





ONDOKUZ MAYIS UNIVERSITESI

EGITIM FRKULTESI DERGISI

ONDOKUZ MAYIS UNIVERSITY JOURNAL OF FACULTY OF EDUCATION

e-ISSN: 2548-0278
Volume/Cilt: 41 Issue/Say: 1
Haziran /June 2022



ONDOKUZ MAYIS UNIVERSITESI
EGITIM FAKULTESI DERGISI
e-ISSN: 2548-0278

2022 Cilt: 41 Sayr: 1

ondokuz Mayis Universitesi adina sahibi /
Owner on behalf of Ondokuz Mayis University

Prof. Dr. Yavuz UNAL
Rektdr / Rector

Editorler / Editors
Dr. Ogr. Uyesi Riveyda H. CEBI

Yazi isleri Miidiirii / Responsible Manager

Prof. Dr. Hamza CALISICI
Egitim Fakiltesi Dekani

Yayin Kurulu / Editorial Board
Prof. Dr. Aykut Emre BOZDOGAN
Gaziosmanpasa Universitesi
Prof. Dr. Murat PEKER

Afyon Kocatepe Universitesi
Prof. Dr. Oktay AKBAS

Kirikkale Universitesi

Prof. Dr. Orhan KARAMUSTAFAOGLU
Amasya Universitesi

Prof. Dr. Soner M. OZDEMIR
Mersin Universitesi

Prof. Dr. Y(iksel DEDE

Gazi Universitesi

Prof. Dr. Hayati AKYOL

Gazi Universitesi

Prof. Dr. Seher BALCI CELIK
ondokuz Mayis Universitesi
Prof. Dr. Sevilay KARAMUSTAFAOGLU
Amasya Universitesi

Prof. Dr. D. Gigdem UNAL
Hacettepe Universitesi

ONDOKUZ MAYIS UNIVERSITY JOURNAL OF

FACULTY OF EDUCATION
e-ISSN: 2548-0278
2022 Volume: 411ssue: 1

Alan Editorleri / Field Editors
Prof. Dr. Duran AYDINOZU
Kastamonu Universitesi

Prof. Dr. Gonca YANGIN ERSANLI
Gazi Universitesi

Dog. Dr. Ayca KARTAL

Mus Alparslan Universitesi

Prof, Dr. Ozgen KORKMAZ
Amasya Universitesi

Dog. Dr. Seyfullah GUL

Ondokuz Mayis Universitesi

Dog. Dr. Mehmet YAKISAN
Ondokuz Mayis Universitesi

Dog. Dr. Alparslan KARABULUT
Bolu Abant izzet Baysal Universitesi
Dog. Dr. Ahmet GOKMEN

Gazi Universitesi

Dog. Dr. Y. Alper VARIS

Ondokuz Mayis Universitesi

Dog. Dr. Zalif OZTUTGAN
Osmaniye Korkut Ata Universitesi
Dog. Dr. Sener SENTURK
Ondokuz Mayis Universitesi

Dog. Dr. D. GUr ERDOGAN

Sakarya Universitesi

Dr. Ogr. Uyesi Ceren CEVIK KANSU
Ondokuz Mayis Universitesi

Dr. (")<jr. ['J\;esi Ayse KAZANCI TINMAZ
Ondokuz Mayis Universitesi

Dr. Belgin BAL INCEBACAK
Ondokuz Mayis Universitesi

Dog. Dr. Cafer OZDEMIR

Ondokuz Mayis Universitesi

Tarandigi indeksler




Alan Editorleri / Field Editors
Dog. Dr. Mehmet CEBI

Ondokuz Mayis Universitesi

Dr. Ogr. Uyesi Levent CEYLAN
Sivas Universitesi

Dr. Ogr. Uyesi Dilek BUYUKAHISKA
Ondokuz Mayis Universitesi

Dr. Ogr. Uyesi Ahmet AYCAN
Ondokuz Mayis Universitesi
Dr.Ogr. Uyesi Sinan KAYA
Ondokuz Mayis Universitesi

Dr. Ars. Gor. Yelda KOKCU

Firat Universitesi

Dr. Ogr. Uyesi Selma KARARHMET BALCI
Ondokuz Mayis Universitesi

Dr. Ogr. Uyesi Aytag OZMUTLU
Ordu Universitesi

Dr. Ogr. Uyesi Murat VURAL
Ondokuz Mayis Universitesi

Dil Editorleri / Proof Reading
Ars. Gor. Rabia irem DURMUS (English)
Ars. Gor. Blsra KIRAZ (Turkish)

Mizanpaj/Layout
oMU Yayin Koordinatorligi

Mizanpaj Editorleri / Layout Editors
Kismet AYDIN

Ozlem TEKINER

Cemre ASLAN

Derya YAVUZ

Abdussemet YAPALIKAN

Mertcan TURAL

Yayin Yeri ve Tarihi/Publication Place and Date
Samsun, Haziran/ June 2022




BU SAYININ HAKEMLERI /
REFEREES OF THE ISSUE

Prof. Dr. Mehmet BEKDEMIR
ERZINCAN UNIVERSITESI

Prof. Dr. Dalim Gigdem UNAL
HACETTEPE UNIVERSITESI

Prof. Dr. Nurten OZGELIK
GAZi UNIVERSITESI

Prof. Dr. Gonca EKSI
GAZi UNIVERSITESI

Dog. Dr. Nursat BIGER
AMASYA UNIVERSITESI

Dog. Dr. Stileyman Erkam SULAK
ORDU UNIVERSITESI

Dog. Dr. Yakup POYRAZ
ONDOKUZ MAYIS UNIVERSITESI

Dog. Dr. Serpil YORGANCI
ATATURK UNIVERSITESI

Dog. Dr. Mehmet BARDAKCI
GAZIANTEP UNIVERSITESI

Dog. Dr. ismail YAMAN
ONDOKUZ MAYIS UNIVERSITESI

Dog. Dr .Emrah EKMEKCI
ONDOKUZ MAYIS UNIVERSITESI

Dog. Dr. Ahmet BENZER
MARMARA UNIVERSITESI

Dog. Dr. Elif Omca COBANOGLU
ONDOKUZ MAYIS UNIVERSITESI

Dog. Dr. Eren SENOL
GIRESUN UNIVERSITESI

Dog. Dr. Ebru GENGTURK GUVEN
TRABZON UNIVERSITESI

Dog. Dr. Yunus DEGIRMENCI
BAYBURT UNIVERSITESI

Doc. Dr. Yasar BARUT
ONDOKUZ MAYIS UNIVERSITESI

Dog. Dr. Merve Gorkem ZEREN
AKBULUT
ONDOKUZ MAYIS UNIVERSITESI

Dr. Ogr. U. Kerem COSKUN
ARTVIN CORUH UNIVERSITESI

Dr. Ogr. U. Dila Nur YAZICI
ONDOKUZ MAYIS UNIVERSITESI

Dr. Ogr. U. Aysun ATA AKTURK
KASTAMONU UNIVERSITESI

Dr. Ogr. U. Safa GELEBI
ONDOKUZ MAYIS UNIVERSITESI

Dr. Ogr. U. Veysel AKCAKIN
USAK UNIVERSITESI

Dr. Ogr. U. Glircan KAYA
AFYON KOCATEPE UNIVERSITESI

Dr. Ogr. U. Demet DENIZ YILMAZ
MUS ALPARSLAN UNIVERSITESI

Dr. Ogr. U. Pinar AKYILDIZ
BARTIN UNIVERSITESI

Dr. Ogr. U. Murat VURAL
ONDOKUZ MAYIS UNIVERSITESI

Dr. Ogr. U. Ahmet AYCAN
ONDOKUZ MAYIS UNIVERSITESI

Dr. Ogr. U. Dilek BUYUKAHISKA
ONDOKUZ MAYIS UNIVERSITESI

Dr. Ogr. U. Ufuk OZKUBAT
GAZi UNIVERSITESI

Dr. Ogr. U. Hakan METIN
ONDOKUZ MAYIS UNIVERSITESI




Vii

Dr. Ogr. 0. mufit SENEL
ONDOKUZ MAYIS UNIVERSITESI

Dr. Ogr. U. Ebru KORKMAZ
MUS ALPARSLAN UNIVERSITESI

Dr. Ogr. U. Fatma CUMHUR
Elif GUVEN DEMIR

Dr. Ogr. U. Elif GUVEN DEMIR
DUZCE UNIVERSITESI

Dr. Ogr. U. Salih Kiirsad DOLUNAY
ABANT [ZZET BAYSAL UNIVERSITESI

Seher CICEK
MEB (DUZCE)

ondokuz Mayis Universitesi Egitim Fakiiltesi Dergisi (OMUEFD);
yilda iki kez yayimlanan hakemli bilimsel sireli bir yayin organidir. Dergide yayinlanan yazilarin her
turld icerik sorumlulugu yazarlara aittir. Yazilar; yayinc kurulusun izni olmadan kismen veya
tamamen bir baska yerde yayinlanamaz.

Yazisma Adresi / Corresponding Adress
Ondokuz Mayis Universitesi Egitim Fakiiltesi (Dergi) Kurupelit / SAMSUN
Tel: +90 362 31219 19/7217 Fax: +90 362 457 60 78

e-mail: efdergisi@omu.edu.tr web: http://dergipark.gov.tr/omuefd




EDITOR NOTU

Degerli Okurlarimiz,

Ondokuz Mayis Universitesi Egitim Fakiiltesi Dergisi olarak Haziran 2022 sa-
yisint sizlere sunmaktan biiyiik mutluluk ve onur duyuyoruz. On makaleden olu-
san bu sayiya bir¢ok akademisyen, 6gretmen ve lisansiistii egitim goren ogrenci
¢aligmalariyla katkida bulunmustur. Otuz bes yillik koklii bir gelenegi devam et-
tirme gayreti icinde olan Ondokuz Mayis Universitesi Egitim Fakiiltesi Dergisi y1l-
da iki kez elektronik olarak yayimlanmaktadir, ULAKBIM, TR-Dizin tarafindan
taranmaktadir. Ayrica DOA]J, Ebsco Educational Source, Pegem Egitim Bilimleri
Indeksi ve Sobiad gibi indekslerce de taranmaktadhr.

Dergiye gonderilen her arastirma makalesi 6ncelikle editoriin sonra alan edi-
torlerinin kontroliinden gegmekte, degerlendirmeye uygun bulunanlar ise alanin-
da uzman hakemlere yonlendirilmektedir. Hakemlerimizin ve yayin kurulumu-
zun titiz incelemelerinden ve olumlu hakemlik raporlarindan sonra ¢alismalar
yayina hazirlanmaktadir.

Yazarlarin kaleminden ¢ikan makale basliklarini su sekilde siralayabiliriz:

E- Sikayet Sitelerindeki Okul Oncesi Egitim Kurumlari: “Sikayetim Var!”,
Tiirkgenin Yabanci Dil Olarak Ogretiminde Ad Durum Ekleri ve Ad Eylemlerin
Ogretimi, Ogrenci Goziinden Uzaktan Matematik Ogrenimi: Sentiment Analizi,
Ortaokul Ogrencilerinin Uzaktan Egitimde Matematik Dersine Yonelik Gériisle-
rinin Demografik Degiskenler Agisindan Incelenmesi, Otizmli Cocuklarin Nes-
neli Eylemleri Taklit Etme Diizeyleri Uzerinde Baba Aracili Video ile Model Olma
Ogretiminin Etkinligi, Yabanci Dil Ogretmenlerinin Otantik Materyal Kullanim
Olgeginin (FLTAMUS) Gelistirilmesi, Yaratict Drama Teknigi Kullaniminin 8. Si-
nif Ingilizce Dersi Okuma Becerisinin Gelistirilmesinde Bagariya Etkisi, Ortaokul
Matematik Dersi Ogretim Programlar1 Cebir Ogrenme Alanindaki Kazanimlarin
Biligsen Istem Diizeylerindeki Egilimler, LGSde Dil Bilgisi Sorularinin Gerekliligi
Uzerine Ogretmen Gériisleri, Lise Ogrencilerinin Su Okuryazarlik Diizeylerinin
Tespit Edilmesi: Istanbul ili Ornegi.

Egitim diinyasina katk: sagladigina inandigimiz Ondokuz Mayis Universite-
si Egitim Fakiiltesi Dergisi 2022.41(1) Haziran sayisinin yayimlanmasina katkida
bulunan basta yazarlarimiz, hakemlerimiz, yaymn kurulu tiyelerimiz ve alan edi-
torlerimiz olmak iizere emegi gegen herkese siikranlarimizi sunar, egitim bilim-
leri diinyasina kattiklar1 degerli galismalar igin tesekkiir ederiz. Basar1 ve saglik
dileklerimizle...

Dr. Ogr. Uyesi Riiveyda H. CEBI




EDITOR’S NOTE
Dear Readers;

As Ondokuz Mayis University Journal of Education Faculty, we are very plea-
sed and honored to present you the June 2022 issue. Many academicians, teachers
and postgraduate students contributed to this issue, which consists of ten articles.
Ondokuz Mayis University Journal of Education Faculty, which strains to mainta-
in a long-standing tradition of thirty-five years, is published electronically twice a
year and is scanned by ULAKBIM,TR-Dizin. It is also scanned by indexes such as
DOAJ, Ebsco Educational Source, Pegem Educational Sciences Index and Sobiad.

Each research article sent to the journal is first checked by the editor and then
by the field editors, and those found suitable for evaluation are directed to referees
who are experts in their fields. Research articles are being prepared for publication
after careful reviews and positive refereeing reports by our referees and editorial
board.

The titles of the articles published so far can be listed as follows:

Pre-School Education Institutions on E-Complaint Sites: “I Have a Compla-
int!”, Teaching Noun Case Suffixes and Gerund Infinitives in Teaching Turkish as
a Foreign Language, Learning Mathematics in Distance Education through Stu-
dents’ Eyes: Sentiment Analysis, Examination of Secondary Students' Opinions
on Mathematics in Distance Education in Terms of Demographic Variables, Effe-
ctiveness of Modeling Father Mediated Video on the Levels of Mimicking Actions
with Objects of Children with Autism, Developing of Foreign Language Teachers’
Authentic Material Use Scale (FLTAMUS), The impact of Using Creative Drama
Techniques on the 8th Graders’ English Reading Skills Achievement, Trends in
Cognitive Demand Levels of the Attainments of Algebra Learning Domain in the
Middle School Mathemathics Curriculum, Teachers’ opinions on the Necessity of
LGS Grammar Questions, Determining the Water Literacy Levels of High School
Students: The Case of Istanbul.

We would like to express our gratitude to everyone who contributed to the
publication of the 2022.41(1) June issue of the Ondokuz Mayis University Journal
Education Faculty, which we believe contributed to the world of education. We
would certainly be remiss to not mention and sincerely thank to the authors, the
referees, the editorial board members and the field editors for their valuable works
that they contributed to the world of educational sciences. We wish you success
and health...

Dr. Ogr. Uyesi Riiveyda H. CEBI
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Arzu AYDOGAN YENMEZ, Semirhan GOKCE

OGRENCI GOZUNDEN UZAKTAN MATEMATIK OGRENiMi: SENTIMENT ANALIzi
0z:

Covid-19 salgin siirecinde, iilkeler gesitli dnlemler almis ve bunun 6nemli bir
yansimast da egitim politikasinda olmustur. Salgin, diinya genelinde uzaktan egi-
timi zorunlu kilmistir. Bu zorunluluk kapsaminda birgok {ilke uzaktan egitimin
daha nitelikli yiriitiillebilmesi i¢in arayis icerisine girmistir. Calismanin amaci,
6grencilerin uzaktan egitim siirecindeki matematik 6grenmeye yonelik algilarini
metaforlar yoluyla belirlemektir. Metaforlarin duygu ytikleri ile kullanilan 6gretim
yaklagimi, matematik dzyeterligi ve bilgisayar 6zyeterligi degiskenleri ile iligkisi-
nin ortaya ¢ikarilmasi amaglanmigtir. Ayni zamanda, 6grenci goriisleri ile uzaktan
egitimde matematik 6grenmenin degerlendirilmesi hedeflenmistir. Bu ¢alismada
betimsel arastirma yontemlerinden tarama modeli kullanilmistir. Caligmanin ka-
tiimeilarin: farkli bolgelerde 6grenim géren 201 ortaokul 6grencisi olusturmak-
tadir. Yiiriitilen analizlerde metaforlarin duygu yiikit VADER (Valence Aware
Dictionary and sEntiment Reasoner) ile belirlenmistir. Ogrencilerin metafor si-
niflandirmas: kullanilarak yiiritilen tek yonli ANOVA analizleri ile kullanilan
6gretim yaklasimi, matematik 6zyeterligi ve bilgisayar 6zyeterligi puanlarinin ilgili
siniflandirmalar baglaminda anlamli farklilik yaratip yaratmadigr incelenmistir.
Ogrenci goriisleri ise icerik analizine tabi tutulmustur. Uzaktan egitimin gelecekte
de hayatimizin vazgegilmez bir pargasi olacagi varsayildiginda 6gretimin gergek-
lestirilecegi platformlarda olmasi gereken 6gelerle ve 6grenme ortaminin gerekli-
likleri ile bu arastirmanin sonuglarinin uzaktan egitimin niteligi i¢in 6nemli bul-
gular sundugu diisiiniilmektedir.

Anahtar Kelimeler: : Uzaktan Egitim, Matematik Ogretimi, Metafor, Sentiment
Analizi, Ogrenci Goriisleri.

e %

LEARNING MATHEMATICS IN DISTANCE EDUCATION THROUGH STUDENTS’
EYES: SENTIMENT ANALYSIS

ABSTRACT:

Countries implemented a variety of measures with education policy during the
Covid-19 epidemic so that distance education has become compulsory all over the
world. Many countries have endeavored to conduct more qualified online educati-
on as a result of this need. The purpose of this study is to use metaphors to identify
students’ perspectives of mathematics learning in distance education. It is also ai-
med to reveal the relationship of metaphors with emotional loads and the variables
of teaching approach, mathematics self-efficacy and computer self-efficacy. Survey

https://doi.org/10.7822/omuefd.999136 d



Ogrenci Goziinden Uzaktan Matematik Ogrenimi: Sentiment Analizi

model, which is one of the descriptive research approaches, was employed in this
study and a total of 201 elementary school students from various regions of Tur-
key participated to the study. Valence Aware Dictionary and sEntiment Reasoner
(VADER) assessed the emotional load of the metaphors. With one-way ANOVA
analysis conducted using metaphor classification, it was examined whether the te-
aching approach, mathematics self-efficacy and computer self-efficacy scores cre-
ated a significant difference in the context of the relevant classifications. Student
opinions were subjected to content analysis. Assuming that distance education will
become an integral part of our lives in the future, it is anticipated that the findings
of this study will provide important insights into the elements that should be inc-
luded in the platforms where teaching will take place, as well as the requirements
of the learning environment.

Keywords: Distance Education, Mathematics Learning, Metaphor, Sentiment
Analysis, Student Opinions.

k%
GIRIS

Covid-19 salgin1 siirecinde, iilkeler cesitli dnlemler almis ve bunun onemli
bir yansimasi da egitim politikasinda olmustur. Salgin, diinya genelinde uzaktan
egitimi zorunlu kilmistir. Tiirkiyede de salgin déneminde egitim gereksiniminin
karsilanmasi noktasinda uzaktan egitime hizli bir gecis yapilmigstir. Bu zorunluluk
kapsaminda bir¢ok iilke uzaktan egitimin daha nitelikli ytiriitiilebilmesi i¢in arayis
icerisine girmistir. Siiphesiz ki, 6grencilerin kesintiye ugrayan orgiin egitimlerini
tamamlamak i¢in devreye giren uzaktan egitim uygulamalari degerlendirilmesi ge-
reken bir yontemdir (Can, 2020). Moore ve Kearsly (2011)e gore uzaktan egitim;
Ogretmen ile 6grencilerin cesitli tekniklerle iletisimlerini gerceklestirdigi, bireysel,
esnek ve bagimsiz 6grenme yontemlerinin kullanildig bir 6gretim sekli olarak be-
lirtilmektedir. Matematik egitimi alaninda yiritilen aragtirma sonuglarina gore,
¢ogu Ogrenci matematigi 6grenim hayatlar1 boyunca karsilarina ¢ikan bir giigliik
olarak algilamaktadir. Bu nedenle, belirtilen alginin kaynagini belirlemek amaciyla
caligmalar da yapilmigtir (Barakaev, Shamshiyev, O’rinov & Abduraxmonov, 2020;
Richland, Stigler & Holyoak, 2012). Fakat salgin siirecinde ozellikle matematik
dersine iligkin yiiriitiilen ¢aliyma sayisinin diger alanlara gére daha az oldugu dik-
kati cekmektedir (Borba, 2021; Khirwadkar, Khan, Mgombelo, Obradovic-Ratko-
vic & Forbes, 2020). Ozellikle bu dénemde, matematik dersinin uzaktan egitim
yolu ile yiiriitiilmesi stireglerinin farkli boyutlarinin ele alinmasinin gerekliligi
ortaya ¢ikmaktadir. Uzaktan egitim yolu ile gergeklestirilen matematik derslerine
iliskin 6grenci goriislerinin ve algilarinin belirlenmesinin 6nemli bir boyut oldugu
diisiiniilmektedir (Garris & Fleck, 2020; Landrum, 2020). Ogrenci algilarinin be-
lirlenmesinde metafor analizi gii¢lii bir yontem olarak 6ne ¢ikmaktadir (Cortazzi

OMU EFD, 2022, Cilt 41, Say1 1, Sayfa 1-50
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& Jin, 2020; Wegner, Burkhart, Weinhuber, & Niickles, 2020). Olaylarin olusumu
ve igleyisi hakkinda diisiincelerimizi yapilandiran, yonlendiren ve kontrol eden en
glicli zihinsel ara¢lardan biri olarak metaforlar goriilmektedir (Baldwin, Landau
& Swanson, 2018; Jensen, 2006; Kovecses, 2020; Shvarts & Bakker, 2019). Meta-
forlar, olaylarin ve siireglerin nasil algilandigini yansitirlar (Inbar, 1996; Kovecses,
2020). Metaforlar araciligryla kisilerin anlamalari, algilar1 ve deneyimleri derin-
lemesine incelenebilir (Jensen, 2006; Kévecses, 2020). Fakat metaforlar ile iligkili
farkli degiskenler mevcuttur (Jacobs & Kinder, 2018; Jensen, 2006; Mio,2018). Egi-
tim alaninda yapilan aragtirmalar 6zellikle 6zyeterliligin (Elaldi & Yerliyurt, 2016;
Hawkins, 1995; Kahu & Nelson, 2018; Liu & Chi, 2012; Low, 2008) ve 6gretim
yaklasiminin (Low, 2008; Tiberius, 1986; Zhang & Hu, 2009) 6grencilerin meta-
forik algilari ile iligkisinin 6nemini yansitmaktadir. Egitimin uzaktan gergeklestigi
slirecte ise hem Ogretilen alana yonelik 6zyeterlilik, hem de bilgisayara yonelik 6z
yeterlilik ele alimmaktadir (Gosselin, 2009; Usher, Weidner, Liem & Mclnerney,
2018). Sozii edilen bu degiskenlere gore, uzaktan egitim siirecindeki matematik
ogrenmeye yonelik algilarin farklilik gosterip gostermediginin saptanmast, egitim
pratikleri acisindan biiyiik 6nem tagimaktadir ve bu odakta bir caligmaya rast-
lanmamustir. Biitiin bu tespitlerden yola ¢ikilarak ¢aligmanin amaci, 6grencilerin
uzaktan egitim siirecindeki matematik 6grenmeye yonelik algilarinin metaforlar
yoluyla belirlenip, metaforlarin duygu ytikleri ile kullanilan 6gretim yaklasima,
matematik ozyeterligi ve bilgisayar ozyeterligi degiskenleri ile iliskisini ortaya ¢1-
karmaktir. Ayni zamanda, 6grenci gorisleri ile uzaktan egitimde matematik 6g-
renmenin degerlendirilmesi hedeflenmektedir. Caliymanin amaci dogrultusunda
ele alinan teorik cerceveye asagida yer verilmektedir.

Uzaktan Egitim

Uzaktan egitim salgin déneminde tek bagina bir egitim sistemi olarak kullanildi-
&1 gibi ilerleyen siirecte egitim sisteminde yiiz yiize egitime destek olarak kullanila-
bilir. Uzaktan egitim, geleneksel egitim ve 6gretim yontemlerinin sinirliliklarindan
dolay1 sinif igi faaliyetlerini gergeklestirme imkéani olmayan durumlarda, egitim fa-
aliyetlerini diizenleyenler ve gergeklestirenler ile 6grenciler aras iletisim ve etkile-
simin ¢esitli 6zel ortamlar araciligiyla belirli bir merkezden saglandig1 bir 6gretim
yontemi modelidir (Alkan, 1987; Lee, 2020). Alternatif egitim ve 6gretim uygulamas:
olarak goriilen uzaktan egitim esnek 6grenme firsatlarini kapsamaktadir (Giirkan,
2020). Ogrenenin zaman ve mekana bagli olmadig1 ekonomik bir egitim firsat1 sag-
lamaktadir. Uzaktan egitimde; bireysel 6grenme olmasina ragmen 6grenciler belirli
zaman dilimlerinde sosyal ve 6gretici amaglarla bir araya gelebilirler (Keegan, 1986;
Williamson, Eynon & Potter, 2020). Uzaktan egitim siirecinde 6grenciler zaman es-
nek kullanarak diger aktiviteler i¢in zaman ayirabilir (Hrastinski, 2008; Niemi, 2021).
Aynizamanda uzaktan egitimde multimedya ile igerikler zenginlestirilerek 6gretmen
ve 6grencinin egitim siirecinde etkili bir iletisim kurmasi ve maksimum yarar sagla-
mas1 miimkiindir (Bayram, 2002; Holmberg, 2020). Uzaktan egitim olumlu yanlar1
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ile beraber sinirhliklarda icermektedir. Uzaktan egitimde beceri ve tutuma yonelik
uygulama gerektiren laboratuvar, atolye gibi dersler, etkili bir sekilde verilemeyebi-
lir (Usun, 2006). Bireysel farkhiliklarin fazla olmasindan dolay: ders materyalleri ve
icerigin olusturulmasi uzmanlik gerektirir (Ozmen, 2012; King, 2020). Ogrenme sii-
recinde 6grenme giigliiklerine direk miidahale istenmeyen davraniglarin gelisimine
neden olabilir (King, 2020; Usun, 2006). Uzaktan egitim bagimsiz ve bireysel 6gren-
me disiplini bulunmayan 6grenciler i¢in planlama ve kendi kendine ¢alisma zorlu-
gu getirebilir (Usun, 2006). Ayni zamanda uzaktan egitimde bireyin bilgi ve iletisim
teknolojileri hakkinda bilgi sahibi olmasi beklenir (Kim, 2020; Pakhomova, Komova,
Belia, Yivzhenko & Demidko, 2021; Ratheeswari, 2018) .

Metafor

Muran ve DiGiuseppe (1990) metafor kavramini, yeni bir anlam olusturma
slireci olarak tanimlarken; Amundson (1988) metaforu karisik seviyedeki birgok
olgunun daha basit seviyeye indirgenmesi olarak ifade etmistir. Tompkins ve Law-
ley (2002) ise galigmalarinda metaforu, bir kavrami bagka bir kavramla tanimla-
ma, benzetme yoniiyle tasvir etme ve bagka agilardan gérme olarak tanimlamustir.
Taylor (2005)” a gore metafor, anlamak istedigimiz bir durum ya da nesneyi, farkli
bir anlam alanindaki kavramlar alanina baglayarak, degisik yonlerden gérmeyi ve
gozden kagmus olabilecek farkli yonlerden gorebilmeyi saglar. Metaforik diistinme
Ogrencilerin yapacaklari aragtirmalari i¢in farkli ve yeni fikirler olugturma, karma-
sik kavramlar1 6grenmede yardimci olma, yaratic fikirler ortaya koymay: saglar
(Febriyanti & Putra, 2020; James, 2002). Metaforlar yardimu ile séylenmek iste-
nen diigiince daha az sozciik ile daha etkili bir sekilde ifade edilebilir, daha giiglii
bir anlatim elde edilebilir (Black, 2019; Girmen, 2007). Arslan ve Bayrak¢1 (2006),
metaforu; soyut ve anlagilmasi kolay olmayan kavram ya da nesneleri algilama-
da bize yardim eden, yol gosteren benzetmeler olarak nitelendirmektedir. Metafor
caligmalar1 pek ¢ok alanda oldugu gibi egitim alanin da kullanilmaktadir. Meta-
forlar araciligiyla egitimciler kendi rolleri ve yiikiimliiliikleri, egitimin tabiat1 ve
Ogretmen ogrenci iliskileri ile ilgili farkli goriisler ve anlayislar edinirler (Craig,
2018; Celikten, 2005). Egitim alaninda metaforlar, uygulamalardaki farklilik ve dii-
stinceleri yakalamak ve gelistirmek, pratik olmayan kabullere iligkin farkindalig:
arttirmak i¢in kullanilan kesif ve sezgi araclari olarak goriilmektedir (De Guerrero
& Villamil, 2002). Farkli bakis agilariyla ortaya konan metaforlar, egitimin nerede
durdugunu ve nereye ilerlemesi gerektigi hakkinda fikir verir (Kiral, 2015; Kovec-
ses, 2020; Perry & Cooper, 2001).

Matematik Ozyeterligi

Ozyeterlik, “bilissel, sosyal, duygusal ve davranigsal alt becerilerin sayisiz ama-
ca hizmet etmek {izere organize edilip etkin bicimde yonetildigi iiretken bir kapa-
site” olarak tanimlanmaktadir (Bandura, 1977). Pajares, Johnson ve Usher (2007),
insanlarin 6zyeterlige iliskin inanglarinin motivasyon ve basar1 duygusu icin kilit
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nitelikte oldugunu belirtmislerdir. Ozyeterlik iizerine yapilan ¢alismalarda daha
yiksek 6zyeterlik sahibi ¢ocuklarin, basarisizig1 caba eksikligine bagladigy; fakat
daha distik 6zyeterlik sahibi ¢ocuklarin ise basarisizlig1 beceri eksikligine bag-
ladig: tespitini destekleyen kanitlar sunmuslardir (Chase, 2001; Ordonez-Felici-
ano, 2009). Ogrencilerin 6zyeterlik inanglar1 ve motivasyonlarinin égrencilerin
matematikteki bagarisinda 6nemli bir role sahip oldugu belirtilmektedir (Sevgi &
Yakisikli, 2020; Stevens, Olivarez, Lan & Tallent-Runnels, 2004). Ayni zamanda
matematik egitimi alaninda 6zyeterlik tizerine yapilan arastirmalar 6grencilerin
matematik performans: ile matematik ozyeterligi arasinda olumlu bir iligki ol-
dugunu ortaya koymaktadir (Anjum, 2006; Hiller, Kitsantas, Cheema & Poulou,
2021; Siegle, McCoach, 2007; Stevens, Olivarez, Lan & Talent-Runnels, 2004 ).

Bilgisayar Ozyeterligi

Bireylerin gesitli alanlarda yeterlikleri hakkindaki inanglar1 bulunmaktadir. Bu
alanlardan biri de bilgisayar 6zyeterligidir. Bilgisayar 6zyeterlik algisi bireyin bilgi-
sayar baginda bir gorevi gergeklestirmek icin bilgisayar kullanim yetenegi {izerine
kabul ettigi algisidir (Giircan, 2005). Bilgisayar 6zyeterligi diisiik olan 6grenenler
bilgisayar tabanli gorevlerde daha kétii performans gosterebilirler (Sam, Othman
& Nordin, 2005; Srisupawong, Koul, Neanchaleay, Murphy & Francois, 2018). Bil-
gisayar ozyeterlik inanglarini gelistiren en etkili yolun bilgisayar ile ilgili dogrudan
deneyimler oldugu soylenebilir. Alanyazinda bilgisayar kullanimi konusunda ka-
zanilan deneyimin bilgisayar 6zyeterligini olumlu yonde etkiledigi belirtilmektedir
(Askar & Umay, 2001; Koseoglu, Yilmaz, Gergek & Soran, 2007; Ozgelik & Kurt,
2007; Srisupawong, Koul, Neanchaleay, Murphy & Francois, 2018; Torkzadeh,
Chang & Demirhan, 2006).

Odretim Yaklagimi

Geleneksel 6grenme ortamlarinda; 6grenenlerin birbiri ile iletisim kurmala-
r1 ve soru sormalari i¢in firsat verilmemektedir. Bu ortamlarda ¢ogu kez sorulari
soran taraf ve otorite 6gretmendir. Ogrenen soru sordugunda da sorular yeterince
yanitlanmamaktadir. Geleneksel 6grenme ortamlarinda; 6grenenlerden daha ¢ok
Ogretmen konusmakta, ders kitaplarinda yer alan bilgileri aktarmaktadir. Simif
diizeni sabit siralar seklinde oldugundan 6grenenler arasinda isbirlikli grup ¢alis-
mas1 yapabilecekleri diizende oturamamaktadir (Brooks & Brooks, 1999; Clayton,
Blumberg & Anthony, 2018). Geleneksel 6grenme ortamlarinda ders isleyisinde
icerik ve 6gretme durumu énceden ayrintili bir sekilde belirlidir. Ogrenenler 6g-
retmenin belirledigi yollar: takip ederler ve kendi kararlariyla 6grenme stirecine
yon veremezler (Balci, 2007; Oguz, 2011). Bu anlamda 6gretmen merkezli bir yak-
lagim s6z konusudur. Yapilandirmaci 6grenme geleneksel 6grenme felsefesinin
neredeyse tam tersidir. Yapilandirmaci 6grenme yaklagiminda isbirligine dayali
etkinler yer alir ve bu etkinlikler ile 6grenenler ¢evreden gelen uyarilara uygun
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bir sekilde tepki vererek ve uyum saglayarak var olan anlamlarini yeniden diizen-
ler veya anlamlarini yeniden olugtururlar. Bu yaklagimda 6grenenlerin tist diizey
diistinme becerilerine yonelik hedefler tizerinde durulur ve 6grenenlerin gereksi-
nimleri de dikkate alinir. Bu amag dogrultusunda “Ne 6gretilmeli?” yerine "Birey
nasil 6grenir?" sorusu ile ilgilenilir (Erdamar & Demirel, 2008). Yapilandirmaci
ogrenme yaklasiminda 6grenenler bilginin pasif alic1 olarak tanimlanmadigindan,
kendi 6grenmelerinden sorumludurlar, kendi hipotezlerini {iretir ve test ederler.
Ogretmenler ise kendi anlamlarini olugturma ¢abasindaki 6grenenlere destek sag-
lar ve konuya iliskin problem durumlar: yonelterek arastirmaya 6zendirirler (Dar-
sih, 2018; Fosnot & Perry, 1996). Ozet olarak, grenci merkezli bir yaklasim yer
almaktadir.

YONTEM
Arastirma Modeli

Bu ¢alismada betimsel arastirma yontemlerinden tarama modeli kullanilmustir.
Tarama modelleri, ge¢miste ya da halen var olan bir durumu var oldugu sekliyle
betimlemeyi amaglar (Karasar, 2009). Tarama yontemi ile yapilan aragtirmalarla;
durum nedir, neredeyiz, ne yapmak istiyoruz, nereye, hangi yone, nasil gitmeli-
yiz gibi sorulara, bulundugu zaman dilimi icinde elde edilen verilere dayanilarak
cevap bulmak istenir (Kaptan, 1998). Bu caliymada amag, uzaktan egitimde mate-
matik 6grenme siirecinin degerlendirilerek gelecekte de hayatimizin vazgecilmez
bir pargas1 olacagi varsayilan uzaktan egitimin hangi yone gidebilecegi konusunda
bilesenler belirleyebilmektir.

