon) yonelik
zorluklar

—_
—_

Ses kayd1 yapmak ve ses eklemek
Karakterlerin hareketlerinin kisitli olmas:
Coklu ortam senkronizasyonu

Yazilarin kaymast

Sekillerin yetersizligi

Gorsellerin yetersizligi

Konuya uygun sekil bulmak

Yazilimi 6grenmek

N W W W W

Konuya uygun animasyon bulmak

Tablo 7’den gorildiigii iizere bu alt problem igin “Teknik zorluklar”, “Hikayeye yonelik
zorluklar” ve “Yazilima (PowToon) yonelik zorluklar” olmak {izere ii¢ kategoriye ulasilmistir. Teknik
zorluklar kategorisinde en ¢ok rastlanan kod bilgisayar ve internet temini olmustur.

“DH olustururken en basta kaynak sikintisi ¢ektik. Bilgisayar ve interneti ayni anda bulamamak

bizi zorlad1 biri varken birini bulmak zor oldu. Ikisini ayni anda sadece internet kafede

bulabildik... Arada uygulamanin donmasi ve karakterlerin kisith sayida animasyon
yapmamas1 hikdyemizin kalitesini diistirdii” (Gzo).

Hikayeye yonelik zorluklar kategorisinde konuyla alakali hikdye yazmak, zaman alic1 olmas,
hikayeyi dijitale aktarmak, hikayeyi sadelestirmek (kisaltmak zorunda kalmak) kodlarinin oldugu
gorilmiistiir.

“Hikayeyi sadelestirmek zorunda kaldik. Ciinkii hikdyenin baz1 yerlerini uygulamak ¢ok zor

oluyordu. Mesela, hikayemizde gonye kullanmistik fakat ¢ocugun gonye ile dl¢iim yapmasi,

gonyeyi tutma imkani olmadig icin gonye fikrini hikayeden ¢ikardik” (Gs).

“ Tlk basta bilgisayar yoktu sonra bilgisayar1 bulduk bu sefer de saatlerimizi, giinlerimizi ald...

Bir de olusturdugumuz hikayeleri PowToon'da uygulayamadigimiz icin defalarca hikaye
degistirdik” G(13).
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Ogretmen adaylarinin yazilimda (PowToon) en c¢ok zorluk yasadiklari kisim ise ses kaydi

yapmak ve ses eklemek olmustur.

“Videomuzda erkek cocuk karakteri kullandigimiz igin smifimizdan bir arkadasimizdan
yardim aldik. Bir saatlik bir ugrasin sonunda seslendirmeyi bitirdik ama arkadasimizin sesi
erkek bir cocuga gore cok fazla kalin oldugu icin bu sefer karakteri kiz yaparak seslendirmeyi
baska bir kiz arkadasimizla yeniledik.” (Gus).

“Arka plan bulmada biraz sorun yasadik onu da Google’dan ekledik. Ses kaydetmede sikint1
cektik, bilgisayarimiz olmadig1 igin bilgisayar odasinda yaptik, sesiz ortam yaratmak igin
arkadaslardan sesiz olmalarinda rica ettik yaptik ama zorlad1 bizi” (Grv).

Ortaokul matematik 6gretmeni adaylarinin dijital hikaye olusturmak isteyenlere onerilerin iligskin
bulgular: Ogretmen adaylarmmin DH olusturmak isteyenlere onerileri verilerinin analizinden beg

kategoriye ulasilmis ve bu kategoriler Tablo 8'de sunulmustur:

Tablo 8. Ogretmen adaylarinin DH olusturmak isteyenlere énerilerine iliskin kategori ve kodlar

Kategoriler Kodlar f
Teknik oneriler

Hizli internet 1

—_

Hizl bilgisayar

Hazirlik siirecine yonelik oneriler
Akia veya diistindiiriicii hikaye tasarlamak
Planli olmak
Smif diizeyini goz oniinde bulundurmak
Ogrenciye uygun kelime kullanmak
Ogrenciye uygun materyal kullanmak
Oncelikle ders kitaplarini incelemek
Verilecek mesaja dikkat etmek

_ o = = = =N

Kullanilacak yazilima y&nelik
Oneriler
Once yazilim1 incelemek sonra hikaye olusturmak 7
Yazilimi arastirmak ve kullanmay1 6grenmek
Daha fazla 6rnek yaparak yazilima aligma

— N

Dijitale aktarma siirecine yonelik
Oneriler
Ses diizeni ve kaydetmeye dikkat etmek
Sahne giris ¢ikisi ve zamanlamaya dikkat etmek
Yabanci dil bilmek
Yazi stili renk uyumu vb. dikkat etmek
Uygun nesne se¢imi
Uygun ses se¢imi
Uygun miizik se¢imi
Dikkat gekici gorsel kullanimi
Uygun arka plan se¢imi
Uygun diyalog olusturmak

el e e ° B €Y

Diger
Fikir ayriliklarinda ortak noktay1 bulmak
Uzun stireli calismak
Hayal giiciinii sinirlandirmak
Zaman iyi degerlendirmek

L W W | 'y

Stres yapmamak
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Tablo 8'den goriildiigi gibi 6gretmen adaylar1 DH olusturmak isteyenlere cesitli 6nerilerde
bulunmuslardir. En fazla kullarulacak yazilimla ilgili ©nerilerde bulunduklar1 goriilmiistiir.

Onerilerden bazilar1 asagida sunulmustur:

“Hikayeyi kdgida yazmadan once kullanulacak yazilimin incelenmesi gerektigini ve ona gore
hikaye yazmalarini soyleyebiliriz. Yazilimin mantiginin azda olsa kavranilmasi gerektigini
sOyleyebiliriz” (Gs).

“Eger bir hikdye olusturuyorsaruz arka plani diyaloglar1 vb. iyi bir sekilde hazirlamamniz
gerekiyor. Arka planlar, karakterler i¢in ¢ok segenek var. Bunlari ¢ok iyi arastirmak gerekiyor.
Uzun bir zaman dilimine ihtiya¢ olacagini diisiiniiyoruz. Su an yaptigimiz calismadan
memnunuz; ama keske biraz daha zamanimiz olsaydi ve daha ¢ok vakit ayirabilseydik. Ciinkii
ortaya daha kaliteli bir calisma ¢ikabilirdi” (G7).

“Hikdye yazmadan Once uygulamanin incelenmesi gerekir gerekli sahnelerin olusturulup
olusturulamayacag1 incelenmeli ve eksikler tespit edilmeli bundan sonra ¢alismak daha uygun
olacaktir. Ayni zamanda ses kayd: alinirken sessiz bir ortam olusturulmali ve sahne giris
cikiglar titiz bir ¢alisma sonucu tamamlanmalidir” (Gs).

“Bizim en biiyiik stkintimiz olusturdugumuz hikayeleri PowToon’da uygulayamadik o yiizden
defalarca hikaye degistirdik. Ik &ncelikle ders kitaplarma baksmlar kitaplar ok giizel fikir
verebiliyor. Onerimiz énce PowToon'u gergekten inceledikten sonra hikaye olusturmaya
baslasinlar. Kesinlikle cok fazla acele etmesinler gerekirse bir- iki hafta hikayeyi olusturmaya
ayirabilirler. PowToon’da uygulama asamasinda arkadaslarindan yardim alabilirler. Programi
tam incelemeden ise baslamamalari. Programin avantajlarini tam olarak sindirdikten sonra
hikaye hazirlamalar1 6nerimizdir” (Gua).

“Oncelikle zamaninizi iyi degerlendirmelisiniz. Stres yapmadan ilerlemelisiniz. Yaptiginizin ne
kadar giizel ve faydali oldugunu unutmadan ¢alismalisiniz” (Guo).

“Oncelikle gayet hizli bir bilgisayar ve internet agma sahip olmalarini tavsiye ederim aksi
takdirde sabirlar1 sinanacaktir bilmelerini isterim. Kullanmak istediginiz veya uygulama da
bulunmayan fotograf veya videoyu Google’dan indirip kullanabilirsiniz. Uygulamada olmayan
ve istediginiz bir sekli baska sekillerle olusturup kullanabilirsiniz 6rnegin iki {iggen ve bir
kareden paralelkenar yapmak gibi” (Gzo).

Sonug, Tartisma ve Oneriler

Ortaokul Matematik Ogretmeni Adaylarinin DH Degerlendirme Olceginden Aldiklari

Puanlara iliskin Sonuglar ve Tartisma

Arastirmada 6gretmen adaylariin hazirladigi DH'ler bir 6l¢ek yardimiyla degerlendirilmistir.
DH’lerin degerlendirilmesi sonucunda hikayelerin bir¢ogunda hikayenin basinda dramatik soru
kullanilmadig: goriilmiistiir. Bu arastirmada dramatik soru 6gretmen adaylarinin DH olusturmada en
basarisiz olduklari kategorilerden biri olarak nitelendirilebilir. Kildan ve Incikab1 da (2015)
calismalarinda katilimcilarin dramatik soru ile ilgili kriterleri ihmal ettiklerine deginmislerdir.
Ogretmen adaylarinin hikdyenin amacina cogunlukla sadik kaldiklar1 belirlenmistir. Burada galisma
oncesinde 6gretmen adaylarina kazanimlarin verilmesinin ve bu kazanimlar dogrultusunda hikaye
hazirlamalarinin etkili oldugu sdylenebilir. Ogretmen adaylarinin hikaye tahtasi olusturmada zayif ve
kotii puan aldiklari gozlenmistir. Hikaye tahtasinin ¢ogu 6grencinin en sevmedigi adim oldugu ve bunu
yapmadiklar1 ancak bunun ¢ok 6nemli oldugu ifade edilmistir (Jakes ve Brennan, 2005). Cetin’in (2021)

calismasinda da benzer bir sonug goriilmiistiir. Karakoyun'un (2014) 6gretmen adaylar1 ve 6grencilerle
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yaptig1 arastirmasinda da katilimcalarin bir¢ogunun hikdye tahtas: olusturmay: sevmedikleri ve
begenmedikleri belirlenmistir. DH’'lerin uzunlugu konusunda ise farkli goriisler mevcuttur. McLennan
(2007) bu uzunlugun 3-5 dakika, Jakes ve Brennan (2005) 2-3 dakika, Kim, Long, Zhao, Zhou ve
Alexander (2021) 3-6 dakika, Bratitsis ve Mantellou, (2020) 3-5 dakika, Ceylan ve Birinci (2013) 2-12
dakika arasinda olabilecegini belirtmistir. Bu ¢calismada DH’lerin uzunluklar1 2 dakika 56 saniye ile 7
dakika 5 saniye arasinda degismektedir. Calismadaki ¢ogu hikayenin uzunlugu 3-5 dakika arasinda
degismektedir. Bazi hikayelerin uzunlugunun igerigi vermede yeterli olmadig1 veya igerigi verdigi
fakat iistiine gereksiz ayrintilara girilerek siirenin uzatildigr gozlenmistir. Diger hikayelerde ise
hikayede verilecek igerigin siireye uygun oldugu belirlenmistir. Ogretmen adaylarinin ¢ogunlugunun
diisiik puan aldig1 bashiklardan biri de miiziktir. DH'lerin 10 tanesinde miizik kullanilmadig tespit
edilmistir. Olgegin diger alt bagliklarinda ise alian puanlar genellikle iyidir. DH’lere verilen puanlar
ise 21 ile 38 arasinda degismektedir. Genel olarak DH'lerin basarili oldugu soylenebilir. Cetin (2021)
ayn Olgekle yaptigr calismasinda sadece DH'lere verilen puanlara deginmistir. Bu arastirmada ise

puanla birlikte agiklamalar da yer almaktadir.

Ortaokul Matematik Ogretmeni Adaylarinin DH Hazirlama Siirecine Yonelik Goriislerine

iliskin Sonuglar ve Tartisma

Calismada 6gretmen adaylarinin DH tasarlama siirecine iliskin goriisleri alinmistir. Bu goriisler
ii¢ bashk altinda toplanmigtir. Bunlardan ilki 6gretmen adaylarmin DH tasarlarken begendigi
ozelliklerdir. Ogretmen adaylarinin yazilimin (PowToon) dzelliklerini begendiklerine dair ifadeler
cogunluktadir. Bu ozelliklerden en ¢ok begenilenleri ise karakterler ve 6zellikleri ve animasyon
olusturmak olmustur. PowToon’da bir¢cok karakter bulunmaktadir. Bu karakterlerin ise hareketli
goriiniimleri mevcuttur. Bu 6zellik hikayelerin daha dinamik ve gergekci goriinmesini saglamaktadir.
Ogretmen adaylarinin DH olustururken bilgisayar ve internet temini konusunda sikinti yasadiklari
belirlenmistir. PowToon telefonlara da indirilebilen bir yazilimdir. Fakat telefon ekraninin kiiciik olmast
hikaye tasarimini zor bir hale getirmektedir. Bu sebeple bilgisayar ortaminin bu tiir calismalar i¢in daha
kullanish oldugu diisiiniilmektedir. Fakat 6gretmen adaylarmin biiyiik cogunlugu kisisel bilgisayara
sahip olmadiklarmi belirtmislerdir. Ayrica internet hizinin yavas olmasi da siireci uzatmaktadir.
Konuyla ilgili hikdye yazmak, tasarlama siirecinin zaman alic1 olmasi, hikdyeyi dijitale aktarmak ve
hikayeyi sadelestirmek veya kisaltmak zorunda kalmak yasanan zorluklardandir. Hikaye yazmanin
zorlugunu destekleyen arastirmalar mevcuttur (Bran, 2010; Cetin, 2021; Ozﬁdogru ve Cakir, 2020;
Uslupehlivan, Kurtoglu-Erden ve Cebesoy, 2017). Ogretmen adaylarinin bir diger zorluk yasadigi konu
ise ses kaydi yapmak ve hikdyeye ses eklemek olmustur. Jakes ve Brennan da (2005) DH'leri
hazirlamada en zor bilesenin seslendirme oldugunu belirtmistir. Benzer sekilde Ozpmar (2017) ve
Oziidogru ve Cakir (2020) da ogretmen adaylarmin DH olustururken ses kaydi yaparken
zorlandiklarini belirtmistir. Ogretmen adaylarinin DH olusturmak isteyenlere 6nerileri incelendiginde

en fazla kullanilacak yazilima yonelik onerilerde bulunduklar: belirlenmistir. Oncelikle kullanilacak
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yazilimi iyice arastirmak ve kullanmayi O6grenmek gerektigini belirtmislerdir. Ayrica yazilim
ozelliklerinin incelendikten sonra hikdye yazmaya baslamanin faydali olacagini ifade etmislerdir. DH
olusturmak hayal giicii ve yaraticiligi (Aydin, 2019) ortaya ¢ikaran bir deneyimdir. Kisilerin hayal giicii
ve yaraticiliklar1 ise uygulamaya dokiildiigiinde bazen tam olarak karsiik bulamamaktadir. Bazi
Ogelerin yazilimda olmamasi veya yazilimin tam istenildigi gibi kullanilamamas: kurgunun da
istenildigi gibi aktarilamamasina sebep olmaktadir. Bu sebeple 6nce kullanilacak yazilimdaki 6gelerin
dikkatli bir sekilde incelenmesinin ve daha sonra bunlarla {iretilebilecek hikayeler tizerinde
diisiinmenin daha verimli olabilecegi diisiiniilmektedir. Ogretmen adaylarinin diger énerileri ise uzun
siireli calismak ve zamani iyi degerlendirmek seklindedir. Islim ve digerleri, (2018) de DH olusturma
siirecinin zahmetli ve zaman alic1 olarak goriildiigiinii belirtmistir. Inan da (2015) DH olusturma

tekniginin ilging, eglenceli fakat ayn1 zamanda zaman alic1 olduguna deginmistir.
Oneriler

v Calisma Oncesinde DH tasarlayacaklara dramatik soru ve hikdye tahtasi olugturmanin
oneminden bahsedilerek daha fazla bilgi verilmesi saglanabilir ve bu sayede bu alt bagliklardan alinan

puanlar yiikseltilebilir.

v DH'lere miizik eklenmesinin gerekliligi tizerinde daha fazla durulabilir, miizik kullanilan

ve kullanilmayan DH’ler tizerinden miizik kullanimina tegvik edilebilir.

v DH calismalarinda teknik donanimin eksikliklerinin giderilmesi gerektigi dnerilmektedir.
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Introduction

A story is to tell an event orally or in writing. In other words, it is a type of prose that describes
real or designed events (Turkish Language Association, 2021). Stories used to learn and teach
throughout history have a fundamental role in creating meaning and developing knowledge (Cindy,
Chingona, Gachago, and Ivala, 2012). In addition, stories also contribute to the development of
imagination, creativity, and problem-solving skills (Turgut and Kisla, 2015). Developments in the field
of computer science have brought new learning and teaching approaches in education. Digital
Storytelling (DST) is one of them. The term DST was created by Dana Atchley (Kajder, Bull, and
Albaugh, 2005). Performing as a storyteller in the 1980s, Atchley discovered the potential of computers
and multimedia, began using multimedia as a supplement to his performances and continued to adapt
storytelling techniques in a variety of creative ways. Since the early 1990s, Dana Atchley, Joe Lambert,
and media artists, designers, storytellers, and theater professionals in the San Francisco Bay area have
come together to explore how the emergence of new digital media can affect storytelling. This discovery
resulted in the establishment of the Center for Digital Storytelling in California. The Center for Digital
Storytelling is an international leader in promoting DST through workshops, consulting, and
collaborations (McLennan, 2007). Although it is difficult to give a precise definition of digital stories
(DS) (Van Gils, 2005); it has been expressed as the process of adding sound, image, and music to the
story in order to create a visual story in general terms (Jakes and Brennan, 2005; Kordaki, 2014).
According to Robin (2006), DSs are created using recorded audio narration, digital graphics, video, text,
and music to present information about a particular topic. DSs are only a few minutes in length. Some
of the usage areas of DSs are telling historical events, personal stories, giving information about a
subject, and giving instructions. According to Bran (2010), similar to traditional storytelling, DST
focuses on a specific topic. It has characters, a setting, a story, and contains a certain point of view.
However, a more dynamic story is achieved by incorporating images, audio narration, video clips,

and/or music alongside the traditional text.

Creation Process of DS
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Jakes and Brennan (2005) stated that the creation process of DS consists of six steps. They stated
that following these steps will help ensure a successful experience. Steps 1-3 are done in any classroom
setting without the need for a computer. Step 6 can be done anywhere while steps 4 and 5 require a

computer environment. The steps are given in Figure 1:

The
Storyboard

Creating the
Digital Story

Locating
Multimedia

‘ Share \

‘ Writing

‘ Script ’

Figure 1. Creation steps of DS (Jakes and Brennan, 2005).

To briefly explain the creation steps of DS, the first step is writing. The second step is the script
step. This step serves to reconstruct the story with the inclusion of various multimedia elements. In the
third step, students need to create a storyboard to organize the flow of their movies. The storyboard is
a stage where the student can associate his/her scenario with an image (still frame or video). In the next
step, students can use images from photos from personal collections or choose images that fit their story
(Locating multimedia). Students create their DSs using the software provided to them. The last step is
the sharing step. Sharing DSs with others helps students understand each other as human beings and

see that they share common experiences (Jakes and Brennan, 2005).

Lambert (2010) is one of those describing the stages of DS creation. Lambert (2010), on the other

hand, talks about eight stages. The stages are given in Figure 2:

Owning Your Owning Your

Insights Emotions Finding The Moment Seeing Your Story

Writing scripts and

creating storyboards Assembling the story Hearing Your Story

Sharing Your Story

Figure 2. Stages of DS creation (Lambert, 2010)

Lambert (2010) stated that the first step is owning insights. At this stage, in order to help
storytellers find and clarify what their story is about, the questions like “What story do you want to
tell?”, “What do you think your story means?” are asked to storytellers. The second step is owning
emotions. Embracing the emotions a story contains will also help the audience connect a deeper level.
The next step is finding the moment. As the storyteller becomes clear about the meaning of his/ her
story, he/ she can tell his/ her story by identifying a single moment he/she can use to show his insights.
To help storytellers find this moment, they are asked to describe the moment when things changed and

to describe that moment in detail. The next step is seeing the story. This is where visuals come into play.
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Well-chosen images act as mediators between the narrative and the audience. Visuals have the power
to explain to viewers what words cannot. At the hearing story stage, the storyteller’s recorded voice
telling their stories is what makes a DS a DS. Up to this point in the process, the emotional tone of the
story is set. Sound and music are one of the best ways to convey this tone. Once the assembling story,
has been outlined during the story assembly phase, the next step is to write the script and create the
storyboard, or in other words, to determine how the visual and audio narratives complete each other

throughout the duration of the piece to best tell the story. The last stage is the stage of sharing the story.
Software Used in DS Creation

Some of the software-that can be used to create DS are expressed as Microsoft Photo Story 3,
Wevideo, Imovie, PowToon, Audacity, Microsoft Movie Maker, Tellagami, Storyjumper, Slide.ly
(Yilmaz, Ustiindag and Giines, 2017). One of them, PowToon, was created in 2012 by Ilya Spitalnik and
Daniel Zaturansky. PowToon is a very simple tool to use and provides a selection of backgrounds to
which objects, characters, and scene elements can be dragged and dropped. A timeline is available to
determine when objects come and go. Text or music can be added to the presentation. The resulting
product has a URL so it can be copied and shared as needed. Animations can be exported to Youtube
or played in slideshow format (Chandler, 2015). Registration is required to be able to work on PowToon.
PowToon allows creating your own template after registration, as well as to use pre-designed templates
(Rioseco, Paukner-Nogués and Ramirez-Muioz, 2017). With PowToon, attractive, animated videos with
a professional look can be created. There is also an option to create classes in PowToon. According to
Graham (2015), some of the advantages of PowToon are that it allows individuals to exhibit or present
any topic they are interested in and share it with others, a better understanding of the displayed
information and thus making it easier to remember. In this research, PowToon was preferred to create
a DS. One of the reasons why this software is preferred is that it is suitable for usage in Turkish. Also,
PowToon has many options for characters, objects, backgrounds, music, and video. In addition, this
software provides the opportunity to work with both real-looking characters and objects and cartoon

characters. This allows for diversity in creating a DS for the subject to be studied.
DS and Education

One of the usage areas of DSs is education (Robin, 2016). DSs enable the transition of educational
technology from a passive role to an active role and ultimately a social role (Albano, Dello Iacono,
Fiorentino and Polo, 2018). When the literature is examined, it is seen that the use of DS has many
benefits in education. For example, according to Hill and Grinnell (2014), when the students in a
classroom create a story with technological tools, they learn not only how to use these tools, but also
how to be creative, how to organize and form a message. According to Chan, Churchill and Chiu (2017),
DSs improve the digital literacy of the drafters. Creating a DS can provide students with the opportunity

to work through misconceptions and challenge social, scientific, and technological contexts. Creating
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and transmitting stories can be a particularly fascinating way for students (Shelton, Archambault and
Hale, 2017) to analyze, interpret and present complex ideas and perspectives (Robin, 2016). It also
improves students” motivation (Ozerbas and Oztiirk, 2017), success (Ulum & Ercan-Yalman, 2018), and
their connection with others (Kim and Li, 2020; Robin, 2016). It also encourages students to participate
in learning activities (Marsico, Mollo, Albano and Pierri, 2019). With the help of DSs, students learn to
think and write about people, places, events, and problems that characterize their individual life
experiences or the experiences of others (Sadik, 2008). It also contributes to the organization, technology,
presentation (Bran, 2010), problem-solving, and evaluation (Robin, 2006) skills. Cigerci (2015) and Tiire-
Kose (2019) stated that DSs improved listening skills, while Yilmaz, Ustiindag, Giines, and Caliskan

(2017) stated DSs improved reading and writing skills.
Mathematics Education and DSs

Under the general umbrella of education, DSs are also used in mathematics education. DSs
provide a platform to improve behavioral, emotional, and cognitive engagement in mathematics
education (Marsico et all, 2019). Creating a mathematics-based DS contributes to preservice teachers’
understanding of the problem-solving process. It also increases the relationship between visual,
auditory, and verbal presentation in problem-solving (Walters, Green, Goldsby and Parker, 2018).
According to Preradovic, Lesin and Boras (2016), DS expression is an effective tool to develop childrens’
mathematics and computer literacy skills in the preschool period compared to the traditional one. It has
been emphasized that students interested in DS creation tasks, can develop various skills such as data
representation, algorithmic thinking, logical thinking, problem creation and solving, data analysis, and

sequencing (Kordaki and Kakavas, 2017).

Seeing the studies conducted in this field, Dinger (2019) examined the effects of teaching with
DSs in 6™- grade Integers and Algebraic Expressions subject, on students’ academic achievement,
conceptual learning-example levels, attitudes, and motivation. She also examined the students’ views
on DS activities. As a result of the research, it was determined that teaching with DSs had a positive
effect on the students’ attitudes and conceptual understanding levels. In addition, it was stated that the
students had positive opinions about DS. Ozpinar (2017) determined preservice mathematics teachers’
thoughts on the process by creating a preservice training process that includes learning DST, creating
DSs, applying the stories in the real classroom environment, and discussing the effectiveness of the
applications. As a result of the research, it was determined that the preservice teachers had difficulties
in creating stories and technical issues, and they had positive views on using DS in teaching. In their
research, Islim, C)zﬁdogru and Sevim-Cirak (2018) examined the use of DSs in mathematics education
and the views and experiences of preservice mathematics teachers on creating, using, and evaluating
DSs. In the study, it was determined that preservice teachers preferred GoAnimate software for reasons

such as ease of use, character traits, and visuality. In addition, preservice teachers reported positive

730



KEFAD Cilt 23, Say1 1, Nisan, 2022

opinions about using DS in their future careers. On the other hand, Cakici (2018) observed the effect of
DS-based mathematics teaching on students” academic achievement, motivation, and attitudes towards
mathematics activities. According to the result of the study, it was determined that DS-based instruction
did not have a significant effect on academic achievement, but had a positive effect on motivation and
attitude, confidence, and independence sub-dimensions. Kiiciikoglu (2019), on the other hand,
examined the thoughts of secondary school students on DS in his research and stated that the students
had a positive opinion. Bratitsis and Mantellou (2020) used DS expression to teach the 2nd-grade

subtraction algorithm and stated that the method was effective as a result of the research.
Purpose of the Research

It is thought that when preservice mathematics teachers start to practice their profession, they
can benefit from DSs for reasons such as making mathematics more enjoyable, increasing academic
success, stimulating and motivating students. For this reason, this study aimed to provide preservice
mathematics teachers with the experience of creating DS with the help PowToon software. One aim of
the study is to determine how many points preservice teachers get by evaluating digital mathematics
stories using the DS rating scale. Another purpose of the research is to examine the views of preservice

teachers on the process of creating DS. The research questions and sub-questions are as follows:

1-How many points did the preservice middle school mathematics teachers get from the DS

assessment scale?

2-What are the opinions of the preservice middle school mathematics teachers” about the DS

preparation process?

a) What are the features that the preservice middle school mathematics teachers like when

creating DS?

b) What are the difficulties faced by preservice middle school mathematics teachers while

creating DS?

c) What are the recommendations of the preservice middle school mathematics teachers to

those who want to create DSs?
Method

The research was designed as a qualitative case study. Case study is a process that requires a
detailed examination of a situation or situations that are important for the researcher based on a
theoretical framework (Yin, 2004). In this study, case study was preferred since the aim was to evaluate
the DSs prepared by the preservice teachers and to examine their views on the process. The research
was conducted with 40 2d- year middle school mathematics teachers who took the Mathematical
Association Course. Criterion sampling, one of the purposive sampling methods, was used in the

selection of the preservice teachers participating in the study. It was taken a criterion that preservice
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teachers have taken the Information Technologies course. Preservice teachers were divided into groups
of two. The part of the research carried out in the course started in October and lasted for seven weeks.
In this process, theoretical information about DS was given, exemplary DSs were examined, PowToon
presentation and usage were taught, and exemplary DS designs were made in PowToon. While the
exemplary DS designs were being made, the gains at all grade levels were discussed, but 7t and 8
grades were mainly studied. In this process, it has been determined that preservice teachers have
difficulties in creating stories on subjects that require processing or using formulas (such as greatest
common divisor, lowest common multiple, exponential, radical, and rational numbers). In addition, it
was seen that the stories created on these subjects were mostly based on student-teacher dialogue in the
classroom environment. After the completion of the classroom practices, the Ministry of National
Education Mathematics Curriculum (MoNE, 2018) was examined and the gains were distributed to the
groups. While selecting the gains, attention was paid to ensure that they were suitable for the DS design,
and an expert’s opinion was taken. In the study, mainly 5% and 6t grade gains were distributed to
preservice teachers to design DSs. Attention has been paid to the fact that these gains require
interpretation, can be associated with daily life, and include real-life situations. Then the groups were

coded as Gi, G, ...Gzo. The gains given to the groups are presented in Table 1:

Table 1. Groups and gains

Groups Gains

Gi “M.5.3.1.3. Solves problems for interpreting data represented by frequency tables or bar
charts.

G M.5.2.2.3. Identify and draw the basic elements of rectangle, parallelogram, rhombus, and
trapezoid. (A DS has been prepared only for square and rectangle.)

Gs M.5.2.4.3. Creates different rectangles with a given area.
a) The side lengths are constrained to be natural numbers.

Ga M.6.3.2.5. Solves problems related to the area.

Problems involving areas of compound shapes (eg open envelope) consisting of triangle
rectangle, and parallelogram are included.

Gs M.5.2.1.4. Creates narrow, right, and obtuse angles by referencing a 90° angle; Determines
whether a created angle is acute, right, or obtuse.
Gs M.5.2.2.1. Names and constructs polygons and recognizes their basic elements.

a) Introduce edges, vertices, interior angles, and diagonals as basic elements.
b) Only convex polygons are considered.
The sum of interior angles and the number of diagonals are not mentioned.

Gr M.6.3.3.1. Recognize the center, Radius, and diameter by drawing a circle.

M.6.3.3.2. Determines by measuring that the ratio of the length of a circle to its diameter is
a constant value.
It is emphasized that this constant value is called 7 (pi).

Gs M.7.3.1.2. Examines the properties by determining the corresponding, opposite, inside and
outside opposite angles formed by two parallel lines and a cross; determines the congruent
or supplementary angles; solves related problems.

Go M.6.4.2.1. Calculates and interprets the span of a data set.

M.6.4.2.2. Calculates and interprets the arithmetic mean of a data group.
M.6.4.2.3. Uses arithmetic mean and span to compare and interpret arithmetic mean and
span in real-life situations are included.

Guo M.6.3.2.2. Creates area relation of parallelogram solves related problems. The area relation
of the rectangle can be used while creating the area relation of the parallelogram.
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Gn M.6.4.1.1. Creates research questions that require comparing two sets of data and obtaining
appropriate data.
Gn M.6.3.4.3. Recognizes standard volume measurement units and converts between cm?,

dm3, m3 units. Volume measurement units are limited to m3, dm?3, cm3, and mm3.
M.6.3.5.1. Recognizes liquid measuring units and converts them to each other.
a) Conversions for liquid measuring units are made only between L, cL, and mL.
b) Studies are carried out to realize that 1 liter is 1 dm3.

G M.5.2.1.2. Expresses the position of a point relative to another point using direction and
unit.
a) Square, dotted paper, etc. work is done on it. For example, point A is 3 units to the
right/left of point B; 2 units below/above; 2 units above/below 4 units to the right/left.
b) Examples of real-life situations are also included.

Gu M.5.2.3.2. Calculates the perimeters of triangles and quadrilaterals, creates different shapes
with a given perimeter. Studies on estimating the perimeter length are included.

G M.5.2.3.3. Recognizes time measurement units, converts them to each other, and solves
related problems.
a) Seconds, minutes, hours, days, weeks, months, and years are handled.
b) Problems related to time management are handled.

Gis M.6.3.2.1. Creates the area relation of the triangle solves the related problems.

Grr M.6.2.1.1. Writes an algebraic expression suitable for a verbally given situation and a verbal
situation suitable for a given algebraic expression.

G M.5.2.5.2. Draws the surface expansions of the rectangular prism and decides whether the
given different expansions belong to the rectangular prism.

G M.5.2.4.1. Calculates the area of the rectangle and uses square centimeters and square
meters.

a) The square is considered as a special case of the rectangle.
b) There are also studies to make sense of the concept of area.

G M.7.3.2.3. Recognized rectangle, parallelogram, trapezoid, and rhombus; determines the
angle properties. (Only for parallelogram, trapezoid, and rhombus, a digital story has been
prepared.)”

In addition, during the 7-week study period, the groups were asked to create their draft stories
about the given gain, and feedback was given. Apart from this, three-week preservice teachers were
given time to work outside the classroom and prepare their DSs. At the end of the period, DSs were
collected electronically and the opinions of the groups were taken with the help of a semi-structured
interview form. PowToon software is available in both paid and free options. Due to the limited
duration of both the story and the characters and animations in the free option, a paid version was
provided by the researcher for one year, and the class was created and the research continued in this

way.
Data Collection Tools and Data Analysis

The DSs prepared by the preservice teachers were downloaded and delivered to the researcher
via e-mail. “Rating Scale for Digital Stories” (Ozcan, Kukul and Karatas, 2016) was used to evaluate DSs.
It consists of three main headings: Planning, Production, and Sharing/Presentation/Feedback. The
planning title includes the dramatic question, creating a storyboard, the purpose of the story, and
originality/attractiveness. The production title includes the length of the story, copyright and ethics,

economy, use of language and grammar, sound, music, multimedia synchronization, and editing. In the
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Sharing/Presentation/Feedback title, there is a sharing subitem for feedback for sharing only. Only 3
points (Excellent) and 0 points (Bad) are rated for the length of the story, copyright, and ethics, and
sharing for feedback, while all other subtitles have 3 points (Excellent), 2 points (Good), 1 point (Poor)
and 0 points (Bad) can be evaluated. The maximum score that can be taken from the scale is 42, with 12
from the planning title, 27 from the planning title, and 3 from the Sharing/Presentation/Feedback title
of the scale. The created DSs were evaluated by two experts in accordance with the scale. The scores
given by two experts for each story were calculated and the Pearson Correlation test was applied and
the relationship between the scores was examined. In addition, the scores given to the DSs were

explained and presented for each title and subtitle.

In order to determine the opinions of the preservice teachers, a semi-structured interview form
consisting of three questions was designed by scanning the literature. After the form was designed, the
form was finalized by taking the opinions of two experts. The questions in the form are “What are the
features you like when you are creating DS?”, “What are the difficulties you have when creating DS?”
and “What are your suggestions for those who want to create DS?” is in the form. After the DS design
process was completed, the interview form was given to all groups and their opinions were taken.
Content analysis was used for data analysis. Content analysis is used to show the existence of words,
concepts, themes, characters, or sentences in the text and to digitize them (Kiziltepe, 2017). In the
research, codes and categories were created from the answers given the interview questions and the
frequency was given. In addition, the answers given by the groups were presented in the form of

dialogues and quotations.
Ethical Permissions of the Study

In the current study, all the rules specified to be followed within the scope of the “Higher
Education Institutions Scientific Research and Publication Ethics Directive” were complied with. None
of the actions specified under the heading “Actions Contrary to Scientific Research and Publication

Ethics”, which is the second part of the directive, was taken.
Ethics approval documents:

Name of institution conducting the ethical evaluation: Kafkas University Social and Human Sciences

Research and Publication Ethics Committee
Date of the ethical review decision: 27 May 2021
Ethical review document issue number: 20
Findings

The findings are presented under two main titles in accordance with the research problem.
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The Findings Regarding the Scores of Preservice Middle School Mathematics Teachers from

the DS Assessment Scale
In Table 2, the scores given to each DS by the experts are presented:

Table 2. Scores given to DSs

DSs 1t expert’s scores 2nd expert’s scores

DS: 32 31
DSz 33 35
DSs 35 32
DSs 30 28
DSs 37 39
DSe 38 34
DSz 33 28
DSs 21 23
DSy 25 29
DSio 37 38
DSu 24 28
DS12 38 35
DS13 31 29
DS 32 38
D6Sis 33 36
DS16 32 28
DSy 33 29
DSis 30 27
DSi9 34 29
DS20 34 30

Pearson Correlation test was applied to determine the validity of the scores given as a result of

the evaluation of DSs by two experts. The test result is given in Table 3:

Table 3. Pearson Correlation test result

Variable N r p
1t expert’s scores 20 ,764 ,000
2nd expert’s scores 20

As it can be seen from Table 3, it was determined that there was a significant and positive
relationship between the scores given by two experts to the DSs prepared by preservice teachers (r=,764,

p<,01).

As can be seen from Table 2, the scores of Expert 1 and Expert 2 for each DS are close to each
other. Table 4 shows how DSs were evaluated for each subtitle in accordance with the scale. Table 4 has

been prepared in accordance with the opinions of expert 1.
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Table 4. Evaluation of DSs prepared by preservice teachers.

Planning 3 point - 2 points - Good 1 point - 0 point -
Excellent Poor Bad
Dramatic Question DHao, 14 DHy,6,12,18 DHs, s DHa, 257,911,
13, 15,16, 17, 19, 20
Purpose of the Story DHi,2,3,45671012, DHs, 9,18 DHu

13, 14,15, 16,17, 19, 20

Creating Storyboard DH>2o DHpz,3,7,8,9,15, 16, DHs, 6,101,122 DHa, 4
18,19 13,14,17
Originality/Attractiveness DHaz,2,3,56,7,10,12,14 DHa, 18 DHais DHs, 9,11, 16
15,17,19,20
Production 3 point - 2 points - Good 1 point - 0 point -
Excellent Poor Bad
Length of the Story DHa,2,3,5610,12,13, DHa,7,8,9,11,
15,16,17,19 14,18,20
Economy DHzi,3,51012,13,1517, DHz,6,14,16,18,20 DHay, 7,89 11
19
Use of Language and DHs, 6,7, 10,11 DHzi,2,3,4,89,12,13,
Grammar 14,15, 16,17, 18,19, 20
Copyright and Ethics DHoz,2,3,4,56,7,8,9,10,
11,12, 13, 14, 15, 16, 17, 18,
19,20
Voice DHz,2,3,4,56,7,5 10, DHo, 13, 15,18
11,12, 14, 16, 17, 19, 20
Music DHy,5,6,7,9,12,13, 16, DHy, 2, 3,8 10,
18,20 11,14,15,17,19
Multimedia Quality DHi,2,5,4,56,7,9 10, DHs
11,12, 13, 14, 15, 16, 17, 18,
19,20
Multimedia Synchronization DHi,2,5,56710,11,12, DHas,1318 DHo
14,15, 16,17, 19, 20
Editing DHz,2,3,4,56,7,9,10, DHs, 13, 16,18
11,12, 14, 15,17, 19, 20
Sharing/Presentation/Feedback 3 point - 2 points - Good 1 point - 0 point -
Excellent Poor Bad

Feedback for Sharing

DHaz,2,3,4,556,7,89 10,

11, 12,13, 14,15, 16, 17, 18,

19,20

The scoring made in Table 4 and its justifications are presented below:

Planning: In this section, there are evaluations related to the dramatic question, the purpose of the story,

creating a storyboard, and originality/attractiveness.

Dramatic Question: There are stories in DSs prepared by preservice teachers, in which a question that

impresses the audience and focuses their attention on DS is used at the beginning of the story, and this

question is answered clearly within the story (DS1o,14).

“Kerem’s mother wants to cut a carpet cover on her rectangular-shaped carpet. But when

she comes home, she realizes that the carpet cover has been cut in the shape of

parallelogram.

736



KEFAD Cilt 23, Say1 1, Nisan, 2022

Kerem: Hello mother.

Mother: Hello son.

Kerem: What happened, mother, why are you sad?

Mother: Oh boy they cut the carpet cover wrong. How will I use it now?” (DSuo).

As can be seen from the dialogue at the beginning of the story, the question of how the carpet
cover cut in the shape of a parallelogram will cover the rectangular-shaped carpet arouses curiosity. In
the continuation of the story, the answer to this question was formed. In the stories of DSq,¢, 12, 18it was
seen that the question that could impress the audience draw their attention to the story was used at the
beginning of the story, but the story was not sufficient to explain the answer. For example, in DS1s at the
beginning of the story, there was a question and a dialogue about folding open gift boxes and making
them closed. However, the narration and visuals used in the story are not sufficient to answer the
question. In DSsand DSs, however at the beginning of the story, a question that will impress and attract
the attention of the audience was not clearly expressed, and this question was not answered within the
story. In addition, in some of the stories (DSy, 25,7, 9,11, 13, 15 16, 17, 19, 20), N0 questions or explanations that
would attract the attention of the listeners were used at the beginning of the story. In these stories, the
story started and continued with normal dialogue. For example, in DS: father and son decided to go

fishing. At the beginning of the story, there is a dialogue about this plan, including the mother.

Purpose of the Story: In the stories DS1,2,3,4,5,6,7,10,12, 13,14, 15,16, 17, 19,20, the purpose is predetermined and
the focus is on the purpose throughout the story. For example, in DS17, the purpose was determined as
writing an algebraic expression suitable for the verbal situation and a verbal situation suitable for the
algebraic expression, and a fiction was created for this purpose throughout the story. However, in DSs,
9,18 stories, although the purpose of the story is determined beforehand, the focus is on the purpose in
most of the story, not in the whole. For example, in DSs, the aim is to show the angles formed by two
parallel lines and intercept. An example is constructed through parallel and intersecting paths in the
story. Angle calculations were started right after the example was shown. It was determined that there
was a disconnection between the sample and the angle calculations. At the same time, the example does
not adequately reflect the purpose. In DS1, the purpose of the story was determined, but in most of the
story, the purpose was out of reach. The purpose of this story is data collection and evaluation.

Dialogues not related to data collection were included in 1/3 of the three-minute story.

Creating Storyboard: In only one story (DSx), the storyboard that includes sequence, transition, and
consistency between scenes is given in detail. In this story, the scenes were determined with the help of
the frame, and everything that would happen on the stage was expressed in detail both in the frame
and in prose. In the stories, DSz,3,7,8,9,15,16, 15,19 a large part of the story is expressed. In these stories, no
scene frame was used, only prose was shown in which scene what would be done. Only part of the
storyboard was created in the stories DSs, ¢,10,11,12,13,14,17. In these stories, the main lines were determined,

but not in too much detail. In the DSy,4stories, the storyboard was never prepared.
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Originality/Attractiveness: The stories DS1,2,3,5,6,7,10,12,14,15,17,19, 20 were found both original and attractive.
For example, in DSs, the story of making a worktable with a carpenter was written in order to teach
vertical, narrow and wide angles. It was discussed and explanations were made that the carpenter
accidentally made the table leg at a narrow and wide-angle and created an unbalanced table. This story
has been handled as an original and attractive example of angle. DSs, 1sstories were evaluated as original
but not attractive. Consolidated area calculations in DSsare emphasized. The shape to be calculated is
designed as a kite consisting of many geometric shapes. It is original in idea. However, the story was
not found attractive because too many terms, procedures and reminders were used in the continuation
of the story. In DS, the students were positioned equidistant from certain objects, each student was
asked to express the position of the objects in relation to himself, and a competition format was created
in which the student who got it right was one step closer to the prize. The story is not original in terms
of fiction, but the object used was found attractive in terms of shape, color, and background. The stories
DSs, 9, 11,16 are neither original nor attractive. For example, in DS, a story was designed on the area of
the triangular region. This story takes place in the classroom at the beginning. The teacher stated that
he would teach the lesson at the mathematics museum that day. In the museum of mathematics, the
subject was explained as if the lesson was given on the blackboard in a normal classroom environment.
The story is not original as a subject. In addition, the background used was not found attractive in terms

of color and visuals.

Production: This section includes evaluations on the length of the story, affordability, use of language
and grammar, copyright and ethics, sound, music, multimedia quality, multimedia synchronization,

and editing.

Length of the Story: The duration of the DSs prepared by preservice teachers are given in detail in Table
5:

Table 5. The duration of the DSs prepared by preservice teachers.

DSs Duration DSs Duration

DS 3 minutes 56 seconds DSu 3 minutes 18 seconds
DSz 4 minutes 49 seconds D6Si2 4 minutes 13 seconds
DSs 4 minutes seconds DS13 3 minutes 34 seconds
DS4 5 minutes 43 seconds DS14 6 minutes 50 seconds
DSs 3 minutes 46 seconds DSis 3 minutes 52 seconds
DSe 3 minutes 56 seconds DSi6 4 minutes 34 seconds
DSy 7 minutes 05 seconds DSy 3 minutes 17 seconds
DSs 5 minutes 17 seconds DS1s 4 minutes 53 seconds
DSy 2 minutes 56 seconds DS19 4 minutes 02 seconds
DSo 4 minutes 3 seconds DS20 5 minutes 49 seconds

As it can be seen from Table 5, the length of the DSs prepared by preservice teachers varies
between 2 minutes 56 seconds and 7 minutes 5 seconds. It has been determined that the content to be
given in the stories DSy,2,3,5,6,10, 12,13, 15,16, 17,19 is suitable for the duration. Sufficient information has been

given about the subject to be explained in the given time. In DSy, 7,9, 11, 14, 18, 20 stories, the stories are
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designed as longer/shorter than they should be. For example, DSu1, day and night temperature values
of a province are discussed for data collection and evaluation. However, in most of the story, a relocation
story that does not address the purpose is fictionalized. In the remaining part, the subject is mentioned
very briefly. In DSz, on the other hand, while focusing on the number of 7 and the circumference of the

circle, the duration of the story is extended with unnecessary dialogue and details.

Economy: In the stories DSy, 3,5,10,12,13, 15,17, 19 enough attention has been paid to the details. Unnecessary
details (visual/video/sound/music etc.) are not used. For example, a story on liquid measuring units was
prepared in the DSz. In the story, the mother and daughter decided to bake a cake in the kitchen, and
the teaching of the units continued both in the kitchen and in the market for liquid shopping. All the
units that need to be taught are mentioned and unnecessary details are avoided. DSz, ¢, 14,16, 18, 20 stories
are good overall, but some parts need more or less detail. For example, in DSe, the general properties of
polygons are emphasized. It was thought that more details were needed in this story. In this story, the
number of sides and corners of the shapes are given collectively. It is thought that the number of edges
and vertices can be explained with an example in this story. Since this was not done, the story remained
in the air. Similarly, more details are needed in the DSz story. In this story, the explanations such as the
use of miter and the general features of the square and rectangle were filled with text, but the time
required for reading the text was kept short. For this reason, these parts are not fully read. In DSa4,7,5,9,11
details need to be arranged in many parts of the stories. For example, a story was created on the
calculation of the combined fields in DSa. In this story, it is planned to make a real kite based on the kite
picture. In order to adjust the dimensions of the picture and the real kite, the size of the real kite was
tried to calculated by taking three times the shape of the kite in the picture. But since there are too many
shapes in the kite in the picture, a lot of processing has been done. In addition, since the operations are
not clearly explained, it causes confusion. In addition, too many speech bubbles were used and the

speech bubbles were filled with long sentences and operations.

Use of Language and Grammar: The language used throughout the story in DSs,s,7,10,11is understandable
and grammatical rules are followed. The language used in the stories DS1,2,3,4,8,9, 12,13, 14,15, 16,17, 18, 19, 20 iS
understandable, but there are some grammatical errors. These errors are mostly capitalization, use of

punctuation marks, misspelling of the words and suffixes.

Copyright and Ethics: All of the stories are used in accordance with copyright. Figures and pictures that
should be included in the story but are not included in PowToon were obtained from the internet. The
usage rights filter was used during the procurement. They were informed about using the options
labeled for reuse with change, labeled for reuse, labeled for non-commercial reuse with change, and it

was determined that there was no contradiction at the end of the process.

Voice: The quality of the voices used in DSz, 2,3,4,5,6,7,8,10, 11,12, 14,16, 17,19, 20 Stories is clear and intelligible. In

DSs,13,15,18 stories, a clear and understandable voice was used in most of the stories. For example, in DSs,
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although the voices in the dialogues are understandable, there is a dialogue between the grandfather
and grandchild in one part of the story. In this part, the grandfather’s voice is hoarse. Since there is also

the sound of the music, it is not clear what grandfather said.

Music: In DSa,5,6,7,9,12,13,16,18,20, the music used in the background or in the story is understandable. Music
does not prevent the voices of the characters speaking in the story from being heard. It is also in the
right place and loudness. For example, in DSz, an original song was created and given at the beginning
and end of the story. It is remarkable at the beginning and summative at the end. Music was not used

in the stories DSy, 2,3, 8,10, 11, 14, 15, 17, 19.

Multimedia Quality: In DS1,2,3,4,5,6,7,9,10,11, 12,13, 14,15, 16,17, 18, 19, 20 Stories, images suitable for the purpose of
the story and good image quality were used. In DSs, the visuals in the story are not suitable for the
purpose of the story and the image quality is not good. In this story, an external transfer has been made
for the figures and pictures that are not in the application, but no harmony has been found between
these transfers. The DS was created with cartoon characters, but this character was transformed into a
real human appearance in some parts of the story. The multimedia quality is not suitable for the purpose

of the story.

Multimedia Synchronization: In DS, 2,3,5,6,7,10,11,12, 14,15,16,17,19, 20 stories, the voice and visuals progress in
sync throughout the story. In DSy s,13,18stories, the voice and visuals are synchronized in the majority of
the story. In DSo, on the other hand, synchronization is only part of the story. In the relevant part, the

voice is given after the image is passed.

Editing: Unnecessary transitions and effects were not used in DS1,2,3,4,5,6,7,9,10,11,12,14,15, 17, 18, 19, 20 sStories. In

DSs, 13,16, 18 stories, unnecessary effects and transitions were used in a part of the story.
Sharing/Presentation/Feedback: All stories are shared for feedback.

Findings Regarding the Opinions of Preservice Middle School Mathematics Teachers About

the DS Preparation Process

The findings regarding the opinions of the preservice teachers about the DS preparation process
were gathered under three titles. These are “Findings regarding the features that preservice middle
schools mathematics teachers liked when creating DS”, “Findings regarding the difficulties faced by
preservice middle school mathematics teachers while creating DS” and “Findings regarding the

recommendations of preservice middle school mathematics teachers to those who want to create DS”.

Findings regarding the features that preservice middle school mathematics teachers liked while
creating DS: Three categories were obtained from the analysis of the data belonging to the features that

preservice teachers liked while creating DS, and these categories are given in Table 6:
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Table 6. Categories and codes related to the features that preservice teachers liked while creating DS

Categories Codes

~~

Production
Write script (story)
Create movie
Create fiction

—_ = N Q1

Design
Software(PowToon) Features

Characters and the features

Create animation

Add voice/Voicing

Shapes/Add Shapes

Objects can move

Add music

Visual variety

Colorful backgrounds

Application is remarkable

Speech Bubbles

Video/Add video

Add online

Slide transition animations

Be simple and understandable

=R R R R R NN RNWWWRR oo

Be fun
General Process
Having an educational experience

—_ =

Improving computer use
To be free

As it can be seen from Table 6, three categories were reached for this sub-problem:
“Production”, “Software (PowToon) Features” and “General Process”. In the production category, it

was determined that the preservice teachers liked to write script (story) the most.

“We enjoyed being able to create stories, create characters we want, and cast the roles we want
them, it made me feel like a movie director” (Gis).

“...Designing the story we wanted and bringing it to life brought us joy, we enjoyed being able
to produce something” (Gzo).

In terms of the features of the software (PowToon), it was determined that the preservice

teachers liked the characters and the features of these characters the most.

“...We liked the way characters move, the characters do more than one job at the same time,
for example, they can talk and walk, and the characters can talk” (Gus).

“ Despite our ages, as those who still love to watch cartoons, it has always caught my attention,
I wonder how they play these characters. Did they draw first and then move it? How could they
always draw the same person in a different scene? This is a truly outstanding talent for us.
However, when we met with the PowToon application, we can say that almost all of the
question marks in our minds were answered. For example, in order to play the same person in
different scenes, it was enough to choose the character as it is... It is great to find the right
character for every person we want” (Gis).

In the general process category, three codes were reached when the whole working process was

considered. These are having an educational experience, improving computer use, and being free.
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“First of all, it should be said; creating content such as movies and animations has been a good
and educational experience for us as there are no activities that we have not done before...”
(G1).

“ We loved being free when we were creating DS...” (G).
Findings regarding the difficulties faced by preservice middle school mathematics teachers while
creating DS: Three categories were obtained from the analysis of the data regarding the difficulties

faced by the preservice teachers while creating DS, and these categories are presented in Table 7:

Table 7. Categories and codes related to the difficulties faced by preservice teachers while creating DS

Categories Codes f
Technical difficulties
Computer supply 9
Internet supply 8
Software freezing 3

Difficulties towards story
Writing/Creating a story related to the subject
To be time-consuming
Transfer the story to digital

N W W O

Simplify (have to shorten) the story
Difficulties towards the
software (PowToon)
Recording and adding voice 11
Restricted movement of characters
Multimedia synchronization
Shifting of texts
Lack of shapes
Lack of visuals
Finding shapes for the subject
Learning the software
Finding animations suitable for the topic 2

W W W Wk &

As can be seen from Table 7, three categories have been reached for the sub-problem: ” Technical
difficulties”, “Difficulties towards story” and “Difficulties towards the software (PowToon)”. The most

common code in the category of technical difficulties was the supply of computers and the internet.

“While creating DS, we had a shortage of resources at first. It was difficult for us to find a
computer and the internet at the same time, and it was difficult to find someone when there
was one. We could only find them both in the internet cafe at the same time... The occasional
freezing of the application and the limited number of animations of the characters reduced the
quality of our story” (Gzo).

In the category of difficulties related to the story, it was seen that there are codes to write a story

about the subject, to be time-consuming, to transfer the story to digital, to simplify (shorten) the story.

“ We had to simplify the story because it was difficult to implement some parts of the story. For
example, we used a miter in our story, but we removed the idea of miter from the story because
the child did not have the opportunity to measure with a miter and to hold the miter” (Gs).

“At first, there was no computer, then we found the computer, and this time it took us hours
and days... And because we could not apply the stories we created in PowToon, we changed
stories many times” G(13).
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The part that the preservice teachers had the most difficulty with in the software (PowToon)
was recording and adding voice.
“Because we used a boy character in our video, we got help from one of our classmates. After

an hour of effort, we finished the voiceover, but since our friends” voice was too deep for a boy,
we changed the voiceover with another girlfriend this time by making the character a girl” (Gis).

“We had some trouble finding the background, so we added it from Google. We had trouble
recording sound, we did it in the computer room because we did not have a computer, we asked
friends to be quiet in order to create a silent environment, it forced us” (Gr).

Findings regarding the recommendations of the preservice middle school mathematics teachers to
those who want to create DS: Five categories were obtained from the analysis of the data of the
preservice teachers’ recommendations for those who want to create a digital story, and these categories

are presented in Table 8:

Table 8. Categories and codes of preservice teachers’ recommendations for those who want to create DS

Categories Codes f

Technical recommendations
Fast internet
Fast computer
Recommendations for the
preparation process
Designing a flowing or thought-provoking story
Being planned
Considering the grade level
Using words suitable for the student
Using materials suitable for the student
First of all, examining the textbooks
To pay attention to the message to be given

_ = =R = = N

Recommendations for software

to be used
Examining the software first, then creating a story 7
Searching the software and learning to use it
Getting used to the software by doing more examples 1

Recommendations for the
digital transfer process
Paying attention to voice layout and recording
Paying attention to stage entrance and exit and timing
Knowing a foreign language
Paying attention to writing style, color harmony, etc.
Choosing appropriate objects
Choosing appropriate voice
Choosing appropriate music
Using attention-grabbing visuals
Choosing appropriate background
Creating appropriate dialogue

e el e e e e ) ® B OV

Other
Finding common ground in disagreements
Working for a long time
Limiting imagination
Using time well
Not stressing

U W VI (W |
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As can be seen from Table 8, preservice teachers made various recommendations to those who
want to create DSs. It was seen that they made recommendations about the software to be used most.

Some of the recommendations are presented below:

“We can say that before writing the story on paper, the software to be used should be examined
and they should write a story accordingly. We can say that the logic of the software needs to be
understood at least a little” (Gs).

“If you are creating a story, you need to prepare the background, dialogues, etc., well. There are
a lot of options for backgrounds and characters. We think it will take a long time. We are
satisfied with the work we had now, but we wish we had a little more time and could spare
more time because a better quality study could have emerged” (G7).

“Before writing a story, the application should be examined, it should be examined whether the
necessary scenes can be created and the deficiencies should be determined. It will be more
appropriate to work after that. At the same time, a quiet environment should be created while
the voice is recorded, and the stage entrances and exists should be completed as a result of
meticulous work” (Gs).

“Our biggest problem was that we could not implement the stories we created in PowToon, so
we changed stories many times. First of all, they should look at the textbooks, they can give
very good ideas. Our recommendation is to get them to start creating stories after they have
actually studied PowToon first. They certainly do not need to rush too much, they can spend a
week or two creating the story. In PowToon, they can get help from their friends during the
application phase. Not start to work without fully reviewing the program. It is our
recommendation to prepare a story after fully digesting the advantages of the program” (Gua).

“First of all, you should make good use of your time. You have to move forward without stress.
You should work without forgetting how beautiful and beneficial what you do is”(Gu).

“First of all, I would recommend them to have a very fast computer and internet network,
otherwise their patience will be tested. You can download and use the photo or video that you
want to use or that does not exist in the application from Google. You can create and use a shape
that is not in the application and you want with other shapes, such as making a parallelogram
from two triangles and a square” (Gzo).

Conclusion, Discussion, and Recommendations

Results and Discussion on the Scores of Preservice Middle School Mathematics Teachers

from DS Assessment Scale

In the study, DSs prepared by preservice teachers were evaluated with the help of a scale. As a
result of the evaluation of DSs, it was seen that most of the stories did not use the dramatic question at
the beginning of the story. In this study, the dramatic question can be characterized as one of the
categories in which preservice teachers are the most unsuccessful in creating DS. Kildan and Incikab1
(2015) also mentioned in their study that the participants neglected the criteria related to the dramatic
question. It was determined that the preservice teachers mostly remained loyal to the purpose of the
story. Here, it can be said that giving the gains to the preservice teachers before the study and preparing
a story in line with these gains are effective. It was observed that preservice teachers got weak and bad
scores in creating storyboards. It was stated that the storyboard was the most disliked step by most of
the students and they did not do it, but it was very important (Jakes and Brennan, 2005). A similar result

was observed in Cetin’s (2021) study. In the research conducted by Karakoyun (2014) with preservice
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teachers and students, it was determined that most of the participants did not like and dislike creating
a storyboard. There are different opinions about the length of DSs. McLennan (2007) 3-5 minutes, Jakes
and Brennan (2005) 2-3 minutes, Kim, Long, Zhao, Zhou and Alexander /2021) 3-6 minutes, Bratitsis
and Mantellou (2020) 3-5 minutes, Ceylan and Birinci (2013) stated that it can take between 2-12 minutes.
In this study, the lengths of DSs ranged from 2 minutes 56 seconds to 7 minutes 5 seconds. Most stories
in the study range in length from 3-5 minutes. It has been observed that the length of some stories is not
enough to give the content or it gives the content, but the time is extended by entering unnecessary
detail on it. In other stories, it was determined that the content to be given in the story was suitable for
the duration. One of the topics in which the majority of preservice teachers receive low scores is music.
It was determined that 10 of the DSs did not use music. The scores obtained in other sub-titles of the
scale are generally good. The scores given to DSs vary between 21 and 38. In general, it can be said that
DSs are successful. Cetin (2021), in his study with the same scale, only mentioned the scores given to

DSs. In this study, there are explanations along with the score.

Results and Discussion on the Opinions of Preservice Middle School Mathematics Teachers

About DS Preparation Process

In the study, the opinions of preservice teachers about DS design process were taken. These
opinions are grouped under three titles. The first of these is the features that preservice teachers like
while creating DS. There are many statements that preservice teachers like the features of the software
(PowToon). The most popular of these features are characters and their features and creating animation.
There are many characters in PowToon. These characters have animated appearances. This feature
makes the stories look more dynamic and realistic. It was determined that preservice teachers had
difficulties in obtaining computers and the internet while creating DS. PowToon is software that can
also be downloaded to phones. However, the small size of the phone screen makes story design difficult.
For this reason, it is thought that the computer environment is more useful for such studies. However,
the majority of preservice teachers stated that they do not have a personal computer. In addition, low
internet speed also prolongs the process. Writing a story on the subject, the design process being time-
consuming, transferring the story to digital and having to simplify or shorten the story are some of the
difficulties. There is research that supports the difficulty of writing stories (Bran, 2010; Cetin, 2021;
Ozﬁdogru and Cakir, 2020; Uslupehlivan, Kurtoglu-Erden and Cebesoy, 2017). Another difficulty of the
preservice teachers was recording voice and adding voice to the story. Jakes and Brennan (2005) also
stated that the most difficult component in preparing DSs is vocalization. Similarly, Ozpinar (2017) and
Ozitidogru and Cakir (2020) also stated that preservice teachers had difficulties while recording a voice
while creating DS. When the recommendations of preservice teachers to those who want to create DS
were examined, it was determined that they made recommendations for the software to be used most.
First of all, they stated that it is necessary to thoroughly research the software to be used and learn to

use it. They also stated that it would be beneficial to start writing a story after examining the software
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features. Creating DS is an experience that brings out imagination and creativity (Aydin, 2019). When
people’s imagination and creativity are put into practice, sometimes they cannot be fully met. The
absence of some elements in the software or the inability to use the software exactly as desired causes
the fiction to not be transferred as desired. For this reason, it is thought that it would be more productive
to carefully examine the elements in the software to be used and then to think about the stories that can
be produced with them. Other recommendations of preservice teachers are to work for a long time and
to make good use of the time. Islim et all, (2018) also stated that the DS creation process is seen as
laborious and time-consuming. Inan (2015) also mentioned that DS creation technique is interesting,

fun, but also time-consuming.
Recommendations

« Before the study, the importance of dramatic questions and creating storyboards can be given
to those who will design DS, so that more information can be provided, and thus the scores obtained

from these sub-titles can be increased.

« The necessity of adding music to DSs can be emphasized more, and the use of music can be

encouraged through DSs that use and do not use music.

« It is suggested that the deficiencies of technical equipment should be eliminated in DS studies.

746



KEFAD Cilt 23, Say1 1, Nisan, 2022
Kaynakca

Albano, G., Dello Iacono, U., Fiorentino, G., & Polo, M. (2018). Designing mathematics learning
activities in eenvironments. In Weigand, H. G., Clark-Wilson, A., Donevska-Todorova, A.,
Faggiano, E., Trgalova, J. (Eds.), Proc. of 5th ERME Topic Conference “Mathematics Education in the
Digital Age” (MEDA), (pp. 2- 10), Copenhagen, Denmark.

Aydm, E. (2019). Yabancilara Tiirkce dgretiminde dijital hikdye anlatiminn yaratict yazma becerisine etkisi.

Yayinlanmamis Doktora Tezi, Inénii Universitesi, Egitim Bilimleri Enstitiisii, Malatya.

Bran, R. (2010). Message in a bottle telling stories in a digital world. Procedia-Social and Behavioral

Sciences, 2(2), 1790-1793. https://doi.org/10.1016/j.sbspro.2010.03.986.

Bratitsis, T., & Mantellou, M. (2020). Using digital storytelling to teach the subtraction algorithm in 2nd
grade pupils. Themes in eLearning, 13, 55-68.

Ceylan, B. & Birinci, G. (2013). Teknopedogojik Egitimde ¢oklu Ortam Uygulamalar1. Yurdakul, I. K.
(Editor) Teknopedogojik egitime dayalr 63retim teknolojileri ve materyal tasarimi, ss. 131-159, Ankara:
Amni1 Yaymcilik.

Chan, B. S., Churchill, D., & Chiu, T. K. (2017). Digital literacy learning in higher education through
digital storytelling approach. Journal of International Education Research, 13(1), 1-16.
https://doi.org/10.19030/jier.v13i1.9907.

Chandler, P. (2015). PowToon. The School Librarian, 63(2), 84.

Cigerci, F. M. (2015). Ilkokul dordiincii stmf Tiirkce dersinde dinleme becerilerinin gelistirilmesinde dijital
hikayelerin kullamilmas:. Yayimlanmamis doktora tezi, Anadolu Universitesi, Egitim Bilimleri

Enstitiisii, Eskigehir.

Condy, J., Chigona, A., Gachago, D., Ivala, E., & Chigona, A. (2012). Pre-service students' perceptions
and experiences of digital storytelling in diverse classrooms. Turkish Online Journal of Educational

Technology, 11(3), 278-285.

Cakic, L. (2018). Dijital dykii temelli matematik 6gretiminin 63rencilerin akademik bagar1 motivasyon ve
matematik etkinliklerine yonelik tutumlari iizerine etkisi. Yaymlanmamis Yiiksek Lisans Tezi,

Gaziantep Universitesi, Egitim Bilimleri Enstitiisii, Gaziantep.

Cetin, E. (2021). Digital storytelling in teacher education and its effect on the digital literacy of pre-
service teachers. Thinking Skills and Creativity, 39, 100760.
https://doi.org/10.1016/.tsc.2020.100760.

Dinger, B. (2019). Dijital hikaye temelli matematik 63retiminin ortaokul Ogrencilerinin kavram 06grenmeleri
iizerine etkileri. Yaymlanmamis doktora tezi, Dokuz Eyliil Universitesi, Egitim Bilimleri

Enstitiisii, [zmir.

Graham, B. (2015). Power up your PowToon studio project. Birmingham, UK: Packt Publishing Ltd.


https://doi.org/10.1016/j.sbspro.2010.03.986
https://doi.org/10.19030/jier.v13i1.9907
https://doi.org/10.1016/j.tsc.2020.100760

Aldemir Engin, R.

Hill, S., & Grinnell, C. (2014, October). Using digital storytelling with infographics in STEM professional

writing pedagogy. In 2014 IEEE International Professional Communication Conference (IPCC) (pp.
1-7). IEEE.

Inan, C. (2015). A digital storytelling study project on mathematics course with preschool pre-service

teachers. Educational Research and Reviews, 10(10), 1476-1479. DOI: 10.5897/ERR2015.2247.

Islim,F. O., Oziidogru, G., & Sevim-Cirak, N. (2018). The use of digital storytelling in elementary Math
teachers’ education. Educational Media International, 55(2), 107-122. DOI:
10.1080/09523987.2018.1484045.

Jakes, D. S. & Brennan, J. (2005). Capturing stories, capturing lives: An Introduction to digital

storytelling. http://bookstoread.com/etp/earle.pdf .

Karakoyun, F. (2014). Cevrimigi ortamda olusturulan dijital éykiileme etkinliklerine iliskin 6gretmen adaylar:
ve ilkogretim ogrencilerinin goriislerinin incelenmesi. Yaymlanmamis Doktora Tezi, Anadolu
Universitesi, Egitim Bilimleri Enstitiisii, Eskisehir.

Kajder, S., Bull, G.,, & Albaugh, S. (2005). Constructing digital stories. Learning & leading with
technology, 32(5), 40-42.

Kiziltepe, Z. (2017). Nitel aragtirma yéntem, teknik, analiz ve yaklagimlari. Iginde Seggie, F. N. ve

Bayyurt, Y (Ed)., Icerik Analizi (ss. 253-267). Ankara: An1 Yayincilik.

Kildan, A. O., & Incikabi, L. (2015). Effects on the technological pedagogical content knowledge of early
childhood teacher candidates using digital storytelling to teach mathematics. Education 3-

13, 43(3), 238-248. DOI: 10.1080/03004279.2013.804852.

Kim, D., & Li, M. (2021). Digital storytelling: Facilitating learning and identity development. Journal of
Computers in Education, 8(1), 33-61. https://doi.org/10.1007/s40692-020-00170-9.

Kim, D., Long, Y., Zhao, Y., Zhou, S., & Alexander, J. (2021). Teacher professional identity development
through digital stories. Computers & Education, 162, 104040.
https://doi.org/10.1016/j.compedu.2020.104040.

Kordaki, M. (2014). On the design of educational digital stories: the Ed-W model. Procedia-Social and
Behavioral Sciences, 116, 1631-1635. https://doi.org/10.1016/j.sbspro.2014.01.447.

Kordaki, M., & Kakavas, P. (2017, July). Digital Storytelling as an effective framework for the
development of computational thinking skills. In 9th International Conference on Education and

New Learning Technologies (pp. 6346-6356). EDULEARN17 Proceedings.

Kiiglikoglu, U. (2019). Ortaokul dgrencilerinin matematik tarihi baglanunda hazirladiklar: dijital oykiiler
iizerine bir arastirma: Matematik nasil dogmustur? Yayimnlanmamis Yiiksek Lisans Tezi, Kastamonu

Universitesi, Fen Bilimleri Enstitiisti, Kastamonu.

Lambert, J. (2010). Digital storytelling cookbook. California, USA: Digital Diiner Press.

748


https://doi.org/10.1007/s40692-020-00170-9
https://doi.org/10.1016/j.compedu.2020.104040
https://doi.org/10.1016/j.sbspro.2014.01.447

KEFAD Cilt 23, Say1 1, Nisan, 2022

Marsico, G., Mollo, M., Albano, G., & Pierri, A. (2019). Digital Storytelling and Mathematical Thinking;:
An Educational Psychology Embrace. International Journal of Innovation in Science and

Mathematics Education, 27(6), 36-44. http://dx.doi.org/10.30722/I]JISME.27.06.004.

McLellan, H. (2007). Digital storytelling in higher education. Journal of Computing in Higher
Education, 19(1), 65-79.

Milli Egitim Bakanlig1 (2018). Matematik dersi 6gretim programi (llkokul ve ortaokul 1, 2, 3,4, 5, 6, 7 ve 8.
Sinmiflar). Ankara: MEB Yaymlar.

Ozcan, S., Kukul, V. & Karatas, S. (2016). Dijital hikayeler icin dereceli degerlendirme 6lgegi, 10th
International Computer and Instructional Technologies Symposium (ICITS), 16-18 Mayzs, 2016.

Retrieved from http://www.researchgate.net/publication/305769307.

Ozerbas, M. A., & Oztiirk, Y. (2017). Tiirkce dersinde dijital hikdye kullaniminin akademik basari,

motivasyon ve kalicilik {izerinde etkisi. TUBAV Bilim Dergisi, 10(2), 102-110.

Ozpinar, 1. (2017). Matematik 6gretmeni adaylarimin dijital dykiileme siireci ve dijital dykiilerin 6gretim
ortamlarinda kullamimina yonelik goriisleri. Bariin Universitesi Egitim Fakiiltesi Dergisi, 6(3),

1189-1210. Doi: 10.14686/buefad.340057.

Oziidogru, G., & Cakir, H. (2020). An investigation into the opinions of pre-service teachers toward uses
of digital storytelling in literacy education. Participatory Educational Research, 7(1), 242-256.
http://dx.doi.org/10.17275/per.20.14.7.1.

Preradovic, N. M., Lesin, G., & Boras, D. (2016). Introduction of Digital Storytelling in preschool
education: A case study from Croatia. Digital Education Review, (30), 94-105.
https://doi.org/10.1344/der.2016.30.94-105.

Rioseco, M., Paukner-Nogués, F., & Ramirez-Mufoz, B. (2017). Incorporating powtoon as a learning
activity into a course on technological innovations as didactic resources for pedagogy programs.
International ~ Journal — of  Emerging  Technologies  in  Learning,12(6),  120-131.
doi.org/10.3991/ijet.v12i06.7025.

Robin, B. (2006). The educational uses of digital storytelling. In C. M. Crawford, R. Carlsen, K. McFerrin,
J. Price, R. Weber, & D. A. Willis (Eds.), Proceedings of SITE 2006-Society for Information Technology
& Teacher Education International Conference (pp. 709-716). Association for the Advancement of

Computing in Education.

Robin, B. R. (2016). The power of digital storytelling to support teaching and learning. Digital Education
Review, (30), 17-29. ://doi.org/10.1344/der.2016.30.17-29.

Sadik, A. (2008). Digital storytelling: A meaningful technology-integrated approach for engaged student
learning. Educational technology research and development, 56(4), 487-506.
https://doi.org/10.1007/s11423-008-9091-8.



https://doi.org/10.1007/s11423-008-9091-8

Aldemir Engin, R.

Shelton, C. C., Archambault, L. M., & Hale, A. E. (2017). Bringing digital storytelling to the elementary
classroom: Video production for preservice teachers. Journal of Digital Learning in Teacher
Education, 33(2), 58-68. https://doi.org/10.1080/21532974.2016.1276871.

Turgut, G. & Kisla, T. (2015). Bilgisayar destekli hikaye anlatim1 yontemi: Alanyazin arastirmasi. Turkish
Online Journal of Qualitative Inquiry, 6(2), 97-121. https://doi.org/10.17569/t0jqi.57305.

Tiire- Kose, H. B. (2019). Okul éncesi dénem cocuklarinda dijital hikaye anlatimimin dinleme becerilerine etkisi.
Yayimlanmamig yiiksek lisans tezi, Dumlupmar Universitesi, Egitim Bilimleri Enstitiisii,

Kiitahya.

Tirk Dil Kurumu Sozliikleri. (2021). Erisim adresi https://sozluk.gov.tr/ den 01.05.2021 tarihinde

edinilmisgtir.

Ulum, E. & Ercan-Yalman, F. (2018). Fen bilimleri dersinde dijital hikaye hazirlamanin ders basarisi
diisiik ve bilgisayarla fazla vakit gegiren 6grenciler tizerindeki etkisinin incelenmesi. Necatibey
Egitim  Fakiiltesi  Elektronik  Fen wve  Matematik  Egitimi  Dergisi, 12(2),  306-335.
https://doi.org/10.17522/balikesirnef.506446.

Uslupehlivan, E., Erden, M. K., & Cebesoy, U. B. (2017). Ogretmen adaylarinn dijital ykii olusturma

deneyimleri. Usak Universitesi Sosyal Bilimler Dergisi, 10(ERTE Ozel Sayst), 1-22.

Van Gils, F. (2005, February). Potential applications of digital storytelling in education. In 3rd twente
student conference on IT (Vol. 7). Retrieved from

https://wwwhome.ewi.utwente.nl/~theune/VS/Frank van Gils.pdf.

Walters, L., Green, M., Goldsby, D., & Parker, D. (2018). Digital storytelling as a problem-solving
strategy in mathematics teacher education: How making a math-eo engages and excites 21st

century students. International Journal of Technology in Education and Science, 2(1), 1-16.

Yilmaz, Y., Ustiindag, M. T. & Giines, E. (2017). Ogretim materyali olarak dijital hikaye gelistirme
asamalarinin ve araglarinin incelenmesi. Abant [zzet Baysal Universitesi Egitim Fakiiltesi Dergisi,

17 (3), 1621-1640. https://doi.org/10.17240/aibuefd.2017.17.31178-338851.

Yilmaz, Y., Ustﬁndag, M.T., Giines, E. & Caliskan, G. (2017). Dijital hikayeleme yontemi ile etkili Tiirkge
ogretimi. Egitim Teknolojisi Kuram ve Uygulama, 7(2), 254-275.
https://doi.org/10.17943/etku.322366.

Yin, R. K. (2004). The case study anthology. United States of America: SagePublications.

750


https://doi.org/10.17569/tojqi.57305
https://sozluk.gov.tr/
https://doi.org/10.17522/balikesirnef.506446
https://wwwhome.ewi.utwente.nl/~theune/VS/Frank_van_Gils.pdf
https://doi.org/10.17240/aibuefd.2017.17.31178-338851
https://doi.org/10.17943/etku.322366

KEFAD

http://kefad.ahievran.edu.tr

KEFAD Cilt 23, Say1 1, Nisan, 2022

Ahi Evran Universitesi
Kirsehir Egitim Fakiiltesi Dergisi

ISSN: 2147 - 1037

Cooperation of Special Education Personnel in Pre-Vocational and
Vocational Process: Experiences of Special Education Teacher

Candidates

Nilay Kayhan
Necla Isikdogan Ugurlu

Article Information

Abstract

@ CrossMark

DOI: 10.29299/kefad 987474

Received:  26.08.2021
Revised: 02.01.2022
Accepted:  14.02.2022

Keywords:
Teacher candidate,
Special education,
Cooperation,

Effective teaching skill
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perception of teacher candidates regarding their cooperation experiences. The study,
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was based on the experiences of the participants in effective teaching skills and
cooperation concepts regarding the education of the students with special needs in the
classrooms where they do practices. The data obtained from the focus group
discussion were analyzed with descriptive analysis and turned into findings in
“Opinions about the Program, about Professional development, about Faculty-school
cooperation, about Qualified personnel” themes. The participants emphasized the fact
that diversity must be provided in the school type and level to practice, and the
significance of practice teacher training.
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Etkili 6gretim becerileri

Ogretmenlerin meslek 6ncesi aldiklari egitim, uygulamalarimin niteligini etkilemektedir.
Lisans egitiminde etkili 6gretim becerileri yoniinden 6rnek uygulamalar1 goren 6gretmen
adaylar1 6gretimi planlama, aile ve dgrenciler ile olumlu iletisim kurma, siuf yonetimi,
Ogretimi etkili bir bicimde sunma, bireysel farkliliklar1 dikkate alir bicimde degerlendirme
yapma becerileri ile kargsilasmaktadir. Ayrica lisans egitimleri siirecinde uygulama ve
gozlem yaptiklar1 kurumlarda, fakiilte, okul ve &gretmen adayr ile smif Ogretmeni
arasindaki etkili is birligi énem tasimaktadir. Nitel arastirma yonteminde odak grup
goriisme teknigi ile desenlenen arastirmada &gretmen adaylarinin is birligi deneyimlerine
yonelik algilar1 irdelenmistir. 10 6gretmen aday: ile 2019-2020 egitim Ogretim yih giiz
déneminde gergeklestirilmis, katilimcilarin uygulama yaptiklari sinuflarda 6zel gereksinimli
ogrencilerin egitimlerine yonelik etkili 6gretim becerileri ve is birligi kavramlarma iliskin
deneyimleri temel alinmistir. Odak grup goriismesi sonunda elde edilen veriler betimsel
analiz ile analiz edilmis, “Programa yonelik, Mesleki gelisime yonelik, Fakiilte okul is
birligi, Uzman personele yonelik goriisler’” ana temalarinda bulgulara doniistiirtilmiistiir.
Katiimcilar, uygulama yapilan okul tiir ve kademelerinde gesitlilik saglanmasi ile
uygulama &gretmenligi egitimlerinin 6nemine vurgu yapmuslardir.
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Giris
Meslek Oncesi siirecte Ogretmenlik uygulamalari, 0gretmen adaylar1 tarafindan kuramsal
olarak kazanilan bilgilerin uygulamaya aktarilip, teorigin anlamli hale gelmesini saglamaktadir
(Severcan, 2007). Tebligler Dergisinde (1998), 6gretmenlik uygulamalarinin amacinin
“Ogretmen adaylarmin dgretmenlik meslegine daha iyi hazirlanmalarmi, dgrenim siiresince
kazandiklar1 genel kiiltiir, 6zel alan egitimi ve Ogretmenlik meslegi ile ilgili bilgi, beceri,

tutum ve aliskanliklarimi gercek bir egitim-ogretim ortami iginde kullanabilme yeterliligi
kazanmalar1”

seklinde belirtildigi goriilmektedir. Nitekim 6gretmenlik uygulamalar: ile 6gretmen aday: igin
kuramsal olarak kazandiklar1 bilgileri pratik olarak kullanmaya, &grencilik roliinden &gretmenlik
roliine ge¢mek igin deneyimler kazanmaya ve meslegiyle ilgili tutumlar gelistirmeye baslamasi
bakimindan 6nemli bir siirectir. Bu siire¢, 6gretmen yetistirme programlarinin her zaman 6nemli bir
boyutunu igermektedir (Conderman, Morin ve Stephens, 2005). Ogretmen yetistirme programlarinda
ogretmen adaylarmin alandaki uzmanlar ve 6gretmenlerle is birligi icerisinde caligmalar yapmalari,
hem mesleki gelisim agisindan hem de uygulamalarin zenginligi agisindan ¢ok énemlidir. Is birligini;
ortak bir amag dogrultusunda ¢alisirken ortak karar vermeye gondillii olarak katilan en az iki esit taraf
arasindaki dogrudan etkilesim tarzi olarak tanimlayan Friend ve Cook (2007), bu ortaklig: goniilliiliik
esasina dayali olarak yapmanin énemine deginmistir. Is birliginde ortak amag olusturmak, olumlu
tutum gelistirme ve giiven-saygi cercevesinde iligkiler gelistirilmesinde etkilidir. Farkli uzmanlik
alanlarina sahip egitimcilerin 6grencilerin basarilarini engelleyen sorunlara ¢oziimler iiretmek igin
goniilli olarak birlikte calistiklar1 bir siireg olan is birligi etkinlikleri ile 6grencilere nitelikli egitim
hizmetleri saglanabilmektedir. Ancak alanda yapilan arastirmalar 6gretmen egitimi programlarinda is
birliginin yeterince ele alinmadigini gostermektedir (Shippen, Crites, Houchins, Ramsey ve Simon,
2005). Ogretmen hazirlik programlarinin hem genel egitim hem de 6zel egitim 6gretmen adaylarini ig
birligine hazirlamak igin yeterli igerige sahip olmasi gerektigini belirten Harvey ve digerleri (2010),
bununla ilgili kurs ve saha deneyimlerinin zenginlestirilmesini &nermislerdir. Bu konuda ayni
diisiinceleri paylasan Arthaud, Aram, Breck, Doelling ve Bushrow (2007), genel ve 0zel egitim
Ogretmen adaylarmin is birligi becerilerini gelistirmek amaciyla seminerlerin gerekliligine dikkat
¢ekmenin yaninda, 6gretmen yetistirme programlarinin ders igeriklerinde is birligi ve birlikte
Ogretimin onemini vurgulamislardir. Ayrica alan uygulamalarinda 6gretmen adaylarinn is birligi ile
ilgili caligmalar1 gézlemleyemedigini veya uygulayamadigin tespit etmislerdir. Dolayisiyla 6gretmen
adaylarinin teorik derslerinde aldiklar1 bilgileri uygulama alaninda gozlemleyememesi ve
uygulayamamas: sonucu etkili 6gretim becerilerinde uygun baglantilar saglanamayip giigliikler
yasanmaktadir. Bu konuda arastirmacilar is birligine dayali gorevlendirmelerin, saha calismalarinda
teorik bilgilerin is birligi icerisinde gozlenmesi ve uygulanmasini ve son olarak is birligi calismalariyla

ilgili kurslarin hem Ogretmen adaylarina hem de alandaki 6gretmenlere verilmesi gerektiginin
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onemine deginmektedirler (Arthaud, Aram, Breck, Doelling ve Bushrow, 2007).

Is birligi pek ¢ok kisi tarafindan dogal olarak gelisen bir siire¢ olarak tanimlamasina karsin,
aslinda herkes i¢in dogal olmayan bir durum olmanin yaninda iletisim ve is birligi, okullar
baglaminda Ogretilmesi gereken bir beceridir (Friend, 2000). Ogretmen adaylarinin ve alandaki
Ogretmenlerin bir arada bulunmasz is birliginin gerceklestigi anlamina gelmeyip, is birligi i¢in pek ¢ok
becerinin de gelistirilmesi gerekmektedir. Bu beceriler agik bir sekilde 6gretimle, uygulamaya
gecirilmelidir. Is birligi igerisinde ders aktarimi, teorik derslerin alanda uygulanmasi, &zel egitim
O0gretmen adaylarinin danisman Ogretmenleri tarafindan desteklenmesi ve derslerde Ogrenilen
kavramlarin uygulanmasina olanak tanimaktadir (Kilgore ve digerleri, 2003). Friend (2000), smuif
ortamlarindaki gesitliligin is birligini bir zorunluluk haline getirdigini belirterek bir kisinin tiim
Ogrencilerin ihtiyaglarii karsilamak icin yeterli donanimda olamayacagini ifade etmektedir. Egitim
ortamlarinda 6grenci 6zelliklerinin cesitlilik gostermesi kiiltiirel olarak duyarli, 6grenme icin evrensel
bir planlama yapabilen 6gretmenlerin varligini gerekli kilmaktadir. Bu baglamda farkl alanlarda 6zel
gereksinimleri olan Ogrencilere etkili bir 6gretim sunabilmek adina gerek meslek oncesi siirecte
Ogretmen adaylarinin aldiklar dersler (Pistav Akmese ve Kayhan, 2016; 2017a; 2017b); gerekse meslek
i¢i slirecte 6gretmenlerin mesleki bilgi ve becerilerinin gelistirilmesine yonelik diizenlenen hizmet igi
egitimler biiyilk 6nem tagimaktadir. Ote yandan tiim bu diizenlemelerin is birligini icermesi
gerekmektedir. Ciinkii 6gretmen adaylarmin lisans doneminde se¢meli ders olarak almis olduklar:
Isaret Dili derslerine iliskin goriislerinin incelendigi bir arasgtirmada Pistav Akmege ve Kayhan
(2017b), d6gretmen adaylarmin isitme engelli 6grencilere daha etkili bir 6gretim sunabilmek adina bu
dersi almis olmanin mesleki kariyerlerine olumlu katkis1 olacag1 yoniinde goriis bildirdikleri, ayrica
uygulama saatlerinin artirilmasi ve isitme engelli 6grencilerin devam ettigi okullar, sivil toplum
kuruluslari ile is birligi yapilmasi 6nerisinde bulunduklarini belirtmislerdir. Tiim bu diizenlemelerde
Ogretmen adaylariin dersleri teorik ve uygulama esasma gore nasil alacaklari ile dgretmenlerin
mesleki gelisim ihtiyaclar1 gozoniine alinarak, egitimler sonunda goriislerinin alinarak izleme
degerlendirme calismalar1 da yapilmasi Onerilmektedir (Pistav Akmese ve Kayhan, 2019). Etkili bir
Ogretim, farklilastirilmis ogretim hizmetleri ve olumlu davramgsal destekler gibi pek ¢ok bileseni
icermektedir. Dolayisiyla okullar birbirleriyle yakin calismak icin 6zel egitim 6gretmenleri ve farkh
alanlardaki uzmanlarla; egitim hizmetlerinin planlanmasi, sunulmasi ve degerlendirilmesi

konularinda is birligi igerisinde ¢alismalidir (Friend, 2011).

Is birligi ile 6gretim, ayni egitim ortaminda calisan egitimcilerin sorumluluk, beceri ve bilgi
paylasimlarini icermekle beraber; ayni ortamda bulunan her egitimci bu yontemden aktif olarak yarar
saglamaktadir (Villa, Thousand ve Nevin, 2008). Is birliginin etkili bir bi¢cimde ytriitildigi
ortamlarda egitimciler 6zel gereksinimli 6grenci i¢in egitim siirecinin tamamini nasil planlayacaklar:
ve siirdiiriilecegi hakkinda karsiikli paylasimlarda bulunmaktadirlar. Ortak sorumluluklar

almalarinin yaninda her ¢ocugun gelisim 6zelliklerine uygun farkli 6gretim yontemlerini de bir arada
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kullanabilmektedirler (Solis, Vaughn, Swanson ve Mcculley, 2012; Friend ve digerleri, 2010).
Dolayisiyla egitimcilerin 6grenci icin farkli dgretim yontemleri se¢me, planlama ve uygulama
asamalarinda birlikte karar vererek aktif rol almalar1 ne kadar 6nemliyse, 6gretmen adaylarinin da
Ogretim siireci icgerisinde yer almalari, katilmalar1 ve bilgi paylasiminda bulunmalar1 o derece
onemlidir. Stirece aktif katilim saglayan 6gretmen adaylar: bu sayede bilgiye ulasma, ortak bir amag
i¢in bir arada bulunma, kaynak saglama gibi 6grenciyle ilgili kazanimlarin yaninda is birligi i¢inde
oldugu &gretmenlerden de bircok deneyim saglamaktadir (Vuran, 2009). Ozel egitim alaninda
O0gretmen adaylarinin bu becerilerinin kazandirilmasma yonelik ¢alismalar, uygulama dersleri
kapsaminda yiiriitiilmektedir. Bu derslerin temel amaci 6gretmen adaylarinin meslek Oncesinde
isbirligi ve etkilesim becerileri, giicliiklerle bas edebilme, ekip icerisinde ¢alisma, bireysellestirilmis
egitim plani hazirlama, plam1 uygulama, meslege ve uygulamalara karsi olumlu tutum gelistirme
seklinde belirlenmistir. Ogretmen adaylarmin bu siirecte pek ¢ok beceriyi kazandiklari, plan
hazirlama ile uygulama arasindaki farkindaliklarinin arttigr goriilmektedir (Vuran, Bozkus-Geng ve
Sani-Bozkurt, 2017). Ogretmen adaylarinin uygulama derslerini temel alan aragtirmada, bu siirecin
onemi ve Ogretmenlik mesleginin nasil yapilacagr ile ilgili temel becerilerin kazanildig:
belirtilmektedir (Ben-Peretz, 2001). Alanda yapilan ¢alismalar ayrica 6gretmen adaylarinin egitiminde
ve gelisiminde 6gretmenlik uygulamalarinin niteligine dikkat cekmekte, etkili uygulamalar sayesinde
meslege karsi olan diislincelerinin, sorumluluk ve paylasim duygularmin olumlu yonde degistigini
ortaya koymaktadir (Beck ve Kosnik, 2002; Brooks, 2006). Ogretmenlik uygulamalarinin niteligi
ogretmen adaylarinin gelecekteki meslek hayatlarin1 olumlu yonde etkilemektedir. Ancak
gliniimiizde 0gretmen adaylar1 ve meslek grubundaki dgretmenler arasinda nasil bir iletisim ve is
birligi oldugu, olmas: gerektigi konusunda yapilan calismalarin yeterli olmadigi goriilmektedir
(Blackwell ve Rossetti, 2014). Day1, Bilgi¢, Ozdemir Kili¢, Okyar (2019), 6gretmen adaylarina is birligi
icinde ¢alisma becerileri kazandirmak amaciyla verilen doniitlerin etkisini inceleyen deneysel bir
calisma yapmuglardir. Arastirma sonucunda Ogretmen adaylarimin is birligi iginde ¢alisma
performanslarina dayali doniitlerin, olumlu etkileri oldugu belirlenmistir. Vuran, Bozkus-Geng ve
Sani-Bozkurt (2017) ise is birligi 6gretim yontemiyle bireysellestirilmis egitim programinin (BEP)
gelisim siireciyle ilgili olarak yapmis olduklar1 durum ¢alismasinda, 6gretmen adaylarinn is birligiyle
Ogretim etkinlikleri sayesinde Ogretim uygulamalar1 yaptiklari, BEP hazirlama asamalarim
gozlemledikleri, Ogrencilerin gereksinimlerine uygun farkli yontemler belirleyerek uyarlamalar
yaptiklari, birbirleriyle etkili iletisim kurduklari sonuglarini elde etmislerdir. Dolayisiyla 6gretmen
adaylarinin meslek Oncesi siiregte is birligi algilarinin irdelenmesi, 6gretmenlik uygulamalar
siirecinden beklentileri ile uygulamalarin niteliginin artirilmasi konusunda goriiglerinin incelenmesi
ihtiyacindan dogan bu calisma, 0zel egitim Ogretmenligi lisans programinda 2016 yilinda yapilan
degisiklikle birlikte ilk mezunlarin 2019-2020 yilinda verildigi yi1l planlanmistir. Bu yoniiyle 6zel

egitim Ogretmen adaylarinin ilk mezunlarmin, IV, VI. ve VII. dénem uygulamalarina iligskin
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deneyimlerini igermektedir. Ogretmen adaylarimin goziiyle gerek meslek oncesi gerekse meslekteki
Ogretmenlerin is birligi siirecinin irdelendigi bu calismanin, 6gretmenlik uygulamalar1 dersleri
hakkinda bilgi vermesi bakimindan 6nemli oldugu diisiiniilmektedir. Genel amaci, son smif ozel
egitim 6gretmen adaylarinin ikinci, tiglincii simif uygulama dersleri deneyimlerini de temel alarak
mesleki gelisim ve yeterlikler baglaminda meslek 6ncesi is birligine yonelik gortislerinin incelenmesi

olan bu arastirmada su sorulara yanit aranmaistir:
Ozel egitim 6gretmenligi son simif 6grencilerinin;

1. Lisans egitim programu siiresince aldiklar1 uygulama dersleri (Ozel Egitim Kurumlarinda
Gozlem, Ozel Egitimde Okul ve Kurum Deneyimi, Ozel Egitimde Ogretmenlik

Uygulamasi I) hakkindaki goriisleri nelerdir?

2. Uygulama derslerinin, 6gretmenlikle ilgili mesleki yeterliklerine etkisine iliskin gortisleri

nelerdir?

3. Uygulama derslerinin etkililigini artirmak igin yapilmasi gerekenlere iliskin goriis ve

Onerileri nelerdir?

4. Uygulama okullarinda 6gretmen aday1 ve uygulama Ogretmeni arasindaki is birligi

hakkindaki goriisleri nelerdir?
5. Uygulama okullarindaki is birligine etki eden faktorlere iliskin goriisleri nelerdir?
Yontem

Lisans egitimine egitim fakiiltesi Ozel egitim Ogretmenligi VII. donemde devam eden
Ogretmen adaylarinin meslek oncesi siire¢teki uygulama dersleri ve bu derslerin mesleki gelisimlerine
katkis1 noktasinda okullardaki is birligine iliskin goriislerinin incelendigi bu ¢alisma nitel desende,
betimsel bir ¢alismadir. Arastirmanin verileri, odak grup goriisme teknigi ile toplanmistir (Krueger,
2002). Calismada katilimcilar, a) Lisans programi 6zel egitim 6gretmenligi VII. doneme devam etmek,
b) IV. Yariyilda Ozel Egitim Kurumlarinda 3 kredilik Ozel Egitim Kurumlarinda Gozlem ve 3. Smif
bahar déneminde (6.yariyil) 3 kredilik Ozel Egitimde Okul ve Kurum Deneyimi derslerini almis,
basari ile tamamlamis olmak, c¢) Katilimi goniillii kabul etmek ile d) VII. Dénemde Ozel Egitimde
Ogretmenlik Uygulamasi I dersini aliyor olmak kogullarina gore belirlenmistir. Veriler, Giineydogu
Anadolu Bolgesinde bir vakif iiniversitesi egitim fakiiltesi 6zel egitim 6gretmenligi lisans programi
son smifa devam eden 10 6gretmen aday ile goriismeler sonucu elde edilmistir. Veriler katihmcilarla
odak grup goriisme teknigi ile goriisiilerek, 2019-2020 Egitim-Ogretim yili giiz doneminde
toplanmugtir. Oncelikle birinci aragtirmaci tarafindan son sinif 6gretmen adaylarma arastirma amaci
aciklanmis, katilimin gondilliiliik esas1 oldugu belirtilerek katilimi kabul eden 6gretmen adaylar

belirlenmistir. Ardindan goriisme giin ve saatinin belirlenmesiyle birlikte (10 6gretmen adaymnin
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uygun saati planlanarak), odak grup goriisme teknigi i¢in hazirliklar yapilmistir. Katihmcilara ait

bilgiler, Tablo-1’de yer almaktadir.

Tablo 1. Ogretmen adaylarinin demografik bilgileri (n:10)

Yas ortalamasi 27

Cinsiyet f

Kadin 4

Erkek 6

Staja gittigi okul tiirii

Ozel Egitim Okulu-1 Kademe 4 (01, 02,03,04)
Ozel Egitim Okulu-2. Kademe 4 (05,06,07,08)
Genel Egitim Okulu Ozel Egitim Smift 2 (09, 010)

Bir 6nceki mezun oldugu lisans programi

Sosyal Bilgiler Ogretmenligi 01

Tiirkce Ogretmenligi 03

Yakin cevresi ve ailesinde 6zel gereksinimi olan birey var mi1?

Evet 2 (05,07)
Yakinlarin 6zel gereksinim tiirii

Otizm 1(05)

Down sendromu 1(O7)
Uygulama okulunda sik karsilastig1 yetersizlik alani

ZY 8 (01, 02, O3, 04, O5, 06,07,08)
Otizm 6 (01, 02, 04, O5, O7; O9)
Down Sendromu 6 (C)l, 02, 04, 08, 9, 010)
Gorme Yetersizligi 3 (04, 05,010)
Isitme Yetersizligi 2 (07, O10)

Tablo-1"de belirtildigi tizere 4'(i kadin 10 6gretmen aday1 katilimcinin yas ortalamasi 27 ve iki
kattimer (O1-O3) daha once bir lisans programindan mezundur. O5’in otizm, O7'nin ise down
sendromu tarust olan yakin akrabalari bulunurken; 4 gretmen aday1 (O1, 02, O3, O4) Ozel Egitim
Okulu 1 Kademe; 4 ogretmen aday1 ise 4 (05, 06, 07, O8) Ozel Egitim Okulu 2. kademede
ogretmenlik uygulama dersini yiiriitmektedir. 2 6gretmen aday1 (09, O10) ise Genel Egitim Okulu
Ozel Egitim Smifinda uygulamaya devam etmektedir. Ogretmen adaylari, uygulama okullarinda sik
karsilastiklar1 engel gruplarina yonelik zihin yetersizligi, otizm spektrum bozuklugu ve down

sendromu tanisi olan 6grencilerilerle ¢alistiklarini belirtmislerdir.
Veri Toplama Teknigi

Nitel arastirmalarda goriisme, bir olayin olgunun katilimcilar tarafindan nasil algilandigina
dair derinlemesine ayrintili bir veri sunmaktadir. Goriisme sirasinda katilimcilarin belirttikleri
goriisler, oneriler kapsamli, biitiinciil ve sistematik olarak analiz oncesi kayit edilmektedir (Fraenkel
ve Wallen, 2003). Nitel arastirmalarda sosyal baglama vurgu yapan Patton (2002), odak grup goriisme
teknigi ile veri elde edilmesinde etkilesim ile birden ¢ok katilimciyla goriismeye izin verme

ozelliklerine deginmistir.

756



KEFAD Cilt 23, Say1 1, Nisan, 2022

Odak grup goriigsme siiresince ses kaydi toplam siiresi 50 dakikadir. Ogretmen adaylarimin
devam ettigi fakiiltenin toplanti odasinda birinci arastirmaci moderatorliigiinde gerceklestirilen
goriismelerde ayrica goriisme notlar: alinmistir. Goriisme oncesinde hazirlanarak, katiimecilar i¢in her
bir kisiye birer goriisme formu verilmis demografik bilgileri yazmalari istenilmis ve kurallar hakkinda
bilgi verilmistir. Daire seklinde oturum diizeninde gerceklesen goriismede uzman goriisii alinarak
hazirlanan cinsiyet, yas, uygulamaya devam edilen okul tiirii, ailede ve yakin cevresinde ozel
gereksinimi olan birey olup olmama durumuna yonelik demografik bilgiler ile 6gretmen adaylarinin
O0gretmenlik uygulamalarinda mesleki gelisimleri ve uygulama Ogretmenleri ile fakiilte isbirligi,
gozlem ve uygulama derslerinden beklentilerini temel alan acik uglu 8 soru yoneltilmistir. Betimsel
dokiimleri yapilan veriler, tiimevarimsal bir anlayisla bulgulara doniistiiriilmiistiir. Calismanin
katillmcilar1 Giineydogu Anadolu Bolgesinde bir vakif tiniversitesinin 4. simifinda devam eden 10
ogretmen adayidir. Goriismeler, 2019-2020 egitim Ogretim yii giiz doneminde &gretmenlik
uygulamalarmin besinci (5) haftasinda gerceklestirilmistir. Odak grup goriismeleri, giris yili 2016 ve
Ozel Egitim Ogretmenligi 2016 lisans programi kapsaminda egitimine devam etmis katilimcilarla
uygulama dersleri temelinde gercgeklestirilmistir. Katilimcilar ikinci sinif bahar déneminde 3 kredilik
(T1+U4) 6 AKTSlik Ozel Egitim Kurumlarinda Gozlem ve 3. Sinuif bahar déneminde (6.yariyil) 3
kredilik (T1+U4) 6 AKTSlik Ozel Egitimde Okul ve Kurum Deneyimi derslerini alan ve 4. sinifta
Ogretmenlik uygulamasina en az 5 haftadir devam eden (2019-2020 Giiz doneminde) Ogretmen
adaylaridir. Ozel Egitim Ogretmenligi lisans programi (2016 yili) Ozel Egitimde Ogretmenlik
Uygulamasi I-II dersleri 6 kredilik (T2+U8) 15 AKTS’lik bir ders seklinde dordiincii sinuf giliz ve bahar
donemlerinde yiiriitiilmektedir. Odak grup goriismesi oturumunda meslek Oncesi egitimin genel
Ozellikleri, dersler, teorik ve uygulamalarin niteligi, isbirligi, 6zel gereksinimi olan 6grenciler i¢in
egitim ortamlarinda 6gretimin daha nitelikli hale gelmesi amaciyla Oneriler irdelenmis, 6gretmen
adaylarinin mesleki gelisim i¢in alinabilecek onlemler ve yasal diizenlemelere iliskin gortisleri
belirlenmeye calisiimistir. Oncelikle elde edilen verilerin betimsel dokiimleri yapilmis, okunduktan
sonra arastirmacilar tarafindan bagimsiz sekilde belirli kategorilere ayirarak sentezleme, ardindan
oriintiilerin ortaya ¢itkarilmasi ve verilerde one ¢ikan degiskenlerin kesfedilerek, ortak olan goriislerin
belirlenmesi yoluyla bulgulara doniistiiriilmiistiir (Yildirim ve $imsek, 2013). Betimsel analize dayali
olarak calismada veriler belirlenen kavramlar cercevesinde temalara gore kategorize edilmis, her
katilimcmin goriisiinii igerecek sekilde alintilara yer verilmistir. Arastirmanin yaklasimi ve

gerceklestirilen asamalara iliskin 6zet Sekil-1’de betimlenmistir.
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Katilima
bakis acis1

Nitel

Time- Olay ve
varimsal Aragtirma olgulan
Betimsel betimlemek

anlay1s Yaklasim amaci

Betimsel
Analiz

Sekil 1. Arastirmada benimsenen yaklasim

Arastirmanin Etik izinleri

Yapilan bu c¢alismada “Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yaym Etigi
Yonergesi” kapsaminda uyulmas: belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii
olan “Bilimsel Arastirma ve Yaymn Etigine Aykir1 Eylemler” bashg:r altinda belirtilen eylemlerden
hicbiri gerceklestirilmemistir. Arastirmanin planlanmasi, veri toplama, analizi ve bulgulara
doniistiirme islemleri 2019-2020 Egitim-6gretim yii Giiz doneminde (2019 yili igerisinde)

gerceklestirilmistir.
Bulgular

Katilmcilarin goriisleri “Programa yonelik, Uzman personele yonelik, Mesleki gelisime yonelik,
Fakiilte okul is birligine yonelik goriigler,” ana temalarinda bulgulara dontistiiriilmiistiir. Her bir ana ve
alt temalarimna iliskin katiime goriislerine dogrudan alintilar ile yer verilmistir. Ik ana tema olan
programa yonelik goriisler teorik ve uygulama saatlerinde diizenlemelerin olmasi gerektigi,
uygulamalarin fakiilteye bagh uygulama arastirma merkezleri biinyesinde baslatilarak, her fakiiltenin
ogrencilerine uygulama firsatlar1 olusturmas1 gerektigi ile yaz aylarinda uygulamalarin

desteklenmesine yonelik goriisleri icermektedir.

Tablo 2. Birinci ana tema programa yonelik goriisler

1. Programa yonelik goriisler

1.1. Teorik ve uygulama saatlerinde diizenleme

1.2. Uygulamalarin fakiilteye bagh merkezlerde baglamasi
1.3. Ogretmenlik uygulamalarina hazirlik yaz stajlar

Ogretmen adaylari 6zel egitim programinda yer alan derslerin teorik ve uygulama saatlerinin
fakiiltede uygulamaya imkan verecek sekilde diizenlemesi hakkinda goriis bildirmislerdir (Tiim

katilimcilar). Tlgi ceken goriisler arasinda 6rnegin O1 “Meslege gecen dgretmenlerin bilgi paylasimi daha
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az oluyor. Oysa fakiiltede hocalarimiz uygulama Orneklerini birebir gOsterdiklerinde katilim ve istek yogun
oluyor. Bu nedenle uygulama arastirma merkezleri ile ozel egitim dersleri birlikte gotiiriilmeli” seklinde goriis
bildirirken; programa yonelik bir diger dikkati ¢eken bulgu ise 6gretmen adaylarinin donem arasi ve
yaz stajlar1 onerileridir (O1, O2, O3, O5). Uygulamalarin fakiilteye bagli merkezlerde baslamasini
oneren (O3 ve O10 harig) tiim katilimcilar mesleki yeterligi ve etkili 6gretim becerilerini tipki yaz
okullarina benzer sekilde uzman hocalar esliginde her yetersizlik alaninda etkili uygulamalar
gorebilecekleri sekilde yapmak istediklerini ifade etmislerdir. O3 “Mesleki yeterlik cok dnemli ama teorik
derslerle olmuyor, sahada iyi drnekleri ¢ok az gorebiliyoruz. Meslee gecis Oncesi dnlemler alinabilir nitelik

agisindan” seklinde goriis bildirmistir.

Tablo 3. Ikinci ana tema uzman personele yonelik goriisler

2. Uzman personele yonelik goriisler

2.1. Uygulama 6gretmeni yetistirme siirecinde uzmanlik

2.2. Farkl olgiitler ekleme (En az lisansiistii egitim yapmis olma sarti, egitimlerle giincel bilgilere
sahip olmak)

2.3. Memnuniyet belirlemeleri (Personel, fiziksel uyarlamalar, materyal, erisilebilir mekanlar, aile
katilimi)

Bulgularin ikinci ana temasinda, ogretmen adaylarmin mesleki bilgi ve becerilere dayali
yetkinlik kazanma istegi one ¢ikmaktadir. Bu kapsamda fakiilte personelinin rehberlik, teorik ve
uygulama deneyimini paylasmak, koordinasyonu saglamak ile izleme degerlendirmelerde bulunmak
gorevleri oldugunu belirten O6gretmen adaylar;; uygulama oOgretmenlerinden daha ¢ok mesleki
paylasimda bulunma beklentisinde olduklarmi dile getirmislerdir. Kendilerini mesleki agidan nasil
gelistirmeleri gerektigi ile ilgili meslege basladiklarinda etkili 6gretim becerilerini kazanmis ve yetkin
birer mezun olmay1 beklediklerini belirten 6gretmen adaylari, bu nedenle meslek 6ncesinde ise
hazirlik becerilerini, mesleki 6zgliven, yetkinlik vb. becerileri kazanmalar1 gerektigini
vurgulamislardir. Bu beceriler igin desteklenmeye ihtiya¢ duyduklarm dile getirmislerdir.
Katilimcilar uygulama dgretmeni yetistirme siirecinde uzmanlik (O1, O3, O4, O5) alt temasinda
uygulama dgretmeni sertifikalarinin verilmesi ile ilgili Milli Egitim Bakanligi tarafindan Ogretmenlik
Uygulama Yonergesinde yer alan egitim igeriginin zenginlestirilerek, verilis siiresinin gdzden
gecirilmesi gerektigini belirtmislerdir. Meslek oncesinde 6gretmen adaylarinin, okullarda siruflara
gitmeden once bilgi beceri bakimindan uygulama 6gretmenlerinin izleme degerlendirme ¢alismalar:
ile belirlenmesinin daha islevsel olacagini dile getirmisledir. O1 “Ogretmen adaylar: stmiflarmda ok fazla
istendigini soyleyemem. Cogu zaman zaten okulda cok calisan birkag 6gretmen bizimle konugsuyor, is birligi
yapwyor. Sertifikast olmas: yetmemeli bence.” O4 “Bir arkadasimiz iyi bir 63retmenle caligirken ben giin boyu
stmrly bilgi beceri rnegi goriiyorum. Hatta cogu zaman karismaya cekiniyorum”, O3 “Sumflarda en cok
davrang problemi, dil gelisimi, sosyal iliskileri yoniinden etkili miidahaleleri neler oldugunu gozlemlemeyi

artyorum”, O5 “...Bireye yonelik akademik, sosyal, dil, her yonden biitiinciil bir sekilde calisan 6gretmenlerin
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yamnda staja gitmek istiyorum, ...... kisaca meslege baglamadan iyi drnekleri gormek istiyorum” seklinde iyi

orneklere ihtiyaglari olduguna dikkat ¢emislerdir.

Tablo 4. Uciincii ana tema mesleki gelisime yonelik goriisler

3. Mesleki gelisime yonelik goriisler

3.1. Yasal haklara uygun egitim ve niteligi
3.2. Idari ve akademik bilgi birikimi destek siireci
3.3. Rol ve sorumluluk paylagimi

Mesleki gelisime yonelik goriisler ana temas1 bulgularin {iglincii ana temasi1 olup, yasal
haklara uygun egitim (O1, O9 hari¢ tiim katilimcilar), idari ve akademik bilgi birikim destekler ile rol
ve sorumluluklarin paylasimina yonelik katilimc goriislerinden olusmaktadir. Yasal haklar ile ilgili
en biiylik eksigin ailelerin yasal siire¢ hakkinda bilgi yetersizligi oldugunu dile getiren katilimcilar
(02, 03, 04, 06, O7, O8) dgretmen ve aile arasinda saglikli bir iletisim siirecinin nasil kurulmasi
gerektigi ile ilgili uygulama Ornekleri gormek istediklerini belirtmislerdir. Buna gore idari ve
akademik destek siireci ile ilgili fakiilte uygulama koordinatdrlerinin siirekli geri bildirim vermesinin
(Tim katihimcilar), takiplerinin Ogretmenlerin siirece katilimlari noktasinda olumlu bir faktor
oldugunu belirtmistirler (01, O3, O5). Rol ve sorumluluklar ile ilgili gorev paylasiminda fakiilte—
uygulama Ogretmeni is birliginin niteliginin, Ogretmen adaylarimin siirece katilimlarimni

giiclendirdigine de vurgu yapmislardir (O5, 06, 07, O10).

Tablo 5. Dordiincii ana tema fakiilte-okul is birligine yonelik goriisler

4. Fakiilte okul is birligine yonelik goriisler

4.1. Ekip iiyelerinin iletisim becerilerine iliskin goriisler (Katilimcilarin tiimii)
4.2. Ogretmen adaylarin izleme ve degerlendirme
4.3. Deneyimlere dayali veri havuzu olusturma dijital yetkinlik

Calismanin dordiincii ana temas: fakiilte okul is birligi siireci ile ilgili temada en dikkati ¢eken
goriisler, iletisim becerilerinin 6nemi (tiim katilimcilar), 6gretmen adaylarinin izleme-degerlendirme
((")1, 06, O7, 08, 69) ile deneyimlere dayali veri havuzu olusturma dijjital yetkinlik becerileri ve son
olarak ogretmenlerle birlikte ¢alisma istek ve beklentileridir (C)Z, 03, 05, 06, O7, 08, 09) Ornegin 08

“Fiziksel uyarlama, materyal kullanimina dikkat eden ve teknolojiyi etkili kullanan ¢ok az

saylida Ogretmen gordiim. Bu nedenle 0gretmenlerin yalnizca uygulama ogretmeni belgesi

yetmemeli,... yani sira okulun fiziki kapasitesi ve diger olanaklar1 da degerlendirme
maddelerine eklenebilir”,

seklinde goriis bildirmistir.

Sonug¢ olarak Ogretmen adaylar1 meslek Oncesi siirecte uygulama siiresi, igerigi,
uygulamalarin fakiilte okul is birligine dayali ne tiir diizenlemeler ile yiiriitiildiigii, uygulama
yaptiklart okul tiir ve kademe Ozelliginin yani sira; uygulama okulunun fiziki o6zellikleri,
ogretmenlerine saglanan mesleki gelisim firsatlarmin da kendilerinin meslek oncesi siiregte etkili

Ogretime dayali deneyim elde etmelerinde ayirt edici bir 6zellik oldugunu ifade etmislerdir.
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Tartisma
Ozel egitim 6gretmen adaylarinin uygulama ve gozlem derslerinde etkili 6gretim siirecinde is
birligi becerilerileriyle ilgili goriislerinin yer aldigi bu calismadan elde edilen bulgular “Programa
yonelik, Uzman personele yonelik, Mesleki gelisime yonelik, Fakiilte okul isbirligine yonelik goriisler,” olmak

iizere dort ana tema altinda toplanmaktadir.