Calisma grubu

Caligmanin katilimcilarini 283 ortaokul égrencisi olugturmaktadir. Ornekle-
me yontemi olarak da maksimum cesitlilik 6rneklemesi kullanilmistir. Caligmanin
yapist distintildiigiinde verilen yanitlarin gesitliligini arttirabilmek amaciyla Tiir-
kiye'nin farkli bolgelerinde ogrenim goren 6grenciler ¢aligmaya déhil edilmistir.
Katilime se¢iminde kentsel ve kirsal bolgelerdeki cesitlilik 6n planda tutulmugtur.
Aragtirmaya katilan 6grencilerden, metafor kurmayan ya da kurduklar1 metaforun
gerekcesini mantikli bir sekilde ifade edemeyen 6grencilerin verileri analize dahil
edilmemis ve 210 katilimcinin verileri dikkate alinmigtir. Sentiment analizi (di-
stince ¢oziimlemesi) sonucunda bilgisayar-insan siniflandirmasi uyumlu olan 201
katilimcinin yanitlar: kullanilarak tek faktorlii gruplar arasi varyans analizi (ANO-
VA) uygulanmistir. Tirkiyenin farkli bolgelerindeki 8 farkli ilden katilimcilarin
yer aldig1 caligmada verileri analiz edilen 201 6grencinin 11871 kiz 83’ti erkektir.
Smuf diizeyleri dikkate alindiginda ise katilimcilarin 81’inin 5. sinif, 54’iiniin 6.
sinif, 29’unun 7. siif ve 37’sinin 8. sinif oldugu belirlenmistir.
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Veri Toplama Araclari

Arastirmanin verileri Google Forms'ta tasarlanan veri toplama araci ile elde
edilmistir. Katilimcilara, aragtirmacilar tarafindan gelistirilen ve uzaktan matema-
tik egitiminde yer alan 6gretim yaklagimini belirleyen 6lgek, Umay (2001) tara-
findan gelistirilen “Matematik Ozyeterlik Algis1 Olgegi” ile Isiksal ve Askar (2003)
tarafindan gelistirilen “Bilgisayara iligkin Ozyeterlik Algis1 Olgegi” uygulanmustir.
Ayni zamanda katilimcilarin demografik ozellikleri (cinsiyet, sinif diizeyi ve yasa-
diklart il gibi), teknoloji kullanim durumlari (kullandiklar1 uzaktan egitim platfor-
mu, sahip olduklari teknolojik donanimlar ve Interneti kullanim durumlari gibi),
uzaktan egitimde matematik 6grenmeye yonelik metaforlari ile uzaktan egitimde
matematik 6grenmeye yonelik goriisleri toplanmistir.

Aragtirma kapsaminda, 6grencilerin uzaktan egitimde matematik 6grenme-
ye yonelik metaforlarini belirlemek icin “Uzaktan egitimde matematik 6grenmek
............ gibidir. Ciinkdi ..............................7 cimlesindeki bos birakilan yer-
leri doldurmalar: istenmistir. Bu kapsamda &grenciler uzaktan egitimde matema-
tik 6grenmeyi bir sozciik ya da bir s6z 6begi ile tanimladiktan sonra benzettikleri

yapinin karakteristik 6zelliklerini dikkate alarak bir gerek¢e yazmalari istenmistir.

Ogrencilerin uzaktan egitimde matematik 6grenmeye yonelik goriislerinin
belirlenmesinde 6ncelikli olarak arastirmacilar tarafindan taslak sorular hazir-
lanmigtir. Matematik egitimi alaninda uzman iki aragtirmaci tarafindan sorularin
aragtirmanin amacina uygunlugu incelenmistir. Gerekli diizenlemeler yapildiktan
sonra dil uzmani tarafindan kontroller tamamlanmustir. Belirlenen sorular 23 go-
nillii ortaokul 6grencisine uygulanmis ve sorularin katilimcilar tarafindan dogru
anlagilip anlagilmadigr incelenmigstir. Calismada kullanilan sorular asagida veril-
mektedir.

1.  Matematigi uzaktan 6grenmenin yararlari nelerdir?

2. Matematigi uzaktan 6grenmenin senin icin en iyi yani nedir?
3. Matematigi uzaktan 6grenmenin zorluklar nelerdir?
4

Matematigi uzaktan 6grenmenin senin i¢in en kotii yani nedir?

5. Gelecekte (salgin sonrasi) uzaktan egitimle matematik 6grenmek ister
misiniz? Nedenini ayrintili agiklayiniz.

6.  Gelecekte (salgin sonrasi) uzaktan egitimle 6grenim goéreceginiz dersleri
siz belirleyebilseniz hangi derslerinizi uzaktan egitimle almak isterdiniz? Nedenini
ayrintili agiklayiniz.
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Ogretim Yaklagimi Olgegi

Caligma kapsaminda sinif i¢indeki 6gretim yaklagimini belirlemeye y6nelik bir
olcege ihtiyag duyulmustur. Olgek gelistirme siirecinde izlenen adimlar Sekil 1'de
verilmektedir.

Sekil 1. Olgek gelistirme siireci

Bu siiregte, bir yandan uluslararasi ve ulusal alanyazin taranip, genis olcekli
uygulamalarda yoneltilen maddeler incelenirken bir yandan da alan uzmanlari
ve 0gretmenlerle goriismeler gerceklestirilmis ve taslak 6lgek maddeleri olustu-
rulmugtur. Olgek maddelerine verilecek yanitlar icin “(4) Her derste/hemen he-
men her derste”, “(3) cogu derste”, “(2) bazi derslerde” ve “(1) hicbir derste” olmak
tizere 4’lii Likert yapida bir form tasarlanmigtir. Olgegin taslak halinde yer alan
maddeler, alan uzmanlarinin gériigleri dogrultusunda “uygun’, “uygun degil” ve
“diizeltilmeli” olarak degerlendirilmistir. Maddelerin 6lgekte yer alip almayacagina
karar verilirken Lavshe analizi kullanilmigtir. Bu analizlere gore kapsam gegerlik
orant .99’un altindaki maddeler 6lgegin taslak halinden ¢ikarilmistir (Veneziano
& Hooper, 1997). Dil agisindan gerekli kontroller gerceklestirildikten sonra pilot
uygulamalar ylritilmistir.

Pilot uygulamalar sonrasinda yapilan agimlayic1 faktér analizi bulgularina
gore 1, 2,4, 5, 6,9 ve 12. maddeler 6grenci merkezli bir 6gretim yaklagimini iga-
ret ederken, 3, 7, 11 ve 14. maddeler ise 6gretim yaklasgiminin 6gretmen merkezli
oldugunu gostermektedir. Ogretmen merkezli 6gretimi betimleyen maddeler ters
puanlanmigtir. Verilen yanitlar sonucunda katilimcilarin elde ettigi yiiksek puan
uzaktan matematik 6gretiminde 6grenci merkezli bir 6gretim yaklagimini, diigiik
puan ise 6gretmen merkezli bir 6gretim yaklagimina ifade etmektedir. Pilot uy-
gulama sonuglarina gore 8, 10, 13 ve 15. maddeler 6lgekten cikarilmigtir. Gergek
uygulamalara 11 madde ile devam edilmistir. Olgegin i¢ tutarliligini tanimlayan
Cronbach alfa degeri .823 olarak hesaplanmistir. Olgekte yer alan maddelerden
ornekler Tablo 1de verilmektedir.
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Tablo 1.

Ogretim Yaklasimi Olgegi Ornek Maddeleri

Temalar Ornek Maddeler
01. Matematik dersimde 6grenciler 6gretmenden daha aktif rol
alirlar.

Ogrenci merkezli 04. Matematik dersimde 6grenciler islenen konu hakkinda birbir-

leriyle tartigirlar.

07. Matematik dersimde 6grenciler 6gretmenin paylastig: bilgileri
not alirlar.

14. Matematik dersimde 6grenciler 6nemli kurallar1 ve kisa yollar:
ezberlerler.

Ogretmen merkezli

Matematik Ozyeterlik Algisi Olcedi

Umay (2001) tarafindan gelistirilen matematik 6zyeterlik algis 6l¢egi 14 mad-
deden olusmaktadir. Universite 6grencilerine yonelik gelistirilen bu dlgegin orta-
okul ve lise diizeylerinde kullaniminin giivenilir sonuglar verdigi (Delioglu, 2017;
Doruk, Oztiirk & Kaplan, 2016; Giizeller & Akin, 2012; Kurtulus & Oztiirk, 2017;
Oziidogru & Biimen, 2016; Sengiil, 2011) goriildiigiinden ¢alismamizda da kulla-
nilmasina karar verilmistir. Uygulama sonucunda 6l¢egin Cronbach alfa giivenir-
lik katsayis1 .834 olarak hesaplanmustir. Bu 6lgekte 8 tanesi olumlu, 6 tanesi olum-
suz ifade igeren maddeler yer almaktadir. Matematik 6zyeterlik algis1 6l¢egi 1-5
derecelendirme 6lgegi ile puanlanmistir. Aragtirmaya katilan 6grencilerden her bir
maddenin kargisinda bulunan “Her Zaman”, “Cogu Zaman’, “Bazen”, “Ender Ola-
rak” ve “Hig¢bir Zaman” segeneklerinden birine katilma derecelerini belirtmeleri
istenmistir. Likert tipi 6l¢ekte, ol¢ek puani, maddelere gosterilen tepki puanlarinin
toplamindan olugmaktadir. Olgekte yer alan olumsuz maddeler ters puanlanmistir.
Anketten elde edilebilecek en yiiksek 6z-yeterlik algisi puani 70 ve en diisiik puani
ise 14 olmaktadir. Puanlarin yiiksek olmasi matematige karst ozyeterlik algisinin
yiksek oldugunu gostermektedir.

Bilgisayara iliskin Ozyeterlik Algisi Olcedi

Arastirmada, Isiksal ve Askar (2003) tarafindan gelistirilen “Bilgisayara liskin
Oz—yeterlik Algist” dleegi kullanilmigtir. “Kesinlikle katiliyorum?’, “katiliyorum?,
“kararsizim’, “katilmiyorum’, “kesinlikle katilmiyorum” seklinde 5’1i Likert tipinde
gelistirilen 6l¢ek katilimcilara uygulanmis ve giivenirlik katsayist .910 olarak he-
saplanmigstir. Puanlarin yiiksek olmasi bilgisayara iliskin 6zyeterlik algisinin yiik-

sek oldugunu gostermektedir.
Verilerin Analizi

Aragtirmaya katilan 6grencilerden, metafor kurmayan ya da kurduklar1 meta-
forun gerekgesini mantikli bir sekilde ifade edemeyen 6grencilerin verileri analize
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dahil edilmemistir. Metaforlarin Sentiment analizi, 210 6grenci verisi kullanila-
rak gerceklestirilmigtir. Python programlama dilinin kullanildig1 analizlerde MIT
lisans1 altinda sunulan, kural/sozlitk tabanli bir yapiya sahip, agik kaynak kodlu
bir kiitiiphane olan VADER (Valence Aware Dictionary and sEntiment Reasoner)
kullanilmistir. Analizlerde metaforlarin duygu yiikii VADER ile belirlenmis ve yiik
puanlari -1 ile +1 araliginda elde edilmistir. Sonrasinda ise metaforlar pozitif, notr
ve negatif olarak siniflandirilmistir. Metaforlar, glivenirlik i¢in iki arastirmaci tara-
findan da siniflandirilmig ve elde edilen bulgular VADER sonuglari ile kargilagtiril-
mistir. Ogrencilerin {iglii metafor siniflandirmasi kullanilarak yiiriitiilen tek yonlii
ANOVA analizleri ile kullanilan 6gretim yaklasimi, matematik 6zyeterligi ve bil-
gisayar Ozyeterligi puanlarinin ilgili siniflandirmalar baglaminda anlaml farklilik
yaratip yaratmadig) incelenmistir.

Giiniimiizde Internet kullaniminin yayginlagmasina bagli olarak iiretilen 6znel
yargt belirten igerigin artmasi siiflandirmanin bilgisayar tarafindan yapilmasi-
nin 6nemini daha da arttirmistir. Sentiment analizi insanlarin bir varliga yonelik
goriislerini konudan bagimsiz olarak olumlu, olumsuz ya da nétr olarak siniflan-
dirmaktadir (Medhat, Hassan & Korashy, 2014). Calisma kapsaminda 6grenciler
tarafindan olusturulan metaforlarin 6ncelikle dogru bigimde siniflandirilmasi
amaglanmustir.

Alanyazindaki diisiince ¢oziimlemesi ¢aligmalar1 ¢ogunlukla Ingilizce me-
tinler iizerinden yapildigindan arastirmacilar 6grenciler tarafindan olusturulan
metaforlarin Ingilizce formlari iizerinden bir analiz gerceklestirmistir. Buna gore,
metinlerin farkli bir dile evrilmesi siirecinde bir Ingilizce uzmani metinleri Tiirk-
¢eden Ingilizce'ye diger Ingilizce alan uzmani ise Ingilizce'ye cevrilen metinleri
Tiirk¢e'ye gevirmis ve bu sayede cevrilen metinlerin dogrulamas: yapilmistir. Son-
rasinda ise Metaforlar, giivenirlik i¢in iki arastirmaci tarafindan da siniflandirilmig
ve elde edilen bulgular VADER sonuglari ile karsilastirilmigtir. Goriiglerin siif-
landirilmasinda Hutto ve Gilbert (2014) tarafindan 6nerilen kesme puanlar: kul-
lanilmigtir. Buna gore, VADER analizi sonucunda elde edilen bilesik puan +.05’ten
biiyiik ya da esit ise metafor pozitif olarak siniflandirilmis, bu deger -.05’ten kiigiik
ya da esit ise de negatif olarak degerlendirilmistir. Eger bilesik puan -.05 ile +.05
arasinda ise metafor notr olarak gruplanmistir. Python dilinde yazilmis VADER
analizine yonelik kod yapilar ile analizlerden elde edilen ¢ikt1 6rnekleri Sekil 2'de
verilmektedir.
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Sekil 2. Python dilinde yazilmis VADER analizi gorseli

Ornek olarak birer pozitif, nétr ve negatif metafor siniflandirmasina yonelik
analizler Sekil 2'de paylagilmistir. Elde edilen farkli duygu yiikii puanlarinin yani
sira bu puan tiirlerinden elde edilen bilesik puan (Ing. compound score) da yuka-
ridaki sekilde goriilmektedir.

Ornek metaforlar ile bu metaforlarin VADER analizi ve puanlayici degerlen-

dirmeleri ¢ercevesinde pozitif, negatif ya da nétr olarak siniflandirilmasi Tablo 2'de

verilmektedir.
Tablo 2.
Ornek Metaforlar ve Degerlendirme Sonuglari
No Metafor (Tiirkge) Metafor (ingilizce) VADER analizi puani Puanlayicilarin degerlendirmesi
1 Su g{bldlr A ginki It is lAlkAe water becau- 3612 (Pozitif) Poitif
vazgegilmezdir. se it is indispensable
Everest dagina tir- It is like climbing
manmak gibidir Mount Everest be-
¢iinkii zorludur ve cause it is tough and
) engeller vardir. Og- there are barriers. 02321 (Negatif) Neatif
retmenimiz bir sey- Even if our teacher e cgatt 8
ler agiklasa da sinifta  explains something,
ders anlatmak gibi it's not like lecturing
degil. Iyi anlayami- in the classroom. I do
yorum. not understand well.
Issiz bir adada tek It's like being alone
bagina kalmak gibi- on a desert island be-
3 d1r A qiink\ij uzaktan cause [ am alope ina -0.1280 (Negatif) Negatif
egitimdeki matema- math class at distance
tik dersinde yalniz education.
kaliyorum.
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Yumusak bir yatakta It is like sleeping in

4  uyumak gibidir ¢in-  a soft bed because I 0.6486 (Porzitif) Pozitif
kii matematigi rahat learn mathematics
rahat 6greniyorum  comfortably
Oksiiz kalmak gi- It is like being orp-
bidir ¢tinkii derste haned because I feel

5  etrafimda arkadag- so lonely when I -0.5098 (Negatif) Negatif
larimi géremeyince can't see my friends
kendimi ¢ok yalniz around me in the
hissediyorum. class.
Can simidi gibidir It is like a life buoy

6  bizi zor durumdan because it saves us .0000 (Notr) Notr
kurtard. from a difficult situ-

ation

PUBG oynamak gi- It's like playing

7 bidir ¢iinkii hem ko- PUBG because it's 0.8591 (Pozitif) Pozitif
lay hem de eglenceli.  easy and fun.
Yabanci bir insan- It is like meeting a

8 la tamigmak gibidir stranger, because we
¢iinkii yabancilara can neither tell our
da ne derdimizi an- troubles to strangers
latabiliriz ne de tam  nor fully understand -0.1189 (Negatif Poxitif
olarak anlayabiliriz. them. We can neit-
Uzaktan egitimde de  her fully explain nor
ne tam anlatabiliyo- fully understand in
ruz ne de tam anla-  distance education.
yabiliyoruz.
Tasli yol gibidir ¢tin- It is like a stony road
kit nasil tagh yolda because it is so dif-

g ilerlemek zor ise ficult to learn mat- -0.5009 (Negatif) Negatif
uzaktan  egitimde hematics in distance
matematik ~ 6gren-  education, just as it is
mek o kadar zordur.  difficult to move on

the stony road.
Vitamin gibidir It is like a vitamin
10 ¢iinkii 6grenmemizi  because it supports 0.7351 (Pozitif) Pozitif

destekler our learning.

VADER siniflandirmasi ile puanlayicilardan elde edilen degerlendirmelerin
karsilagtirmasinda Kappa istatistik teknigine bagvurulmustur. Cohen’s Kappa de-
geri .930 olarak hesaplanmistir. Bu deger VADER ile puanlayici siniflandirmasinda
¢ok iyi uyum oldugunu gostermektedir (McHugh, 2012). Tek faktorlii gruplar arasi
varyans analizini (ANOVA) uygulayabilmek i¢in bilgisayar-insan siniflandirmasi
uyumlu olan 201 veri ile analizlere devam edilmistir. Bu noktada, ANOVAnin bazi
varsayimlarinin karsilanmasi gerekmektedir. Bagiml degiskene ait puanlar en az
aralik dlceginde olmalidir (Bilytikoztiirk, 2012). Ayrica, verilerin normal dagilim
gostermesi gerekmektedir. Bu ¢alismada verilerin normal dagilip dagilmadigina
bakmak i¢in basiklik ve ¢arpiklik katsayilari incelenmistir. Ardindan normallik
testi ile verilerin normallik varsayimini karsilayip karsilamadig1 incelenmistir. Uy-
gulama grubunda katilimcilarin sayis1 50den biiyiik oldugu i¢in normallik var-
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sayiminda Kolmogorov-Smirnov testi sonuglar: kullanilmigtir. Bu ¢alismada yer
alan bagimli degiskenlerden elde edilen veriler normal dagilim gostermektedir.
Varyanslarin homojenligi varsayiminin saglanip saglanmadigini belirlemek ama-
cryla icin Levene istatistigi kullanilmigtir. Buna gore, bilgisayar 6zyeterligi i¢in Le-
vene istatistigi .700 (p=.498), matematik 6zyeterligi i¢in 2.685 (p=.071) ve 6gretim
yaklagimi igin ise. 576 (p=563) olarak elde edilmistir. Istatistiksel olarak anlamli
bulunmayan bu degerler tiim bagimli degiskenler i¢cin varyanslarin homojenligi
varsayiminin saglandigini ifade etmektedir.

Nitel Analiz

Agik uglu sorular araciligryla alinan 8grencilerin uzaktan egitimde matematik
ogrenmeye yonelik goriisleri igerik analizine tabi tutulmustur. Arastirmada igerik
analizi yapilirken, igerik analizi i¢in bir ¢er¢eve olusturma, tematik cergeveye gore
verilerin islenmesi, bulgularin tanimlanmas: ve yorumlanmas: asamalar1 dikka-
te alinmustir. Arasgtirma verileri iki aragtirmaci tarafindan ayr1 ayr1 kodlanmistir.
Kod ve tema listesine son gekli verildikten sonra, veriler iki aragtirmaci tarafindan
degerlendirilmistir. Arastirmacilarin birbirinden bagimsiz olarak olusturdukla-
r1 kodlarin tutarliligi “Goris birligi” ya da “Goriis ayriigr” seklinde isaretleme-
ler yapilarak belirlenmistir. Arastirmacilarin, 6grencilerin ifadeleri i¢in ayn1 kodu
kullandiklar1 durumlar gériis birligi, farkli kodu kullandiklar1 durumlar ise goriis
ayrilig1 olarak kabul edilmigstir. Bir arastirmaci tarafindan geligkiye diisiilen boliim-
lerde diger arastirmacinin goriisii alinarak kodlama yapilmistir. Bu sekilde yapilan
veri analizinin giivenirligi; [Goriis birligi / (Goriis birligi + Goriis ayriligi) x 100]
formiili kullanilarak hesaplanmistir (Miles & Huberman, 1994). Kodlayicilar ara-
sindaki ortalama giivenirlik %91 olarak bulunmustur.

Etik Onayi

Bu ¢aligma, Nigde Omer Halisdemir Universitesi Etik Kurulu'nun 2021 yili 14
sayil1 toplantisinin 02 sayili karar ile Egitim Bilimleri alaninda arastirma etik ilke-
lerine uygun goriilmiistiir.

BULGULAR

Caligmanin bulgular1 metaforlar ve 6grenci goriisleri bashklar: altinda asagida
sunulmaktadir.

Metaforlar

Bu ¢alismada, matematik 6gretiminde kullanilan 6gretim yaklasimi, 6grenci-
lerin matematik 6zyeterligi ve bilgisayar 6zyeterligi puanlarinin 6grenciler tara-
findan belirtilen metaforlarin duygu yiikleri agisindan farklilasip farklilasmadig:
belirlenmistir.
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Oncelikle, bilgisayar 6zyeterligi puanlarinin metaforlarin duygu yiiklerine gére
farklilagip farklilagmadigini incelemek i¢in tek faktorlii gruplar arasi varyans ana-
lizi yiirtitilmustiir. Metaforlar duygu yiiklerine gore ii¢ gruba ayrilmistir (Grup 1
negatif, Grup 2 nétr ve Grup 3 pozitif). Farkli duygu yiiklerinin bilgisayar 6zyeter-
ligi puanlarinda p<.05 diizeyinde istatistiksel olarak anlaml bir farklilik bulunma-
mustir: F(2,198)=1.671, p=.191.

Benzer sekilde, matematik 6zyeterligi puanlarinin metaforlarin duygu yiikle-
rine gore farklilagip farklilagmadigini incelemek icin de tek faktorlii gruplar aras
varyans analizi yirttilmistir. Metaforlar duygu yiiklerine gore tig gruba ayril-
mustir (Grup 1 negatif, Grup 2 nétr ve Grup 3 pozitif). Farkli duygu yiiklerinin
matematik 6zyeterligi puanlarinda p<.05 diizeyinde istatistiksel olarak anlamli bir
farklilik bulunmustur: F(2,198)=10.190, p=.000. Eta-kare kullanilarak hesaplanan
etki biiyiikliigii ise. 093 olarak hesaplanmustir. Cohen (1988)e gore bu deger orta
diizeyde bir etki biiyiikliigiine isaret etmektedir. Tukey HSD testi kullanan post-
hoc kiyaslamalar Grup 3 i¢in elde edilen ortalama puanin (M=3.845, SD=.573)
Grup 1 icin elde edilen ortalama puandan (M=3.397, SD=.701) anlaml bicimde
farkli oldugunu isaret etmektedir. Grup 2 (M=3.599, SD=.599) ise Grup 1 ve Grup
3’ten anlamli bicimde farklilasmamaktadir.

Son olarak, 6gretim yaklasimi puanlarinin metaforlarin duygu yiiklerine gore
farklilasip farklilagmadigini incelemek igin de tek faktorlii gruplararas: varyans
analizi yuritilmistiir. Metaforlar duygu yiiklerine gore iizere {i¢ gruba ayrilmigtir
(Grup 1 negatif, Grup 2 nétr ve Grup 3 pozitif). Farkli duygu yiiklerinin 6gretim
yaklasimi puanlarinda p<.05 diizeyinde istatistiksel olarak anlaml bir farklilik bu-
lunmugtur: F(2,198)=3.866, p=.023. Eta-kare kullanilarak hesaplanan etki bityiik-
lagii ise. 038 olarak hesaplanmistir. Cohen (1988)e gore bu deger diisiik bir etki
biylikliigiine isaret etmektedir. Tukey HSD testi kullanan post-hoc kiyaslamalar
Grup 3 i¢in elde edilen ortalama puanin (M=2.529, SD=.365) Grup 1 i¢in elde edi-
len ortalama puandan (M=2.367, SD=.404) anlaml bigimde farkli oldugunu isaret
etmektedir. Grup 2 (M=2.482, SD=.358) ise Grup 1 ve Grup 3’ten anlamli bigimde
farklilasmamaktadir.

Ogrenci Goriisleri

Ogrencilerin uzaktan egitimde matematik grenmeye yonelik goriisleri sorular
araciligiyla toplanmistir. Bu bulgular sorulan sorular gruplandirilarak alt bagliklar
olarak asagida verilmektedir. Ogrenciler O1, O2, ..., 0201 olarak kodlanmustir.

Soru 1-2: Matematigi uzaktan 6grenmenin yararlari nelerdir? Matematigi
uzaktan 6grenmenin senin i¢in en iyi yani nedir?

Bu boliimde 6grencilerin matematigi uzaktan 6grenmenin yararlar: {izerine
goriislerinin analizine yer verilmektedir. Belirlenen baskin temalar (frekans1 %30
un tizerinde olan) Tablo 3 de sunulmaktadir.
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Tablo 3. Matematigi Uzaktan Ogrenmenin Yararlar1 Uzerine Belirlenen Tema-
lar ve Frekanslar1

Temalar f*

Esneklik 103
Kayitlanmn tekrar izlenebilmesi 94
Hiz 39
Zamandan tasarruf a7
Dersten kopmama az
Giiriilti olmamas 76
Ogretim kaynaklar 73
Ogretmen baskisiun hissedilmemesi 63
Akran baskismm hissedilmemesi 61

*Bazi 6grenci yanitlar: birden fazla tema altinda yer almaktadir.

Tablo 3 incelendiginde “esneklik” temasinin en fazla belirtilen tema oldugu
goze carpmaktadir. Burada esneklik daha ¢ok 6grenciler tarafindan okula gidip yo-
rulmadan istenilen yerden derse baglanilmasi olarak belirtilmistir. Ayni1 zamanda
yemek yiyerek dersi dinleme ve diger temel ihtiyaglar1 giderme rahatligi da bu tema
altinda sunulmustur. Kayitlarin tekrar izlenebilmesi temasi 6grenciler tarafindan
siklikla belirtilmigtir. Bu tema farklilagtirilmig bir 6grenme ortaminin 6gesi olarak
ele aliabilir ¢linkii 6grenciler anlamadiklari yerleri tekrar tekrar izleyerek anlaya-
bildiklerini belirtmiglerdir. Bu durum 6grencilerin kendi hizlarina gore 6grenme
firsat1 bulmasi geklinde yorumlanabilir. Hiz temasi altinda 6gretmenin daha yavag
bir anlatim yapmasi kodlar1 yer almistir. Bu husus 6grenciler tarafindan 6gretmen-
lerin yiiz yiize egitime gore daha yavas anlatmasi ile arkadaglarinin hizina yetiserek
derste konuyu anlayabilmeleri olarak ifade edilmistir. Zamandan tasarruf tema-
sinin altinda agirlikli olarak égrenciler tarafindan ele alinan kod égretmenlerin
soru yazmak icin vakit kaybetmemesi boylece derste daha fazla soru ¢6ziilebilmesi
olmustur. Dersten kopmama temas: altinda 6grencilerin sunduklar1 kodlar yiiz
yiize egitimde ders esnasinda hatirlanamayan onbilgiler ya da kurallar oldugunda
konunun devami anlasilamadigs i¢in dersten kopulmasini icermektedir. Fakat bu
tema, uzaktan egitimde Internetin varhig1 ile 6grencilerin hatirlayamadiklar bilgi-
lere hizlica ulagarak dersten kopmalarin yasanmamasini yansitmaktadir. Giiriiltii
olmamasi temast altinda 6grenciler, yiiz yiize egitimde siniflarin ¢ok giiriiltiili ol-
dugunu bu ylizden bir¢ok matematik dersinin anlagilmadigini fakat uzaktan egi-
timde giiriiltii yapilmadigini i¢in derslerin daha anlagilir oldugunu belirtmislerdir.
Ogretim kaynaklar1 temasi altinda farkli igerikli ve ¢ok sayida elektronik kaynaga
ulagabilmenin olumlu etkisi sunulmustur. Dikkati ¢eken ve frekans degerleri ile
azimsanmayacak temalar ise 6gretmen ve arkadas baskisinin hissedilmemesi ol-
mustur. Burada temalar altinda belirtilen kodlarda yiiz yiize egitimde 6gretmenle-
rin ve akranlarinin bakiglar1 ve sozleri ile 6grencilerin iizerlerinde yarattig1 baski
ile 6grencilerin derslere tam olarak odaklanamamasi sunulmustur. Ayn1 zamanda
bu baskiy1 uzaktan egitimde hissetmedikleri i¢in derslere daha iyi odaklanabildik-
lerini sunmuglardir. Farkli temalar1 6rnekleyen birebir 6grenci goriisleri ve iliskili
oldugu temalar asagida yer verilmektedir.
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Aciktigimda odamda yemegimi yiyerek dersi dinliyorum, yorulmuyorum bence
en biiyiik yarari bu.” Esneklik-O83

“Kayitlar: tekrar izlemek bence ¢iinkii bu sekilde anlamadigim veya kagirdigim
yerleri anlayabiliyorum.” Kayitlarin tekrar izlenebilmesi-0105

“Okulda 6gretmen ¢ok hizli anlatiyordu arkadagslarim anlayabiliyordu ama ben
yetisemiyordum, fakat uzaktan derslerde 6gretmen daha yavas anlatiyor benim igin
yararl oldu” Hiz-024

“Ogretmen simifta sorular tahtaya yazarken ¢ok zaman kaybediyorduk simdi
ekranda kitabr agmas: yeterli boylece daha ¢ok soru ¢ozebiliyoruz” Zamandan ta-
sarruf-0192

“Okulda ben kurallar: hatirlayamadigim igin soru ¢ozemiyordum ama simdi ta-
kildigim yerde hemen internetten bakiyorum hatirliyorum béylece dersten kopmuyo-
rum.” Dersten kopmama-QO7

“Okulda ¢ok giiriiltii oldugu igin ben dersi anlayamiyordum ama uzaktan egitim-
de giiriiltii yok rahatlikla anlayabiliyorum.“ Giiriilti olmamasi-O96

“Okulda ¢ok giirtiltii oldugu icin ben dersi anlayamiyordum ama uzaktan egitim-
de giiriiltii yok rahatlikla anlayabiliyorum.“ Giiriiltii olmamasi-O96

“Normalinde ogretmenimiz sinifa bir kitapla gelir oradan soru ¢ézerdi ama uzak-
tan egitimde ¢ok fazla kaynak kitap kulland: ve ¢ok ¢esitli sorular ¢ozebildik” Ogre-
tim kaynaklari- 061

“Okulda soru ¢ozerken 6gretmenim Oyle bir bakardi ki panik yapip ¢ozebilecegim
soruyu bile ¢ozemezdim simdi o bakislarini hissetmiyorum o yiizdende rahat ettigim
icin daha rahat ¢éziiyorum sorulari” Ogretmen baskisinin hissedilmemesi-O128

Ogrencilere matematigi uzaktan 6grenmenin en iyi yani soruldugunda en ¢ok
one ¢ikan temalar sirasiyla esneklik, kayitlarin tekrar izlenebilmesi ve 6gretim kay-
naklar1 temalar1 olmustur.

Soru 3-4: Matematigi uzaktan 6grenmenin zorluklar: nelerdir? Matematigi uzak-
tan 6¢renmenin senin igin en kotii yani nedir?

Bu boliimde 6grencilerin matematigi uzaktan 6grenmenin zorluklari tizerine
goriislerinin analizine yer verilmektedir. Belirlenen baskin temalar (frekansi %30
un {izerinde olan) Tablo 4’te sunulmaktadir.
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Tablo 4. Matematigi Uzaktan Ogrenmenin Zorluklar1 Uzerine Belirlenen Te-
malar ve Frekanslar1

Temalar f*

Internet kaynakh sikmblar 126
Hile/Kopva 122
Ofrenme Zorlugu 119
Tetigimsizlik/ Yalmzhk 93
Destek alamama 34
Yorgunluk 73
Motvasyen digtikligi 73
Soylenmemis thtiyaglarn anlagilmamasi 67
Matematiksel ifadeleri yvazma 62

*Bazi 6grenci yamitlar: birden fazla tema altinda yer almaktadr.

Tablo 4 incelendiginde en fazla belirtilen konunun internet kaynakli sikinti-
lar oldugu goriilmektedir. Ogrenciler seslerinin gitmemesini, goriintii kalitesini ve
sik sik internetin kopmasini yasadiklari zorluklar olarak belirtmislerdir. Diger bir
tema olan hile/kopya temasi da 6grencilerin birgogu tarafindan vurgulanmistir. Bu
tema altinda 6grenciler diger 6grencilerin uyguladig: hile/kopya girisimlerinden
yagadiklar1 haksizliklar: sunmuslardir. Ornegin sinavlarda yanlarindaki bir kisinin
yardimini alma, 6gretmen sorusuna internetten bakarak yanit verme, hesap maki-
nesi ile islem yapma bu durumlarda hile/kopya girisiminde bulunmayanlarin ne
kadar ¢aba sarf etseler de hak ettikleri degeri gormemeleri yasanilan zorluk olarak
belirtilmistir. Uzaktan egitimde matematigi 6grenme zorlugu belirtilen diger bir
temadir. Bu tema altinda beliren kodlar yiiz yiize egitimde oldugu kadar konula-
rin anlagilmamasi, 6gretmenin siklikla sozlii olarak anlatmasi bu sebeple dikkatin
cabuk dagilmasi, 6grencilerin yaptiklari islemleri sozlii olarak ifade edememeleri,
ogrenme ¢abasinin diigmesi olmustur. letisimsizlik/yalnizlik temasi altinda 6§-
renciler agirlikli olarak arkadaslar1 ve 6gretmeni ile yeterli iletisimi kuramadiklar1
i¢in derslerde ¢ok yalniz hissettiklerini sunmuslardir. Diger bir tema olan destek
alamama temasinda 6grenciler yiiz ylize egitimde matematiksel bir kavram ile ilgili
yardima ihtiyaglar1 oldugunda arkadaslarindan ve 6gretmenlerinden destek ala-
bildiklerini fakat uzaktan egitimde yeterli destegi alamadiklarini belirtmislerdir.
Yorgunluk temasi altinda ise uzaktan egitimde ekran karsisinda ¢ok ¢abuk yorul-
duklarini bu sebeple derse odaklanmada zorlandiklarini ifade etmislerdir. Moti-
vasyonun ele alindig1 temada 6grenciler ¢ogunlukla arkadaslari ve 6gretmenleri
ile sinirh diizeyde iletisim kurduklari i¢in ilgilerinin ve motivasyonlarinin distik
olmasini dile getirmislerdir. Dikkati ¢eken bir tema ise s6ylenmemis ihtiyaglarin
anlagilmamasi olmustur. Burada 6grenciler ¢ekindikleri i¢in soru soramadiklari-
ny, yiiz ylize egitimde 6gretmenin 6grencilerin bakislarindan, tavirlarindan, jest ve
mimiklerinden anlayip konuyu tekrar anlattigini fakat uzaktan egitimde bu ihti-
yaglarinin 6gretmen tarafindan karsilanamadigini ifade etmislerdir. Ayni zamanda
matematiksel ifadeleri (sembol, grafik vb.) sinavlarda yazmanin zorlugu 6grenciler
tarafindan dilegetirilmistir. Farkli temalar1 6rnekleyen birebir 6grenci goriislerine
iliskili oldugu tema ile birlikte asagida yer verilmektedir.
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“Sik sik internetin kopmast benim yasadigim en biiyiik sorundu” Internet kay-
nakl sikintilar-O73

“Sinavlarda ¢ok ¢calisiyorum ama gene de sinifin gerisinde kaliyorum ¢iinkii bana
simavlarda yardim eden yok. Arkadaglarima anneleri, babalar: ve kardesleri yardim
ediyor.” Hile/Kopya-0120

“Uzaktan egitimde ogrenmek daha zor. Okulda herkes daha fazla soru soruyordu
bende anlamadigim yerleri bu sayede anlayabiliyordum, 6grenmeye karsi ¢abam ar-
tiyordu ve arkadaslarimin sorular: da bu ¢abami destekliyordu ama simdi kimse soru
sormuyor bende birkag soru sorup birakiyorum utaniyorum boyle olunca destegim
kesilmis oluyor bu da benim égrenme cabami azaltiyor” Ogrenme Zorlugu-O11

“‘Arkadaslarimla konusamiyorum, bu beni ¢ok yalniz hissettiriyor.” Iletisimsizlik/
Yalmizlik-0103

“Okulda anlamadigim yer oldugunda genellikle teneffiislerde arkadaslarima sora-
biliyordum ya da 5gretmenime ama simdi bunu yapamiyorum.” Destek alamama-0O8

“Bilgisayar basinda ¢ok ¢abuk yoruluyorum bir miiddet sonra 6gretmenimi din-
leyemiyorum.” Yorgunluk-O166

“Arkadaslarimla konusamadigim igin derste ilgim ¢cabuk dagiliyor, kendim icimde
istek uyandiramiyorum.” Motivasyon diisiikligii-O185

“Okulda 6gretmenimiz yiiziimden anlamadigimi anlayip tekrardan ve farkl se-
killerde anlatird: problemi fakat simdi kameram agik olsa da 6gretmenim anlamiyor
bende kendimi soyutlanmis hissediyorum.” Soylenmemis ihtiyaglarin anlasiimama-
s1-0157

“Ogretmenimiz sik sik quiz yapiyor oralara az az da olsa semboller yazmamiz
gerekiyor bunlari yazarken ¢ok zorlaniyorum.” Matematiksel ifadeleri yazma-O38

Ogrencilere matematigi uzaktan grenmenin en kétii yani soruldugunda si-
rastyla en ¢ok &ne ¢ikan temalar 6grenme zorlugu, iletisimsizlik/yalnizlik ve hile/
kopya temalar1 olmustur.