Programa yonelik goriislerinde Ogretmen adaylar;; uygulama derslerinin teorikte
ogrendiklerini gozlemleyebilmek ve mesleki yeterlilik agisindan alandaki etkili 6gretim becerilerinin
gelistirebilmek amach tasarlanmas: gerekliligine dikkat ¢ekmislerdir. Siirenin artirilmasi ve 6zellikle
ders dis1 zamanlarin da degerlendirilmesini 6nerdikleri goriilmektedir. Bu bulgu Severcan’in (2007),
egitim hizmetlerinin niteliginin artmasinda teorik bilgilerin yaninda 6gretmenlik uygulamalarinin
Onemi ile 6gretmen adaylarinin 6grendikleri teorik bilgileri uygulama ortamlarinda kullanarak kalici
ve etkili kazamimlar elde etmektedir, goriisii ile ortiismektedir. Dolayisiyla 6gretmen adaylarinin
uygulama stirelerinin artirilmasini istemeleri bulgusu, bu derslerde goézlem yapabilme firsati
bulacaklari, 6grenme etkinliklerinin nasil kalic1 ve etkili olacagini birebir deneyimleme sansi bularak,
bu deneyimleri meslek yasantilarinda kullanabilecekleri goriisiinden kaynakli oldugu

diisiintilmektedir.

Uzman personele yonelik olarak 6gretmen adaylary; meslege yonelik bilgi ve deneyimlerini
paylasmalarini beklerken ayrica etkili Ogretim becerilerini farkli ortamlarda ve farkli smif
ortamlarinda gozlemlemek istemektedirler. Giindogdu ve Silman (2007) benzer sekilde etkili 6gretim
gergeklestirilen ortamlarda, 6grenenlerin igerikten en {ist diizeyde yarar saglamas1 hedeflenmektedir,
goriisiinii dile getirmistir. Ayrica Ogretmenlerin temel rol oynadigi Ogretim siirecinde, mesleki
yeterlikler baglaminda etkili 6gretim planlar1 gelistirerek bireysel farkliliklar1 dikkate alan dgretimsel
uyarlamalar1 gergeklestirmeleri beklenmektedir. Her 6grencinin 6grenme siirecine aktif katilimi icin
onlarin fikirlerini dikkate alarak cesaretlendirici bir smif ikliminde dersi yapilandirmalar1 gerektigi
ifade edilmektedir (Aydin ve Babacan, 2014; Giizel-Ozmen ve dig., 2012; Karakelle, 2005). Arastirma
bulgularinda da 6gretmen adaylarinin uygulama oOgretmenlerinin ¢ok Onemli bir rolde oldugu,
meslek hayatlarinda basarili olabilmek icin uygulama Ogretmenleri ile calisirken, etkili 6gretim

orneklerini deneyimlemek ve gozlemlemek istedikleri goriilmektedir.

Ogretmen adaylari, etkili 8gretim becerilerinin gelistirilmesi amaciyla uygulama okullariyla
fakiiltelerin is birligi icinde paydas rollerinin artirilmasi gerektigi goriisiinii dile getirmislerdir. Is
birligi yapan ekibin bir parcasi olarak siirece dahil edilmek istedikleri dnemli bir bulgu olarak
goriilmektedir. OECD (2005) raporuna gore, yliksekogretimde ogretmen yeterlilikleri 6gretmen
adaylarinin 6grenme siirecini tamamladiklarinda neyi bilmesi, anlamasi ve mesleki beceri olarak
gostermesi gerektigi ile ifade edilmektedir. Ayrica 6grenci kazamimlarinin niteligi ile Ogretmen

yeterlikleri ve egitimin kalitesi arasinda iligki olduguna y&nelik ifadeler yer almaktadir. Ozel egitim
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Ogretmen adaylari da meslek Oncesinde uygulama etkinliklerinde simiflarda gozlem yapma,
uygulamaya katilma seklinde meslege hazirlanmaktadir. Mezun olduklarinda, lisans Ogrenimleri
siirecinde edindikleri bilgi, becerileri kullanmakta, gelismelerle birlikte yeni 6grenmeler elde etmek
amagh egitimlere katilmaktadirlar. Ancak etkili 6gretim ve is birliginin sinirhh oldugu bir sif
ortaminda Ogretmen adaylarinin, mevcut firsatlara dayali olarak yapabilecekleri ve
deneyimleyebilecekleri beceriler de smirli kalabilmektedir. Oysa 6grenme; cevre ile birey arasindaki
karsilikli iletisime bagh olarak gerceklesmektedir. Bir siuf ortaminda etkili iletisim ve is birligi
oldugunda o6grenme etkinlikleri de gozlem, iletisim ve etkilesim yoluyla gerceklesmektedir. Bu
nedenle meslek oncesinde, 6gretmen adaylarmin farkh tiir ve kademede uygulama yapmalar1 6nem
tasimaktadir. Alan yazinda meslek Oncesinde cesitli 6zel egitim smiflarinda uygulama derslerine
katilan Ogretmen adaylarinin, alandaki Ogretmenlerle is birligi icerisinde etkili 6gretmen olma
becerilerinin gelistigi vurgulanmaktadir (Lave ve Wenger, 1991). Driscoll (2000), 6grenme etkinliginde
ogrenmenin gerceklestigi baglam ve cevreyle iliskisine dikkat ¢ekerek uygulama ortamlarinda diger
bireylerin fikirlerinin ve diisiincelerinin birbirinden etkilendigini belirtmislerdir. Dolayisiyla 6zel
egitim 6gretmen adaylarinin okul ve sinif ortamlarinda misafir olarak yer almalari, mesleki is birligini
ogrenmeleri bakimindan smirh kalabilmektedir. Oysa 6gretmen adaylar: is birligindeki rollerini, is
birligine dayali uygulamalar sayesinde deneyimlemektedirler. Etkili is birligi gerceklesen smniflarda is
birliginin paydaslari, problem ¢6zme basamaklarini birbiri ile etkilesim kurarak dgrenmektedirler
(Friend ve Cook, 2007). Kisacas1 okul ya da simnif ortaminda grubun is birligine dayali uygulamalarim
gozlemleyen Ogretmen adaylari, ilerleyen siiregte bu deneyimlerini mesleki uygulamalarmna da
yansitmakta ve basa ¢ikma becerilerini 6grenmektedirler. Okullarda 6gretmen adaylar1 bulunduklari
ortamin kiiltlirtinii, iligkilerini ve dilini anlamlandirarak gelecekte 6zel egitim Ogretmeni olarak
rollerini algilamaya katkida bulunmaktadirlar (Griffin, 2012). Bu nedenle alanda galisan 6gretmenler
meslek dncesi 6gretmen adaylar ile is birligini etkili bir bigimde yiiriitmelidirler. Is birligi yalnizca
Ogretmen ve ogretmen aday1 arasindaki etkilesimi icermemekte, 6zel egitim ihtiyaci olan 6grencilerin
egitim hizmetlerine dahil edilmesinde de rol oynamaktadir. Dolayisiyla Ogretmen yetistirme
sisteminde paydaslarin sinf i¢i ve smif disinda Ogrenmeyi, diisiinmeyi, liderligi ve Ogretmeyi
destekleyecek diizenlemelere ihtiyaglar1 bulunmaktadir. Meslek oncesindeki 6gretmen adaylan ile
meslekteki 6gretmenlerin ig birligi yapabilecekleri, etkili yontem, teknik ve stratejileri planlarma
yansitabilecekleri noktada, fakiilte okul is birligi siirecine dayali geribildirimler 6nemli bir yer
tutmaktadir. Ozel egitim 6gretmen adaylarinin uygulamalarma iliskin hem fakiiltedeki uygulama
Ogretim tiye/elemanlarindan hem de sinifinda uygulamaya katildigi uygulama Ogretmeninden
geribildirim almasi, ¢oklu bir degerlendirme saglayarak 6gretim planlarinin hazirlanmasinda, 6gretim
yontem tekniklerini belirleyerek, etkili ders planlari gelistirme, davranis yonetimi, degerlendirme

becerilerinin gelismesine katki saglayacaktir.
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Sonuc ve Oneriler

Sonug olarak ¢alismada katihimcilarin goriislerinin uygulama firsatlari, izleme degerlendirme
ve yetkinlik konularina yogunlastig1 dikkati ¢ekmektedir. Katilimcilar 6zel egitim 6gretmenligi lisans
programlarinda teorik dersler i¢in uygulama firsatlar1 olusturulmasi, fakiiltelerin bagh oldugu
iiniversitelerde uygulama arastirma merkezleri kurularak oOgretmen egitiminde meslek Oncesi
deneyimlerinin desteklenmesi yoniinde goriis bildirmislerdir. Gozlem, okul ve kurum deneyimi
derslerinde 6gretmen adaylarinin sistematik olarak izlenmesi ve son smifa gelindiginde 6gretmenlik
uygulamasi I-II derslerine daha yetkin meslek elemani adaylarinin hazirlanmasina da dikkat ¢eken
katilimcilar; uygulama okullarinda 6gretmenlik uygulamasi yiiriitmekle sorumlu olan 6gretmenlerin
Milli Egitim Bakanlig1 tarafindan kisa siireli ve cogu kez igerik-modiil tanitimi, MEBSIS girislerinin
nasil yapilmasi gerektigi ile ilgili teknik islemlerden olusan sertifika programlar1 yanisira daha
betimleyici nicel ve nitel verilerle desteklenen izleme degerlendirmelere yer verilen, fakiiltelerin
uygulama siire¢lerinden sorumlu ogretim iiye elemanlarinin da katim gosterdigi egitimler
diizenlenmesini Onermislerdir. Uygulama 0Ogretmenlerinin mesleki gelisim ihtiyaglarina 06zgii
gereksinimleri temel alinarak, donem i¢inde uygulama igerikli mesleki gelisimi destekleyici egitimler
planlanmasini 6neren katilimeilar; bu egitimlerde 6gretmenin calisma alan1 ve calistigi kademenin de
gbzoniine alinmasi gerektigini belirtmislerdir. Ote yandan fakiilte okul is birliginin énemli oldugunu1
diisiindiiklerini ancak is birligi siire¢lerinin gelistirilmesi gerektigini paylasan 6gretmen adaylari; son
smif Ogretmenlik uygulamalar1 dersi kapsaminda igbirliginin aileleri de kapsayacak bigimde
planlanmasin1 gerektigi goriistinii ifade etmislerdir. Buna yonelik goriislerinde akademisyenlerin
bilimsel bilgi birikimlerini okul yonetimi, 6gretmen ve aileler ile paylasmalarinin 6nemli oldugu 6ne
¢ikarken; okul yonetimi ve dgretmenlerin ise meslek i¢i uygulama birikimlerini egitim fakiiltelerinin
teorik derslerine katilarak 6gretmen adaylar ile paylasmalar1 onerisi dikkati cekmektedir. Bir diger
dikkati ¢eken sonug ise etkili dgretim gerceklesen kapsayici okullarmn, &gretmen-aile isbirliginin
istenilen diizeyde oldugu kurumlarin belirlenerek bu okullarda uygulama firsatlarinin artirilmasi
yoniindedir. Fakiilte okul is birligi kapsaminda akademisyenler tarafindan calistay, proje gibi
calismalarla 6gretmen adaylarmin bu okullarda gozlem, deneyim elde etme firsatlari olusturulabilir.
Ozel gereksinimleri olan 6grencilerine kapsayici ve nitelikli egitim 6gretim hizmeti sunulan okullarin
Ogretmen adaylari agisindan Snemine deginen katilimcilar, bu kurumlarin okul temelli mesleki
gelisim planlamalar: ile calistay, proje ortakligi baglaminda il-ilge Milli Egitim Miidiirliiklerince

desteklenmeleri gerektigi yoniinde de goriis bildirmislerdir.

Ozetle, gretmen adaylarnin goriis ve deneyimlerinden yola cikilarak bir takim &neriler
getirilebilir. Meslek 6ncesi 6gretmen adaylar ve isbagindaki personelin igbirligini saglayacak, mesleki
yeterliklerini gelistirecek giliniimiiz diinyasina uygun teknolojik icerikler hazirlanabilir, web tabanl
platformlar olusturularak gozlem-deneyim paylasimlarina izin veren uygulamalar gelistirilebilir.

MEB tarafindan meslekteki personelin isbirliginin etkili 6gretim siirecine katkilari, 6rnek projelerle ve
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diizenlenecek c¢alistaylarla simiilasyonlar ve sanal derslik uygulamalarinda son simif Ogretmen
adaylarina tamtilabilir. Fakiiltelerin 6gretmen aday1 Ogrencilerine yonelik izleme degerlendirme
calismalar1 kapsami genisletilebilir, mezun izleme ofisleri ile meslekteki son smif Ogretmen
adaylarmin igbirligi saglanarak hazirlayici destekleyici paylasimlara firsat olusturulabilir. Mezun ve
meslege baslamis 6gretmenlerin deneyimleri, mezun olup meslege hazirlanan ve/veya heniiz son smif
Ogretmen adaylari ile bulusturulabilir. MEB tarafindan verilen uygulama Ogretmenligi sertifika
egitimleri MEB biinyesinde gorevli idarecilerin yani sira uygulama 6gretmenligi deneyimleri olan
O0gretmenler ile egitim fakiiltelerinde gorevli akademisyenlerin destekleri almarak is birligine dayali

yapilandirilabilir.

Calismanin bulgularinin alan yazina iki temel konuda katki saglayacagi diisiiniilmektedir.
Bunlardan ilki meslek Oncesi Ogretmen adaylarmin uygulamalar aracilign ile ne diizeyde
desteklendikleri, meslege nasil hazirlandiklar ile ilgili goriislerinin yer almasi; digeri ise okullarda
ogretmenlik uygulamalarim1 yiiriiten Ogretmenlerin bu silirece nasil hazirlandiklar, fakiilte
koordinatorlerinden beklentileri ve 6gretmen adaylariin goziinden mesleki isbirligi noktasinda etkili

uygulamalar ile desteklerin neler oldugudur.
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Introduction

Teaching practices before starting the profession enable preservice teachers to transfer the
knowledge they have acquired theoretically into practice and the theoretical knowledge to become
meaningful (Severcan, 2007). In the Journal of Announcements (1998), the purpose of teaching practices
was defined as to ensure that

preservice teachers better prepare for the teaching profession and attain the competence to use

the general culture they have gained during their education, the special field education, and

the knowledge, skills, attitudes, and habits they have attained concerning the teaching
profession in real education and teaching environment.

Hence, teaching practice is an important process in starting to use the theoretical knowledge gained
by the preservice teacher practically, gaining experiences to move from the student role to the teacher
role, and developing attitudes about the profession. This process involves an important dimension of
teacher training programs (Conderman, Morin, and Stephens, 2005). In teacher training programs,
preservice teachers need to cooperate with the experts and teachers in the field, both in professional
development and the enrichment of practices. Friend and Cook (2007) defined collaboration as a style of
direct interaction between at least two equal parties who voluntarily participated in joint decision-
making while working towards a common goal and emphasized the importance of establishing this
partnership voluntarily. Establishing a common purpose effectively develops positive attitudes and
develops relationships within the framework of trust and respect in collaboration. Quality education
services can be provided to students through collaborative activities, a process in which educators
from different fields of expertise work voluntarily to find solutions to problems that hinder student
achievement. Nevertheless, studies conducted in the field have demonstrated that collaboration is not
sufficiently addressed in teacher education programs (Shippen, Crites, Hochins, Ramsey, and Simon,
2005). Harvey et al. (2010) stated that teacher preparation programs should have sufficient content to
prepare preservice teachers of general education and special education for collaboration and suggested
enriching the relevant course and field experiences. Arthaud, Aram, Breck, Doelling, and Bushrow
(2007), who shared the same opinions, drew attention to the necessity of seminars to improve the

collaboration skills of preservice teachers in the fields of general and special education and
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emphasized the importance of including collaboration and teaching in the contents of teacher training
programs. In addition, they determined that preservice teachers could not observe or implement the
activities related to collaboration in-field practices. Therefore, appropriate connections cannot be
established, and difficulties are experienced in effective teaching skills due to the inability of preservice
teachers to observe and implement the knowledge they have received in their theoretical courses in
practice. In this regard, researchers have emphasized the importance of collaboration-based
assignments, observation and implementation of theoretical knowledge collaboratively in field
studies, and provision of preservice and professional teachers with courses related to collaborative

work (Arthaud, Aram, Breck, Doelling, and Bushrow, 2007).

Many people have defined collaboration as a process that develops naturally; however,
communication and collaboration skills are not natural for everyone and should be taught in schools
(Friend, 2000). The coexistence of teacher preservice and professional teachers in the field is not
sufficient to ensure collaboration, which requires the development of various skills. These skills must
be attained and used through education. Collaborative teaching enables the practice of theoretical
courses in the field, the support of special education preservice teachers by their advisors, and the
implementation of the concepts learned in the lessons (Kilgore et al., 2003). Friend (2000) stated that
diversity in classroom environments made collaboration a necessity, and one person could not be
sufficiently competent to meet the needs of all students. The diversity of student characteristics in
educational environments requires teachers who are sensitive towards cultures and have the ability to
develop a universal plan for learning. In this context, the courses received by preservice teachers before
starting the profession (Pistav, Akmese, and Kayhan, 2016; 2017a; 2017b) and in-service training
programs to develop professional knowledge and skills teachers in the profession are significant. On
the other hand, all these regulations should include collaboration. Pistav, Akmese, and Kayhan (2017b)
conducted a study to examine the opinions of preservice teachers about the Sign Language courses they
had received as elective courses during their undergraduate years. In the study, preservice teachers
stated that taking this course would positively contribute to their professional careers in providing more
effective education to students with hearing impairment. They also suggested that the practice hours
should be increased and cooperation should be made with schools and non-governmental organizations
where hearing-impaired students. It is recommended that all these regulations should involve
monitoring and evaluation activities by considering how they will take the courses based on theory and
practice, the professional development needs of the teachers, and taking the opinions of preservice
teachers at the end of the training programs (Pistav Akmege, and Kayhan, 2019). Effective teaching
involves many components, such as differentiated teaching services and positive behavioral supports.
Therefore, schools collaborate with special education teachers and specialists in different fields to work

closely in the planning, delivering, and evaluating educational services (Friend, 2011).

Collaborative teaching includes sharing responsibilities, skills, and knowledge of educators
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working in the same educational environment, and every educator in the same environment actively
benefits from this method (Villa, Thousand, and Nevin, 2008). In environments with effective
collaboration, educators mutually share how to plan and maintain the entire education process for
students with special needs. In addition to taking common responsibilities, they can also use different
teaching methods suitable for the developmental characteristics of each child (Solis, Vaughn, Swanson,
and Mcculley, 2012; Friend et al., 2010). Therefore, educators need to take an active role in selecting,
planning and implementing different teaching methods for the student, and it is equally important for
preservice teachers to take part in the teaching process, participate, and share information. Preservice
teachers, who participate actively in the process, gain many experiences from the teachers with whom
they collaborate, as well as gains related to students such as accessing information, being together for a
common purpose, and getting resources (Vuran, 2009). Studies aimed at attaining these skills by
preservice teachers in special education have been carried out within the scope of practice courses.
These courses' main objective was to improve preservice teachers in terms of collaboration, interaction,
coping, and team working skills, developing an individualized education plan, implementing the plan,
and developing positive attitudes towards the profession and practices. It was observed that preservice
teachers gained many skills, and their awareness concerning planning and implementation increased
during this process (Vuran, Bozkus-Geng, and Sani-Bozkurt, 2017). In the study based on the practice
lessons of preservice teachers, it was reported that the basic skills were attained concerning the
importance of this process and how to perform the teaching profession (Ben-Peretz, 2001). Studies in
the field also drew attention to the quality of teaching practices in the education and development of
preservice teachers, revealing that their opinions about the profession and their sense of responsibility
and sharing changed positively as a result of effective practices (Beck and Kosnik, 2002; Brooks, 2006).
The quality of teaching practices positively affects the future professional lives of preservice teachers.
Nevertheless, it has been observed that current studies about the current and ideal types of
communication and collaboration between the preservice teachers and the teachers in the profession
are insufficient (Blackwell and Rossetti, 2014). Day1, Bilgic, Ozdemir, Kilig, and Okyar (2019) conducted
an experimental study examining the effects of feedback provided to preservice teachers about
collaborative working skills. As a result of the study, it was determined that the feedback on the
collaborative working performance of the preservice teachers had positive effects. On the other hand,
Vuran, Bozkus-Geng, and Sani-Bozkurt (2017) conducted a case study on the development of the
Individualized Education Program (IEP) using the collaborative teaching method and concluded that
preservice teachers practiced teaching, observed the stages of IEP preparation, made adaptations by
determining different methods in line with the needs of the students, and communicated effectively
with each other thanks to collaborative teaching activities. Accordingly, this study was conducted
based on the need to examine preservice teachers' perceptions about collaboration before starting the

profession, their expectations from the teaching practices, and their opinions on increasing the quality
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of the practices. The study was planned in the 2019-2020 academic year when the first students
graduated from the special education teaching undergraduate program after the changes were made in
2016. This context includes the experiences of preservice teachers who were the first alumni concerning
the teaching practices in Semesters IV, VI, and VII. It is believed that this study, which examined the
collaboration of teachers before they start the profession and during their profession from the
perspective of preservice teachers, is significant in providing information about teaching practices
courses. The general aim of this study was to examine the opinions of preservice special education
teachers in their senior years on collaboration before starting the profession in the context of
professional development and competencies based on their experiences on the teaching practices

courses in the second and third years, and it sought answers to the following questions:

1. What are the opinions of senior students studying special education on teaching practice
courses they received during the undergraduate education program (Observation in Special
Education Institutions, School and Institution Experience in Special Education, Teaching

Practice in Special Education I)?

2. What are their opinions on the effect of teaching practice courses on their professional

competencies in teaching?

3. What are their opinions and recommendations about the things to be done to increase the

effectiveness of the teaching practice courses?

4. What are their opinions on the collaboration between the preservice teacher and the practice

teacher in practice schools?

5. What are their opinions on the factors affecting collaboration in practice schools?

Method

This descriptive study using a qualitative design examined the opinions of preservice teachers
attending Semester VII at the Faculty of Education Department of Special Education on teaching
practice courses and collaboration at schools in terms of the contribution of these courses to their
professional development before starting the profession. The study data were collected using the
focus group interview technique (Kruger, 2002). Participants of the study were determined according
to the following criteria: a) studying in the Semester VII of the special education undergraduate
program, b) having received and successfully completed the Observation in Special Education
Institutions Course with three credits in the 4th Semester and the School and Institution Experience in
Special Education in the spring semester of the 3rd year (6th semester), c) having agreed to participate

voluntarily, and d) having been studying the Teaching Practice in Special Education I course in
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Semester VII. The data were obtained from interviews with ten preservice teachers in the senior year of
the special education undergraduate program at a private university in the Southeastern Anatolia
Region. The data were collected in the fall semester of the 2019-2020 academic year by interviewing
the participants using the focus group interview technique. First of all, the aim of the study was
explained to the senior preservice teachers by the first researcher, and the preservice teachers who
agreed to participate were determined by stating that the participation was voluntary. Then, the date
and time of the interview were determined (by planning in accordance with the availability of 10
preservice teachers), and preparations were made for the focus group interview technique.

Information about the participants is presented in Table 1.

Table 1. Demographic information of preservice teachers (n:10)

Mean age 27
Gender f

Female 4

Male 6

The type of school where the teaching practice took

place

Special Education School - Level 1 4 (T1, T2, T3, T4)
Special Education School - Level 2 4 (T5, T6, T7, T8)
Special Education Class in General Education School 2 (T9, T10)
Previous undergraduate program

Teaching Social Studies T1
Turkish Language Teaching T3

Is there an individual with special needs in the close
environment or the family?

Yes 2(T5,17)
Type of special needs that the relatives have

Autism 1 (T5)
Down Syndrome 1(S7)

The common area of impairment observed in the
practice school

MI 8 (T1, T2, T3, T4, T5, T6, T7, T8)
Autism 6 (T1, T2, T4, T5, T7; T9)
Down Syndrome 6 (T1, T2, T4, T8, T9, T10)
Visual Impairment 3 (T4, T5, T10)
Hearing Impairment 2 (T7, T10)

As indicated in Table-1, the mean age of 10 preservice teachers was 27, 4 participants were female, and
2 participants (T1-T3) had previously graduated from an undergraduate program. While T5 had a
relative with autism and T7 had a relative with Down syndrome, four preservice teachers (T1, T2, T3,
T4) were doing their teaching practice in the Level 1 and 4 preservice teachers (T5, T6, T7, T8) at the
Level 2 of a Special Education School. 2 preservice teachers (T9, T10) were doing their teaching practice
in the Special Education Class of a General Education School. Preservice teachers stated that they had

students with cognitive impairment, autism spectrum disorder, and Down syndrome in terms of the
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disability groups they frequently encountered in practice schools.
Data Collection Technique

In qualitative studies, the interview provides in-depth detailed data on how the participants
perceive a case. The opinions and recommendations of the participants during the interview are
recorded comprehensively, holistically, and systematically before the analysis (Fraenkel and Wallen,
2003). Emphasizing the social context in qualitative studies, Patton (2002) mentioned the features of
allowing interviews with multiple participants through interaction in obtaining data with the focus

group interview technique.

The total duration of the audio recording during the focus group interview was 50 minutes.
Notes were also taken during the interviews held under the moderation of the first researcher in the
faculty meeting room where the preservice teachers were enrolled. An interview form was prepared
before the interview and was given to each participant. They were asked to write down the
demographic information, and they were provided with the instructions. In the interview session,
which was performed in a circular seating arrangement, preservice teachers were asked eight open-
ended questions concerning demographic information about gender, age, type of school where teaching
practice took place, the presence of an individual with special needs in the family, and close
environment, the professional development of preservice teachers in their teaching practices, their
collaboration with practice teachers and faculty, and their expectations from teaching practice courses.
The descriptive data were converted into findings with an inductive approach. The study participants
consisted of 10 preservice teachers enrolled in the 4th year of a private university in the Southeastern
Anatolia Region. The interviews were held in the fifth (5) week of teaching practices in the fall semester
of the 2019-2020 academic year. Focus group interviews concerning teaching practice courses were held
with participants who attended the Special Education undergraduate program in 2016 and continued
their education. Participants had received Observation in Special Education Institutions course with
three credits (T1+U4) and 6 ECTS in the spring semester of their second year and School and Institution
Experience in Special Education course with three credits (T1+U4) 6 ECTS in the spring semester (6th
semester) of Year 3. They continued their teaching practice in the 4th year for at least five weeks (in the
2019-2020 Fall semester). Teaching Practice in Special Education I-II courses of the Special Education
Undergraduate Program (2016) were offered as a 6-credit (T2+U8) 15 ECTS course in the fall and spring
semesters of the fourth year. During the focus group interview, opinions concerning the general features
of the training before the profession, the quality of courses and theoretical and practical applications,
collaboration, and recommendations for improving the quality of teaching in educational environments
for students with special needs were analyzed, and the opinions of preservice teachers regarding the
measures to be taken and legal regulations to be implemented for professional development were

determined. First of all, descriptive breakdown tables were made on the obtained data. After they were
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read, they were transformed into findings by classifying them in certain categories and synthesizing
them independently, then revealing the patterns and discovering the prominent variables in the data
and determining the common views (Yildirim and Simsek, 2013). Based on the descriptive analysis, the
data identified in the study were categorized according to the themes within the framework of the
determined concepts, and quotations were included to reflect the opinions of each participant. The

study's approach and the summary of the steps carried out are presented in Figure-1.

Participant
perspective

Qualitative
Research

The abjective
of describing
events and
facts

Holistic
understanding

Descriptive
Approach

Descriptive
Analysis

Figure 1. The approach adopted in the study

Ethical Considerations

This study was carried out in line with all the rules specified in the "Higher Education
Institutions Scientific Research and Publication Ethics Directive." None of the actions specified under
the “Actions Contrary to Scientific Research and Publication Ethics” in the second part of the directive
were carried out. The planning, data collection, analysis, and conversion into findings processes of the

study were carried out during the Fall Semester of the 2019-2020 academic year (in 2019).
Results

Opinions of the participants were transformed into findings in the main themes of “Opinions
on the program, Opinions on the specialist staff, Opinions on the professional development, and Opinions on the
collaboration of the faculty and school." Opinions of the participants on each main and sub-themes were
included using direct quotations. Opinions on the program, which was the first main theme, included
opinions on the need to make arrangements in the hours allocated to the theoretical and practical
courses and opinions that each faculty should create practice opportunities for their students by starting
practice programs within the practice research centers affiliated to the faculty and practices should be

supported in the summer months.
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Table 2. The first main theme - Opinions about the program

1. Opinions on the program

1.1. Regulation of hours allocated to theoretical and practical courses
1.2. Starting practices in the centers affiliated to the faculty

1.3. Summer internship programs to prepare for teaching practices

Preservice teachers expressed their opinions about regulating the hours allocated to the theoretical
and practical courses in the special education program to allow practice in the faculty (All
participants). For example, an interesting opinion was the opinion of T1:

“Teachers in profession share less knowledge. However, when our professors demonstrated

the examples directly to the faculty, there was increased participation and enthusiasm. For
this reason, practice research centers and special education courses should be integrated”.

Another noteworthy finding regarding the program was the recommendations of preservice teachers
for midterm and summer internship programs (T1, T2, T3, T5). All participants (except for T3 and T10)
who suggested that the practices should start in the centers affiliated with the faculty, stated that they
wanted to practice their professional competence and effective teaching skills in a way that they could
see effective practices in every field of impairment, in the presence of specialist instructors, as in the
summer schools. T3 stated, “Professional competence is critical, but it is not possible with theoretical courses;
we rarely see good examples in the field. Measures can be taken before transitioning to the profession, in terms of

quality.”

Table 3. The second main theme - Opinions on the specialist staff

2. Opinions on the specialist staff

2.1. Specialization during the training of practice teachers

2.2. Adding different criteria (at least having a postgraduate education, having up-to-date
information with training programs)

2.3. Satisfaction assessments (staff, physical adaptations, materials, accessible spaces, family
involvement)

In the second main theme of the findings, the desire of preservice teachers to gain competence based
on professional knowledge and skills came to the fore. In this context, the preservice teachers stated
that the faculty staff had to share their counseling, theoretical, and practical experiences, ensure
collaboration, monitor, and make evaluations, and they expected more professional sharing from
practice teachers. Concerning how they should improve themselves in their profession, preservice
teachers mentioned that they expected to be competent graduates with effective teaching skills when
they started their profession; therefore, they needed to learn about the preparation skills for their
profession and acquire skills such as professional self-confidence and competence before starting the
profession. They expressed that they needed support regarding these skills. In the specialization
training of practice teachers sub-theme, participants (T1, T3, T4, T5) mentioned awarding of practice
teacher certificates, recommending that the content of the training program specified in the Teaching

Practice Directive be enriched by the Ministry of National Education and the duration of certification
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be revised. They stated that it would be more functional to determine preservice teachers in terms of
knowledge and skills through monitoring and evaluation activities before starting practice classes at
schools. Participants emphasized that they needed good examples through the following opinions: T1:
“I can’t say that preservice teachers are very welcome in the classes. Most of the time, a few hardworking teachers
talk to us and collaborate with us. I don’t think having a certificate should be enough”. T4: “While a friend of
mine is working with a good teacher, I see examples of limited knowledge and skills throughout the day. In fact,
most of the time, I hesitate to interfere”. T3: “I am looking to observe what are the most effective interventions in
terms of behavioral problems, language development, and social relations in the classrooms,” T5: “...I want to do
my internship with teachers who work in a holistic way or the individual in academic, social, language and all

aspects, ...in short, I want to see good examples before starting my profession”.

Table 4. The third main theme - Opinions on professional development

3. Opinions on professional development

3.1. Education and its quality in compliance with the legal rights
3.2. Administrative and academic knowledge support process

3.3. Sharing of roles and responsibilities

The main theme of opinions on professional development was the third main theme, which
involved participants' opinions on education in compliance with legal rights (all participants except T1,
T9), administrative and academic knowledge support, and sharing of roles and responsibilities. The
participants (T2, T3, T4, T6, T7, T8), who stated that the greatest shortcoming about legal rights was the
lack of knowledge of families about the legal process, reported that they wanted to see examples of
practices regarding how to establish healthy communication between the teacher and the family.
Regarding the administrative and academic support process, they stated that the continuous feedback
of the faculty practice coordinators (all participants) and their follow-up were a positive factor in terms
of the participation of teachers in the process (T1, T3, T5). About sharing roles and responsibilities, they
also emphasized that the quality of collaboration between the faculty and the practice teacher

strengthened the participation of preservice teachers (T5, T6, T7, T10).

Table 5. The fourth main theme - Opinions on faculty-school collaboration

4. Opinions on faculty-school collaboration

4.1. Opinions on the communication skills of team members (All participants)
4.2. Monitoring and evaluation of preservice teachers

4.3. Creating a data pool based on experiences - digital competence

In the fourth main theme of the study, which was related to the collaboration between the
faculty and school, the most noteworthy opinions included the importance of communication skills (all
participants), monitoring and evaluation of preservice teachers (T1, T6, T7, T8, T9), and creating a data
pool based on experiences, digital competence skills, and lastly, their desires and expectations of

working with teachers (T2, T3, T5, T6, T7, T8, T9). For example, T8 said,

"I have seen very few teachers who pay attention to physical adaptation, use of materials, and
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use technology effectively. For this reason, having a practice teacher certificate should not be
sufficient,... the physical capacity and other opportunities of the school can be added to the
evaluation criteria".

As a result, preservice teachers reported that the distinctive features for them to gain effective
teaching-based experience were the physical characteristics of the practice school and the professional
development opportunities provided to their teachers, as well as the duration and content of teaching
practice, the type of arrangements based on the collaboration of school and the faculty adopted during

the teaching practice, and the type and level of the school they are assigned for teaching practice.
Discussion

The findings obtained from this study, which included the opinions of preservice special
education teachers about the collaboration skills in the effective teaching process in practice and
observation courses, were classified under the four main themes of "Opinions on the program, Opinions

on the specialist staff, Opinions on professional development, Opinions on the faculty-school collaboration”..

In their opinions on the program, preservice teachers drew attention to the fact that the practical
courses needed to be designed so that they could observe what they had learned in theory and improve
effective teaching skills in the field in terms of professional competence. It was observed that they
suggested increasing the duration and especially using extracurricular times. This result coincided with
Severcan's (2007) opinion on the importance of teaching practices and theoretical knowledge to improve
education services' quality. His opinion is that preservice teachers should attain permanent and
effective gains by using the theoretical knowledge they had learned in the practice environments.
Therefore, it was believed that the willingness of preservice teachers to increase the hours allocated to
teaching practice stemmed from the opinion that they would have the opportunity to make observations
in these courses and experience how to make learning activities permanent and effective, and they could

use these experiences in their professional lives.

When it came to the specialist staff, preservice teachers expected them to share their knowledge
and experiences about the profession and wanted to observe their effective teaching skills in different
classrooms and other environments. Similarly, Giindogdu and Silman (2007) expressed that effective
teaching environments aimed to ensure that the learners obtained the highest benefit from the content.
In addition, teachers are expected to develop effective teaching plans and make instructional
adaptations considering individual differences in the context of professional competencies in the
teaching process, where teachers play a key role. It has been reported that teachers should structure the
lesson in an encouraging classroom climate by taking into account the opinions of each student to ensure
their active participation in learning (Aydin and Babacan, 2014; Giizel-Ozmen et al., 2012; Karakelle,
2005). According to the study results, preservice teachers believed that practice teachers had a
significant role, and they wanted to experience and observe effective teaching examples while working

with practice teachers to be successful in their professional lives.
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Preservice teachers expressed the opinion that stakeholder roles should be increased in the
collaboration of practice schools and faculties to improve effective teaching skills. It was a noteworthy
finding that they wanted to be included in the process as part of the collaborating team. According to
the OECD (2005) report, teacher competencies in higher education are defined as what preservice
teachers should know, understand, and demonstrate as professional skills when they finish learning. In
addition, some statements indicate that the quality of student achievements is related to teacher
competencies and the quality of education. Before starting the profession, preservice special education
teachers are also prepared for the profession by observing the classrooms during the teaching practice
and participation in the teaching practice. When they graduate, they use the knowledge and skills
they have acquired during their undergraduate education and participate in training programs to
learn about developments and new things. However, preservice teachers' skills and experience based
on available opportunities may be limited in a classroom environment where effective teaching and
cooperation are limited. Learning takes place based on the mutual communication between the
environment and the individual. When there is effective communication and cooperation in a classroom
environment, learning activities take place through observation, communication, and interaction. For
this reason, preservice teachers need to practice in different types and levels before the profession. The
literature emphasizes that preservice teachers, who practice in various special education classes before
their profession, develop their skills to collaborate effectively with the teachers in the field (Lave and
Wenger, 1991). Drawing attention to the relationship between the context and the environment where
learning takes place, Driscoll (2000) stated that the ideas and thoughts of other individuals were affected
by each other in practice environments. Therefore, the inclusion of preservice special education teachers
in school and classroom environments as guests may be limited in learning about professional
collaboration. Preservice teachers experience their role in collaboration through collaborative practices.
In classrooms with effective collaboration, the collaboration stakeholders learn the problem-solving
steps by interacting with each other (Friend and Cook, 2007). In short, preservice teachers, who observe
the collaborative practices of the group in the school or classroom environment, reflect these experiences
in their professional practices in the future and learn coping skills. In schools, preservice teachers
contribute to their perception of their future role as special education teachers by making sense of their
environment's culture, relations, and language (Griffin, 2012). Therefore, teachers working in the field
should collaborate with preservice teachers effectively. Collaboration does not only include the
interaction between the teacher and the preservice teacher but also plays a role in the inclusion of
students with special needs in education. Therefore, stakeholders in the teacher training system need to
make regulations to support learning, thinking, leadership, and teaching inside and outside the
classroom. Feedback based on the collaboration of the faculty and school has an important place to
ensure that preservice teachers and professional teachers can collaborate and reflect effective methods,

techniques, and strategies in their plans. The fact that preservice special education teachers receive
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feedback on their practices from both the teaching faculty members in the faculty and the practice
teacher with whom they participate in the teaching practice will provide multiple evaluations.
Accordingly, it will contribute to developing effective lesson plans by determining the teaching
methods and techniques in preparing the teaching plans and improving behavior management and

assessment skills.
Conclusion and Recommendations

As a result, it is noteworthy that the participants' opinions focused on the opportunities for
practice, monitoring, evaluation, and competence. Participants expressed their opinions on creating
opportunities for practice regarding the theoretical courses in special education undergraduate
programs and supporting pre-professional experiences in teacher education by establishing practice
research centers in universities to which faculties are affiliated. The participants also drew attention to
the systematic monitoring of preservice teachers and the preparation of more competent professionals
with the help of the teaching practice courses I and II offered in the senior year. The participants
recommended that teachers, who are responsible for carrying out teaching practice in prate schools,
should be provided with training programs that include monitoring and evaluations supported by more
descriptive quantitative and qualitative data and are participated by the faculty members, who
supervise the teaching practices in the faculties, in addition to certificate programs provided by the
Ministry of Education, which are very short and usually involve the presentation of contents and
modules or technical procedures to make MEBSIS entries. The participants suggested that practical
training programs supporting professional development should be planned during the semester, based
on the professional development needs of practice teachers, and stated that the field of specialization
and the level of assignment should be considered in these training programs. On the other hand,
preservice teachers expressed that they thought the collaboration of faculty and school was important;
however, the collaboration processes needed improvement. They mentioned that collaboration should
be planned to include families within the scope of the senior year teaching practices course. The
importance of academicians sharing the scientific knowledge of academicians with the school
administration, teachers, and families was emphasized in the opinions of preservice teachers about this
issue. In addition, they recommended that school administrators and teachers share their professional
experience with preservice teachers by participating in the theoretical courses of education faculties.
Another noteworthy result was to identify the inclusive schools where effective teaching was performed
and institutions where the collaboration of teacher and family was at the desired level and increase the
opportunities for practice in these schools. Regarding the collaboration of school and faculty,
academicians may create opportunities for preservice teachers to observe and gain experience in these
schools through activities such as workshops and projects. The participants mentioned the importance
of schools, which provide inclusive and qualified education services to their students with special needs

for preservice teachers. They also expressed their opinion that the Provincial-District National
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Education Directorates should support these institutions in the context of school-based professional

development plans, workshops, and project partnerships.

In summary, several recommendations can be made based on the opinions and experiences of
the preservice teachers. Technological contents suitable for the current world that will ensure the
collaboration of preservice teachers and professional teachers and improve their professional
competencies can be prepared. Web-based platforms can be created, and applications that allow
observation-experience sharing can be developed. The contribution of the collaboration of the
professional staff to the effective teaching process can be introduced by the Ministry of National
Education to the preservice teachers in their senior years through sample projects and workshops to be
organized, simulations, and virtual classroom practices. The scope of the monitoring and evaluation
activities of the faculties for the preservice teachers can be expanded. Opportunities can be created for
preparatory and supportive exchanges by ensuring the collaboration between the alumni monitoring
offices and the preservice teachers in their senior years. The experiences of the alumni and teachers who
have started their profession can be shared with the preservice teachers in their senior years, who have
recently graduated, and/or who are preparing for the profession. Certified training programs about
practice teaching provided by the Ministry of National Education can be structured collaboratively with
the support of the administrators in the Ministry of Education, as well as teachers with teaching practice

experience and academicians working in education faculties.

It is believed that the study results will contribute to the literature in terms of two main issues.
The first of these is the inclusion of the opinions of preservice teachers about the level of support they
receive through teaching practices and how they are prepared for the profession, and the other involves
how teachers, who carry out teaching practices in schools, are prepared for this process, their
expectations from coordinators in the faculties, and the effective practices and supports regarding

professional collaboration from the perspective of preservice teachers.
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Egitim Ogretim faaliyetlerinde hedeflere ulasmak igin 6grenenlerin etkili bir sekilde 6grenmeyi
gergeklestirmesi ve 6grendikleri bilgileri yasantilarina uygun hale getirmesi gerekir. Bu nedenle “nasil
daha iyi ve daha etkili 6grenme saglanir?” sorusuna cevap bulabilmek icin bilimsel ¢alismalar
yapilmaktadir (Yilar ve Simsek, 2016). Hizla degisen bilgi caginda, egitim programlar: da degisen bilgi
ve teknoloji ile birlikte degisime ugramistir. 2005 yilina kadar ders 6gretim programlarinda geleneksel
egitim yontemleri agirlikta iken, glintimiizde egitim programlarinin temelini yapilandirmaci 6grenme
yaklasimi1 olusturmaktadir. Yapilandirmaci egitim programinda amag 6grenciye bilgi yiiklemek degil,
ogrenci merkezli 6grenme ortamlar: olusturmaktir. Bayrak¢eken, Doymus ve Dogan’a (2015) ve Sozen’e
(2019) gore son donemlerde program gelistirme {izerine yapilan arastirmalar her ne kadar
yapilandirmaciliga yonelik olsa da 6gretmenlerin geleneksel 6gretim yontemleri ile bilgiyi aktarmay1

siirdiirdiikleri ve 6grencilerin ise 6grenme ortamlarinda pasif kaldiklar1 bilinmektedir.

Yapilandirmaci 6grenme yaklasiminin odak noktasinda 6grenci bulunmakta, 6grenciler de
Ozgiir ve demokratik smif ortamlarinda, giinliik yasamda karsilasabilecekleri sorunlari bizzat kendileri
¢ozerek, gerekli bilgileri olusturmaktadirlar (Doganay, 2014). Bireylerin kendilerine anlatilan olaylar
daha kolay bir sekilde unuttugu, yasadiklar: olaylar ise kolay kolay unutmadiklar: belirtilmektedir. Bu
nedenle de 6grencilere 6grenecekleri konular1 gercek hayata uygun yasant1 diizenekleri hazirlayarak
kazandirmak daha dogru olacaktir (Kartal ve Ozbek, 2016). Bireyler edindikleri bilgileri kendileri

yeniden yapilandirarak anlamli hale getirdigi icin 6grenme ortaminda aktif bir rol oynamaktadir.

Yapilandirmaci 6grenme siirecinde 6grenenin bilgiden nasil bir anlam ¢ikardig1 énem tasir.
Yapilandirmaci egitim siirecinde 6grenme ortami, bilgilerin aktarildig: bir yer degildir. Sorgulama,

arastirma, diislinme, sorun ¢ézme ve 6grenme becerilerinin gelistirildigi yerdir (Akinoglu, 2004).

Ogretim programlarinda meydana gelen degisiklikler Cografya dersinde de goriilmiistiir.
Yapilandirmaci yaklasim temeline gore hazirlanan Cografya Dersi C)gretim Programi'nda elestirel
diistinme, karar verme, gozlem becerisi, cografi sorgulama, degisim ve siirekliligi algilama, zamam
algilama, kanit kullanma vb. beceriler bulunmaktadir. Cografya 6gretiminin amaci, 6grenenlerin yakin
cevresinden baglayarak iilkemiz ve tiim diinya ile ilgili cografi biling¢ kazanmalarmni, gelecekteki
yasantilarinda daha etkin bir sekilde kullanabilecekleri bir donanima sahip olmalaridir (MEB, 2005;
MEB, 2018). Aktif 6grenme yontemlerinde arastirma, sorgulama, elestirel diisiinme gibi becerilerin
kullanildig1 6grenme ortamlar segildigi i¢in Cografya dersi aktif 6grenme yontemlerinin kullanilmasi
agisindan oldukga uygun bir derstir. Ogretmen dersi planlarken konuya uygun 6gretim yontem ve
tekniklerini segmelidir. Bilgiyi aktarmak, 6grencilere kitapta yer alan bilgileri ezberletmek yerine, aktif
ogrenmeye dayali etkinliklere 6grenme siirecinde yer vermelidir. Ogrencilerin bilgiyi kendisinin
yapilandirmasinin beklendigi bu yaklasima en uygun yontemlerden biri de isbirligine dayal

ogrenmedir (Aydin ve Glingordii, 2016).
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Ogrenme ortaminda ogrenciler {i¢ farkli bicimde birbiriyle etkilesir. Yarigmaci dgrenme
ortamlarinda Ogrenciler sinifta en iyi olabilmek icin birbiriyle yarisarak etkilesimde bulunurken,
bireysel 6grenme ortamlarinda ogrenciler digerlerinin basar1 ya da basarisizliklariyla ilgilenmezler.
Ogrenme amaclar1 dogrultusunda bireysel olarak calisirlar. Isbirligine dayali grenme ortamlarinda ise
ortak 0grenme hedeflerini gerceklestirmek icin birbirlerine destek olurlar. Arkadaslar1 amaglarini
gerceklestirmedigi siirece kendisinin de basarili sayillamayacag bilinci ile sinif arkadaslariyla igbirligi
yaparak etkilesimde bulunurlar (Yilmaz, 2001). Isbirligine dayali 6grenme ortamlarinda olusturulan
gruplar, yarismaci gruplarla ya da bireysel ¢abalarla kiyaslandiginda yiiksek basari, daha iyi iligkiler,
sosyal ve kisisel giiven, daha fazla dikkat ve giidiilenme gibi tipik sonuclar ortaya ¢tkmistir (Aydin ve

Glingordii, 2016).

Isbirlikli 6grenme, 6grenenlerin 6grenme ortaminda kiiciik gruplar halinde, ortak bir hedefe
ulagsmak i¢in birbirlerinin 6grenmelerine yardimci olduklari bir 6grenme yontemidir. Ancak her grupla
dgrenme isbirlikli 5grenme degildir. Ogrencileri gruplara ayirmak, onlarin bir arada birlikte galismasim
saglamak isbirligi degildir. Isbirligine dayali 6grenmenin diger grup calismalarindan farki ortak
hedeflere ulasmak i¢in “ya hepimiz batariz ya da hepimiz yiizeriz” prensibiyle birlikte hareket etmeleri,

birbirlerinin 6grenmelerine destek olmalaridir.

Cografya Ogretmenlerinin, 6gretim siirecinde igbirligine dayali 6grenme yontemlerini nasil
planlayacaklar: ve uygulayacaklar: konusunda rehber olabilmek amaciyla bu arastirma hazirlanmistir.
Derste 6grencilerin aktif olmasina dayali cografya dersi 6gretim programui isbirligine dayali yontemleri
desteklemekte ve yapilan arastirmalarda (Aydin, 2004; Aydin, 2009; Coskun, 2004; Ilgar ve Babacan,
2012; Kogyigit ve Engin, 2019; Ozbas, 2006; Oziinal, 2017; Sezer ve Tokcan, 2003; Sen Sahin, 2011; Simsek,
2007) isbirligine dayali 6grenmenin farkli tekniklerine yer verilmektedir. Arastirmada jigsawin alt
tekniklerinden biri olan konu jigsaw1 teknigi incelenmis ve bu teknik ile zenginlestirilmis bir uygulama
ornegi sunulmustur. Cografya oOgretimde isbirlikli 6gretim yontemleri ile ilgili bir¢ok arastirma
bulunmasina ragmen konu jigsawi ile ilgili herhangi bir ¢alismanin olmamas: dolayisiyla yapilacak

arastirmalara katki sunmas1 umulmaktadir.
Yontem

Calismada nitel aragtirma yontemlerinden dokiiman incelemesi ile yiiriitiilmiis ve betimsel
analizi yapilmistir. Dokiiman incelemesi, basili ve elektronik belgelerin gozden gecirilmesi veya
degerlendirilmesi amaciyla kullanilan sistematik bir yontemdir (Corbin ve Strauss, 2008). Nitel
arastirmalarda Onemli olan verilerin gecerliligi ve dogrulugudur. Nitel arastirma yontemlerinde
dokiiman incelemesi tek bagina yeterli olabilecegi gibi diger veri toplama yontemleri ile birlikte de
kullanilabilir (Yildirim ve Simsek, 2011). Genel tarama ve igerik ¢oziimlemesi olmak {izere iki ayr1

amach tiirti bulunmaktadir (Karasar, 2005).
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Elde edilen verilerin aragtirmaci tarafindan dnceden belirlenmis temalara gore 6zetlenmesi ve
yorumlanmasini igeren betimsel analiz ile amag, bulgular1 okuyucuya tamamen vermek yerine

0zetlenmis ve yorumlanmis bir sekilde sunmaktir (Dawson, 2009).
Isbirligine Dayali Ogrenmeye Yénelik Bulgular

1§birligine dayali 0grenmenin temeli ¢ok eskilere dayanmaktadir. Talmud, 6grenmenin
gerceklesmesi i¢in bir 6grenme ortaginin olmasi gerektigini savunmustur. Birinci yiizyilda Quintillion,
Ogrencilerin birbirlerine 6greterek 6grenmelerinin faydali olabilecegini belirtti. Romali filozof Seneca,
“Qui Docet Discet” (6gretirken iki kez 6grenirsiniz) diisiincesi ile isbirligine dayali 6grenmenin 6nemini
belirtmistir (Johnson ve Johnson, 2005). 1700lerin sonunda Joseph Lancastev ve Andrew Bell
Ingiltere’de isbirlikli 6grenme gruplarinin kapsamli olarak kullanimini gergeklestirmislerdir. Isbirlikli
O0grenme goriisii Amerika’da 1806 yilinda Lancastrian okulunun agilmasiyla kabul gérmdis, 18. yiizyilda
Rousseu’'nun, 19. yiizyilda Pestalozzi'nin, 20. yiizyilin basinda Dewey’in Ogretilerinin merkezinde
bulunmustur (Aydin ve Giingordii, 2016). 1950’lerde temel bir fikir olarak benimsenen isbirlikli
o0grenme ile ilgili literatiirde rastlanan ilk makaleler (Deutsch, 1949) 20 y1l kadar ¢ok dikkat cekmemistir.
1970"lerin baginda Amerikan {iniversitelerinde (Minnesota Universitesi) siuflarda uygulanmaya
baslamugtir (Bruffee, 1984; Gaillet, 1992; A¢ikgdz, 2003). Isbirlikli 6grenme ile ilgili aragtirmalarin sayisi

ve kalitesi bu tarihten sonra hizla artmaya baglamistir. (Slavin, Hurley ve Chamberlain, 2003).

Son yillarda isbirligine dayali 6grenmeye ilginin artmasinin sebeplerini A¢ikgoz (2003) su
sekilde agiklamistir. Igbirlikli 6grenmenin kaygi, giidiilenme, tutum vb. duyussal nitelikler {izerinde
olumlu etkileri goriilmektedir. Bilissel 6grenme {iriinleri ve siiregleri {izerinde de olumlu etkileri

bulunmaktadir. Isbirligine dayali grenme ile olumlu bir 6§renme ortami olugsmaktadir.

Isbirlikli 6grenme, “Biligsel Gelisim”, “Davraniscl” ve “Sosyal Kargilikli Bagimlilik” kuramlari
iizerine temellendirilmistir. Bilissel gelisimsel bakis acis1 biiyiik 6lgtide Piaget ve Vygotsky'in teorilerine
dayanur. Piaget'nin calismalari, bireylerin ¢evre tizerinde isbirligi yaptigi durumlarda, biligsel
dengesizlik olusturan sosyobilissel catismanin meydana geldigi durumdan yeni bir denge durumuna
geciste bilissel gelisimi tesvik ettigi varsayimina dayanir. Vygotsky bilginin sosyal oldugunu, 6grenme,
anlama ve problemleri ¢d6zmek icin isbirligine dayali ¢abalarin 6énemini vurgulamistir. Davranisci
kuram, grup gliclendiricilerinin ve 6diillerin 6grenme {izerindeki etkisine odaklanir. Sosyal karsilikl
bagimlilik kuraminin temelleri 1900lerin baslarina dayanir. Gestalt Psikoloji Okulu'nun
kurucularindan Kurt Koffka’ya gore gruplar, iiyeleri birbirine bagimli, dinamik biitiinlerdir. Kurt
Lewin, 1920’lerde ve 1930'larda Koffka'nin diisiincelerini gelistirmistir. Bir grubun &ziiniin iiyeler
arasindaki karsilikhi bagimlilik oldugunu, grubun dinamik bir biitiin oldugunu, bdylece herhangi bir
ilyenin veya alt grubun durumundaki bir degisikligin bagka bir iiyenin veya alt grubun da durumunu
degistirdigini, ortak hedeflere ulasmak igin grup {iiyelerinin birlikte hareket etmeleri gerektigini
vurgulamistir. 1940’larin sonunda Morton Deutsch, Lewin’in sosyal karsilikli bagimlilig: isbirligi ve

rekabet teorisi olarak kavramlastirdi (Johnson ve Johnson, 2002). Pozitif (isbirlikli) karsilikl: bagimlilik,
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bireylerin grubun hedeflerine ulagsma ¢abalarini tesvik edip, 6grenmeyi kolaylastirirken, olumsuz
karsilikli bagimlilik rekabet olarak algilanirsa grup iiyeleri arasinda mubhalif etkilesimle sonuglanir

(Choi, Johnson ve Johnson, 2011).

Isbirligine dayali &grenme aragtirmacilar tarafindan farkli sekillerde tanimlanmustir.
Ogrencilerin kiiciik ve heterojen gruplar halinde birlikte calisarak ve ortak bir hedef dogrultusunda
birbirlerinin 6grenmesine yardim ederek 6grenmeyi gerceklestirme siirecidir (A¢ikgoz, 2003). Slavin
(1995), igbirlikli O6grenmeyi Ogrencilerin kii¢lik gruplarda birlikte calistiklari, akademik olarak
belirlenen hedefe ulasmak i¢in birbirlerinin 6grenmelerine yardimcr olduklar: bir 6gretme yontemi
olarak tanimlamustir. Felder ve Brent'e (2007) gore, eglenerek 6grenmeyi en iist diizeye ¢ikaran grup
caligmalarini igeren bir 6gretme yontemidir. Isbirlikli 6grenme, kiiciik gruplarda égrencilerin kendi ve
birbirlerinin 6grenmelerini en iist seviyeye ¢ikarmak igin birlikte calistiklar1 6gretim yontemidir.
Isbirlikli 6grenme durumlarinda dgrenciler, 6grenme hedeflerine ancak 8grenme grubundaki diger

Ogrencilerde 6grenmeyi gerceklestirirse ulasabileceklerini bilirler (Johnson ve Johnson, 2005).

Biitiin bu tanimlardan yola ¢ikarak, isbirlikli 6grenmeyi 6grencilerin kiigiik, heterojen gruplarla
ortak bir hedef dogrultusunda “ya hepimiz batariz ya da hepimiz yiizeriz” prensibiyle hareket ederek

birbirlerinin 6grenmelerine yardim ettikleri bir 6grenme yontemi seklinde tanimlanabilir.
Isbirligine Dayali Ogrenme Teknikleri:

i§birligine dayali 6grenme birden fazla yontemi icinde barindirmaktadir. Isbirlikli ogrenme
ozelliklerinin ve ilkelerinin uygulanmasina elverisli bir¢ok isbirlikli 6grenme teknigi gelistirilmistir
(Acikgoz, 2003). Bu boliimde isbirligine dayali 6grenme tekniklerinden “Konu Jigsaw1” ayrintili olarak
ele almacaktir. Tablo 1'de isbirlikli 6grenme tekniklerinden en yaygin olarak kullanilanlar, teknigi

gelistiren arastirmacilar ve gelistirdikleri tarihler birlikte verilmistir.

Tablo 1. Isbirlikli 63renme teknikleri

Teknigi Gelistiren Tarih Teknik

Johnson & Johnson 1960’larin ortalar: Birlikte Ogrenme

DeVries & Edwards 1970’]erin bas1 Takim-Oyun-Turnuva

Sharan & Sharan 1970’]erin ortalar1 Grup Aragtirmasi

Johnson & Johnson 1970’1erin ortalar1 Akademik Celigki

Aronson & Associates 1970’]lerin sonu Jigsaw

Slavin ve arkadasglar 1970’1erin sonu Ogrenci Takimlar1 Basar1 Boliimleri

Cohen 1980’1erin bas1 Karmagik Ogretim

Slavin & Associates 1980’1erin bas1 Hizlandirilmig Takim Ogretimi

Kagan 1980’lerin ortalar1 Isbirligi-igbirligi

Stevens, Slavin, & Associates 1970’1erin sonu Birlestirilmis Isbirlikli Okuma ve
Kompozisyon

Acikgoz 1990’larin bas: Birlikte Soralim Birlikte Ogrenelim

Kaynak: Johnson, Johnson ve Stanne, 2000
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Jigsaw (Ayrlip Birlestirme Teknigi)

Ayni smifta 0grenim goren Ogrenciler arasindaki rekabetin yerine isbirligini tesvik etmek
amaciyla 1978 yilinda Eliot Aronson tarafindan gelistirilmistir (Hedeen,2003). Bu teknikte konu ya da
gorevin farkli boliimleri, heterojen olarak olusturulmus her bir grubun iiyeleri arasinda paylastirilir.
Ogrenciler birbirleriyle iletisim iginde hem kendi 6grenmelerini saglamak hem de gruptaki diger
arkadaslarinin 6grenmelerine destek olmak amaciyla bir araya gelirler (A¢ikgoz, 2003). Ogrenilecek
olan iinite alt boliimlere (konulara) ayrilir. Gruptaki her 6grenci alt konulardan bir tanesini 6grenmek
iizere seger ve uzmanlik gruplarmi olusturur. Uzmanlik gruplarinda grup arkadaslariyla derinlemesine
konuyu 6grendikten sonra kendi gruplarina donerler ve asil gruplarindaki arkadaslarina konuyu
O0gretmeye calisirlar. Grubun tiim iiyeleri 6grenmeyi tamamladiktan sonra {initenin tamamini kapsayan
bir izleme testine tabi tutulurlar. Bu testten aldiklar1 puanlar grup notu olarak degil bireysel not olarak

degerlendirilir (Senemoglu, 2013).

Isbirligine dayali 6grenme yontemlerinin ilki olan Jigsaw tekniginin (Slavin, 1985), bircok alt
teknigi gelistirilmistir. Temelde ayni1 olmalarina ragmen farkli uygulama asamalarina sahip oldugu igin

farkl isimlerle adlandirilmistir. Tablo 2’de jigsaw teknigi modellerine yer verilmistir.

Tablo 2. Jigsaw teknigi modelleri

Jigsaw modelleri Ortaya ¢ikisi Gelistiren
Jigsaw I 1978 Aronson vd
Jigsaw II 1986 Slavin
Jigsaw II 1994 Stahl
Jigsaw IV 1995 Holliday
Reverse Jigsaw 2003 Hedeen
Konu Jigsaw1 2007 Doymus

Doymus (2007) tarafindan gelistirilen konu jigsawi, diger jigsaw tekniklerinden farkli
uygulama asamalar1 icermektedir. Birinci asamada, 6grenilmesi hedeflenen {inite, alt konulara ayrilir
(6rnegin; sicaklik, basing, riizgar, nem ve yagis) ve alt konu sayis1 kadar birinci konu gruplar
olusturulur. Olusturulan gruplara bir konu verilir. Her 6grenci kendi konusunu arastirir, raporunu
tamamlar. Her gruptan rastgele bir 6grenci secilerek hazirladiklar1 raporu sunmalari istenir. Tkinci
asamada, iki farkli konu bir araya getirilerek yeni konu gruplar olusturulur (6rnegin; sicaklik-basing,
riizgar-nem ve yagis). Bu yeni gruplar, birinci konu gruplarindaki 6grenci sayisinin yarisindan olusur.
iki farkli konuyu 6grenmek icin bir araya gelen grup kendi konusunu arastirir. Raporlarim hazirlar ve
her gruptan rastgele bir 6grenci segilerek sunum yapar. Ugiincii asama, bir iinite grubu olusturmak igin
ikinci ders gruplarinin (6rnegin; sicaklik, basing, riizgar, nem ve yagis) her birinden bir 6grenci
se¢mektir. Unitenin tamamim birlikte calisan 6grenciler 6grenmeyi gerceklestirdikten sonra bireysel

olarak sinava alinir (Doymus, 2007).
Konu Jigsaw1 Teknigi ile Zenginlestirilmis 9. Sinif Cografya Dersi Uygulama Ornegi

Ogrenme Alanu: Beseri Sistemler
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Kazanimlar:
9.1.11. Iklim elemanlarinin olusumunu ve dagilisini aciklar.

a) Iklim elemanlarina ait temel kavramlara ve iklim elamanlarini etkileyen faktorlere yer

verilir.
b) Iklim elemanlarinin giinliik hayata etkilerine 6rnekler iizerinden yer verilir.

¢) Yasanilan yerdeki iklim elemanlarina ait verilerden yararlanilarak tablo ve grafikler cizilir

ve giinliik hayatla iliskilendirilir.
Uygulama Asamalar::

1. On hazirlik: Konu jigsawi teknigi ile 6gretime baslamadan 6nce dgrencilere teknik hakkinda bilgi
verilir. Oncelikle 6gretmenin teknik ile ilgili ayrintili bilgiye sahip olmasi ve bu teknigi konuya nasil

adapte edebilecegini bilmesi gerekir.

2. Materyallerin hazirlanmasi: Uygulamaya baglamadan 6nce calisma yapraklari, cevap kagitlar ve
konu testi 6gretmen tarafindan 6nceden hazirlanir. Calisma yapraklarinda konu ile ilgili her tiirlii
alistirma bulunabilir. Hedeflenen kazanimlara ne 6l¢giide ulagildigini belirlemek ve 6grencilerin gelisme

puanlarmi belirlemek i¢in ¢oktan se¢meli sorular hazirlanmalidir.

3. Gruplar: olusturulmasi ve konunun béliinmesi: Teknigin uygulanacagi sube belirlendikten sonra,
ogrencilerin 6n testten aldiklar1 puanlar dikkate almarak basari siralar1 belirlenir. Basar1 sirasindan
yararlanilarak, cinsiyetleri dikkate alinarak, sosyo-kiiltiirel Ozelliklerine gore ve heterojen olarak

gruplar meydana getirilir.

Ayrica 6grenilmesi hedeflenen iklim elemanlar1 konusu 4 alt basliga ayrilarak dorder kisiden
olusan asil gruplar olusturulur. Gruplarin olusturulmasinin ardindan iklim elemanlar: konusunun alt
basliklar1 grup {iyeleri arasinda paylastirilir, konu ile ilgili 6n aragtirma yapmalar1 i¢in 6grencilere siire
verilir. Her 6grenci bu konuyu derinlemesine 6grenme ve diger grup arkadaslarinin 6grenmesine

yardimci olma sorumlulugunu iistlenmistir.

Tablo 3. Iklim elemanlar: calismasinda olusturulan asil gruplar

Asil Gruplar
Konu 1. Asil Grup 2. Asil Grup 3. Asil Grup 4. Asil Grup
Sicaklik S1 52 S3 S4
Basing Bl B2 B3 B4
Riizgarlar R1 R2 R3 R4
Nem ve Yagis NY1 NY2 NY3 NY4

Tablo 3'te goriildiigii gibi her grubu temsilen rakam verilir, gruptaki her 6grenciye 6grenmesi
gereken konuyu hatirlatacak harf verilir. Ornegin, “S1” 1. asil grubu ve &grencinin uzmanlagmasi
istenen sicaklik konusunu temsil etmektedir. Ogrencilerin asil gruplarma ayrilmasindan sonra

olusturulan takimlar su sekildedir:
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1. Asil Grup: S1, B1, R1, NY1 kodu verilen 6grenciler

2. Asil Grup: 52, B2, R2, NY2 kodu verilen 6grenciler
3. Asil Grup: S3, B3, R3, NY3 kodu verilen 6grenciler
4. Asil Grup: 54, B4, R4, NY4 kodu verilen 6grenciler

Ogrenmesi gereken alt basliklar1 alan Ogrenciler, kendilerine taninan siire igerisinde asil
grubunda kalarak konunun aragtirmasini yapar ve rapor hazirlar. Ogrencilerin arastirma yapip
yapmadiklarmi kontrol edebilmek amaciyla rastgele bir 6grenci segilir ve hazirladig1 raporu sunmasi

istenir.

4. Uzmanlik Gruplarr: Asil gruplarda yapilan sunumlarin ardindan biitiin gruplardan farkh iki alt
bashgr alan Ogrenciler bir araya getirilerek yeni bir uzman grup olusturulur. Uzman gruplarda

ogrencilerin iki alt basliga hazirlanmasi saglanir.

Tablo 4. Iklim elemanlar: calismasinda olusturulan uzman gruplar

Uzman Gruplar

Konu 1.Uzman Grup 2. Uzman Grup 3. Uzman Grup 4. Uzman Grup
Sicaklik S1 52
S3 54
Basing B1 B2
B3 B4
Riizgarlar R1 R2
R3 R4
Nem ve Yagis NY1 NY2
NY3 NY4

Uzman konusuna gore S1, 52/S3, 54 6grencileri B1, B2/B3, B4 6grencilerine sicaklik konusunu;
B1, B2/B3, B4 Ogrencileri ise S1, S2/S3, S4 dgrencilerine basing konusunu 6gretmekle sorumludur.
Ogrencilerin is birligi icerisinde birbirlerinin 6grenmelerine yardimeci olmasmin ardindan 1. uzman
grup (S1, S3, B1, B3) ile 2. uzman grup (S2, S4, B2, B4) sicaklik ve basing konularinda uzmanlasmaya
calisirlar. R1, R3/R2, R4 6grencileri riizgarlar konusunu NY1, NY3/NY2, NY4 6grencilerine 6gretmeye;
NY1, NY3/NY2, NY4 6grencileri ise R1, R3/R2, R4 ogrencilerine nem ve yagis konusunu 6gretmeye
calisir. Ayni sekilde 3. uzman grup (R1, R3, NY1, NY3) ile 4. uzman grup (R2, R4, NY2, NY4) birlikte
ogrenmenin sorumlulugunu alarak riizgarlar ile nem ve yagis konularinda uzmanlasmaya calisir.
Ogretmen tarafindan kazarmima uygun olarak hazirlanan etkinlik kagitlar1 6grencilere verilir ve uzman

gruplarda yer alan 6grenciler kendi aralarinda konuyu tartigirlar.

1. ve 2. Uzman Gruplar: Sicaklik ve basing konusu iizerine uzmanlasmak igin bir araya gelen

ogrencilerden olusmaktadir. Ogretmen tarafindan etkinlik kagitlar1 hazirlanir.
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4 3\

|
4 3\

Yeryiiziinde sicakligin |
dagilisini etkileyen p 2
faktorler

| J/
4 3\
| J/
4 3\
| J/
4 3\
| J/

2. Deniz kiyisindan yukariya dogru hareket eden bir daga

yamag boyunca hangi hava olaylarini gozlemlemistir?

3. Okyanus
akmtilarinin
sicaklik {izerindeki
etkisini Orneklerle

aciklaymniz.

w— SOQuk su akintisi
g Sicak su akintisi

Sekil 1. Tklim elemanlarindan sicaklik konusu ile ilgili 6rnek ¢alisma kagidi
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Sicakligin arttig1
yerlerde atmosferi 1. cikis
olusturan gazlarin
yogunlugu azalir

ve basincin

azalmasina sebep \ Y
N

D olur. 2. cikis
Normal atmosfer |-~
basinc1 ekvatorda
deniz seviyesinde
1013 mb olarak D
ifade edilir. Sicakliga
/ h Y bagl olarak / 3. ks
D S dinamik
y basing
Atmosferi olusturan merkezleri \ v
gazlarin yeryiiziine olusur.
uyguladig1 agirhiga 4. cikis
hava basina denir.
\ Algak basing D
Y alanlarinda / 5. cikis
al alcalici hava
\ / D hareketi yaganur.
Yercekiminin \ Y
etkisiyle
ekvat}(;rda basing 6. cikis
daha fazladur.
AN
Y D

\ Yiikselti arttikga / 7. cikis

basing artar.

Sekil 2. Tklim elemanlarindan basing konusu ile ilgili 6rnek calisma kagidi

Bu gruptaki 6grenciler konuyu kendi aralarinda tartisirlar.

o Sicaklik ve 1s1 ne demektir?

¢ Yeryiiziinde sicakligin dagilisini etkileyen faktorler nelerdir?

¢ Giines 1sinlarinin dik ya da egik acryla gelmesinin sicaklik {izerinde ne gibi bir etkisi vardir?

e Kara ve denizlerin 1sinma farkinin etkileri nelerdir?
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e Yeryiiziinde hava basincinin dagilisinin farklilik géstermesindeki sebepler nelerdir?

¢ Yiiksek ve al¢ak basing alanlarinin sahip oldugu 6zellikler nelerdir? gibi sorular uzman grupta
yer alan 6grenciler tarafindan tartisilarak sorulara cevap aranir. Konu ile ilgili 6gretmenin hazirladig:

etkinlik kagitlar1 yapilir, 6grencilerin arastirma yapmast saglanir.

3. ve 4. Uzman Gruplar: Riizgar, nem ve yagis konusunda uzmanlasmak amaciyla bir araya gelen
ogrencilerden olusur. Konunun kazanimlarina uygun olarak 6gretmen tarafindan etkinlik kagitlar:

hazirlanir.

Yukandaki gekiller hangi vagig tiiriinii temsil etmektedir. Olugumlanm karplaghrdifimzda

nasil bir benzerlikten s&z edebilirsiniz?

Agagida yer alan ciimleleri kutucuklarda ver alan kelimelerle eglestiriniz.

ciy KIRAGI KIRC YAGMUR KAR DOoLU
1. Sicakhk 0°C'nin dizerinde oldufunda nemin su damlaaklan geklinde yofusmas: ve

vere diigmesiyle olugur.

2. Siwcaklik 0°C'nin alhndavken hawva kiitlesinin iginde ver alan nemin verde ¢ok sofumusg
otlar, aga¢ dallan gibi cisimler fizerinde buz kristali geklinde yoZusmas ile olugur.

3. Swcakhk 0°C'nin iizerinde iken hawva kiitlesindeki nemin yerdeki sofuk cisimler
iizerinde su damlacklan seklinde yogusmas ile olugur.

4. Sicaklhk 0°C'min altinda iken nemin bulutlarda buz kristalleri geklinde yoSusup vere
diigmesivle olugan yvagz tiriidiir.

5. Swcakbfin ajin derecede diigtifil glinlerde riizgdrh hawva igindeki nmemin cisimler
iizerinde yogusmasi ile olugur. f[gne taneleri veva cisimleri tamamen kaplavan
katmanlar hilinde goriiliir.

6. Havarun aniden yiikselerek sofumasi sonucunda 0°C'nin altinda meydana gelen

vofusma tiriine denir.

Sekil 3. Iklim elemanlarindan yagis konusu ile ilgili galisma kagidi 6rnegi
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Mistral Kutup Hamsin Dag- vadi Samyeli
riizgarlar meltemi
Muson Bat1 riizgarlar Fohn Krivetz Etezien
riizgarlari
Bora Sirokko Kara-deniz Tropikal Alize
meltemi riizgarlar riizgarlar

Yukandakilerden hangisi/hangileri Akdeniz Havzasi'nda etkili olan sicak yerel riizgarlardandir?

2. Yukaridakilerden hangisi/hangileri sarmal hareketler yaparak hortumlar ve kasirga denilen siddetli
riizgarlan olusturur?
Yukandakilerden hangisi/hangileri yil boyu aymi yonde ve siirekli eser?
Yukandakilerden hangisi/hangileri gece ve glindiiz aras: sicaklik farkina bagli olarak ortaya gikan
riizgarlardir?

5. Yukandakilerden hangisi/hangileri Akdeniz Havzasi'nda etkili olan soguk yerel riizgarlardandir?

6. Yukandakilerden hangisi/hangileri kara ve denizlerin farkli 1sinma farkina bagl olarak olusan
riizgarlardandir?

7. Yukandakilerden hangisi/hangileri orta kusak karalarinin bat kiyilarina yags birakir?
Yukandakilerden hangisi/hangileri 60° enlemlerinde karsilasarak bu alanda y1l boyu etkili cephe alam
olusturur?

Sekil 4. Iklim elemanlarindan riizgar konusu ile ilgili 5rnek ¢alisma kagidi

Bu grupta yer alan 6grenciler kendi aralarinda konuyu tartisirlar.
¢ Riizgarin esis yoniinii hangi faktorlere baglh olarak degisir?
¢ Yer sekillerinin diiz ya da engebeli olmasi riizgarin esis yoniinii nasil etkiler?

e Riizgarin hizi her yerde ayni midir? Hangi faktorler riizgarin hizinin degismesi iizerinde

etkili olur?
¢ Kis musonu yagis getiri mi? Neden?
¢ Meltem riizgarlar: neden iklimi etkilemez?
o (iy, kirag ve kirg arasinda fark var midir?

¢ Donenceler ¢evresi neden az yagis alir? gibi sorulara cevap arayan 6grenciler ayni zamanda

konu ile ilgili aragtirma yapar.

Yapilan calismalar 6gretmen tarafindan gozlemlenir ve kontrol edilir. Ogrencilerin beraber
dogru yaniti bulamadig1 durumlarda, 6gretmen gerekli yardimlarda bulunabilir. Grup ¢alismalar:
boyunca 6gretmen rehber gorevini {istlenmektedir. Konuyu derinlemesine 6grenmeye ve arkadaslarina
nasil 6greteceklerini birlikte karar vermeye galisan uzman gruplar rapor hazirlar. Ogretmen yine uzman

gruplardan rastgele 6grenci segerek ¢alistiklar: konuyu sunmasin ister.

5. Grup ici dgretim: Bu asamadan sonra uzman gruplarda 6grenmeyi gerceklestiren dgrenciler asil
gruplarina donerler. Farkli iki konuyu calisan 6grenciler birlikte {initenin tamamini is birligi iginde

calisirlar ve uzmani olduklar1 konularda birbirlerinin 6grenmelerine yardim ederler.
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Tablo 5. Uzman gruplarda yer alan 6grencilerin asil gruplara doniiste 6grenecekleri konular

Ogrenci Uzman Konusu Oprenecegi Konu
S1-B1 Sicaklik-Basing Riizgar-Nem ve Yagis
R1-NY1 Riizgar-Nem ve Yagis Sicaklik-Basing

52-B2 Sicaklik-Basing Riizgar-Nem ve Yagis
R2-NY2 Riizgar-Nem ve Yagis Sicaklik-Basing

S3-B3 Sicaklik-Basing Riizgar-Nem ve Yagis
R3-NY3 Riizgar-Nem ve Yagis Sicaklik-Basing

54-B4 Sicaklik-Basing Riizgar-Nem ve Yagis
R4-NY4 Riizgar-Nem ve Yagis Sicaklik-Basing

Ogrenciler konuyu birlikte ¢alistiktan sonra raporlarini hazirlar. Ogretmen yine gruplardan

rastgele 6grenci segerek calistiklar1 konuyu sunmasin ister.

6. Degerlendirme: Calisma sonrasinda ogrenciler bireysel olarak siava tabi tutulur. Sinav konulari
biitiin alt konular1 kapsayacak sekilde olmalidir. Sinav sonrasinda eksiklikleri belirlenen 6grenciler
gruplarina -6grenemedigi alt baslig1 tekrar calismasi igin- gonderilir. Grup calismasi tamamlandiktan
ve Ogrenmenin gergeklestiginden emin olduktan sonra grup olarak tekrar bireysel degerlendirme

yapilir.
Konu Jigsaw1 Teknigi ile Zenginlestirilmis 11. Sinif Cografya Dersi Uygulama Ornegi
Ogrenme Alanu: Begeri Sistemler
Kazanimlar:
11.2.17. Tiirkiye'nin madenleri ve enerji kaynaklarmin dagilisin agiklar.

a) Madenlerin ve enerji kaynaklarinin baslica 6zelliklerine (rezerv, kullanim alanlar1 vb) yer

verilir.
b) Madenlerin ve enerji kaynaklarmin dagilisinin harita tizerinden gosterilmesi saglanur.

c¢) Ulkemizde yasanan maden kazalarmna deginilerek madenlerde alinmasi gereken is saghg1

ve giivenligi 6nlemlerine yer verilir.

11.2.18. Tiirkiye’nin maden ve enerji kaynaklarinin etkin kullanimini iilke ekonomisine katkis1

agisindan degerlendirir.
Uygulama Asamalar::

1. On hazirtik: Uygulanacak 6gretim teknigi ile ilgili 6grenciler bilgilendirilir. Ogrenme ortami

Ogrencilerin isbirligi ile 6grenmelerini saglayacak bigimde hazir hale getirilir.

2. Materyallerin hazirlanmasi: Uygulamay1 yapacak olan cografya Ogretmeni, uzman gruplarin
iizerinde calismasi amaciyla etkinlik kagitlar1 hazirlar. Ayni zamanda konu basari testi, konu ile ilgili
ek materyaller hazirlanir. Calisma yapraklarinda 6grencilerin hangi konular {izerinde yogunlasmalari

gerektigi konusunda yonlendirme yapabilecek sorular hazirlanir.
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3. Gruplan olusturulmasi ve konunun béliinmesi: Ogrencilerin én testten aldiklar1 puanlar dikkate
alinarak basar: siralari belirlenir ve heterojen gruplar olusturulur. Olusturulan gruplar 6gretmen
tarafindan 6grencilere duyurularak 6grencilerin kendi gruplari ile oturmalar1 saglanir. Smif ortami ve
bu ortamin diizenlenmesi, 6grencilerin yiiz yiize etkilesimini saglayacak sekilde tasarlanmalidir. Grup
baskanlar1 segilerek her grubun kendi adini belirlemesi saglanir. Asil gruplarda yer alan 6grencilere
kod verilir. Ornegin, 1. Asil grupta Al, A2, A3, A4 kodlu 6grenciler, 2. Asil grupta B1, B2, B3, B4 kodlu

Ogrenciler yer alir.

Asil gruplar1 belirlenen ogrencilere, Ogrenecekleri iinitenin alt konular1 paylastirilir.

Tiirkiye'nin madenleri ve enerji kaynaklar1 konusu ile ilgili alt basliklar su sekilde belirlenebilir.
1. alt konu: Metalik madenler (A1, B1, C1 ve D1’in hazirlanmasi i¢in verilen konu)
2. alt konu: Metal dist madenler (A2, B2, C2 ve D2'nin hazirlanmasi i¢in verilen konu)
3. alt konu: Yenilenemez enerji kaynaklari (A3, B3, C3 ve D3’tin hazirlanmasi igin verilen konu)
4. alt konu: Yenilenebilir enerji kaynaklar1 (A4, B4, C4 ve D4'iin hazirlanmasi icin verilen konu)

Her 6grenciden kendi konusunu arastirmas: ve rapor haline getirmesi istenir. Gerekli siire

.....

yapmasini ister.

4. Uzmanlik gruplari: Asil gruplarda sunumlar1 yapan 6grenciler iki alt bashigi 6grenmek tizere bir
araya getirilir. (Ornegin; 1. ve 2. Uzman grup: metalik madenler-metal dist madenler, 3. ve 4. Uzman
grubu: yenilenemez enerji kaynaklari-yenilenebilir enerji kaynaklari) Olusturulan uzman gruplarda
dgrencilerin iki alt konuyu birlikte galisarak uzmanlagmasi saglanir. Ogrencilerden caligmalarini rapor
haline getirmesi istenir. Ogretmen, hazirladigl uzman ¢alisma kagitlarini her gruba 6grencilerin grup
igerisinde beraber calismalarini, arac-gereclerini paylasmalarini, grup i¢i olumlu bagimlilig1 saglamak

amaci ile 8grenci sayisinin yarisi kadar dagitilir. Ogretmen dgrenme siirecine rehberlik eder.

1. ve 2. Uzman Gruplari: “Metalik madenler” konusunda uzman olan A1, Bl, C1, D1 6grencileri, A2,

B2, C2 ve D2 dgrencilerinden “metal dis1t madenleri”; “metal dis1 madenleri” 6grenen 6grenciler ise

“metalik madenler” konusunu arkadaslarindan 6grenmek tizere bir araya gelir.
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Asagida yer alan ciimleleri kutucuklarda yer alan kelimelerle eslestiriniz.

10.

DEMIR LULETASI KROM KURSUN-
CINKO

BAKIR LBO/RJ w MERMER

Tiirkiye sahip oldugu 3,2 milyar tonluk rezervi ile diinyadaki toplam rezervinin yaklasik

oot
@E @[

%72’sini elinde bulundurur. .............c.ooooeinal.

Iyi bir iletken olan bu maden, elektrik santrallerinde ve kablo yapiminda
kullanilir................

Demir ¢elik sanayinin ham maddesidir...........................

Balya (Balikesir), Yenice (Canakkale), Keban (Elazig), Bolkar Daglari, Zamant1 (Kayseri),
Akdagmadeni (Yozgat) ve Dogu Karadeniz'de ¢ikarilmaktadir.....................oo
Genellikle siyah renkte bazen de kahverengi olup kiiciik siis esyalar1 ve tespih yapiminda
kullanilan degerli bir tagtir...............cooooi

Ulke genelinde igletilen orta biiyiikliikteki baglica yataklari; Divrigi (Sivas), Hasangelebi
(Malatya), Aynik (Bingol), Feke-Mansurlu (Adana) ve Kesikkoprii'de (Kirikkale)
bulunmaktadir..........c.c.ooeiiiiin

Aliiminyumun ham maddesidir. Hafif ve dayanikli oldugundan ugak sanayisinde,
otomobil, ev esyalar1 ve elektrik malzemelerinin yapiminda  kullanihr.
Jet ve roket yakatlari ile enerji {iretimi, cam, cam ytinii, porselen, hijyen ve temizlik {iriinleri
vb. bir¢ok alanda kullanilir..............c.coeviininininn.

Tiirkiye’de Eskisehir ve civarinda ¢ikarilip islenmektedir.............................

Kire¢ taginin bagkalagim gecirmesi sonucu olusur. Marmara Adas1 (Balikesir), Balikesir,
Bursa, Bilecik, Mugla, Afyon, Burdur ve Denizli'lde vyataklar1 bulunur.

Sekil 5. Bul-egslestir etkinligi



Oner, S.

Asagidaki tabloda verilen madenlerin kullanim alanlar1 ile ¢ikarildig: yerleri arastirarak tabloyu

doldurunuz.

Madenler Kullanim Alanlarn Tiirkiye’de Cikarildig: Yerler

Demir

Krom
Bakir

Bor

Boksit
Manganez

Mermer

Kursun-Cinko

Liiletas1
Fosfat
Barit

Tuz

Oltu Tas1

Sekil 6. Hangi maden? Nerede? etkinligi

e Bir maden yatagimin isletilmeye agilmasi i¢in gerekli sartlar nelerdir?
o Tiirkiye'nin madenler agisindan zengin bir iilke olmasinin sebebi/sebepleri nelerdir?

o Ulkemizde maden aragtirmalar1 hangi kurum tarafindan yapilmaktadir? seklinde sorularla

ogrencilerin grup icinde tartisarak 6grenmesi ve birbirinin 6grenmesine yardimci olmasi saglanur.

3. ve 4. Uzman Gruplari: Ayn sekilde A3, B3, C3 ve D3 6grencileri “yenilenemez enerji kaynaklarini”

2

A4, B4, C4 ve D4 6grencilerine 6gretirken, ayni 6grencilerden de “yenilenebilir enerji kaynaklarmi”

Ogrenir.
e Taskomiiriiniin demir gelik sanayisinde yakit olarak kullanilmasinin sebebi nedir?
¢ Tiirkiye hangi tilkelerden petrol almaktadir?
¢ Dogal gazin kullanim alani neden yayginlasmistir?
¢ Yenilenebilir enerji kaynaklari nelerdir?
¢ Jeotermal enerji hangi alanlarda kullanilmaktadir?

¢ Biyokiitle enerjisi nasil elde edilir? gibi sorulara cevap arayan uzman gruplar, diisiincelerini

ozgilirce ifade edebilecekleri tartisma ortami olustururlar.

Iki alt konu iizerinde uzmanlasan ogrenciler, asil gruplarina dondiiklerinde grup arkadaslarina
bu konular nasil 6greteceklerinin planini yapar ve calismalarmi rapor haline getirir. Ogretmen her

gruptan bir 6grenci secerek hazirladig1 raporu sunmasini ister.

5. Grup ici 6gretim: Asil gruplarina donen 6grenciler, uzmanlastig: iki farkli alt konuyu arkadaslarina
Ogretmeye calisir. Konunun tamamini birlikte 6grenen 6grenciler 6grendiklerini 6zet rapor halinde

diizenler.
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6. Degerlendirme: Ogrenme siireci tamamlandiktan sonra her 6grenci “Tiirkiye nin madenleri ve enerji
kaynaklar1” konusunun alt bashklarinin tamamini kapsayacak sekilde bireysel olarak smava alinir.
Smav sonucunda Ogrencinin Ogrenemedigi alt baslik varsa tekrar asil gruplarina doner ve
arkadaslariyla birlikte konuya ¢alisir. Eksikliklerini tamamlayan grup yeniden bireysel olarak sinava

alinir.
Tartisma ve Sonug

Yapilandirmact 6gretim yaklasimina gore planlanan 6gretim programlarinda ogrencilerin
Ogrenme slirecine aktif olarak katilmasi, yasantilar yoluyla Ogrenmeyi gerceklestirmesi
hedeflenmektedir. Gilinlimiiz 6grenme ortamlarinda Ogrenciler, aktif bir sekilde birbirlerinin
ogrenmelerine yardimcr olarak etkili 6grenmeyi saglamaktadirlar. Ogrencilerin pasif bir sekilde
bulundugu 6grenme durumlarinda 6grenmenin tam olarak gerceklesmesi beklenemez. Isbirligine
dayali1 6grenme, 6grencilerin hedeflenen konularda ustalasmasini saglarken, grup ici olumlu bagimlilik,
sorumluluk duygusu, karsilikli giiven, benlik saygis1 gibi sosyal beceriler {izerinde olumlu etkileri

bulunmaktadir. Aydin (2009) ve Sozen (2019) yaptiklar: calismalarda benzer sonuglar: bulmuslardir.

Diger isbirlikli 6grenme yontemlerine nazaran konu jigsawi tekniginin ogrenciler arasinda
daha fazla iletisimi, arkadaslik iliskilerini ve yardimlasmay giiclendirdigi, ayn1 zamanda birbirlerini
cesaretlendirme konusunda daha fazla olumlu duyussal 6zellik gelistirdigi ortaya konulmaktadir
(Karagop, 2010; Kog, 2009; Simsek, Doymus, Dogan ve Kara¢op, 2009; Tiirk6z,2018). Doymus ve Simsek
(2007), her 6grencinin uzman konusu olarak belirlenen alt konular1 6grenirken se¢mis oldugu bireysel
ogrenme tekniklerini kullanmasimnin 6grenme siirecinde bireysel farkliliklarin 6n plana c¢ikmas:

agisindan onemli oldugunu ifade etmektedir.

Isbirligine dayali 6grenmenin dgrencilerin akademik basarisi iizerindeki etkisini aragtiran
bir¢ok ¢alisma bulunmaktadir. Bu ¢alismalarda isbirligine dayali 6gretimin farkli teknikleri kullanilmis
ve Ogrencilerin akademik basarilarinda deney grubu lehine anlamli farkliliklar ortaya g¢ikmustir
(Acikgoz, 1993; Gomleksiz, 1993; Delen, 1998; Sezer ve Tokcan, 2003; Bilgin, 2004; Acar, 2006; Ozba§,
2006; Simsek, 2007; Biilbiil, 2007; Aydin, 2004, 2009; Ilgar ve Babacan, 2012; Oziinal, 2017; Johnson ve
Johnson 1988, 1989, 1993; Slavin 1983, 1984, 1987, 1992; Sharan ve Sharan, 1990; Holliday 1995, 2000,
2002; Brooks, 2009; Ibraheem, 2011).

Formal igbirligi gruplari, informal igbirligi gruplar1 ve temel isbirligi gruplari olmak iizere iig
farkl igbirligine dayali 6grenme grubu bulunmaktadir (Johnson ve Johnson, 1998; Yilmaz, 2001). Bu
gruplar birbirini destekleyici ve tamamlayicidir. Okul 6ncesinden yiiksekdgretime kadar egitimin her
kademesinde bu yontem uygulanabilmektedir. Elestirel diisiinme, problem ¢6zme, yaraticiik gibi
bilissel yeteneklerin kazandirilmasinda oldukg¢a faydal bir yontemdir (Yilmaz, 2001). Jigsaw yontemi

ile 6grenilmesi hedeflenen konunun grup iiyeleri arasinda tartisilmasi, fikirlerini 6zgiirce ifade
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edebilmeleri, problemin birlikte ¢Oziilmesi, birbirlerinin 6grenmesine yardimci olmalar1 basariy:

artiracak onemli faktorler arasinda gosterilmektedir (Simsek, 2007).

Yapilan arastirmalar incelendiginde “konu jigsaw1” tekniginin cografya ogretiminde hicbir
arastirmaya dahil edilmedigi goriilmektedir. Konu ile ilgili cografya ogretiminde Ogrencilerin
akademik basarina, derse kars1 tutumlarina, yaratici diisiinme becerilerine, duyussal becerilere yonelik
etkisi arastirilabilir. Cografya Ogretmenlerinin derslerde jigsaw yoOntemini uygulamada
karsilasabilecekleri zorluklar1 belirlemeye ve sorunlarin ¢oziimiine yonelik c¢alismalar yapilabilir.
Ogretmenlerin derslerde dgrencileri daha etkin hale getirebilmeleri, rekabetgi sinif ortamindan igbirlikli
smif ortamini olusturabilmeleri, 6grencilerin akademik basarilarini artirmalar1 agisindan jigsaw gibi
isbirlikli 6grenme yontemlerini kullanilmasi oldukca énemlidir. Ogrenme siirecinde bireysel farkliliklar
g6z ardi edilmemelidir. Konu jigsaw1 yonteminde 6grenciler kendi 6grenmelerini gerceklestirecek
ogretim tekniklerini kullanmaktadir. Bu baglamda 6grenme daha kalic1 ve etkili hale gelecegi igin

cografya konularinin 6gretiminde 6gretmenler tarafindan kullanilabilir.
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Introduction

In order to achieve the goals in educational activities, learners need to learn effectively and
adapt the information they learn to their lives. Therefore, scientific studies are carried out to answer the
question "how to achieve better and more effective learning?" (Yilar and Simsek, 2016). In the rapidly
changing information age, education programs have also changed with the changing information and
technology. While traditional education methods were dominant in the curriculum until 2005, today
the constructivist learning approach forms the basis of education programs. The aim in the
constructivist education program is not to load information to the student, but to create student-centred
learning environments. According to Bayrakceken, Doymus, and Dogan (2015) and S6zen (2019) recent
studies on curriculum development have focused on constructivism, it is known that teachers continue
to convey information with traditional teaching methods and students remain passive in learning

environments.

The constructivist learning approach focuses on the student, and students create the necessary
information by solving the problems they may encounter in daily life in a free and democratic classroom
environment (Doganay, 2014). It is stated that individuals forget the events told to them more easily,
and they do not easily forget the events they have experienced. For this reason, it would be more
appropriate to teach students the subjects they will learn by preparing life mechanisms in accordance
with real life (Kartal and Ozbek, 2016). Individuals play an active role in the learning by restructuring

the knowledge they have acquired and making it meaningful.

In the constructivist learning process, it is essential how the learner makes sense of the
information. In the constructivist education process, the learning environment is not where information
is transferred. It is where inquiry, research, thinking, problem solving, and learning skills are developed

(Akinoglu, 2004).

Changes in the curriculum were also seen in the geography course. In the Geography
Curriculum prepared based on the constructivist approach, critical thinking, decision making,
observation skills, geographical inquiry, perceiving change and continuity, perceiving time, using

evidence, etc. skills exist. Geography teaching aims to help learners gain geographical awareness about
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our country and the whole world, starting from their immediate surroundings, and to have equipment
that they can use more effectively in their future lives (MEB, 2005; MEB, 2018). Since learning
environments in which skills such as research, inquiry and critical thinking are used are chosen in active
learning methods, the geography course is a very suitable course for using active learning methods.
While planning the lesson, the teacher should choose appropriate teaching methods and techniques.
Instead of transferring information and making students memorize the information in the book,
activities based on active learning should be included in the learning process. One of the most suitable
methods for this approach, where students are expected to construct knowledge themselves, is

cooperative learning (Aydin and Giingordii, 2016).

In the learning environment, students interact with each other in three different ways. In
competitive learning environments, students compete and interact with each other to be the best in the
classroom, while in unique learning environments, students are not concerned with the success or
failure of others. They work individually for their learning purposes. In collaborative learning
environments, they support each other to achieve expected learning goals. They interact with their
classmates by cooperating with the awareness that they cannot be considered successful unless their
friends achieve their goals (Yilmaz, 2001). When the groups formed in cooperative learning
environments are compared to competitive groups or individual efforts, typical results such as higher
achievement, better relationships, social and personal trust, more attention and motivation have

emerged (Aydin and Giingordii, 2016).

Cooperative learning is a learning method in which learners help each other learn to achieve a
common goal in small groups in a learning environment. However, not all group learning is cooperative
learning. Dividing students into groups and making them work together is not cooperation. The
difference of cooperative learning from other group work is that they act together with the principle of

"either we all sink or we all float" to achieve common goals, and they support each other's learning.

This research has been prepared in order to guide geography teachers on how to plan and
implement cooperative learning methods in the teaching process. The geography course curriculum
based on active students in the course supports collaborative methods, and different techniques of
collaborative learning are included in the researches (Aydin, 2004; Aydin, 2009; Coskun, 2004; Ilgar and
Babacan, 2012; Kogyigit and Engin, 2019; Ozbag,, 2006; Oziinal, 2017; Sezer and Tokcan, 2003; Sen Sahin,
2011; Simsek, 2007). In the research, the subject jigsaw technique, which is one of the sub-techniques of
jigsaw, was examined, and an application example enriched with this technique was presented.
Although there are many kinds of research on cooperative teaching methods in geography teaching, it

is hoped that it will contribute to the research to be done since there is no study on the subject of jigsaw.
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Method

The study was conducted with document analysis, one of the qualitative research methods, and
descriptive analysis was made. Document review is a systematic method used to review or evaluate
printed and electronic documents (Corbin and Strauss, 2008). The critical thing in qualitative research
is the validity and accuracy of the data. In qualitative research methods, document review may be
sufficient alone or it can be used in conjunction with other data collection methods (Yildirim and Simsek,
2011). There are two types with separate purposes: general scanning and content analysis (Karasar,

2005).

With descriptive analysis, which includes summarizing and interpreting the data obtained by
the researcher according to pre-determined themes, the aim is to present the findings in a summarized

and interpreted form rather than giving them entirely to the reader (Dawson, 2009).
Findings on Cooperative Learning

The basis of cooperative learning dates back to ancient times. Talmud argued that for learning
to take place, there must be a learning partner. Quintillion noted that it might be beneficial for students
to learn by teaching each other in the first century. Roman philosopher Seneca stated the importance of
cooperative learning with the idea of "Qui Docet Discet" (you learn twice when you teach) (Johnson and
Johnson, 2005). In the late 1700s, Joseph Lancastev and Andrew Bell extensively used cooperative
learning groups in England. The cooperative learning view was accepted in the United States with the
opening of the Lancastrian school in 1806, and it was at the center of the teachings of Rousseau in the
19th century, Pestalozzi in the 19th century, and Dewey at the beginning of the 20th century (Aydin and
Gilingordii, 2016). The first articles in the literature on cooperative learning, which was adopted as a
basic idea in the 1950s (Deutsch, 1949), did not attract much attention for 20 years. It started to be applied
in classrooms at American universities (University of Minnesota) in the early 1970s (Bruffee, 1984;
Gaillet, 1992; Acikgdz, 2003). The number and quality of research on cooperative learning started to

increase rapidly after this date. (Slavin, Hurley and Chamberlain, 2003).

Acikgoz (2003) explained the reasons for the increased interest in cooperative learning in recent
years. It is observed that cooperative learning has positive effects on affective qualities such as anxiety,
motivation, attitude, etc. It also has positive effects on cognitive learning products and processes.

Collaborative learning creates a positive learning environment.

Cooperative learning is based on the theories of "Cognitive Development”, “Behavioralism”
and “Social Interdependence”. The cognitive-developmental perspective is primarily based on the
theories of Piaget and Vygotsky. Piaget's work is based on the assumption that when individuals
cooperate on the environment, they promote cognitive development in transitioning from the socio-
cognitive conflict that creates a cognitive imbalance to a new equilibrium state. Vygotsky emphasized

that knowledge is social and the importance of collaborative efforts to learn, understand and solve
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problems. Behavioural theory focuses on the effect of group reinforcers and rewards on learning. The
foundations of social interdependence theory go back to the early 1900s. According to Kurt Koffka, one
of the Gestalt School of Psychology founders, groups are dynamic wholes whose members are
interdependent. Kurt Lewin developed Koffka's ideas in the 1920s and 1930s. He emphasized that the
essence of a group is interdependence between members, that the group is a dynamic whole so that a
change in the status of any member or subgroup also changes the status of another member or
subgroup, and that group members must act together to achieve common goals. In the late 1940s,
Morton Deutsch conceptualized Lewin's social interdependence as the theory of cooperation and
competition (Johnson and Johnson, 2002). While positive (cooperative) interdependence encourages
individuals' efforts to reach the group's goals and facilitates learning, if negative interdependence is
perceived as competition, it results in oppositional interaction among group members (Choi, Johnson,

and Johnson, 2011).

Cooperative learning has been defined in different ways by researchers. It is the process of
realizing learning by students working together in small and heterogeneous groups and helping each
other learn towards a common goal (Agikgdz, 2003). Slavin (1995) defined cooperative learning as a
teaching method in which students work together in small groups and help each other learn to achieve
an academically determined goal. According to Felder and Brent (2007), it is a teaching method that
includes group work that maximizes learning while having fun. Cooperative learning is a teaching
method in small groups where students work together to maximize their own and each other's learning.
In cooperative learning situations, students know that they can achieve their learning goals only if other

students in the learning group perform the learning (Johnson and Johnson, 2005).

Based on all these definitions, cooperative learning can be defined as a learning method in
which students help each other learn by acting in small, heterogeneous groups with the principle of

"either we all sink or we all float" in line with a common goal.
Cooperative Learning Techniques:

Cooperative learning includes more than one method. Many cooperative learning techniques
that are suitable for applying cooperative learning features and principles have been developed
(Agikgoz, 2003). In this section, "Subject Jigsaw", one of the cooperative learning techniques, will be
discussed in detail. In Table 1, the most commonly used cooperative learning techniques, the researchers

who developed the technique and the dates they developed are given together.
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Table 1. Cooperative learning techniques

Developer of the Technique Date Technique

Johnson & Johnson mid 1960s Learning Together

DeVries & Edwards early 1970s Team-Game-Tournament

Sharan & Sharan mid 1970s Group Research

Johnson & Johnson mid 1970s Academic Contradiction

Aronson & Associates late 1970s Jigsaw

Slavin et al. late 1970s Student Teams Success Sections

Cohen early 1980s Complex Teaching

Slavin & Associates early 1980s Accelerated Team Teaching

Kagan mid 1980’s collaboration-cooperation

Stevens, Slavin, & Associates the late 1970s Combined Cooperative Reading
and Composition

Acikgoz the early 1990s Let's Ask Together Let's Learn
Together

Source: Johnson, Johnson and Stanne, 2000

Jigsaw (Separation and Joining Technique)

It was developed by Eliot Aronson in 1978 to encourage cooperation rather than competition
among students in the same class (Hedeen, 2003). In this technique, different parts of the subject or task
are shared among the members of each heterogeneously formed group. Students come together to
communicate with each other to ensure their own learning and support the learning of other friends in
the group (Agikgoz, 2003). The unit to be learned is divided into subsections (topics). Each student in
the group chooses one of the sub-topics to learn and forms specialization groups. After learning the
subject in depth with their group mates in the specialization groups, they return to their own groups
and try to teach the subject to their friends in the leading group. After all group members have
completed the learning, they take a follow-up test covering the entire unit. Their scores from this test

are evaluated as an individual grade, not a group grade (Senemoglu, 2013).

Many sub-techniques of the Jigsaw technique (Slavin, 1985), the first cooperative learning
methods, have been developed. Although they are basically the same, they are named differently

because they have different stages of application. The jigsaw technique models are given in Table 2.

Table 2. Jigsaw technique models

Jigsaw models Emergence Developer
Jigsaw I 1978 Aronson et al.
Jigsaw II 1986 Slavin

Jigsaw II 1994 Stahl

Jigsaw IV 1995 Holliday
Reverse Jigsaw 2003 Hedeen
Subject Jigsaw 2007 Doymus

Subject jigsaw developed by Doymus (2007) includes different application stages from other
jigsaw techniques. In the first stage, the unit that is aimed to be learned is divided into sub-topics (for
example, temperature, pressure, wind, humidity and precipitation), and first topic groups are formed

as much as the number of sub-topics. Each group is given a topic. Each student researches their own
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topic and completes their report. A student from each group is chosen at random and asked to present
their report. In the second stage, two different topics are brought together to form new topic groups
(temperature-pressure, wind-humidity and precipitation). These new groups are made up of half the
number of students in the first subject groups. The group that comes together to learn about two
different subjects researches their own subject. Prepares their reports and a random student from each
group presents. The third step is to select a student from each of the second subject groups (e.g.,
temperature, pressure, wind, humidity, and precipitation) to form a unit group. Students who study

the whole unit together are taken to the exam individually after learning (Doymus, 2007).
Application Example of 9th Grade Geography Lesson Enriched with Subject Jigsaw Technique
Learning Domain: Humanistic Systems
Learning Outcomes:
9.1.11. Students will be able to explain the formation and distribution of climatic elements.
a) Basic concepts of climate elements and factors affecting climate elements are included.
b) The effects of climate elements on daily life are given through examples.

c) Tables and graphs are drawn using the data of the climatic elements in the place of residence

and associated with daily life.
Application Stages:

1. Preliminary: Before teaching with the jigsaw technique starts, the students are informed about the
technique. First of all, the teacher should have detailed knowledge about the technique and know how

to adapt this technique to the subject.

2. Preparation of materials: Before starting the application, the teacher prepares worksheets, answer
sheets, and a subject test in advance. All kinds of exercises related to the subject can be found in the
worksheets. Multiple-choice questions should be prepared to determine the extent to which the targeted

learning outcomes have been achieved and to determine the improvement scores of the students.

3. Creating groups and dividing the topic: After the class to which the technique will be applied is
determined, the order of success is determined by taking the scores of the students in the pre-test into
consideration. By using the order of success, taking into account their gender, groups are formed

heterogeneously according to their socio-cultural characteristics.

In addition, the subject of climate elements, which is aimed to be learned, is divided into 4 sub-
titles and central groups of four people are formed. After the groups are formed, the sub-headings of
the climate elements are shared among the group members, and students are given time to do
preliminary research on the subject. Each student has undertaken the responsibility of learning this

subject in depth and helping other groupmates learn it.
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Table 3. Main groups formed in the study of climate elements

Main Groups
Subject 1t Main Group 2" Main Group 3 Main Group 4% Main Group
Temperature S1 52 S3 54
Pressure B1 B2 B3 B4
Winds R1 R2 R3 R4
Humidity and NY1 NY2 NY3 NY4

Precipitation

As shown in Table 3, numbers are given to represent each group, and each student in the group
is given a letter to remind them of the subject they need to learn. For example, “S1” represents the 1st
leading group and the temperature subject that the student is desired to specialize in. The teams formed

after the students were divided into their main groups are as follows:
1. Main Group: Students are given the S1, B1, R1, NY1 codes
2. Main Group: Students are given the S2, B2, R2, NY2 codes
3. Main Group: Students are given the 53, B3, R3, NY3 codes
4. Main Group: Students are given the 54, B4, R4, NY4 codes

Students who take the sub-titles they need to learn stay in the main group within the allotted
time, research the subject and prepare a report. In order to check whether the students are doing

research or not, a random student is selected and asked to present the report he/she has prepared.

4. Specialization Groups: After the presentations are made in the main groups, a new expert group is
formed by bringing together students with two different sub-titles from all groups. In expert groups,

students are prepared for two sub-titles.

Table 4. Expert groups established in the study of climate elements

Expert Groups
Subject 1st Expert 2nd Expert 3rd Expert 4t Expert
Group Group Group Group
Temperature S1 52
S3 S4
Pressure B1 B2
B3 B4
Winds R1 R2
R3 R4
Humidity and NY1 NY2
Precipitation NY3 NY4

According to the expert subject, S1, S2/53, S4 students are responsible for teaching the subject
of temperature to B1, B2/B3, B4 students; and B1, B2/B3, B4 students are responsible for teaching the
subject of pressure to S1, S2/S3, S4 students. After the students help each other learn in cooperation, the
1st expert group (51, S3, B1, B3) and the 2nd expert group (S2, S4, B2, B4) try to specialize in the subjects
of temperature and pressure. R1, R3/R2, R4 students try to teach the subject of winds to NY1, NY3/NY2,
NY4 students; and NY1, NY3/NY2, NY4 students try to teach the subject of humidity and precipitation
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to R1, R3/R2, R4 students. Likewise, the 3rd expert group (R1, R3, NY1, NY3) and the 4th expert group

(R2, R4, NY2, NY4) take responsibility to learn together and try to specialize in winds and humidity and
precipitation. The activity papers prepared by the teacher in accordance with the learning outcome are

given to the students and the students in the expert groups discuss the subject among themselves.

1st and 2nd Expert Groups: consist of students who come together to specialize in the subject of

temperature and pressure. The teacher prepares activity sheets.
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2. What weather phenomena has a mountaineer observed along

the slope while moving up from the seashore?

3. Explain the effect
of ocean currents
on  temperature

with examples.

AN
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Figure 1. Climate sample worksheet on the subject of temperature
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The density of the T
gases that make up 1st exit
the atmosphere,
where the
temperature \ r
v increases, decreases
T on the grounds and 2nd exit
Normal - causes a decrease in
atmospheric pressure.
pressure is T
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/4 mb at sealevel at | ™ F Ej;::::: / 3rd exit
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pressure 7th exit
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8th exit

Figure 2. Sample working paper on the subject of pressure from climate elements

Students in this group discuss the topic among themselves.

¢ What do temperature and heat mean?

e What are the factors affecting the distribution of temperature on Earth?

e What effect do the sun's rays coming vertically or horizontally have on the temperature?
e What are the effects of the warming difference of land and sea?

e What are the reasons for the variation in air pressure distribution on Earth?

e What are the characteristic of high and low pressure areas? Questions such as these are
discussed by the students in the expert group and answers are sought. Activity papers prepared by the

teacher on the subject are answered and students are provided to do research.

3rd and 4th Expert Groups: consist of students who come together to specialize in wind, humidity and

precipitation. The teacher prepares activity papers following the learning outcomes of the subject.
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SN 4

What type of precipitation do the figures above represent? What kind of similarity can you talk about
when you compare their formations?

Match the sentences below with the words in the boxes.

DEW HOARFROST KIRG RAIN SNOW HAIL

1. It occurs when moisture condenses in the form of water droplets and falls on the floor when
the temperature is above 0°C.

2. It occurs when the humidity in the air mass condenses in the form of ice crystals on objects
such as grasses and tree branches that are very cold on the ground when the temperature is
below 0 °C.

3. It occurs when the humidity in the air mass condenses in the form of water droplets on the
cold objects on the ground when the temperature is above 0 °C.

4. It is the type of precipitation that occurs when the moisture condenses in the clouds in the
form of ice crystals and falls to the ground when the temperature is below 0 °C.

5. It occurs when the humidity in the windy air condenses on the objects on days when the
temperature drops excessively. It appears as needle grains or layers that completely cover
objects.

6. Itis the type of condensation that occurs below 0 °C as a result of the sudden cooling of the

air.

Figure 3. An example of a working paper on the subject of precipitation from climate elements
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Mistral Polar winds Chamsin Mountain-valley Simoon
breeze
Monsoons West winds Foehn Krivets Etezien
Bora Sirokko Land-sea Tropical winds Trade winds
breeze

1. Which of the above are hot local winds that are effective in the Mediterranean basin?

2. Which of the above creates cyclones and strong winds called hurricanes by making spiral
movements?

3. Which of the above blows in the same direction and continuously throughout the year?

4. Which of the above are winds that occur due to the temperature difference between day and
night?

5. Which of the following is one of the cold local winds effective in the Mediterranean basin?
6. Which of the following are winds that occur due to the differential warming of land and sea?
7. Which of the following leaves precipitation on the western shores of the common belt lands?
8. Which of the above meet at latitudes of 60° and form an effective frontal area throughout the

year in this area?

Figure 4. Sample work paper on the subject of wind, one of the climate elements

Students in this group discuss the subject among themselves.

e What factors change the direction of the wind blowing?

e How do flat or rugged landforms affect the direction of the wind?

o Isthe speed of the wind the same everywhere? What factors affect the change in wind speed?
¢ Does the winter monsoon bring precipitation? Why?

¢ Why don't breeze winds affect the climate?

o Is there a difference between dew and hoarfrost?

e Why does the area around Copes get less precipitation? Students seek answers to such

questions and research the subject.

The work done is observed and controlled by the teacher. In cases where the students cannot
find the correct answer together, the teacher can provide the necessary assistance. During group work,
the teacher acts as a guide. Expert groups that try to learn the subject in depth and decide together how
to teach it to their friends prepare reports. The teacher again chooses random students from expert

groups and asks them to present their work topic.
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5. In-group teaching: After this stage, students who learn in expert groups return to their original
groups. Students studying two different subjects work together on the whole unit collaboratively and

help each other learn about the subjects they are experts in.

Table 5. Topics to be learned by the students in the expert groups on their return to the main groups

Students Subject of Expertise Subject to Learn

S1-B1 Temperature-Pressure Wind-Humidity and Precipitation
R1-NY1 Wind-Humidity and Precipitation Temperature-Pressure

52-B2 Temperature-Pressure Wind-Humidity and Precipitation
R2-NY2 Wind-Humidity and Precipitation Temperature-Pressure

S3-B3 Temperature-Pressure Wind-Humidity and Precipitation
R3-NY3 Wind-Humidity and Precipitation Temperature-Pressure

54-B4 Temperature-Pressure Wind-Humidity and Precipitation
R4-NY4 Wind-Humidity and Precipitation Temperature-Pressure

After students study the topic together, they prepare their reports. The teacher again chooses

random students from the groups and asks them to present their work topic.

6. Evaluation: After the study, students are tested individually. Exam topics should cover all sub-topics.
After the exam, the students whose deficiencies are determined are sent to their groups to study the
subtitle they could not learn. After the group work is completed and the learning has taken place, an

individual assessment is made as a group.
Application Example of 11th Grade Geography Lesson Enriched with Subject Jigsaw Technique
Learning Domain: Humanistic Systems
Learning Outcomes:
11.2.17. Students will be able to explain the distribution of Turkey's mines and energy resources.
a) The main characteristics of mines and energy resources (reserves, usage areas, etc.) are given.
b) It shows the distribution of mines and energy resources on the map.

¢) Occupational health and safety measures to be taken in mines are given by referring to the

mining accidents in our country.

11.2.18. Students will be able to evaluate the effective use of Turkey's mineral and energy

resources in terms of its contribution to the country's economy.
Application Stages:

1. Preliminary: Students are informed about the teaching technique to be applied. The learning

environment is prepared to enable students to learn cooperatively.

2. Preparation of materials: The geography teacher, who will make the application, prepares activity

papers for expert groups to work on. At the same time, subject achievement tests and additional
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materials related to the subject are prepared. In the worksheets, questions are prepared that can guide

students about which subjects they should focus on.