Soru 5-6: Gelecekte (salgin sonrast) uzaktan egitimle matematik ogrenmek ister
misiniz¢? Nedenini ayrintili agiklayimiz. Gelecekte (salgin sonrasi) uzaktan egitimle
ogrenim goreceginiz dersleri siz belirleyebilseniz hangi derslerinizi uzaktan egitimle
almak isterdiniz? Nedenini ayrintili aciklayiniz.

Ogrenci yanitlar incelendiginde grencilerin cogunlugu (%83) gelecekte uzak-
tan egitimle matematik 6grenmek istemediklerini belirtmislerdir. Ayn1 zamanda
ogrenciler (%56) gelecekte uzaktan egitimle sozel dersleri (Tiirkce, Sosyal Bilgiler
vb.) alabileceklerini ¢iinkii yiiz yiize egitimle ¢ok bityiik bir fark olmadigin ifade
etmiglerdir.
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TARTISMA, SONUG VE ONERILER

Uzaktan egitim i¢inde barindirdig firsatlar1 ve zorluklari ile 6grenme ortamla-
r1 igin farkli 6geler sunmaktadir. Uzaktan egitimde 6grenciler farkli 6grenme des-
teklerine ihtiya¢ duymaktadir (Taylor & Galligan, 2006). Ogrencilerin bu 6grenme
ihtiyaglarini kargilayabilmek icin uzaktan egitimde dersler yiiz yiize egitime gore
farkli bir sekilde yapilandirilmalidir (Moore & Kearsley, 2011). Bu yapilandirma
slirecinde ise 6grenci goriisleri 6n plana ¢ikmaktadir. Uzaktan egitimde matematik
ogrenmenin 6grenci goriisleri ile degerlendirildigi bu ¢aliymada, matematik 6gre-
timinde kullanilan 6gretim yaklasimi, 6grencilerin matematik 6zyeterligi ve bilgi-
sayar Ozyeterligi puanlarinin 6grenciler tarafindan belirtilen metaforlarin duygu
yiiklerine gore farklilagip farklilagmadig incelenmistir. Ogrencilerin bilgisayar 6z-
yeterligi puanlarinin pozitif, nétr ve negatif olarak siniflandirilan metaforlar igin
anlamli farklilik yaratmadig belirlenmistir. Buna karsin, matematik 6zyeterligi
puanlarinin sadece pozitif-negatif gruplar arasinda farkhilagtig: tespit edilmistir.
Bu farklilasma pozitif metaforlar lehinedir. Kullanilan 6gretim yaklagimi puanla-
r1 karsilagtirildiginda ise notr-pozitif ya da nétr-negatif gruplar arasinda anlamli
farklilik bulunmamasina ragmen pozitif-negatif gruplar arasinda anlamh farklilik
oldugu gorilmiistiir. Matematik 6zyeterligi puanlarinda oldugu gibi bu fark pozitif
metaforlar1 kullanan 6grenciler lehinedir.

Bilgisayar 6zyeterligi puanlarinin bu ¢alisgmada metaforlar i¢in anlamli farklilik
yaratmadig1 belirlenmistir. Bilgisayar ozyeterlik algisi bireyin bilgisayar basinda
bir gorevi gerceklestirmek icin bilgisayar kullanim yetenegi {izerine kabul ettigi
algis1 (Glircan, 2005) olarak diisiiniildiigiinde ve yapilan ¢aligmalarin bu alginin
bilgisayar tabanli gérevlerde performans: etkiledigi ele alindiginda (Sam, Othman
& Nordin, 2005), bu ¢alismada bilgisayar tabanli gorevlerin uzaktan egitimde her
Ogrenci icin basit diizeyde olmasi sebebiyle bilgisayar 6zyeterliliginin 6grencilerin
uzaktan egitimde matematik 6grenmeye kars: goriislerinin degisikliginde etkili ol-
madig1 soylenebilir.

Bulgulardan yola ¢iktigimizda matematik 6z-yeterliligi yiiksek olan 6grencile-
rin uzaktan egitimde de pozitif algilar olugturdugunu sdyleyebiliriz. Ogrenenlerin
ozyeterlige iligkin inanglarinin motivasyon ve basar: duygusu i¢in kilit nitelikte ol-
dugu ele alindiginda (Pajares, Johnson & Usher, 2007) uzaktan egitimde matema-
tik 6grenme siirecini destekledigini diistinebiliriz. Alanyazinda 6zyeterlik tizerine
yapilan ¢aligmalarda daha yiiksek 6zyeterlik sahibi ¢ocuklarin, basarisizlig1 ¢aba
eksikligine bagladig1 tespiti (Chase, 2001; Ordonez-Feliciano, 2009) distiniildii-
gtinde uzaktan egitimde 6grencilerin matematigi 6grenirken basarisizliklarinda
caba eksikliklerine baglayarak kendi 6grenmelerini diizenleme firsat: buldugun-
dan 6grenmeyi daha pozitif algiladiklar1 yargisina varilabilir. Ayn1 zamanda, ma-
tematik Ozyeterligi ile 6grencilerin matematik performans: arasinda olumlu bir
iliski oldugunu ortaya koyan galigmalar (Anjum, 2006; Siegle & McCoach, 2007;
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Stevens, Olivarez, Lan & Talent-Runnels, 2004 ) 1s1ginda uzaktan egitimde de ma-
tematik performanslarina pozitif yansimalar olabilecegi 6ngoriisiinde bulunulabi-
lir. Smith ve Ferguson (2005) uzaktan egitimde basarili 6grencilerin karakterlerini
sunduklar: ¢aligmalarinda, bagarili 6grencilerin 6z-disipline sahip olduklarin: ve
ogrenmelerini organize edebildiklerini belirtmislerdir, matematik 6z-yeterliliginin
de bu karakteristik 6zellikleri destekledigi diistiniildiigiinde 6grencilerin uzaktan
egitimde matematik 6grenme {lizerine pozitif algilar olusturmalarin: sagladig: s6y-
lenebilir.

Bu ¢alismada 6grenci ve 6gretmen merkezli olarak ele alinan 6gretim yaklagi-
minin, 6grencilerin uzaktan egitimde matematik 6grenme algilar: tizerinde etkisi
oldugunu séyleyebiliriz. Uzaktan egitimde matematik 6grenirken 6grenci merkezli
ogretim yaklasiminin kullanilmasinin 6grencilerin 6gretim {izerine pozitif algilar
olusturmasinda etkili olabilecegi yargisina varilabilir. Ogrenci merkezli yaklagim-
da 6grenenler bilginin pasif alic1 olarak tanimlanmadigindan, kendi 6grenmele-
rinden sorumludurlar, kendi hipotezlerini iretir ve test ederler. C)gretmenler ise
kendi anlamlarini olusturma c¢abasindaki 6grenenlere destek saglar ve konuya
iliskin problem durumlar: yonelterek arastirmaya 6zendirirler (Fosnot & Perry,
1996). Bu yaklasimin uzaktan egitimde de 6grencilerin matematik 6grenme so-
rumluluklarini almalarina firsat tanimasiyla ve 6gretmenlerin bu siirecte destek
saglamasiyla, uzaktan egitim siirecinde matematik 6grenmeye kars1 6grenci algila-
rinda pozitif bir etki yarattig1 diisiiniilebilir.

Ogrencilerin matematigi uzaktan égrenmenin yararlar1 iizerine goriislerinin
analiz edildigi bu ¢aligmada esneklik temasinin en fazla belirtilen tema oldugu goze
carpmaktadir. Bu esneklik daha ¢ok 6grenciler tarafindan okula gidip yorulma-
dan istenilen yerden derse baglanilmasi olarak belirtilmistir. Ayni zamanda yemek
yiyerek dersi dinleme ya da diger temel ihtiyaglar1 giderme rahatlig1 da bu tema
altinda sunulmustur. Bu sonug, Allen ve Seaman (2010)’1n belirttigi uzaktan egi-
timin 6grencilerin bilgiye ulagmadaki yer ve zaman gibi bariyerleri kaldirdig1 go-
risil ile uyum gostermektedir. Caligmada ortaya ¢ikan diger temalar ise kayitlarin
tekrar izlenebilmesi, hiz, zamandan tasarruf, dersten kopmama, giiriiltii olmama-
s1, 6gretim kaynaklari, 6gretmen ve arkadas baskisinin hissedilmemesi olmustur.
Benzer olarak, Braude ve Merrill (2013) ¢aligmalarinda dersin tekrar tekrar izle-
nebilmesini, online materyal destegini, akran baskis1 hissetmemeyi uzaktan egiti-
min degerli 6grenme firsatlar1 olarak nitelendirmiglerdir. Ogrencilere matematigi
uzaktan 6grenmenin en iyi yani soruldugunda sirasiyla en ¢ok 6ne ¢ikan temalar
esneklik, kayitlarin tekrar izlenebilmesi ve 6gretim kaynaklari temalar1 olmustur.
Bu temalarda ileride yer alabilecek uzaktan egitimin gerceklestirilecegi platformlar
i¢cin onemli 6geler sunmaktadir. Platformlarin genis kayit alanina imkén sunma-
sinin ve genis 6gretim kaynaklar: barindirmasinin 6nemi 6n plana ¢ikmaktadir.
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Ogrencilerin matematigi uzaktan égrenmenin zorluklari {izerine gériislerinin
analizinde en fazla belirtilen konunun internet kaynakl sikintilar oldugu goriil-
mektedir. Ogrenciler seslerinin gitmemesini, goriintii kalitesini ve sik sik inter-
netin kopmasini yasadiklar1 zorluklar olarak belirtmislerdir. Diger bir tema olan
hile/kopya temas: da 6grencilerin bir¢ogu tarafindan vurgulanmistir. Bu tema
altinda 6grenciler diger 6grencilerin uyguladig hile ve kopya girisimlerinden ya-
sadiklar1 haksizliklar: sunmuglardir. Benzer sekilde, Krause ve Putnam (2016)’1n
caligmalarinda cevirim i¢i 6devlerde 6grencilerin web sitelerinden, forumlardan
yararlandiklarindan, hesap makinelerini 6gretmenin izni olmadan kullandiklarin-
dan bahsetmislerdir. Diger bir tema ise §grenme zorlugu temasidur. Iletisimsizlik/
yalnizlik temas altinda ise 6grenciler agirlikli olarak arkadaglar1 ve 6gretmeni ile
yeterli iletisimi kuramadiklar: i¢in derslerde ¢ok yalniz hissettiklerini sunmusglar-
dir. Yalnizlik hissinin uzaktan egitimde yasanilan genel bir zorluk oldugu diger
caligmalarda da vurgulanmaktadir (Bambara, Harbour, Davies & Athey, 2009).
Diger bir tema olan destek alamama temasinda &grenciler yiiz ylize egitimde ma-
tematiksel bir kavram ile ilgili yardima ihtiyaglar1 oldugunda arkadaslarindan ve
ogretmenlerinden destek alabildiklerini fakat uzaktan egitimde destek alamadik-
larini belirtmiglerdir. Yorgunluk temas altinda uzaktan egitimde ekran kargisinda
¢ok ¢abuk yorulduklarini bu sebeple derse odaklanmada zorlandiklarini belirtmis-
lerdir. Motivasyonun ele alindig1 temada 6grenciler ¢ogunlukla arkadaglar1 ve 6g-
retmenleri ile sinirli iletisim kurduklari i¢in ilgilerinin ve motivasyonlarinin distik
olmasin: dile getirmislerdir. Dikkati ¢ceken bir tema ise sdylenmemis ihtiyaglarin
anlagilmamasi olmustur. Burada 6grenciler ¢ekindikleri i¢in soru soramadiklarini,
ylz ylize egitimde 6gretmenin yiizlerinden anlayip konuyu tekrar anlattigini fakat
uzaktan egitimde bu ihtiyaglarinin 6gretmen tarafindan anlagilmadigini ifade et-
mislerdir. Ayni zamanda matematiksel ifadeleri (sembolleri, grafikleri) sinavlarda
yazmanin zorlugu ogrenciler tarafindan dile getirilmistir. Benzer olarak, Smith
ve Ferguson (2005) uzaktan 6grenme ortamlarinin matematik icin iyi bir sekilde
adapte edilmedigini sunmuslardir. Ogrencilere matematigi uzaktan 6grenmenin
en kotii yani soruldugunda sirasiyla en ¢ok one ¢ikan temalar 6grenme zorlugu,
iletisimsizlik/yalnizlik ve hile/kopya temalar1 olmustur. Ayni zamanda, 6grenci-
lere gelecekte (salgin sonrasi) uzaktan egitimle hangi derslerin alinmak istendigi
soruldugunda 6grencilerin ¢ogunlugu gelecekte uzaktan egitimle matematik 6g-
renmek istemediklerini belirtmislerdir. Ek olarak, ogrenciler gelecekte uzaktan
egitimle sozel dersleri alabileceklerini ¢iinkii yiiz ylize egitimle ¢ok biiyiik bir fark
olmadigini ifade etmislerdir. Bu a¢idan ileride bir kisim derslerin uzaktan egitimle
gerceklestirilmesi s6z konusu oldugunda soylemsel agirlik iceren dersler uzaktan
egitimle verilebilir.

Uzaktan egitimin gelecekte de hayatimizin vazgecilmez bir parcasi olacagi var-
saylldiginda 6gretimin gerceklestirilecegi platformlarda olmasi gereken 6gelerle ve
6grenme ortaminin gereklilikleri ile bu arastirmanin sonuglarinin uzaktan egiti-
min niteligi i¢in 6nemli bulgular sundugu diisiintilmektedir.
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TESEKKUR VE AGIKLAMALAR
Caligmamiza katki saglayan tiim 6grencilere tesekkiir ederiz.
Cikar Catigmasi

Makalenin yazarlari arasinda, ¢aligma kapsaminda herhangi bir kisisel ve fi-
nansal ¢ikar ¢atigmasi bulunmamaktadir.
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LEARNING MATHEMATICS IN DISTANCE EDUCATION THROUGH STUDENTS’
EYES: SENTIMENT ANALYSIS
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Covid-19 salgini siirecinde, {ilkeler gesitli dnlemler almis ve bunun 6nemli bir
yansimast da egitim politikasinda olmustur. Salgin, diinya genelinde uzaktan egi-
timi zorunlu kilmigtir. Bu zorunluluk kapsaminda birgok {ilke uzaktan egitimin
daha nitelikli yiriitillebilmesi i¢in arayis icerisine girmistir. Calismanin amaci,
ogrencilerin uzaktan egitim siirecindeki matematik 6grenmeye yonelik algilarini
metaforlar yoluyla belirlemektir. Metaforlarin duygu yiikleri ile kullanilan 6gretim
yaklagimi, matematik dzyeterligi ve bilgisayar ozyeterligi degiskenleri ile iligkisi-
nin ortaya ¢ikarilmasi amaglanmustir. Ayni zamanda, 6grenci goriisleri ile uzaktan
egitimde matematik 6grenmenin degerlendirilmesi hedeflenmistir. Bu ¢aligmada
betimsel arastirma yontemlerinden tarama modeli kullanilmistir. Caligmanin ka-
tilimcilarini farkli bolgelerde 6grenim goren 201 ortaokul 6grencisi olusturmak-
tadir. Yiiriitiilen analizlerde metaforlarin duygu yiikii VADER (Valence Aware
Dictionary and sEntiment Reasoner) ile belirlenmistir. Ogrencilerin metafor si-
niflandirmas: kullanilarak yiiriitiilen tek yonlit ANOVA analizleri ile kullanilan
6gretim yaklagimi, matematik 6zyeterligi ve bilgisayar 6zyeterligi puanlarinin ilgili
siniflandirmalar baglaminda anlaml farklilik yaratip yaratmadigi incelenmistir.
Ogrenci goriisleri ise icerik analizine tabi tutulmustur. Uzaktan egitimin gelecekte
de hayatimizin vazgecilmez bir parcasi olacag: varsayildiginda 6gretimin gercek-
lestirilecegi platformlarda olmasi gereken 6gelerle ve 6grenme ortaminin gerekli-
likleri ile bu arastirmanin sonuglarinin uzaktan egitimin niteligi i¢in 6nemli bul-
gular sundugu diigiiniilmektedir.

Anahtar Sézciikler: Uzaktan Egltim, Matematik Ogretimi, Metafor, Sentiment
Analizi, Ogrenci Goriisleri.

ABSTRACT:

Countries implemented a variety of measures with education policy during the
Covid-19 epidemic so that distance education has become compulsory all over the
world. Many countries have endeavored to conduct more qualified online educati-
on as a result of this need. The purpose of this study is to use metaphors to identify
students’ perspectives of mathematics learning in distance education. It is also ai-
med to reveal the relationship of metaphors with emotional loads and the variables
of teaching approach, mathematics self-efficacy and computer self-efficacy. Survey
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model, which is one of the descriptive research approaches, was employed in this
study and a total of 201 elementary school students from various regions of Tur-
key participated to the study. Valence Aware Dictionary and sEntiment Reasoner
(VADER) assessed the emotional load of the metaphors. With one-way ANOVA
analysis conducted using metaphor classification, it was examined whether the te-
aching approach, mathematics self-efficacy and computer self-efficacy scores cre-
ated a significant difference in the context of the relevant classifications. Student
opinions were subjected to content analysis. Assuming that distance education will
become an integral part of our lives in the future, it is anticipated that the findings
of this study will provide important insights into the elements that should be inc-
luded in the platforms where teaching will take place, as well as the requirements
of the learning environment.

Keywords: Distance Education, Mathematics Learning, Metaphor, Sentiment
Analysis, Student Opinions.

INTRODUCTION

During the Covid-19 epidemic, countries took a variety of measures with edu-
cation policy. As a result of the epidemic, distance education has become manda-
tory all across the world. During the epidemic period in Turkey, a rapid transition
to distance education was implemented in order to meet education needs. Many
countries have endeavored to conduct more qualified distance education as a re-
sult of this need. Without a doubt, distance education applications that are used
to complete students’ interrupted formal education are a way that should be as-
sessed (Can, 2020). According to Moore and Kearsly (2011), distance education is
an approach in which the teachers and students communicate using a variety of
techniques, as well as individual, flexible, and independent learning methods. Ac-
cording to the findings of a study in the field of mathematics education, the majority
of pupil’s view mathematics as a difficulty they will encounter throughout their edu-
cational careers. As a result, research has been conducted to discover the origins of
the claimed perception (Barakaev et al., 2020; Richland, Stigler & Holyoak, 2012).
However, it is noteworthy that the number of studies carried out especially on mat-
hematics during the epidemic is less than other fields (Borba, 2021; Khirwadkar
et al., 2020). Especially in this period, the necessity of addressing the different di-
mensions of the processes of conducting the mathematics course through distance
education emerges. It is considered to be an important dimension to determine the
opinions and perceptions of students regarding the mathematics lessons conduc-
ted through distance education (Garris & Fleck, 2020; Landrum, 2020). Metaphor
analysis stands out as a powerful method in determining student perceptions (Cor-
tazzi & Jin, 2020; Wegner et al., 2020). Metaphors are regarded to be one of the most
effective tools for structuring, directing, and controlling beliefs about how events
form and work (Baldwin, Landau & Swanson, 2018; Jensen, 2006; Kovecses, 2020;
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Shvarts & Bakker, 2019). Metaphors reflect how events and processes are percei-
ved (Inbar, 1996; Kovecses, 2020). People’s understandings, perceptions, and expe-
riences can be analyzed in depth using metaphors (Jensen, 2006; Kovecses, 2020).
However, there are different variables associated with metaphors (Jacobs & Kinder,
2018; Jensen, 2006; Mio,2018). Researches works have mainly focused on self-ef-
ficacy (Elaldi & Yerliyurt, 2016; Hawkins, 1995; Kahu & Nelson, 2018; Liu & Chi,
2012; Low, 2008) and teaching approach (Low, 2008; Tiberius, 1986; Zhang & Hu,
2009) reflects the importance of the relationship with students’ metaphorical per-
ceptions. Both self-efficacy for the field and self-efficacy for the computer are men-
tioned in the process where education takes place remotely (Gosselin, 2009; Usher
et al., 2018). According to these characteristics, it is critical to determine whether
or not the perceptions of learning mathematics in the distance education process
differ from those in traditional classrooms in terms of educational practices, and no
research has been identified in this area. Based on these findings, the purpose of this
study is to use metaphors to determine students’ perceptions of mathematics lear-
ning in the distance education process, as well as to reveal the relationship between
metaphors and teaching approach, mathematics self-efficacy, and computer self-ef-
ficacy when dealing with emotional loads. Additionally, we focused on mathematics
learning in distance education with student opinions. The following is the theoreti-
cal framework that was discussed in relation to the purpose of this study.

Distance Education

During the epidemic, the distance education can be employed as a stand-alone
educational system, as well as to supplement face-to-face education in the future.
Distance education is a teaching approach in which communication and inter-
action between educational activity organizers and performers and students is
provided from a central location via various special environments in situations
where in-class activities are not possible due to the limitations of traditional ed-
ucation and training methods (Alkan, 1987; Lee, 2020). Flexible learning options
are available through distance education, which is viewed as an alternative to tradi-
tional education and training (Giirkan, 2020). It gives a cost-effective educational
opportunity where the learner is not restricted by time or location. The students
in distance education might gather together for social and educational purposes,
despite the fact that it is individual learning (Keegan, 1986; Williamson, Eynon &
Potter, 2020). They can use time flexibly and dedicate time for other activities in
the remote education process (Hrastinski, 2008; Niemi, 2021). At the same time, by
enriching the content with multimedia in distance education, it is possible for the
teacher and the student to communicate effectively and provide maximum bene-
fit in the education process (Bayram, 2002; Holmberg, 2020). Distance education
includes limitations along with its positive aspects. Courses such as laboratories
and workshops that require skills and attitudes in distance education may not be
given effectively (Usun, 2006). The development of course materials and content
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necessitates expertise due to individual variances (Ozmen, 2012; King, 2020). Di-
rect participation in the learning process to address learning challenges may result
in the development of undesirable habits (King, 2020; Usun, 2006). For students
who do not have an independent and distinct learning discipline, the distance ed-
ucation may present challenges in planning and self-study (Usun, 2006). At the
same time, in distance education, the individual is expected to have competence in
information and communication technologies (Kim, 2020; Pakhomova et al., 2021;
Ratheeswari, 2018).

Metaphor

Muran and DiGiuseppe (1990) define metaphor as the process of giving things
new meaning whereas Amundson (1988) defined metaphor as the reduction of
multiple mixed-level events to a simpler level. In their work, Tompkins and Lawley
(2002) defined metaphor as identifying a notion with another concept, explaining
it as an analogy, and looking at it from several perspectives. According to Taylor
(2005), metaphor connects a scenario or item that we desire to comprehend to a
field of concepts in a distinct meaning field, allowing us to perceive things from
other perspectives and angles that might otherwise go unnoticed. Metaphoric
thinking allows students to come up with unique and original research ideas, as
well as learn and convey complex concepts (Febriyanti & Putra, 2020; James, 2002).
The notion to be stated can be expressed more successfully with fewer words and
a stronger expression can be gained with the use of metaphors (Black, 2019; Gir-
men, 2007). Metaphors, according to Arslan and Bayrakg1 (2006), assist us perceive
abstract and difficult-to-understand concepts or objects and guide us. Metaphor
studies are utilized in education, as well as in a variety of other fields. Educators
get new perspectives and understandings about their own roles and responsibili-
ties, the nature of education, and teacher-student relationships through metaphors
(Craig, 2018; Celikten, 2005). Metaphors are seen as tools of investigation and
intuition in the field of education, used to capture and develop differences and
ideas in practice, as well as to increase awareness of impractical assumptions (De
Guerrero & Villamil, 2002). Metaphors provided from many perspectives provide
insight into where education is now and where it should go in the future (Kral,
2015; Kdvecses, 2020; Perry & Cooper, 2001).

Mathematics Self-Efficacy

Self-efficacy is defined as “a productive capacity in which cognitive, social,
emotional and behavioral sub-skills are organized and effectively managed to serve
numerous purposes’ (Bandura, 1977). According to Pajares, Johnson, and Usher
(2007), self-efficacy beliefs are important for motivation and achievement. Child-
ren with higher self-efficacy attribute failure to a lack of effort in research on sel-
f-efficacy; nonetheless, they offered evidence to support the finding that children
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with lower self-efficacy attribute failure to a lack of competence (Chase, 2001; Or-
donez-Feliciano, 2009). The self-efficacy beliefs and motives have significant roles
in their mathematical achievement (Sevgi & Yakigikli, 2020; Stevens et al., 2004).
Simultaneously, research works in mathematics education show that there is a po-
sitive correlation between mathematical performance and mathematics self-effica-
cy (Anjum, 2006; Hiller et al., 2021; Siegle, McCoach, 2007; Stevens et al., 2004).

Computer Self-Efficacy

Individuals have preconceived notions about their abilities in numerous discip-
lines. Computer self-efticacy is one of these categories. Computer self-efficacy is
defined as an individual’s belief in their capacity to utilize a computer to complete
a task at the computer (Giircan, 2005). Learners who have a poor level of computer
self-efficacy may struggle with computer-based tasks (Sam, Othman & Nordin,
2005; Srisupawong et al., 2018). It could be stated that, the most effective way to
develop computer self-efficacy beliefs is the direct experiences with computers.
According to the literature, computer self-efficacy is positively influenced by ex-
pertise with computers (Askar & Umay, 2001; Késeoglu et al., 2007; Ozgelik &
Kurt, 2007; Srisupawong et al., 2018; Torkzadeh, Chang & Demirhan, 2006).

Teaching Approach

The students in traditional learning environments do not have the opportunity
to interact with one another or ask questions. The teacher is frequently the one who
asks almost all the questions and has the authority in these situations. Even when the
student asks questions, they could not be effectively answered. Teachers in typical le-
arning contexts talk more than students and convey information from textbooks. Be-
cause the classroom is set up in fixed rows, students are unable to sit in a manner that
allows them to work together in groups (Brooks & Brooks, 1999; Clayton, Blumberg &
Anthony, 2018). The material and teaching circumstances in traditional learning envi-
ronments are pre-determined in great detail. Learners must follow the teacher-deter-
mined courses and are unable to steer the learning process through their own choices
(Balcy, 2007; Oguz, 2011). These cases defines the basic characteristics of teacher-cen-
tered approach. Traditional learning philosophy is virtually diametrically opposed to
constructivist learning philosophy. In the constructivist learning approach, there are
collaborative activities in which learners rebuild or reconstruct their existing meanings
by responding and adjusting properly to cues from the environment. The aims for the
learners’ higher-order thinking skills are highlighted in this method, and the learners’
requirements are also considered. “What should be taught?” rather than “How does an
individual learn?” is the question addressed here (Erdamar & Demirel, 2008). Learners
are not considered as passive recipients of information in the constructivist learning
paradigm, therefore they are accountable for their own learning, producing and testing
their own hypotheses. Teachers, on the other hand, help students who are attempting
to construct their own meanings and stimulate study by guiding them to relevant prob-
lem scenarios (Darsih, 2018; Fosnot & Perry, 1996). These cases reflect the basic chara-
cteristics of a student-centered approach.
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METHOD
Research Model

Survey model, which is one of the descriptive research approaches, was emp-
loyed in this study. Survey models attempt to explain a scenario as it now exists in
the past or present (Karasar, 2009). With survey method research, it is anticipated
to find answers to questions such as what is the situation, where are we, what do
we want to do, where, in which direction, and how should we proceed, using data
gathered over a period of time (Kaptan, 1998). The purpose of this study is to assess
the mathematics learning process in distance education and to determine the com-
ponents of distance education’s future orientation, which is expected to become an
increasingly important part of our lives.

Participants

The study included 283 elementary school students as participants. The samp-
ling approach was maximum variation sampling. Students from various regions of
Turkey were included in the survey due to the nature of the study’s structure, which
increased the range of responses provided. Participants were chosen based on their
diversity in both urban and rural settings. The data of the students who did not uti-
lize metaphors or could not describe the basis for their metaphor in a coherent way
were excluded from the study, leaving just the data of 210 participants. One way
between groups ANOVA was applied using the responses of 201 participants who-
se computer-human classification was compatible as a result of sentiment analysis.
In the study, which included participants from 8 different cities in different regions
of Turkey, 118 of the 201 students whose data were analyzed were girls and 83 were
boys. Considering the grade levels, it was determined that 81 of the participants
were 5th grade, 54 of them were 6th grade, 29 of them were 7th grade and 37 of
them were 8th grade.

Data Collection Tools

The data for the study was collected by using a Google Forms. The scale, which
was developed by researchers that determines the teaching approach in distan-
ce mathematics education, “Mathematics Self-Efficacy Scale” developed by Umay
(2001) and “Computer Self-Efficacy Scale” developed by Isiksal and Askar (2003)
were applied to the participants. At the same time, the participants’ demographic
characteristics (such as gender, class level, and province of residence), technology
use cases (such as the distance education platform they use, their technological
equipment, and their Internet usage), metaphors for learning mathematics in dis-
tance education, and perspectives on learning mathematics in distance education
were gathered.
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Within the scope of the research, in order to determine the metaphors of stu-
dents towards learning mathematics in distance education. Students were asked
to fill in the blanks in the sentence: “Learning mathematics in distance educati-
on is like ............. because............... ”. In this context, after students defined
learning mathematics in distance education with a word or a phrase, they were
asked to write a justification taking into account the characteristic features of the

structure they likened.

The researchers first devised draft questions in order to ascertain the students’
perspectives on learning mathematics through distance education. Two field ex-
perts in mathematics education looked over the questions to see if they were ap-
propriate for the research. The revisions were also completed by linguists when the
required arrangements had been made. The predetermined questions were admi-
nistered to 23 volunteer elementary school students, and it was evaluated whether
the participants understood the questions correctly. The research questions are
outlined as follows.

1. What are the advantages of studying mathematics in distance education?

2. What aspect of learning mathematics in distance education appeals to you
the most?

3. What are the challenges of learning mathematics in distance education?

4. What is the most difficult aspect of learning mathematics in distance edu-
cation?

5. Do you want to learn mathematics in the future (post-pandemic) through
distance education? Explain in details.

6. If you had the option to choose which courses you would like to take via
distance education in the future (post-pandemic), what courses would you choose?
Explain in details.

Teaching Approach Scale
Within the scope of the study, a scale was needed to determine the teaching

approach in the classroom. The steps followed in the scale development process
are given in Figure 1.

Figure 1. The scale development process
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In this process, while the international and national literature was scanned and
the items addressed in large-scale applications were examined, on the other hand,
interviews were held with field experts and teachers and draft scale items were
created. For the answers to the scale items, a 4-point Likert-structure form was
formed as “(4) in every lesson/almost every lesson’, “(3) in most lessons”, “(2) in
some lessons” and “(1) in any lesson”. was designed. The items in the draft form of
the scale were evaluated as “appropriate”, “not appropriate” and “must be correct-
ed” in line with the opinions of field experts. Lavshe analysis was used while de-
ciding whether or not the items would be included in the scale. According to these
analyzes, items with a content validity ratio below .99 were removed from the draft
version of the scale (Veneziano & Hooper, 1997). After the necessary controls in
terms of language were carried out, pilot applications were carried out. According
to the exploratory factor analysis findings made after the pilot applications, items 1,
2,4,5,6,9 and 12 indicate a student-centered teaching approach, while items 3, 7,
11 and 14 indicate that the teaching approach is teacher-centered. Items describing
teacher-centered teaching were reverse scored. As a result of the answers given,
the high score obtained by the participants indicates a student-centered teaching
approach in distance mathematics teaching, while the low score indicates a teach-
er-centered teaching approach. According to the results of the pilot application,
items 8, 10, 13 and 15 were removed from the scale. The final applications contin-
ued with 11 items. The Cronbach’s alpha, which defines the internal consistency
of the scale, was calculated as .823. Examples of the items in the scale are given in
Table 1.

Table 1. Teaching Approach Scale Sample Items

Mathematics Self-Efficacy Perception Scale

The mathematics self-efficacy perception scale developed by Umay (2001) con-
sists of 14 items. This scale was developed for university students and also gave
reliable results for elementary and high school students (Delioglu, 2017; Doruk,
Oztiirk & Kaplan, 2016; Giizeller & Akin, 2012; Kurtulus & Oztiirk, 2017; Oziido-
gru & Biimen, 2016; Sengiil, 2011). As a result of the application, the Cronbach
alpha reliability coefficient of the scale was calculated as .834. In this scale, there
are 8 positive and 6 negative items. The mathematics self-efficacy perception scale
was scored with a 1-5 rating scale. Students participating in the study were asked
to indicate their degree of agreement with one of the options “Always”, “Often’,
“Sometimes”, “Rarely” and “Never” for each item. In the Likert-type scale, the scale
score consists of the sum of the response scores to the items. Negative items in the
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scale were reverse scored. The highest self-efficacy perception score that can be ob-
tained from the questionnaire is 70 and the lowest score is 14. High scores indicate
high self-efficacy perception towards mathematics.

Computer Self-Efficacy Perception Scale

In the study, the “Perception of Self-Efficacy Regarding Computer” scale devel-
oped by Isiksal and Agskar (2003) was used. The scale, which was developed in the
form of “strongly agree”, “agree”, “neutral’, “disagree”, “strongly disagree”, was ap-
plied to the participants and the reliability coefficient was calculated as .910. High

scores indicate a high self-efficacy perception towards computer.
Data Analysis

The data of the students who participated in the research who did not use met-
aphors or could not explain the rationale for their metaphor were not included
in the analysis. Sentiment analysis of metaphors was carried out using 210 stu-
dent data. VADER (Valence Aware Dictionary and sEntiment Reasoner), an open
source library with a rule/dictionary-based structure, available under the MIT li-
cense, was used in the analysis using the Python programming language. In the
analyzes, the emotional load of the metaphors was determined by VADER and
the load scores were obtained between -1 and +1. Afterwards, metaphors were
classified as positive, neutral and negative. Metaphors were classified by both re-
searchers for reliability and the findings were compared with the VADER results.
With the one-way ANOVA analysis carried out using the triple metaphor classifi-
cation, it was examined whether the teaching approach, mathematics self-efficacy
and computer self-efficacy scores of the students created a significant difference in
the context of the relevant classifications.