3. Creating groups and dividing the topic: Considering the scores of the students in the pre-test, the
order of succession is determined, and heterogeneous groups are formed. The groups created are
announced to the students by the teacher and the students are provided to sit with their own groups.
The classroom environment and its arrangement should be designed in such a way as to ensure face-to-
face interaction of students. By choosing the group leaders, each group is ensured to determine its own
name. The students in the main groups are given a code. For example, in the 1st main group, there are
students coded Al, A2, A3, A4, in the 2nd leading group there are students with the codes B1, B2, B3,
B4.

The sub-topics of the unit they will learn are shared with the students whose main groups are

determined. Subheadings related to Turkey's mines and energy resources can be determined as follows.
1st subtopic: Metallic minerals (subject for the preparation of Al, B1, C1 and D1)
2nd subtopic: Non-metals (subject for preparation of A2, B2, C2 and D2)
3rd subtopic: Non-renewable energy sources (subject for the preparation of A3, B3, C3 and D3)
4th subtopic: Renewable energy sources (subject for the preparation of A4, B4, C4 and D4)

Each student is asked to research their own topic and make a report. After the required time is
given, the teacher asks the randomly selected students (for example, D1, B3, C4, A2) to make a

presentation.

4. Expertise groups: Students who make presentations in the main groups are brought together to learn
the two sub-topics (For example; 1st and 2nd Expert group: metallic mines-non-metallic mines, 3rd and
4th Expert group: non-renewable energy resources-renewable energy resources). In the expert groups
formed, students are provided to specialize in two sub-topics by working together. Students are asked
to report their work. The teacher distributes the expert worksheets to each group in half the number of
students to ensure that the students work together, share their tools and equipment, and ensure positive

inter-group interdependence. The teacher guides the learning process.

1st and 2nd Expert Groups: Al, Bl, C1, D1 students who are experts in “metallic minerals” come
together to learn about “non-metallic minerals” from A2, B2, C2 and D2 students; and students learning
about "non-metallic minerals" come together to learn about "metallic minerals" from their friends to

learn about metallic minerals.
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Match the sentences below with the words in the boxes.

9.

IRON

MEERSCHAUM CHROME LEAD-ZINC

BORON OLTU STONE MARBLE

COPPER

oo
3ol
@[ @[

. Turkey holds approximately 72% of the world's total reserves with its 3.2 billion tons of

FESEIVES. ..euernenennenennenennennns

As a good conductor, this mineral is used in power stations and cable
construction.................

It is the raw material of the iron and steel industry...........................

It is mined in Balya (Balikesir), Yenice (Canakkale), Keban (Elazig), Bolkar Mountains,
Zamanti (Kayseri), Akdagmadeni (Yozgat) and Eastern Black Sea

It is a precious stone that is usually black in colour and sometimes brown, and is used in
making small ornaments and rosaries.................c..cooeiiiiini

The main medium-sized deposits operated throughout the country are located in Divrigi
(Sivas), Hasangelebi (Malatya), Aynik (Bingol), Feke-Mansurlu (Adana) and Kesikkopri
(Kirikkale)......coooovviiiiiiininin,

It is the raw material of aluminium. Since it is light and durable, it is used in the aircraft
industry, automobile, household goods and electrical materials. ............................

Itis used in many fields such as energy generation with jet and rocket fuels, glass, glass wool,
porcelain, hygiene and cleaning products, etc. .................cooooiiiin

It is mined and processed in Eskisehir and its vicinity in Turkey. .....................l

10.1t is formed as a result of metamorphosis of limestone. It has deposits in Marmara Island

(Balikesir), Balikesir, Bursa, Bilecik, Mugla, Afyon, Burdur and Denizli.

Figure 5. Find-match activity
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Fill in the table by researching the areas of use and the places where the minerals given in the table

below are mined.

Minerals Areas of Usages Places of Mining in Turkey

Iron

Chrome

Copper

Boron

Bauxite

Manganese
Marble
Lead-Zinc
Meerschaum
Phosphate
Barite

Salt

Oltu Stone

Figure 6. Which mineral? Where? activity

e What are the necessary conditions for a mineral deposit to be put into operation?
e What are the reasons for Turkey being a country rich in minerals?

e Which institution conducts mineral exploration in our country? It is ensured that the
students learn by discussing in the group and helping each other learn with such questions

above.

3rd and 4th Expert Groups: In the same way, while A3, B3, C3 and D3 students teach "non-renewable
energy resources” to A4, B4, C4 and D4 students, they learn "renewable energy resources” from the same

students.
e What is the reason for the use of hard coal as a fuel in the iron and steel industry?
¢  Which countries does Turkey buy oil from?
e Why has the usage area of natural gas become widespread?
e What are renewable energy sources?
¢ In which areas is geothermal energy used?

¢ How is biomass energy obtained? Expert groups seek answers to such questions above and

create a discussion environment where they can freely express their thoughts.

Students who specialize in two sub-subjects plan how they will teach these subjects to their
groupmates when they return to their original group and report their work. The teacher chooses a

student from each group and asks the students to present the report they have prepared.

5. In-group teaching: Students returning to their original groups try to teach their friends about two
different sub-topics they specialize in. Students who learn the whole subject together organize what

they have learned in a summary report.
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6. Evaluation: After the learning process is completed, each student is taken to the exam individually,
covering all the sub-titles of "Turkey's mines and energy resources". As a result of the exam, if there is
a subtitle that the student cannot learn, they return to their original groups and work on the subject with

their friends. The group that completes its deficiencies is retaken to the exam individually.
Discussion and Conclusion

In the curriculums planned according to the constructivist teaching approach, it is aimed that
the students actively participate in the learning process and learn through experiences. Students
provide effective learning in today's learning environments by actively helping each other learn. In
learning situations in which students are passive, learning cannot be expected to take place fully. While
cooperative learning enables students to master the targeted subjects, it positively affects social skills
such as positive interdependence, sense of responsibility, mutual trust, and self-esteem. Aydin (2009)

and Sozen (2019) found similar results in their studies.

Compared to other cooperative learning methods, it has been revealed that the subject jigsaw
technique strengthens more communication, friendly relations and cooperation among students, and
also develops more positive affective features in encouraging each other (Kara¢dp, 2010; Kog, 2009;
Simsek, Doymus, Dogan and Karacop, 2009; Tiirk6z,2018). Doymus and Simsek (2007) state that it is
essential for each student to use the unique learning techniques that they have chosen while learning
the sub-topics determined as the expert subject, in terms of bringing individual differences to the

forefront in the learning process.

Many studies investigate the effect of cooperative learning on students' academic success. In
these studies, different techniques of cooperative teaching were used and there were significant
differences in the academic achievement of the students in favour of the experimental group (Acikgoz,
1993; Gomleksiz, 1993; Delen, 1998; Sezer and Tokcan, 2003; Bilgin, 2004; Acar, 2006; Ozba§, 2006;
Simsek, 2007; Biilbiil, 2007; Aydin, 2004, 2009; Ilgar and Babacan, 2012; Oziinal, 2017; Johnson and
Johnson 1988, 1989, 1993; Slavin 1983, 1984, 1987, 1992; Sharan and Sharan, 1990; Holliday 1995, 2000,
2002; Brooks, 2009; ibraheem, 2011).

There are three different cooperative learning groups which are formal cooperation groups,
informal cooperation groups and primary cooperation groups (Johnson and Johnson, 1998; Yilmaz,
2001). These groups are supportive and complementary to each other. This method can be applied at all
levels of education from pre-school to higher education. It is an advantageous method for gaining
cognitive abilities such as critical thinking, problem solving and creativity (Yilmaz, 2001). Discussing
the subject aimed to be learned with the jigsaw method among the group members, expressing their
ideas freely, solving the problem together, helping each other learn are among the crucial factors that

will increase success (Simsek, 2007).
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When the researches are examined, it is seen that the "subject jigsaw" technique is not included
in any research in geography teaching. Related to the subject, the effects in geography teaching on
students' academic success, attitudes towards the course, creative thinking skills and affective skills can
be investigated. Studies can be conducted to determine the difficulties that geography teachers may
encounter in applying the jigsaw method in lessons and to solve the problems. It is very important to
use cooperative learning methods such as jigsaw in order for teachers to make students more active in
the lessons, to create a cooperative classroom environment from a competitive classroom environment,
and to increase the academic success of students. Individual differences should not be ignored in the
learning process. In the subject jigsaw method, students use teaching techniques to realize their own
learning. In this context, it can be used by teachers in teaching geography subjects, as learning will

become more permanent and effective.
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The aim of the present study was to determine secondary school students’ level of
relating with daily life the knowledge on “pure substance and mixtures”. The study
group was comprised of 94 eight grade students continuing their education at different
secondary schools at the Gaziantep-Nizip district during the 2020-2021 academic year
fall semester. Study data were acquired via a form consisting of four open ended
questions prepared by the researcher. Descriptive analysis method was used for
analyzing the data acquired during the study utilizing the case study design. It was
concluded as a result of the study that the students put forth limited number of
examples related with the concepts (element, compound, and mixtures) they learned as
part of the “pure substance and mixtures” subject and that their levels of relating the
knowledge they acquired with their daily lives are low. In addition, it was also
observed that the examples given by the students were mostly being the examples in
the textbook, they were not able to notice the examples in their close environment, but
some of the examples that were given had a prominent level of relating with daily life
and academic success wasn’t important in transferring the learned information to daily
life. Various suggestions have been made in the light of all these findings.
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Bu ¢alismanin amact ortaokul ogrencilerinin “saf madde ve karigimlar” konusu ile ilgili
ogrendikleri Dbilgileri giinlilk yasam ile iliskilendirme diizeylerini belirlemektir.
Aragtirmanin ¢alisma grubunu 2020-2021 egitim-6gretim yili giiz déneminde Gaziantep-
Nizip ilgesinin farkli ortaokullarinda Ogrenim goren 94 sekizinci simif Ogrencisi
olusturmaktadir. Aragtirma verileri aragtirmaci tarafindan hazirlanan dort agik uglu
sorudan olusan bir form ile toplanmistir. Durum ¢alismast deseni kullanilan g¢alismada,
elde edilen verilerin analizinde betimsel analiz yontemi kullanilmistir. Arastirmada
ogrencilerin “saf madde ve karigimlar” konusunda yer alan kavramlar (element, bilesik ve
karisimlar) ile ilgili kisith Ornekler sunduklari dolayisiyla bu konuda ogrendikleri
bilgilerinin giinliik yasam ile iliskilendirme diizeylerinin diisitk oldugu sonucuna
ulagilmistir. Bununla birlikte 6grenciler tarafindan verilen &rneklerin daha ¢ok ders
kitabinda yer alan drnekler oldugu, yakin gevrelerindeki 6rnekleri fark edemedikleri, ancak
verilen bazi &rneklerin giinliik yasam ile iliskilendirme diizeyinin yiiksek oldugu ve
akademik basarinin dgrenilen bilgileri giinliik yasama aktarma konusunda 6nemli olmadig1
goriilmiistiir. Tiim bu elde edilen sonuglar dogrultusunda bazi &nerilerde bulunulmustur.
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s.aydingurler@gmail.com, ORCID ID: 0000-0003-2651-4395
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C)grencﬂerin ogrendigi bilgileri gercek yasam durumlarn ile iliskilendirmesi anlamina gelen
baglam temelli veya yasam temelli 5grenme ilk kez 1980'1i yillarda Ingiltere’deki York Universitesinde
calisan bir grup egitimci tarafindan ileri siiriilen bir yaklasimdir (Bennett ve Lubben, 2006). Yasam
temelli 6grenci yaklasiminin asil amacy; 6grencilere bilimsel kavramlar giinliik hayat ile iliskilendirip
sunarak Ogrencilerin derse olan ilgi ve motivasyonunu artirmak ve o&grencilerin fen bilimleri ile
glinliik hayatlarindaki durumlar1 arasindaki iliskiyi gérmelerini saglamaktir (S56zbilir, Sadi, Kutu ve
Yildirim, 2007). Baglam temelli 6grenme yaklasimi modellerinden biri olan REACT modeli;
“iliskilendirme”, “deneyimleme”, “uygulama”, “igbirligi” ve “transfer etme” olmak {izere bes
asamadan olusmaktadir. Geng, Ulugdl ve Unsal’a (2017) gdre bu modelin en &nemli asamasi
iliskilendirme asamasidir. Iligkilendirme asamasinda; yeni bilgi ile 6grenciye ¢ok yakin durumlar
arasinda baglanti kurulur. Bu siiregte segilen baglamin gilinliik hayatla baglantii olmasina 6nem
verilir. Giinliik hayatta kullanilmayan bir bilgi ezber bilgi olmaktan Steye gidemeyecektir. Bu nedenle
ogrenilen bilgilerin glinliik hayatta kullanilmas: biiyiik bir 6nem arz etmektedir (Bodur ve Sahin,
2017). Ogrencilerin ogrenecekleri bilgilerin giinlitk hayatta ise yarayacagini diisiinmeleri onlarin
derslere olan ilgi ve motivasyonunu artirmada oldukg¢a 6nemlidir (Yildirirm ve Maseroglu, 2016).
Smifta 6gretilen bilgilerin giinliik yasam ile iliskilendirilmeden verilmesi sonucu 6grenme istenilen
diizeyde olmayabilir (Bodur ve Sahin, 2017). Ozellikle fen konular1 dgrencilerin giinliik hayatta
karsilagabilecekleri veya karsilastiklari bir¢ok durumu igermektedir. Bu sebeple fen konular:
ogretilirken Ogretilecek konularin giinliik hayatla baglantili olmasina énem verilmelidir (Aktepe ve
Aktepe, 2009). Ciinkii fen konularmnin igerisinde yer alan bir¢ok kavram &grencilerin giinliik hayatta
karsilarina c¢ikabilecek kavramlardir. Fen bilimleri dersinde konu ve kavramlar giinliik hayattaki
kullanim alanlar1 verilerek ifade edildiginde, dersin 6grenciler igin daha eglenceli ve ilgi gekici hale
geldigi goriilmektedir (Hoffmann, Hausler ve Lehrke, 1998). Fen kavramlarmni giinliikk yasam ile
iliskilendirmek basit olarak goriilmesine ragmen aslinda gercekte karmasik ve zordur (Cajas, 1999).
Ancak bu iliskilendirme etkili bir sekilde yapilirsa beraberinde etkili bir 6grenme getirir ve bilimsel
diinya ile giinlitk yasam arasinda bir koprii kurulur (Mayoh ve Knutton, 1997). Alan yazin taramasi
yapildiginda, diinya ¢apinda fen alaninda yasanan bazi ortak sorunlarin oldugu goze carpmaktadir.
Ogrencilerin fen bilimleri ile ilgili yeterli bilgiye sahip olmamalari, sahip olduklar bilgileri de farkli
alanlarda kullanmakta sorun yasamalari, fen derslerine ilgilerinin az olmasi ve iist siniflara gegcildikge
bu ilginin daha da azalmasi bu sorunlardan sadece bir kagidir (Sadi Yilmaz, Othan ve Cantimur,
2014). Fen derslerinde yer alan bir¢ok konu ve kavramin teorik ve soyut olmasindan dolay1 bir¢ok
ogrenci fen kavramlarini anlamakta zorlanmakta dolayisiyla fen derslerine karsi olumsuz tutum
sergilemektedir. Ogrencilerin fen dersine karsi olumlu veya olumsuz tutumlarinin fen derslerindeki
basarilarini 6nemli oranda etkiledigine dair alan yazinda bir¢ok calisma mevcuttur (Abell ve

Lederman, 2007; Altinok, 2004; Bas, Sentiirk ve Cigerci, 2016; Uyanik, 2017; Yildirim ve Kansiz, 2017).
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Ogrencilerin fen derslerine karsi olumlu tutuma sahip olabilmeleri igin 6grencinin ilgisi derse
cekilmelidir. Ogrenci ilgisini derse cekebilmek icin de ders igerikleri 6grencinin ilgi alanina gore
hazirlanmali, 6grenme ortami eglenceli hale getirilmeli ve 6gretilecek konu ile 6grenci giinliik yasami
arasinda bir bag kurulabilmelidir (Kara ve Celikler, 2019). Kisacast anlamli ve kalict 6grenme
saglamak (Campbell ve Lubben, 2000; Martin, 1997; Mayoh ve Knutton,1997; McCann, 2001; Smith ve
Siegel, 2004) ve Ogrencilerin fen dersine karst olumlu tutum gelistirmesini saglamak icin 6grencilere
fen dersi ile gilinliik yasamdaki olay ve olgular: iliskilendirme becerisi kazandirilmalidir (Andrée,

2003).

Ogretmenler, &gretim esnasinda “dgrendigimiz bu bilgiler giinliik hayatta ne isimize
yarayacak?”’, “bu konular1 neden 6grenmeliyiz?” gibi sorularla sik sik muhatap olmaktadirlar.
Ogrencilerin bu sorulara cevap beklentisi i¢inde olmalar1 aslinda onlarin 6grendikleri bilimsel
bilgilerin giinliik hayat ile iliskilendirmesine onem verdiklerini gostermektedir (Pekdag, Azizoglu,
Topal, Agalar ve Oran, 2013). Bununla birlikte 2018 Fen Bilimleri Dersi Ogretim Programinin 6zel
amaclarma bakildiginda, bu 6zel amaglardan birisinin de bireylerin giinliik yasam sorunlarina iliskin
sorumluluk almasini ve bireylerin bu sorunlar1 ¢ozerken fen bilimlerine iliskin sahip olduklar: bilgi,
bilimsel siire¢ ve yasam becerilerini kullanmasi oldugu goriilmektedir (Milli Egitim Bakanlig1 [MEB],
2018). Bu baglamda, yasam (baglam) temelli yaklasimin énemine yonelik ¢alismalarin yapilmasinin ve
ogrencilerin 6grendikleri bilgileri giinlitk yasamda kullanip kullanmadiklari, sayet kullaniyorlarsa bu
bilgileri giinlitk yasamdaki olaylarla hangi diizeyde iliskilendirebildiklerinin ortaya konulmasimnin
alan yazin icin bir ihtiya¢ oldugu diistiniilmektedir. Ayrica alan yazin taramasi yapildiginda,
ogrencilerin derste 6grendikleri bilgileri giinliik olaylar ile ne diizeyde iliskilendirebildiklerini tespit
etmek amaciyla birgok ¢alisma (Akgiin, Cinici, Yildirim, ve K&priibasi, 2015; Dogan, Kivrak ve Baran,
2004; Karagolge ve Ceyhun, 2002; Pekdag ve digerleri, 2013; Yadigaroglu, Demircioglu ve
Demircioglu, 2017; Yildinm ve Birinci Konur, 2014; Yiizbasioglu ve Atav, 2004) yapildig:
goriilmektedir. Ancak bu caligmalarin biiyiik ¢ogunlugunun o6grencilerin fizik, kimya ve biyoloji
dersinde 6grendikleri genel bilgileri giinlitk yasam ile ne diizeyde iliskilendirebildiklerini belirlemek
amaciyla yapildig: goriilmektedir. Bununla birlikte fizik, kimya ve biyoloji dersinde segilen bir konu
veya kavrami 6grencilerin gercek yasam ile ne diizeyde iliskilendirebildiklerini belirlemeye y&nelik az
sayida calisma (Giirses ve digerleri, 2004; Hiircan ve Onder, 2012; Ozmen, 2003) yapildig:
goriilmektedir. Bu calismalar ise genellikle lise 6grencileri ve 6gretmen adaylar: tizerinde yapilmisgtir.
Bununla birlikte ortaokul 6grencilerinin secilen bir fen konusuna ait bilimsel bilgileri giinliik yasam
ile iligkilendirme diizeyini belirlemeye yonelik alan yazinda yeterince ¢alismanin yapilmadig:
goriilmiistiir. Oysaki diinya capmnda uygulanan sinavlardan biri olan PISA'min (Program for
International Student Assessment) temel amaci on bes yas grubundaki ogrencilerin (8.-9.-10.s1nif)
okulda ogrendikleri bilgi ve becerileri giinlitk hayatta kullanabilme becerilerini 6lgmek olarak

belirlenmistir (MEB, 2019). Dolayisiyla ortaokul 6grencilerinin okulda 6grendikleri bilgilerinin giinliik
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yasam ile iligskilendirme diizeyine y6nelik yapilan ¢alismalarin énemli oldugu diisiiniildiigiinden bu
tiir calismalarin sayis: artirilmalidir. Hatta ortaokul miifredatinda yer alan tiim konularin veya temel
fen kavramlarinin giinlitkk yasamda kullanma becerisini Olgecek calismalar yapilmali ve bu
calismalarin sonuglarina gore gerekli tedbirler alinmalidir. Bu baglamda bu calisma ile ortaokul
ogrencilerinin “saf madde ve karisimlar” konusu ile ilgili 6grendikleri bilgileri giinliik yasam ile
iliskilendirme diizeylerinin ortaya ¢ikarilmasi amaclanmistir. Bu amag ¢ergevesinde asagida belirtilen

sorulara cevap aranmlgtlr:

1. Ortaokul 6grencilerinin “saf madde ve karisimlar” konusu ile ilgili 6grendikleri bilgileri

giinliik yasam ile iliskilendirme diizeyleri nedir?

2. Ortaokul 6grencilerinin “saf madde ve karisimlar” konusu ile ilgili 6grendikleri bilgileri

glinliik yasam ile iliskilendirmede akademik basarilar1 6nemli midir?
Yontem

Bu arastirmada, nitel arastirma desenlerinden durum c¢alismasi deseni; durum calismast
desenlerinden ise biitiinciil tek durum deseni kullanilmistir. Bu desen tek bir analiz birimini (okul,
kurum, program, birey vb.) icerir. Ayrica bu desen, iyi formiile edilmis bir kuramin teyit edilmesi
veya ciiriitiilmesi, belli standartlara uymayan aykir1 durumlarin galisilmasi, hi¢ kimsenin daha
onceden ¢alismadigl durumlarmn ¢alisilmasi gibi durumlarda kullanilabilir (Yildirim ve Simsek, 2011).
Bu baglamda, ¢alismanin katilimcilarimi olusturan sekizinci smif dgrencileri tek bir analiz birimi
olarak ele alinmistir. Ayrica giincel (2018) Fen Bilimleri Dersi Ogretim Programinin dzel amaglarindan
biri olan, bireylerin giinliik yasam sorunlarina iliskin sorumluluk almalar1 ve bireylerin bu sorunlar1
¢ozerken fen bilimlerine iliskin sahip olduklar: bilgi, bilimsel siire¢ ve yasam becerilerini kullanip
kullanmadig1 belirlenmeye calisilmis, boylece iyi formiile edilmis bir kuramin teyit edilmesi veya

clirtitilmesi amacglanmigtir.
Calisma Grubu

Arastirma verileri 2020-2021 egitim-6gretim yili giiz déneminde elde edilmistir. Calisma
grubunu ise Gaziantep-Nizip ilgesinin farkli ortaokullarinda 6grenim goéren 94 sekizinci siif 6grencisi
olusturmaktadir. Calisma grubu; amagsal Ornekleme yaklasimlarindan tipik durum Ornekleme
yontemine gore segilmistir. Bu drnekleme tiiriinde evrenden var olan bir¢ok durum iginden siradan
bir durum tespit edilerek 6rneklem olarak segilir. Burada dikkat edilmesi gereken husus 6rnekleme
dahil edilecek okullarin bir¢ok o0zellik bakimindan (basart durumlari, biyitiklikleri vb.) tipik
durumda ve siradan olmasidir (Biiyiikoztiirk, Kili¢ Cakmak, Akgiin, Karadeniz ve Demirel, 2012). Bu
dogrultuda bu arastirmada, ortadgretime gegcis stnavinda basar1 diizeyi, okul biiyiikligii ve imkanlar:
bakimindan orta diizeyde olan okullar tercih edilmistir. Katihmc1 6grencilerin 50’si kiz, 44’1 erkek

olup yaslar1 12-14 arasinda degismektedir.
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Veri Toplama Araci

Arastirmada veri toplama araci olarak arastirmaci tarafindan hazirlanan acik uglu sorularin
yer aldig1 bir form kullanilmistir. Bu form ile 8. siif 6grencilerinin fen bilimleri dersinde “saf madde
ve karisimlar” konusunda 6grendikleri bilgileri giinliik hayat ile hangi diizeyde iliskilendirebildikleri
belirlenmeye galisilmistir. Ogrencilere yoneltilen formda dort acik uglu soru yer almaktadir. Bu
sorular hazirlanmadan 6nce oncelikle arastirmaci tarafindan arastirma konusu ile ilgili genel bir alan
yaz1 taramasi yapilmistir. Bu sorular hazirlamirken, 2018 Fen Bilimleri Dersi Ogretim Programinin 6zel
amaglarindan biri olan “bireylerin giinliik yasam sorunlarina iliskin sorumluluk almasini ve bireylerin
bu sorunlar1 ¢dzerken fen bilimlerine iliskin sahip olduklari bilgi, bilimsel siire¢ ve yasam becerilerini
kullanmas1” (MEB, 2018) temas: dikkate alinmistir. Formda yer alan sorularin giivenirligi ve gecerligi
i¢in uzman goriisiine bagvurulmustur. Hazirlanan agik uglu sorularin ¢alismanin amacina ve alt
problemlere uygunlugu bakimindan fen bilimleri egitimi alaninda iki uzmanin ve iki fen bilimleri
Ogretmeninin goriisleri alinmistir. Boylece kapsam gecerliligi saglanmaya ¢alisilmistir. Ayrica formda
yer alan sorularin anlasilirhigi ve okunabilirligi konusunda ii¢ 8. sif 6grencisi ile 6n uygulama

yapilmstir. Gelen doniitler dogrultusunda agik uglu sorularda diizenlemeler yapilmistir.
Verilerin Analizi

Calisma kapsaminda elde edilen verilerin analizinde betimsel analiz y&nteminden
yararlanilmistir. Bu analiz yontemi gesitli veri toplama teknikleri ile toplanan verilerin daha 6nceden
belirlenen temalara gore 6zetlenmesini ve yorumlanmasini igerir (Yildirim ve Simsek, 2011). Ayrica bu
analiz yonteminde, kisilerin sdylemis olduklar1 ifadelerin okuyucuya direkt aktarilmasma imkan
vermektedir (Cepni, 2018). Bu ¢alismada yapilan betimsel analiz dort asamadan olusmustur: Birinci
asamada aragtirmaci arastirma sorularindan hareketle veri analizi i¢in bir cergeve olusturmustur.
Boylece verilerin hangi temalar etrafinda sunulacagi belirlenmistir. Ikinci asamada olusturulan
cerceveye dayali olarak veriler okunmus ve anlamli ve mantikli bir sekilde bir araya getirilerek
diizenlenmistir. Daha sonra ise arastirmaci tarafindan diizenlenmis olan veriler tanimlanmisgtir.
Burada 6grencilerin giinliik yasam Ornekleri {izerinde sadece gerekli diizenlemeler (yazim yanlisi,
imla hatas1 vb.) yapilmis ve alint1 seklinde frekans sikliklar1 hesaplanarak tablolarda yorumlanmustir.
Son asamada ise arastirmaci tanimladigi bulgulari agiklamis, iliskilendirmis ve anlamlandirmistir

(Yildirim ve Simsek, 2011).

Ogrencilerin sorulara vermis olduklar1 cevaplar; “kabul edilebilir’, “kabul edilemez” ve
“cevapsiz” olarak ii¢ kategoriye ayrilmistir. Bilimsel olarak dogru verilen cevaplar kabul edilebilir
olarak, bilimsel olarak yanls verilen cevaplar kabul edilemez olarak ve hi¢ cevap verilmeyen sorular
cevapsiz olarak degerlendirilmistir. Oncelikle aragtirmaci tarafindan her bir soruya verilen cevaplar
analiz edilmis ve yukarida belirtilen uygun kategorilere yerlestirilmistir. Bununla birlikte calisma tek

bir arastirmaci tarafindan yiritiildiiglinden calismanin giivenirligini artirmak amaciyla verilen
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cevaplarin nitel ¢alismalarda betimsel ve igerik analizi deneyimine sahip uzman bagka bir kisi
tarafindan da degerlendirilip uygun kategorilere yerlestirilmesi istenmistir. Daha sonra ise arastirmaci
ve uzman arasindaki uzlasma yiizdesi Miles ve Huberman (1994) tarafindan onerilen formiil
kullanilarak hesaplanmis ve bu deger %90 olarak bulunmustur. Bu degerin verilerin analiz glivenirligi

i¢in uygun oldugu diistiniilmiistiir (Yildirim ve Simsek, 2011).
Calismanin Sinirliliklar

Bu calisma 2020-2021 egitim Ogretim yili gliz doneminde Gaziantep-Nizip ilgesinin farkl
ortaokullarinda 6grenim goren 94 sekizinci smif 6grencisi ve bu 6grencilerin cevapladig1 dort acgitk
uglu sorudan elde edilen verilerin arastirmaci tarafindan yapilan betimsel analizi ile smirhdir.
Dolayisiyla farkli 6rneklem gruplar: iizerinde farkli veri toplama araglari ile farkli konularin farkl

aragtirmacilar tarafindan ¢alisilmasiyla farkli sonuglar elde edilebilir.
Arastirmanin Etik izinleri

Yapilan bu calismada “Yiiksekogretim Kurumlar1 Bilimsel Arastirma ve Yayin Etigi
Yonergesi” kapsaminda uyulmas: belirtilen tiim kurallara uyulmustur. Yonergenin ikinci bolimii
olan “Bilimsel Arastirma ve Yayimn Etigine Aykiri Eylemler” bashg: altinda belirtilen eylemlerden
higbiri gerceklestirilmemistir.

Etik kurul izin bilgileri:

Etik degerlendirmeyi yapan kurul adi: Gaziantep Universitesi Sosyal ve Begeri Bilimler Etik Kurulu
Etik degerlendirme karar tarihi: 06.07.2020

Etik degerlendirme belgesinin say1 numarasi: 87841438/050.06/34306

Bulgular

Calismanin bulgulari arastirma problemi odakli hazirlanan agik uglu anket sorularindan elde
edilen verilerin ¢oziimlenmesi ile olusturulmustur. Bu amagla bu boliimde, ¢dziimlenen veriler

tablolar haline getirilerek gerekli agiklamalar ile birlikte sunulmustur.

Arastirmaya katilan 6grencilere arastirmanin ilk sorusu olarak “Element kavraminin tanimini ve
ozelligini hatirlayarak giinliik hayatta duydugunuz elementlere ve kullanildigr yerlere ornekler wverebilir
misiniz?” sorusu yoneltilmistir. Ogrencilerin bu soruya verdikleri cevaplara iliskin frekans ve yiizde

degerleri Tablo 1’ de sunulmustur.
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Tablo 1. Ogrencilerin giinliik hayatta duyduklar: elementler ve kullanildig: yerler

Giinliik Hayattan Ornekler

Cevap Element ad1 f %  Kabul Edilebilir Kabul Cevapsiz
Kategorileri Edilemez
f % f % f %
Bor 51 54,25 37 7254 3 588 11 21,56
Helyum 42 44,68 17 40,47 - - 25 59,52
Altin 41 43,61 31 75,60 - - 10 24,39
Oksijen 35 3723 21 60,00 - - 14 40,00
Lityum 24 25,53 5 20,83 - - 19 79,16
Hidrojen 24 25,53 2 8,33 - - 22 91,66
Aliiminyum 24 25,53 2 8,33 - - 22 91,66
Giimiis 24 25,53 10 41,66 - - 14 5833
Neon 23 24,46 7 30,43 1 434 15 6521
Berilyum 19 20,21 - - - - 19 100,00
Bakir 19 20,21 12 63,15 - - 7 36,84
Argon 18 19,14 1 5,55 - - 17 94,44
Flor 18 19,14 10 55,55 - - 8 44,44
= Karbon 17 18,08 5 29,41 - - 12 70,58
< Silisyum 16 17,02 1 6,25 - - 15 93,75
S Magnezyum 16 17,02 3 18,75 - - 13 81,25
E Klor 16 17,02 6 37,50 - - 10 62,50
O Demir 15 15,95 5 33,33 - - 10 66,66
Kiikiirt 15 15,95 5 33,33 - - 10 66,66
Sodyum 13 13,82 4 30,76 - - 9 6923
Fosfor 10 10,63 3 30,00 - - 7 70,00
Azot 10 10,63 1 10,00 - - 9 90,00
Kalsiyum 9 9,57 1 11,11 - - 8 8888
Potasyum 8 8,51 - - - - 8 100,00
Kursun 6 6,38 - - - - 6 100,00
Civa 3 3,19 3 100,00 - - - -
Cinko 2 2,12 1 50,00 - - 1 50,00
Iyot 2 2,12 1 50,00 - - 1 50,00
Nikel 1 1,06 - - - - 1 100,00
Uranyum 1 1,06 - - - - 1 100,00
Titanyum 1 1,06 1 100,00 - - - -
3 Einsteinyum 1 1,06 - - - - 1 100,00
§ Karbondioksit 9 9,57 - - 2 222 7 77,77
S Tuz 2 2,12 - - - - 2 100,00
E Amonyak 1 1,06 - - - - 1 100,00
Vi Fosfat 1 1,06 - - - - 1 100,00
N 3 3,19
;’"
J

Tablo 1 incelendiginde, 6grencilerin giinliik hayatta duyduklar1 ¢ok sayida element oldugu
goriilmektedir. Bu elementler; kabul edilebilir diizeyde en ¢ok sdylenenden en az sdylenene dogru
sirastyla Bor (%54,25), Helyum (%44,68), Altin (%43,61), Oksijen (%37,23), Lityum (%25,53), Hidrojen
(%25,53), Aliiminyum (%25,53), Glimiis (%25,53), Neon (%24,46), Berilyum (%20,21), Bakir (%20,21),
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Argon (%19,14), Flor (%19,14), Karbon (%18,08), Silisyum (%17,02), Magnezyum (%17,02), Klor
(%17,02), Demir (%15,95), Kiikiirt (%15,95), Sodyum (%13,82), Fosfor (%10,63), Azot (%10,63),
Kalsiyum (%9,57), Potasyum (%8,51), Kursun (%6,38), Civa (%3,19), Cinko (%2,12), iyot (%2,12), Nikel
(%1,06), Uranyum (%1,06) ve Titanyum (%1,06) seklindedir.

Calismaya katilan Ogrencilerin bu elementlerle ilgili giinlitk hayattan verdikleri ornekler
incelendiginde; Bor elementinin giinliik hayatta kullanildig1 yerler olarak 6grencilerin %72,54'1i kabul
edilebilir diizeyde ornekler (ugaklarda (%9,80), elektrik kablolarinda (%1,96), temizlik malzemelerinde
(%23,52), cizilmeyen tavada (1,96), cam yapiminda (%29,41), uzay teknolojisinde (%3,92), lamba ve
15tk yapiminda (%1,96)) verirken; %5,88'i kabul edilemez diizeyde ornek (astronot kiyafetlerinde
(%5,88)) vermistir. Bununla birlikte 6grencilerin %21,56’s1 Bor elementine giinlitk yasamdan 6rnek
verememistir. Helyum elementine Ogrencilerin verdigi giinlitk hayat Orneklerine bakildiginda;
ogrencilerin %40,47’si kabul edilebilir diizeyde ornekler (ugan balonlarda (%35,71), zeplinlerde
(%2,38), havada (%2,38)) verirken, %59,52’si Helyum elementine giinliik hayattan 6rnek verememistir.
Altin elementinin giinliik hayatta kullanimina 6grencilerin %75,60'1 kabul edilebilir diizeyde 6rnekler
(taki yapiminda (bilezik, yiiziik vb.) (%39,02), esya yapiminda (%17,07), telefonlarda (%9,75), tellerde
(%2,43), kuyumcularda (%2,43), elektrik iletiminde (%2,43)) verirken, %24,39'u ise giinliik hayattan
ornek verememistir. Oksijen elementinin giinliik hayat 6rneklerine bakildiginda ise 6grencilerin %601
“solunumda nefes alirken” (%20), “havada” (%20), “hayatimizin her aminda” (%8,57), “oksijen
tiiptinde” (%8,57) ve “toprakta” (%2,85) seklinde kabul edilebilir diizeyde 6rnekler verirken; %401
oksijen elementine giinliik hayattan ornek verememistir. Calismaya katilan 6grencilerin %20,83"i
Lityum elementine giinliikk hayattan “pil yapiminda” seklinde kabul edilebilir diizeyde ornek
verirken, %79,16’s1 Lityum elementinin giinlitk hayatta kullanimina 6rnek verememistir. Hidrojen
elementinin giinlitk yasamda kullanimina 6grencilerin %8,33’ii kabul edilebilir diizeyde o6rnekler
(meteoroloji balonlarinda (%4,16) ve suda (%4,16)) verirken, %91,66's1 ise giinlitk yasamdan
orneklendirme yapamamistir. Aliiminyum elementine giinliik hayattan “aliiminyum folyoda” (%8,33)
kullanilmas: seklinde kabul edilebilir diizeyde 6rnek verilirken, 6grencilerin %91,66’s1 Aliiminyum un
giinliik hayatta kullanimina 6rnek verememistir. Giimiis elementine giinlitk hayattan 6grencilerin
%41,66's1 kabul edilebilir diizeyde oOrnekler (taki yapiminda (bilezik, ytiziik vb.) (%33,33), esya
yapiminda (%8,33)) verirken, ogrencilerin %58,33'ii 6rneklendirme yapamamistir. Neon elementine
ogrenciler tarafindan verilen giinliik hayat orneklerinin %30,43'Qi kabul edilebilir diizeyde
orneklerden (1sik yapiminda (%4,34), tabelalarda (%4,34), renkli 1siklandirmada (%21,73)) ve %4,34'ii
ise kabul edilemez diizeyde 6rnekten (fosforlu kalemlerde (%4,34)) olusmustur. Ogrencilerin %65,21'1
ise Neon elementine giinliik hayattan Ornek verememistir. Bakir elementinin giinlitk yasam
orneklerine ogrencilerin %63,15’i kabul edilebilir diizeyde ornekler (mutfak esyalarinda (cezve,
tencere, kasik, tava vb.) (%47,36), iletken telde (%15,78)) verirken, %36,84'1i ise bu kullanima iligkin

orneklendirme yapamamuistir. Argon elementinin giinliik hayatta kullanimina bir 6grenci (%5,55)
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“ampulde” seklinde kabul edilebilir diizeyde goriis bildirirken ogrencilerin %94,44 ‘i goriis
bildirmemistir. Flor elementinin giinliik hayatta kullanimina 6grencilerin %55,55’1 “dis macununda”
seklinde kabul edilebilir diizeyde 6rneklendirme yaparken, %44,44" ii 6rneklendirme yapamamustir.
Karbon elementinin giinliik hayatta kullanimina 6grencilerin %29,41'i “kursun kalem ucu” seklinde
kabul edilebilir diizeyde orneklendirme yaparken %70,58’i orneklendirme yapamamustir. Silisyum
elementine Ogrencilerin %6,25i glinlitk yasamdan “cam iiriinlerinde” kullanildigi seklinde kabul
edilebilir diizeyde 6rnek verirken, %93,75'i 6rnek verememistir. Magnezyum elementinin giinliik
hayat Orneklerine bakildiginda ise Ogrencilerin %18,75'i “caki taslarinda” (%12,5) ve “ugak
yapiminda” (%6,25) seklinde kabul edilebilir diizeyde oOrnekler verirken %81,25’i ise Ornek
verememistir. Klor elementine 6grencilerin %37,5'i giinliik yasamdan “sular1 dezenfekte etmede”
(%25,00), “suyun icinde” (%6,25) ve “temizlik malzemelerinde” (%6,25) seklinde kabul edilebilir
diizeyde ornekler verirken, %62,50’si klor elementine giinlitk hayattan 6rnek verememistir. Demir
elementinin giinliik hayatta kullanimina 6grencilerin %33,33’ti “ev yapiminda” (%6,66) ve “dayanikl
esya ve malzeme yapiminda” (%26,66) seklinde kabul edilebilir diizeyde ornekler verirken %66,66’s1
ise 0rnek verememistir. Kiikiirt elementine ise 6grencilerin %33,33'{1 “sabun yapiminda” (%26,66) ve
“giibrede” (%6,66) seklinde kabul edilebilir diizeyde 6rnekler verirken, %66,66’s1 6rnek verememistir.
Sodyum elementinin giinlitk hayatta kullanimina o6grencilerin %30,76’s1 “sofra tuzunda” seklinde
kabul edilebilir diizeyde 6rneklendirme yaparken %69,23’ti 6rnek verememistir. Fosfor elementine
glinliik hayattan 6grencilerin %30 u “fosforlu kalemlerde” (%20) ve “led lambalarda” (%10) seklinde
kabul edilebilir diizeyde ornekler verirken, %70’i 6rneklendirme yapamamustir. Azot elementinin
giinliik hayatta kullanimina 6grencilerin %10"u “havanin %78 inde” seklinde kabul edilebilir diizeyde
orneklendirme yaparken %901 érneklendirme yapamamustir. Kalsiyum elementinin giinlitk hayatta
kullanimina 6grencilerin %11,11'i “dis macununda” seklinde kabul edilebilir diizeyde 6rnek verirken
%88,88'i ornek verememistir. Giinliik hayatta duyulan elementlere civa cevabini veren {i¢ 0grenci
“termometrede” seklinde kabul edilebilir diizeyde Ornek vermistir. Giinlitk hayatta duyulan
elementlere Cinko cevabimi veren iki 0grenciden biri Cinko elementinin kullanimima “catilarda”
seklinde kabul edilebilir diizeyde 6rneklendirme yaparken digeri 6rnek verememistir. Giinliik hayatta
duyulan elementlere fyot cevabini veren iki 6grenciden biri giinlikk hayattan “saghk alaninda”
kullanilmas: seklinde kabul edilebilir diizeyde 6rnek verirken digeri 6rneklendirme yapamamuisgtir.
Giinlik hayatta duydugu elemente Titanyum cevabini veren bir 6grenci bu elementin giinliik
hayattaki kullanimina “ugak yapiminda” seklinde kabul edilebilir diizeyde 6rnek vermistir. Ayrica
calismaya katilan Ogrencilerin “Berilyum”, “Kursun”, “Uranyum”, “Potasyum” ve “Nikel”
elementlerine giinliik hayattan 6rnekler veremedigi goriilmektedir. Bununla birlikte, Einsteinyum’un
glinliik hayatta kullanimi olmayip sadece bilimsel arastirmalarda kullanildig: icin, Karbondioksit,

Tuz, Amonyak ve Fosfat bilesik oldugu icin kabul edilemez kategorisinde yer almigtir. Dolayisiyla
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bunlara verilen 6rnekler de kabul edilemez kategorisinde degerlendirilmistir. Ayrica ii¢ 6grenci
(%3,19) bu soruyla ilgili goriis belirtmemistir.

Aragtirmaya katilan 6grencilere arastirmanin ikinci sorusu olarak “Bilesik kavraminin tanimini
ve oOzelliini hatirlayarak giinliik hayatta duydugunuz bilesiklere ve kullanildigi yerlere Ornekler verebilir
misiniz?” sorusu yoneltilmistir. Ogrencilerin bu soruya verdikleri cevaplara iliskin frekans ve yiizde

degerleri Tablo 2’ de sunulmustur.

Tablo 2. Ogrencilerin giinliik hayatta duyduklar bilesikler ve kullamildig: yerler

Giinliik hayattan 6rnekler

Cevap Bilesik ad1 f % Kabul Kabul Cevapsiz
Kategorileri Edilebilir Edilemez
f % f % f %
Su 67 71,27 16 23,88 - - 51 76,11
Stlfarik asit 22 234 - - 1 454 21 95,45
;i«i Nitrik asit 12 12,76 1 833 - - 11 91,66
< Tuz ruhu 1 1,7 1 9,09 - - 10 90,90
s Sodyum Kloriir 7 744 - - - - 7 100,00
E Metan 5 531 - - - - 5 100,00
N, Amonyak 2 2,12 1 50,00 - - 1 50,00
Sodyum Hidroksit 1 1,06 - - - - 1 100,00
Karbondioksit 1 1,06 - - - - 1 100,00
Oksijen 10 10,63 - - 2 20,00 8 80,00
Tuzlu su 4 425 - - 1 25,00 3 75,00
Ayran 3 319 - - - - 3 100,00
Limonata 2 2,12 - - - - 2 100,00
Amonyum 2 2,12 - - - - 2 100,00
g Sekerli su 2 2,12 - - - - 2 100,00
E) Tahta 1 1,06 - - - - 1 100,00
5 Demir 1 106 - - . 1 100,00
E Muzun kararmasi 1 1,06 - - - - 1 100,00
Vi Ekmegin mayalanmast 1 1,06 - - - - 1 100,00
Kursun 1 1,06 - - - - 1 100,00
Radon 1 1,06 - - - - 1 100,00
Neon 1 1,06 - - - - 1 100,00
Helyum 1 1,06 - - - - 1 100,00
Limonlu su 1 1,06 - - 1 100,00 1 100,00
9 9,57

Cevapsiz

Tablo 2'de 6grencilerin giinliik hayatta duyduklar: bilegiklere bakildiginda; kabul edilebilir
diizeyde en ¢ok sOylenenden en az sdylenene dogru Orneklerin sirasiyla su (%71,27), siilfiirik asit
(%23,40), nitrik asit (%12,76), tuz ruhu (%11,70), sodyum kloriir (%7,44), metan (%5,31), amonyak
(%2,12), sodyum hidroksit (%1,06) ve karbondioksit (%1,06) seklinde dagilim gosterdigi

goriilmektedir.
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Calismaya katilan 6grencilerin giinliik hayattan verdikleri bilesik 6rneklerine bakildiginda; su
bilesigine 6grencilerin %23,88'i kabul edilebilir diizeyde 6rnekler (canlilarin yasaminda (%10,44), bitki
yetistirmede (%1,49), araba yikamada (%1,49), igmede (%2,98), her alanda (%5,97), temizlik yaparken
(%1,49)) vermistir. Ogrencilerin %76,11’i ise su bilesigine giinlikk hayattan 6rnek verememistir.
Siilfiirik asit bilesiginin giinliik hayatta kullanimina bir 6grenci (%4,54) “tuzruhu olarak temizlikte”
seklinde kabul edilemez diizeyde 6rnek verirken diger 6grenciler (%95,45) 6rnek verememistir. Nitrik
asit bilesiginin kullanimina bir 6grenci (%8,33) “eritici olarak” kabul edilebilir diizeyde 6rnek verirken
diger 6grenciler (7%91,66) ornek verememistir. Tuzruhu bilesiginin giinliik hayatta kullanimina sadece
bir 6grenci (%9,09) “temizlikte” seklinde kabul edilebilir diizeyde 6rnek verirken diger 6grenciler
(%90,90) ornek verememistir. Giinliik hayatta duydugu amonyak bilesigine iki 6grenciden biri (%50)
“temizlik malzemesi” seklinde kabul edilebilir diizeyde 6rneklendirme yaparken diger 6grenci (%50)
amonyak bilesiginin giinliik hayatta kullanimina ©6rnek verememistir. Bununla birlikte, giinliik
hayatta duydugu bilesigi “Sodyum Hidroksit” (%1,06), “Sodyum Kloriir” (%7,44), “Metan” (%5,31) ve
“Karbondioksit” (%1,06) olarak belirten 6grenciler bu bilesiklerin giinliik hayatta kullanimina 6rnek
verememistir. Bununla birlikte, Oksijen, Demir, Kursun, Radon, Neon, Helyum element oldugu icin,
ayran, tuzlu su, limonata, sekerli su, tahta, limonlu su karisim oldugu i¢in, muzun kararmasi ve
ekmegin mayalanmasi olaylar1 kimyasal degisim oldugu icin ve Amonyum katyon kok oldugu igin
kabul edilemez kategorisinde yer almiglardir. Dolayisiyla bunlara verilen ornekler de kabul edilemez

kategorisinde degerlendirilmistir. Ayrica dokuz 6grenci (%9,57) bu soruyla ilgili goriis belirtmemistir.

Arastirmaya katilan Ogrencilere arastirmanin {i¢iincii sorusu olarak “Homojen karisimlarda
(cozelti) karisimi olusturan maddelerin dagiliminin karigimin her yerinde aymi oldugu bilgisini hatirlayarak
glinliik hayatta karsilasti§iniz homojen karisimlara Ornekler verebiliv misiniz?” sorusu yOneltilmistir.
Ogrencilerin bu soruya verdikleri cevaplara iliskin frekans ve yiizde degerleri Tablo 3’ de

sunulmustur.
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Tablo 3. Giinliik hayatta karsilasilan homojen karigim drnekleri
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Cevap Kategorileri Homojen Karigimlar f %
Sekerli su 64 68,08
= Tuzlu su 61 64,89
_@ Kolonya 15 15,95
3 Stiziilmiis cay 13 13,82
E Limonata 6 6,38
Vi Alkollii su 5 5,31
Hava 4 4,25
Camurlu su 11 11,70
N Seker 5 5,31
95) Meyve suyu 5 5,31
U
g Ayran 2 2,12
= Su 2 2,12
2 Siit 1 1,06
. Su-yag karisimi 1 1,06
Kumlu su 1 1,06
N 4 4,25
@
Q.
[
>
[}
o

Tablo 3’de 6grencilerin giinliik hayatta karsilastiklar1 homojen karisimlara bakildiginda; kabul

edilebilir diizeyde en ¢ok sdylenenden en az sdylenene dogru orneklerin sirasiyla sekerli su (%68,08),

tuzlu su (%64,89), kolonya (%15,95), stiziilmiis ¢ay (%13,82), limonata (%6,38), alkollii su (%5,31), hava

(%4,25) seklinde dagilim gostermektedir. Bununla birlikte 6grencilerin verdikleri 6rneklerden su-yag

karisimi, ayran, meyve suyu, ¢camurlu su, kumlu su ve siit heterojen karisim; seker ve su bilesik

oldugu icin homojen karisima ornek olarak kabul edilemez kategorisinde yer almistir. Bununla

birlikte dort 6grenci (%4,25) bu soruyla ilgili goriis bildirmemistir.

Arastirmaya katilan 6grencilere arastirmanin dordiincii sorusu olarak “Heterojen karisimlarda

karisimi olusturan maddelerin dagilimin karistmun her yerinde aymi olmadi$ bilgisini hatirlayarak giinliik

hayatta karsilastiginiz heterojen karistmlara drnekler verebilir misiniz?” sorusu yoneltilmistir. Ogrencilerin

bu soruya verdikleri cevaplara iliskin frekans degerleri Tablo 4’ de sunulmustur.
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Tablo 4. Giinliik hayatta karsilasilan heterojen karisim drnekleri

Cevap Kategorileri Heterojen Karigimlar f %
Zeytinyag1-su karisim 54 57,44
Ayran 43 45,74
Siit 17 18,08
Kum-su karigsimi 10 10,63
Kan 6 6,38
Meyve suyu 5 5,31
% Kum-demir tozu 4 4,25
< Sis 3 3,19
=B Talag-miknatis karigimi 2 2,12
E Civa-su karigimi 2 2,12
v Yemek 2 2,12
Salata 2 2,12
Kum-tas karisimi 1 1,06
Corba 1 1,06
Su-talas karigimi 1 1,06
Pizza 1 1,06
Demir-talas karigimi 1 1,06
Zeytinyag1 7 7,44
N Su 6 6,38
% Sekerli su 3 3,19
= Alkol-su karigimi 3 3,19
- Kolonya 2 2,12
—§ Hava 1 1,06
. Petrol 1 1,06
Tuzlu su 1 1,06
N 6 6,38
§
J

Tablo 4 incelendiginde, 6grencilerin giinliik hayattan verdikleri heterojen karisim 6rnekleri;
kabul edilebilir diizeyde en ¢ok sdylenenden en az sdylenene dogru sirasiyla zeytinyagi-su karisimi
(%57,44), ayran (%45,74), siit (%18,08), kum-su karisimi (%10,63), kan (%6,38), meyve suyu (%5,31),
kum-demir tozu (%4,25), sis (%3,19), talag-miknatis karisimi (%2,12), civa-su karisimi (%2,12), yemek
(%2,12), salata (%2,12), kum-tas karisimi (%1,06), ¢orba (%1,06), su-talas karisimi (%1,06), pizza
(%1,06), demir-talas karisgimi (%1,06) seklindedir. Bununla birlikte su bilesik; zeytinyagi, hava,
kolonya, petrol, alkol-su karisimi, tuzlu su ve sekerli su ise homojen karisim oldugu icin kabul
edilemez kategorisinde yer almiglardir. Ayrica alti 6grenci (%6,38) heterojen karisimlara giinliik

yasamdan 6rnek verememistir.
Tartisma, Sonug ve Oneriler

Bu ¢alisma ile ortaokul 6grencilerinin “saf madde ve karisimlar” konusu ile ilgili 6grendikleri
bilgileri giinliik yasam ile iliskilendirebilme diizeyleri belirlenmeye calisilmistir. Calisma verilerinden

elde edilen bulgularin ortaya koydugu sonuglara bakildiginda, calismaya katilan 6grencilerin “saf
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madde ve karisgimlar” konusunda yer alan kavramlar ile ilgili kisith ornekler sunduklari, bu
orneklerin daha ¢ok ders kitaplarinda yer alan drnekler oldugu, yakin ¢evrelerindeki 6rnekleri fark
edemedikleri, ancak verilen bazi 6rneklerin giinliik yasam ile iliskilendirme diizeyinin yiiksek oldugu
ve akademik basarinin O6grenilen bilgileri giinliik yasama aktarma konusunda 6nemli olmadigi

goriilmektedir.