Today, the increase in the content of subjective judgments produced due to the
widespread use of the Internet has increased the importance of making the classi-
fication by the computer. Sentiment analysis classifies opinions on an entity as pos-
itive, negative or neutral regardless of the subject (Medhat, Hassan & Korashy,
2014). Within the scope of the study, it was aimed to correctly classify the meta-
phors created by the students. Since the opinion analysis studies in the literature
are mostly done on English texts, the researchers carried out an analysis on the
English forms of the metaphors created by the students. As a result, while translat-
ing the texts into another language, one English expert translated the texts from
Turkish to English, and another English field specialist translated the translated
writings from English to Turkish, ensuring that the translated texts were accurate.
Afterwards, the metaphors were classified by both researchers for reliability and
the findings were compared with the VADER results. Cut-off scores suggested by
Hutto and Gilbert (2014) were used to classify opinions. Accordingly, if the com-
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posite score obtained as a result of the VADER analysis is greater than or equal to
+.05, the metaphor is classified as positive, and if this value is less than or equal to
-.05, it is evaluated as negative. If the composite score is between -.05 and +.05, the
metaphor is grouped as neutral. The code structures for VADER analysis written in
Python and the output samples obtained from the analyzes are given in Figure 2.

Figure 2. VADER analysis visual written in Python

As an example, analyzes for classification of positive, neutral and negative met-
aphors are shared in Figure 2. In addition to the different emotional load scores
obtained, the composite score obtained from these score types can be seen in the
figure above.

Table 2 lists sample metaphors and their classification as good, negative, or
neutral within the context of VADER analysis and rater ratings.

Table 2. Example Metaphors and Evaluation Results

Kappa statistical technique was used in the comparison of the VADER clas-
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sification and the evaluations obtained from the raters. Cohen’s Kappa value was
calculated as .930. This value shows that there is a very good agreement between
VADER and rater classification (McHugh, 2012). In order to apply the one-factor
analysis of variance between groups (ANOVA), the analyzes were continued with
201 data compatible with computer-human classification. At this point, some as-
sumptions of ANOVA need to be met. The scores of the dependent variable should
be at least in the interval scale (Bityiikoztiirk, 2012). Also, the data should show
a normal distribution. In this study, the kurtosis and skewness coeflicients were
examined to see whether the data were normally distributed. Then, with the nor-
mality test, it was examined whether the data met the normality assumption. Since
the number of participants in the application group was greater than 50, Kolm-
ogorov-Smirnov test results were used in the assumption of normality. The data
obtained from the dependent variables in this study show a normal distribution.
Levene statistics were used to determine whether the homogeneity of variances
assumption was met. Accordingly, Levene’s statistics for computer self-efficacy
were .700 (p=.498), for mathematics self-efficacy 2.685 (p=.071) and for teaching
approach. It was obtained as 576 (p=563). These values, which are not statistically
significant, mean that the assumption of homogeneity of variances is provided for
all dependent variables.

Qualitative Analysis

The opinions of the students about learning mathematics in distance educa-
tion, which were taken through open-ended questions, were subjected to content
analysis. While conducting content analysis in the research, the stages of creating
a framework for content analysis, processing the data according to the thematic
framework, defining and interpreting the findings were taken into account. The re-
search data were coded separately by two researchers. After the code and theme list
was finalized, the data were evaluated by two researchers. The consistency of the
codes created by the researchers independently from each other was determined
by marking them as “Agreement” or “Disagreement”. The cases where the research-
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ers used the same code for the students” expressions were accepted as consensus,
and the cases where they used different codes were accepted as disagreements. In
the parts that were in conflict by one researcher, coding was done by taking the
opinion of the other researcher. The reliability of data analysis made in this way;
It was calculated using the formula [Agreement / (Agreement + Disagreement) x
100] (Miles & Huberman, 1994). The mean reliability among coders was 91%.

Ethics Committee Approval

This study was found to be in accordance with the ethical principles of research
in the field of Educational Sciences, with the decision numbered 02 of the 2021
meeting numbered 14 of the Ethics Committee of Nigde Omer Halisdemir Uni-
versity.

RESULTS

The findings of the study are presented below under the headings of metaphors
and student opinions.

Metaphors

In this study, it was determined whether the teaching approach used in math-
ematics teaching, students’ mathematics self-efficacy and computer self-efficacy
scores differed in terms of the emotional loads of the metaphors stated by the stu-
dents.

First of all, one way between groups ANOVA was conducted to examine wheth-
er the computer self-efficacy scores differed according to the emotional loads of
the metaphors. Metaphors were divided into three groups according to their emo-
tional load (Group 1 stands for negative, Group 2 stands for neutral, and Group 3
stands for positive). There was no statistically significant difference among groups
at the p<.05 level in the computer self-efficacy scores of different emotional loads:
F (2,198) =1.671, p=.191.

Similarly, one way between groups ANOVA was conducted to examine wheth-
er the mathematics self-efficacy scores differed according to the emotional loads
of the metaphors. Metaphors were divided into three groups according to their
emotional load (again Group 1 stands for negative, Group 2 stands for neutral,
and Group 3 stands for positive). A statistically significant difference was found
among the groups at the p<.05 level in the mathematics self-efficacy scores of dif-
ferent emotional loads: F (2,198) =10.190, p=.000. Using the eta-square method,
the effect size is computed and determined as .093. According to Cohen (1988),
this value indicates a moderate effect size. Post-hoc comparisons using the Tukey
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HSD test indicate that the mean score for Group 3 (M=3.845, SD=.573) is signifi-
cantly different from the mean score for Group 1 (M=3.397, SD=.701). Group 2
(M=3.599, SD=.599) did not differ significantly from Group 1 and Group 3.

Finally, one way between groups ANOVA was conducted to examine whether
the teaching approach scores differed according to the emotional loads of the met-
aphors. Metaphors were divided into three groups according to their emotional
load (Group 1 represents negative, Group 2 represents neutral, and Group 3 rep-
resents positive). A statistically significant difference was found among the groups
at the p<.05 level in the teaching approach scores of different emotional loads: F
(2,198) =3.866, p=.023. Using the eta-square method, the effect size is computed.
It was determined as .038. According to Cohen (1988), this value indicates a low
effect size. Post-hoc comparisons using the Tukey HSD test indicate that the mean
score for Group 3 (M=2.529, SD=.365) is significantly different from the mean
score for Group 1 (M=2.367, SD=.404). Group 2 (M=2.482, SD=.358) did not dif-
fer significantly from both Group 1 and Group 3.

Student Opinions

Through questions, students’ opinions on learning mathematics in distance ed-
ucation were gathered. These findings are presented below as subheadings based
on how the questions were grouped. Students were coded as S1, S2, ..., S201.

Question 1-2: What are the advantages of studying mathematics in distance edu-
cation? What aspect of learning mathematics in distance education appeals to you
the most?

This section contains an examination of students’ perspectives on the advanta-
ges of distance learning in mathematics. Table 3 shows the identified major themes
(with a frequency greater than 30%).

Table 3. Themes and Frequencies Determined on the Benefits of Distance Learning
Mathematics
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When Table 3 is examined, it is striking that the “flexibility” theme is the most
mentioned one. Here, flexibility is mostly stated by students as going to school and
connecting to the lesson from anywhere without getting tired. At the same time,
the comfort of listening to the lesson by eating and meeting other basic needs is
also presented under this theme. The theme of replaying the recordings was frequ-
ently mentioned by the students. This theme can be considered as an element of
a differentiated learning environment because the students stated that they could
understand the parts they did not understand by watching them repeatedly. This
situation can be interpreted as students having the opportunity to learn at their
own pace. Under the theme of speed, there were codes for the teacher to give a
slower expression. This issue was expressed by the students as the fact that teachers
explain more slowly than face-to-face education and that they can understand the
subject in the lesson by catching up with their friends. The code that was mainly
handled by the students under the theme of saving time was that the teachers did
not waste time on writing questions so that more questions could be solved in the
lesson. The codes presented by the students under the theme of do not stay away
from the lesson include breaking away from the lesson when there are preliminary
information or rules that cannot be remembered during the lesson in face-to-face
education, because the continuation of the subject cannot be understood. Howe-
ver, this theme reflects the existence of the internet in distance education, and
the fact that students can quickly access information that they cannot remember,
and that there is no disconnection from the lesson. Under the theme of no noise,
the students stated that the classrooms are very noisy in face-to-face education,
so many mathematics lessons are not understood, but the lessons are more un-
derstandable because there is no noise in distance education. Under the theme of
teaching resources, the positive effect of accessing many electronic resources with
different content is presented. The notable themes with frequency values and not
to be underestimated were not feeling the pressure of teachers and peers. Here, in
the codes specified under the themes, it is presented that in face-to-face education,
the eyes and words of teachers and their peers, and the pressure created on the
students, and the inability of the students to fully focus on the lessons. At the same
time, they presented that they could focus on the lessons better because they did
not feel this pressure in distance education. One-to-one student opinions exemp-
lifying different themes and related themes are given below.

“When I'm hungry, I eat my dinner in my room and listen to the lecture, I don't
get tired, I think that’s the biggest benefit” Flexibility-S83

“I think watching the recordings again because that way I can understand the
parts I don't understand or miss” Replay of recordings -S105

“At school, the teacher was speaking very quickly, my friends could understand,
but I could not keep up, but in distance lessons, the teacher taught more slowly, it
was useful for me” Speed-524
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“We were wasting a lot of time while the teacher was writing the questions on
the board in the classroom, now he just has to open the book on the screen so we
can solve more questions.” Saving on time-5192

“At school, I couldn’t solve questions because I couldn’t remember the rules, but
now when I get stuck, I look at the internet right away, I remember so I don’t get
distracted from the lesson” Do not stay away from the lesson-S7

“I couldn’t understand the lesson because there was a lot of noise in the school,
but there is no noise in distance education, I can understand it easily” No noise-S96

“Normally, our teacher would come to the class with a book and solve questions
from there, but he used a lot of source books in distance education and we were
able to solve a wide variety of questions” Teaching resources- S61

“While I was solving questions at school, my teacher would look at me so much
that I couldn’t even solve the question I could have done by panicking. Now I don’t
feel their gaze, so I solve the questions more easily because I'm comfortable” Lack
of teacher pressure -S128

When students were asked about the best aspect of learning mathematics from
a distance, the most prominent themes were flexibility, replayability and teaching
resources, respectively.

Question 3-4: What are the challenges of learning mathematics in distance educa-
tion? What is the most difficult aspect of learning mathematics in distance education?

In this section, an analysis of students’ opinions on the difficulties of distance
learning mathematics is given. Table 4 shows the identified major themes (with a
frequency greater than 30%).

Table 4. Themes and Frequencies Determined on the Difficulties of Distance Lear-
ning Mathematics
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When Table 4 is examined, it is seen that the most mentioned issue is inter-
net-related problems. The students stated that their voices are not going away, the
quality of the image and the frequent disconnection of the internet as the diffi-
culties they experience. Another theme, cheating/copying, was also emphasized
by most of the students. Under this theme, students presented the injustices they
experienced from other students’ cheating/copying attempts. For example, getting
the help of a person next to them in exams, answering the teacher’s question by
looking at the internet, making transactions with a calculator, and not seeing the
value they deserve, no matter how hard they try, are stated as difficulties. The diffi-
culty in learning mathematics in distance education is another mentioned theme.
The codes that appeared under this theme were that the subjects were not unders-
tood as much as in face-to-face education, the teacher often explained verbally, so
the attention was quickly distracted, the students could not verbally express their
actions, and the learning effort decreased. Under the theme of miscommunication/
loneliness, students reported that they felt very lonely in the lessons, mainly be-
cause they could not communicate adequately with their friends and teachers. In
the theme of not receiving support, another theme, students stated that they could
get support from their friends and teachers when they needed help with a mathe-
matical concept in face-to-face education, but they could not get enough support
in distance education. Under the theme of fatigue, they stated that they get tired
very quickly in front of the screen in distance education, so they have difficulty
in focusing on the lesson. In the theme of motivation, students mostly stated that
they have low interest and motivation because they have limited communication
with their friends and teachers. A notable theme was the lack of understanding of
unspoken needs. Here, the students stated that they could not ask questions beca-
use they were hesitant, and that in face-to-face education, the teacher understood
the students’ glances, attitudes, gestures and mimics and explained the subject aga-
in, but in distance education, these needs were not met by the teacher. At the same
time, the difficulty of writing mathematical expressions (symbols, graphics, etc.) in
exams was expressed by the students. One-to-one student opinions exemplifying
different themes are given below along with the related theme.

“Frequent internet disconnection was the biggest problem I experienced” In-
ternet-related problems-S73

“I study hard on the exams, but I still fall behind the class because no one helps
me with the exams. My friends are helped by their mothers, fathers and siblings”
Cheat/Copy-S120

“It is more difficult to learn in distance education. At school, everyone was as-
king more questions, so I could understand what I didn’t understand, and my effort
to learn rose as a result of my friends’ queries, but now no one is asking questions,
so I ask a couple and then leave them alone” Learning Difficulty-S11
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“I can’t talk to my friends; it makes me feel so lonely” Miscommunication/Lo-
neliness-S103

“I was usually able to ask my friends or my teacher during recess when there
was something I didn’t understand at school, but now I can’t do that” Lack of sup-
port-S8

“I get tired very quickly at the computer, after a while I can’t listen to my teac-
her”” Fatigue-S166

“Since I can't talk to my friends, I get distracted quickly in the lesson, I can’t
arouse desire in myself” Low motivation-S185

“At school, our teacher would understand that I didn’t understand because of
me and would explain the problem again and in different ways, but now even thou-
gh my camera is on, my teacher doesn’t understand it, and I feel isolated”” Failure to
understand unspoken needs-S157

“Our teacher often takes quizzes, we need to write a little bit of symbols there, I
find it very difficult to write them” Writing mathematical expressions-S38

When students were asked about the worst aspect of learning mathematics in
distance education, the most prominent themes were learning difficulty, miscom-
munication/loneliness, and cheat/copy, respectively.

Question 5-6: Do you want to learn mathematics in the future (post-pandemic)
through distance education? Explain in details. If you had the option to choose which
courses you would like to take via distance education in the future (post-pandemic),
what courses would you choose? Explain in details.

When the replies of the students were analyzed, the majority of them (83
percent) claimed that they did not wish to learn mathematics through distance
education in the future. At the same time, students (56%) answered that they will
be able to study oral courses (Turkish Literature, Social Studies, etc.) via distance
education in the future because the differences between face-to-face and distance
education are minimal.

DISCUSSION, CONCLUSION AND SUGGESTIONS

Distance education provides a variety of learning environments, each with its
own set of benefits and obstacles. Students in distance education require a variety
of learning aids (Taylor & Galligan, 2006). Distance education courses should be
arranged differently than face-to-face education in order to satisfy these students’

OMU EFD, 2022, Cilt 41, Say1 1, Sayfa 1-50



Arzu AYDOGAN YENMEZ, Semirhan GOKCE

learning demands (Moore & Kearsley, 2011). The perspectives of students are
highlighted during this structuring process. In this study, in which mathematics
learning in distance education is evaluated with students’ opinions, it has been
examined whether the teaching approach used in mathematics teaching, students’
mathematics self-efficacy and computer self-efficacy scores differ according to the
emotional loads of the metaphors stated by the students. It was determined that
students’ computer self-efficacy scores did not make a significant difference for
metaphors classified as positive, neutral and negative. On the other hand, it was
determined that mathematics self-efficacy scores differed only between positi-
ve-negative groups. This differentiation is in favor of positive metaphors. When the
scores of the teaching approach used were compared, it was observed that although
there was no significant difference between the neutral-positive or neutral-negati-
ve groups, there was a significant difference between the positive-negative groups.
As in mathematics self-efficacy scores, this difference is in favor of students who
use positive metaphors.

It was determined that computer self-efficacy scores did not make a significant
difference for metaphors in this study. When the perception of computer self-effi-
cacy is considered as the perception that an individual accepts on the ability to use
a computer to perform a task at the computer (Giircan, 2005), and when the stu-
dies are considered that this perception affects the performance in computer-based
tasks (Sam, Othman & Nordin, 2005), in this study, it can be said that computer
self-efficacy is not effective in changing students’ opinions towards learning mat-
hematics in distance education, since computer-based tasks are at a simple level for
each student in distance education.

Based on the findings, we can say that students with high mathematics sel-
f-efficacy also create positive perceptions in distance education. Considering that
learners’ beliefs about self-efficacy are key to motivation and sense of achievement
(Pajares, Johnson & Usher, 2007), we can think that they support the mathematics
learning process in distance education. Considering that in the studies on self-ef-
ficacy in the literature, it can be concluded that children with higher self-efficacy
attribute failure to lack of effort (Chase, 2001; Ordonez-Feliciano, 2009), and it can
be concluded that students in distance education perceive learning more positively
because they have the opportunity to organize their own learning by attributing
their failures to their lack of effort while learning mathematics. At the same time, it
is predicted that there may be positive reflections on mathematics performance in
distance education in the light of studies that reveal a positive relationship between
mathematics self-efficacy and students’ mathematics performance (Anjum, 2006;
Siegle & McCoach, 2007; Stevens, Olivarez, Lan & Talent-Runnels, 2004). Smith
and Ferguson (2005), in their study in which they presented the characters of suc-
cessful students in distance education, stated that successful students have self-dis-
cipline and can organize their learning. Considering that mathematics self-efficacy
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supports these characteristics, it can be said that students create positive percepti-
ons about learning mathematics in distance education.

In this study, we can say that the teaching approach, which is considered ei-
ther as student or teacher centered, has an effect on students’ perceptions of
learning mathematics in distance education. It can be concluded that the use of
student-centered teaching approach while learning mathematics in distance ed-
ucation may be effective in creating positive perceptions of students on teaching.
In the student-centered approach, learners are not defined as passive recipients of
information, so they are responsible for their own learning, produce and test their
own hypotheses. Teachers, on the other hand, provide support to learners who are
trying to create their own meanings and encourage research by directing problem
situations related to the subject (Fosnot & Perry, 1996). It can be thought that this
approach has a positive effect on students’ perceptions of learning mathematics
in the distance education process, by allowing students the opportunity to take
responsibility for learning mathematics in distance education and by providing
support to teachers in this process.

In this study, in which students’ opinions on the benefits of distance learn-
ing mathematics were analyzed, it was observed that the theme of flexibility was
the most mentioned theme. This flexibility is mostly stated by students as going
to school and connecting to the lesson from anywhere without getting tired. At
the same time, the comfort of listening to the lesson by eating or meeting other
basic needs is also presented under this theme. This result is in line with the out-
comes of Allen and Seaman (2010) that distance education removes barriers such
as time and place for students to access information. Other themes that emerged
in the study were the ability to watch the recordings again, speed, saving on time,
not staying away from the lesson, no noise, teaching resources, lack of the teacher
and student pressure. Similarly, Braude and Merrill (2013) described the ability to
watch the course over and over again, online material support, and not feeling peer
pressure as valuable learning opportunities of distance education. When students
were asked about the best aspect of learning mathematics from a distance, the most
prominent themes were flexibility, replaying of recordings and teaching resources,
respectively. These themes offer important elements for the platforms where dis-
tance education will take place in the future. The importance of the platforms that
provide a wide registration area and that they contain extensive teaching resources
comes to the fore.

In the analysis of students’ opinions on the difficulties of learning mathematics
remotely, it is seen that the most mentioned issue is internet-related problems. The
students stated that their voices are not going away, the quality of the image and the
frequent disconnection of the internet as the difficulties they experience. Another
theme, cheating/copying, was also emphasized by most of the students. Under this

OMU EFD, 2022, Cilt 41, Say1 1, Sayfa 1-50



Arzu AYDOGAN YENMEZ, Semirhan GOKCE

theme, the students presented the injustices they experienced from other students’
cheating and copying attempts. Similarly, Krause and Putnam (2016) mentioned
that students use websites and forums in online assignments and use calculators
without the permission of the teacher. Another theme is learning difficulty. Under
the theme of miscommunication/loneliness, students reported that they felt very
lonely in the lessons, mainly because they could not communicate adequately with
their friends and teachers. It is also emphasized in other studies that the feeling
of loneliness is a general difficulty experienced in distance education (Bambara
et al., 2009). In the other theme of not getting support, students stated that they
could get support from their friends and teachers when they needed help with a
mathematical concept in face-to-face education, but they could not get support in
distance education. Under the theme of fatigue, they stated that they got tired very
quickly in front of the screen in distance education, therefore they had difficulty in
focusing on the lesson. In the theme of motivation, students mostly stated that they
have low interest and motivation because they have limited communication with
their friends and teachers. A notable theme was the lack of understanding of un-
spoken needs. Here, the students stated that they could not ask questions because
they were afraid, that in face-to-face education, the teacher understood their faces
and explained the subject again, but in distance education, these needs were not
understood by the teacher. At the same time, the difficulty of writing mathematical
expressions (symbols, graphics) in exams was expressed by the students. Similarly,
Smith and Ferguson (2005) presented that distance learning environments are not
well adapted for mathematics. When students were asked about the worst aspect
of learning mathematics in distance education, the most prominent themes were
learning difficulty, miscommunication/loneliness, and cheating/copying, respec-
tively. At the same time, when the students were asked which courses they would
like to take with distance education in the future (after the epidemic), the majority
of the students stated that they do not want to learn mathematics with distance ed-
ucation in the future. In addition, students stated that they will be able to take oral
lessons with distance education in the future because there is not a big difference
with face-to-face education. In this regard, when it comes to the delivery of some
courses via distance education in the future, courses with a discursive component
may be offered.

Assuming that distance education will become an integral part of our lives in
the future, it is anticipated that the findings of this study will provide important
insights into the elements that should be included in the platforms where teaching
will take place, as well as the requirements of the learning environment.
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TURKCENIN YABANCI DiL OLARAK OGRETIMINDE AD DURUM EKLERI VE AD
EYLEMLERIN OGRETIMI

0z:

Ulkemizde go¢men niifusun ve son yillarda iiniversite egitimi almaya gelen
6grenci sayisinin artmasi, Tiirkgenin yabanc dil olarak 6gretilmesine daha faz-
la 6nem verilmesine neden olmustur. Tiirk¢e 6greten merkezlerin artmasi, ders
kitaplarinin ¢esitliligi ve bu alandaki talebi karsilama ¢abalar1 sevindiricidir. Bu-
nunla birlikte, Tiirk¢e 6gretim setlerinde dil bilgisi yapilarinin 6gretilme sirasi
farklilik gostermekte ve uzman goriislerine gore birbirini izleyen dil bilgisi yapila-
rinin &gretilmesi aralikli olarak yapildigi igin dgrenciler yapilar arasindaki iligkiyi
kuramamaktadir. Bu ¢aligmada Tiirkge 6gretim setlerinde ad durum ekleri ve ad
eylemlerin 6gretilme sekli ve zamanlamasi incelenmistir. Caligmanin amaci, be-
lirlenen Tiirk¢e 6gretim setlerinde bu iki dil bilgisi yapisinin hangi diizeyde ve ne
sekilde 6gretildigini belirlemek ve bu yapilarin hangi diizeylerde 6gretilmesi, nasil
ve hangi sirayla agiklanmasi gerektigini belirlemektir. Caligmada nitel bir aras-
tirma yontemi olan dokiiman analizi kullanilmistir. Caligma dokiimanlar: olarak
Yeni Hitit Yabancilar I¢in Tiirk¢e 6gretim seti, Gazi Yabancilar I¢in Tiirkge 6gre-
tim seti, Yedi Iklim Tiirkge Yunus Emre Enstitiisii 6gretim seti, Istanbul Yabancilar
I¢in Tiirkge 6gretim seti belirlenmistir. Incelenen dgretim setlerinde ad durum
eklerinin Al seviyesinde ancak ad eylemlerin farkli seviyelerde yer aldigi, yani
birbiriyle baglantili iki yapinin birbirinden bagimsiz ele alindig1 ve 6gretiminin
aralikli yapildigi, yapilar aralarinda 6grenicinin kurabilecegi bagin yeterince be-
lirtilmedigi tespit edilmistir. Caliymada s6z konusu yapilarin birbiriyle baglantili
oldugu, ayni seviyede art arda nasil anlatilmasi gerektigi drneklerle verilmistir.

Anahtar Kelimeler: Ad eylem, ad durum ekleri, Tiirk¢e dgretim setleri, yabanci
dil olarak Tiirkge ogretimi

e %

TEACHING NOUN CASE SUFFIXES AND GERUND INFINITIVES IN TEACHING
TURKIiSH AS A FOREIGN LANGUAGE

ABSTRACT:

The increase in the immigrant population in our country and the number of
students coming to get university education in recent years has led to more emp-
hasis to be put on teaching Turkish as a foreign language. The increase in centers
teaching Turkish, the diversity of textbooks and the efforts to meet the demand in
this field are pleasing. However, the order of teaching grammar structures in Tur-
kish teaching sets differs and according to the expert opinions, learners cannot es-

https:/doi.org/10.7822/omuefd.900174 d



Tiirkcenin Yabanci Dil Olarak Ogretiminde Ad Durum EKleri ve Ad..

tablish the connection in between as the teaching of successive grammatical stru-
ctures is done intermittently, and thus, they can’t realize the relationship between
the structures that are the continuation of each other. In this study, the way and
timing of teaching noun case suffixes and gerund infinitives in Turkish teaching
sets were examined. The aim of the study is to determine at what level and in what
way these two grammar structures are taught in the determined Turkish teaching
sets, and to determine the levels at which these structures should be taught, how
and in which order they should be explained.

In the study, document analysis, which is a qualitative research method, was
used. Yeni Hitit Yabancilar I¢in Tiirkge teaching set, Gazi Yabancilar I¢in Tiirkge
teaching set, Yedi iklim Tiirkce Yunus Emre Enstitiisii teaching set, and Istanbul
Yabancilar i¢in Tiirkge teaching set were determined as documents to analyze.
It was determined that in the examined teaching sets, the noun case suffixes are
at the A1 level while gerund infinitives are at different levels, that is, the two in-
terrelated structures are addressed independently from each other, the teaching
is done intermittently, and the connection that learners can make between the
structures is not sufficiently specified. In the study, it is shown with examples that
these structures are interconnected and how they should be explained successively
at the same level.

Keywords: Gerund infinitives, noun case suffixes, Turkish teaching sets, teaching
Turkish as a foreign language.

k%
GIRIS

Bir dilin yabanc dil olarak 6gretimi ve nasil 6gretilecegi uzun yillardan beri
arastirmacilari mesgul eden bir konu olmus, bu alanda pek ¢ok deneysel yontem
uygulanmigtir. Dil bilgisi ¢eviri yontemiyle baslayan 6gretimde sonralar1 kulak dil
aligkanlig1 yontemi esas alinirken son yillardaki egitim anlayisina gore dil bilgisi
amag¢ degil, arag olarak goriilmiistiir. Glintimiizde uluslararas: dil 6gretim mer-
kezlerinin genelinde dort temel beceriye dayali yontemler kullanilmaktadir. Dil
bilgisi dort temel beceriyi destekler niteliktedir. Boylece dil 6gretiminde temel be-
ceriler, dil bilgisi 6gretimiyle desteklenmekte; sozlii ve yazili ifadenin etkili olmasi
saglanmaktadir.

Diller I¢in Avrupa Ortak Bagvuru Metninde (2009) dil bilgisine bagh beceri,
dilin dil bilgisi kurallarini 6grenip uygulama yetisi seklinde tanimlanir. Dil bilgisi
becerisinde esas olanin dil kaliplarini ezberlemek degil, kurallara gore iiretilmis
soz Obeklerini ve ciimleleri anlamak ve anlatmak oldugu belirtilir (DIOBM, 2009,
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s. 107). Dort temel beceride 6greniciyi yeterli hale getirmek, ikinci dil 6gretiminin
temel amacidir. Bu becerilerin gelismesi i¢in dil bilgisine ihtiya¢ vardir. Dil bilgisi
Ogretimi, diger dillerin 6gretiminde gerekli oldugu kadar yabanci dil olarak Tiirk-
¢e 6gretiminde de gereklidir (Melanlioglu, 2012, s. 2402). Dil bilgisi kurallarinin
dil 6gretiminde 6nemli rolii vardir; ancak bunlarin verilis bi¢imi ve dil 6greti-
mindeki temel becerilerle iligkilendirilmesi biiyiik 6nem tagir (Kurt, 2016, s. 265).

BENZER DiL BiLGiSi YAPILARININ OGRETiMi
Ad Durum Eklerinin Ogretimi

Tiirk¢e 6gretiminde 6zellikle konusma ve yazma becerisinin etkili olmasini
saglayan ad durum eklerinin ve ad eylemlerin 6gretimi, uzlasmaya varilamamais
dil bilgisi konularindandir. Tiirk¢enin ana dili 6gretiminde ad durum ekleri ve ad
eylemlerin islevlerinin &gretimi ne kadar 6nemliyse Tiirk¢enin yabanci dil olarak
Ogretiminde de ayn1 derecede 6nemlidir. Vural ve Béler (2017, s. 149), ad durum
eklerinin bir adin diger sézciiklerle olan iliskisini sagladigini belirtir. Korkmaz'in
(2009, s. 23) ciimlede adlar ve fiiller arasindaki anlam iligkisini karsilayan ekler;
Ergin’in (1998, s. 226) adin diger sozciiklerle iligkisi sirasinda iginde bulundugu
durumlar olarak tanimladig1 ad durum eklerinin &gretiminde, ekin ciimleye ve
ciimledeki ada verdigi anlam disinda goriiniirdeki islevi esas alinir. Mert (2003,
s. 27), Tiirkge dil bilgisi {izerine yapilan ¢aligmalarda ad durum ekleri 6gretimin-
de ekin bi¢cim birim bakimindan incelendigini belirtir. Balyemez (2016, s. 77), ad
durum eklerinin climleye kattig1 anlamin eke adini veren durumlarla sinirli olma-
digini, eklerin zamanla yeni iglevler kazanarak ciimleye farkli anlamlar kattigini
soyler ve ad durum ekleri 6gretiminin zaman ve ugras gerektiren bir siire¢ olarak
karsimiza ciktigini belirtir.

Ad durum ekleri ile ad eylemlerin, setlerde ne sekilde yer aldiginin tespit edil-
digi bu caligmada, birbirinin devami olan bu iki konunun s6z konusu 6gretim
setlerinde bagimsiz konular seklinde ele alinmasi uzman goriislerine dayanilarak
eksiklik olarak goriilmiis, bu konuda 6nerilerde bulunulmus, sonrasinda uzman-
lik alanlar1 Tiirk¢enin yabanci dil olarak 6gretimi iizerine olan ii¢ akademisyenin
goriislerine bagvurularak gerekli diizeltmeler yapilmis ve calismanin son hali elde
edilmistir.

Konu iizerinde yapilan pek ¢ok ¢alismada Tiirk¢enin yabanci dil olarak 6greti-
minde ad durum ekleri konusunun temel problemler i¢inde oldugu belirtilir. Yazili
ve s0zlii anlatim sirasinda hatasiz bir sekilde kullanilmasinin kolay olmadig: ad
durum eklerini, pek ¢ok dil bilgisi yapisini kullanarak ctimle tiretebilen bir 6greni-
cinin bile hatali kullanabildigi goriiliir. Yapilan ¢alisma sonuglarina gore Tiirk¢enin
ikinci dil olarak 6gretiminde ad durum eklerinin uygulanmasi konusunda
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sorunlar oldugu vurgulanmakta (Ag¢ik, 2008), ad durum eklerinin kullanimi-
nin hatali olmasindan veya ciimlede bu eklere hig yer verilmemesinden kaynak-
lanan yanlislar oldugu goriilmekte, bu konunun 6zellikle ¢alisilmas: gereken bir
aragtirma konusu oldugu belirtilmektedir (Kara, 2010). Calismalarin bazilarinda
yabanci 6grencilerin 6zellikle yonelme durumu ve belirtme durumu eki konu-
sunda bu eklerin ana dillerinde ifade ettigi anlamdan kaynaklanan hatalar yaptig
belirtilir (Candas Karababa, 2009, s. 273). Eklerin gereksiz yerde kullanilmasi, ge-
rekli yerlerde kullanilmamasi ve ad durum eklerinin fiillerle kullaniminda yapilan
hatalarin temel sorun oldugu (Melanlioglu, 2012, s. 2409); dil 6grenicisinin bazen
de fiilleri hangi ad durum ekiyle kullanacagini tahmin etmekte zorluk yagadig: (Er-
dem, 2015, s. 182) ifade edilir.

Ad Eylemlerin Ogretimi

Bir 6grenicinin yabanci dil olarak Tiirkge 6grenirken adlari fiillere baglamayi,
sonrasinda fiilleri adlagtirmada birinci fiil ve ikinci fiil arasindaki iliskiyi bilmesi;
bu iki dil bilgisi yapisinin birbirinden ¢ok farkli olmadigini ve birbirinin devami
oldugunu anlayabilmesi 6nemlidir. Ad durum eklerinin islevini iyi kavrayabilme-
si, sozlii ve yazili anlatim becerilerini etkili kullanabilmesi i¢in gereklidir. Sakalli
(2016, s. 102) bu duruma dikkat geker; Tiirkgenin yabanci dil olarak 6gretimin-
de daha 6nce kullanilan 6gretim yontemlerinin yeniden degerlendirilmesi ve ad
durum ekleri 6gretiminde yeni bir uygulama yapilmas: gerektigini belirtir. Bu dil
bilgisi yapilar1 6gretilirken bazi yeni anlayislarin benimsenmesini 6ngoriir.

Tiirk¢enin yabanci dil olarak 6gretimi i¢cin hazirlanan 6gretim setlerinde fiille-
rin 6gretiminin ardindan fiillerle isimleri birbirine baglayan ad durum eklerinin
ogretildigi goriliir. Ad durum eklerinin 6gretiminde farkli asamalar ve farkli za-
manlamalar gézlemlenir. Baz1 Tiirk¢e 6gretim setlerinde dil bilgisel adlandirma
yapilarak bulunma hali, ayrilma hali, yonelme hali, belirtme hali (Aydemir, 2015,
A2, s. 70-82) seklinde ayni iinitede bir arada verildigi, baz1 6gretim setlerinde dil
bilgisel adlandirma yapilmadan nereden, nereye, nerede (Ates vd., 2019, Al, s. 51)
sorulariyla kalip halinde 6gretildigi, bazi 6gretim setlerinde ise iki boliime ayrila-
rak 6nce yonelme, kalma, ¢tkma durumu (Uzun, 2010, s. 25) olarak ii¢ ad durum
ekinin, daha sonra belirtme durumu (Uzun, 2010, s. 69) ekinin verildigi goriiliir.
Tiirkge 6gretim setlerinde ad durum eklerinin verilis siralamasi, verilis zamani ya
da dil bilgisi adlandirmasi agisindan da ortak bir kullanim goériilmez. Ad eylem-
lerin 6gretiminin ise Tiirk¢e 6gretim setlerinin A2, B1 ya da B2 diizeylerine bi-
rakildigi, ad eylemlerin ad durum ekleriyle kullanimi agisindan bu iki dil bilgisi
yapisinin iligkisi izerinde durulmadig: dikkat ¢eker.

Ad eylemlerin yabancilara 6gretimi konusunda yapilan bir ¢aligmada, yapilan-
dirmaci yaklagimin temel alindig1 6gretim yontemlerinde, daha 6nceden 6greni-
len konularla yeni 6grenilen konular arasinda bag kuruldugu, 6gretici tarafindan
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kendi i¢inde ardisiklik tasiyan konularin, 6gretim siirecine yayildigi soylenir ve
konularin bu siirece yayilirken somuttan soyuta, kolaydan zora, basitten karma-
s18a, 0zelden genele gibi genel 6gretim ilkelerinden yararlanildig belirtilir. -mA,
-mAk, -(I)s ad eylem eklerinin formiillestirilerek isim fiil ekleri ad1 altinda veril-
digi; ancak dil bilgisi 6gretiminde olmas: gereken sarmal diizenin goz ard edildigi
vurgulanir ve “Siralama olarak verilisinde bir olumsuzluk olmasa bile dil bilgisi
olarak bir baglik altinda toplanmasi, yabanci dil 6gretim yonteminde kullanilmasi
6n goriilen sarmal diizene uygun diigmemektedir” ifadesi kullanilir (Kalfa, 2019, s.
1072-1074). Bu durumda ad eylemler 6gretilirken ad durum ekleriyle iliskilendir-
me gerekliligi ve art arda 6gretiminin yapilandirmaci yaklagima gore daha verimli
olacag diisiiniilebilir.

Aragtirmanin Amaci ve Onemi

Yabanci dil olarak Tiirk¢e 6gretiminde ad durum ekleri, 6gretilmesi kolay gibi
goriinen; bu nedenle kitaplarda A1 diizeyinde yer alan dil bilgisi yapilaridir. Yiizey-
sel olarak basit bir dil bilgisi yapis1 gibi goriinse de igerik olarak oldukea karmasik,
yeri geldiginde 6greniciye agiklamasi zor yapilardir. Yeterince anlagilamadiginda
ileri diizeylerde tiim karmasik dil bilgisi yapilarinin ciimlede dogru yer ve zaman-
da kullanilmasina ragmen ad durum ekleri ve ad eylemler konusunda hélé hatalar
yapildig1 gozlemlenmektedir. Incelenen Tiirke 8gretim setlerinde Al diizeyinde
verilen ad durum eklerinden bir ya da iki diizey sonra yani A2, B1 veya B2 seviye-
lerinde ad eylemlerin verildigi goriilmektedir. Ad eylemlerin ise Yedi Iklim Tiirkge
Yunus Emre Enstitiisii Ders Kitabr'nda A2 (Ates vd., 2019); Yeni Hitit 1 Yabancilar
I¢in Tiirkge Ders Kitabrnda A2 (Uzun, 2010); Istanbul Yabancilar i¢in Tiirkge Ders
Kitabr'nda B1 (Aslan, 2014) ve Gazi Yabancilar igin Tiirkge Dil Bilgisi B2-C1 kita-
binda B1 diizeylerinde (Aydemir, 2015) yer aldig tespit edilmistir.

Tiirk¢enin yabanci dil olarak 6gretiminde ihtiya¢ duyulan en 6nemli materyal-
lerden biri ders kitaplaridir. Bu kitaplar nitelikli, islevsel degilse dil 6gretiminde
hedeflere ulasmada sorunlar yaganabilir (Omeroglu, 2016). Caligmaya konu olan
iki dil bilgisi yapis1 birbirini izleyen yapilardir. Bu yapilarin arasindaki bagi gormek
ya da gostermek i¢in konunun hatirlatilmas: ve iki konu arasindaki iliskinin fark
ettirilmesi gerekir. Caligmanin amaci, bu iki dil bilgisi yapisinin belirlenen Tiirkge
Ogretim setlerinde hangi diizeyde ve ne sekilde 6gretildigini tespit etmek ve birbi-
riyle baglantili olan s6z konusu yapilarin, etkili bir 6gretim i¢in nasil anlatilmasi
gerektigini 6rneklerle belirtmektir.
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Calismanin alt problemleri:

1. Belirlenen dért Tiirkge 6gretim setinde ad durum eklerinden sonra ad ey-
lemler 6gretilirken ad durum eklerine génderme yapilmig mi?

2. Ad durum ekleri ve ad eylemler hangi 6gretim sirasina gore verilmis?
YONTEM
Arastirmanin Modeli

Bu ¢alismada, nitel arastirma yontemlerinden dokiiman incelemesi (analizi)
modeli kullanilmistir. "Nitel aragtirma, gozlem, goriisme ve dokiiman analizi gibi
nitel veri toplama yontemlerinin kullanildigi, olgularin ve olaylarin dogal ortamda
gercekei ve biitiinciil bir bigimde ortaya konmasina y6nelik nitel bir siirecin izlen-
digi arastirma olarak tanimlanabilir" (Yildirim ve Simgek, 2008, s. 39). Dokiiman
incelemesi ise basili ve elektronik materyaller olmak {izere tiim belgeleri incele-
mek ve degerlendirmek i¢in kullanilan sistemli bir yontemdir (Kiral, 2020). Nitel
aragtirmada kullanilan diger yontemler gibi dokiiman analizi de anlam ¢ikarmalk,
ilgili konu hakkinda bir anlay1s olusgturmak, ampirik bilgi gelistirmek icin verilerin
incelenmesini ve yorumlanmasini gerektirmektedir (Corbin ve Strauss, 2008).

Galisma Grubu (Orneklem)

Calismada iilkemizde Tiirkge 6gretim merkezlerinde Tiirk¢enin yabanci dil
olarak 6gretiminde yaygin olarak kullanilan dort temel kitap esas alinmistir. Ca-
lismanin inceleme nesnesini Istanbul Yabancilar Icin Tiirkce Ders Kitabt Al (As-
lan, 2014); Istanbul Yabancilar Icin Tiirkce Ders Kitabt B1 (Aslan, 2014); Yedi Iklim
Tiirkce Yunus Emre Enstitiisii Ders Kitabi A1 (Ates vd., 2019), Yedi Iklim Tiirkce
Yunus Emre Enstitiisii Ders Kitabt A2 (Ates vd., 2019); Yeni Hitit 1 Yabancilar Icin
Tiirkge Ders Kitabi (Uzun, 2010); Gazi Yabancilar Igin Tiirkce Dil Bilgisi A1-A2-B1
(Aydemir, 2015), Gazi Yabancilar I¢in Tiirkge Dil Bilgisi B2-C1 (Aydemir, 2015) 6g-
retim setleri olusturmaktadir.

Orneklem olarak segilen setler Tiirkiyede Tiirkgenin yabanci dil olarak dgreti-
mi alaninda yaygin kullanilan setlerdir. Bu nedenle aragtirmanin 6rneklemi olarak
tercih edilmistir. Belirtilen dort kitapta ad durum ekleri ve ad eylemlerin hangi
diizeyde, hangi dil bilgisi adiyla ve ne sekilde verildigi taranmisg, konu anlatiminin
yapildig: sayfalardan 6rnek metinler alinmis ve bu iki dil bilgisi yapisinin birbirine
benzerliginin belirtilip belirtilmedigi arastirilmistir.

Ad durum ekleri ile ad eylemlerin, setlerde ne sekilde yer aldiginin tespit edil-
digi bu ¢alismada, birbirinin devami olan bu iki konunun s6z konusu 6gretim
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setlerinde bagimsiz konular seklinde ele alinmasi uzman goriislerine dayanilarak
eksiklik olarak goriilmiis, bu konuda 6nerilerde bulunulmus, sonrasinda uzman-
lik alanlar Tiirk¢enin yabanci dil olarak 6gretimi tizerine olan ii¢ akademisyenin
gorislerine bagvurularak gerekli diizeltmeler yapilmis ve ¢alismanin son hali elde
edilmigtir.

Etik Kurul Beyani

Yapilan bu ¢aligmada bilimsel, etik ve alint1 kurallarina uyuldugu; toplanan ve-
riler iizerinde herhangi bir tahrifatin yapilmadigy, karsilagilacak téim etik ihlallerde
tim sorumlulugun sorumlu yazara ait oldugu ve bu ¢alismanin herhangi baska
bir akademik yayin ortamina degerlendirme i¢in génderilmemis oldugu sorumlu
yazar tarafindan taahhiit edilmistir.

BULGULAR

(Agiklama ciimleleriyle karistirilmamasi i¢in kitaplardan alinan bilgiler italik
olarak verilmistir.)

Istanbul Yabancilar ic;in Tiirk¢e Ders Kitab1 A1 (Aslan, 2014)

Istanbul kitabinda ad durum eklerinin A1 diizeyinde ve ii¢ béliim halinde
verildigi goriilmiistiir.

Bulunma Durumu: (-DA) (The Locative Case) seklinde verilen ilk ad durum
eki A1 diizeyinin ikinci @initesinde ve Tiirk¢e agiklama yapilmadan verilmis, ekin
yanina Ingilizce olarak The locative case roughly covers the functions of the preposi-
tions “in, on and at” in English aciklamasi yapilmistir (A1, s. 23).

Nerede?/ Kimde? sorulariyla baglayan konu 6gretimine a, 1, o, u > -Da /e, i,
é, i > -De dil bilgisi agiklamasi yapilmis ve Ogrenciler nerede? Ogrenciler sinifta;
Kalem kimde? Kalem ogretmende seklinde 6rnekler verilmistir.

Diger iki ad durum eki A1 diizeyinin {i¢iincii {initesinde (A1, s. 44) asagidaki
sekilde verilmistir.

Yonelme Durumu (Dative Case): Fiilin yoneldigi, yaklastig1 varlig: gosterir.
a, 1,0, u>-(y)a
e i, 0,i>-(ye
Her sabah ise gidiyorum.

Ogretmen derse bashyor
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Uzaklagsma Durumu (Ablative Case): Bu ek, varligin bir yerden ayrildigini,
uzaklastigini gosterir. Varligin yerinin degistigini bildirir.

a, 1,0, u->-Dan
e, 1, 0, 1i > -Den
Taksimde otobiisten iniyorum.

Asli kopekten ¢ok korkuyor.

Belirtme Eki - (y)I (Accusative Case): (Al, s. 61) Ug ad durum ekinden sonra
Al diizeyinin dordiincii tinitesinde belirtme durum eki belirtme durumu seklinde
degil, belirtme eki olarak verilmis ve ekin bes ayr1 anlam tasidig1 belirt ilmistir.

a, 1>-(y)
e i>-(y)i
o,u>-(y)u
6,1 >-(y)i

1. Ciimlenin nesnesi belirli, bilinen bir nesneyse: Babam araba yikiyor.
Babam arabay yikiyor.

2. Ciimlenin nesnesi zel bir isim ise: Ayse’yi bekliyor musun? Istanbul’u
geziyorum.

3. Ciimlenin nesnesi zamir ise: Biz onlar1 tanimiyoruz. Seni bekliyorum.

4. Ciimlenin nesnesi iyelik eki veya tamlama eki alms ise: Kitabini bana
ver. Her hafta anneannemi ziyaret ediyorum.

5. Climlenin nesnesi, “bu, su, o, hangi, biitiin, bazi” gibi sifatlars almas
ise: Bu elbiseyi aliyorum. Ne kadar? Hangi kalemi istiyorsun? Biitiin
arkadaglarum seviyorum.

Ad eylemler, Tiirkge 6gretim setinin ikinci kitab1 olan B1 diizeyinde ikinci iini-
tede iki boliim halinde verilmistir. ilk béliim asagidaki gibi verilmis ve not olarak
bu ekin kalic1 isimler de yaptig1 belirtilmistir.

Isim-Fiil Ekleri (-mAk, -mA): Adlastirma, bir fiilin cimle icerisinde ad gore-
vinde kullanilmas: demektir. Tiirk¢ede adlastirma, fiile -mAk, -mA ve -(y)Is ekle-
rinin getirilmesi ile yapilir. Bu ekler biitiin fiil kok ve govdelerine gelebilir. Bu eki
alan fiiller ctimlede isim gibi kullanilarak bir isin, hareketin adi olur. Bu eklerden
sonra ad durum ekleri gelebilir (B1, s. 26).
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fiil + mAk

fiil + mA

Tatil yapmak, dinlenmek her insamin ihtiyacidar.
Evime yeni bir ¢alisma masasi aldim.

NOT: -mAK eki kalici isimler yapar.

Ornek: Sabah marketten taze ekmek aldim.
Mangal: yakmak icin cakmak var mi?

Cok yagh yemekleri sevmiyorum.

Ayni bolimde ad eylemin iyelik ekiyle de kullanimi verilmis; “Bu eklerden
sonra ad durum ekleri gelebilir” agiklamasiyla ad durum ekleriyle kullanimlar1
belirtilmis; ancak konu tizerinde ¢ok durulmadig: gériilmiistiir.

fiil + mA + iyelik eki

Dogum giiniime onun gelmesini istemiyorum.

Komsular yiiksek sesle miizik dinlememizden rahatsiz oluyor.
Senin odam toplamamana ¢ok kiziyorum.

Ayni tinitede ikinci béliim olarak -(y)Is ad eylem eki verilmis; ancak -mAKk,
-mA ad eylem eklerinde oldugu gibi kalic1 isimler yaptigindan bahsedilmemistir.

Isim-Fiil Ekleri (-(y)Is): Bu ek, fiil kok ve govdelerine gelerek fiili isimlestirir.
Bu ek daha ¢ok fiilin yapilis bigimini, tarzini belirtir.

fiil + (9)Is + (iyelik eki)
Onun bakislarindan hi¢ hoslanmiyorum.

Yeni programdaki degisiklikler icin herkesin goriisiinti almak lazim. (B1,
s. 30).

Istanbul Yabancilar Igin Tiirkge Ders Kitabinin A1 diizeyinde ad durum ekleri,
B1 diizeyinde ise ad eylemler verilmistir. Bu dil bilgisi yapilarinin dil bilgisel ad-
landirmasi ve ekler hakkinda gerekli agiklamalar yapilmustir. Al diizeyinde belirt-
me durumu igin bes farkli iglev belirtilmistir. iki diizey sonra yani B1 diizeyinde
ise ad eylemler anlatilmis ama ad durum ekleriyle baglantisi belirtilmemis, yalniz-
ca ad durum ekiyle ilgili birka¢ 6rnek ciimle kullanimi yapilmigtir.
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(Gazi Universitesi TOMER) Yabancilar i¢in Tiirk¢e Dil Bilgisi (Aydemir,
2015)

Bu 6gretim setinde ad durum ekleri A2 diizeyinde hél kategorisi ad1 altinda
biitiin olarak detayli bir sekilde verilmis, eklerin sadece fiillere ve isimlere ekle-
nis sekli degil, farkl islevleri de belirtilmistir. Eklerin yanina islevlerini anlatan
aciklamalar yapilmis ve ornekler verilmistir. Her ad durum ekinin genel olarak
kullanildig: fiiller listelenmistir.

Bulunma Hali: Cimlede bulunma hali almig bir sozciik fiilin ya da durumun
nerede, kimde, ne zaman, saat kagta gerceklestigini gosterir (A1-A2-B1, s. 70-75).
Isim+-da/-de/-ta/-te + fiil/isim yiiklem

Islev 1: Isim yiiklemli ciimlede 6znenin (kisi ya da nesne, kavram) yerini
bildirir. Bu tip ciimlelerde yiiklem isimdir ve ciimlede ek fiilin zamanlar
kullanlr.

Ali simdi okulda.
Ben isteyim.

Islev 2: Fiil yiiklemli ciimlelerde hareket eylem, is nerede kimde gercekle-
siyor, bunu gosterir.

Ali Ankarada yagiyor.

Selma otelde kaliyor.

Islev 3: Ciimlede is, hareket, durum, ne zaman/ saat kagta, bunu bildirir.
Saat birde. 19804e.

Islev 4: Var-yok ciimleleri. Bulunma halli sézciikler bir varligin ya da
nesnenin bir kiside ya da bir yerde varhigini veya yoklugunu gosteren
ciimlelerde kullanilir.

Bende para var.
Okulda bilgisayar yok.
Ayrilma Hali: (A1-A2-B1, s. 75-79). Ayrilma ad durum eki yedi iglev halinde

verilmis, aslinda ad eylemler basglig1 altinda anlatilmas: gereken dil bilgisi yapisi
dordiincii islev olarak verilmistir.

Isim+-dan/-den/-tan/-ten + fiil

Islev 1: Ayrilma hali hareketin kaynagini, hareketin baslangi¢ noktasin
gosterir.
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Ben okuldan geliyorum.
Ali simdi yurttan ¢ikiyor.

Islev 2: Ayrilma hali biitiiniin bir parcasim hareketle iliskilendirme gore-
vinde kullamlir. Hareketin ilgili oldugu nesneyi, kavram gosterir.

Ben pastadan bir parca yedim.

Bu gomleklerden aldim.

Islev 3: Hareketin sebebini gosterir.

Agag susuzluktan kurudu.

Ali soguktan hasta oldu.

Islev 4: Hareketin sebebini gosterir. Bu tip ciimlelerde sebep bir fiildir.
Diisiinmekten basim agridi.

Cok ¢alismaktan hasta oldum.

Islev 5: Ayrilma, karsilastirma iceren ciimlelerde kullanilir.
Ali, Ahmet’ten daha ¢aliskandir.

Istanbul, Ankaradan daha kalabaliktur.

Islev 6: Ayrilma hali, baslangic zamanimin ya da noktasimin bildirilmesi
gorevinde kullamlir.

Sabahtan beri stirekli ¢alistyorum.
Diinden beri hastayim.

Islev 7: Zamanda ve mekanda sinirlama. Bulunma hali baglangig ve bitis
siirim gosterme gorevi iginde yer alr.

Her giin okuldan yurda kadar yiiriiyorum.

Yolculukta, Ankaradan Istanbula kadar uyudu.

Yonelme Hili: (A1-A2-B1, s. 79-81).Yonelme ad durum ekinin dort farkli islevi
bulundugu belirtilmistir.
Isim+-a/-e/-ya/-ye + fiil

Islev 1: Yonelme hali eki almus bir sézciik hareketin yoneldigi noktays,
hedefi ya da amaci gosterir. Nereye, kime sorularina cevap verir.

Ali koltuga oturdu.
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Biz hocamiza tesekkiir ettik.

Islev 2: Fiilin gerceklesecegi zamam bildirir. Boyle ciimleler gelecek za-
man anlami tagir.

Yarina sinav var.
Aksama sinemaya gidiyoruz.

Islev 3: Fiilin gerceklesecegi zamani, mekdni, mesafeyi sinirlama gére-
vinde kullamilir. Hareketin bitis noktasini gosterir. Ciimlede bu eki almas
sozciik ne zamana kadar, saat kaga kadar, nereye, kime kadar sorulari-
nin cevabudir.

Ogleye kadar parkta oturdum.
Her giin okuluma kadar yiiriiyorum.
Islev 4: Eylemin amacini, hedefini gostermek igin kullanilir.
Cicekler sana.
Size bir zarf var.
Belirtme Hali: (A1-A2-B1, s. 82-84).Belirtme ad durum ekinin, Istanbul ki-
tabinda bes farkli islevi oldugu belirtilirken burada tek islev olarak gosterilmistir.

Islev: Bu hal eki fiildeki hareketten etkilenen kisinin, varligin, nesnenin,
konugsan kisi ve dinleyen kisi icin belirli, bilinen, tanmman oldugunu goste-
rir. Belirli olan bu ismi isaretler.

Babam evi boyuyor.
Ogrenci tahtay temizliyor.

Ad eylemler, Tiirk¢e 6gretim setinin ikinci kitab1 olan B2-C1 diizeyinde isim
fiiller baslig1 altinda ve {i¢ boliimde verilmistir.

isim Fiiller

Fiil+-mak/-mek (B2-ClI, s. 40-43)

Islev 1: Mastar ekidir, fiillerin adini bu ek ile soyleriz: gormek, oturmak,
tasinmak, rahatlamak, icmek, séylemek, uyumak...

Islev 2: Genel ifadeler anlatir; nesnel, genel gecerligi olan ciimlelerde ve
tanim/tarif ciimlelerinde kullanilr.

Bu iki islev disinda -mAKk ekinin climleye “amacg, sebep, istek, gereklilik, zarf,
yaklagma ve bunun yani sira” anlamlari veren kullanimlar: da verilmis ve bu ekin
on ayr1 iglevi oldugu belirtilmistir.
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-ma / -me fiil + -ma /-me (B2-Cl, s. 43-44)

Islev 1: Bu ek daha ¢ok kisi baglantili olarak kullanlir; éznelerle kullani-
lir ya da isim tamlamalar icinde kullanilir. -ma/-me ekli isimler tiim hal
ekleri; iyelik ekleri; ¢okluk eki ile kullanilir.

Islev 2: Edatlarla birlikte kullanilir: Konusmamn éncesinde herkesi
selamladim.

-ma/-me ekli bazi isimler kaliplasmistir, kalicidir; bu kelimelerin kafa-
muzda fotograflary; sekil olarak karsiliklar: vardir: toplama, ¢ikarma,
¢arpma, bolme, okuma, okuma-yazma, konusma, okuma hizi, yazma
becerisi, bazlama, dovme, dolma, kavurma, basma, baglama, kinama,
dondurma, sekerleme, haslama, yiizme havuzu, oturma odasi, ¢alisma
odast.

-1/ -is / -ug / -iis (B2-C1, s. 45)
fiil + -1§ / -is / -ug / -iis

Islev: Bu ek, bir kisiye ya da duruma ézgii olan, ait olan hareketleri gis-
terir. giilmek/ giilme/ giiliis

Giilmek genelde mutluluk isaretidir.
Disaridan kuvvetli bir giilme sesi geldi.
Selma’'mn giiliisii essizdir. (Selma’ya 6zgii giilme bigimi)

Kural: Bu ek ile yapilan kelimeler, tamamen kaliplasmus, kalici isim-
lerdir: gidis, gelis, durus, bakas, giiliis, dokunus, opiis, yikilis, bekleyis,
inis, ¢ikis, doniis, giris, ¢ikis, oturus, kalkis, deyis, duyus, goriis, inanis,
kavrayss, davranss...

Gazi Universitesinin hazirladig1 6gretim setinde hem ad durum ekleri hem de
ad eylemler bircok isleviyle birlikte verilmis, detayli olarak anlatilmistir. -mA ve
-(y)Is eklerinin kalic1 isim yapma 6zelliklerden bahsedilmistir; ancak ad durum
ekleriyle ad eylemlerin birbiriyle iliskili dil bilgisi yapis1 oldugu tizerinde durul-

Yedi iklim Tiirkge (Yunus Emre Enstitiisii Tiirkge Ogretim Seti Ders
Kitabi) (Ates vd., 2019)

Bulunma, belirtme, uzaklagma ve yonelme ad durum eklerinin A1l diizeyinin
ikinci tnitesinde dil bilgisel adlandirma yapilmadan verildigi; nerede, neyi, ne-
reden, nereye soru basliklariyla ve onlara verilen cevaplarla 6gretimin saglandig1
gorilmiistiir.

Ne, kim nerede? (Al, s. 42).
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Doktor hastanede.
Yumurta sepette.

Meyve agagta.

Belirtme Ad Durum Eki

“Haydi 6grenelim” (A1, s. 50) bashg1 altinda kalip ciimle ogretimiyle
yapilmasg; dil bilgisi agiklamas: verilmemistir.

Kitap oku->Kitab1 oku.

Cigcek suluyorum-Cigegi suluyorum.
Havug ye>Havucu ye.

Nereden geliyorsun? (Al, s. 51)
Nereden geliyorsun?

Carsidan geliyorum.

Nereden Nereye? (A1, s. 51)

Sema nereden ¢ikiyor?

Sema hastaneden ¢ikiyor.

Nereye gidiyor?/ Universiteye gidiyor.

-mA, -mAKk, -(y)Is ad eylem ekleri, Tiirk¢e 6gretim setinin ikinci kitab: olan
A2 diizeyinin dordiincii tinitesinde dil bilgisel adlandirma yapilmadan (ad durum
ekleri 6gretiminde oldugu gibi) iki boliim halinde verilmistir. Dil bilgisi agiklama-
s1 da yapilmadig goriilmiistiir. Ekin kaliplasmis isim yaptigy alisveris, satis, anlats,

gidis, doniis, giiliis, siiriis, bakis gibi sozciikler agiklama yapilmadan verilmis ve
alistirmada bos birakilan yerlere yazilmasi istenmistir.

-mek / -mak -me / -ma (A2, s. 74-75)

Ulkemin her yerini gezmek, tanimak istiyorum.

Hastalar, bekleme odasinda muayene olmay: bekliyor.
Sigara igmek yasaktir.

Oturma odasina koltuk almak istiyorum.

-Is (A2, 5. 78)

Ugagin kalkis saatini biliyor musunuz?

Turistler, Nemrut Dagi'nda giinesin dogusunu seyrediyorlar.

Bebegin giiliisii ¢ok giizel.
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Ad durum eklerinin Yedi Iklim Tiirkce Yunus Emre Enstitiisii Ders Kitabrnin
Al diizeyinde, ad eylemlerin ise A2 diizeyinde verildigi tespit edilmistir. Her iki
diizeyde de belirlenen iki dil bilgisi yapisinin anlatiminda dil bilgisi adlandirmasi
ve agitklamalariin olmadig: ve birbiriyle baglantisinin belirtilmedigi goriillmiis-
tir.

Yeni Hitit 1 Yabancilar icin Tiirkge Ders Kitabi (Uzun, 2010)

Ankara Universitesi TOMER yayini olan Yeni Hitit Yabancilara Tiirk¢e Ders
Kitabz ii¢ setten olusmaktadir. Caliymanin konusu olan ad durum ekleri ve ad ey-
lemler ayni kitapta Yeni Hitit 1'de verilmistir; ancak her kitap icinde iki diizey bu-
lundurmaktadir. Ad durum eklerinin ii¢ii (bulunma, uzaklagma, yonelme) kitabin
Al diizeyinde ikinci {initede verilirken, belirtme ad durum eki A1 diizeyinin son
{initesi olan altinci iinitede verilmistir. Ekler tablo halinde verilmis, eklerin kulla-
nildig1 ciimle 6rnekleri yazilmistir. Ekin ne zaman ve nasil kullanilacagina dair dil
bilgisi aciklamasi yapilmamustir.

Durum (yonelme, kalma, ¢ikma) -(y)E,-DE,-Den (Hitit 1, s. 25)

Ogrenciler simifa giriyor.

Ogretmen Ggrenciye soru soruyor.

Ogretmen okuldan eve yiiriiyor.

Ayse Bebek’te oturuyor.

Durum(belirtme) -(y)I (Hitit 1, s. 69)

Bu arabay: aliyorum.

Cocugu gordiin mii?

Cocuklar okulu sevmiyor.

Ad eylemler Hitit 1 kitabinin ikinci boliimii olan A2 diizeyinde onuncu {ini-
tede tek boliimde tablo halinde ve Adlastirma baslig1 altinda verilmistir. Tabloda
ekin kullanilis sekliyle ya da hangi anlamda kullanildigina iligkin agiklama yapil-

mamuisg; ekin kullanildig1 6rnek climleler verilmistir. Ekin kaliplasmis sozctikler
yaptigiyla ilgili aciklama ve 6rneklere yer verilmemistir.

Adlastirma -mE,-mEk,-(y)Is (Hitit 1, s. 117)

Burada miizik dinlemem sizi rahatsiz ediyor mu?
Dogum giiniimii hatirlamaman ¢ok kétii.

Bugiin televizyon izlemek istemiyorum.
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Bence daha ¢ok ¢calismas: gerek.
Onun giiliisii herkesin dikkatini gekiyor.

Hem ad durum ekleri hem de ad eylemlerin konu anlatiminda Yeni Hitit 1
Yabancilar I¢in Tiirkge Ders Kitabrnda dil bilgisi adlandirmasi yapilmasina rag-
men konularla ilgili agiklama yapilmamuistir. Dil bilgisi yapilar1 6rnek ciimlelerle
verilmigtir. Iki dil bilgisi konusu ayr1 diizey ve iinitelerde birbirinden bagimsiz
olarak ele alinmis, ad eylemler verilirken ad durum ekleriyle iliskisi tizerinde du-
rulmamigstir.

TARTISMA, SONUG VE ONERILER

Tiirkgenin yabanc dil olarak 6gretiminde kullanilan Istanbul Yabancilar Igin
Tiirkce Ders Kitabi A1, B1; Yedi Iklim Tiirkce Yunus Emre Enstitiisii Ders Kitabi
Al, A2; Yeni Hitit 1 Yabancilar I¢in Tiirkge Ders Kitabi; Yabancilar Igin Tiirkce Dil
Bilgisi A1-A2-B1; Yabancilar Igin Tiirkce Dil Bilgisi B2-C1 kitaplar: taranmug; ad
durum ekleri ve ad eylemler konu 6gretiminin nasil yapildig incelenmistir. Ad
durum eklerinin her sette Al seviyesinde verildigi goriilmiis ancak ad eylemlerin
ogretiminin farkli seviyelerde yer aldig1 tespit edilmistir. Yabanci dil olarak Tiirkge
Ogretimi faaliyetleri dil 6gretim setlerine gore farkliliklar arz etmektedir (Cangal
ve Kiribis, 2021). Ad durum eklerinin yan islevleri ancak ad eylemlerle birlikte
verilmesiyle 6gretilir (Cangal ve Basar, 2018). Ad durum ekleri Tiirk¢enin yabanci
dil olarak 6gretiminde 6grencilerin ¢ok fazla hata yaptig: yapilardan biridir (Du-
man, 2013; Barcin, 2019; Sakalli, 2016).

Sonug olarak Yedi iklim Tiirkge Yunus Emre Enstitiisii Ders Kitab1 A1, A2'de
calismadaki konularin 6gretiminde dil bilgisi adlandirmasi ve agiklamalar yapil-
madig1 ve birbirinden bagimsiz dil bilgisi yapilar1 gibi verildigi gortlmiistiir. Yeni
Hitit 1 Yabancilar Igin Tiirkge Ders Kitabrnda dil bilgisi adlandirmasi yapilmus;
ancak agiklama yapilmamigtir. Ornek ciimlelerle 6gretimin saglanmasi amaglan-
mustir. Iki dil bilgisi konusu ayr1 diizey ve iinitelerde birbirinden bagimsiz veril-
mistir. Istanbul Yabancilar i¢in Tiirke Ders Kitab1 A1, B1'de dil bilgisi adlandir-
mas! yapilmis, eklerin aciklamalar: verilmis ve belirtme durumu igin bes farkl
islev belirtilmistir. Ad eylemler iki diizey sonra verilmis; ancak ad durum ekleriyle
bag iizerinde durulmamus, yalmizca bir iki 6rnek ciimlede ad durum ekiyle bir-
likte kullanimi1 yapilmugtir. Ekler ayrintili olarak Gazi Universitesi TOMER yayin1
olan Yabancilar Igin Tiirkge Dil Bilgisi B2-C1 kitabinda verilmis; ama yine iki dil
bilgisi yapis1 arasinda bag kurulmamistir. Kalfa (2019), yabanci dil olarak Tiirkge
6gretimi kitaplarindaki ad eylemlerin (-mAKk, -mA) 6gretiminin etkili olmadigini
belirtmistir.

Ad durum ekleri ve ad eylemlerin 6gretiminde dgrencilere daha etkili bir 6g-
retim yapilabilmesi i¢in su konular dikkate alinabilir:
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1. Ad durum eklerinin 6gretimi A1 diizeyinde fiil 6gretimi yapildiktan sonra
birinci ya da ikinci iinitelerde dil bilgisi adlandirmasi yapilmadan soru zamirleriy-
le verilebilir (Yedi Iklim Tiirk¢e Yunus Emre Enstitiisii Ders Kitab1 A1'de oldugu
gibi). Hangi ad durum ekinin hangi sorunun cevabi olarak hangi kisi zamirleriyle
kullanildig: basit bir tabloyla belirtilebilir.

Sonrasinda hangi fiilin hangi sorunun cevabi olarak hangi ad durum ekiyle
kullanildig: verilebilir. Burada biitiin fiilleri vermek miimkiin olmadigindan bu
diizeyin temel s6z varligina bakmak ve A1 diizeyinde hangi fiillerin kullanildigini
tespit etmek gerekir. Adlarla birlikte 6gretimin ardindan ayni soru zamir ve zarf-
lariyla fiiller verilebilir. Fiillere gecis yine adlar iizerinden yapilabilir.

Tablo 2.

Soru zarf ve zamirleriyle ad durum eki kullanimi

kime/neye/nereye kimde/nerede kimden/nereden kimi/neyi/nereyi
ad+(y)A ad+DA ad+DAn ad+(y)I
bak- yat- nefret et- sev-
git- dur hoslan- gor-
yaz- kal- gel- bil-
sor- otur- in- anla-
cevap ver- yasa- al- anlat-
bin- oyna- ¢1k- ogren-
yalan sdyle- yuri- para gek- Ogret-
inan- kos- kork- izle-
ver- gez- utan- iste-
gir- uyu- sikil- birini bekle-
koy- ders calis- bik- dinle-
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hediye ver- bir yerde bekle- emin ol- ac-
yardim et- varXyok yardim iste- kapat-
don- yorul- ozle-
benze- begen-
soz ver- merak et-
basla-

Adlarla birlikte 6gretimin ardindan ayni soru zamir ve zarflariyla fiiller verile-
bilir. Fiillere gecis yine adlar iizerinden yapilabilir.
Ben kurs+a gidiyorum.
Ben kursta Tiirkge 0gren-meye gidiyorum.
Ben ders+ten sikildim.
Ben her giin okula git-mekten sikildim.

Bu ornekler ¢ogaltilarak aslinda bu iki dil bilgisi yapisinin birbirinden farkli
olmadi: gosterilebilir ve fiiller i¢in de bir tablo olusturulabilir.

Ad durum eklerinin ek islevlerinin 6gretimi, s6zgelimi -DAn uzaklasma du-
rum ekinin sebep bildirme (Aga¢ susuzluktan kurudu), zamanin baglangicini gos-
terme (Aksamdan gitti); -A yonelme durumunun amag, hedef belirtme (Sana bir
hediyem var), zaman bildirme (Su an o kitap yok ama haftaya gelir) islevleri ikinci
boliimde B1 diizeyinde verilebilir.

Tablo 3.

Ad eylemlerle ad durum ekleri kullanimi

nede neden neye neyi
mAktA mAktAn -mAyA mayl
kararli+iyelik eki sikil- basla- unut-
yarar var yorul- calis- hatirla-
zarar yok bik- karar ver- sev-
sikint1 yok utan- devam et- Ogren-
1srar et- ¢ekin- git- iste-
diren- kork- gel- dene-
inat et- memnun-+iyelik eki yardimeci ol- birak-
hoslan- gerek yok ozle-
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ogret-
planla-
stirdiir-

diistin-

Ad durum eklerinin hangi fiillerle kullanildig1 ve aynu fiillerin 6ncesinde gelen

leriyle ve ad durum ekleriyle kullanimi verilebilir.

Ben sen+den hoslanmiyorum.

Ben senin giil-tis+iin+den hoslanmiyorum.

Biz siz+i seviyoruz.

Biz sizin yiirii-y-tis+iiniiz+ii seviyoruz.

Ben kopek-ten korkuyorum.

Ben kdpegin beni 1sir-ma+si+n+dan korkuyorum.

2. Ikinci béliim olarak b1 diizeyinde ad durum eklerinin dil bilgisi adlar1, en
onemli birkag islevi ve -ma, -mak, -(y)1s ad eylem eklerinin kaliplasmis isim yapma
ozelligi verilebilir.

Tablo 4.

Ad durum eklerinin dil bilgisel adlandirmasi

Yoénelme Durumu Bulunma Durumu Uzaklagma Durumu Belirtme Durumu
ad+(yA ad+DA ad+DAn ad+(y)I
bak- yat- nefret et- sev-
git- dur- hoslan- gor-
yaz- kal- gel- bil-
sor- otur- in- anla-
cevap ver- yasa- al- anlat-

bin- oyna- ¢ik- ogren-
yalan soyle- yuri- para ¢ek- Ogret-
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Tablo 5.

Ad eylemlerin kaliplasmis isim yapma ozelligi

-mA -mAk -(Ds
dolma ekmek giris
sarma ¢akmak cikig
burma yemek kalkis
yarma gidis doniis
dolama vurus
yanma atig

baglama goris
dondurma inanig

(Tablolar 6rnek olarak verilmistir. Ad durum eklerinin ve ad eylemlerin kulla-
nildig: biitiin fiilleri kapsamamaktadir. Diizeylere gore fiiller belirlenip eklenerek
tablolar gelistirilebilir.)

Sonug olarak ad durum eklerinin ve ad eylemlerin birbiriyle baglantili olarak
birinci béliimii A diizeyinde, ikinci bolimii B diizeyinde olmak tizere iki bolim
halinde 6gretimi yapilirsa bu konudaki karisikligin ¢oziilecegi ve 6grenimin daha
kolay olacag: diistiniilmektedir.

Tiirkgeyi yabanci dil olarak 6grenenlerin ad durum ekleriyle ilgili yanlislar
yaptig1 (Msakhuradze, 2019, s. 88) belirlendiginden ad durum eklerinin sekil ve
anlam 6zelliklerini belirleyebilmek 6nemlidir (Dogan Kahtali ve Sis, 2020, s. 1167).
Yabanc dil olarak Tiirkge 6greten setlerde yaygin olarak kullanilan ad eylemlerin
(Kilig, 2017, s. 140) ad durum ekleriyle iliskili olarak verilmesinin konu biitiin-
ligiinti saglayacagr distiniilmektir. Tiirk¢enin yabanci dil olarak 6gretiminde ad
durum eklerinin ve ad eylemlerin temel diizeyde en etkili sekilde verilmesinin sag-
lanmasi, bu konudaki hatalarin ileri diizeylere yansimasini 6nleyebilir.
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Cikar Catismasi

Makalenin yazarlari arasinda, ¢aligma kapsaminda herhangi bir kisisel ve fi-
nansal ¢ikar catigmasi bulunmamaktadir.