“Saf madde ve karisimlar” iinitesi agirlikli olarak element, bilesik ve karisim (homojen ve
heterojen karisim) konularindan olusmaktadir. Dolayisiyla 6grencilerin “saf madde ve karisimlar”
konusu ile ilgili 6grendikleri bilgileri giinliik yasam ile iliskilendirebilme diizeyleri belirlenmeye
calisilirken, 6grencilerden giinliik hayatta duyduklar1 element, bilesik, homojen ve heterojen karisim
Ornekleri vermeleri ve 6rnek verdikleri element ve bilesigin kullamildig1 yerleri giinlitk hayattan
orneklendirmeleri istenmistir. Bu baglamda elde edilen bulgular tek tek incelendiginde; 6grencilerin
glinliik hayattan ¢ok sayida element ismine yer verdikleri goriilmektedir (Bkz. Tablo 1). Bununla
birlikte, 6grenciler tarafindan ¢ok sayida element ismine yer verilmesine ragmen bu elementlerle ilgili
gunliik hayattan kisith sayida orneklendirme yapilmistir. Giinliik hayattan kabul edilebilir diizeyde
en ¢ok Bor elementi, en az ise Nikel, Uranyum ve Titanyum elementleri sdylenmistir. Giinliik
hayattan kabul edilebilir diizeyde en ¢ok Bor elementinin kullanildig1 yerlere 6rnek verilirken;
Berilyum, Kursun, Nikel, Uranyum, Potasyum elementlerine &rnek verilmemistir. Ogrencilerin
giinliik hayatta duyduklari bilesiklere bakildiginda ise, kabul edilebilir diizeyde 6grenciler en ¢ok su
bilesigini en az ise Sodyum Hidroksit ve Karbondioksit bilesiklerini duyduklarini ifade etmislerdir.
Bununla birlikte en ¢ok su bilesigine giinliik hayattan 6rnek verilirken, birgok bilesige (Siilfiirik asit,
Sodyum Kloriir, Metan, Sodyum Hidroksit, Karbondioksit) kabul edilebilir diizeyde 0&rnek
verilmemistir (Bkz. Tablo 2). Dolayisiyla 0grencilerin bilesiklerin giinliik hayattaki kullanimlar ile
ilgili yeterli 6rnek sunamadiklari goriilmiistiir. Ogrencilerin giinliik hayatta duyduklari homojen
karisim Orneklerine bakildiginda, kabul edilebilir diizeyde sinirli sayida 6rnek sunduklari ve en ¢ok
sekerli su ve tuzlu su; en az ise hava &rneginin verildigi goriilmiistiir (Bkz. Tablo 3). Ogrenciler
tarafindan verilen heterojen karisim 6rneklerine bakildiginda ise 6grencilerin homojen karisimlardan
daha fazla 6rnek verdikleri sdylenebilir. Ogrenciler heterojen karisima kabul edilebilir diizeyde en ¢ok
zeytinyagi su karisimini verirken en az kum-tas karisimi, ¢orba, su-talas karisimi, pizza ve demir-talas
karisim1 6rneklerinin verildigi goriilmektedir (Bkz. Tablo 4). Dolayisiyla 6grencilerin “saf madde ve
karisimlar” konusunda yer alan kavramlar ile ilgili genel olarak kisitli 6rnekler sunduklar1 ve bu
konuda ogrendikleri bilgileri giinliik yasam ile yeterince iliskilendiremedikleri soylenebilir.
Ogrencilerin fen dersinde 6grendikleri bilgileri giinliik yasama aktarma ile ilgili alan yazinda yapilan
¢alismalar incelendiginde; 5. sif 6grencilerinin fen dersinde 6grendikleri bilgileri giinlitkk yasama
aktarmada sikinti yasadiklari (Anagiin, Agir ve Kaynas, 2010), ilkogretim 0Ogrencilerinin
“Yasamimizdaki  Elektrik” {initesinde o6grendikleri bilgileri giinlilk yasamla yeterince

iliskilendiremedikleri (Dede Er, Sen, Sar1 ve Celik, 2013), ilkdgretim 7. sinif 6grencilerinin 6grendikleri
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fen kavramlarini giinliik yasamla iliskilendirmelerinin istenilen diizeyde olmadig1 (Hiircan ve Onder,
2012), 6grencilerin homojen karisim, heterojen karisim ve ¢oziinme gibi kavramlar giinlitk yasamdan
ornekler verme konusunda sikint1 yasadiklar1 (Tasdemir ve Demirbas, 2010), 6. smif 6grencilerinin
hiicre konusunda 6grendikleri bilgileri giinliik yasama aktarmada sikint1 yasadiklar1 (Ormanci, Cepni
ve Ulger, 2020), ortaokul 6grencilerinin “Canhilar ve Hayat” dgrenme alaminda edindikleri bilgileri
glnliik hayata aktaramadiklar1 (Cinar, 2018), ilkokul 3. smuf Ogrencilerinin “Varliklarin Hareket
Ozellikleri” konusundaki temel kavramlar1 giinliik hayat ile iligskilendirmelerinin istenilen seviyede
olmadig1 (Aydin Girler, 2021), 8. smif Ogrencilerinin fen dersinde 6grendikleri fen kavramlarini
glinliik hayata aktarma diizeylerinin yeterli olmadig1 (Akgiin, Cinici, Yildirim ve Kopriibasi, 2015), 8.
smnif dgrencilerinin fen kavramlarini giinlitk yasam ile iliskilendirme konusunda yetersiz kaldiklar:
(Canpolat ve Ayyildiz, 2019), ortaokul 7. smif 6grencilerinin “Maddenin Hal Degisimi” baglamu ile
ilgili giinliik hayattan kisith 6rnekler sunduklar: (Bilge ve Ayvaci, 2018), 8. smif 6grencilerinin “Su
Kimyas1 ve Su Arntim1” konusunda oOgrendikleri kavramlari giinliik yasam ile yeterince
iliskilendiremedikleri (Akgiin, Tokur ve Duruk, 2016), ilkokul 6grencilerinin fen dersinde 6grendikleri
bilgileri gtinliik yasam ile iliskilendirmede sikinti yasadiklar1 (Alkis Kiigiikaydin, 2019)
goriilmektedir. Dolayisiyla alan yazindaki bu calismalarin bulgular: yapilan calismanin bulgularim
destekler niteliktedir. Ogrencilerin fen dersinde dgrendikleri kavramlari giinliik yasam ile yeterince
iliskilendirememelerinin nedenleri olarak; fen derslerinde Ogretilen kavramlarin giinlitk yasamla
yeterince iliski kurularak verilmemesi, sinif i¢i ortamlarda giinliik yasam problemlerine yeterince yer
verilmemis olmasi, 6gretmenlerin uyguladigl geleneksel yontem ve teknikler, okul dis1 6grenme
ortamlarnin yeterince kullanilmamasi sOylenebilir. Bununla birlikte alan yazinda bu g¢alismanin
bulgularini desteklemeyen bagska calismalar da bulunmaktadir. Giil (2020) tarafindan yapilan
¢alismanin sonucunda, 7. smuf ogrencilerinin “Viicudumuzdaki Sistemler” konusunda 6grendikleri
bilgileri giinliik yasamla iliskilendirmelerinin iyi sayilabilecek diizeyde oldugu sonucuna ulasilmaistir.
Ayrica bu ¢alismanin alan yazindaki ¢alismalarin sonuglari ile paralellik gostermemesinin nedeni
olarak; bazi sorularin giinlitk yasamla iligkili olmaktan ziyade bilgiyi 6l¢gmeye yonelik sorulardan
olustugunu, bagisiklik sistemi, dolasim sistemi gibi 6nemli konulara ait faktorlerin olmamasi olarak
belirtilmistir. Mercan, Giirlen ve Koseoglu (2018) tarafindan yapilan ¢alismanin sonucunda ise biyoloji
ogretmen adaylarmin bilimsel bilgilerini giinliik yasamlar: ile iligskilendirebildikleri goriilmiistiir. Bu
durumun olugsmasinda ise iiniversitenin fiziksel kosullari, 6grenim dili ve ders igeriginin onemli

oldugu diistintilmiistiir.

Elementlere, bilesiklere ve karigimlara giinliik hayattan verilen 6rneklere bakildiginda, verilen
bircok drnegin dgrencilerin ders kitabinda yer alan klasik &rnekler oldugu goriilmektedir. Ornegin;
elementlere Ornek olarak verilen Neon elementinin renkli isiklandirmada kullanilmasi, Lityum
elementinin pil yapiminda kullanilmasi, Silisyum elementinin cam iiriinlerinde kullanilmasi, Argon

elementinin ampullerde kullanilmasi, Azot elementinin havanin %78’inde bulunmasi, Flor
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elementinin dis macununda kullanilmas, Iyot elementinin saglik alaminda kullanilmasi, Aliiminyum
elementinin aliiminyum folyoda kullanilmasi, Altin ve Giimiis elementlerinin taki yapiminda
kullanilmasi, Sodyum elementinin sofra tuzunda kullanilmasi, Kiikiirt elementinin sabun yapiminda
ve giibrede kullanilmasi, Klor elementinin sular1 dezenfekte etmede kullanilmasi, Bakir elementinin
mutfak esyalarinda kullanilmasi, Civa elementinin termometrede kullanilmasi, Cinko elementinin
catilarda kullanilmasi, Oksijen elementinin solunumda nefes alirken ve oksijen tiipiinde kullanilmas:
gibi. Benzer sekilde 6grencilerin giinliik hayattan verdikleri bilesik 6rneklerine bakildiginda, daha ¢ok
ders kitaplarinda yer alan bilesiklere (su, hidroklorik asit, siilfiirik asit, nitrik asit, sodyum hidroksit,
sodyum kloriir, amonyak, karbondioksit, metan) yer verdikleri goriilmektedir. Homojen (tuzlu su,
sekerli su, hava, kolonya) ve heterojen karisim (zeytinyagi-su, ayran, kum-su, su-talas, sis) 6rneklerine
bakildiginda ise verilen bir¢ok Ornegin yine ders kitabinda yer alan Orneklerden olustugu
goriilmektedir (Demirkazan, Kalik ve Ocal, 2018). Dolayisiyla cogunlukla ders kitabindaki 6rneklere
bagh kalan 6grencilerin yakin gevresinde element, bilesik ve karisimlarla ilgili birgok drnek olmasma
ragmen bunlar fark edemedikleri goriilmiistiir. Ornegin hayatimizin her saniyesinde nefes alirken
kullandigimiz oksijen elementine Ogrencilerin yarisina yakininin (%40), su bilesigine Ogrencilerin
biiyiik bir cogunlugunun (%76,11) giinliik hayattan 6rnek verememesi ve her giin soluduklar1 havay1
sadece dort 6grencinin homojen karisim olarak adlandirmasi 6grencilerin smifta 6grendikleri bazi
bilgilerin sadece ezbere bir bilgi olarak kaldigin1 gdstermektedir. Bu bulguya benzer sekilde, Akgiin
ve digerlerinin (2015) yaptig1 calismanin sonucunda da fen ve teknoloji kavramlarina giinliik hayattan
ornekler verilirken bu orneklerin daha ¢ok ders kitabinda yer alan 6rneklerden olustugu, 6grencilerin
yakin gevrelerinde bir¢ok Ornek olmasina ragmen bunlar fark edemedikleri goriilmiistiir. Benzer
sekilde Aydin Giirler (2021) tarafindan yapilan ¢alismanin sonucunda da ilkokul 3. sinuf 6grencilerinin
“Varliklarin ~ Hareket  Ozellikleri”  konusundaki temel kavramlari  giinliik yasamla
iliskilendirebildikleri ancak verilen Orneklerin daha ¢ok ders kitabinda yer alan Orneklerden
olusmasindan dolay1 bu iligkilendirmenin istenilen diizeyde olmadig: ifade edilmistir. égrencilerin
Ornek verirken daha ¢ok ders kitabina bagli olmalarinin sebepleri olarak; calisma 6rnekleminin 8. sinif
ogrencilerinden olusmasi ve bu 6grencilerin Liselere Giris Sinavina (LGS) hazirlanmalarindan dolay:
smav odakli calismalari, dolayisiyla smav sorularimi yapabilmeleri i¢in daha ¢ok ders kitabindaki
ornekleri incelemeleri, bu orneklerin giinliik hayattaki karsiliklarini diisiinmeleri yerine daha ¢ok bu
ornekleri ezberlemeyi tercih etmeleri ve ders dgretmenlerinin de benzer sekilde ¢ogunlukla ders
kitabindaki 6rneklere bagh kalmalari yani 6gretmenlerin giinliik hayattan kisitli 6rnekler sunarak ders
islemelerinden kaynaklanmigs olabilir. Dolayisiyla giinliik yasam ile yeterince iliskilendirilmeyen
bilgiler ezberi bilgiler olarak kalmis ve ezberi bilgiler kolay unutulacagindan 6grenmede kalicilik
saglanmamis olabilir. Bu bulguyu destekleyen alan yazindaki bir¢ok calismaya bakildiginda,
ogrencilerin dgrendikleri bilgilerin gilinliik yasam ile iligskilendirme diizeyleri arttikca 6grenmenin

ezberden uzaklagtigl dolayisiyla kalici 6grenmenin gergeklestifinden bahsedilmektedir (Akgiin ve
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digerleri, 2015; Altun ve Olkun, 2005; Campbell ve Lubben, 2000; Go¢mencgelebi [Ikoriicii ve Ozkan,
2009; Martin, 2009; Ozden, 2003; Pekdag ve digerleri, 2013).

Ogrencilerin “saf madde ve karisimlar” konusunda Ogrendikleri bilgilerle ilgili giinliik
yasamdan kisitli 6rnekler verilmesine ragmen verilen bazi 6rneklerin giinliik yasam ile iligskilendirme
diizeyinin yiiksek oldugu sdylenebilir. Ornegin; Bor elementinin kullanim alanlarina kitaplarda yer
alan klasik orneklerin disinda temizlik malzemelerinde kullamilmas: drneginin verilmesi son zamanlarda
yayginlasan Bor madeninden “Eti Matik” adi verilen temizlik malzemesinin {iretilmesini akla
getirmektedir. Benzer sekilde Ogrenciler homojen karisimlara ders kitaplarinda yer alan klasik
ornekler disinda “siiziilmiis ¢ay” ve “limonata” gibi giinliitk yasamda sik tiikettikleri icecekleri 6rnek
vermiglerdir. Bu bulgu alan yazinda yapilan bazi ¢alismalarin sonucunda da elde edilmistir. Bilge ve
Ayvac (2018) tarafindan yapilan ¢alismada 6grencilerin “Maddenin Hal Degisimi” baglamu ile ilgili
kisitli 6rnekler sunmalarina ragmen gazli iceceklerin buzdolabinda saklanmasi Srneginin ve Cinar (2018)
tarafindan yapilan calismada da 6grencilerin “Canlilar ve Hayat” 6grenme alanina iliskin kisitli
ornekler sunmalarma ragmen sigara ve alkol kullaniminin hem kullanana hem de cevresindekine zarar
vermesi Orneginin giinliikk yasam ile iliskilendirme diizeyinin yiiksek oldugu belirtilmistir. Bu
durumun nedeni olarak da 6grencilerin bu ifadeleri televizyondaki kamu spotlarindan veya giinliik
yasamlarinda sik duymalar1 olarak gosterilmistir. Yapilan g¢alismada da “Eti Matik” temizlik
malzemesinin reklammin yapilmasi, “cay” ve “limonata” gibi iceceklerin giinlilk yasamda sik
tiiketilmesi gibi durumlar 6grencilerin giinliik yasamdan daha kolay 6rnek vermelerine sebep olmus

olabilir.

Ayrica bu calismada 6grencilerin “saf madde ve karisimlar” konusu ile ilgili bilgilerini giinliik
yasama aktarma konusunda akademik basarilarinin etkili olmadig1 sdylenebilir. Syle ki 6rneklemin
ortadgretime gecis smnavinda orta diizeyde basar1 gosteren okullardan tercih edilmis olmasi, buna
ragmen Ogrencilerin giinlitk yasam ile iligkili kisith ornekler sunmasi akademik bagarimin fen
kavramlarmi giinliik yasama aktarmada tek basina yeterli olmadig1 sonucu ¢ikarilabilir. Bu sonug alan
yazinda 6grencilerin akademik basarisi ile onlarin 6grendikleri bilgileri giinliik yasama transfer etme
diizeyleri arasindaki iliskinin belirlenmesi amaci ile yapilan calismalarin sonuglariyla benzerlik
gostermektedir. Pekdag ve digerleri (2013) yaptig1 bir calismada, 6grencilerin Genel Kimya dersindeki
akademik bagarilarmin o6grencilerin bu derste Ogrendikleri bilgileri giinlilk yasama aktarma
konusunda anlaml bir etkisi olmadig1 sonucuna ulagmistir. Benzer sekilde Akgiin ve digerleri (2015)
tarafindan yapilan bir calismada, Orneklem TEOG sinavinda akademik olarak basarili olan
ogrencilerden olusmasma ragmen bu Ogrencilerin fen ve teknoloji dersinde 6grendikleri bilgileri
yeterince giinlitk yasama transfer edemedikleri sonucuna ulasilmistir. Alkis Kiigiikaydin (2019)
tarafindan yapilan calismada ise fen bilimleri dersi ge¢me notlarina gore basarili ve basarisiz olarak
ayrilan 6grencilerin fen bilimlerinde 6grendigi bilgileri giinliik yasamla iliskilendirme konusunda iki

grup arasinda onemli bir farkliligin olmadig1 goriilmiistiir. Bu durum LGS smavina hazirlanan 8. smif
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Ogrencilerinin daha ¢ok ders kitaplarina baghh olmasindan ve fen kavramlarini anlamli 6grenmek

yerine ezberlemeyi tercih etmelerinden kaynaklanmis olabilir. Bununla birlikte alan yazinda bu

bulguyu desteklemeyen bir calismaya da rastlamlmustir. [lkériicii Gogmengelebi ve Ozkan (2009)

altina1 smif 6grencileriyle yiiriittiikleri calismada, 6grendikleri bilgileri giinliik yasamla iliskilendirme

seviyesi yiiksek olan 6grencilerin ayni konudaki basar1 testi puanlarinin da yiiksek oldugu sonucuna

ulasmislardir. Bu durum oOrneklem grubunun farkli olmasindan ve fen kavramlar1 &gretilirken

O0gretmenin uyguladig: farkli yontem ve tekniklerden kaynaklanmis olabilir. Bu arastirmada elde

edilen tiim bu sonuglar dogrultusunda asagidaki 6nerilere yer verilebilir:

1.

Derste 0gretilen kavramlara ¢rnekler verilirken, sadece ders kitaplarinda yer alan klasik
ornekler yerine Ogrencilerin yasadigl cevreyi gozlem yapmast saglanarak bu cevreden

ornekler vermesi istenebilir.

Ogrencilerin derste Ogrendikleri bilgileri giinlitk yasam ile iligkilendirme diizeyini
artirmak i¢in 6grencilerin yasayarak deneyim kazanacaklar: okul dis1 6grenme ortamlarina

(hayvanat bahgeleri, botanik bahgeler, milli parklar vb.) daha fazla yer verilebilir.

Ogrencilerin derste dgrendikleri bilgileri giinlilk yasama aktarma diizeyi belirlenirken,
ogrencilerde var olan kavram yarilgilarini ortaya ¢ikarmak icin agik uglu sorularin yani

sira verilen cevaplari teyit etmek icin 6grencilerle goriismeler yapilabilir.

“Saf Madde ve Karisimlar” {initesinde yer alan element, bilesik ve karisimlarin giinliik
hayatla yeterince iliskilendirilmeme nedenlerini arastiracak baska bir ¢calisma yapilabilir.
Ogrencilerin 6grendikleri bilgilerin giinliik yasam ile iliskilendirme diizeyini artirmak igin

derslerde ve smavlarda giinliik yasam problemlerine yer verilebilir.

. Ogrencilerin ogrendikleri bilgileri giinliik yasam ile iliski kurarak o0grenmeleri anlamli

Ogrenmeyi saglayacagindan bu Ogrencileri yetistirecek Ogretmenlerin egitimine de bu

dogrultuda gereken nem verilebilir.
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Introduction

Context-based learning or life-based learning which correspond to the students relating the
information they learned with real life situations is an approach that was first suggested during the
1980s by a group of educators working at York University in England (Bennett and Lubben, 2006). The
primary objective of life-based student approach is to present scientific concepts to the students
through relations with their daily lives thus increasing their interest and motivation towards the
lesson while ensuring that they are able to realize the relations between science and situations in their
daily lives (Sozbilir, Sadi, Kutu and Yildirim, 2007). The REACT model which is one of the context-
based learning approaches is comprised of five stages which are “relating”, “experiencing”,
“applying”, “cooperating” and “transferring”. According to Geng, Ulugdl and Unsal (2017), relating is
the most important stage of this model. During the relating stage, a relation is established between
newly learned knowledge and situations that the students are quite familiar with. It should be
ensured that the selected context is related with daily life. Knowledge that is not used in daily life will
not be more than memorized knowledge. Hence, it is significant to use the acquired knowledge in
daily life (Bodur and Sahin, 2017). It is particularly important for the students to think that they will
use the acquired knowledge in their daily lives in order to increase their attention and motivation
towards the lesson (Yildirim and Maseroglu, 2016). Learning may not reach the desired level if the
knowledge presented in the classroom is not related with daily life (Bodur and Sahin, 2017). Especially
science subjects include many situations that the students either face or can face in their daily lives.
Therefore, care should be given to ensure that the topics taught are related with daily life (Aktepe and
Aktepe, 2009). Because many concepts that are part of science subjects are those that students may
encounter in their daily lives. It is observed that science lessons are more entertaining and interesting
for the students when the topics and concepts taught are presented with their areas of daily use
(Hoffmann, Hausler and Lehrke, 1998). Even though relating scientific concepts with daily life is
considered simple, it is quite complex and difficult (Cajas, 1999). However, this relating will lead to
effective learning when carried out in an effective manner thereby building a bridge between the
scientific world and daily life (Mayoh and Knutton, 1997). It is observed when a literature survey is

carried out that there are certain mutual problems that are encountered in the field of science. The lack
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of scientific knowledge on the parts of the students, experiencing problems to apply their knowledge
in different areas, lack of interest in science courses and the further diminishing of this interest in later
years are among the various problems encountered (Sadi Yilmaz, Othan and Cantimur, 2014). Due to
the theoretical and abstract nature of the many subjects and concepts in science courses, students
experience difficulties in understanding scientific concepts and thus display a negative attitude
towards the science courses. There are many studies in the related literature indicating that the
positive or negative attitudes of the students towards the science course make a significant impact on
their level of achievement (Abell and Lederman, 2007; Altinok, 2004; Bas, Sentiirk and Cigerci, 2016;
Uyanik, 2017; Yildirim and Kansiz, 2017). The attentions of the students should be drawn to the lesson
to ensure that they acquire a positive attitude towards the science course. For this purpose, the course
curricula should be prepared to attract the attention of the students thus making the lessons more
entertaining and related with the daily lives of students (Kara and Celikler, 2019). In short, it should
be ensured that students acquire the skills to relate the science course with the events and phenomena
in their daily lives to provide a meaningful and permanent learning (Campbell and Lubben, 2000;
Martin, 1997; Mayoh and Knutton,1997; McCann, 2001; Smith and Siegel, 2004) in addition to develop

a positive attitude towards the science course in the students (Andrée, 2003).

Teachers frequently encounter questions such as, “what will this knowledge be good for in
our daily lives?”, “why should we learn these topics?” while teaching. The fact that students expect a
response to these questions is an indication that they give importance to relating the scientific
knowledge they acquire with their daily lives (Pekdag, Azizoglu, Topal, Agalar and Oran, 2013). In
addition, it can be observed when the special objectives of 2018 Science Course Teaching Program are
examined that it is indicated as an objective to ensure that individuals should take on responsibility
related with the problems they encounter in their daily lives and that they should use the science
related knowledge, scientific process and life skills they acquired when solving these problems
(Ministry of National Education [MNE], 2018). In this regard, it is considered that there is a need for
the literature to conduct studies on the importance of life (context) based approach and to put forth
whether the students are able to use the knowledge they acquired in their daily lives and to put forth
the level at which they are able to relate this knowledge with the events in their daily lives if they are
actually able to do so. Moreover, it is observed when a literature survey is conducted that many
studies have been conducted (Akgiin, Cinici, Yildirim, and Kopriibasi, 2015; Dogan, Kivrak and
Baran, 2004; Karagolge and Ceyhun, 2002; Pekdag et al, 2013; Yadigaroglu, Demircioglu and
Demircioglu, 2017; Yildirim and Birinci Konur, 2014; Yiizbasioglu and Atav, 2004) to identify the level
at which students are able to relate the knowledge they acquire in the classroom with the daily events.
However, it is also observed that majority of these studies have been conducted for illustrating the
level at which students are able to relate their acquired knowledge with daily life. In addition, it has

been seen that fewer studies have been carried out for determining the level at which students are able
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to relate a topic selected from physics, chemistry and biology lessons with their daily lives (Glirses et
al., 2004; Hiircan and Onder, 2012; Ozmen, 2003). These studies have generally been conducted on
high school students and teacher candidates. Moreover, it has also been observed that sufficient
number of studies have not been conducted on the level at which secondary school students relate a
science course topic with their daily lives. However, the primary objective of PISA (Program for
International Student Assessment), an examination implemented at the global scale, has been
indicated at measuring the skills of students in the fifteen-year-old age group (8t-9t-10* grades) for
using the knowledge and skills acquired at the school in their daily lives (MNE, 2019). Hence, the
number of such studies should be increased since studies carried out for identifying the level at which
secondary school students relate their acquired knowledge in their daily lives are considered
important. Indeed, studies should also be carried out to measure the skills for using all subjects or
fundamental scientific concepts included in the secondary school curriculum in daily life and
necessary precautions should be taken based on the results of such studies. In this regard, the aim of
the present study was to reveal the level at which secondary school students relate the knowledge
acquired on “pure substance and mixtures” subject with their daily lives. For this purpose, answers

were sought for the following questions:

1. What is the level at which secondary school students relate the knowledge acquired on

“pure substance and mixtures” subject with their daily lives?

2. Is academic achievement important for relating the knowledge acquired on “pure

substance and mixtures” subject with their daily lives?
Method

Case study pattern from among the qualitative research patterns along with the holistic
particular case design from among the case study patterns was used in the present study. This pattern
includes the analysis of a single unit (school, institution, program, individual etc.). In addition, this
pattern can be used for verifying or negating a well-formulated theory, conducting studies on outlier
cases that do not fall into certain categories and standards or on cases that have not been previously
studied (Yildirim and Simsek, 2011). In this sense, the eighth-grade students that make up the
participants of the study were considered as a single analysis unit. In addition, efforts were also made
to identify whether individuals take on responsibility regarding the daily life problems and whether
they use any of the knowledge, scientific process, and life skills they have acquired related with

science course in their daily lives, thus aiming to verify or negate a well-formulated theory.
Study Group

The study data were acquired during the 2020-2021 academic year fall semester. The study
group was comprised of 94 eighth grade students continuing their education at different secondary

schools of Gaziantep-Nizip district. The study group was selected based on the typical case sampling
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from among purposive sampling approaches. In this type of sampling, a case is identified from among
the many cases in the population which is then selected as the sample group. Attention should be paid
to ensure that the schools to be included in the sample group are typical and ordinary regarding many
features (achievement states, size etc.) (Biiyiikoztiirk, Kilig Cakmak, Akgiin, Karadeniz and Demirel,
2012). Accordingly, schools were preferred which are at a mediocre level with regard to achievement
in secondary school transition examination, school size and amenities. Of the participating students,

50 were female, 44 were male with ages varying between 12-14.
Data Collection Tool

A form consisting of open-ended questions prepared by the researcher was used in the study
for data acquisition. This form was used to identify the level at which 8t grade students are able to
relate their acquired knowledge in “pure substance and mixtures” subject of the science course with
their daily lives. There are four open-ended questions in the form. A general literature survey was
conducted by the researcher prior to preparing these questions. While preparing these questions, the
theme of “individuals taking on responsibility related with daily life problems and using the
knowledge, scientific process and life skills related with science when solving these problems”
included in 2018 Science Course Curriculum as one of the special objectives was taken into
consideration (MNE, 2018). Experts were consulted for their opinions regarding the reliability and
validity of the questions included in the form. Opinions were taken from two experts in science
teaching and two science teachers for the accordance of the prepared open-ended questions with the
study objective and sub-problems. Thus, content validity was tried to be ensured. Moreover, pre-
application was conducted with three 8t grade students to ensure the legibility and understandability
of the questions in the form. Revisions were made on the open-ended questions based on the received

feedback.
Data Analysis

Descriptive analysis method was used for the analysis of the acquired data. This analysis
method incorporates the summarization and interpretation of the data collected using various data
collection methods based on predetermined themes (Yildirim and $imsek, 2011). In addition, this
analysis method also enables the direct transfer of the expressions of the participants to the readers
(Cepni, 2018). The descriptive analysis in the present study consisted of four stages: In the first stage,
the researcher prepared a framework for data analysis based on the research questions. Thus, the
themes around which the data will be presented were determined. In the second stage, the data were
read based on the prepared framework after which they were rearranged in a meaningful and logical
manner. The data arranged by the researcher were then defined. At this point, only the required

revisions (misspelling, spelling error etc.) were made and frequencies were calculated as citations
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which were then interpreted in the tables. Whereas in the final stage, the researcher explained,

correlated, and interpreted the findings (Yildirim and Simsek, 2011).

The responses of the students to the questions were classified into three groups as:
“acceptable”, “unacceptable” and “unanswered”. Scientifically correct responses were considered as
acceptable, scientifically wrong responses were considered as unacceptable and questions which did
not receive any response were considered as unanswered. The responses to each question were first
analyzed by the researcher which were then placed in the proper aforementioned category. In
addition, since the study was conducted by only a single researcher, another expert with experience in
descriptive and content analysis in qualitative studies was asked to evaluate and place the responses
in suitable categories in order to improve the reliability of the study. Afterwards, the reliability
formula suggested by Miles and Huberman (1994) was used for calculating the reliability between the

researcher and the expert which was set forth as 90 %. This value was considered as suitable for the

reliability of data analysis (Yildirim and Simsek, 2011).
Study Limitations

The present study was limited with 94 eighth grade students continuing their education
during the 2020-2021 academic year fall semester at different secondary schools of the Gaziantep-
Nizip district and the descriptive analysis conducted by the researcher for the data obtained from four
open-ended questions answered by the students. Thus, different results can be obtained if different
researchers work on different topics using different data collection methods on different sample

groups.
Ethical Approvals for the Study

All rules specified within the scope of “Higher Education Institutions Scientific Research and
Publication Ethics Directive” were followed in the present study. None of the actions listed under the
“Actions Contrary to Scientific Research and Publication Ethics” heading of the second section were

implemented.
Ethics council permit information:

Name of the council for ethics assessment: Gaziantep University Social Sciences and Humanities

Ethics Council
Ethics assessment decision data: 06.07.2020

Ethics assessment document for ethics assessment: 87841438/050.06/34306
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Results

The results of the study were acquired by analyzing the data obtained from the open-ended
questions prepared with a focus on the study problem. For this purpose, the data analyzed in this

section were tabulated and presented with the required explanations.

The first question directed at the participating students was “Remembering the definition of the
concept of elements and its characteristics, can you provide examples for elements and their areas of use?” The
frequency and percentage values were presented in Table 1 based on the responses of the students to

this question.

Table 1. Elements that students have heard in daily life and their areas of use

Examples from Daily Life

Response Element name f % Acceptable Unacceptable  No Answer
Categories
f % f % f %
Boron 51 54,25 37 72,54 3 5,88 11 21,56
Helium 42 44,68 17 40,47 - - 25 59,52
Gold 41 43,61 31 75,60 - - 10 24,39
Oxygen 35 37,23 21 60,00 - - 14 40,00
Lithium 24 25,53 5 20,83 - - 19 79,16
Hydrogen 24 25,53 2 8,33 - - 22 91,66
Aluminum 24 25,53 2 8,33 - - 22 91,66
Silver 24 25,53 10 41,66 - - 14 58,33
Neon 23 24,46 7 30,43 1 4,34 15 65,21
Beryllium 19 20,21 - - - - 19 100,00
Copper 19 20,21 12 63,15 - - 7 36,84
Argon 18 19,14 1 5,55 - - 17 94,44
Fluorine 18 19,14 10 55,55 - - 8 44,44
o Carbon 17 18,08 5 29,41 - - 12 70,58
% Silica 16 17,02 1 6,25 - - 15 93,75
;L Magnesium 16 17,02 3 18,75 - - 13 81,25
g Chlorine 16 17,02 6 37,50 - - 10 62,50
Iron 15 15,95 5 33,33 - - 10 66,66
Sulphur 15 15,95 5 33,33 - - 10 66,66
Sodium 13 13,82 4 30,76 - - 9 69,23
Phosphorous 10 10,63 3 30,00 - - 7 70,00
Nitrogen 10 10,63 1 10,00 - - 9 90,00
Calcium 9 9,57 1 11,11 - - 8 88,88
Potassium 8 8,51 - - - - 8 100,00
Lead 6 6,38 - - - - 6 100,00
Mercury 3 3,19 3 100,00 - - - -
Zinc 2 2,12 1 50,00 - - 1 50,00
Iodine 2 2,12 1 50,00 - - 1 50,00
Nickel 1 1,06 - - - - 1 100,00
Uranium 1 1,06 - - - - 1 100,00
Titanium 1 1,06 1 100,00 - - - -
§ % ° Einsteinium 1 1,06 - - - - 1 100,00
5 jé* Carbon 9 9,57 - - 2 22,22 7 77,77
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dioxide

Salt 2 2,12 - - - - 2 100,00

Ammonia 1 1,06 - - - - 1 100,00

Phosphate 1 1,06 - - - - 1 100,00
3 3,19

No Answer

It can be observed when Table 1 is examined that there are many elements that the students
have heard of in their daily lives. These elements can be listed from the most repeated to the least
repeated at the acceptable level as Boron (54,25 %), Helium (44,68 %), Gold (43,61 %), Oxygen (37,23
%), Lithium (25,53 %), Hydrogen (25,53 %), Aluminum (25,53 %), Silver (25,53 %), Neon (24,46 %),
Beryllium (20,21 %), Copper (20,21 %), Argon (19,14 %), Fluorine (19,14 %), Carbon (18,08 %), Silica
(17,02 %), Magnesium (17,02 %), Chlorine (17,02 %), Iron (15,95 %), Sulphur (15,95 %), Sodium (13,82
%), Phosphorous (10,63 %), Nitrogen (10,63 %), Calcium (9,57 %), Potassium (8,51 %), Lead (6,38 %),
Mercury (3,19 %), Zinc (2,12 %), lodine (2,12 %), Nickel (1,06 %), Uranium (1,06 %) and Titanium (1,06
%).

It was observed when the daily life examples given by the participating students on these
elements were examined that; while 72,54 % of the students gave acceptable examples on the areas of
use of Boron element in daily life (planes (9,80 %), electrical cables (1,96 %), cleaning materials (23,52
%), scratch free pans (1,96 %), glass making (29,41 %), space technology (3,92 %), lamp and light
production (1,96 %)); 5,88 % gave unacceptable examples (astronaut clothing (5,88 %)). In addition,
21,56 % of the students could not give examples for the daily life use of the Boron element. It was
observed when the examples given by the students on the daily life use of the Helium element that;
40,47 % gave acceptable examples (helium balloons (35,71 %), zeppelins (2,38 %), air (2,38 %)), 59,52 %
could not find an example for the daily life use of the Helium element. While 75,60 % of the students
gave acceptable examples for the daily life use of the Gold element (jewelry making (bracelet, ring
etc.) (39,02 %), furniture making (17,07 %), phones (9,75 %), cables (2,43 %), jewelries (2,43 %), electric
transmission (2,43 %)), 24,39 % could not give an example to the daily life use of the gold element. It
was observed when the examples given by the students regarding the daily life use of the oxygen
element were examined that 60 % provided acceptable examples such as “in respiration while
breathing” (20 %), “in the air” (20 %), “at every moment of our lives” (8,57 %), “oxygen cylinders”
(8,57 %) and “soil” (2,85 %) 40 % could not give an example for the daily life use of the oxygen
element. While 20,83 % of the participating students gave an acceptable example for the daily life use
of the Lithium element as “battery making”, 79,16 % could not give an example for the daily life use of
the Lithium element. While 8,33 % of the students gave acceptable examples for the daily life use of
the Hydrogen element (meteorology balloons (4,16 %) and water (4,16 %)), 91,66 % could not give an

example for the daily life use of the hydrogen element. An acceptable example was given for the daily
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life use of the Aluminum element with the response “Aluminum foil” (8,33 %) while 91,66 % of the
students failed to give an example for the daily life use of the Aluminum element. Of the students
41,66 % were able to provide acceptable examples for the silver element (jewelry making (bracelets,
rings etc.) (33,33 %), furniture making (8,33 %)) while 58,33 % of the students could not provide an
example. Of the daily life examples put forth by the students for the neon element, 30,43 % were at an
acceptable level (light making (4,34 %), signposts (4,34 %), colorful lightings (21,73 %)) and 4,34 %
presented unacceptable examples (in highlighter pens (4,34 %)). Whereas 65,21 % of the students
could not give an example from daily life for the neon element. Regarding the copper element, 63,15 %
of the students were able to give acceptable examples from daily life (kitchenware (coffee pots, pans,
spoons, skillets etc.) (47,36 %), conducting wire (15,78 %)) while 36,84 % could not give an example. A
student indicated “light bulbs” for the daily life use of the argon element (5,55 %) whereas 94,44 %
could not present any opinions. Of the students, 55,55 % gave an acceptable example for the daily life
use of the fluorine element by indicating “toothpastes” as an example while 44,44 % could not give an
example. Regarding the daily life use of the carbon element, 29,41 % of the students stated “lead pencil
tip” which was acceptable, while 70,58 % could not give an example. Regarding the daily life use
example for the silica element, 6,25 % of the students stated an acceptable example by indicating its
use in “glassware products” while 93,75 % could not give any example. It was observed when the
daily life use examples for the magnesium element were examined that 18,75 % of the students were
able to provide acceptable responses with “pocketknives” (12,5 %) and “planes” (%6,25) while 81,25 %
could not give an example. Regarding the daily life use of the chlorine element, 37,5 % of the students
provided acceptable responses in the form of “disinfecting water” (25,00 %), “in the water” (6,25 %)
and “cleaning products” (6,25 %) while 62,50 % could not give an example for the daily life use of the
chlorine element. While 33,33 % of the students gave acceptable examples for the daily uses of the iron
element such as “home construction” (6,66 %) and “durable goods and furniture production” (26,66
%), 66,66 % could not give an example. Regarding the sulfur element, 33,33 % of the students gave
acceptable examples such as “soap making” (26,66 %) and “fertilizer” (6,66 %) while 66,66 % could not
give an example. With regard to the daily life usage examples for the sodium element, 30,76 % of the
students provided acceptable examples such as “table salt” while 69,23 % could not give any example.
Of the students, 30 % gave acceptable examples for the daily life use of the phosphorous element such
as “phosphorous pens” (20 %) and “led lamps” (10 %) while 70 % could not give an example.
Regarding the daily life usage of the nitrogen element, 10 % of the students stated an acceptable
example with “78 % of air” whereas 90 % could not give an example. 11,11 % of the students gave
acceptable examples related with the daily life use of the Calcium element by stating “toothpaste
making” as an example, while 88,88 % could not give an example. The three students that gave the
response of “mercury” to the most required element in daily life gave the acceptable example of

“thermometer”. Of the two students that responded as Zinc to the most required element in daily life,
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one of them provided an acceptable response by stating “roofs” as an answer while the other could
not give an example. One of the two students that stated iodine as the most required element in daily
life provided an acceptable example for its daily life use with the response of “healthcare” while the
other student could not give an example. One student that responded as titanium to the question
asking the most required element in daily life gave an acceptable example for its daily life use by
stating “airplane making”. Moreover, it was observed that the students who took part in the study
could not give examples for the daily life uses of the elements “Beryllium”, “Lead”, “Uranium”,
“Potassium” and “Nickel”. In addition, Einsteinium that does not have a usage in daily life but is used
in only scientific studies was included in the unacceptable category along with the compounds of
carbon dioxide, salt, ammonia and phosphate. Thus, the examples given for them were also included
in the unacceptable category. In addition, three students (3,19 %) did not state any opinions on this

subject.

The following question was directed to the participating students as the second question of
the study: “Could you define the concept of compound, give examples to compounds that you require in your
daily lives and give examples for their areas of use?” Table 2 presents the frequency and percentage values

for the responses of the students to this question.
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Table 2. Compounds that the students have heard about in their daily lives and their areas of use

Daily Life Examples
Response ~ Compound Name f % Acceptable Unacceptabl No
Categories e Response
f % f % f %
Water 67 7127 16 23,88 - - 51 76,11
Sulfuric acid 22 234 - - 1 454 21 95,45
o Nitric acid 12 12,76 1 833 - - 11 91,66
% Hydrochloric acid 11 11,7 1 9,09 - - 10 90,90
B Sodium Chloride 7 744 - - - - 7 100,00
g Methane 5 531 - - - - 5 100,00
Ammoniac 2 2,12 1 50,00 - - 1 50,00
Sodium Hydroxide 1 1,06 - - - - 1 100,00
Carbon dioxide 1 1,06 - - - - 1 100,00
Oxygen 10 10,63 - - 2 20,00 8 80,00
Brine 4 425 - - 1 25,00 3 75,00
Ayran (Yoghurt drink) 3 3,19 - - - - 3 100,00
Lemonade 2 2,12 - - - - 2 100,00
Ammonium 2 2,12 - - - - 2 100,00
Sugared water 2 2,12 - - - - 2 100,00
= Wood 1 1,06 - - - 1 100,00
;’* Iron 1 1,06 - - - - 1 100,00
g Blackening of the 1 1,06 - - - - 1 100,00
5 banana
Fermentation of bread 1 1,06 - - - - 1 100,00
Lead 1 1,06 - - - - 1 100,00
Radon 1 1,06 - - - - 1 100,00
Neon 1 1,06 - - - - 1 100,00
Helium 1 1,06 - - - - 1 100,00
Water with lemon 1 1,06 - - 1 100,00 1 100,00
W 9 9,57
g
s 2
&

It can be observed when the compounds that students have heard of in their daily lives as
indicated in Table 2 are examined that; the acceptable examples in order of decreasing frequency are
water (71,27 %), sulfuric acid (23,40 %), nitric acid (12,76 %), hydrochloric acid (11,70 %), sodium
chloride (7,44 %), methane (5,31 %), ammonia (2,12 %), sodium hydroxide (1,06 %) and carbon dioxide

(1,06 %) respectively.

It can be seen when the compound examples indicated by the participating students from
their daily lives are examined that 23,88 % of the students have given acceptable examples for the
water compound (in the lives of living things (10,44 %), plant growth (1,49 %), car wash (1,49 %),
drinking (2,98 %), in all areas (5,97 %), cleaning (1,49 %)). Of the students, 76,11 % could not give an
example for the water compound from their daily lives. One of the students (4,54 %) gave an

unacceptable example for the daily life use of sulfuric acid compound in the form of “cleaning as the
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spirit of salt” while the other students (95,45 %) could not give an example. One student (8,33 %) gave
an acceptable example to the daily life use of the nitric acid compound as “dissolver” while the other
students (91,66 %) could not give an example. Only one student (9,09 %) was able to provide an
acceptable example for the daily life use of hydrochloric acid while the other students (90,90 %) could
not give an example. While one out of two students (50 %) was able to provide an acceptable example
as “cleaning material” for the ammonia compound, the other student (50 %) could not provide an
example for the daily life use of the ammonia compound. In addition, students who indicated the
compound they have heard in their daily lives as “Sodium hydroxide” (1,06 %), “Sodium chloride”
(7,44 %), “Methane” (5,31 %) and “Carbon dioxide” (1,06 %) could not give an example for the daily
life uses of these compounds. Moreover, since Oxygen, Iron, Lead, Radon, Neon, Helium are elements
and since ayran, brine, lemonade, sugared water, wood, lemon-water are mixtures; since the
blackening of banana and the fermentation of bread are chemical transformations and since
ammonium is a root cation, they were included in the unacceptable examples category. Hence, the
examples given for them were also included in the unacceptable category. In addition, nine students

(9,57 %) did not present any opinions on this question.

The third question directed at the students who participated in the study was: “Remembering
the knowledge that the distribution of substances that make up homogeneous mixtures (solutions) is the same
everywhere, could you give an example for homogeneous mixtures?” Table 3 presents the frequency and

percentage values for the responses of the students to this question.

Table 3. Homogeneous mixture examples encountered in daily life

Response Categories Homogeneous Mixtures f %
Sugared water 64 68,08
Brine 61 64,89
= Cologne 15 15,95
B Filtered tea 13 13,82
g Lemonade 6 6,38
Water with alcohol 5 5,31
Air 4 4,25
Muddy water 11 11,70
Sugar 5 5,31
%é Fruit juice 5 5,31
:L Ayran 2 2,12
é Water 2 2,12
5 Milk 1 1,06
Water-oil mixture 1 1,06
Sandy water 1 1,06
4 4,25

Unanswered
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It can be seen when the homogeneous mixtures presented in Table 3 that students have come
across in their daily lives that the provided examples can be listed as follows in descending order of
frequency: sugared water (68,08 %), brine (64,89 %), cologne (15,95 %), filtered tea (13,82 %), lemonade
(6,38 %), water with alcohol (5,31 %), air (4,25 %). In addition, since some of the examples set forth by
the students such as water-oil mixture, ayran, fruit juice, muddy water, sandy water, milk
heterogeneous mixture; sugar and water are compounds they were included in the unacceptable
category for a homogeneous mixture example. Moreover, four students (4,25 %) did not present an

opinion on this question.

The fourth question directed at the participating students was, “Remembering our knowledge
that the distribution of the substances that make up a heterogeneous mixture is not the same at every point in the
mixture, can you provide examples of heterogeneous mixtures you have encountered in your daily lives?” Table

4 provides a list of the frequency values for the responses of the students to this question.

Table 4. Examples to heterogeneous mixtures encountered in daily life

Response Categories Heterogeneous Mixtures f %
Olive oil-water mixture 54 57,44
Ayran 43 45,74
Milk 17 18,08
Sand-water mixture 10 10,63
Blood 6 6,38
Fruit juice 5 531
o Sand-Iron powder 4 4,25
% Fog 3 3,19
;L Sawdust-magnet mixture 2 2,12
g Mercury-water mixture 2 2,12
Food 2 2,12
Salad 2 2,12
Sand-stone mixture 1 1,06
Soup 1 1,06
Water-sawdust mixture 1 1,06
Pizza 1 1,06
Iron-sawdust mixture 1 1,06
Olive oil 7 7,44
Water 6 6,38
% Sugared water 3 3,19
“;g Alcohol-water mixture 3 3,19
o Cologne 2 2,12
£ Air * 1 1,06
D 7
Petrol 1 1,06
Brine 1 1,06
6 6,38

No
Response
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Based on an analysis of Table 4, examples indicated by the students to heterogeneous
mixtures encountered in daily life can be listed based on frequency olive oil-water mixture (57,44 %),
ayran (45,74 %), milk (18,08 %), sand-water mixture (10,63 %), blood (6,38 %), fruit juice (5,31 %), sand-
iron powder (4,25 %), fog (3,19 %), sawdust-magnet mixture (2,12 %), mercury-water mixture (2,12 %),
food (2,12 %), salad (2,12 %), sand-sawdust mixture (1,06 %), soup (1,06 %), water-sawdust mixture
(1,06 %), pizza (1,06 %), iron-sawdust mixture (1,06 %). Moreover, water was included in the
unacceptable category because it is a compound whereas olive oil, air, cologne, petrol, alcohol-water
mixture, brine and sugared water were included in the unacceptable category because they are
homogeneous mixtures. In addition, six students (6,38 %) could not give an example from daily life for

heterogeneous mixtures.
Discussion, Conclusion and Suggestions

The present study aimed to examine the level of relating with daily life of the knowledge on
“Pure Substance and Mixtures” of secondary school students. Based on the acquired findings, it can be
observed that the participating students presented limited examples on the concepts in the “pure
substance and mixtures” subject, that these examples were mostly those included in the lecture books,
that they are not aware of the examples in their surroundings but it was also observed that the level of
relating with daily life of some of the provided examples were quite high and that academic

achievement is not important in transferring the acquired knowledge to daily life.

“Pure substance and mixtures” unit is predominantly comprised of the subjects of element,
compound and mixture (homogeneous and heterogeneous mixtures). Hence, the students were asked
to give examples from their daily lives regarding the elements, compounds, homogeneous and
heterogeneous mixtures they have heard as well as giving examples from their daily lives of the areas
of use for these elements and compounds in order to identify the level of relating with daily life of the
knowledge of the students on “pure substance and mixtures” subject. In this context, it can be seen
when the acquired findings are examined that the students have given many element names as
examples from their daily lives (see Table 1). In addition, even though the students gave a large
number of element names as examples, they were able to provide a limited number of examples for
the uses of these elements in their daily lives. The most frequently repeated acceptable element from
daily life was boron, while the least frequently repeated acceptable elements from daily life were
Nickel, Uranium and Titanium. While boron was the element for which the students provided the
highest level of acceptable uses from daily life; while they were not able to provide any example for
Beryllium, Lead, Nickel, Uranium, Potassium elements. It was observed when the elements the
students have heard in their daily lives are examined that the students mostly indicated water as an
acceptable example, while the least frequently indicated examples for compounds were Sodium

hydroxide and Carbon dioxide. In addition, they were not able to provide acceptable examples for the
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daily life uses of many compounds (Sulfuric acid, Sodium chloride, Methane, Sodium hydroxide,
Carbon dioxide) while water was the compound for which they were able to give the highest number
of examples from daily life (See Table 2). Thus, it was observed that the students were not able to
provide sufficient examples regarding the daily life uses of the compounds. It was observed when the
homogeneous mixture examples put forth by the students were examined that they were able to
provide a limited number of acceptable examples and that sugared water and brine were the most
frequently indicated examples; whereas air was the least frequently indicated example (See Table 3).
Whereas it was illustrated when the heterogeneous mixture examples put forth by the students were
examined that they gave more examples compared with homogeneous mixtures. Olive oil-water
mixture was the most frequently indicated example for a heterogeneous mixture, whereas sand-stone
mixture, soup, water-sawdust mixture, pizza and iron-sawdust mixture were the least frequently
indicated examples (See Table 4). Hence, it can be stated that the students mostly provided limited
examples related with the concepts included in the “pure substance and mixtures” unit and that they
were not able to relate their acquired knowledge with their daily lives at a sufficient level. It was
observed when studies in the related literature on the ability of the students to transfer their acquired
knowledge in science course to their daily lives were examined that 5% grade students experience
difficulties in transferring the knowledge acquired in the science course to their daily lives (Anagiin,
Agir and Kaynas, 2010), that primary school students can not sufficiently relate the knowledge
acquired in the “Electricity in Our Lives” unit with their daily lives (Dede Er, Sen, Sar1 and Celik,
2013), that the primary school 7t grade students do not have the desired level of relating the scientific
concepts acquired in the classroom with their daily lives (Hiircan and Onder, 2012), that the students
experience difficulties in giving examples from their daily lives for concepts such as homogeneous
mixture, heterogeneous mixture and dissolution (Tagdemir and Demirbas, 2010), that the 6t grade
students find it difficult to transfer to their daily lives the knowledge they acquired on the subject of
cells (Ormanci, Cepni and Ulger, 2020), that secondary school students cannot transfer the knowledge
they acquired in the “Living Things and Life” unit to their daily lives (Cinar, 2018), that primary
school 3 grade students do not have the desired level of relating with their daily lives the
fundamental concepts they learned for the “Motion of Assets” (Aydin Giirler, 2021), that 8t grade
students do not have sufficient levels of relating the knowledge acquired during the science course
with their daily lives (Akgiin, Cinici, Yildirim and Kd&priibasi, 2015), that 8t grade students are not
sufficient in relating the scientific concepts with their daily lives (Canpolat and Ayyildiz, 2019), that
the secondary school 7t grade students provided limited examples from their daily lives for the
“Changes of State” subject (Bilge and Ayvaci, 2018), that the 8" grade students cannot sufficiently
relate their acquired knowledge on “Water Chemistry and Water Purification” with their daily lives
(Akgiin, Tokur and Duruk, 2016) and that the primary school students experience difficulties in

relating the acquired knowledge in the science course with their daily lives (Alkis Kiigiikaydin, 2019).
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Hence, the findings of the studies in the related literature support the present study results. It can be
stated that the reasons why students cannot sufficiently relate the concepts they learned in the science
course with their daily lives are; the fact that the concepts taught in the science course are not related
with daily life in the classroom, that daily life problems are not included sufficiently in the lessons, the
traditional methods and techniques implemented by the teachers and the insufficient use of out-of-
school learning environments. However, there are also other studies that do not support the findings
of the present study. Giil (2020) conducted a study as a result of which it was concluded that the level
of relating with daily life of the knowledge acquired in the “Body Systems” subject for 7t grade
students is at a sufficient level. Moreover, the reasons why the findings of the present study are not in
parallel with those indicated in the literature are put forth as; the fact that some questions intend to
measure knowledge rather than being related with daily life and that there are no factors related with
important subjects such as the immune system and the circulatory system. Mercan, Giirlen and
Koseoglu (2018) carried out a study during which it was observed that biology teacher candidates
were able to relate their scientific knowledge with their daily lives. This was considered to be due to

the physical conditions of the university, teaching language and course content.

It can be seen when examples provided for the elements, compounds and mixtures are
examined that majority of the examples given are classical examples included in the textbooks of the
students. As an example; the use of Neon element in colored lighting, the use of Lithium element in
battery making, the use of Silica element in glass products, the use of Argon element in light bulbs, the
fact that Nitrogen element makes up 78 % of air, the use of Fluorine element in toothpaste, the use of
Iodine element in healthcare, the use of Aluminum element in Aluminum foil, the use of Gold and
Silver elements in jewelry making, the use of Sodium element in table salt, the use of Sulphur element
in soap making and fertilizers, the use of Chlorine element for disinfecting water, the use of Copper
element in kitchenware, the use of Mercury element in thermometers, the use of Zinc element in roofs,
the use of Oxygen element during respiration and the use of Oxygen in oxygen tubes. Similarly, it was
observed when the daily life examples given for compounds were examined that the students mostly
provided examples with compounds from their textbooks (water, hydrochloric acid, sulfuric acid,
nitric acid, sodium hydroxide, sodium chloride, ammonia, carbon dioxide, methane). It can be seen
when examples given for homogeneous (brine, sugared water, air, cologne) and heterogeneous
mixtures (olive oil-water, ayran, sand-water, water-sawdust, fog) are examined that they also include
many examples from the textbooks (Demirkazan, Kalik and Ocal, 2018). Thus, it was observed that the
students who mostly stick with the examples in the textbook cannot notice the elements, compounds
and mixtures in their daily lives even though they are very close to them. As an example, the fact that
about half of the students (40 %) could not give an example from their daily lives to the Oxygen
element which we use while breathing at every second of our lives coupled with the fact that majority

of the students (76,11 %) could not give an example from their daily lives to the water compound and
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that only four students were able to define the air that they breathe every day as homogeneous
mixture are indications that some of the knowledge acquired in the classroom remain only as
memorized knowledge. Similar to this finding, Akgiin et al. (2015) conducted a study as a result of
which it was observed that the examples given from daily life for the concepts of science and
technology are comprised mostly of those included in the textbook and that students could not realize
even those examples that are closest to them. Similarly, Aydin Giirler (2021) carried out a study
illustrating that primary school 3 grade students were able to relate the primary concepts of the
“Motion of Assets” subject with their daily lives but that the level of relating is not sufficient since the
examples given were mostly from the textbook examples. The reasons why students stick to the
examples in the textbook may be; that the study group is comprised of 8" grade students and these
students study with a special focus on the High School Entrance Examination (HSEE), that they work
on the examples in the textbooks more in order to solve the questions in the examination, that they
prefer to memorize these examples instead of considering their counterparts in their daily lives and
that their teachers teach the lesson by sticking more to the examples in the textbooks while giving
limited examples from their daily lives in the classroom. It can be observed when the large number of
studies in literature that support this finding are examined that as the level of relating the acquired
knowledge with their daily lives learning draws away from memorization thus resulting in
permanent learning (Akgiin et al., 2015; Altun and Olkun, 2005, Campbell and Lubben, 2000;
GoOg¢mencelebi [Ikériicti and Ozkan, 2009; Martin, 2009; Ozden, 2003; Pekdag et al., 2013).

Even though the students were able to put forth limited examples from their daily lives for the
knowledge they acquired for the “pure substance and mixtures” subject, it can be stated that some of
the examples presented have prominent levels of relating with daily life. As an example, the fact that
the example “used in cleaning materials” is given for the boron element different from the classical
examples in the textbooks reminds us of the recently popularized “Eti Matik” brand cleaning material
manufactured using boron. Similarly, students gave examples such as “Filtered tea” and “Lemonade”
for homogeneous mixtures which are among the beverages they frequently consume during their
daily lives instead of the classical examples in their textbooks. This finding was also obtained as a
result of numerous studies in literature. Bilge and Ayvaci (2018) carried out a study in which even
though the students were able to provide limited examples for the “Changes of State” subject the
example of storing carbonated beverages in the refrigerator was also given, that even though the students
mostly presented limited examples in the study by Cmar (2018) for the “Living Beings and Life”
subject, the example of smoking and alcohol use harming the smokers and drinkers as well as the individuals
around them have high levels of relating with daily life. The reason for this was indicated as the fact
that students frequently come across these expressions either as public service announcements in

television or in their daily lives. In the present study, the highly advertised “Eti Matik” cleaning
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material and the frequently consumed beverages such as “tea” and “lemonade” made it easier for the

students to give examples from their daily lives.

In addition, it can be stated in the present study that the academic achievement of students is
not effective in transferring their knowledge on “pure substance and mixtures” to their daily lives. It
can thus be concluded based on the limited examples from daily life presented by the students that
academic achievement by itself is not sufficient despite selecting the sample group from schools with a
moderate level of success in the secondary school examination. This result is similar with the results of
studies for identifying the correlation between the academic achievement of students and their levels
of transferring their acquired knowledge to their daily lives. Pekdag et al. (2013) conducted a study in
which it was concluded that the academic achievement of students does not have a statistically
significant impact on the ability of the students to transfer their knowledge acquired in General
Chemistry course to their daily lives. Similarly, Akgiin et al. (2015) carried out a study in which it was
concluded that the students could not sufficiently transfer the knowledge acquired during science and
technology course to their daily lives despite the fact that the sample group was comprised of students
with academic success in the Transition from Primary to Secondary Education (TPSE) Examination.
Alkis Kiiglikaydin (2019) reported as a result of a study that there was no statistically significant
difference in relating the knowledge acquired with daily life for the students classified as successful
and unsuccessful based on their science course grades. This may be due to the fact that 8t grade
students preparing for the HSEE examination are more strictly bound to the textbooks and prefer to
memorize the scientific concepts rather than learning them. Moreover, a study was also found in
literature which does not support this finding. Tlkoriicii Gégmengelebi and Ozkan (2009) carried out a
study on sixth grade students as a result of which it was concluded that students with high levels of
relating the acquired knowledge with their daily lives also have high achievement test scores in the
same subject. This may be related with the different methods and techniques implemented by the
teacher while teaching the scientific concepts as well as the fact that the sample group was different.

Based on the results acquired in the present study, the following suggestions can be made:

1. Instead of sticking with the classical examples in the textbooks for the concepts taught in

the classroom, students can be asked to give examples after observing their environments.