Yazar Katki Diizeyi
1. Yazar: %60
2. Yazar %40
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TEACHING NOUN CASE SUFFIXES AND GERUND INFINITIVES IN TEACHING
TURKISH AS A FOREIGN LANGUAGE*

Ulkemizde gd¢men niifusun ve son yillarda iiniversite egitimi almaya gelen
6grenci sayisinin artmasi, Tiirkgenin yabanc dil olarak ogretilmesine daha faz-
la 6nem verilmesine neden olmustur. Tiirk¢e 6greten merkezlerin artmasi, ders
kitaplarinin cesitliligi ve bu alandaki talebi karsilama cabalar1 sevindiricidir. Bu-
nunla birlikte, Tiirk¢e 6gretim setlerinde dil bilgisi yapilarinin 6gretilme sirasi
farklilik gostermekte ve uzman goriislerine gore birbirini izleyen dil bilgisi yapila-
rinin dgretilmesi aralikli olarak yapildigi igin 6grenciler yapilar arasindaki iliskiyi
kuramamaktadir. Bu ¢alismada Tiirkge 6gretim setlerinde ad durum ekleri ve ad
eylemlerin 6gretilme sekli ve zamanlamasi incelenmistir. Calismanin amaci, be-
lirlenen Tiirk¢e 6gretim setlerinde bu iki dil bilgisi yapisinin hangi diizeyde ve ne
sekilde ogretildigini belirlemek ve bu yapilarin hangi diizeylerde 6gretilmesi, nasil
ve hangi sirayla agiklanmasi gerektigini belirlemektir.

Calismada nitel bir arastirma yontemi olan dokiiman analizi kullanilmistir. Ca-
lisma dokiimanlari olarak Yeni Hitit Yabancilar i¢in Tiirke 6gretim seti, Gazi Ya-
bancilar Igin Tiirkge 6gretim seti, Yedi Iklim Tiirkge Yunus Emre Enstitiisii 6gretim
seti, Istanbul Yabancilar i¢in Tiirkge 6gretim seti belirlenmistir. Incelenen 6gretim
setlerinde ad durum eklerinin A1 seviyesinde ancak ad eylemlerin farkli seviyeler-
de yer aldig, yani birbiriyle baglantili iki yapinin birbirinden bagimsiz ele alindig:
ve Ogretiminin aralikli yapildigs, yapilar aralarinda 6grenicinin kurabilecegi bagin
yeterince belirtilmedigi tespit edilmistir. Caligmada s6z konusu yapilarin birbiriyle
baglantili oldugu, ayni seviyede art arda nasil anlatilmasi gerektigi 6rneklerle ve-
rilmistir.

Anahtar Sozciikler: Ad Eylem, Ad Durum Ekleri, Tiirkce Ogretim Setleri, Ya-
banci Dil Olarak Tiirkce Ogretimi.
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TURKCENIN YABANCI DIL OLARAK OGRETIMINDE AD DURUM EKLERI VE
AD EYLEMLERIN OGRETIMI

The increase in the immigrant population in our country and the number of
students coming to get university education in recent years has led to more empha-
sis to be put on teaching Turkish as a foreign language. The increase in centers tea-
ching Turkish, the diversity of textbooks and the efforts to meet the demand in this
field are pleasing. However, the order of teaching grammar structures in Turkish
teaching sets differs and according to the expert opinions, learners cannot establish
the connection in between as the teaching of successive grammatical structures is
done intermittently, and thus, they can’t realize the relationship between the stru-
ctures that are the continuation of each other. In this study, the way and timing of
teaching noun case suffixes and gerund infinitives in Turkish teaching sets were
examined. The aim of the study is to determine at what level and in what way these
two grammar structures are taught in the determined Turkish teaching sets, and to
determine the levels at which these structures should be taught, how and in which
order they should be explained.

In the study, document analysis, which is a qualitative research method, was
used. Yeni Hitit Yabancilar I¢in Tiirkge teaching set, Gazi Yabancilar Igin Tiirkge
teaching set, Yedi Iklim Tiirk¢e Yunus Emre Enstitiisii teaching set, and Istanbul
Yabancilar I¢in Tiirkge teaching set were determined as documents to analyze. It
was determined that in the examined teaching sets, the noun case suffixes are at
the A1 level while gerund infinitives are at different levels, that is, the two interre-
lated structures are addressed independently from each other, the teaching is done
intermittently, and the connection that learners can make between the structures
is not sufficiently specified. In the study, it is shown with examples that these stru-
ctures are interconnected and how they should be explained successively at the
same level.

Keywords: Gerund Infinitives, Noun Case Suffixes, Turkish Teaching Sets, Teach-
ing Turkish As A Foreign Language.

*This article is extended from the the presentation “Teaching of prepositions of
time and gerund infinitive in Turkish to foreigners” on 12 December at EDUCCON
2020 Empower Teaching.

INTRODUCTION

Teaching a language as a foreign language and how to teach it have been a
subject that has drawn attention from researchers for many years, and many expe-
rimental methods have been applied in this field. While in teaching that starts with
the grammar translation method and continues with ear training method as the
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basis, in recent years the understanding of education views grammar as a tool rat-
her than a goal. Today, methods based on four basic skills are used in international
language teaching centers. Grammar supports four basic skills. Thus, basic skills in
language teaching are supported by grammar teaching which provides effective-
ness in oral and written expressions.

In the Common European Framework of Reference for Languages (2009), a
grammatical skill is defined as the ability to learn and apply the grammatical rules
of a language. It is stated that what is fundamental in grammar is not to memorize
language patterns, but to understand and explain phrases and sentences produced
according to rules (DIOBM, 2009, p. 107). Making the learner competent in four
basic skills is the main purpose of second language teaching. Grammar is needed
for the development of these skills. Grammar teaching is necessary in teaching
Turkish as a foreign language as well as in teaching other languages (Melanlioglu,
2012, p. 2402). Grammar rules have an important role in language teaching. Howe-
ver, the way they are taught and to associate them with the basic skills in language
teaching are very important (Kurt, 2016, p. 265).

TEACHING SIMILAR GRAMMAR STRUCTURES
Teaching Noun Case Suffixes

Teaching noun case suffixes and gerund infinitives, which particularly enable
speaking and writing skills to be effective in teaching Turkish, is one of the gram-
mar topics that couldn’t be agreed upon. As important as teaching the functions of
noun case suffixes and gerund infinitives in teaching Turkish as a mother tongue,
it is equally important in teaching Turkish as a foreign language. Vural and Boler
(2017, p. 149) indicate that noun case suffixes provide the relationship of a noun
with other words. In teaching noun case suffixes, which are defined by Korkmaz
(2009, p. 23) as suffixes that meet the meaning relationship between nouns and
verbs in a sentence, and as situations in which the noun is in relation to other
words by Ergin (1998, p.226), the apparent function of the suffix apart from the
meaning it gives to the sentence and the name in the sentence is taken as the basis.
Mert (2003, p. 27) states that in studies conducted on Turkish grammar, the suffix
is examined in terms of morphemes in the teaching of noun case suftixes. Balye-
mez (2016, p. 77) states that the meaning that the noun case suffixes add to the
sentence is not limited to the cases that give the affix its name, that the suffixes gain
new functions over time and add different meanings to the sentence, and states
that teaching noun case suffixes is a process that requires time and effort.

In many studies on the subject, it is stated that the subject of noun case suffixes
is one of the main problems in teaching Turkish as a foreign language. It is seen that
even a learner who can produce sentences using many grammatical structures may
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use the noun case suftixes incorrectly, which is not easy to use correctly in written
and oral expression. According to the results of the study, it is emphasized that
there are problems in the application of noun case suffixes in teaching Turkish as a
second language (A¢ik, 2008); it is seen that there are errors caused by the incorrect
use of noun case suffixes or the absence of these suffixes in the sentence, and it is
indicated that this is a research topic that needs to be studied in particular (Kara,
2010). In some studies, it is stated that foreign students make mistakes, especially
in the case of suffixes for direction and specification, due to the meaning of the-
se suffixes in their mother tongue (Candas Karababa, 2009, p. 273). Unnecessary
use of suffixes, not using them where necessary, and mistakes made in the use of
noun suffixes with verbs are considered as the main problems (Melanlioglu, 2012,
p- 2409), and it is also stated that language learners sometimes have difficulty in
predicting which noun suffix to use with verbs (Erdem, 2015, p. 182).

Teaching Gerund Infinitives

It is important for a learner to know how to connect nouns with verbs, then
the relationship between the first verb and the second verb in turning verbs into
nouns, to understand that these two grammatical structures are not very diffe-
rent from each other and that they are a continuation of each other while learning
Turkish as a foreign language. It is necessary to understand the function of noun
case suffixes well and to use verbal and written expression skills effectively. Sakalli
(2016, p. 102) draws attention to this situation by stating that teaching methods
used before in teaching Turkish as a foreign language should be re-evaluated and
that new practices should be implemented in teaching noun case suffixes. This en-
visions the adoption of certain new understandings in teaching these grammatical
structures.

In teaching sets prepared for the teaching of Turkish as a foreign language, it is
seen that the noun case suffixes that connect verbs and nouns are taught after the
verbs are taught. Different stages and different timings are observed in the teaching
of noun case suffixes. In some Turkish teaching sets, grammatical naming is used
in the same unit as being, leaving, tending, and indicating (Aydemir, 2015, A2, pp.
70-82) while in some they are taught as patterns with the questions of from where,
to where, and where without grammatical naming (Ates et al., 2019, A1, p. 51). In
other sets, they are taught in two sections: three noun suffixes are taught first as
orientation, staying, exiting (Uzun, 2010, p. 25) followed by the suffix for specit-
ying (Uzun, 2010, p. 69). In Turkish teaching sets, there is no common usage in
terms of the order of the noun case suffixes, the time of presentation or grammati-
cal naming. It is noteworthy that the teaching of gerund infinitives is at the A2, B1
or B2 levels of Turkish teaching sets, and that the relationship between these two
grammatical structures in terms of the use of gerund infinitives with noun case
suffixes is not emphasized.
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In a study on teaching gerund infinitives to foreigners, in teaching methods
based on a constructivist approach, it is said that a connection is established betwe-
en previously learned subjects and newly learned subjects, and that the subjects
that are sequential in themselves are spread by the teacher in the teaching process,
and while the subjects are spread throughout this process, it is stated that general
teaching principles such as from concrete to abstract, from easy to difficult, from
simple to complex, and from specific to general are used. . -mA, -mAK, -(I)s noun
verb suffixes are formulated and taught under the name of noun verb suffixes;
however, it is emphasized that the spiral order that should be in grammar teaching
is ignored, and the statement of “Even if there is no negativity when it is given in
order, the fact that it is presented under one heading as grammar does not comply
with the spiral order that is envisioned to be used in foreign language teaching” is
used (Kalfa, 2019, p.1072-1074). In this case, it can be thought that while teaching
gerund infinitives, the necessity of associating with noun case suftixes and the suc-
cessive teaching will be more efficient than a constructivist approach.

The Purpose and Significance of the Study

Noun case suffixes in teaching Turkish as a foreign language seem easy to teach
and thus, they are grammatical structures included at the A1 level in books. Alt-
hough they may seem as a simple grammar structure on the surface, they are quite
complex in content and difficult to explain to the learner when appropriate. When
it is not understood enough, it is observed that although all complex grammatical
structures are used in the sentence at the right place and time, mistakes are still
made on noun case suffixes and gerund infinitives. In the examined Turkish teac-
hing sets, it is seen that gerund infinitives are included at A2, B1 or B2 levels -one
or two levels after the noun case suffixes included in the A1l level. It was determi-
ned that gerund infinitives are included in A2 level in the Yedi Iklim Tiirkge Yunus
Emre Enstitiisii textbook (Ates et al., 2019), in A2 level in Yeni Hitit 1 Yabancilar
I¢in Tiirkge textbook (Uzun, 2010), in B1 level in Istanbul Yabancilar igin Tiirkge
textbook (Aslan, 2014), and B1 level in Gazi Yabancilar I¢in Tiirkge Dil Bilgisi B2-
C1 textbook (Aydemir, 2015).

One of the most important materials needed in teaching Turkish as a foreign
language is textbooks. If these books are not qualified and functional, there may
be problems in reaching the goals in language teaching (Omeroglu, 2016). The two
grammatical structures that are the subject of the study are structures that follow
each other. In order to see or show the connection between these structures, the
subject should be reminded and the relationship between the two subjects should
be noticed. The aim of the study is to determine at what level and in what way these
two grammatical structures are taught in the selected Turkish teaching sets, and
to indicate with examples how these structures, which are related to each other,
should be explained for an effective teaching.
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Are noun case suffixes referenced when teaching gerund infinitives after noun
case suffixes in the four Turkish teaching sets selected?

What's the order used in teaching noun case suffixes and gerund infinitives?
METHOD
Research Design

In this study, document review (analysis) model, a qualitative research method,
was used. “Qualitative research can be defined as research in which qualitative
data collection methods such as observation, interview and document analysis are
used, and a qualitative process is followed to reveal facts and events in a natural
environment in a realistic and holistic manner” (Yildirim & $imgek, 2008, p. 39).
Document review, on the other hand, is a systematic method used to examine and
evaluate all documents, including printed and electronic materials (Kiral, 2020).
Similar to other methods used in qualitative research, document analysis requires
examination and interpretation of data in order to make sense of it, to form an
understanding about the subject, and to develop empirical knowledge (Corbin &
Strauss, 2008).

Research Sample

The study is based on four main textbooks that are widely used in teaching
Turkish as a foreign language in Turkish teaching centers in our country. The ma-
terials to be reviewed in this study include Istanbul Yabancilar i¢in Tiirkge Ders
Kitabr Al (Aslan, 2014); Istanbul Yabancilar 1qin Tiirkge Ders Kitab1 Bl (Aslan,
2014); Yedi Iklim Tirk¢e Yunus Emre Enstitiisit Ders Kitab1 A1 (Ates vd., 2019),
Yedi Iklim Tiirkge Yunus Emre Enstitiisit Ders Kitab1 A2 (Ates vd., 2019); Yeni Hi-
tit 1 Yabancilar I¢in Tiirkge Ders Kitab1 (Uzun, 2010); Gazi Yabancilar Iqin Tiirkge
Dil Bilgisi A1-A2-B1 (Aydemir, 2015), Gazi Yabancilar I¢in Tiirkge Dil Bilgisi B2-
C1 (Aydemir, 2015).

The selected sample sets are widely used in the field of teaching Turkish as
a foreign language in Turkey which is why they are considered as the sample of
the study. In the four books identified, the level of noun case suffixes and gerund
infinitives are addressed, how they are explained, and under what grammatical
name they are presented were reviewed, sample texts are selected from sections
providing content explanation, and whether the similarity of these two grammar
structures are explained is examined.

In this study determining how the noun case suffixes and gerund infinitives are
addressed in the textbook sets, it was found that these two topics, which are conti-
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nuation of each other, are addressed as independent topics which is considered an
area of improvement based on expert opinions, recommendations are provided,
opinions of three academicians specialized in the field of teaching Turkish as a
foreign language were sought and necessary corrections are made, and the study
was finalized.

FINDINGS

(The information taken from the books is given in italics to avoid confusion
with explanatory sentences.)

Istanbul Yabancilar ic;in Tiirk¢e Ders Kitab1 A1 (Aslan, 2014)

In the Istanbul textbook, it was found that the noun case suffixes are presented
in three sections and at the A1 level.

Bulunma Durumu: (-DA) (The Locative Case) is the first noun case suffix inc-
luded in the second chapter of A1 level and presented without any Turkish expla-
nation but instead with the explanation of “The locative case roughly covers the
functions of the prepositions “in, on and at” in English” (A1, p. 23)

The topic instruction started with the questions of nerede?/kimde?, grammar
information of a, 1, 0,u> -Da/ e, i, 6, il > -De is explained, and examples such as
where are the students?students are in the classroom, who has the pen? The teacher
has the pen are provided.

The other two noun case suffixes are presented in chapter three of Al level (A1,
p. 44) as follows:

Yonelme Durumu (Dative Case): Fiilin yoneldigi, yaklastig1 varlig1 gosterir.
a,1,0,u>-(y)a

e, i,0,1>-(y)e

Her sabah ise gidiyorum.

Ogretmen derse basliyor.

Uzaklasma Durumu (Ablative Case): Bu ek, varligin bir yerden ayrildigini,
uzaklastigini gosterir. Varligin yerinin degistigini bildirir.

a,1,0,u->-Dan
e, i, 0,i> -Den
Taksimde otobtisten iniyorum.

Asl képekten ok korkuyor.
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Belirtme Eki - (y)I (Accusative Case): (A1, p. 61) The accusative case suftix is
presented in the fourth chapter of the Al level, after the three noun case suffixes,
and as an belirtme eki, not as a belirtme durumu. Additionally, it is stated that the
affix has five different meanings.

a,1>-(yn
e, i>-(y)i
o,u> -(y)u
8,1 >-(y)i

1. Climlenin nesnesi belirli, bilinen bir nesneyse: Babam araba yikiyor. Babam
arabay1 yikiyor.

2. Ciimlenin nesnesi 6zel bir isim ise: Ayse’yi bekliyor musun? Istanbul’u gezi-
yorum.

3. Ciimlenin nesnesi zamir ise: Biz onlar1 tanimiyoruz. Seni bekliyorum.

4. Camlenin nesnesi iyelik eki veya tamlama eki almis ise: Kitabini bana ver.
Her hafta anneannemi ziyaret ediyorum.

5. Ciimlenin nesnesi, “bu, su, o, hangi, biitiin, baz1” gibi sifatlar1 almis ise: Bu elbi-

seyi aliyorum. Ne kadar? Hangi kalemi istiyorsun? Biitiin arkadaslarimi seviyorum.

Gerund infinitives are presented in two parts in the second chapter of B1 level,
which is the second book of the Turkish teaching set. The first part is given as fol-
lows and as a note, it is stated that this suffix also makes fixed nouns.

Isim-Fiil Ekleri (-mAk, -mA): Adlastirma, bir fiilin ciimle igerisinde ad gore-
vinde kullanilmas1 demektir. Tiirk¢ede adlastirma, fiile -mAk, -mA ve -(y)Is ekle-
rinin getirilmesi ile yapilir. Bu ekler biitiin fiil kok ve govdelerine gelebilir. Bu eki
alan fiiller ctimlede isim gibi kullanilarak bir igin, hareketin ad1 olur. Bu eklerden
sonra ad durum ekleri gelebilir (B1, p. 26).

fiil + mAk

fiil + mA

Tatil yapmak, dinlenmek her insanin ihtiyacidir.
Evime yeni bir ¢caligma masasi aldim.

NOT: -mAK eki kalici isimler yapar.

Ornek: Sabah marketten taze ekmek aldim.
Mangali yakmak i¢in ¢cakmak var m1?

Cok yagli yemekleri sevmiyorum.
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In the same section, the use of gerund infinitives with the possessive suffix is
given, and their use is specified with noun case suffixes with the explanation of
“Bu eklerden sonra ad durum ekleri gelebilir” However, the topic is not addressed
deeply.

fiil + mA + iyelik eki
Dogum giiniime onun gelmesini istemiyorum.
Komsular yiiksek sesle miizik dinlememizden rahatsiz oluyor.

Senin odani toplamamana ¢ok kiziyorum.

In the same chapter, -(y)Is is presented as gerund infinitive in the second sec-
tion, but it is not mentioned that it makes permanent nouns as in the -mAk, -mA
gerund infinitives.

isim-Fiil EKleri (-(y)Is)

Bu ek, fiil kok ve govdelerine gelerek fiili isimlestirir. Bu ek daha ¢ok fiilin ya-
pilis bigimini, tarzini belirtir.

fiil + (y)Is + (iyelik eki)
Onun bakislarindan hi¢ hoglanmryorum.

Yeni programdaki degisiklikler i¢in herkesin goriisiinii almak lazim. (B1, s. 30).

Noun case suffixes are presented at the A1 level, and gerund infinitives are pre-
sented at the B1 level of the Istanbul Yabancilar I¢in Tiirkge Ders Kitabi. Necessary
explanations are provided about the grammatical naming of these grammatical
structures and suffixes. Five different functions are specified for the A1-level deno-
tative case. After two levels, that is, at the B1 level, gerund infinitives are explained
but their connection with the noun case suffixes is not specified, and only a few
sentences about the noun case suffixes are provided as examples.

(Gazi Universitesi TOMER) Yabancilar i¢in Tiirkge Dil Bilgisi (Aydemir, 2015)

In this teaching set, noun case suffixes are given in detail under case category
at A2 level, and not only the way the suffixes are added to verbs and nouns are
explained, but also their different functions. Next to the suffixes, explanations
describing their functions and examples are given. Verbs in which each noun case
suffix is used in general are listed.

Bulunma Hali: Ctimlede bulunma hali almis bir sézciik fiilin ya da durumun
nerede, kimde, ne zaman, saat kagta gerceklestigini gosterir (A1-A2-B1, p. 70-75).
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Isim+-da/-de/-ta/-te + fiil/isim yiiklem

Islev 1: Isim yiiklemli ciimlede &znenin (kisi ya da nesne, kavram) yerini
bildirir. Bu tip climlelerde yiiklem isimdir ve ctimlede ek fiilin zamanlar1 kullanilir.

Ali simdi okulda.
Ben isteyim.

Islev 2: Fiil yiiklemli ciimlelerde hareket eylem, is nerede kimde gergeklesiyor,
bunu gosterir.

Ali Ankarada yagsiyor.

Selma otelde kaliyor.

Islev 3: Ciimlede is, hareket, durum, ne zaman/ saat kagta, bunu bildirir.
Saat birde. 1980de.

Islev 4: Var-yok ciimleleri. Bulunma halli sézciikler bir varligin ya da nesnenin
bir kiside ya da bir yerde varligini veya yoklugunu gosteren ciimlelerde kullanilir.

Bende para var.

Okulda bilgisayar yok.

Ayrilma Hali: (A1-A2-B1, s. 75-79). Ayrilma ad durum eki yedi iglev halinde
verilmis, aslinda ad eylemler bashig: altinda anlatilmas: gereken dil bilgisi yapisi
dordiincii islev olarak verilmistir.

[sim+-dan/-den/-tan/-ten + fiil

Islev 1: Ayrilma hili hareketin kaynagini, hareketin baglangi¢ noktasini gosterir.

Ben okuldan geliyorum.

Ali simdi yurttan ¢ikiyor.

fslev 2: Ayrilma hali biitiiniin bir parcasini hareketle iliskilendirme gorevinde
kullanilir. Hareketin ilgili oldugu nesneyi, kavrami gosterir.

Ben pastadan bir par¢a yedim.

Bu gomleklerden aldim.
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Islev 3: Hareketin sebebini gosterir.

Agag susuzluktan kurudu.

Ali soguktan hasta oldu.

Islev 4: Hareketin sebebini gosterir. Bu tip ciimlelerde sebep bir fiildir.

Diistinmekten bagim agridi.

Cok calismaktan hasta oldum.

Islev 5: Ayrilma, karsilastirma igeren ciimlelerde kullanilir.

Ali, Ahmet'ten daha caliskandur.

Istanbul, Ankaradan daha kalabaliktir.

Islev 6: Ayrilma hali, baslangic zamaninin ya da noktasmnin bildirilmesi
gorevinde kullanilir.

Sabahtan beri siirekli ¢aligtyorum.

Diinden beri hastayim.

Islev 7: Zamanda ve mekanda sinirlama. Bulunma hali baslangi¢ ve bitis
sinirin1 gosterme gorevi iginde yer alir.

Her giin okuldan yurda kadar ytirityorum.

Yolculukta, Ankaradan Istanbul’a kadar uyudu.

Yonelme Hali: (A1-A2-B1, p. 79-81). It is stated that the dative noun case suffix
has four different functions.

Isim+-a/-e/-ya/-ye + fiil

Islev 1: Yonelme hali eki almis bir sézciik hareketin yoneldigi noktay1, hedefi ya
da amaci gosterir. Nereye, kime sorularina cevap verir.

Ali koltuga oturdu.

Biz hocamiza tesekkiir ettik.

Islev 2: Fiilin gerceklesecegi zamani bildirir. Boyle ciimleler gelecek zaman
anlamu tagir.

Yarina sinav var.

Aksama sinemaya gidiyoruz.

Islev 3: Fiilin gerceklesecegi zamani, mekéani, mesafeyi simirlama gorevinde
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kullanilir. Hareketin bitis noktasini gosterir. Ctimlede bu eki almis sdzciik ne
zamana kadar, saat kaca kadar, nereye, kime kadar sorularinin cevabidur.

Ogleye kadar parkta oturdum.

Her giin okuluma kadar yiirtiyorum.

Islev 4: Eylemin amacin, hedefini gdstermek igin kullanilir.

Cigekler sana.

Size bir zarf var.

Belirtme Hali: (A1-A2-B1, p. 82-84). While it is stated that the accusative case

suffix has five different functions in the Istanbul book, it is shown here as a single
function.

Islev: Bu hal eki fiildeki hareketten etkilenen kisinin, varligin, nesnenin,
konugan kisi ve dinleyen kisi i¢in belirli, bilinen, taninan oldugunu gosterir. Belirli
olan bu ismi isaretler.

Babam evi boyuyor.

Ogrenci tahtay1 temizliyor.

Gerund infinitives are presented under noun verbs at the level of B2-C1 in
three sections in the second book of the Turkish teaching set.

isim Fiiller
Fiil+-mak/-mek (B2-C1, s. 40-43)

islev 1: Mastar ekidir, fiillerin adini bu ek ile soyleriz: gérmek, oturmak,
taginmak, rahatlamak, igmek, s6ylemek, uyumak...

Islev 2: Genel ifadeler anlatir; nesnel, genel gegerligi olan ciimlelerde ve tanim/
tarif ctimlelerinde kullanilir.

Apart from these two functions, the uses of the suffix -mAk giving the mean-
ings of “purpose, reason, request, necessity, adverb, approach and besides” to the
sentence are also presented and it is stated that this suffix has ten different func-
tions.

-ma / -me fiil + -ma /-me (B2-Cl1, s. 43-44)
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Islev 1: Bu ek daha ¢ok kisi baglantili olarak kullanilir; 6znelerle kullanilir ya da
isim tamlamalar1 i¢inde kullanilir. -ma/-me ekli isimler tiim hal ekleri; iyelik ekleri;
¢okluk eki ile kullanilir.

Islev 2: Edatlarla birlikte kullanilir: Konusmamin 6éncesinde herkesi selamla-
dim.

-ma/-me ekli bazi isimler kaliplasmistir, kalicidir; bu kelimelerin kafamizda
fotograflary; sekil olarak karsiliklar: vardir: toplama, ¢ikarma, arpma, bélme, oku-
ma, okuma-yazma, konusma, okuma hizi, yazma becerisi, bazlama, d6vme, dolma,
kavurma, basma, baglama, kinama, dondurma, sekerleme, haslama, yiizme havu-
zu, oturma odast, ¢alisma odasi.

-18 / -is / -ug / -ts (B2-Cl1, 5. 45)

fiil + -1/ -ig / -ug / -us

Islev: Bu ek, bir kisiye ya da duruma &zgii olan, ait olan hareketleri gosterir.
glilmek/ giilme/ giiliis

Giilmek genelde mutluluk isaretidir.

Digaridan kuvvetli bir giilme sesi geldi.

Selma’nin giiliisii essizdir. (Selma’ya 6zgii giilme bigimi)

Kural: Bu ek ile yapilan kelimeler, tamamen kaliplagmuis, kalici isimlerdir: gidis,

gelis, durus, bakis, giiliis, dokunus, 6piis, yikilis, bekleyis, inis, ¢ikis, donds, giris,
¢ikis, oturus, kalkis, deyis, duyus, goriis, inanis, kavrayis, davranis. ..

In the teaching set prepared by Gazi University, both noun case suffixes and
gerund infinitives are presented with their multiple functions and explained in de-
tail. The features of making fixed nouns of -mA and -(y)Is suffixes are mentioned;
however, it is not emphasized that noun case suffixes and gerund infinitives are
grammatical structures that are connected.

Yedi Iklim Tiirkge (Yunus Emre Enstitiisii Tiirkge Ogretim Seti Ders Kitabi)
(Ates vd., 2019)

The noun case suftixes of locative, accusative, ablative and dative are given wit-
hout grammatical naming in the second unit of the Al level. Additionally, it was
seen that teaching occurred with questions of nerede, neyi, nereden, nereye and
the answers provided to them.

Ne, kim nerede? (A1, s. 42).

Doktor hastanede.
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Yumurta sepette.

Meyve agagta.

Belirtme Ad Durum Eki

This was addressed under “Haydi 6grenelim” (A1, p. 50) and taught through
fixed sentences and no grammatical explanation is provided.

Kitap oku->Kitab1 oku.

Cicek suluyorum->Cigegi suluyorum.

Havug ye->Havucu ye.

Nereden geliyorsun? (A1, p. 51)

Nereden geliyorsun?

Carsidan geliyorum.

Nereden Nereye? (Al, s. 51)

Sema nereden ¢ikiyor?

Sema hastaneden gikiyor.

Nereye gidiyor?/ Universiteye gidiyor.

-mA, -mAKk, -(y)Is gerund infinitives are given in two parts without grammati-
cal naming (as in the teaching of case suftixes) in the fourth chapter of the A2 level,
which is the second book of the Turkish teaching set. It was observed that no gram-
mar explanation was provided. Words such as aligveris, satis, anlatis, gidis, doniis,

guiliis, stiriig, bakis which are fixed through the suffix are given without explanation
and activities included filling in the blanks.

-mek / -mak -me / -ma (A2, p. 74-75)
Ulkemin her yerini gezmek, tanimak istiyorum.
Hastalar, bekleme odasinda muayene olmay: bekliyor.

Sigara icmek yasaktir.
Oturma odasina koltuk almak istiyorum.

Is (A2, p. 78)
Ucagin kalkig saatini biliyor musunuz?
Turistler, Nemrut Dagrnda giinesin dogusunu seyrediyorlar.

Bebegin giiliisii cok giizel.
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It was determined that the noun case suffixes are given at the A1 level of the
Yedi Iklim Tiirkge Yunus Emre Enstitiisii Ders Kitab1 and gerund infinitives are
given at the A2 level. It was found that there are no grammatical naming or expla-
nations and the connection between the two grammatical structures are not add-
ressed.

Yeni Hitit 1 Yabancilar I¢in Tiirkge Ders Kitabi (Uzun, 2010)

The Yeni Hitit Yabancilara Tiirk¢e Ders Kitab, published by Ankara University
TOMER, consists of three sets. Noun case suffixes and gerund infinitives, whi-
ch are the focus of the study, are addressed in the Yeni Hitit 1 in the same book;
however, each book contains two levels. Three of the noun case suffixes (locative,
ablative, dative) are presented in the second unit at the A1 level of the book, while
the accusative noun case suffix is given in the sixth unit, which is the last unit of
the A1 level. The suffixes are presented in a table, and sentences using suffixes are
presented as examples. There is no grammatical explanation about when and how
to use the suffix.

Durum (y6nelme, kalma, ¢ikma) -(y)E,-DE,-Den (Hitit 1, p. 25)

Ogrenciler sinifa giriyor.

Ogretmen dgrenciye soru soruyor.

Ogretmen okuldan eve yiiriiyor.

Ayse Bebekte oturuyor.

Durum(belirtme) -(y)I (Hitit 1, p. 69)

Bu arabay: aliyorum.

Cocugu gordiin mii?

Cocuklar okulu sevmiyor.

Gerund infinitives are given as a single unit in the tenth chapter at the A2 level,
which is the second part of the Hitit 1 book, in a table and under Adlagtirma. In
the table, no explanation is given about the way the suffix is used or in what sense
it is used, but sentences using suftixes are provided as examples. Explanations and
examples about the use of suffix with fixed expressions are not included.

Adlastirma -mE,-mEk,-(y)Is (Hitit 1, s. 117)

Burada miizik dinlemem sizi rahatsiz ediyor mu?

Dogum giiniimii hatirlamaman ¢ok kotii.

Bugiin televizyon izlemek istemiyorum.
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Bence daha ¢ok ¢alismasi gerek.
Onun giiliisii herkesin dikkatini ¢ekiyor.

Although grammatical naming is used in the Yeni Hitit 1 Yabancilar Igin Tiirk-
¢e Ders Kitabi in both noun case suftixes and gerund infinitives, no explanation is
given about the topics. Grammar structures are given with example sentences. The
two grammar topics were addressed independently at separate levels and chapters,
and the relationship with noun case suffixes was not emphasized while explaining
gerund infinitives.

RESULT AND DISCUSSION

The textbooks of Istanbul Yabancilar 1qin Tiirkge Ders Kitab1 Al, B1; Yedi
Iklim Tiirkce Yunus Emre Enstitiisii Ders Kitab1 A1, A2; Yeni Hitit 1 Yabancilar
I¢in Tiirkge Ders Kitaby; Yabancilar I¢in Tiirkge Dil Bilgisi A1-A2-B1; Yabancilar
I¢in Tiirkge Dil Bilgisi B2-C1 that are used in teaching as a foreign language were
reviewed to determine how noun case suffixes and gerund infinitives are taught. It
was found that the noun case suffixes are given at the Al level in each set, but the
teaching of gerund infinitives are introduced at different levels. Activities of teach-
ing Turkish as a foreign language differ according to language teaching sets (Can-
gal and Kiribis, 2021). Side functions of noun case suffixes are taught only by pre-
senting them together with gerund infinitives (Cangal & Basar, 2018). Noun case
suffixes are one of the structures where students make many mistakes in teaching
Turkish as a foreign language (Duman, 2013; Barcin, 2019; Sakalli, 2016).

As a result, it was found that in teaching the topics -which are the focus of this
study- in Yedi Iklim Tiirkce Yunus Emre Enstitiisii Ders Kitabi A1, A2, grammar
naming and explanations are not offered, and they are presented as independent
grammatical structures. Grammatical naming is provided in the Yeni Hitit 1 Ya-
bancilar I¢in Tiirkge Ders Kitabi, but there are no explanations. The approach for
teaching includes using sentences as examples. The two grammar topics are given
independently of each other at separate levels and chapters. In the Istanbul Ya-
bancilar I¢in Tiirkge Ders Kitab: A1, B, grammatical naming is made, explana-
tions of the suffixes are given, and five different functions have been specified for
accusative cases. Gerund infinitives are given after two levels; however, its connec-
tion with the noun case suffixes is not emphasized, and only in one or two example
sentences they are used with the noun case suffix. The suffixes are given in detail
in the Gazi University TOMER Yabancilar I¢in Tiirk¢e Dil Bilgisi B2-C1 book;
but again, no connection is made between the two grammatical structures. Kalfa
(2019) stated that the teaching of gerund infinitives (-mAXk, -mA) in the textbooks
for teaching Turkish as a foreign language is not effective.
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In order to teach students more effectively in the teaching of noun case suffixes
and gerund infinitives, the following points can be taken into consideration:

1. The teaching of noun case suffixes can be given with interrogative pronouns
without grammatical naming in the first or second units after teaching verbs at the
Al level (as in Yedi Iklim Tiirk¢e Yunus Emre Enstitiisii Ders Kitab1 A1). Which
noun case suffix is used as an answer to which question and with which personal
pronouns can be indicated in a simple table.

Table 1. Use of case suffixes with questions and personal pronouns

Then, which verb is used with which noun case suffix as an answer to which
question can be given. As it is not possible to provide all the verbs here, it is neces-
sary to look at the basic vocabulary of this level and to determine which verbs are

used at the A1 level.

Table 2. Use of case suffixes with question adverbs and pronouns

After teaching with nouns, verbs can be given with the same question pronouns
and adverbs. Transition to verbs can also be made through nouns.

Ben kurs+a gidiyorum.
Ben kursta Tiirk¢e 6gren-meye gidiyorum.
Ben ders+ten sikildim.

Ben her giin okula git-mekten sikildim.

By increasing the number of these examples, it can be shown that these two
grammatical structures are not different from each other, and a table can be created
for verbs.

Teaching the additional functions of the noun case suffixes, can be given at the
B1 level in the second chapter. For example, the ablative case suffix -DA (Agag susu-
zluktan kurudu) states reason, showing the beginning of time (Aksamdan gitti); -A
states the the purpose, goal (Sana bir hediyem var), stating time (Su an o kitap yok
ama haftaya gelir).
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Table 3. Use of gerund infinitives with noun case suffixes

nede

neden

neye neyi
-mAktA -mAktAn -mAyVA - mayl
kararlitivelik eki sikil- bagla- unut-
yarar var vorul- caliz- hatirla-
zarar yok k- karar ver- sev-
sikants yok utan- devam et- Ggren-
1srar et- cekin- git- iste-
diren- kork- gel- dene-
inat et- memnun-+ivelik eki vardimc: ol- barak-
hoglan- gerek vok dzle-
GEret-
planla-
stirdiir-
diisiin-

After teaching the verbs that are used with noun case suffixes and that the same
suffixes are added to other verbs that come before the same verbs, the use of ge-
rund infinitives with possessive suffixes and noun case suffixes can be introduced.

Ben sen+den hoglanmiyorum.

Ben senin giil-iis+iin+den hoglanmryorum.

Biz siz+i seviyoruz.

Biz sizin ytirii-y-lig+iiniiz+i seviyoruz.

Ben kopek-ten korkuyorum.

Ben kopegin beni 1sir-ma+si+n+dan korkuyorum.

2. In the second chapter, grammatical names of noun case suffixes at B1 le-
vel, some of the most important functions and the characteristic of creating fixed
nouns of gerund infinitives -mA, -mAK, -(y)Is can be presented.
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Table 4. Grammatical naming of noun case suffixes

Table 5. Creating fixed noun characteristic of gerund infinitives

(Tables are gives as samples. They do not include all the verbs that are used
with noun case suffices and gerund infinitives. These tables can be improved by
identifying verbs by levels.)

As a result, it is thought that if noun case suffixes and gerund infinitives are
taught in two parts, the first part is at A level and the second part is at B level, the
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confusion in this subject will be resolved and learning will be easier.

Since it has been determined that those who learn Turkish as a foreign lan-
guage make mistakes about noun case suffixes (Msakhuradze, 2019, p. 88), it is
important to determine the structure and meaning characteristics of noun case
suffixes (Dogan Kahtali and Sis, 2020, p. 1167). It is thought that teaching gerund
infinitives (Kilig, 2017, p. 140) that are commonly used in teaching Turkish as a
foreign language set in relation to noun case suffixes will ensure the integrity of the
subject. Ensuring that noun case suffixes and gerund infinitives are given in the
most effective way in teaching Turkish as a foreign language can prevent making
mistakes in advanced levels in this subject.
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E- SIKAYET SITELERINDEKI OKUL ONCESI EGITIM KURUMLARI: “SIKAYETIM
VAR!”

0z:

Bu ¢alismanin amaci Tiirkiyedeki okul 6ncesi egitim kurumlar: hakkinda ya-
zilan e-gikayetlerin incelenmesidir. Bu ama¢ dogrultusunda, analitik aragtirma
modeli kullanilmis ve veri analizinde icerik analizinden yararlanilmistir. Aragtir-
ma kapsaminda “Sikdyet Var” internet sitesinden “anaokulu”, “kreg”, “anasinif1” ve
“okul 6ncesi” anahtar kelimeleri ile ayr1 ayr1 sikayetler taranmis ve her bir gika-
yet kaydedilmistir. Arama sonucunda aragtirmanin amacina uygun olan toplam
377 sikayet calisma kapsamina alinmigtir. Veri toplama araci olarak arastirmaci
tarafindan olusturulmus olan “Sikayet Belirleme Dokiiman Analiz Formu” kulla-
nilmistir. Arastirma sonucunda e-sikayetler toplam 7 tema altinda toplanmustir.
Bunlar parasal nedenler, ¢cocugun zarar gormesi, 6gretmenle ilgili nedenler, idari
nedenler, kayit siireci, ise alim siireci ve fiziksel imkanlardir. En ¢ok karsilagilan
sikayet parasal nedenlerden kaynaklidir. Ayrica sikayetlerin ¢ogunlukla 6zel okul
oncesi egitim kurumlari i¢in yapildig1 ve daha ¢ok kadinlar tarafindan sikayetlerin
yazildig1 sonucuna ulagilmistir.

Anahtar Kelimeler: Okul oncesi egitim, Sikdyet, Ebeveyn.
ek

PRE-SCHOOL EDUCATION INSTITUTIONS ON E-COMPLAINT SITES: “IHRVEA
COMPLAINT!”

ABSTRACT:

This study aims to examine the e-complaints about pre-school education
institutions in Turkey. For this purpose, an analytical research model was used,
and content analysis was used in data analysis. Within the scope of the research,
complaints were scanned separately with the keyword’s "kindergarten", "nursery",
"kindergarten" and "preschool" on the "Sikayet Var" website, and each complaint
was recorded. As a result of the search, a total of 377 complaints that were suitable
for the research were included in the study. The "Complaint Determination Do-
cument Analysis Form" developed by the researcher was used as a data collection
tool. As a result of the research, e-complaints were gathered under 7 themes in
total. These are financial reasons, child harm, teacher-related reasons, administra-
tive reasons, enrolment process, physical conditions, and recruitment process. The
most common complaint type is financial reasons. In addition, it was determined
that the complaints were mostly made for private pre-school education instituti-
ons and mostly women wrote the complaints.

Keywords: Complaint, Parent, Preschool education, Quality.
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GIRIS

Cocuklarin, ebeveynlerin, egitimcilerin ve egitimin diger i¢ ve dis paydasla-
rinin en 6nemli beklentilerinden birisi nitelikli bir okul 6ncesi egitim kurumu-
dur (Penn, 2011). Bu asamada ilk aklimiza gelen soru sudur: “Nitelikli bir okul
oncesi egitim kurumu nasil olmalidir?”. Bu sorunun cevabini 30-40 yil oncesinde
arasaydik, okul 6ncesi egitim kurumlari i¢in gelistirilmis olan kalite degerlendirme
oOlgeklerine veya standartlagtirilmis testlere uygun olmalidir cevabin alirdik (Har-
ms ve Clifford, 1980; Hunkin, 2019; Phillips ve Howes, 1987; Sollars, 2020). Fakat
gliniimiizde sadece niceliksel olgiitleri karsilamak yeterli degildir. Ciinkii 6grenen
bireylerin ihtiyaglari, gelisen teknoloji ve ebeveyn beklentileri gibi sayabilecegimiz
birgok faktor egitimin niteligini daha da 6n plana ¢ikarmistir. Bu nedenle niteliksel
olarak kaliteye de erigilmesi 6nem arz etmektedir (Taguma, Litjens ve Makowiecki,
2013). Ayrica alanyazin incelendiginde, okul 6ncesi egitim kurumlarinin kalitesi-
nin belirlenmesinde tek bir 6ge degil, birden fazla 6ge etkin rol oynamaktadir. Bir
egitim kurumunun kalitesinden s6z ederken ¢ocuk, ebeveyn, 6gretmen, program,
sinif ve sosyal cevre gibi hem i¢ hem de dis 6gelerin unutulmamasi gerekmektedir
(Giighan Ozgiil, 2011; Ulubeli, 2019). Ayrica okul dncesi egitim kurumlari, nite-
likli bir kurum olabilmek i¢in yapisal unsurlara ve pedagojik siireglere de odaklan-
malidir (Howes, 1996; Love, 1997; OECD, 2006; Sheridan, Williams ve Sandberg,
2012).

Vygotskye (1978) gore kaliteli bir okul 6ncesi egitim kurumu i¢in anahtar kav-
ram “destekleyici egitimdir. Ayrica Vygosky, bir kurumun egitim programinin o
kurumun kalitesini yansittigini belirtir. Bu nedenle programda olmasi gereken bes
6nemli hususa deginir (Bodrova ve Leong, 2005). Bunlar:

o Programda ¢ocuklarin yas ve gelisim &zellikleri agisindan uygun aktivitelere
yer verilmesi gerekmektedir. Ozellikle program, ¢ocuklarin 6z diizenleme davra-
niglarini ve diger akranlari ve yetigkinleri ile olumlu etkilesim kurabilecegi beceri-
leri icermelidir.

o Dramatik oyunlar, egitim programinin iceriginde muhakkak olmali ve egi-
tim siirecinin ana faaliyeti seklinde diizenlenmelidir.

o Programin 6nemli faktorlerinden birisi de 6gretmen-cocuk etkilesimidir.
Cocuklarin gelisiminin desteklenebilmesi i¢in ¢ocuklarla istekli ve tesvik edici bir
etkilesim kurulmalidir. Ayrica etkilesim kurulurken her bir ¢cocugun bireysel 6zel-
likleri (merak, yaraticilik ve ilgi vb.) goz 6niine alinmalidir.

 Programin her bir gelisim alani i¢in standartlarin belirlenmesi ve bu stan-
dartlarin uygulanmasi gerekmektedir.

o Son ozellik olarak kaliteli bir okul 6ncesi egitim programi ¢ocuklarin kegfe-
dilmemis altta yatan yeteneklerini ortaya ¢ikaracak ve bir sonraki egitim kademe-
sine hazirlayacak 6zellikte olmalidur.
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Vygotsky haricinde bir¢ok bilim insani, okul 6ncesi egitim kurumlarindaki ka-
lite tizerine galismalar gerceklestirmistir. Taylor (2000) kaliteyi yalnizca teorik agi-
dan incelemenin miimkiin olmadigini belirtmistir. Kalitenin farkli baglamlar ag1-
sindan da uygun olmas: gerektigini savunmustur. Edwards ve Fleer (2003), kaliteli
ve nitelikli bir okul dncesi egitim kurumunun 6ncelikle cocuklara entelektiiel iler-
lemeyi saglayacak ozellikte bir programla miimkiin olabilecegini 6ne stirmiigtiir.
Edwards ve Fleer'e (2003) gore kaliteli okul 6ncesi egitim kurumlarinda bilginin
¢ocuklar tarafindan insa edilmesi gerekmektedir. Bu nedenle kaliteli okul 6ncesi
egitim kurumlarinda ¢ocuklara bilgiyi nasil olusturacagina ve nasil kullanacagi-
na dair becerilerin kazandirilmas: gerektigini savunmaktadirlar. Pianta, Downer
ve Hamre (2016) ise, okul oncesi egitimde kaliteyi dort yonlii olarak ele almistir.
Bunlar smnifin yapisal unsurlari, sinif ortaminin 6zellikleri, 6gretmen-cocuk etki-
lesimi ve kalite derecelendirme ve iyilestirme sistemleridir. Siifin yapisal unsurla-
r1 kapsaminda okul giiniiniin ne kadar stirdiigii, 6gretmenin 6grenim durumu ve
Ogretmen-6grenci oranlar1 yer almaktadir. Sinif ortaminin 6zelliklerinde ise sini-
fin buytkligi, hijyeni, 6grenme ve oyun materyallerinin varlig1 ve glinliik egitim
6gretim programinin ortamda nasil uygulandigi yer almaktadir. Ogretmen-gocuk
etkilesimine ise etkinlik esnasinda 6gretmenlerin sergiledikleri davraniglar, 6gret-
menin kullandig: dil, duygusal yakinlig1 ve iislubu girmektedir. Kalite degerlendir-
me ve iyilestirme siirecine, ¢ocuklarin degisen gereksinim ve ilgileri, 6gretmenlere
sunulan hizmetici egitimler ve okul liderliginin arttirilmas: amaciyla yapilan ¢alis-
malar girmektedir.

Bir okul 6ncesi egitim kurumunun nitelikli olup olmadigini belirlemek i¢in yu-
karida bahsedilen unsurlarin yani sira egitim kurumunun i¢ ve dis paydaslar: ile
gbriigmeler yapilmas: gerekmektedir. i ve dis paydaslardan alinan beklenti, goriis
ve Oneriler okul dncesi egitim kurumunun niteli§inin arttirilmasi icin énemlidir.
Ebeveynlerin ve ¢ocuklarin ilk tanistig1 egitim kurumlarimin okul 6ncesi egitim
kurumlar: oldugu diistiniildiigiinde, bu ebeveynlerden alinacak olan beklenti, go-
riis ve Oneriler okul 6ncesi egitim kurumunun kalitesini arttirmak i¢in elzemdir.
Toran ve $ahin (2020) tarafindan ¢ocuklar: okul 6ncesi egitim kurumlarina devam
eden ebeveynlerin beklentilerini belirlemek amaciyla yapilan ¢alisma sonucunda,
ebeveynlerin kurumlardan ¢ocuklarinin gelisimini destekleyen bir egitim progra-
minin uygulanmasini beklemekte oldugu sonucuna ulagilmistir. Ayrica ¢aligmada
ebeveynlerin 6nemsedigi bir diger husus ise nitelikli 6gretmenlerdir. Sagkes (2013)
erken ¢ocukluk egitiminden beklentilerinin anne-baba ve 6gretmen perspektifin-
den aragtirdig caligmasinda, anne, baba ve 6gretmenlerinin beklentilerinin benzer
ozellikler gosterdigi saptanmistir. Anne ve babalar 6ncelikle ¢ocuklarinin 6z ba-
kim becerilerinin ve dil becerilerinin desteklenmesini talep etmektedir. Niikko ve
Havu-Nuutinen’in (2009) yaptig1 calismada okul 6ncesi egitim kurumlarinin kalite
faktorlerini ebeveynler, 6gretmenler ve ¢ocuklar acisindan degerlendirmistir. De-
gerlendirme sonucunda, okul 6ncesi egitim kurumlarinin is birligi alaninda iyiles-
tirmelere ihtiyact oldugu ve modern toplumun beklentilerinin egitim kurumuna
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yansitilmasi gerektigi saptanmistir. Ceylan’in (2019) ebeveynlerin okul 6ncesi egi-
tim kurumlarindan beklentilerini belirlemek iizerine gergeklestirdigi ¢alismasin-
da, ebeveynlerin biiyiik bir kismi1 okul 6ncesi egitim kurumlarindan sicak ve ilgili
ogretmen-gocuk etkilesimi beklemekte oldugu sonucuna ulagilmigtir. Ayrica ebe-
veynler sosyal faaliyetlerinin ¢esitliligini, bireysel egitimlerin yapilmasini ve daha
fazla oyun ve harekete dair etkinliklerin programda yer verilmesini okul oncesi
egitim kurumlarindan beklemektedir. Yukarida deginilen arastirma sonuglarindan
yola ¢ikildiginda, ebeveynlerin okul 6ncesi egitim kurumlarindan farkli bir¢ok
beklentilerinin oldugu soylenebilir. Eger okulun bir paydas: olan ebeveynler bek-
lentilerinin karsilanamamasi durumunda, okul ile ebeveyn arasinda problemler
olusabilmektedir. Eger bu problemler 6nceden saptanir ve ebeveyn-okul arasinda
ortak ¢ozlim yolu bulunur ise problem ortadan kalkar. Fakat bazen bu problemler
belirli sebeplerden otiirii ¢6ziilememekte ve daha da biiylimektedir. Hatta bu prob-
lemlerin elektronik platformlardaki forum veya sikayet sitelerine kadar yansidig
gorillmektedir.

Okul oncesi egitim kurumlarindan beklentileri belirlemek amaciyla yapilan
ulusal ¢aligmalar incelendiginde, ¢aligmalarin ¢ogunun ebeveynlerle yapildig: ve
ol¢me araci olarak genellikle goriisme formlari, anketler ve 6lgekler kullanildig
saptanmigtir (Argon ve Akkaya, 2008; Ceylan, 2019; Ersan, 2019; Simsek ve fv-
rendi, 2014). Bu ¢alismay1 diger ¢aliymalardan ayiran en 6nemli 6zelliklerinden
birisi de verilerin e-sikéyet web sitelerinden toplanmasidir. Verilerin toplanmasin-
da e-sikayet web sitelerinin secilmesinin en 6nemli nedeni ¢ogu bireyin internete
daha kolay ulagim saglamasi ve online teknolojilerin kullanimimn artmasidir. Bu
nedenle bireyler bircok problemi elektronik platformlara aninda yazabilmektedir.
Ayrica giiniimiizde bireylerin hak arama yolu olarak daha fazla interneti kullandig1
goriilmektedir. Medine (2017) gore bireyler eskiden internet {izerinde daha ¢ok
dinleyici, okuyucu ya da izleyici roliindeyken giiniimiizde daha ¢ok yeni medya
araglariyla yaymci roliine doniigmistiir. Bu noktada internet kullanicilar interneti
sadece izleyen roliinden ¢ikip interneti hak arama yollarindan birisi olarak gor-
diikleri s6ylenebilir. Demiréren Haber Ajansinin (DHA) Haziran 2021de yaptig1
bir habere gore sosyal medya platformlarina yapilan sikéyetlerin %262 oraninda
artig gosterdigi tespit edilmistir. Caliymay1 6nemli kilan nedenlerden birisi de
e-sikayet web sitelerinden ¢ikan sonuglarin ebeveyn gorisleri ile yapilan ¢aligma-
lardan ortaya ¢ikan sonuglarla birlestirilip daha net ¢6ztim yollarinin olusturulma-
sina destek vermektir. Caligmay1 6nemli kilan bir diger nokta da daha 6nce ben-
zer ¢alismalara rastlanmamasidir. Ulusal diizeyde sadece Giiler (2020) tarafindan
yapilan ¢aligmaya rastlanmaktadir. Fakat bu ¢aligmada sadece pandemi siirecinde
yapilan e-sikéyetler incelenmis ve sadece 6zel okullar ¢alismaya dahil edilmistir.
Bu ¢aliymamizda ise e-sikayet zaman aralig1 daha uzun tutulmus (Subat 2013-Ka-
sim 2020) ve hem kamu hem de 6zel egitim kurumlarina dair yapilan e-gikayetler
calismaya dahil edilmistir.

OMU EFD, 2022, Cilt 41, Say1 1, Sayfa:93-140



Erhan ALABAY SNe)j

Bu aragtirmanin amaci, “Sikayet Var” internet sitesi {izerinde yayimlanmis olan
okul 6ncesi egitim kurum ve siniflari i¢in yapilmuis sikayetlerin incelenmesidir. Bu
amag¢ dogrultusunda su arastirma sorularina cevaplar aranmigtir:

a. Sikayete neden olan sebebin olusma siireci (uzun/kisa siirecli) ne kadardir?

b. Sikayet nedenleri nelerdir?
YONTEM
Arastirma Modeli

Bu arastirmada, analitik arastirma yontemi kullanilmigtir. Mcmillana (2004)
gore analitik arastirma yonteminde, dokiimanlar, belgeler veya kayitlar tek tek in-
celenerek analiz edilmektedir. Bu nedenle dogrudan etkilesim gerektirmemekte-
dir. Burkette (1990) gore ise analitik aragtirma yonteminde incelenecek olan dokii-
manlar ayrintili olarak tanimlanir ve arastirilir. Ardindan dokiimanlar sentezlenir.
Bu aragtirmada da “Sikéyet Var” adli internet sitesindeki sikayetler ayrintili olarak
incelenecegi i¢in analitik aragtirma yontemi tercih edilmistir.

Calisma Verileri

Aragtirmanin verileri, www.sikayetvar.com adresi {izerinden toplanmustir.
Ozellikle bu internet sitesinin se¢ilmesindeki en biiyiik unsur Tiirkiyede en ¢ok
kullanic1 sayisina sahip olmasidir (Er, 2008: 117). Sikéyet sitesinin arama bolii-
miine aragtirmaci tarafindan belirlenmis anahtar kelimeler yazilarak arama yapil-
mugtir. Bu kelimeler: “okul 6ncesi”, “anaokulu”, “anasinifi” ve “kres” kelimeleridir.
Arama sonuglar1 dogrultusunda ortaya ¢ikan her bir sikayet dikkatlice incelenmis
ve okul 6ncesi egitim kurumlari i¢in yapilmis sikayetler aragtirma kapsamina alin-
mistir. {lk olarak 392 tane sikayete ulagilmistir. Ayni kullanicinin paylastigi ve ayni
metni iceren sikayetler, kisa siireli egitimler veren atolyeler veya kurs merkezleri
i¢in yapilan sikayetler aragtirma kapsamina alinmamigstir. Bu kapsamda toplam
377 sikéyet metni ¢aligma kapsamina dahil edilmistir. Sikdyet metinleri ayr1 bir
word dosyasina kaydedilmistir. Incelenen en eski gikayet tarihi 13 Subat 2013; en
yakin sikéyet tarihi ise 6 Kasim 2020dir. Ayrica ¢alismada sikéyeti yapan kisinin
cinsiyeti ve sikayeti yapilan okulun tiri ile ilgili bilgiler kaydedilmis ve frekans
tablosu agagida sunulmustur.

Tablo 1. Sikéyeti Bildiren Bireylerin Cinsiyeti ve Sikayet Edilen Okul Tiirii Da-
gilim1

Cinsiyet n %
Kadin 255 67,64
Erkek 114 30,24
Cinsiyet Belirtmemis 8 212
Kurum Tiirii n Y%
Ozel/Vakif Kurum 321 85,15
Devlet/ Kamu 23 6,10
Belediyeye Bagh Kurum 33 8,75
Toplam 377 100,00
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Tablo 1'e gore sikdyetlerin %67,64’tiniin kadinlar, %30,24’tiniin ise erkekler ta-
rafindan yapildig1 sonucuna ulagilmistir. Sikayeti yapan kisilerin unisex bir kulla-
nic1 isme sahip olmasindan veya kullanici fotografinin olmamasindan dolay1 bu
sikdyetleri yapan bireylerin cinsiyetleri belirlenememistir. Bu nedenle bu kogsulda-
ki veriler “cinsiyeti belirtilmemis” kategorisinde degerlendirilmistir. Bu kisilerin
orani ise %2,124dir. Ozetlemek gerekirse, okul oncesi egitim kurumlari icin sika-
yetleri bildiren bireylerin ¢ogunlugunun kadin tiyelerden olustugunu sdylemek
miimkiindiir.

Tablo 1 incelendiginde, yapilan tiim sikayetlerin %85,15’inin 6zel/vakif okul
oncesi egitim kurumlarina, %8,75’inin belediye anaokullarina ve %6,10’unun ise
devlet/kamu okul 6ncesi egitim kurumlarina yénelik oldugu saptanmustir. Bir di-
ger ifade ile sikédyetlerin biiyiik bir kisminin 6zel veya vakif anaokullarina ait oldu-
gu sonucuna ulagilmgtir.

Veri Toplama Araglari

Aragtirmada, arastirmaci tarafindan gelistirilmis “Sikayet Belirleme Dokiiman
Analiz Formu” kullanilmistir. Bu form, arastirmaci tarafindan alanyazin taramasi
yapildiktan sonra olusturmustur. Ardindan 1’i gocuk gelisimi ve egitimi alaninda
doktora 6grenimini tamamlamus, 2’si ise okul 6ncesi egitiminde doktora 6grenimi-
ni tamamlamis toplam 3 uzmandan goriis alinmistir. Uzman goriisleri dogrultu-
sunda forma son hali verilmistir. Sikayet Belirleme Dokiiman Analiz Formu top-
lam 5 maddeyi icermektedir. Bunlar:

a. Sikayetin yayimlanma tarihi
b. Sikayeti yapan kisinin cinsiyeti
c. Sikayet edilen kurumun tiirii
d. Sikayetin olusumundaki siireg

e. Sikyetin nedeni

Sikéayet Belirleme Dokiiman Analiz Formu'nda ilk ele alinan basamak “sikaye-
tin yayimlanma tarihi’dir. Bu tarih icin sikéyet sitesi tizerinde belirtilen tarih esas
alimustir. “Sikayeti yapan kisinin cinsiyeti” kisminda sikéyeti yapan kisi cinsiyet
secimi yapmus ise goriilen cinsiyet secenegi esas alinmigtir. Kullanic1 adi ve fotog-
rafi verilmemis ve cinsiyeti belirtiimemis olan katilimcilar ise ¢caligmada cinsiyet
belirtmemis olarak siniflandirilmistir. “Sikayet edilen kurumun tiirii"nde ise her
bir sikdyete konu olan kurum ismi ilgili Il Milli Egitim Miidiirliigii internet site-
sinden kontrol edilmis ve bu sekilde isaretleme yapilmistir. “Sikéyetin olusma sii-
reci” kisminda eger sikayet 24 saatlik bir siire¢ icerisinde gerceklesmis ve sikayete
sebep olmus ise “kisa siireli’, sikdyet 24 saati agkin bir zaman dilimine yayilmis ve
devam etmis ise “uzun siireli” sikayet olarak isaretlenmistir. Ornegin ebeveynin
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kurum hakkinda bilgi almak istemelerine ragmen okula gidip okula alinmamis
olmas1 anlik bir durum ve 24 saat siirmeyen bir siire¢ igerisinde gerceklestigi i¢in
“kisa stireli” sikdyet, ebeveynin ¢ocuguna 6gretmenleri tarafindan stirekli olarak
kotii davraniglar uygulandiginin belirtildigi durum ise anlik bir durum olmadig:
ve siiregen bir ozellige sahip oldugu i¢in “uzun siireli” sikdyet olarak degerlendiril-
mistir. “Sikdyetin nedeni” segeneginde ise sikayet metni detayli olarak okunmus ve
metindeki sikdyete neden olan sebepler tek tek belirlenmistir.

Veri Toplama Sireci

Aragtirmada oncelikle ilgili literatiir incelenmigstir. Ulusal ve uluslararasi ¢alig-
malar kaydedilmistir. Daha sonra Tiirkiyede hizmet veren e-sikayet siteleri listelen-
mistir. Sikéyet siteleri, kullanici sayisy, sikayet sayis1 ve hizmet yili kriterleri dogrul-
tusunda degerlendirme yapilmis ve “Sikayet Var” (www.sikayetvar.com) e-sikayet
sitesi arastirma i¢in se¢ilmistir. "Sikéyet Var" sirketi kurumsal bir sirket olup, 2001
yilinda kurulmusgtur. Diinyanin ilk ve en biiytik sikayet platform sitesidir. "Sikayet
Var" sitesinin toplam 5,5 milyon bireysel tiyeligi bulunmaktadir. Ayrica bu sitenin
aylik sayfa goriintiilenme sayisinin 80 milyon oldugu belirtilmistir (www.sikayet-
var.com, 2020). Bu ozellikler dogrultusunda aragtirma igin "Sikayet Var" e-sikayet
sitesi secilmistir. Okul 6ncesi egitim kurumlari i¢in yazilan sikéyetlerin belirlen-
mesi i¢in sikayet sitesinin arama motoruna “okul 6ncesi’, “anasinifr’, “ana okulu”
ve “kres” kelimeleri teker teker yazilmis ve ¢ikan sikayetler kaydedilmistir. Ara-
malarda ayni sikiyet metinlerinden birden fazla sikayete rastlanmistir. Ayni ¢cikan
sikdyet metinleri arastirmaya bir kez dahil edilmistir. Veri toplama 10 Kasim 2020
tarihinde yapilmstir. E-sikayet sitesinde 10 Kasim 2020 tarihinden sonra yayimla-
nan sikéyetler arastirmaya dahil edilmemistir. Arama sonucunda okul éncesi dé-
nem ¢ocuklarina egitim veren kurslar veya atolyeler de tespit edilmistir. Kisa siireli
egitimler veren bu kurslar veya atolyeler ile ilgili yapilan sikayetler arastirma kap-
samindan ¢ikartilmistir. Tiim elemeler sonucunda toplam 377 sikayet metni, word
sayfasina kopyalanmustir. Toplam 144 sayfalik bir word dosyast olusturulmustur.
“Sikéyet Belirleme Dokiiman Analiz Formu” olugturulduktan sonra iki aragtirmaci
sikdyetleri birbirinden bagimsiz olarak okumus ve kodlamalar1 yapmustir.

Verilerin Analizi

Aragtirmada icerik analizinden yararlanilmistir. Yildirim ve $imgeke (2016)
gore icerik analizinde incelenen verilerden temalar ve kategoriler olusturulur.
Olusturulan tema ve kategoriler sayisallagtirilabilir ve yiizde olarak verilebilir. Bu
caligmada da sikayetlerinin igerikleri okunmus ve temalar ve kategoriler olustu-
rulmustur.

Yildirim ve Simgeke (2016) gore aktarilabilirlik basamaginda amagli 6rnekle-
me kullanilabilir. Bu ¢alismada da Tiirkiyede en ¢ok kullanilan sikayet sitesinden
veriler toplanmistir. Calismanin dis gegerliligi i¢in elde edilen bulgularin altina
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ikincil kaynaklardan (sikayet sitelerinde yazilan sikayetler) alinan verilerden direk
alintilara yer verilmistir (Yildirim ve $ahin, 2011). Giivenirlik i¢in bagvurulan yon-
tem ise Miles ve Huberman’in (2015) da belirttigi tizere aragtirmacilar arasi goriis
benzerliginin saglanmasidir. Arastirmanin veri analizinde bir ¢ocuk gelisimi ve
egitimi alaninda uzman 6gretim elemanindan destek alinmistir. Arastirmaci ken-
disi i¢in ¢ikartmis oldugu veri ¢iktisinin aynisini diger aragtirmaciya da vermistir.
Aragtirmacilar birbirinden bagimsiz olarak analizler yapmuislardir. Ardindan goriis
birligi hesaplanmis ve goriis birligi %93 olarak bulunmustur. Miles ve Hubermana
(2015) gore puanlayicilar arast giivenirlik yilizdesinin %70’in {izerinde olmasini
onermektedir. Bu dogrultuda yapilan ¢alismanin giivenirlik oraninin ytiksek oldu-
gunu séylemek miimkiindiir.

BULGULAR
Sikayete Neden Olan Sebebin Olusma Siireci

Aragtirmanin ilk alt amaci gikdyete neden olan sebeplerin olugma siirecinin
incelenmesidir. Bu asamada her bir sikdyet okunduktan sonra gikayetin kisa siireli
bir durumdan m1 yoksa uzun siireli bir durumdan mi kaynakli oldugu incelenmis-
tir. Ilgili bulgu Tablo 2'de verilmistir.

Tablo 2. Sikayete Neden Olan Sebebin Olusma Siireci Dagilimi

Tablo 2 incelendiginde, sikayetlerin %81,43’iinlin uzun siiregte, %18,57’sinin
ise kisa stirecte olustugu sonucuna ulagilmigtir. Uzun ve kisa siiregte olugan sikayet
temalarina giren ham verilerden 6rnekler asagida sunulmustur.

Sikayet 158. .. isimli Kres ve Anaokullari'na 09.09.2020 tarihi saat 17:45 sira-
larimda esim ve 2 yasindaki ¢ocugumla bilgi almak amach gittik. Kurumun girisine
yonelecegimiz sirada i¢ kapidaki gorevli kadin salgin yiiziinden igeri almiyoruz di-
yerek dis kapiy1 isaret etti kaba bir dille. Ancak ardindan bilgi almak igin iletisim
kurmaya ¢alistigimiz kadin arkadas bizi resmen kovmaktan beter etti. Konusmaya
calisirken laflar1 agzimiza tikayarak "kayit almiyoruz”, "size e-mail atariz” gibi din-
lemeden nezaketsiz cevaplar verdi. Kayit almiyor olabilirsiniz, gelecek sene icin bilgi
istiyor olabiliriz, insanca bir dille izah edebilirdi. Baska sorular da soruyor olabilir-
dik. Gerginligi yiiziinden bu derece belli olan bir kadina ¢ocuk emanet etmek zaten
hig istemem.” (Kisa Stireli Sikayet Olusumu)
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Sikayet 83. “.. okulunda gorev alan 6gretmen, ozel durumu olan ¢ocugumu si-
nifindaki diger 6grencilerden disladi. Velilerden sikdyet aldigini ifade ederek ¢oziim
odakl: yaklasmak yerine, basindan savar bir sekilde oglumun Bakirkéy Ruh ve Sinir
Hastaliklar: hastanesine gotiirmemi soyledi. Sorgulama hakkina sahip olmadigini
diistiniiyorum. Gereginin yapilmasini rica ederim.” (Uzun Stireli Sikayet Olusumu)

Sikayet Nedenleri Nelerdir?

Aragtirmada toplanan 377 sikéyet incelenmis olup, toplam 7 tema olusturul-
mustur. Bu temalar Sekil I'de gosterilmistir.

Sekil 1. Sikdyet Nedenlerinden Olusan Temalar

Sekil Tde goriildugt gibi sikdyetlerin incelenmesi sonucunda toplam 7 tema
olusturulmustur. Bu temalar, parasal nedenler, cocugun zarar gormesi, 6gretmen-
le ilgili nedenler, idari nedenler, kayt siireci, fiziksel imkénlar ve ise alim siireci
siralanmaktadir. Bu temalarin igerisinde en yogun temanin “Parasal Nedenler”
temast oldugu tespit edilmistir. Temalarin altinda olusan kategoriler ise Sekil 2'de
verilmistir.
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Sekil 2. Calismada Ortaya Cikan Tema ve Kategoriler

Sekil 2 incelendiginde, ilk ortaya ¢ikan temanin "parasal nedenler” temast ol-
dugu sonucuna ulagilmistir. "Parasal Nedenler" temasi altinda toplam 4 kategori
olusmustur. Bu kategoriler; "geri 6demelerin yapilmamasi", "zam oraninin ytiksek
olmas1”, "kirtasiye iicretlerinin yiiksekligi" ve "kayit {icreti talebi'dir. ilk kategori
olan geri 6demelerin yapilmamasi 6zellikle pandemi déneminde oldukga sik bir
sekilde sikayet sitelerine yazilmistir. Pandemi siirecinde okullarin kapatilmasi ve
bu siireci izleyen online egitim sisteminden memnun olmayan ebeveynler, cocuk-
larin okul kayitlarini sildirmek veya dondurmak ve bundan dolay1 da 6dedikleri
ticretlerin tarafina iade edilmesini istemislerdir. Kategori ile ilgili 6rnek bir sikayet
metni asagida verilmistir.

Sikéyet 12. “31.01.2020'de ..... okullarina erken kayittan okul éncesi grubuna ¢o-
cugumun kaydini yaptirip ddemeyi kredi kartindan pesin yapmistim. Mevcut Coro-
na virtis hastaigmdan dolay: cocugumuzu okula géndermekten vazgegip, 06.07.2020
tarihinde okuldan kaydwn sildirdik. Kayit iicretinin erken cayma bedeli %10’luk kis-
mini keserek geri kalan ticretin iade edilecegini kabul ettik. Kayit iptal giinii yaklasik
bir hafta sonra iicretin geri iade edilecegi soylenmesine ragmen bugiin (06.08.2020)
bir aylik zaman dilimi gegmesine ragmen herhangi bir ticret iadesi yapilmad.
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Bu durum ile ilgili ... ile goriisiiyorum, sonug alamiyorum.” (Geri Odemelerin Ya-
pilmamas: Kategorisi)

Yapilan icerik analizi sonucunda ortaya ¢ikan bir diger kategori de "zam orani-
nin yiiksek olmasi"” dir. Bu kategoride ebeveynler okul 6ncesi egitim kurum egitim
ticretlerin bir 6nceki seneye gore ¢ok fazla oranda arttigini belirtmektedirler. Bu
kategoriyi olusturan 6rnek bazi veriler agagida verilmistir.