2. Out-of-school learning environments (zoos, botanical gardens, national parks etc.) where
students can learn through experience can be given more importance in order to increase

their levels of relating the knowledge acquired in the classroom with their daily lives.

3. Open ended questions can be directed to the students and interviews can be conducted
with them for verifying their answers to reveal their misconceptions when identifying their

levels of transferring the knowledge acquired in the classroom to their daily lives.
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4. Another study can be conducted for examining the reasons why students cannot
sufficiently relate the elements, compounds and mixtures in the “Pure Substance and

Mixtures” subject with their daily lives.

5. Problems from daily life may be included in lessons and examinations for increasing the

levels of relating the acquired knowledge with daily life.

6. Since learning through relating the acquired knowledge with daily life will lead to a more
meaningful learning, it can be ensured that sufficient importance is given to the education

of the teachers from this perspective.
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Feedback homework in class and give written feedback on homework. The study also showed that

Parent Involvement teachers communicate with parents generally in parent meetings and parents are
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Ortaokul Ogrencilerine Verilen Matematik Ev Odevleri Hakkinda
Ogrenci, Ogretmen ve Veli Goriisleri
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@ CrossMark Calismada ortaokullarda 6grencilere verilen matematik ev ddevlerinin 6zellikleri, 6devlere
verilen geri bildirim tiirleri, ev 6devlerine aile katiliminin nasil saglandig1 ve 6grencilerin,
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Diizeltme:  06.12.2021 Ogrencisi, 120 ortaokul matematik &gretmeni ve 10 veli katilmistir. Calismanin verileri
Kabul: 19.01.2022 Ogretmen ve Ogrenciler icin hazirlanan anketler ve Ogretmenler ve velilerle yapilan
gorlismeler araciligiyla toplanmistir. Anketlerden elde edilen verilerin analizinde betimsel
Anahtar Kelimeler: istatistik yontemleri ve ki—kare testi, goriismelerden elde edilen verilerin analizinde ise
igerik analizi kullanilmistir. Calisma bulgular1 matematik 6gretmenlerinin haftada en az bir
Qrtaokul Matematik Ev kez 6dev verdiklerini ve dgrencilerin yaridan fazlasinin ddevlerine tavsiye edilen zamandan
Odevleri, daha fazla zaman ayirdigini gostermektedir. Ogretmenlerin daha gok dgrenilen konunun
Odev Uygulamalar, pekismesi gibi 6gretimsel amacgh 6devler verdigi sonucuna varilmistir. Ayrica kavramsal
ogrenmeyi saglayan iliskisel anlama yerine, islemsel anlamay: destekleyen alistirma
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Giris
Egitim bireyin yasami boyunca devam eden, okul ici ve okul dis1 etkinlikleri kapsayan bir
siirectir. Bireyin egitiminde, okul paydaslarinin yani sira aile ve gevrenin rolii biiyiiktiir. Bu sebeple
O0grencinin okul i¢ci ve okul disinda deneyimledigi tiim egitim-O6gretim yasantilarini
anlamlandirmasinda Ogrenci-okul-aile isbirligi Onemlidir (Demirel, 1989). Ozellikle O0grenimi
destekleyen ders disi etkinliklerin verimli bir sekilde uygulanabilmesi igin bu is birliginin gerekli

oldugu diisiiniilmektedir. Ogretim programlari da ogrenci-dgretmen ve veli isbirligini

desteklemektedir.

Ev odevleri dgrenimi destekleyen ders disi etkinliklerden biridir. Odevler gogunlukla
islenmekte olan konunun pekistirilmesi, 6grencilerin islemsel sorularda pratiklik kazanmasi ya da bir
sonraki konuya hazirlik gibi amaglarla verilen, 6gretmenlerin kilavuzlugunda 6grenciler tarafindan
tamamlanan calismalardir. Eger ev 6devleri teknigine, amacina ve ilkelerine uygun olarak verilirse
ogrencilerin 6grenmelerine, amaglanan becerilerinin ve yeteneklerinin gelismesine ve 6zellikle kiigiik
yaglarda sorumluluk duygusu kazanmalarina katki saglamaktadir (Yapici, 1995). Bunun yaninda ev
Odevlerinin Ogrencilerin motivasyonunu arttirmada, okula ve derslere karsi olumlu tutum
gelistirmesinde ve ailelerin 6gretim stirecine katilmalarinda da rolii biiyiiktiir (Cooper, 1989). Fakat
odevlerin ogrenciler iizerinde uygulama biciminden kaynaklanan olumsuz etkileri olabilmektedir.
Ornegin, 6grencilerin ev 8devlerine harcadiklari zamanin uzun olmast durumunda ddev yapmak sikict
olabilir. Ayrica boyle bir durumda, 6grencilerin sosyallesecegi ve ders disi etkinliklere ayiracagi zaman
kisalacagy igin 6grenciler ev 6devlerine kars1 olumsuz bir tutum gelistirebilirler. Bunun yaninda aileler
¢ocuklarina ev Odevlerinde destek tiirlinde katilim saglamak yerine miidaheleci davranabilirler
(Dumont ve digerleri., 2012; Silinskas ve Kikas 2019). Ailelerin 6gretim yontemlerinin 6gretmenlerin

kullandiklarindan farkli olmasi, 6grencilerde kafa karisikligina sebep olabilir.

Ev 6devlerinin, diger 6gretim araclariyla karsilastirildiginda, daha karmasik bir yapist oldugu
goriilmektedir. Diger 6gretim araclarinin faydalar: incelenirken ¢ogunlukla sinuf igindeki etkilesimin
degerlendirilmesi yeterli olmaktadir. Fakat odevlerin 6grenme ile iliskisi arastirilirken okul disi
etmenlerin de goz ardi edilmemesi gerekmektedir. Cooper (1989; 2001) okul dis1 etmenleri de goz
oniinde bulundurarak 6devlerin faydalarin etkileyen faktorleri igeren bir model olusturmustur. Buna
gore 0gretmenlerin 6dev verirken oncelikle sinif seviyesi, 6grenci sayist ve 6grencilerin 6n bilgileri gibi
sinif 6zelliklerini ve 6devin miktari, amaci, amaglanan beceri, bireysellestirme becerisi, teslim tarihi ve
baglam gibi 6dev 6zelliklerini gbz oniinde bulundurmalar1 gerekmektedir. Bunun yaninda ders dist
etkinliklere ayrilacak zaman, 6grencilere 6dev yapabilmeleri i¢in saglanan ortamin 6zellikleri ve anne-
baba-kardes ve arkadaslarin ev 6devlerine verdikleri deger ve katilimlar gibi aile-toplum etmenleri de
Odevin faydalarini etkileyen faktorlerdendir. Ayrica modele gore 6devlerin sinif ici takibi: sinifta 6dev

¢ozlimleriyle ilgili sozlii olarak fikirlerin paylasilmasi, ¢oziimlerin tartisilmasi ve ev ddevlerine yazili
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geri bildirim vermesi gibi farkli geri bildirim tiirleri de 6devlerin faydalarini etkilemektedir (Cooper

1989; 2001).
Alan Taramasi

Alan taramasi 6devlerin faydalarin etkileyen faktorlerden 6dev o6zellikleri, 6devlerin simf ici
takibi, aile-toplum faktorleri ve ddevlerle ilgili yasanan zorluklar 6zelinde yapilmis, belirtilen sirada

sunulmustur.

Odev o6zellikleri ve 6dev 6zelliklerinin 6grenci basarisi ile iliskisi: Ogrencilere verilen 6dev miktari,
siklig1, 6deve ayrilan zaman ve ddevin verilme amaci, 6dev ozellikleri baslig1 altinda incelenmektedir
(Cooper, 1989). Odev 6zelliklerini konu alan calisma sonuclar bircok acidan farklilik gostermektedir.
Ev 6devlerine ayrilan zaman ile 6grencilerin matematik basarisi arasinda anlamli ve pozitif bir iligki
oldugu sonucuna varan c¢aligmalar oldugu gibi (6rn. Cheema ve Sheridan, 2015; Fernandez-Alonso,
Suérez-Alvarez ve Mudiz, 2015) ev ddevlerine ayrilan zaman ile matematik basarisi arasinda iliski
bulunmadigimi ya da negatif bir iliski oldugunu gosteren calismalar da mevcuttur (6rn. Cooper,
Robinson ve Patall, 2006; de Jong, Westerhof ve Creemers, 2000; Rosario ve digerleri., 2009; Trautwein,
2007). 1986 ve 2015 yillar1 arasinda yayimlanmis matematik ev ddevleri ile basar1 arasindaki iliskiyi
konu alan arastirmalar1 inceleyen Fan ve digerleri. (2017) 6devlere ayrilan zaman ile 6grencilerin
matematik basarilar1 arasinda pozitif bir iliski olsa da iliskinin zayif oldugunu belirtmistir. Ayrica
calisma, ev ddevleri ile basar1 arasindaki iliskinin ilkokul ve lise 6grencileri i¢in ortaokul 6grencilerine
gore daha gii¢lii oldugunu ortaya koymustur. Tiirkiye orneklemi igcin de benzer sonuglara ulasan
calismalar mevcuttur. TIMSS 2007 (Uluslar Aras1 Matematik ve Fen Egilimleri Arastirmasi) Tiirkiye
verilerini inceleyen Akyiiz (2013) 8. siuf &grencilerinin matematik 6devlerine ayirdiklar siire ile
basarilar1 arasinda bir iliski olmadig1 sonucuna varmis; TIMSS 2011 Tiirkiye verilerini inceleyen Arikan
(2017) ise matematik 6devlerine ayrilan siire ile 8. sinif 6grencilerinin basarilar1 arasinda pozitif yonlii
fakat zayif bir iligkinin oldugunu ortaya koymustur. Ote yandan, TIMSS 2011 ve 2015 verileri
karsilastirildiginda matematik ogretmenlerinin 6dev verme sikliklarinin ve dgrencilerin 6dev yapmak
igin ayirdiklari zamanin arttig1 gézlenmistir (Kaplan-Can, 2019). Odev verilme siklig1 ile dgrencilerin
matematik basarisi arasindaki iligskiyi inceleyen calismalar ise ¢ogunlukla pozitif bir iliski oldugu
sonucuna varmiglardir (6rn. Dettmers, Trautwein, Ludtke, Kunter ve Baumert, 2010; Fernandez-Alonso

ve digerleri., 2015). Bunun yaninda iliski bulamayan ¢alismalar da mevcuttur (6rn. de Jong ve digerleri.,

2000).

Ev Odevlerinin verilme amaglari da 0grencilerin basarisinda rol oynamaktadir. Calismalar
odevlerin cogunlukla sinifta edinilen bilginin tekrar edilmesi ve 6grencilerin soru ¢oziimiinde pratiklik
kazanmas1 amagh verildigini ortaya koymaktadir (Cooper ve digerleri., 2006; Tas, Sungur-Vural ve
Oztekin, 2014). Ote yandan &devlerin verilme amaci ile 6grenci basarisi arasindaki iligkiyi inceleyen

calismalar bu gibi amaclarla verilen 6devlerin, 6grenci basaris: ile iliskisinin olmadig1 (Rosério ve
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digerleri., 2015a); hatta derste 6grenilen bilginin tekrar1 ve pratiklik kazanma amagclariyla 6devler
verilen Ogrencilerin basarilarinin, edinilen bilginin farkli bir duruma aktarimini hedefleyen 6devler
verilen 6grencilere nazaran daha diisiik oldugu goriilmiistiir (Trautwein, Schnyder, Niggli, Neumann

ve Liidtke, 2009).

Odev takibi ve 6dev takibinin 6grenci bagarisi ve 6dev yapma motivasyonu ile iliskisi: Ogretmenler
ddevlerin hazirlanmasinda ve takibinin yapilmasinda énemli bir rol oynamaktadir. Odev takibi, 5devin
yapilip yapilmadigini kontrol etme, sozlii ya da yazili 6vgiide bulunma, 6deve sozlii ya da yazili geri
bildirim verme, 6deve verilen yanitlarin sinifta tartisiimasi ve notlandirma seklinde olabilir (Cunha ve
digerleri., 2018). Geri bildirim, 6zellikle 6grenci yanitlarinin yanls ya da dogru olmasina odaklanmak
yerine; 0grencilere yanitlarinin nasil iyilestirilecegi hakkinda bilgi verdiginde etkili bir 6gretim arac
haline gelmekte (Hattie ve Timperley, 2007), 6devin 6grencilerin 6grenmeleri ve basarilar: {izerindeki
olumlu etkisini arttirmaktadir (6rn. Nufez ve digerleri., 2015; Rosario ve digerleri., 2015b). Odevlerin
takibi ile ogrencilerin ilgili konuyu 6grenmede karsilastigi zorluklar, yaptiklar1 hatalar ya da sahip
olduklar1 kavram yanilgilar1 ortaya cikarilip bireysel ihtiyaglar1 belirlenebilir, bu dogrultuda siruf
tartismalar1 sekillendirilebilir (An ve Wu, 2012; Cooper 2001) ya da 6grencinin ihtiyacina gore 6gretim
yontem ve araglarinda degisiklikler yapilabilir. Yani 6gretmenin 6devleri takip sekli 6gretmenin ve

ogrencilerin 6devlerden yararlanma seklini etkileyebilir.

Ogretmenlerin verdikleri odevlerin takibini yapmasimin Ogrencilerin basarisini ne yodnde
etkiledigini gosteren calismalar mevcuttur. Walberg (1984) 6grencilere 6dev verilip verilmemesinin,
odev verilme sikliginin ve ddevlerin kontrol edilip edilmeme durumlarinin 6grencilerin basarilari ile
olan iligkilerini karsilastirmistir. Calisma sonucunda 6grencilere sadece 6dev verilmesinin yarattig1 etki
biiytikliigii 0,28 olarak bulunmus, 6dev verme siklastik¢a etki biiyiikliigii 0,49’a yiikselmistir.
Ogretmenlerin, 6devlere verilen 6grenci yanitlarini kontrol ettikleri durumlarda ise etki biiyiikliigii 0,80
olarak bulunmustur. Ayrica 6deve yazili geri bildirim vermek gibi spesifik ve bireysel geri bildirimin
Ogrencilerin matematik basarisini arttirdig1 ¢alismalarca ortaya konmustur (6rn. Elawar ve Corno,

1985).

Odevlerin takibinin yapilmasimn, 6grencilerin matematik bagarisinin yaninda matematik
dersine kars1 tutumlarini da arttirdigini ortaya koyan galismalar mevcuttur (6rn. Eraz ve Oksiiz, 2015).
Ev 6devlerine geri bildirim verilmesinin 6grencilerin 6dev yapma motivasyonu (Xu, 2011) ve istegi (Xu,
2008) ile pozitif bir iliskisinin oldugu goriilmiistiir. Bunun yaninda 8. ve 11. smif ogrencilerinin
Odevlerine geri bildirim verilmesi ile 6grencilerin 6dev tamamlama oranlar: arasinda pozitif bir iliski
oldugu sonucuna varilmistir (Xu, 2011). Farkli smuf seviyelerini inceleyen galisma sonuglar1 da
benzerdir. Nufiez ve digerleri. (2015) 5-12 siuf seviyelerindeki 6grencilerin katildigr ¢alismasinda,

Odevlere geri bildirim verilmesinin 6grencilerin 6devlerini tamamlamasi ve zamani verimli kullanmas:
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ile pozitif bir iliskisi oldugu; 0devlerin tamamlanma oranlarinin artmasinin ve &grencilerin zamarn

verimli kullanmasinin ise 6grenci basarisini yordadig1 sonucuna ulasmuistir.

Aile katilimi ve aile katiliminin 6grencilerin basarisi ve Odeve karsi tutumu ile iliskisi: Ev
Odevlerinin verilme amagclarindan biri de aileyi ¢ocuklarinin egitim-6gretim hayatina katmaktir.
Ailelerin ¢ocuklariyla kurduklari iletisim, cesitli ihtiyaglarini karsilamadaki yeterlikleri ve ¢ocuklarina
kars1 davranis ve tutumlar1 6grencilerin okul i¢i davranislarini etkilemesi sebebiyle olduk¢a 6nemlidir.
Ailelerin ¢ocuklariin egitim-6gretim hayatlarina katilimlar1 ev ve okul tabanli olmak iizere iki
kategoride incelenmektedir. Ev tabanli katilim: ¢ocukla okul etkinlikleri hakkinda konusma, ¢alisma
ortam1 hazirlama ve ev 6devlerine yardim etme gibi davraniglar icermekte; okul tabanli katilim ise
O0gretmenlerle iletisim kurma, veli toplantilarina ve okul etkinliklerine katilma seklinde olabilmektedir
(Boonk, Gijselaers, Ritzen ve Brand-Gruwel, 2018). Ote yandan ailelerin, ¢ocuklarinin egitim-6gretim

siirecine katilimlarinin en yaygin bi¢imi ev ddevlerine olan katilimlaridir (Wingard ve Forsberg, 2009).

Yiriitiilen calismalar 6gretmen ve veli arasindaki iletisimin Snemini ortaya koymaktadir.
Cocuklar igin uygun bir calisma ortami hazirlayan, ¢ocuklarima yakin ilgi gosteren, calismalarinm
planlamalarina yardimei olan, 6gretmenleri ¢ocuklarinin evdeki calismalar1 hakkinda bilgilendiren ve
¢ocuklarinin motivasyonunu ytiiksek tutan ailelerin ¢ocuklarinin akademik basarilariin yiiksek oldugu
calismalarca ortaya konmustur (Boonk ve digerleri., 2018). Bunun yaninda, aileleri ev 6devlerine katilim
saglayan 0grencilerin matematik basarilarinin yiiksek oldugu ve matematik dersine karsi olumlu tutum
gelistirdikleri goriilmiistiir (Van Voorhis, 2011). Fakat ailelerin ev 6devlerine katilimlarinin ¢ocuklarinin
O0grenmelerine katki saglamadig: (Castro ve digerleri., 2015; Kim, 2020; Tan, Lyu ve Peng., 2020), hatta
¢ocuklarin bundan olumsuz etkilendigi sonucuna varan ¢alismalar da mevcuttur (Cooper ve digerleri.,
2006; Fernandez-Alonso, Alvarez-Diaz, Garcia-Crespo, Woitschach ve Muniz, 2022). Calismalarca farkl
sonuglar elde edilmesinin sebebi ailelerin ev Odevlerine katilim tiirlerindeki farkliliklar olabilir.
Nitekim, ailelerin ¢ocuklarinin o6devlerine destek olmasi (6grecilerin ailelerinin anlamadiklar:
noktalarda yardim edecegini diisiinmesi) ve Odevlere yardim etmedeki yeterlikleri (6grencilerin
ailelerinin okulda oOgrendiklerini bildiklerini diistinmesi) tiiriindeki aile katiliminin o6grencilerin
basarilarina ve ddevlere kars: gelistirdikleri tutumlarina olumlu bir etkisinin oldugu ortaya konmus;
ailelerin ev 0devleri konusunda ¢ocuklariyla gatismasi ve ev ddevlerine gereginden fazla miidahele
etmesi seklindeki katilimlarinin ise 6grencilerin basarilarini ve 6deve kars1 tutumlarini negatif yonde

yordadig1 sonucuna ulagilmistir (Dumont ve digerleri., 2012; Silinskas ve Kikas, 2019).
Ogrenci, Ogretmen ve Velilerin Odevlerle ilgili Yasadiklar1 Zorluklar

Ev 6devlerine katilim saglamasi beklenen paydaslarin (6grenci, 6gretmen ve ailelerin) baz
amaclar1 ve bu amaclar dogrultusunda gelistirdikleri davranislar birbiriyle ters diisebilir ve bu durum
paydaslarin problem yasamalarina sebep olabilir. Bunun sonucunda da &grenciler ddev yaparak

amaclanan davranislar1 gelistiremeyebilirler. Arastirmalar bir¢ok 6grencinin 6devleri hayatlarindaki
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stresin ana kaynag1 olarak gordiigiinii gostermektedir (Kouzma ve Kennedy, 2002). Ogrencilerin ev
Odevlerini diizenli bir sekilde yapabilmek icin plan olusturmamalari, 6n bilgilerinin eksik olmas: gibi
sebeplerle 6dev yaparken zorlanmalar1 ya da 6dev yapmamalari, 6devlerin 6grencilerde strese sebep
olmasinin nedenleri arasindadir (Van der Sanden, 1989, aktaran de Jong ve digerleri., 2000, ss.135).
Ayrica Ogrencilerin, gereginden fazla Odev verilmesi sebebiyle ders disi etkinliklere zaman
ayiramamalari, 6devi verilen konuda eksikliklerinin olmasi ve Odevlerini yaparken cogunlukla

ailelerinden destek beklemeleri de yasadiklari problemlerdendir (Duru ve Cogmen, 2017).

Ogretmenler, 6grencileri 6dev yapmaya tesvik etmekte zorlanmaktadirlar. Ogretmenlerin ev
Odevleri ile ilgili yasadiklar1 problemlerin basinda 6grencilerin 6dev yapmamas: gelmektedir. Bunun
yaninda ogretmenler ev Odevlerini 6grencilerin 6zelliklerini dikkate alarak kisisellestirmede ve ev
Odevlerinin takibini yapmakta giiclitk ¢ekmektedirler (Van der Sanden, 1989, aktaran de Jong ve
digerleri., 2000, ss.135). Odev takibinde zorlanmalarinin nedeni olarak ¢ok fazla 6grencilerinin olmasini,
ders yiiklerinin fazla olmasin1 ve bu ylizden de 6dev kontrolii icin yeterli zamanlarinin olmamasin
gostermektedirler. Ayrica nitelikli bir 6dev gelistirebilme konusunda 6grencilikleri sirasinda veya
sonrasinda herhangi bir egitim almadiklarindan, ve bunun i¢in yukarida belirtilen sebeplerden dolay1
yeterli zamanlarinin olmadigindan yakinmakta; velilerin ¢ocuklarinin 6devlerine destek olmamalar1
sebebiyle de sorun yasadiklarini belirtmektedirler (Farkas, Johnson ve Duffet, 1999; Rosario ve

digerleri., 2015a).

Veliler ise temel olarak 6dev verilen konular hakkinda yeterli bilgileri olmadig icin ¢ocuklarina
nasil yardim edeceklerini bilememekte ve c¢ocuklarina O6dev yaparken destek olmakta
zorlanmaktadirlar (Singh, Sidhu ve Fook, 2013). Bunun yaninda g¢ocuklarinin 6devlerine yardim
ederken (6devi verilen konu hakkinda yeterli bilgileri olsa dahi) bilgi seviyelerine inememeleri de
velilerin karsilastiklar1 sorunlar arasindadir (Duru ve Cogmen, 2017). Calismalar ayrica velilerin ev
Odevlerinin amagsiz, ¢ok uzun ya da ¢ok zor olmasindan dolay1 (Coutts, 2004; Kralovec ve Buell, 2000)
¢ocuklarini 6dev yapmaya tesvik etmekte sorun yasadiklarini gostermektedir. Cocuklarinin ¢alisma

rutinlerinin olmamasi da velilerin yasadiklar: sorunlardandir.
Calismanin Onemi ve Amaci

Yirmi birinci yiizyillda degisen egitim &gretim anlayist ile sonug yerine siirece odaklanan
bi¢cimlendirici degerlendirme iin kazanmustir. Bu degerlendirme siirecinde amag, 6grencinin 6grenim
durumu hakkinda bilgi edinmek, ihtiyaclarini belirlemek ve bu bilgiler 1s1ginda gerekli 6gretimsel
diizenlemeleri yaparak 6grencinin 6grenimini gelistirmektir (Wiliam, 2007). Ozellikle ev 6devleri, farkh
konu ve smif diizeylerinde sarmal bir yapida tekrarlanan kazanimlara yer verilen matematik dersinde
bu amaglarla kullanilabilecek degerlendirme araglarindan biridir. Ayrica ev ddevlerinin 6grencilerin
akademik basarilarina, ¢alisma aliskanligi kazanmasina, sorumluluk duygusu gelistirmesine ve

ailelerin egitim-6gretim siirecine katilmasina katkis1 biiytiktiir.
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Ev 6devleri bir¢ok faktorden etkilendigi i¢in anlasilmasi zor yapilardir. Bu sebeple 6grencilere
ev Odevlerinin verilip verilmemesi, 6dev verme siklig1, verilen 6devin niteligi, amaci, 6dev kontrolii
gibi konular yillar boyu tartisma konusu olmustur. Odev ozellikleri uzun yillardir arastirilsa da
Tiirkiye baglaminda gerceklestirilen az sayida g¢alisma mevcuttur (Tas ve digerleri.,, 2014). Bunun
yaninda yirminci yilizyilin baglarindan giiniimiize kadar devam eden siirecte 6dev uygulamalarinda
siklikla yapilan degisiklikler bu ¢alisma alanini her zaman canli tutmustur. Milli Egitim Bakanlig1 (MEB)
2016-2017 egitim-6gretim yilinda 6dev uygulamalarinda degisiklige gitmis, 6grencilerin dinlenmis
sekilde doneme baslayabilmelerinin ve kendi ilgi alanlarina zaman ayirabilmelerinin 6nemi
vurgulamis, ddevsiz yariyil tatili uygulamasini baglatmigtir (Ogrencilerimize Yonelik Uygulamalar,
2016; 2017). Bu uygulama ile ev 6devlerinin verilip verilmemesi ve verilen 6devlerin niteligi tilkemizde

de tartisilir hale gelmistir.

Alanyazindaki calismalar incelendiginde 6gretmenlerin 6dev siirecindeki roliine ¢ok fazla
deginilmedigi goriilmektedir. Ozellikle ilkokul ve ortaokul gretmenlerinin ev 6devleri takibini nasil
gerceklestirdikleri, geri bildirim tiirlerinden hangilerini ne sekilde ve ne amagcla vermeyi tercih
ettiklerini inceleyen calismalar simirlidir (Rosario ve digerleri, 2019). Tiirkiye orneklemi ile
gergeklestirilen hem 6grenci hem 6gretmen &zelliklerini dikkate alan ¢alismalarin ise azinlikta oldugu
goriilmektedir (Arikan, 2017). Ortaokul matematik ogretmenlerinin ev 6devi uygulamalariyla ilgili
Tiirkiye alanyazinda sinirh sayida calisma mevcuttur. Ailelerin ev ddevlerine katilimini konu alan
calismalar incelendiginde ise 6grencilerin ev 6devleriyle ilgili aileleriyle olan iligkilerinin géz ardi
edildigi gortlmektedir (Singh ve digerleri, 2013). Alanyazinda oOzellikle Tirkiye baglaminda
gerceklestirilmis, ailelerin ev Odevlerine katihim tiirlerinin arastirildigi herhangi bir calismaya
rastlanmamustir. Ote yandan ddev verme-yapma siiregleri hakkinda bilgi edinirken farkli bakis agilarina
sabip olan paydaslarin goriislerine basvurulmalidir. Bu sebeple bu calismada 6dev uygulamalari
hakkinda 6gretmen, 6grenci ve velilerin goriislerinin alinmasi, birlikte yorumlanmasi ve etkilerinin
anlasilmaya calisilmasi, calismay1 6nemli kilmaktadir. Ayrica ailelerin ev 6devlerine katilimlarini konu
alan c¢alismalarin, ailelerin goriislerine dayanarak sonuca ulastii ve herhangi bir ders Ozelinde
gergeklestirilmedigi goriilmektedir. Ote yandan ailelerin ev 6devlerine katilimlar1 hakkindaki bilgi
ogrencilerden alinmalidir ¢linkii asil énemli olan ailelerin katilimlarinin ¢ocuklari tarafindan nasil
algilandigidir. Ayrica ailelerin 6devlere katim sekli derse gore degisiklik gosterebilir (Silinska ve
Kikas, 2019). Bu sebeple ¢alismada, ailelerin ev 6devlerine katilim tiiriiniin 6grenci yanitlarindan elde

edilmesi ve matematik dersi 6zelinde incelenmesi de ¢alismay1 6nemli kilmaktadur.

Yiiriitiilen calismalar 6grenci, 6gretmen ve velilerin 6devlerle ilgili yasadiklar1 baz1 zorluklar:
ortaya koymaktadir fakat, yasanan zorluklar, problemler ve bu problemlere neden olan etmenler
O0grenme ortami ve baglamina gore degisiklik gosterebilmektedir. Bu sebeple 6devlerin amacina hizmet
edebilmesi icin Oncelikle paydaglarin 6devlerle ilgili yasadiklari zorluklar ve problemler iginde

bulunulan baglamda teshis edilmelidir ve 6dev uygulamalar1 sirasinda goz 6niinde bulundurulmalidir.
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Mevcut ¢alisma Cooper (1989) tarafindan ortaya konan teorik cergeve iizerine tasarlanmaistir.
Odevlerin faydalarini etkileyen faktorlerden 6dev 6zellikleri (6dev verme sikligi, ev ddevleri ve 6dev
harici matematik dersi icin haftalik harcanan siireler, 6devlerin tamamlanma ytiizdeleri, 6gretmenlerin
ev 6devi verme amaglar1 ve verdikleri 6dev tiirleri), 6devlerin smif ici takibi (6deve verilen geri bildirim
tiirleri) ve aile-toplum faktorleri (6gretmen-veli iletisimi ve ailelerin ev 6devlerine katilim tiirleri)
arastirilmis ve sadece matematik ev 6devlerine odaklanilmigtir. Calismada ortaokullarda matematik ev
Odevlerinin nasil uygulandiginin, ev 6devlerine ne tiir geri bildirim verildiginin ve ev 6devlerine aile
katilminin nasil saglandiginin ortaya ¢ikarilmasi amacglanmistir. Ayrica c¢alisma ile 6grencilerin,
Ogretmenlerin ve velilerin matematik ev ddevleri ile ilgili yasadiklar1 zorluklar ve sebepleri teshis

edilmeye calisilmistir. Bu baglamda asagidaki arastirma alt problemlerine yanitlar aranmistir.
1. Ogretmen ve velilerin matematik ev ddevleri hakkindaki goriisleri nelerdir?
2. Ortaokullarda verilen matematik ev 6devlerinin 6zellikleri nelerdir?
a. Ortaokullarda matematik ev 6devlerinin verilme siklig1 nedir?

b. Ortaokul 6grencilerinin matematik ev Odevleri icin haftalik harcadiklar1 siire ne

kadardir?
c.  Ortaokul matematik ev 6devlerinin tamamlanma yiizdeleri nedir?
d. Ortaokul matematik 6gretmenlerinin ev 6devi verme amaclar1 nelerdir?
e. Ortaokul matematik 6gretmenleri ne tiir 6devler vermektedir?

f.  Ortaokul matematik 6gretmenlerinin verdikleri 6dev tiirleri sinuf seviyesine gore nasil

degismektedir?
3. Ortaokul matematik 6gretmenlerinin 6devlerle ilgili geri bildirim uygulamalar1 nasildir?
4. Ortaokullarda verilen matematik ev 6devlerine aileler nasil bir katilim gostermektedir?

a. Ev oOdevleri hakkinda matematik 6gretmenleri ile veliler arasinda nasil bir iletisim

kurulmaktadir?

b. C)grencilerin ailelerinin matematik ev Odevlerine katilimlar1 hakkindaki algilari

nasildir?

C. C)gretmen ve velilerin, ailelerin matematik ev 6devlerine katilimi hakkindaki goriisleri

nelerdir?

5. Ogretmen, dgrenci ve velilerin ev ddevleri ile ilgili yasadiklar1 zorluklar ve sebepleri

nelerdir?
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Yontem

Calisma verilerini ortaokul 6grencilerinin, matematik 6gretmenlerinin ve velilerin matematik
ev Odevleri hakkindaki goriisleri olusturmaktadir. Arastirma bu sebeple betimsel bir ¢alismadir.
Ogrencilerin matematik ev 6devleri hakkindaki goriisleri anket aracugiyla, veli goriisleri ise goriisme
formu yardimiyla toplanmigtir. Ogretmenlerin goriisleri ise hem anket hem de gériisme formuyla elde
edilmistir. Calismada kullanilan 6gretmen ve 6grenci anketleri ve 6gretmen ve veli goriisme formlar:
arastirmaci tarafindan gelistirilmistir. Arastirmada farkh veri toplama yontemleri kullanilarak ¢oklu
veriler elde edilmis; nitel ve nicel veriler bir arada toplanip analiz edilmistir. Bu sebeple bu arastirma

bir ¢esitleme karma yontem calismasidir (Fraenkel ve Wallen, 2006).

Arastirmanin ¢alisma grubunu, 563 ortaokul 6grencisi (414 devlet okulu 6grencisi, 149 6zel okul
Ogrencisi) ve 120 ortaokul matematik 6gretmeni (116 devlet okulu 6gretmeni, 4 6zel okul 6gretmeni) ve
10 dgrenci velisi olusturmaktadir. Calisma verileri Ankara ilinin dort farkl ilgesinden toplanmustir.
Ogrenci verilerinin toplandig1 ii¢ devlet ve bir 6zel okul uygun drnekleme yoluyla belirlenmistir. Her
sinif seviyesinden ortalama iki sinuf rastgele segilmis, anketler 6grencilere ders saatinde uygulanmastir.
Ogrenciler anketi yaklagik 20 dakika igerisinde yanitlamuslardir. Ogretmenlerin anket verilerinin
toplandig1 26 devlet ortaokulu ise 6grenci verilerinin toplandig: ilcelerden rastgele secilmistir ve ders
aralarinda goniillii olan matematik Ogretmenlerinden anketi doldurmalar1 istenmistir. Anket
calismasina 116 ortaokul matematik &gretmeni katilmistir. Ogretmenlerin %66's1 kadin %34’ ise
erkektir. Ayrica 16-20 y1l 6gretmenlik tecriibesi olan (1=35, %30) ve meslege yeni baslayan (1n=33, %28)
dgretmenlerin yiizdesi daha yiiksektir. Ogretmenlerin biiyiik cogunlugu (n=101, %87,1) 4 yillik egitim
fakiiltesi lisans programindan mezun olmustur. Goriismelere katilan 10 6gretmen (6 kadin, 4 erkek) ve
10 veli ise (7’si anne, 3 “ii baba) amagli 6rnekleme yontemiyle secilmistir. Ogretmenlerin altis1 (OK3,
OK4, OK5, OK6, OK7, OK8) anket uygulamasina katilan, dérdii ise (OK1, OK2, OK9 ve OK10) farkli
0zel okullarda ¢alisan 6gretmenler arasindan segilmistir. Ogretmenlik tecriibeleri ise 1 ile 9 y1l arasinda
degismektedir. Alt1 velinin ¢ocugu (VK1, VK2, VK7, VK8, VK9, VK10) devlet okuluna giderken, dort
velinin ¢ocugu (VK3, VK4, VK5, VK6) 6zel okula gitmektedir. Ogretmen ve velilerle yapilan
gorlismelerin siireleri 20-50 dakika arasinda degisiklik gostermis ve goriismeler katilimcilarin izni

almarak ses kaydina alinmistir.
Veri Toplama Araglan

Calismada 6gretmen ve 6grenci anketleri ve 6gretmen ve veli gériisme formlar1 olmak iizere
dort veri toplama aract kullamilmistir. Ortaokul &grencilerinin matematik ev ddevleri ile ilgili
goriislerini 6grenmek icin hazirlanan 6grenci anketi iki boliimden olusmaktadir. Birinci boliimde
katilimailarin demografik bilgilerine yonelik sorular bulunmaktadir. Ikinci boliimde ise matematik
Odevlerinin verilme sikligini, 6grencilerin 6dev yapmak icin ayirdiklar siireleri, ddevlerine aldiklar

geri bildirim ve ailelerinin 6devlerine katilim tiirleri hakkindaki goriislerini incelemek i¢in hazirlanmis
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anket maddeleri bulunmaktadir. Ogrencilerden, ddevlerine aldiklar1 geri bildirim tiirleri ile ilgili
hazirlanan sekiz madde igin “hi¢bir zaman” yanitindan “her zaman” yanitina kadar degisiklik gosteren
bes derecede goriis bildirmeleri istenmistir. Maddeler, Tas (2013) tarafindan gelistirilen Olgek
maddelerinden uyarlanmistir ve bu maddelere ek olarak “matematik dersi 6devlerimiz notlandirilir”
maddesini de icermektedir. C)grencilerden ailelerinin matematik ddevlerine katilim tiirleri hakkindaki
goriislerini incelemek i¢in kullanilan 13 madde igin ise “kesinlikle katilmiyorum” yanitindan “kesinlikle
katiliyorum” yanitina kadar degisiklik gosteren bes derecede goriis bildirmeleri istenmistir. Anket
maddeleri Dumont ve digerleri. (2012) tarafindan hazirlanan 6l¢me aracindan uyarlanmistir. Maddeler,
ailelerin 6dev yapimina olan “yardim yeterligi”, “destegi”, “miidahelesi” ve 6dev yaparken “aile ve
cocuk arasindaki ¢atisma” olmak {izere dort alt boyutu icermektedir. Maddeler, arastirmact ve egitim

alaninda uzman olan iki kisi tarafindan Ingilizce’den Tiirkge’ye ayri ayri gevrilmistir. Elde edilen iig

ceviri karsilastirilmis, geviri farkliliklar: tizerine fikir birligine varilmistir.

Ogretmen anketi iki bolimden olusmaktadir. Ik boliimde 6gretmenlerin demografik
bilgilerine yonelik, ikinci boliimde ise ne tiir ve hangi siklikla 6dev verdikleri ile ilgili sorular
sorulmustur. Bunun yaninda 6gretmenlerin hangi amaglarla 6dev verdiklerinin ortaya ¢ikarilmasi igin
Tas ve digerleri. (2014) tarafindan belirtilen 6dev verme amaclar1 (#=13) ve bunlara ek bir madde “ceza
verme amagcll” Ogretmenlere sunulmustur. Her bir madde igin Ogretmenlerden, “kesinlikle
katilmiyorum” yanitindan “kesinlikle katiliyorum” yamitina kadar degiskenlik gosteren bes derecede
goriis bildirmeleri istenmistir. Matematik 6gretmenlerinin 6devlere verdikleri geri bildirim hakkindaki
goriislerini incelemek icin ise 11 anket maddesi hazirlanmistir. Maddeler, Tas (2013) tarafindan
gelistirilen 6l¢ek maddelerini (n=6) ve arastirmaci tarafindan 6gretmenlerin ne tiirde ve siklikta geri
bildirim verdiklerini anlamak igin ilave edilen bes maddeyi igermektedir. Odevlerle ilgili 5gretmen-aile
iletisimini incelemek igin ise arastirmaci tarafindan hazirlanan sekiz madde kullanilmigtir. Anketlerde
birden ¢ok soru kullanilsa da, sorulara verilen yanitlar bibirinden bagimsiz olarak tek tek analiz edilip
yorumlanmustir. Bu sebeple anketlerin 6lgek puanlar1 alinmamus, sadece 6grenci ve 6gretmen goriisleri

betimlenmistir.

Ogretmen ve veliler icin sirasiyla 12 ve 10 maddeden olusan yar1 yapilandirilmig goriigme
formlar olusturulmustur. Formlar, 6gretmen ve ailelerin 6dev algilari, 6dev uygulamalari, 6devlerle
ilgili yasanan zorluklar, veli-6gretmen iletisimi ve aile katilim1 hakkinda daha detayl1 bilgi almak icin

hazirlanmistir. Goriisme formlarinda yer alan sorular Tablo 1’de 6rneklendirilmistir.
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Tablo 1. Ogretmen ve veli goriisme formu soru Grnekleri

Ogretmen Goriisme Formu Veli Goriisme Formu
Sizce ev 6devi nedir? Sizce ev 6devi nedir?
Odevlerin gerekli oldugunu diisiiniiyor Odevlerin gerekli oldugunu diisiiniiyor
musunuz? Neden? musunuz? Neden?
Genellikle ne tiir 0devler verirsiniz?/Sinf Cocugunuz matematik 6devlerini
seviyesine gore degisiklik gosterir mi? yaparken ne tiir zorluklar yasamaktadir?
Odevleri degerlendirir misiniz? Nasil Matematik dersi ddevleri hakkinda nasil
degerlendirirsiniz? bilgi sahibi oluyorsunuz? Sizce bu gerekli
Velileri 6dev konusunda bilgilendiriyor mi?
musunuz? C)grencilerin Odevlerini yapmasinda
Eger bilgilendiriyorsaniz nasil?/Sizce ailelerin nasil bir rol oynadiginm
bu gerekli mi? Neden? diisliniiyorsunuz?

Anketlerin igerik gecerligi ve giivenirliklerinin saglanmasi igin egitimde Ol¢me ve
degerlendirme alaninda uzman olan bir arastirmacidan ve ortaokul matematik Ogretmenligi
programinda uzman olan iki arastirmacidan goriis alinmistir. Anketler maddelerin igerigi ve
anlasilirhig acisindan incelenmistir. Bunun yaninda anketteki maddelerin ¢alismanin amacina hizmet
edip etmedigi, 6gretmenlerin ve 6grencilerin matematik dersi ev 6devleri hakkindaki goriislerini
belirlemek icin yeterli olup olmadig; tartisilmistir. Ayrica 6grenci ve 6gretmen anketlerine son hallerini
verebilmek icin devlet okulunda 6grenim goren bes ortaokul 6grencisi ve yine devlet okulunda calisan
iki ortaokul matematik 0gretmeni ile pilot uygulamalar1 yapilmistir. Anket goniillii 6grencilere ve
Ogretmenlere ana calismada yapilmasi planlandigi gibi okul ortaminda uygulanmustir. Pilot
uygulamaya katilan 6gretmen ve 6grencilerden anketi tamamladiktan sonra maddelerin anlasilirlig
agisindan yorum yapmalar: istenmistir. Elde edilen yorumlar sonucunda bazi maddelerde degisiklik
yapilmigtir ve anketler uygulama oncesi son halini almistir. Ogretmen ve veliler igin hazirlanan
goriisme formlari i¢in de ayn1 yontem izlenmis; uzmanlardan formlarda yer alan sorularin ¢alismanin
amacina uygunlugu, ogretmenlerin ve velilerin matematik dersi ev 6devleri hakkindaki goriislerini
belirlemek igin yeterli olup olmadig1 hakkinda goriis bildirmeleri istenmistir. Ayrica goriisme
formlarina son halinin verilebilmesi i¢in iki ortaokul matematik 6gretmeni ve iki 6grenci velisi ile pilot
uygulamasi yapilmistir. Katilimcilardan gériisme sonrasinda sorularin agikligi ve anlasilirlii agisindan
yorum yapmalari istenmistir. Yorumlar sonucunda bazi sorularda degisiklik yapilmistir ve goriisme

formlar1 uygulama 6ncesi son halini almistir.
Veri Analizi

Arastirmanin nicel verilerinin analizinde SPSS 24 paket programi kullanilmistir. Bulgu olarak
maddelere verilen 6grenci ve ogretmen yanitlarinin frekans (f) ve ylizdeleri (%) rapor edilmistir.
Kategorik degiskenler arasinda iliski ya da fark olup olmadigimin arastirilmasinda ki-kare testi
kullanilmaktadir. Ki-kare testinin 2x2 matrisinden daha biiytiik bir matrise sahip oldugu durumda etki
biiytikliigii i¢in Cramér’s V degeri rapor edilmektedir (Gravetter ve Wallneu, 2013). Bu yiizden

calismada, Ogretmen ve Ogrencilere sorulan ortak maddelere verilen yamtlarin farkhilasip
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farklilasmadig: ve 6dev uygulamalarinda 6zel okul ile devlet okullar1 arasinda bir farkin olup olmadig:
ki-kare testiyle analiz edilmis ve Cramér’s V degeri rapor edilmistir. Bunun yaninda beklenen
frekanslar1 5in altinda olan hiicrelerin oranlar1 %20'nin {izerinde oldugu durumlarda testin
varsayiminin saglanmasi igin teorik olanarak uygun olan hiicreler birlestirilmistir. Anlamlilik diizeyi
0,05 olarak alinmistir. Ogretmen ve velilerle yapilan goriismelerin ise ses kaydi alinmuis, desifresi

yapilmustir. Elde edilen nitel verilerin analizinde igerik analizi yontemi kullanilmustir.
Arastirmanin Etik izinleri

Mevcut calismada “Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur. Yonergenin ikinci boliimii olan “Bilimsel
Aragtirma ve Yaym Etigine Aykiri Eylemler” bashgr altinda belirtilen eylemlerden higbiri

gerceklestirilmemistir.
Etik kurul izin bilgileri:

Etik degerlendirmeleri yapan kurullarin adi = (Hacettepe Universitesi Etik Kurulu) — (T.C. Milli Egitim

Bakanligi, Yenilik ve Egitim Teknolojileri Genel Miidirltigii)

Etik degerlendirme kararlarinin tarihleri= (21.09.2017) — (25.01.2018)

Etik degerlendirme belgeleri say1 numaralari= (35853172 / 433 — 3126) — (14588481-605.99-E.1855362)
Bulgular

Calisma bulgulari sirasiyla 6gretmen ve velilerin matematik ev 6devleri hakkindaki gortisleri,
odev ozellikleri, 6deve verilen geri bildirim uygulamalari, aile-toplum faktorleri ve 6gretmen, 6grenci
ve velilerin 6devlerle ilgili yasadiklar1 zorluklar ve sebepleri basliklar1 altinda sunulmustur. Ayni
aragtirma problemini yanitlamak igin, nitel ve nicel verilerden elde edilen bulgular birlikte

sunulmustur.
Ogretmen ve Velilerin Matematik Ev Odevleri Hakkindaki Gériisleri

Gortismeler sirasinda matematik Ogretmenleri ev Odevlerini, derste anlattiklar1 konunun
pekismesi ve Ogrencilerin konuyu tekrar edip sorularin ¢oziimiinde pratiklik kazanmas: igin
kullandiklar1 bir ara¢ olarak tanimlamiglardir. Ogretmenlerin hepsi &devlerin gerekli oldugunda
hemfikirdir; fakat bunun icin farkli nedenler 6ne siirmiislerdir. OK3 &devlerin “dgrencilerin kendi
baslarina calismalarini sagladigi ve her tekrar akilda kaliciligy arttirdigi igin” Onemli oldugunu
belirtmistir. OK4’e gore ise ddevler “ailenin evde ¢ocuguyla vakit gecirmesini sagladig1 ve 6grencilere
calisma aliskanligi kazandirdigl” igin gereklidir. Bunun yaninda OK4, OK7 ve OKS8 konular
yetistirebilmek, Ogretim programini takip edebilmek igin konular1 ¢ok hizli ge¢mek zorunda
kaldiklarini bu ytizden de 6grencilerin konular: pekistirebilmesi i¢in 6dev verdiklerini belirtmislerdir.

OK1 ve OK2 ise 6dev vermenin gerekli oldugunu fakat verilen ddevlerin sayica ¢ok olmasindansa
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nitelikli olmas1 gerektigini vurgulamiglardir. Ornegin OK2 coktan se¢cmeli sorularin yani sira acik ugly,

problem ¢6zme ve arastirma yapma tiiriinde sorularin da 6dev olarak verilmesi gerektigini belirtmistir.

Veliler de 6gretmenlere benzer olarak ev 6devlerini 6grenilen konunun pekismesi ve tekrar
edilmesi amagli verilen ¢alismalar olarak tanimlamiglardir. On katilimcidan dordii ¢ocuklarinin 6dev
yapmay! sevmedigini vurgulamis, veli katiimec1 VK4 ev 6devlerini “ittire kaktira yapilan genelde
¢ocugu mutsuz eden bir sey” olarak tanimlamustir. Sadece ti¢ veli 6gretmenlerin ddevin gerekliligi
diislincesine paralel yanitlar vermislerdir. VK2 ve VK10 6devlerin gerekli oldugunu fakat alistirma
sorular1 ¢ozme tiiriinde degil, uygulamaya yonelik olmasi gerektigini vurgulamislardir. Diger yedi veli
ise odevlerin gerekliligi konusunda kararsiz kalmislardir. VK4 kararsizlik sebeplerini su sekilde
aciklamigtir:

Kizim giinde 8 saat okula gidiyor. Eve geldiginde ¢ok yorgun oluyor ve ¢ok vakti olmuyor. O

ylizden ben 6devlerin fazla oldugunu diisiiniiyorum ama [0grenilen konuyu] tekrar etmesi

gerektigini de diisiiniiyorum. Oyle de bir handikap var. Giin sonunda hepimiz birbirimizden
bikmis oluyoruz.

VK4 belirttigi sebeple ddevlerin olmas1 gerektigini fakat ogrencilerin yiiklii ders saatleri ve
Odevler sebepleriyle kendilerine zaman ayiramadiklarini dile getirmistir. VK3, VK1 ve VK7 ise okulda
yapilan calismalar yeterli olursa ev Odevlerine gerek kalmayacag: goriisiinii paylasmis; fakat bu
durumun pek miimkiin olmadigini dile getirmislerdir. Bir yandan da ¢ocuklarinin ev 6devi verilmese
evde ders ¢alismadiklarin ve sinav sisteminin bu ¢alismay1 zorunlu kildigini séylemislerdir (VK1, VK3

ve VK6).
Ortaokullarda Verilen Matematik Ev Odevinin Ozellikleri

Ortaokullarda verilen matematik ev ddevlerinin 6zellikleri hakkinda bilgi edinebilmek icin
0dev verme siklig1, ev 6devleri ve 6dev harici matematik dersi i¢in haftalik harcanan siireler, 6devlerin
tamamlanma ytizdeleri, 6gretmenlerin ev 6devi verme amaglar1 ve verdikleri 6dev tiirleri incelenmis,

bulgular belirtilen sirada sunulmustur.

Odev verme siklig: Ogretmenlerin ve dgrencilerin 6dev verme sikligi ile ilgili maddeye verdikleri

yanitlar Tablo 2’de 6zetlenmistir.

Tablo 2. Ortaokul matematik 6gretmenlerinin ddev verme siklig1

Odev verilme/verme siklig1

VC:;l]:VZ/ Ayda bir Ayda iki Haftada  Her dersin K
erme kez kez bir kez sonunda ayip
vermem

f % f % f % f % f % f %
Ogrenci beyani 1 0,2 8 1,4 44 78 240 42,6 265 47,1 5 0,9
Ogretmen beyani 1 0,9 3 2,6 2 1,7 57 49,1 52 44,8 1 0,9

Tablo 2 incelendiginde ogretmenlerin %44,8'inin, 6grencilerinin ise %47,1’inin her dersin

sonunda; Ogretmenlerin %49,1’inin, Ogrencilerin ise %42,6’sinin  haftada bir kez 0Odev



Kaplan-Can, G. & Gelbal, S.

verdigini/verildigini belirttigi goriilmiistiir. Yani 6gretmenlerin tamamina yakininin haftada en az bir
kez 6dev verdigi sonucuna ulagilmistir. Sadece bir 6gretmen 6dev vermedigini sdylemistir. Ki-kare
analizi sonucu ise 6dev verme-verilme sikliklar1 ile ilgili 6grenci ve 6gretmen yanitlar: arasinda manidar
bir farkin olmadigini gostermistir [ ¥ 2 (4, n= 673) =8,64, p= 0,071]. Okul tiiriine gore ddev verilme
sikliginin farklilasip farklilasmadigini gosteren ki-kare testi sonuglar1 ise Tablo 3’te verilmistir.

Varsayimlarin saglanmasi i¢in ilk {i¢ hiicre birlestirilmistir

Tablo 3. Farkl: okul tiirlerinde 6¢renim goren 63rencilerin ddev verilme sikligi ile ilgili goriisleri

Odev verilme siklig1
Odev Aydabir Aydaiki  Haftada  Her dersin 2

vermez kez kez bir kez sonunda P v
f % f % f % f % f %
3 D"evlet - - 53 129 188 459 169 41,2 3484 000 025
o Ozel - - 0 00 52 351 96 64,9 § ! !

Odev verilme siklig1 okul tiirii bazinda incelendiginde 6zel ve devlet okuluna giden 6grenci
yanitlarinda manidar bir farklilik gozlenmistir (p<0,05). Hem 6zel hem devlet okulu 6grencilerine

siklikla 6dev verildigi fakat 6zel okul 6grencilerine daha sik 6dev verildigi sonucuna ulasilmistir.

Goriismeler sirasinda tiim 0gretmenler, sik 6dev vermenin 6nemini vurgulamislardir. OK4 ve
OK6 her matematik dersinin sonunda ddev verilmesi gerektigini belirtmistir. OK4 bu diisiincesini
“matematik dersleri her giin olmuyor. Haftada ii¢ giin olsa, ¢ocuk sadece o {i¢ giin ¢alismis oluyor. Bu
bile cok az” diyerek savunmustur. Ote yandan goriismelere katilan diger sekiz 6gretmen, konu
bitimlerinde 6dev vermenin yeterli oldugunu, ¢ocuklara ¢ok sik 6dev verildiginde 6devlere karsi

olumsuz tutum gelistirdiklerini gozlemlediklerini belirtmislerdir.

Matematik ev ddevleri ve 6dev harici matematik dersi i¢in haftalik harcanan siireler ve d6devlerin
tamamlanma yiizdeleri: Ortaokul 6grencilerine matematik dersi 6devlerine ve 6dev disinda matematik
dersine calismak i¢in ne kadar siire ayirdiklari; 6gretmenlere ise matematik 6devlerini tamamlayan

ogrenci yiizdeleri sorulmustur. Ogrenci yanitlarimin segeneklere gore dagilimi Tablo 4'te gosterilmistir.

Tablo 4. Ortaokul 63rencilerinin matematik édevlerine ve 6dev harici matematik dersine ¢calismak icin
harcadiklari siireler

Haftalik Harcanan Siire

Odev 30 30 dakika
yapmam/ . 1-2saat 2-3saat 3 saatten
. . dakikadan  ve 1 saat Kayip
harici arasi arasi fazla
az arasi
calismam
Ev odevlerine f 14 50 203 180 65 47 4
harcanan siire 9, 2,5 8,9 36,1 32 11,5 8,3 0,7
Ev odevi f 74 99 173 130 44 39 4
haricinde
harcanan siire /0 13,1 17,6 30,7 23,1 7,8 6,9 0,7
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Tablo 4’e gore Ogrencilerin yaridan fazlasi (n=292, %51,8) matematik ddevlerine haftada 1
saatten fazla zaman ayirdigini belirtmistir. Matematik ev 6devlerini yapmayan 6grenci yiizdesi (%2,5)
oldukga azdir. Ogrencilerin neredeyse iicte biri 6dev haricinde matematik derslerine galismak igin
haftada 30 dakika-1 saat zaman ayirdigim belirtmislerdir. Odev harici matematik dersine galismayan
Ogrenci yiizdesi ise 13,1’dir. Ev 6devlerine ve ev 6devi haricinde matematik dersine harcanan haftalik
stire okul tiirti dikkate alinarak incelendiginde ise manidar bir farkhilik gdzlenmemistir [x2(5,n =
559) = 3,12,p = 0,682; (5,n = 559) = 10,96,p = 0,052]. Yani 6zel okul 6grencilerine daha sik 6dev
verilmesine ragmen O6deve ayrilan zaman devlet okulu ile farklilik gostermemistir. Matematik ev

O0devlerinin tamamlanma oranlari ise Tablo 5’te 6zetlenmistir.

Tablo 5. Odevlerin tamamlanma oranlar:

Frekans Yiizde%
%25'den az 6 5,2
%25 ile %50 arasinda 15 12,9
Odevini tamamlayan %50 ile %75 arasinda 55 47,4
Ogrenci ylizdesi %75 ile %100 arasinda 38 32,8
%100 1 0,9
Kayip 1 0,9

Tablo 5'de belirtildigi gibi 6gretmenlerin neredeyse yarisi (%47,4) 6grencilerinin %50-%75"inin;
%32,8'si ise Ogrencilerinin %75-%100'{intin Odevlerini diizenli olarak tamamladiklarini dile
getirmiglerdir. Ogrencilerinin hepsinin édevlerini tamamladiklarim dile getiren sadece bir 6gretmen
vardir. Ogrencilerin cogunlugu ev ddevlerine zaman ayirmalarina ragmen ddevlerini tamamlayan

ogrenci ylizdesi oldukca azdir.

Ogretmenlerin ev 6devi verme amaglari: Ogretmenlerin 6dev verme amaglari ile ilgili maddelere

verdikleri yanitlarin dagilimi Tablo 6’daki gibidir.
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Tablo 6. Ogretmenlerin dev verme amaglart

s E R
. o g 8 é =} o B
Odev Verme Amaglar1 ~ =z =z X s g3
EE E & &2 2
Z2E T g = £ T
u « 5] IS < S <
MM M VA M B M
Ders sirasinda bitmemis olan ¢alismalari tamamlamalari f 21 20 9 34 28
i¢cin % 181 172 78 293 241
f 2 0 3 44 66
Sinifta 6grenilen bilgi ve becerilerin pekistirilmesi igin
% 1,7 0 26 383 574
. f 3 3 25 38 46
Og ilerin k ile ilgili eksikliklerini belirlemek igi
grencilerin konu ile ilgili eksikliklerini belirlemek igin % 26 26 216 328 397
o . . f 73 17 8 6 11
Ogrencilere ceza vermek i¢in
% 629 147 69 52 9,5
Ogrencilerin 6grenme ile ilgili sorumluluk duygularim f 0 2 16 62 34
gelistirmek igin % 0 1,7 13,8 534 29,3
.. f 1 0 5 46 63
Ogrencilerin basarilarini arttirmak igin % 09 0 43 397 543
.. f 2 6 30 43 34
Ogrencileri derse hazirlamak i¢in
% 1,7 52 259 371 293
Ogrencilerin konu ile ilgili eksikliklerini gidermelerine f 2 3 13 45 52
yardime1 olmak icin % 1,7 26 11,2 388 44,8
) f 1 1 7 5 54
Ogrencilerin ¢alisma disiplinlerini gelistirmek i¢in % 09 0.9 6 448 466
Ogrencilerin kendi 6grenmelerinde daha bagimsiz olmalar1 £ 4 3 21 57 30
igin % 34 26 181 491 261
C)grencilerin bilgi ve becerilerinin gelismesine katkida f 0 1 15 49 50
bulunmak igin % 0 09 129 42,2 43,1
o _ e T - f 2 8 18 53 34
Ogrencilerin zaman yonetimi becerilerini gelistirmek icin
% 1,7 69 155 457 293
. f 4 5 18 49 39
Ogrencilerin arastirma becerilerini gelistirmek igin
% 34 43 155 422 33,6
f 4 19 36 33 23
Aileleri ¢ocuklarimin gelisimlerinden haberdar etmek igin
% 34 164 31 284 198

Tablo 6’da goriildiigti gibi 0gretmenlerin biiyiik cogunlugu sinifta d3renilen bilgi ve beceriyi

pekistirmek (n=110, %95,7), o6grencilerin basarilarini arttirmak (n=109, %94) ve dQrencilerin ¢alisma

disiplinlerini gelistirmek (n=106, %91,4) amacli ddev vermektedirler. Ogrencileri derse hazirlamak igin 6dev

veren Ogretmen ylizdesi diger amaclarla karsilastirildiginda daha diisiiktiir Aileleri cocuklarimin

gelisimlerinden haberdar etmek maddesi igin 6gretmenler farkli goriisler bildirmis, 6gretmenlerin yaridan

az1 ev Odevlerini bu amagla kullandiklarini sdylemis, %311 ise kararsiz oldugunu belirtmistir.

Ogretmenlerin sadece %14,7’si dgrencilere ceza vermek amaciyla 6dev verdigini bildirmistir.

Ogretmenlerin verdikleri 6dev tiirleri ve sinif seviyesine gore degisimi: Ogretmenlerin verdikleri

odev tiirleri ve en sik hangi 6dev tiiriinii kullandiklari ile ilgili anket sorusuna verdikleri yanitlar Tablo

7'deki gibidir.
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Tablo 7. Ogretmenlerin tercih ettikleri dev tiiriine ve ddev tiiriiniin verilme sikligina gore dagilim

Tercih edilen 6dev tiirii En sik verilen ddev tiirii

Verilen Odev Tiirleri Frekans Yiizde% Frekans Yiizde%
Kitaplardan alistirma 102 87,9 54 46,6
sorular1 ¢ozme
Calisma kagitlarindan 74 63,8 12 10,3
alistirma sorular1 ¢c6zme
Test Cozme (Coktan 80 69 18 15,5
secmeli)
Problem ¢6zme 56 48,3 3 2,6
Aragtirma yapma 40 34,5 1 0,9
Proje 6devleri 46 39,7 0 0
Diger..... 1
Kayip 28 24,1

Tablo 7’de goriildiigli gibi matematik 6gretmenlerinin ¢ogunlugu kitaplardan alistirma sorular
cozme (n1=102, %87,9) tiirtinde 6dev verdigini belirtmistir. Bu tiirii test ¢ozme ve ¢alisma kdgitlarindan
sorular ¢ozme 6dev tiirleri izlemektedir. Problem ¢ozme, proje ddevleri ve arastirma yapma tirtindeki
ddevler, diger dev tiirlerine gore daha az tercih edilmektedir. Ogretmenlerin tercih ettikleri 6dev
tiirlerini verme sikliklar1 incelendiginde ise 6gretmenlerin %46,6’sinun en sik kitaplardan aligtirma sorular:
cozme tiriinde 6dev verdikleri goriilmektedir. Sadece ii¢ 6gretmen en sik problem ¢ozme tiirtinde; bir
Ogretmen ise en sik arastirma yapma tiriinde 6dev verdigini belirtmistir. Bu anket maddesine
ogretmenlerin %24,1’inin ise yanit vermedigi goriilmektedir. Bu durum 6gretmenlerin 6grencilere 6dev
verirken herhangi bir 6dev tiirline bagh kalmadig: seklinde yorumlanabilir. Sonug olarak problem
¢Ozme, arastirma yapma ve proje tiiriindeki ddevler vermeyi tercih eden 6gretmenler olsa da, bu tiir

odevler 6gretmenlerin siklikla verdikleri 6dev tiirlerinden degildir.

Gortismelere katilan 6gretmenlerin hepsi test ¢ozme (¢oktan se¢meli sorular) 6dev tiiriinii tercih
ettiklerini belirtmislerdir. Dort katilimei, sinif seviyesine gore verdikleri 6dev tiirlerinin degismedigini
belirtmis, diger katilimcilar ise 5. sinif seviyesinde ¢oktan se¢meli sorularin yani sira agik uglu sorularin
bulundugu calisma kagitlar1 da vermeye calistiklarini belirtmislerdir. Ozel okulda galisan OK2 6dev
olarak 5. siuf Ogrencilerine agik uglu sorular vermeye ¢alissa da ¢ogu zaman bunu ziimre karari
sebebiyle yapamadigim belirtmistir. OK4, OK5 ve OK6 ise, 7. ve 8. siuf dgrencilerini liselere girig
sinavina hazirlamak ig¢in daha ¢ok c¢oktan se¢meli soru tiiriinde ddev vermeyi tercih ettiklerini

belirtmislerdir.
Ogretmenlerin Odevlerle ilgili Geri Bildirim Uygulamalar

Geri bildirim uygulamalarinin yerine getirilme sikliklar ile ilgili ortak maddelere 6gretmen ve
ogrencilerin verdikleri yanitlar ve bu yanitlarin farklilagip farklilasmadigina yonelik ki-kare sonuglari
Tablo 8de verilmistir. Varsayimlarin karsilanmasi icin Odevierin diizenli olarak kontrol edilmesi
maddesinin ilk {i¢ hiicresi birlestirilmistir. Diger maddeler i¢in beklenen frekanslar1 besin altinda olan

hiicre oranlar1 %20'nin altindadar.
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Tablo 8. Odevlere geri bildirim uygulamalari ile ilgili 6gretmen (O1) ve ogrenci gortisleri (©2)

Hicbir Nadiren Bazen Genellikle Her X2 p
zaman zaman

f % f % f % f % f %

Odevlerin diizenli ~ O1 - - 9 81 39 351 63 568
olarak kontrol . 12,30 ,02
edilmesi 02 - - 58 104 111 199 388 697

Derste 6grencilerin ~ O1 3 27 1 09 20 179 55 491 33 295
yaptiklari 6devler

lizerinde O2 41 74 54 97 104 187 150 27 206 37,1
tartisilmast

28,30 ,000

Ogrencilerin ..
.. . ) o1 1 09 3 27 8 72 42 37,8 57 514
odevlerindeki

dogru ve yanlislar 14,65 ,005

hakkinda 02 13 23 24 43 54 97 118 212 347 624
bilgilendirilmesi
Ogrencilere
odevlerinde
yaptiklar1 hatalar 31,29 ,000

diizeltmeleri igin O2 28 51 35 63 79 143 138 249 274 495
firsat verilmesi

01 1 09 1 09 20 179 53 473 37 33

Odevlerinkisasite O1 1 09 6 54 21 188 61 54,5 23 20,5

icinde . 33,27 ,000
degerlendirilmesi O2 18 32 43 77 93 16,7 161 29 241 43,3

Degerlendirilen .

ddevlerin, o1 1 09 1 09 14 125 62 554 34 304
ogrencilerin

eksiklerini

gormelerine 02 12 22 24 43 55 99 129 232 335 604
yardimci olmast

53,03 ,000

Verilen édevlerin ~ O1 10 9 13 11,7 29 261 36 324 23 207

notlandirilmasi 59,58 ,000

02 68 122 23 41 61 11 9% 17,3 308 55,4

Tablo 8 incelendiginde 6gretmenlerin ve dgrencilerin yanitlarindan ddevlerin diizenli olarak
kontrol edilmesi ve dgrencilerin ddevlerindeki dogru ve yanlislar hakkinda bilgilendirilmeleri tiirii geri bildirim
uygulamalarinin, ozellikle ddevler iizerinde tartisilmas: ve oOdevlerin kisa siire iginde degerlendirilmesi
uygulamalarina gore daha siklikla yerine getirildigi goriilmektedir. Ayrica 6gretmenlerin yaridan
fazlas1 (n=59, %53,1), ogrencilerin ise cogunlugu (n=404, %72,7) ddevlerin “genellikle” ya da “her
zaman” notlandirildigini belirtmistir. Ogretmenler ayrica ortak olmayan maddelerden ddevleri
degerlendirip diizelterek geri verme ve ddevlerin iizerine d6grencileri gelistirecek ifadeler yazma tiiriindeki geri
bildirim uygulamalarini diger maddelere gore daha az siklikla yaptiklarini belirtmislerdir. Ki-kare
analiz sonugclar1 belirtilen uygulamalarin hepsinde 6gretmen ve 6grenci yanitlari arasinda manidar bir

farklilik oldugunu gostermektedir (p<0,05). Cramer’s V kat sayilar1 incelendiginde verilen ddevlerin
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notlandirilmas: maddesinin orta derecede etki biiytikliigtine (0,30) sahip oldugu goriilmektedir. Diger

maddelerin etki biiytikliigii ise 0,14 ile 0,28 arasinda degismektedir.

Gortismelere katilan Ogretmenlerin verdikleri yarutlar anket sonuglariyla benzerlik
gostermektedir. Katilimcilar verdikleri 6devlerin derslerde kontrollerini yaptiklarini (#=7) ya da yeterli
vakti olmadig; i¢in bir 6grenciye yaptirdiklarini (n=3) soylemislerdir. Katilimcilarin hepsi 6grencilerin
odevlere verdikleri yamnitlari, dogru ya da yanlis olma durumlarina gore degil; 6devlerin yapilip
yapilmadigina gore arti-eksi vererek degerlendirdiklerini belirtmislerdir. Ayrica katilimcilarin hepsi yil
sonunda verilen arti-eksilerin sayisina gore 6grencilere sozlii notu verdiklerini sdylemiglerdir. Odev
kontroliinii kendileri yapan katilimcilar, 6grencilerin yapamadiklarini sdyledikleri sorulardan sadece
bazilarini tahtada ¢ozdiiklerini belirtmis tiim sorulari ¢ozememe nedeni olarak da “ders siiresinin kisitl

olmasi[n1]” (OK9) 6ne siirmiislerdir.
Ev Odevlerine Aile Katilimi

Ailelerin matematik ev 6devlerine katilimlar1 hakkinda bilgi edinebilmek i¢in 6gretmen ve veli
arasindaki iletisim, ailelerin ev 6devlerine katihm tiirleri ve ogretmen ve velilerin aile katilimi

hakkindaki goriisleri incelenmistir.

Ogretmen-veli iletisimi: Ogretmenlerin, hangi sartlarda ve ne siklikta Ogrencilerin aileleriyle ev
odevleri ile ilgili iletisim kurduklarinin belirtilmesi istenen maddelere verdikleri yanitlarin madde

segeneklerine gore dagilimlar: Tablo 9'da gosterilmistir.

Tablo 9. Ogretmenlerin veliler ile iletisimi

g o g
) . E E g 2 B
Ogretmen-Veli lletisimi ; ;§ ;;‘E T;’ 5

g 2 § z

T
Cocuklarin 6devlerine gereginden fazla miidahele eden f 8 22 28 36 20
ailelerle konusurum % 69 19 241 31 17,2
Odevlerini tamamlamamis olan 6grencilerin ailelerini bu f 3 6 29 54 22
konuda bilgilendiririm % 2,6 5,2 25 46,6 19
Veli toplantilarinda aileleri ¢ocuklarinin 6devleri hakkinda f 1 1 14 43 54
bilgilendiririm % 09 0,9 12,1 371 46,6
Veli toplantilar1 disinda aileleri ¢ocuklarinin 6devleri f 6 6 37 33 32
hakkinda bilgilendiririm % 5,2 5,2 31,9 284 27,6
Odevlere yonelik olumsuz tutumlari olan grencilerin f 6 10 31 42 24
aileleriyle iletisime gegerim % 52 8,6 26,7 36,2 20,7
Odev kontroliinii benim digimda ailelerin de yapmasini f 21 12 22 32 25
isterim % 181 10,3 19 27,6 216
Ailelere 6devler konusunda ¢ocuklarina nasil yardimect f 4 17 31 40 22
olacaklarimi anlatirim % 34 147 26,7 345 19
Ailelere ¢ocuklarinin 6devlerini yapmamalari igin uyarida f 6 9 24 31 44

bulunurum % 52 7.8 20,7 26,7 379
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Tablo 9 incelendiginde 6gretmenlerin biiyiik cogunlugunun (n=97, %83,7) aileleri ¢ocuklarinin
ev Odevleri hakkinda veli toplantilarinda bilgilendirdikleri goriilmektedir. Veli toplantilar1 disinda
aileleri ayni siklikla bilgilendiren 6gretmen yiizdesi ise 56’dir. Katihimcilarin yaridan fazlasi (n=76;
%65,5) 6devlerini tamamlamamis olan 6grencilerin ailelerini bilgilendirdiklerini ve ailelere ¢cocuklarinin
Odevlerini yapmamalar1 i¢in uyarida bulunduklarini (n=75, %64,6) belirtmistir. Bunun yaninda
ogretmenler ¢ocuklarinin ddevlerine gereginden fazla miidahele eden ailelerle daha az siklikta iletisime
gecmektedir. Ayrica 0gretmenlerin ailelerle, 6devler konusunda ¢ocuklarina nasil yardimei olacaklarini

anlatmak amaciyla da az siklikta iletisime gectikleri goriilmektedir.

Gortismeler sirasinda 6gretmenlerin veli iletisimi ile ilgili sorulara verdikleri yanutlar 6zel ve
devlet okulunda ¢alisan 6gretmen yanitlari olarak iki grup altinda toplanabilir. Devlet okulunda ¢alisan
O0gretmenlerin hepsi, velileri ¢ocuklarinin ev 6devleri hakkinda veli toplantilarinda bilgilendirdiklerini
belirtmiglerdir. OK3 velilerin ilgisiz oldugunu ve bu yiizden de toplantilara katilan veli sayisimin az
oldugunu dile getirmistir. Bunun yaminda OK4 &devini yapmayan ogrencilerinin aileleri ile veli
toplantis1 disinda, okula cagirip birebir konustugunu dile getirmistir. Tim velilerle tek tek
konusamama sebebini ise su sekilde dile getirmistir: “devlet okulunda simiflar kalabalik oluyor.
Ornegin gecen sene 5. smiflar 45 kisiydi. Bir de 3 sinifa giriyorsun; 150-160 kisi yapiyor. Cok zor oluyor
her bir veli ile tek tek goriismek.” Ozel okulda gérev yapan OK1, OK2 ve OK10 ise grencilerin ailelerini
matematik dersi ev oOdevleri konusunda kullandiklari ¢evrim ici bir program vasitasiyla
bilgilendirdiklerini sdylemistir. Ailelere cocuklarinin giinliik 6devlerinin ne oldugu ve kontroliiniin ne
zaman yapilacagt hakkinda bilgi verdiklerini belirtmis; ailelerin ¢ocuklarinin 6devlerini yapip
yapmadiklarini da takip edebildiklerini dile getirmislerdir. Fakat bu uygulamanin ¢ocuklarda “annem
odev yapmadigimi gorecek ve kizacak korkusu” yarattigimi (OK2) ve devlerin “sisteme ddevimi
yaptigimi yazin hocam yoksa annem ¢ok kizacak, ben size sonra yapip gosteririm” (OK2) durumunda

orneklendigi gibi pazarlik konusu haline gelmesine sebep oldugunu belirtmislerdir.

Gorligsmeler sirasinda veliler ise 6devler hakkinda bilgilendirilmek istediklerini s6ylemislerdir.
Cocugu 6zel okulda okuyan veliler okullarin ¢evrim ici bir program yoluyla kendilerini ulastiklarin
onaylamiglardir. Fakat bu sekilde yapilan bilgilendirmenin ¢ocuklar1 her 6dev yapmayisinda degil, bu
durum siklastig1 zaman olmasini tercih ettiklerini sdylemislerdir. VK3 ise bu durumu 6grencilerin
arkasindan is cevirmeye benzetmis, Odevlerin c¢ocuklarin sorumlulugunda olmasi gerektigini

sOylemistir.

Ailelerin ev ddevlerine katilim tiirleri: Ogrencilerin ailelerinin ddevlerine katilim tiirleri hakkindaki

goriisleri Tablo 10’da 6zetlenmistir.
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Tablo 10. Ogrencilerin ailelerinin ev 6devlerine katilim tiirleri hakkindaki goriisleri

PR

lelerin Ev Odevleri =S5 5 8 B EE

Ailelerin Ev Odevlerine Olan Katilimlar: % é* é* (g E» g E

JE T 8 & £§

§§ % & 79
Eger ailemden matematik dersi 6devlerim i¢in yardim £ 30 16 57 131 320
istersem, bana yardimei olurlar % 5,3 28 10,1 23,3 56,8
Eger matematik dersi 6devlerimde zorlandigim yerler  f 28 27 45 147 308
7‘3 olursa, ailem bana yardimci olur. % 5 4,8 8 26,1 54,7
g Matematik dersi 6devlerimi yaparken ailemden her f43 65 111 118 214
zaman yardim isteyebilirim. % 76 11,5 19,7 21 38
Matematik dersi 6devlerimi yaparken anlamadigim f 35 23 45 150 298
bir sey olursa ailem bana yardim eder % 62 4,1 8 26,6 529
Matematik dersi 6devlerim genellikle ailem i¢in hos f 342 80 57 26 46
olmayan bir konudur. % 60,7 142 10,1 4,6 8,2
s Matematik 6devlerim evde siklikla tartigma f 287 110 80 34 37
£ konusudur. % 51 195 142 6 66
5 Matematik dersi 6devlerim ailem igin stress f 345 90 56 25 37
kaynagidir % 61,3 16 99 44 6,6
Ailemle sik stk matematik dersi 6devlerimle ilgili f 243 117 83 56 53
tartisirim % 432 208 14,7 9,9 9,4
Konuyu, ailemle ¢alistigimda 6gretmenimle f 157 124 137 49 81

N calistigimdan daha iyi anlarim. % 279 22 243 8,7 14,4
% Ailem okulda 6grendigimiz hemen hemen her seyi f 8 110 157 100 100
E bilir. % 153 195 279 178 17,8
Ailem okulda anlamadigim konular1 anlatmada ¢ok f 77 88 156 118 108
iyidir. % 13,7 156 277 21 19,2
o Ailem yardima ihiyacim olmasa bile 6devlerimde bana f 171 112 86 94 89
£ yardim eder % 304 199 153 167 158

e

§ Odevlerimi yaparken ailem siklikla miidahele eder. "ﬁo 2552 21;66 1i02 ;LL; 9569

Tablo 10 incelendiginde c¢ogu ailenin ev oOdevlerine destek tiiriinde katilim sagladig:
goriilmektedir. Ogrencilerin yaridan fazlasi matematik dersi ddevleri icin yardim istediklerinde (=320,
%56,8), 0dev yapmada zorlandiklarinda (#=308, %54,7) ya da anlamadiklar1 bir sey oldugunda (#=298,
%52,9) ailelerinin kesinlikle yardim ettiklerini sdylemislerdir. Ailelerinin matematik 6devlerindeki
yeterlikleri hakkindaki ogrenci goriisleri degiskenlik gostermektedir. Ogrencilerin cogunlugu
ailelerinin ev 0Odevlerine ¢atisma tiiriindeki katihimlarini niteleyen maddelere katilmadiklarim
belirtmislerdir. Ogrencilerin azinligl (%12,8) matematik dersi 6devlerinin aileleri i¢in hos olmayan bir
konu oldugunu belirtmistir. Matematik dersi ddevlerinin evde siklikla tartisma konusu oldugunu
belirten 6grenci ylizdesi (n=71, %12,6) de azinliktadir. Ayrica 6grencilerin biiyiik cogunlugu (n=435,

%77,3) matematik dersi Odevlerinin aileleri icin stress kaynagi olmadigimi belirtmistir. Ailelerin
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miidahele tiirtinde katilimlari ile ilgili maddelere verilen yamitlar incelendiginde, Ogrencilerin

ailelerinin miidaheleci olmadigini belirttikleri sdylenebilir.

Gortismeler sirasinda 6gretmen ve velilere, 6grencilerin matematik ev 6devlerini yapmasinda
ailelerin nasil bir rol oynadigi sorulmustur. Ogretmenler, velilerin ¢ocuklariin matematik ev
Odevleriyle ilgilenmeleri gerektigini fakat bu ilgilenmenin 6devlerin takibi seklinde yapilmasinin
uygun olacagini belirtmislerdir. Ogrencilerin Odevlerini aileleriyle yapmalarinin baz1 dezavantajlarinin
olabilecegini de vurgulamislardir. Bu dezavantajlara deginen OK1’in yorumu su sekildedir:

Veliler sorular1 bazen Ogrencilerin 6n bilgilerine uygun olmayan yontemlerle ¢oziiyorlar.

Ornegin biz cebir konusuna gegmeden x'lerle y’lerle soru ¢oziiyor. Veli soruyu ¢6zmek yerine

“sunu diistindiin mii?”, “sOyle olabilir mi?” gibi sorular sorabilir. Bir yandan ¢ocukla ¢alissin
ama bir yandan da miidahele etmesin.-

Diger dgretmenler de bu goriisii desteklemektedir. Ogrencilerin ailelerinden, ev 6devlerini
yaparken yardim istemelerinde bir sakinca gormediklerini fakat bazi ailelerin 6grencileri yanlis
yonlendirdiklerini belirtmis, bu durumun ise yanlis 6grenmelere sebep oldugunu ve bu davranis

degistirmenin zor oldugunu belirtmislerdir.

Veliler ise ¢ocuklarinin 6dev yapma bilincine ve sorumluluguna sahip olmasinda ailelerin de
pay1 oldugunu belirtmislerdir. Cocugun 6devlerini kendisinin yapmasinin dnemli oldugunu dile
getirmis; ancak 6devlerini yapamadig1 zaman ailelerinden destek almalar1 gerektigini sdylemislerdir.
Ayrica 6grenciyi 6devlerini yapmas: icin “yapamiyorsan birak, dinlenince yaparsin”, “gayret et sen
yaparsin” (VK2) “sana inaniyorum” (VK6) gibi climlelerle giidiilemenin dnemini vurgulamislardir.
VK5 ve VK8 ise ozellikle matematik dersinde ¢ok ddev verildigini, ¢ocuklarinin bu dersin 6devlerini

yaparken ¢ok zorlandiklarini ve kendilerinden sik sik yardim istediklerini belirtmislerdir. Kendilerinin

de 6dev yaparken ¢ocuklarinin yaninda durarak onlara destek olmaya ¢alistiklarini ifade etmislerdir.
Ogrenci, Ogretmen ve Velilerin Ev Odevleri ile ilgili Yasadiklar1 Zorluklar ve Sebepleri

Ogrenci, gretmen ve velilerin matematik ev 6devleri ile ilgili yagadiklar1 zorluklar ve bunlarin

olasi sebepleri goriismeler yoluyla belirlenmis; belirtilen sirada sunulmustur.

Ogrencilerin yasadiklar zorluklar ve sebepleri. Goriismeler sirasinda matematik 6gretmenlerinin ve
velilerin tiimii O6grencilerin 6n bilgilerinin yetersizse ya da konu eksigi varsa 6dev yapmakta
zorlandiklarini belirtmislerdir. OK1 bu durumu asagidaki gibi orneklendirmistir:

Konuyu anlayan ¢ocuk eski konularda bilgi eksikligi olmadg; icin sorular1 daha kolay ¢oziiyor.

3
Eski bilgilerle yeni bilgileri birlestiriyor puzzle gibi. Ama (g)s’ﬁn nasil ¢oziilecegini

3,
anlamayan ¢ocuga, (g) *i anlatmakta zorlanmiyorsun. Ciinkii ¢ocuk burada ne yapacagini

bilmiyor. Onceki bilgilerinin eksikligi yiiziinden zorlaniyor.
Ogretmenlerin ¢ogunlugu ayrica Ogrencilerin problem ¢dzme tiiriindeki &devlerde ok

zorlandiklarini dile getirmiglerdir. OK4 ve OK9 buna sebep olarak 6grencilerin okudugunu anlamada
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problem yasamasini ve bu yiizden de problemi anlayamamasini gostermistir. Ayrica 6grencilerin
zorlandiklari sorulari ¢ozmeye ugrasmadiklarini “nasil olsa dgretmen ¢ozer” (OK2) bakis agisiyla,
sorular1 ¢ozmek icin yeterli ¢abay1 gostermediklerini belirtmislerdir. Veliler ¢ocuklarmin odev
konusunda yasadiklar1 zorluklardan bir digerinin 6dev yapmak istememeleri (VK3 ve VK4), 6dev
yapma motivasyonlarinin olmamasi (VK9 ve VK10) ve zamani iyi kullanamamalar1 (VK5, VK8 ve VK9)

oldugunu ifade etmislerdir.

Ogretmenlerin karsilastiklar1 zorluklar ve sebepleri. Ug matematik dgretmeni, dgrencilerinin 6dev
yapmanin onemi hakkinda farkindaliklarinin olmamalari sebebiyle zorluk yasadiklarini belirtmislerdir.
OK3 ogrencilerinin 6devlerini yapmamasi sebebiyle zorluk yasadigini séylemis, OK1 Ogrencilerinin
odev yapmamak icin direnmelerinin kendi motivasyonunu da diistirdiigiinii dile getirmistir. Ug
katillmar ise Ogrencilerinin 6devlere verdikleri yamnitlarin dogru ya da yanlis oldugunu zaman
yetersizliginden dolay1 kontrol edemedigini, bunun kendisi i¢in bir sorun oldugunu fakat 6grencilerin
bu durumdan sikayet¢i olmadigini belirtmislerdir. Diger bir katihmcr ise 6devleri hazirlamak igin
teknolojiyi kullanmak gerektigini fakat bunun ¢ok zaman aldigin su sekilde agiklamistir:

Mesela bgrenciler? calisma kagidi hazirlayayim desem bilgisayarima bir¢ok program

yiiklemem lazim. Ozellikle geometride ¢izmen lazim tek tek. Yazili i¢in bile ugrasamiyorsun

¢ok fazla. Bir de 6dev icin her hafta her hafta... Matematik dersi i¢in kagit hazirlamak ¢ok zor,
kesri yazmak bir bela mesela.

Velilerin karsilastiklar1 zorluklar ve sebepleri. Gorlismelere katilan velilerin hepsi 6grenilen konuyu
bilmemeleri durumunda ¢ocuklarina yardim etmekte zorlandiklarini belirtmislerdir. Buna ek olarak
dort veli, 6dev konusunu bilse bile gocugunun seviyesine inmekte zorlandigini belirtmislerdir. VK3
diistincelerini su sekilde agiklamistir:
.... Bazen biliyorum ama dogruyu anlatamiyorum ona, daha da kafasi karisabiliyor. Ciinkii
O0gretmenin anlatim yontemi de farkli oluyor. Mesela rasyonel sayilar1 seviyorum, biliyorum

ama ben art1 eksileri (pozitif-negatif rasyonel sayilart) anlatirken (oglumun) kafas: karisiyor.
Tamam diyorum unut sor 6gretmenine. ...

Velilerin yaris1 gocuklarini 6dev yapmaya tesvik etmekte zorlandiklarini belirtmistir. Ornegin
VK8 ¢ocugunun 6dev yapmay son ana kadar erteledigini, cocugunu 6dev yapmasi i¢in ikna etmenin
kendisini ¢ok zorladigini belirtmistir. VK4 ve VKS5 ise proje 6devlerinde zorlandigini belirtmistir.
Cocugunun bu tiir 6devleri yapmakta becerisinin olmadigini, matematik proje édevlerini onlar yerine

kendisinin yaptigini belirtmislerdir.
Tartisma, Sonug ve Oneriler

Bu calismada ortaokul matematik derslerinde verilen 6devlerin 6zelliklerinden 6dev verme
siklig1, 0deve harcana siire ve 6devlerin tamamlanma oralari, ddevlerin verilme amaglar1 ve verilen
Odev tiirleri arastirilmis; 6gretmenlerin matematik 6devlerine verdikleri geri bildirim tiirleri, 6gretmen
ve veli arasindaki iliski ve ailelerin matematik ev 0©devlerine katilim tiirlerinin belirlenmesi

amaclanmistir. Ayrica ¢alisma ile 6grencilerin, 6gretmenlerin ve velilerin matematik ev 6devleri ile ilgili
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yasadiklar1 zorluklar ve sebepleri belirlenmeye calisilmistir. Bu amag¢ dogrultusunda elde edilen
bulgular 6dev 6zellikleri, geri bildirim uygulamalari, aile katilim1 ve ddevlerle ilgili yasanan zorluklar

bagliklar altinda tartisilmig ve oneriler sunulmustur.
Odev Ozellikleri

Ortaokul matematik 6gretmenleri ve velilere gore ev 6devleri, anlatilan konuyu pekistirmek,
ogrencilerin konuyu tekrar etmesi ve soru ¢oziimiinde pratiklik kazanmasi igin kullanilan bir aragtir.
Calismada tiim 6gretmenler farkl: gerekgeler 6ne siirerek (konu tekrari, sorumluluk kazandirma, akilda
kalicihigr arttirma, aile ile iletisim kurma, zaman yetersizligi) ev Odevlerinin gerekli oldugunu
savunmuslardir. Veliler ise ¢ocuklarinin kendilerine ayiracak zamanlarinin kalmamasindan yakinsalar
da, 0dev olmasa c¢ocuklarinin ders calismadiklarini; sinav sisteminin ise okul harici calisma
gerektirdigini belirtmislerdir. Yani velilerin 6devlerin gerekliligi konusunda siipheci oldugu
sOylenebilir. Benzer calismalarin sonuglari ise ailelerin ev 6devlerinin okul hayatinin vazgegilmezi
oldugunu, ¢ocuklarmin 6grendikleri bilgileri gelistirebilmesi igin gerekli oldugunu, basarilarinda ve
sorumluluk duygusu kazanmalarinda rolii oldugunu diisiindiiklerini ortaya koymustur (Cooper ve
digerleri.,, 2006; Singh ve digerleri.,, 2013). Mevcut calismada ailelerin ev 6devlerinin gerekliligi
konusunda siipheli davranmalarinin sebebi ¢ocuklarinin ¢ok fazla 6dev yapmak zorunda kalmasi
olabilir. Bu sav1 velilerin, ¢ocuklarinin kendilerine ayiracak zamanlarinin olmadigini sdylemis olmasi
desteklemektedir. Bunun yaninda 6grencilerin matematik 6devlerini yapmak istememelerinin sebebi,
ddevlere kargi olumsuz bir tutum gelistirmis olmalari olabilir. Ogretmenlerin konuyu islemek icin
zamanlarinin olmamas: ve bu sebeple 6dev vermeleri bazi ¢alisma bulgulariyla da desteklenmektedir
(Singh ve digerleri., 2013). de Jong ve digerleri., (2000) ise takip edilen 6gretim programinin yetismesi
icin ev ddevlerinin sart oldugunu, ev Odevlerinin konunun yetistirilmesinde bir ¢6ziim olarak

kullanulabilecegini savunmaktadir.

Calisma sonucunda matematik 6gretmenlerinin siklikla 6dev verdikleri, 6zel okul 6grencilerine
ise daha sik 6dev verildigi sonucuna ulasilmistir. Goriismeye katilan 6gretmenlerin siklikla 6dev
vermenin Ogrencilerin olumsuz tutum gelistirmesine neden olacag: diisiincesi alanyazin tarafindan
desteklenmemektedir. Aksine 6dev verme siklig1 ve 6grenci basarisinin pozitif bir iliskisi oldugunu 6ne
siiren ¢alismalar ¢ogunluktadir (Dettmers ve digerleri., 2010; Fernandez-Alonso ve digerleri., 2015;
Walberg, 1984). Bu sebeple matematik 6gretmenlerinin siklikla 6dev vermesinin 6grencinin yararina
olabilecegi sdylenebilir. Ote yandan ortaokul 6grencilerinin 6devlere giinde bir saatten daha fazla vakit
ayirmamast gerektigi belirtilmektedir (Cooper, 2001; Fernandez-Alonso ve digerleri., 2015). Bu siire
matematik dersi 6zelinde diisiiniildiigiinde ise 6grencilerin haftalik matematik dersi 6devlerine azami
bir saat harcamasi gerektigi sdylenebilir. Mevcut ¢alisma ise 6grencilerin neredeyse yarisimin bu limiti
astigini ortaya koymaktadir. Fakat ddevlere belirli bir saatin tizerinde zaman harcayan 6grencilerin

basarilarinin olumsuz yonde etkilenmektedir (Ferndndez-Alonso ve Muniz, 2021). Alanyazin ve
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mevcut calismanin bulgular1 goz oOniine alindiginda 6grencilere az miktarda fakat siklikla &dev
verilmesi gerektigi sonucuna ulasilabilir. Calisma sonucunda ayrica Ogrencilerin 6dev haricinde
matematik dersine calismak icin yeterli vakit ayirmadig1 sonucuna varilabilir. Ote yandan 6devlerini
tamamlayan 6grenci yiizdeleri incelendiginde, 6grenciler 6devlerine zaman ayirsalar bile 6devlerini

tamamlayamadiklar1 sdylenebilir.

Calismada, matematik dgretmenlerinin daha ¢ok Ogretimsel amaclarla (6grenci basarisinin
artmasi, 6grenilen bilginin pekistirilmesi ve 6grencinin ¢alisma disiplini kazanmasi) 6dev verdigi, en
sik verdikleri 6dev tiiriiniin ise kitaplardan alistirma sorular1 ve ¢oktan se¢meli sorular ¢c6zmek oldugu
goriilmiistiir. Bu bulgudan yola ¢ikarak ortaokul matematik 6gretmenlerinin ¢ogunlukla kavramsal
O0grenmeyi saglayan iliskisel anlama yerine, islemsel anlamay1 destekleyen 6devler verdigi sdylenebilir.
Aragtirmalar benzer sekilde ev Odevlerinin Ogrencilerin gelecek konuya hazirlanmasi, arastirma
becerilerinin gelismesi, veli-cocuk arasindaki iletisimin artmas1 gibi farkli amaclarla verilebilmesine
ragmen (Epstein ve Van Voorhis, 2001), 6gretmenlerin cogunlukla bilgiyi pekistirme ve soru
¢ozlimiinde pratiklik kazandirma gibi amaglarla 6dev verdigini gostermektedir (Cooper ve digerleri.,
2006; Duru ve Cogmen, 2017; Ersoy ve Anagiin, 2009; Sidhu ve Fook, 2010; Tas ve digerleri., 2014). Fakat
bazi ¢alismalar tekrar yapma ve pekistirme tiiriindeki 6devlerin 6grencilerin sorgulama, elestirel
diisiinme becerilerinin gelisimine ve 6grencilerin matematik basarisina katki saglamadigini (Cooper,
2001; Rosario ve digerleri., 2015a); hatta bu tiir 6devlerin ¢ocuklarda bikkinlik yarattigini belirtmektedir.
Ogretmenlerin daha ¢ok tekrar yapma ya da konunun pekismesi amagl alistirma ¢zme tiiriinde 6dev
vermelerinin sebepleri, problem ¢ozme tiirtinde 6devlerin hazirlanmasi igin yeterli zamanlarinin
olmamasi, bu ddevlerin takibinin 6zellikle kalabalik simniflarda zor olmasi ve &grencilerin bu tiir
O0devlerde zorlanmasi olabilir. Ayrica ¢oktan se¢meli sorularin 6dev olarak verilmesinin sebebi
ogrencilerin liselere giris stnavina hazirlanmasi ve bu sebeple hem test teknigine alismalar1 hem de daha
fazla ve cesitte soru ¢ozmelerini istemeleri olabilir. Goriismeye katilan bazi 6gretmenlerin siuf
seviyesine gore verdikleri 6dev tiiriiniin degistigini soylemesi de bu savi desteklemektedir. Ote yandan
tekrar ve pekistirme amach verilen alistirma ¢o6zme tiirlindeki 0devlerin ortaokul Ogrencilerinin
matematik basarisini olumsuz yonde etkiledigi (6rn. Trautwein ve digerleri., 2002), bilissel seviyesi
yliksek, iyi hazirlanmis ve merak uyandiran Odevlerin ise Ogrencilerin 6dev performansini,
motivasyonunu ve matematik basarisini pozitif yonde yordadigr (6rn. Dettmers ve digerleri., 2010;
Rosario ve digerleri., 2018) calismalarca ortaya konmustur. Bu sebeple matematik Odevlerinin
hazirlanirken 6grencilerin ilgi ve ihtiyaglarinin dikkate alinmasi ve Ogrencileri arastirma yapmaya
yoneltecek tiirden 6devler verilmesi onerilebilir. Ayrica ¢alisma sonucunda 6gretmenlerin okudugunu
anlama becerisi gerektiren problem ¢6zme tiiriinde 6devleri vermeyi tercih etmedikleri goriilmiistiir.
Fakat, baz1 6grencilerin dersin kazanimlarina ulagmak icin pratik yapmay1 gerektiren biligsel seviyesi
diisiik sorular ¢ozmeye ihtiyac1 varken, diger 6grencilerin daha diisiindiiriicii, kavramsal anlamay1

destekleyen sorular ¢ozmeye ihtiyaci olabilir (Trautwein, Koller, Schmitz ve Baumert, 2002). Her
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Ogrenciye ayni 6dev verildiginde, ddevlerin zorlugu ve 6grencilerin bagsar1 diizeyi arasindaki farkin
ozellikle 6grencilerin motivasyonuna olumsuz etkileri olabilir. Bu sebeple ev ddevlerini 6grencilerin

bireysel ihtiyaglar1 dikkate alinarak kisisellestirilmesi onerilebilir.
Geri Bildirim Uygulamalar1

Geri bildirim uygulamalari ile ilgili 6gretmenlerin ve 6grencilerin yanitlar: farklilik gosterse de
Ogretmenlerin matematik ev Odevlerini diizenli olarak kontrol ettikleri sonucuna varilabilir.
Ogretmenlerle yapilan goriismeler de bu fikri desteklemektedir. Fakat ogretmenlerin &devleri
ogrencilerin verdikleri yanitlar: irdelemeden, sadece yapilip yapilmadigina gore degerlendirdikleri
goriilmiistiir. Ayrica Odevlerin smif icinde tartisilmasi eyleminin de o6dev kontrolii kadar sik
yapilmadig1 sonucuna varilmistir. Ortaokul matematik 6gretmenleriyle yiiriitiilen ve benzer sonuglara
ulagan caligmalar mevcuttur (6rn. Cunha ve digerleri., 2018). Ozellikle matematik dgretmenlerinin
odevleri detayli bir sekilde kontrol edememelerinin sebebi siniflarin kalabalik olmasi, 6gretmenlerin is
yiiklerinin fazla olmasi ve Ogretim programini yetistirme kaygisi yasamalar: olabilir (Rosdrio ve
digerleri., 2019). Ogretmenler bu gibi sebeplerle kisisel 5dev kontroliine ve sinif tartismalarina yeterli
zaman ayiramiyor olabilirler. Halbuki 6zellikle ev 6devlerinin sinifta tartisilmas: gibi tiim 6grencilere
ayni anda geri bildirim saglayan eylemler daha az zaman gerektirdiginden matematik ev 6devlerine
déniit vermede daha sik kullamlmalidir (Cunha ve digerleri., 2018). Odev kontrolii dgrencilerin
basarilarina biiyiik Olgiide arttirdigy igin (Rosario ve digerleri., 2015b; Walberg, 1984) simif ici

uygulamalarda yer verilmelidir.

Anket sonucuna gore 6gretmenlerin 6devler {izerine 6grencileri gelistirecek ifadeler yazma ya
da 6devleri diizelterek geri verme gibi yazili geri bildirim verme eylemlerini daha az siklikla yaptiklar
goriilmektedir. Gorlismelere katilan 6gretmenlerden higbiri 6grencilere yazili geri bildirim verdigini
belirtmemistir. Ote yandan yazili geri bildirimin 6grencilerin matematik dersine karsi tutumunu ve
bagarilarini olumlu yonde etkiledigi bilinmektedir (Elawar ve Corno, 1985). Ayrica dgrencilerin
zorlandigr ya da kavram yanilgisi gelistirdigi konularin tespiti ve Ogrencilerin ihtiyaclarinin
karsilanmasi icin her 6grenciye yazili bildirim verme gibi kisisel 6dev kontroliiniin yapilmas: gerekir
(An ve Wu, 2012). Bu sebeple ogretmenlerin, 6zellikle iinite sonlarinda verdikleri ddevlere verilen
Ogrenci yanitlarini detayl bir sekilde incelemeleri, 6devlerin tizerine 6grencilerin yanlislarini belirten
ve dogru ¢oziim hakkinda bilgi veren aciklayici ifadeler yazmalar:t oOnerilebilir. Boylelikle hem
ogrencilerin gelisimi desteklenebilir hem de 6grencilerin 6grenim durumlar: hakkinda bilgi sahibi
olunabilir. Bunun yaninda ev &devlerini notlandirdigini belirten 6gretmen sayisi da oldukga fazladir.
Ortadgretim matematik dersi 6zelinde yiiriiten ve benzer sonuglara ulasan ¢alismalar mevcuttur (6rn.
Kaur, 2011). Ote yandan eger ddevler, 8grencilerin grenmelerini gelistirmek amaciyla veriliyorsa
notlandirilmamalidirlar ¢linkii sadece nota odaklanan &grenciler, notun temsil ettigi Ogrenme

derecesiyle ilgilenmemektedir (Cooper, 1989). Calismaya gore Ogrenci basarisimi arttirmak,
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O0gretmenlerin birincil 6dev verme amaglarindan olmasi sebebiyle ev 6devlerinin notlandirilmamasi

Odevlerin verilis amacina hizmet etmesini kolaylastiracaktir.
Aile Katilim1

Ogretmenlerin ailelerin ev ddevlerine katilimim desteklemesi gerekmektedir. Bunun igin
oncelikle ailelerle iletisim halinde olmalidirlar. Calisma bulgulari 6gretmenlerin ailelerle ev 6devleriyle
ilgili iletisim kurdugunu gostermektedir fakat devlet okullarinda bu iletisim veli toplantilariyla
sinirhdir. Ogretmen ve velilerin goriisme sikliklarini etkileyen bircok faktor olabilir. Bunlardan bir
tanesi 6grenci sayisinin fazla olmasi sebebiyle 6gretmenlerin tiim 6grenci velilerine zaman ayiramamast
olabilir. Yapilan arastirmalar bu varsayimi desteklemektedir. C)rnegin Tas ve digerlerinin (2014)
yurtittiikleri ¢alismada sinif mevcudu arttikca 6gretmenlerin 6devlere verdikleri 6nemin azaldig:
sonucuna ulasilmistir. Ayrica 6gretmenlerin 6devlere verdikleri deger arttik¢a ailelerle daha sik
iletisime gegtikleri ortaya konmustur. Mevcut ¢alisma ayrica 6zel okullarin, velileri verdikleri 6devin
konusu, kontrol zamani ve c¢ocuklarinin o6devlerini tamamlayip tamamlamadiklar1 hakkinda
bilgilendirdikleri ¢evrim ici bir program kullandiklarini gostermektedir. Fakat 6gretmenlerin velileri
belirtilen siklikta bilgilendirmesi, dgrencilerden sorumluluklar: alinip velilere yiiklenmesi anlamina
gelmektedir ve velilerin kontrolcii bir tavir takinmalarina ve 6devlerin aile i¢inde tartisma konusu
olmasina sebep olabilmektedir. Bu durumun ogrencileri zoraki 6dev yapmaya itebilecegi ve

isteksizlestirecegi i¢in velilerin 6devler hakkinda bilgilendirilme sikligina dikkat edilmesi Onerilebilir.

Calisma sonucunda ailelerin ev Odevlerine daha ¢ok destek tiiriinde katilim sagladig:
goriilmektedir. Ogrencilerin genel olarak aileleriyle matematik &devleri konusunda catisma
yasamadig, ailelerin ev odevleri konusunda miidaheleci davranmadigi soylenebilir. Yiiriitiilen
calismalar, ailelerin 6devlere destegi ve yardim etmedeki yeterligi tiiriindeki katilimlarinin,
¢ocuklarinin 6devlere karsi olumlu tutum gelistirmeleri ve akademik benlikleri ile pozitif bir iliskisinin
oldugunu; catisma ve miidahele tiiriindeki katilimlarinin ise ddev basarisini ve 6z yeterliklerini
olumsuz etkiledigini gostermistir (Dumont ve digerleri., 2012; Silinska ve Kikas, 2019). Bu sebeple
Ogrencilerin, ailelerinin ev ddevleri konusunda miidaheleci davranmadigini ve bu konuda ¢atisma

yasamadiklarini dile getirmesi olumlu karsilanabilir.

Devlet okullarinda velilerin 6gretmenlerle cogunlukla veli toplantilarinda goriistiikleri
sonucuna varilmasi sebebiyle, donem icinde yapilan toplant: sayisinin arttirilmasi onerilebilir. Bu
goriismelerde veliler c¢ocuklarinin Odev performanslari ve farkli katilim tiirleri hakkinda
bilgilendirilebilirler. Cocuklarinin 6devlerine miidahele etmeleri ve bu konuda onlarla gatismalar:
durumunda olusacak sonuglar tartisilabilir. Ayrica velilere ¢ocuklarinin 6devlerine yardim ederken
hazir olmadiklar: bilgiler vermelerinin 6gretmenler i¢in sorun olabilecegi hatirlatilmali ve ev 6devleri
konusunda ¢ocuklarina nasil yardimci olmalari gerektigi anlatilmalidir. Velilerin hepsine ulasabilmek

igin bakanlik tarafindan klavuz kitaplar hazirlanabilir. Bu kitaplar, ¢ocuklara nasil yaklasmalar:
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gerektigi ve hangi matematik konularinda ¢ocuklarina nasil yardimeci olabilecekleri bilgilerini igerebilir.
Boylelikle 6grenci-veli iletisimi de giiglendirilir. Ozellikle {inite sonlarinda velilerden ¢ocuklarimn édev
yapma aliskanligi ve performanslariyla ilgili yorum yapmalar1 istenebilir. Boylelikle ailelerin
cocuklarinin 6devleriyle daha fazla ilgilenmesi ve ¢ocuklarini duygusal yonden desteklemeleri
saglanabilir. Fakat velilerin 6devler konusunda siklikla bilgilendirilmesi, 6grencilerden sorumluluklar:
almip velilere yiiklenmesi anlamina gelmektedir ve velilerin kontrolcii bir tavir takinmalarina ve
Odevlerin aile icinde tartisma konusu olmasina sebep olabilmektedir. Bu durum 6grencileri zoraki 6dev
yapmaya itebilir ve isteksizlestirebilir. Bu sebeple de velilerin 6devler hakkinda bilgilendirilme sikigina

dikkat edilmesi Onerilebilir.
Odevlerle ilgili Yasanan Zorluklar

Calisma bulgular1 6grenci, O0gretmen ve velilerin ev Odevleriyle ilgili bazi zorluklar
yasadiklarin1  gdstermektedir. Ogrencilerin yasadiklart en yaygin problem Odevlerini
planlayamamalari, 6dev yapmakta zorlanmalar1 ya da hi¢ 6dev yapmamalaridir (Duru ve Cogmen,
2017; Singh ve digerleri., 2013). Mevcut ¢alismada da veli ve 6gretmenlerin ayrn1 durumdan sikayetci
olduklar1 goriilmektedir. Ogrencilerin 6dev yapmak istememelerinin birgok sebebi olabilir.
Ogrencilerin sorumluluk duygularinin gelismemis olmasi sebebiyle ddevlerin onlara saglayacag:
yararlarin farkinda olmamalar1 (Warton, 2001), ddevlerin ilgi ve ihtiyaglarimi karsilamiyor olmasi
bunlardan bazilaridir. Ogrencilerin tekrar amagl verilen 6devleri yaparken sikildiklari daha gok
arastirma ve etkinlik temelli 6devleri yapmay1 sevdikleri bilinmektedir (Duru ve C6gmen, 2017). Bu
ylizden matematik ev Odevlerinin 6grencilerin ilgi ve ihtiyaglar1 dikkate alinarak hazirlanmasi,
ogrencileri arastirmaya itecek etkinlikler seklinde sunulmasi 6grencilerin 6dev yapmaya istekli olmama
sorununu da azaltabilir. Calisma ayrica 0grencilerin 6n bilgilerinin yetersizliginden dolay1 6devlerde
zorlandiklarini ve ozellikle problem ¢6zme tiiriindeki ©6devleri yapmada sorun yasadiklarinm
gostermistir. Problem ¢6zme tiirlindeki Odevlerin okudugunu anlama becerisi gerektirmesi bu
durumun sebeplerinden biri olabilir. Ogrencilerin bu becerilere yeterince sahip olmadig1 TIMSS ve
PISA gibi uluslararasi ¢alismalarla da ortaya konmustur. Fakat 6grencilere alistirma ¢6zme ya da ¢oktan
secmeli soru tipinde 6devler verilmesi sorunun ¢oziimiinde etkili degildir. Bu sebeple, 6grencilere
problem ¢6zme tiiriindeki Odevleri siklikla vermek ve Odevleri Ogrencilerin ihtiyaglarina gore
kisisellestirmek oOnerilebilir. Bunlarin yarm sira 6gretmenler &devlerin takibinde ve nitelikli soru
hazirlamada zorlandiklarini belirtmisler, yeterli zamanlarinin olmamasini da yasadiklar: zorluklarin
sebebi olarak gostermislerdir. Bu bulgular alanyazinla benzerlik gostermektedir (6rn. Rosario ve
digerleri., 2015b). Zaman yetersizliginin yan1 sira kalabalik siniflar ve 6grencilerin verilen 6dev tiiriinii
yapmada zorlanmalar1 da yasadiklar: sorunlarin sebebi olabilir. C)gretmenlerin bu yiikiiniin azaltilmasi
icin bakanlik tarafindan kaynak kitaplar hazirlanabilir. Boylelikle 6gretmenlerin tek tiirde odev

vermelerinin de oniine gegilmesi saglanabilir.
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Introduction

Education is a lifelong process including in-school and out-of-school activities. Besides
educational institutions, parents and environment are crucial in educating individuals since student-
school-parent cooperation helps students give meaning to educational activities they involve both
inside and outside the school (Demirel, 1989). This cooperation is necessary for the efficient
implementation of extracurricular activities which promote learning. Turkish curriculum also supports

student-teacher-parent collaboration.

Homework is one of the extracurricular activities which supports learning. Homework is
generally assigned for the students to gain practicality in operational questions, repeat the subject being
taught, or prepare for the next topic. If homework is assigned based on its purpose, principles and
techniques, it promotes learning. It supports the development of students” intended skills and a sense
of responsibility, especially at a young age (Yapici, 1995). In addition, homework significantly affects
the students’ attitudes toward school and their parents’ involvement in the teaching process (Cooper,
1989). However, homework may also negatively affect students due to the way it is conducted. For
instance, doing homework can be boring if students spend too much time on it. Since this situation will
shorten students’ time, students may develop a negative attitude toward homework. Parent
involvement in the homework process may be transformed into parental interference (Dumond et al.,
2012; Silinskas and Kikas 2019). The difference between parents’ and teachers’ teaching strategies may

also confuse students’ minds.

Homework has a more complex structure than other teaching tools. When examining the
benefits of different teaching tools, it is often sufficient to evaluate classroom interaction. On the other
hand, out-of-school factors should also be considered to investigate the relationship between homework
and students’ learning. Cooper (1989; 2001) created a model including the factors that affect the benefits
of homework by considering the out-of-school factors. According to this model, while giving
homework, teachers should consider the class characteristics such as grade level, the number of students
and students’ prior knowledge, and homework characteristics such as the amount of homework, the

purpose of homework, intended skills, individualization ability, deadline of homework and context.
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Additionally, family-society factors such as the time allocated to extracurricular activities, the
characteristics of the environment provided for students to do homework, the value the parents,
siblings, and friends give to homework, and their participation affect the benefits of homework.
According to the model, different types of feedback such as sharing and discussing the solutions to
homework in the class and giving written feedback to homework also influence the benefits of

homework (Cooper, 1989; 2001).
Literature Review

Literature was reviewed considering the factors affecting the benefits of homework: homework
characteristics, homework follow-up, family-society factors and possible effects on students, and the

difficulties related to homework. They were presented in the specified order.

Homework characteristics and their relation to student achievement: The amount and frequency of
homework, the time allocated to homework, and the purpose of homework are some of the homework
characteristics (Cooper, 1989). The study results regarding homework characteristics differ in many
ways. Some studies concluded that assigning homework is positively associated with students’
mathematics achievement (ex. Cheema and Sheridan, 2015; Fernandez-Alonso, Suarez-Alvarez and
Muniz, 2015). On the other hand, some other studies showed a negative or no association between doing
homework and students” mathematics achievement (ex. Cooper et al., 2006; de Jong, Westerhof and
Creemers, 2000; Rosario et al., 2009; Trautwein, 2007). Fan et al. (2017) examined the research findings
published in 1986-2015 on the relationship between homework and students’ mathematics achievement.
They suggested that although there is a positive relationship between the time devoted to homework
and students” achievement, the relationship is weak. The study further revealed that the relationship
between the time allocated to homework and achievement is more robust for primary and high school
students than for middle school students. The studies that investigated the Turkish sample also showed
similar results. Akytiiz (2013) examined 8t grade Turkish students” TIMSS 2007 data and revealed that
the amount of time spent on homework is not associated with students” academic achievement. Another
study investigating 8t grade students” TIMSS 2011 data established a weak but positive relationship
between the amount of time spent on homework and student achievement (Arikan, 2017). On the other
hand, when TIMSS 2011 and TIMSS 2015 data were compared, it was concluded that the frequency of
assigning mathematics homework and the time students spend on homework increased (Kaplan-Can,
2019). The studies that investigated the relationship between homework frequency and student
achievement consistently indicated that they are positively related (ex. Dettmers, Trautwein, Ludtke,
Kunter and Baumert, 2010; Ferndndez-Alonso et al., 2015). However, some other studies argued that
there is no relationship between homework frequency and student achievement (ex. De Jong et al.,

2000).

892


https://www.researchgate.net/profile/Pedro_Rosario3

KEFAD Cilt 23, Say1 1, Nisan, 2022

The purpose of homework also plays a role in students” academic achievement. According to
some studies, homework is mainly assigned so that students repeat the subject being taught and gain
practicality in solving operational questions (Cooper et al., 2006; Tas, Sungur-Vural and Oztekin, 2014).
However, studies investigating the relationship between the purpose of homework and students’
achievement demonstrated that such goals are not associated with student achievement (Rosario et al.,
2015). Students who are given homework for such purposes are less successful than those assigned
homework to transfer knowledge to a different situation (Trautwein, Schnyder, Niggli, Neumann and

Liidtke, 2009).

Homework follow-up and its relation to student achievement and motivation: Teachers play an
essential role in preparing homework and follow-up. Homework follow-up can be in the form of
checking whether the homework has been done, giving verbal or written praise, giving oral or written
feedback, discussing the answers given to homework in class, and grading (Cunha et al., 2018).
Feedback becomes an effective teaching tool when it informs students about how to improve their
learning instead of focusing specifically on student responses being wrong or correct (Hattie and
Timperley, 2017). It also increases the positive effect of homework on students’ learning and success
(Nufiez et al., 2015; Rosario et al., 2015b). Homework follow-up can help teachers reveal students’
difficulties, errors, or misconceptions. S