Sikayet 232. “.. Kres ve Giindiiz Bakim Evine sene basinda ¢ocugumu kaydettim.
Sene basinda bir fiyatta anlastik, fakat donem ortasinda asgari iicrete yapilan zammi
bahane ederek yaptigimiz anlasmay: bozarak kafalarina gore zam yapmak istediler.
Daha verdigi sézde bile duramayan bir kuruma ¢ocugumu emanet etmek istemedi-
gim icin gocugumu kresten aldim.” (Zam Oraninin Yiiksek Olmas: Kategorisi)

Sikayet 349. .. Ogrenci Kayit Sozlesmesinde okul aylik iicretlerinin dénem ice-
risinde artabilecegini iceren bir madde veya ibare bulunmamaktadir. Aylik kres iic-
retine uygulanilan %50’lik zam orani; enflasyonun %10’luk artisi, memur ve isciye
%7’lik maas zammu goz oniinde bulundurulacak olursa bu yiiksek artis adaletsizce-
dir. %50 yiikseltme kabul edilebilir, ongoriilebilir degildir ayrica ekonomik gerceklik
ve ddeme giiciine gore tahsil edilebilirligi giiniimiiz kosulariyla celismektedir” (Zam
Oraninin Yiiksek Olmasi Kategorisi)

Sikayet 179. .. Belediyesi kreslerine %90'lik olan zammi kabul etmiyoruz. Ma-
aslarimiza neden o kadar zam yapilmiyor peki? Bu diizenlemeyi liitfen yapiniz. Ca-
lisan annelere tesvik amacgli olan kres calisan anneler icin ¢calismasin diye artik. Bele-
diye kresinden ¢ikip Ozel kres statiisiine gelmistir bu fiyat ile.” (Zam Oraninin Yiiksek
Olmas1 Kategorisi)

"Parasal Nedenler" temas1 kapsaminda olusan bir diger kategori de ¢ocuklarin
egitim Ogretim siireci icerisinde kullandiklar: kirtasiye tiriinlerini karsilamak i¢in
talep edilen ticretlerin yiiksekligidir. Bu kategoriye "kirtasiye ticretlerinin yiiksek-
ligi" ad1 verilmistir. Bu kategoriye giren bir veri 6rnegi su sekildedir:

Sikayet 547 ... Yaz basindan kaydolduk, bu yil boyle oldu biraz gecikti fiyat be-
lirleme filan ayagiyla beklettiler oryantasyon giintinii bile gegirdik. Oryantasyon gii-
niiniin sonunda 2077 TL kirtasiye iicreti dediler. Ki kayit esnasinda gecen yil 1500
TL oldugunu bu yil 1700 civarmda olacagin bekliyoruz demislerdi. Evet net bir bilgi
vermediler bunu iddia etmem miimkiin degil fakat 500 lira artis miithis bir artis ve
oryantasyonu bile tamamlatip agiklanmas: ¢ok manidar. Zaten kaydoldugumuz siire
de gegti artik ne gegirirsek kardir mantigi ¢ok kotii.” (Kirtasiye Ucretlerinin Yiiksek-
ligi Kategorisi)

Parasal nedenler temas: altinda olusan en son kategori kayit ticreti talebidir.
Bu kategori devlet/kamu okul 6ncesi egitim kurumlarina gocuklarini kaydettir-
mek isteyen ebeveynlerin sikayetleri tarafindan olusmustur. Ebeveynlere gore kayit
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yaptirmak istedikleri okullardan okul idaresi tarafindan kayit ticreti ad1 altinda bir
6deme yapilmasi istenmektedir. Bu kategoriye giren bir sikayet ham metni asagida
sunulmustur.

Sikayet 111. “Kizimu ... ilgesi ... okulu ana sinifina kayit yaptirmaya gittim. ...
bankasma 750 TL para yatirmamz aksi takdirde kayit yapamayacaklarim séylediler.
Bununla ilgili valiligin almis oldugu ana sinifi iicret komisyon kararindan haberim
var. Netten okumustum ... ilgesindeki ana simiflari icin 100 TL aylik aile zorlanma-
dan alimacag1 yaziyor. Ama okul bizden tamamini kayit oncesi yatirmamuzi istiyor.
Yoksa kayit yapamazmis. Ama Suriyeliler kayit ticreti 6demiyormus. Benim tilkem
de asil ben T.C. vatandasiyken bana saglanmayan imkdanlar neden Suriyelilere sagla-
niyor?”(Kayit Ucreti Talebi Kategorisi)

Aragtirmada olusturulan ikinci tema, ¢ocugun zarar gérmesi temasidir. Bu
temaya, egitim kurumuna devam eden ¢ocuklardan veya kurumda calisan 6g-
retmenlerinden, idarecilerinden veya diger ¢alisan personellerden ¢ocuga uygu-
landig1 iddia edilen siddet, hakaret veya kotii davranislar: iceren sikéyetler dahil
edilmistir. Bu tema iki kategoriden olugmaktadir. Bunlar fiziksel zarar ve psikolojik
zarardir. Fiziksel zarar kategorisine diger ¢ocuklar veya okul personeli tarafindan
¢ocuga kasitli olarak yapildig1 one siiriilen fiziksel siddet iceren sikayetler dahil
edilirken, psikolojik zarar kategorisine ise fiziksel temas olmadan yapilan kétii mu-
ameleler dahil edilmistir. Hem fiziksel hem de psikolojik zarar kategorilerine giren
ham verilerden érnekler asagida sunulmustur.

Sikayet 188. “Giivenle verdigimiz oglumuzun okulundan arandik ve krese gelme-
niz gerek denildi. Krese gittigimizde daha 1.5 yasindaki oglumuz yiizii dagilmis mos-
mor ve tirnaklar izleri ile doluydu. Bunu sordugumuzda kendisinden 2 yas biiyiik
baska bir cocuk tarafindan doviildiigiinii belirtiler. Peki hi¢ miidahale etmediniz mi?
dedim. Miidahale ettik dediler ama inanmadik. Giivenlik kameralarini izledigimiz
de tabi sadece 10 dakikasin izleyebildik devaminda yiiregimiz dayanmadi”(Fiziksel
Zarar Kategorisi)

Sikayet 297. “..Yaklasik 4- 5 aydir oglumu ... isimli yere gonderiyordum. Diin
okul ¢ikist oglum ... isimli bayan bakicinin kendisine tokat atti§im kizdigini soyle-
di. Akabinde yetkilisiyle goriistiigiimde bayani savunur tarzda konustu bana yok
yapmaz yok etmez tavrinda. Biz cannmizdan daha degerlileri evlatlarimizi emanet
ediyoruz onlara ama yapilana bak, bu isi yapiyorsaniz vicdan olacak sabir olacak.”
(Fiziksel Zarar Kategorisi)

Sikayet 15. “Ertesi giin tekrar gidip daha once ¢ocugunuz aniden sinirlenip ¢iglk
atiyor gibi iftiralarda bulundugunu hatirlayip ozellikle oyle bir giinden bahsettigini
hatirladim ve o tarihi agmasi konusunda israr ettim. Cocuguma sozde yemek yedir-
me adi altinda bogazina kadar kagsik sokuldugunu zorlayinca kustugunu kusunca
yerleri silmek icin kucagimdan firlatir gibi yeri atildigimi gordiim. Neler yasadigimi
diistiniin yani.” (Fiziksel Zarar Kategorisi)
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Sikayet 145. “Hangisinden baslasam bilemiyorum; ¢ocugumu yaz okuluna gon-
derdim ve psikolojisi bozuldu. Istenmeyen bir davranis sergilediginde durdurmak
icin ogretmenleri eger durmazsan gece yarasa olup kanini emecegim, canavar olup
yanna gelecegim gibi séylemlerde bulundular. Cocugum giinlerce uyuyamadi, her
gece ¢iglik atarak uyandi. Bu olayi kapatmak icin ¢ocugumun hayal giiciiniin ¢ok
genis oldugu soylendi.” (Psikolojik Zarar Kategorisi)

Sikayet 301. “Ogretmen sifatindan asla nasibini almamus bir bayan ve yardim-
cistyla okul éncesi yilimizi rezil ettiler. Sozde Ingilizce egitimi vermesi igin bulunan
ogretmen kisisel olarak ogluma takti yaramaz sifatim yapistirdr simiftan ¢ikartilip
baska simiflara yollands, o da yetmedi okulun deposunda bekletildi” (Psikolojik Za-
rar Kategorisi)

Arastirmada ¢ikan bir diger tema ise 6gretmen ile ilgili nedenler temasidir. Bu
temaya 6gretmenin hem niteliksel hem de niceliksel eksikliklerinin oldugunu id-
dia eden sikayetler dahil edilmistir. Ogretmen ile ilgili nedenler temasinin altinda
dort kategori olusmustur. Bunlar 6gretmenin 6grenim durumu, 6gretmen-ebe-
veyn iletisimi, 6gretmen-cocuk etkilesimi ve okuldaki 6gretmen sayisinda yeter-
sizlik kategorileridir. Ilk kategori 6gretmenlerin égrenim durumlar ile ilgilidir.
Sikayetlerin bazilarinda ebeveynler, 6gretmenlerin ¢ocuklarina egitim verecek 68-
renim durumuna sahip olmadigini belirtmislerdir. Bu kategoriye giren ham veri
ornekleri asagida verilmistir.

Sikayet 36. “Cevrede bulunan baska okullara gittigimde bu durumu onlarla da
paylastim. Beni karsilayan miidiire hamim aslinda lise mezunuymus. Ogretmenlik
diplomasi olmayan egitimle alakal hicbir bilgisi dahi bulunmayan bu kisiyi valilige,
Milli Egitim Miidiirliigiine ve Cumhurbaskanlig Iletisim Merkezine (CIMER) sikd-
yetimi yaptim, bu resmen haksiz kazang.” (Ogrenim Durumu Kategorisi)

Sikayet 100. “Ozel kres ve giindiiz bakim evlerinde lise ve on lisans mezunu peda-
gojik formasyonu olmayanlar égretmen olarak ¢alistirilmasin.” (Ogrenim Durumu
Kategorisi)

Ogretmen ile ilgili nedenler temasinin bir diger kategorisi ise 6gretmen-ebe-
veyn iletisimidir. Bu kategoride Ogretmenler ile ebeveynler arasinda iletisimsel
olarak yaganan problemlere yer verilmistir. Ornek ham veri asagida sunulmustur.

Sikayet 51. “Benim ¢ocuklarim ikiz ve digeri de diger simifta egitim gormektedir.
Bir giin ¢ocuklarimi alirken ansizin 6gretmen karsima ¢ikti ve konusmak istedigi-
ni soyledi. Sizinle konusacak bir seyim yok deyince "Al o zaman ¢ocugunu benim
sinifimdan” diye, ¢ocuklarin yaminda bas bas bagirarak, kendini kaybetti ve bunu
3-4 kez yineledi. Bunu soylediginize hem de ¢ocuklarin oniinde soylediginize sizi pis-
man edecegim dedim ve oradan ayrildim. Yeniden bir sikayette bulundum.” (Ogret-
men-Ebeveyn Iletisimi Kategorisi)
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Bir diger 6gretmen ile ilgili nedenler temasinin altindaki kategori ise 6gret-
men ile ¢ocuk arasinda yaganan olumsuz etkilesimlere dayanan 6gretmen-¢ocuk
etkilesimi kategorisidir. Bu kategoriyi ise ¢ocuk ile 6gretmeni arasinda yasanan
olumsuz durumlari igeren sikyetler olusturmaktadir. Bu kategoriye giren 6rnek
ham veriler asagida verilmistir.

Sikayet 98. “Sadece 1 ornek vereyim: cocuguma sinifta, aglarsan annene gotiir-
meyiz, susarsan gotiiriiriiz demisler. Bunu miidiirlerine soyledigimde evet soyliiyo-
ruz, ¢iinkii o aglarsa digerleri de aglar dedi. Ancak sonrasinda yanlis anlamigsiniz,
biz o sekilde sdylemedik diye cevirdi” (Ogretmen-Cocuk Etkilesimi Kategorisi)

Sikayet 124. “..Bu adi gecen sahis ¢cocuklar iizerinde agresif tavirlarla kurdugu
sozde otoritesini gizlemek icin elinden geleni yapmakta ve okul idaresi de bu konuda
velilere koyduklar: kurallarla ona destek olmaktadir” (Ogretmen-Cocuk Etkilegimi
Kategorisi)

Son kategori ise okuldaki 6gretmen sayisinda yetersizlik kategorisidir. Okulda
cocuklar i¢in yeterli 6gretmenin olmadig: veya hi¢ 6gretmenin bulunmadig: {ize-
rine gelen sikéyetler bu kategoriyi olusturmustur. Bu kategori ile ilgili ham veri
ornekleri asagida sunulmustur.

Sikayet 58. “Kizimin kaydini Nisan ayinda yaptirdim. Sonra Eyliil ay: geldiginde
okul agihnca 6grendik ki ne okul miidiirii kalmis ne de 6gretmeni. Ilk giin ¢ocugu
teslim edecek kimse bulamadik. Saat 9'a kadar orada 6gretmen bekledik. Bize kayit
esnasinda 8'de bir 6gretmen olacagi séylenmisti. Bu durumu ilettigim de bana ha-
berlerinin olmadigini séylediler. Coziim icin bakalim dediler. Ikinci giin okulda bir
smif yapacaklarini, televizyon koyacaklarini séylediler. Cocuklarinizi buraya biraka-
bilirsiniz, 6gretmen gelinceye kadar baslarinda ¢ayci duracak dediler. Ben de ¢ayciya
¢ocuk birakamam demem iizerine baska yapacak bir sey yok denildi.”(Ogretmen Sa-
yisinda Yetersizlik Kategorisi)

Sikayetlerin incelenmesi sonucunda olugturulan bir diger tema ise idari neden-
ler temasidir. Bu tema, ebeveynlerin egitim kurumu biinyesinde idari ve yonetim-
sel iglevlerinden dogan sikayetlerinden olusturulmustur. Bu tema altinda toplam
bes kategori bulunmaktadir. Bunlar sirasi ile iletisimsizlik, uygulanan egitim prog-
ramy, servis ile ilgili stkintilar, yemeklerin uygun olmayis1 ve bilgi degisikligidir.
Her bir kategoriye giren birer 6rnek ham veri asagida belirtilmistir.

Sikéayet 85. “22 dakika boyunca 1. sirada olmama ragmen kimse telefonumu ag-
madi. Caligan sayist mi az yoksa dikkate mi alinmiyoruz.” (Iletisimsizlik Kategorisi)

Sikayet 161. “4,5 yasindaki kizimi kuruma yazdirdim. Ilk ay gayet her sey giizel
gidiyordu. Ikinci ay miifredat birden agirlasti. Kres donemindeki ¢cocuktan harfleri
bilmesi ve kelimeleri olusturmas: bekleniyordu. Bu konuyu mail atarak ilettim. En
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diistik seviyenin o oldugunu soyledi. Egitmenden konuyu basitlestirmesini istedik.
Resimlerle sarkilarla ogretilmesi gerektigi taraftariyim bu yas i¢cin.” (Uygulanan Egi-
tim Programi Kategorisi)

Sikayet 199. “..1 ayda 3. servis soforii degisti ve velilere bilgisi bile verilmedi.
Can tasidiklarimin bilincinde bir kurum degil maalesef.” (Servis Ile Ilgili Sikintilar
Alt Temas:)

Sikayet 222. ... Yemekler desen verdikleri meniiye uymuyorlar. 1 kutu sarelle
alip 1 hafta ikindi kahvaltisi diye onu yediriyorlar” (Yemeklerin Uygun Olmayis1
Kategorisi)

Sikayet 352. .. Koleji'nin kresinde verilen sozler tutulmayp, iistiine hakaret edil-
mistir. Basta 1 hafta iicretsiz deneyebilecegimizi soyleyip, sonrasinda bizden iicret ta-
lep edip sozlerini tutmadilar ve iistiine hakaret ettiler” (Bilgi Degisikligi Kategorisi)

Igerik analizi sonucunda ortaya ¢ikan bir diger tema kayit siireci temasidir.
Ebeveynlerin okul 6ncesi egitim kurumlarina ¢ocuklarini kaydettirmek icin bas-
vurduklar1 zaman yasamis oldugu olumsuz durumlari iceren sikayetler bu temay:
olusturmustur. Bu tema toplam dort kategoriden olugsmaktadir. Kategoriler sira-
siyla okul mevcudunun fazla olmasy, kura ile kayit alinmasi, haksiz kayit politikasi
ve kaynastirma/biitiinlestirme ¢ocuklarini kabul etmeme kategorileridir. Her bir
kategoriye ait 6rnek ham veriler asagida sunulmustur.

Sikayet 13. “Merhabalar 2 orta okulda ¢ocugumuz okuyor. 2 ¢ocugumuzu daha
okulunuzun okul dncesi simifi ¢ gurubuna kayit yaptirmak istiyoruz ama kayit alin-
muyor. Smif agmanizi rica ederim. ... okulunuzda tiim cocuklarimizin okumasin
istiyoruz. Okulunuzun agildigindan bu tarafa ¢ocuklarimiza verilen egitimden ¢ok
memnunuz.” (Okul Mevcudunun Fazla Olmasi Kategorisi)

Sikayet 17. “Kizzmuin bu yil ana simifina baglamas: gerekiyor. Okula basvurduk
200 kisinin bagvurdugunu soylediler. Cekilisle alacaklarini séylediler. Cuma giinii
yapilan cekiliste kizimin ismi ¢ikmads. Bize yakin tek okul bu okul. Ozel kresler ¢ok
pahali, biz ne yapacagiz. Kizimizin egitim gorme hakk: yok mu? Nasil gelecek yil
okula baslayacak? Bize bir bilgi verin.” (Kura ile Kayit Alinmasi Kategorisi)

Sikayet 94. .. kresine basvurdum. Sozde gekilis var dediler ve katildik, ¢ikmad.
Zaten bagsta bize ¢ok zor demislerdi anlamamistim. Neden ki? dedim kendi kendime
sonra anladik ki torpilli cocuklar alintyormus. Bunun iizerine okula gittim goriisme-
ye. Neden olmadi? Bos kontenjan var mi? dedim yok ¢ok zor torpille oluyor dediler
ve bunu diyen bir egitimci. Yaziklar olsun bunu Milli Egitime tasiyacagim.” (Haksiz
Kayit Politikas1 Kategorisi)

Sikayet 202. “..Agtk¢ast cocuklariniz otizmli, kontenjan doldu gidin dediler. Co-
cuklarimin egitim hayatini degil yasama sevincini elinden aldilar. Uzerine 3600 TL
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para odedik. En agir1 bu ¢ocuklarin 2 kat sevgi ye merhamete egitime ihtiyaci var
bizim otizmli olmamizin giinahi bu mu?” (Kaynastirma/Biitiinlestirme Cocuklarini
Kabul Etmeme Kategorisi)

Caligma kapsaminda olusturulan bir diger tema da fiziksel imkénlar temasidur.
Bu temayi, kurumun i¢ veya dig mekaninin bir okul 6ncesi egitim kurumunun
gerektirdigi 6zelliklere sahip olmamasi iizerine yapilan sikayetler olusturmaktadir.
Fiziksel imkénlar temas: toplam iki kategoriden olusmaktadir. Bu kategoriler; gii-
venlik eksikligi ve sagliga elverigsiz kosullar bashigindadir. Her iki kategoriye dair
ham veri 6rnekleri agagida verilmistir.

Sikayet 169. “Cocugum krese basladigindan beri her hafta hasta oldu. Okulun
havalandirmasi ve 1sitmasinda sorun olup olmadigim sorguladigimda, biz sizin ta-
leplerinize yetisemeyiz. 3000 TL fatura édiiyoruz zaten gibi yanit aldim kurum mii-
diiriinden.” (Saghga Elverissiz Kosullar Kategorisi)

Sikayet 317. “Bu krese cocugumuzu Kasim ayinda kaydettirdik. Bu siire boyunca
2 kez hastaneye yatti ve en az 10 sise antibiyotik icti. Siirekli enfeksiyon teshisi konu-
luyor. Evde bakiyoruz iyilesiyor, 10 giin gegince yine hastalik baslyyor. Cocuk kalitesiz
sabun kullammindan egzama oldu.” (Saglhiga Elverissiz Kosullar Kategorisi)

Sikayet 30. “Okul oyun parkimin pash kirik oyuncaklarindan olustugunu (simif-
tan bir kiz ocugunun kaydiraktan kayarken kirik bir kisma sikistigini ve 6gretmenin
zor ¢ikardiging), anaokuluna ait giris kapisimn siirekli agik oldugunu (kapi direk cad-
deye agiliyor ve kilit yok kapilarda kesinlikle), giivenlik gorevlisinin sadece ana giris
kapisinda oldugunu, isteyenin istedigi zaman okula girip rahathikla dolasabildigini
ve bundan kimsenin haberinin bile olmadigini gibi gibi dehsete diisiiren pek ¢ok sey
ogrendim bu toplantida.” (Giivenlik Eksikligi Kategorisi)

Okul 6ncesi egitim kurumlarinin sikayetlerinin incelendigi ¢aligmada en son
olusturulan tema ise ige alim siireci ile ilgilidir. Bu tema altinda tek bir kategori
olusmustur. Bu kategori kiyafetin uygun goriilmemesidir. Ise alim siirecinde ise
basvuran kiginin giyiminden kaynakli olarak ise alinmamasi {izerine gerceklesti-
rilen gikéyetler bu kategoriyi olusturmustur. Bu kategoriye giren 6rnek ham veri
agagida belirtilmistir.

Sikayet 5. . isimli anaokulundan is basvurusu icin geri doniis yapildi ve benimle
goriismek istediklerini soylediler. Gittigim de iistii kapali bir sekilde basimn kapali
olmas: gerekgesiyle calismak istemediklerini soyledi. ... hamim bizim meclisimiz de
dahi bast kapal: milletvekillerimiz varken, nasil bir bagnazlik hangi iiniversite bitir-
digim kag yil okul oncesi ogretmenligi yaptigim bilgim tecriibe konusulmazken kilik
kiyafetiyle pesin hiikiimliiliik yapiimasi hayretler icerisinde kaldum ama sessiz kalma-
yacagim bu duruma bildirmek istedim. Farkliliklara sayg1 gostermekle ise baslayin.”
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TARTISMA, SONUG VE ONERILER

“Sikayet Var” internet sitesi {izerinde yayimlanmis olan okul oncesi egitim
kurumlart igin yapilmis sikdyetlerin incelenmesi amaciyla yapilan bu ¢aligmanin
ilk bulgusu, sikayet sitelerine sikayette bulunan bireylerin ¢ogunlugunun kadin
cinsiyetinde oldugudur. Bu durumun sebebini aile i¢i toplumsal cinsiyet rol dagi-
limindan kaynakli olarak agiklayabiliriz. Ozellikle ataerkil toplumlarda ¢ocugun
egitimi ile daha ok ilgilenen kisi annedir. Egitim kurumlarina dair sikéyetlerin
daha ¢ok kadinlar tarafindan yapilmis olmasi da bundan kaynakli olabilir. Can-
s1z1n (2004) ¢ocuk yetistirmedeki cinsiyetci yaklagimlar inceledigi ¢caliymasinda,
babalarin zamanlariin olmamas: gerekgesiyle annelerin ¢ocuklarin egitimi ile
daha fazla ilgilendigi sonucuna rastlamistir. David (1998) ve Standing (1999) an-
neler ve babalarin gorev dagilimlarini inceledikleri ¢aliyma sonucunda, annelerin
babalardan daha fazla ¢cocugunun egitimi ile ilgilendigi tespit edilmistir. Hatta bu
¢alismada annelerin gelir durumu ve ¢alisma durumu degisse de gocuklara ba-
kim diizeyi degismemekte ve ¢ocuklarin egitim ve bakim hususunda babalara gore
daha fazla zaman ayirdig1 sonucuna ulasilmistir. Literatiirde yapilan bazi ¢alisma
sonuglarinda da annelerin ¢ocuklarin egitim ve bakim konusunda babalara gore
daha fazla zaman ayirdiklar1 bulgusuna rastlanmaktadir (Andringa, Nieuwenhuis
ve Van Gerven, 2015; Wallece ve Goodyear-Grant, 2020; Xue ve McMunn, 2021).

Aragtirma sonucunda kadinlarin erkeklere gére daha fazla sikayet bildirmesinin
bir diger nedeni de annelerin babalara oranla daha fazla gocugun egitimi ile ilgilen-
me istegine sahip olmasindan kaynakli olabilir. Sarier’in (2016) Tiirkiyede yasayan
ogrencilerin akademik basarisini etkileyen faktorleri ortaya ¢cikartmak i¢in yapmis
oldugu meta-analiz ¢aligmasinda 62 ¢alisma incelenmistir. Caligma sonucunda,
anne egitim diizeyi giiven arali1 alt sinir degeri, baba egitim diizeyi degerinden
anlamli oranda diistik ¢ikmistir. Bir diger ifade ile yapilan bu 62 ¢alisma genelinde
anne egitim durumu baba egitim durumuna oranla ¢cocugun akademik bagarisini
daha fazla etkilemektedir. Bu da bize annenin babadan daha fazla cocugunun egi-
timi ile ilgilendigini gosterebilir. Ayni zamanda annenin bilgisi, farkindalig1 veya
6grenim diizeyi arttik¢a gocugunun egitiminde daha etkili bir rol aldig1 yéniinde-
dir. Tutkun ve Tezel $ahin (2016) yaptiklar1 ¢calismada ¢ocugun egitiminde temel
olusturacak kitap¢1 ortamlarinda gozlem yoluyla gerceklestirdikleri ¢caligmada da
annenin babadan daha etkin rolde oldugu sonucuna ulagilmistir. Or¢an-Kagan,
Dénmez ve Kimzan'in (2020) okul 6ncesi egitimde ebeveyn katilimlarini inceledigi
aragtirma sonucunda, annelerin babalara oranla hem evde hem de okulda ¢ocuk-
larin egitimlerine daha fazla katilim gosterdikleri tespit edilmistir. Farkli ¢calisma
bulgular1 da dikkate alindiginda, annenin ¢ocuklarin egitiminde veya okul siireg-
lerinde daha aktif oldugunu séylememiz miimkiindiir.

Caligmanin bir diger bulgusu da sikéyetlerin biiytik bir kisminin 6zel kurumla-
ra ait oldugudur. Ebeveynlerin 6zel okullardan daha fazla beklenti igcinde olmasi
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bu durumu agiklayabilir. Nartgiin ve Kayanin (2016) ¢alismasinda ¢ocuklar: 6zel
okula giden ebeveynlerin beklentileri incelenmis ve bu beklentilerin bir devlet
okulu ebeveyninin beklentisinden daha fazla oldugu gézlemlenmistir. Aragtirma
sonucuna gore ¢cocugu 6zel okula devam eden ebeveynlerin beklentileri, genel bek-
lentiler, yonetimden beklentiler ve 6gretmenden beklentiler temasi olmak {izere 3
temada toplanmigtir. Genel beklentilerdeki en yiiksek beklenti ¢ocugunun mutlu
olmasi iken yonetimden beklentilerdeki en yiiksek beklenti ise ebeveynlerin kendi
goriislerinin de deger gdrmesi ve yonetimsel kararlara dahil edilmesidir. Ogretmen
beklentisinde ise nitelikli bir 6gretmen kadrosuna sahip olmast ilk siray1 almakta-
dir. Sahan (2011) ¢ocuklar: ilkogretim diizeyinde olan ebeveynlerin beklentilerini
inceledikleri ¢alisma sonucunda, ¢ocuklar: 6zel okula devam eden ebeveynlerin
beklentilerinin, ¢cocuklar: devlet okuluna devam eden ebeveynlere oranla daha faz-
la oldugu tespit edilmistir. Alpaykut (2017), 6zel okula ¢ocugu giden ebeveynlerin
memnuniyet diizeylerini ve bu memnuniyet diizeylerini etkileyen nedenleri aras-
tirmugtir. Ozel okula devam eden ebeveynlerin memnuniyet diizeylerinin diisitk
diizeyde oldugu ve bunun nedeninin ise 6zel okul sayisindaki artistan kaynaklana-
bilecegini savunmustur. Ozel okula gocugunu génderen ebeveynlerin memnuniyet
diizeyi ile okulun teknolojik altyapinin varligy, verilen 6dev ve projelerin igerigi ve
sinif i¢i fiziki durum arasinda yiiksek diizeyde bir iliski oldugu saptanmustir.

Aragtirmada incelenen e-sikayetler analiz edildiginde toplam 7 tema olusturul-
mugtur. Bunlar sirastyla parasal sebepler, cocugun zarar gormesi, 6gretmen ile ilgi-
li nedenler, idari nedenler, kayit siireci, fiziksel imkanlar ve ise alim stirecidir. Ozel-
likle bu temalardan parasal sebepler temasinda biiyiik bir yigilma gorilmiistiir.
Giiler'in (2020) COVID19 Pandemisi déneminde her kademeye sahip ve sadece
ozel okullar i¢in yazilan sikayetlerin incelendigi ¢alismada, sikayetlerin ¢ogunlu-
gunun parasal nedenlerden ortaya ¢ikan sikéyetler oldugu tespit edilmistir. Bagta
egitim ticreti ardindan servis ve yemek ticretlerinin iadelerinin yapilmadig: tizeri-
ne yazilan gikayetlere rastlanmistir.

Bunun disinda sadece 6zel kurumlarda degil devlet okullarinda da parasal ne-
denlerle ortaya ¢ikan problemlere rastlanmaktadir. Bunlarin baginda devlet okul-
larina ¢ocuklarini kaydetmek isteyen ebeveynlerden okullar tarafindan adil olun-
mayan kayit ticretlerini istemeleri de bir problem olarak sikayetlere yansimistir.
Ekinci (2019) okul 6ncesi egitim kurumlarinda ailelerin ve 6gretmenlerin karsilas-
tiklar1 sorunlar1 incelemis ve ¢aligma sonucunda karsilastig1 problemlerden biri-
nin de kayit iicreti talebinde bulunma oldugunu saptamistir. Kundakci ve Erginer
(2015) zorunlu okul 6ncesi egitim iizerine ebeveynlerle goriisme yaptiklar: calig-
mada ebeveynlerin yarisina yakini okul 6ncesi egitim kurumlarinda maddi kaynak
toplandigini belirtmistir. Ozellikle sinif ablasi ticreti, aidat, kayit parasi, temizlik
licreti veya egitim seti {icreti gibi nedenlerden dolay1 para toplama gerceklestirildi-
¢ini ve bu durumun ebeveynleri zorladigini tespit etmislerdir. Aragtirmada ayrica
yasanan sikintilar arasinda, ebeveynlerin diisiincelerinin veya fikirlerinin dikkate
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alinmamasi, alinacak kararlarda okul idaresinin yetersiz kalmasi, saglikli olmayan
fiziksel kosul ve glivenlik problemleri yer almaktadir. Giiglii ve Artan (2020) Tiir-
kiyedeki okul 6ncesi egitim kurumlarinda yasanan sorunlarin tespit edilmesi ama-
cryla bir ¢aligma gerceklestirmislerdir ve bu ¢alismanin sonunda okul y6neticisinin
olumsuz algisi, 6gretmen ebeveyn arasindaki olumsuz iletisgim ve algilar, maddi
sikintilar, uygulanan programin igeriginin ¢ocuklarin gelisimlerine uygunlugun-
da yaganan sikintilar ve egitim ortaminin i¢ ve dig mekaninin uygun olmadigina
dair sorunlarla karsilagilmistir. Okullarin fiziki kosullarinin da uygun olmadig: bu
aragtirma kapsaminda bulunmustur. Kursunlunun (2019) Tiirkiyede hizmet ve-
ren okul dncesi egitim kurumlarinin fiziksel kosullarini inceledikleri ¢alismasin-
da, bir¢ok kurumun yasal olarak gerekli olan fiziksel standartlara sahip olmadig:
anlagilmistir. Hatta okul 6ncesi egitim kurumlarinin bahge olarak nitelendirdikleri
alanlarin zeminin beton zemin oldugu ve bu nedenle egitsel olarak gerceklesti-
recek aktivitelere yer verilemedigi saptanmustir. Stankovic ve ark. (2015), Sirbis-
tandaki okul 6ncesi egitim kurumlarinin i¢ mekinin incelenmesi igin yaptiklari
calismasinda toplam 32 anaokulu incelenmistir. Inceleme sonucunda kurumlarin
1sinma, aydinlatma ve havalandirma diizeylerinin ¢ocuklarin sagliklari igin uygun
olmadig1 ve yeniden tasarlanmasi gerektigi sonucuna ulasilmistir. Sabanci, Altun
ve Ucar Altun’'un (2018) okul 6ncesi egitim kurumunda karsilastiklar: sorunlara
hem idareci hem 6gretmen hem de ebeveyn agisindan incelemiglerdir. Ebeveyn-
ler agisindan problemler incelendiginde, ¢ogunlukla okulun ve sinifin fiziki ola-
naklarinin ¢ocuklar i¢in uygun olmadigi, okul bahgelerin ¢ocuklarin gelisimi i¢in
yetersiz kaldig1 ve egitim programinin igeriklerinin uygun olmadigi sonucuna
ulagilmistir. Yilmaz'in (2020) okul 6ncesi kaynagtirma siniflarinin kalitesini aras-
tirdiklar1 arastirmada da okul 6ncesi 6gretmenleri siniflarin genel kalite diizeyini
yetersiz olarak degerlendirmektedir.

Ayrica egitim kurumlarimin kalitelerini tespit etmek iizere bazi nicel ¢alismala-
ra da rastlanmaktadir. Ozellikle Erken Cocukluk Cevresel Derecelendirme Olgegi
(Early Childhood Environmental Rating Scale- ECERS) kullanilarak okul 6ncesi
egitim ortamlarinin kalitesini belirlemek amaciyla yapilan ¢aligma sonuglarinda
da Tiirkiyedeki okul 6ncesi kurumlarinin gelistirilmesi gereken 6zellikleri oldugu
tespit edilmektedir. Solak (2007) tarafindan yapilan aragtirmada Adana ilindeki
okul oncesi egitim kurumlar incelenmis ve resmi okullar ile 6zel okul 6ncesi egi-
tim kurumlari arasinda bityiik farkliliklar bulunmadigini ve orta seviyede bir kalite
seviyesine sahip oldugunu belirlemistir. Yayanin (2016) Tiirkiyeden ve ABDden
okul 6ncesi egitim kurumlarini kalitesini karsilastirdigi caligmasinda, Tirkiyedeki
inceledigi okul oncesi egitim kurumlarinin diisiik ve orta diizeyde kalite diizeyi-
ne sahip oldugunu tespit etmistir. Yapilan bazi benzer ¢alisma sonuglarinda, okul
oncesi egitim kurumlarinin orta ve diisiik kalite diizeyine sahip oldugu sonucuna
ulagilmistir (Akmese, 2020; Aksoy, 2009; Canbeldek ve Isikoglu Erdogan, 2016;
Cagrici, 2020; Feyman, 2006; Gol-Giiven, 2009; Giichan C)zgﬁl, 2011; Kalkan,
2008; Oturakdas, 2019; Serdaroglu, 2019).
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Yapilan bu aragtirma sonucunda asagidaki onerilerde bulunulabilir:

« Milli Egitim Bakanlhigindan gorevli yetkililer tarafindan egitim kurumlari
daha sik kontrol edilebilir. Ayrica bu kontroller daha uzun siireli gerceklestirilebilir
ve bu kontrollerde ebeveynlerin beklenti, talep ve sikayetleri dile getirilebilir.

« En yogun sikayetlerin parasal nedenler oldugu tespit edilmistir. Bu nedenle
okul 6ncesi egitim kurumlarimin maddi giderlerinin devlet tarafindan karsilanma-
s1icin politikalar gelistirilebilir.

« Her okul dncesi egitim kurumunda etkin bir ebeveyn komitesi kurulabilir.
Bu komite iiyeleri okul kapsaminda alinacak idari ve egitimsel kararlarda daha faz-
la s6z sahibi olmas1 6nerilebilir.

o Ozellikle 6zel okul 6ncesi egitim kurumu agma kriterleri daha kapsamli hale
getirilebilir ve bu kriterler ¢ocuk merkezli ve kanita dayali olarak belirlenebilir.

o Ilkégretim veya ortadgretim biinyesinde okul 6ncesi siniflar agmak yerine
ozellikle okul 6ncesi egitim kurumlari i¢in planlanmis ve yapilmis bagimsiz anao-
kullarinin sayisinin arttirilmasi onerilebilir.

o Okulda gorev alan her bir personele ¢6ziim odakl yaklasimlar ile ilgili egi-
timler ve seminerler verilebilir.

« Sikayetler incelenerek okul 6ncesi egitim kurumlarinin fiziksel yapilar: tek-
rardan gozden gegirilebilir.

o Her okulda kalite kurullar1 kurulabilir ve bu kurullar kendi okullar: i¢in
kalite standartlarini olusturabilir veya olusturulmus standartlar i¢in ¢aligmalar
gerceklestirebilir.

CATISMA BEYANI

Bu ¢aligmada herhangi bir ¢ikar ¢atismasi yoktur.
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PRE-SCHOOL EDUCATION INSTITUTIONS ON E-COMPLAINT SITES: “I HAVE A
COMPLAINT!

ABSTRACT:

This study aims to examine the e-complaints about pre-school education institu-
tions in Turkey. For this purpose, an analytical research model was used, and content
analysis was used in data analysis. Within the scope of the research, complaints were
scanned separately with the keyword’s "kindergarten”, "nursery”, "kindergarten” and
"preschool” on the "Sikayet Var" website, and each complaint was recorded. As a result
of the search, a total of 377 complaints that were suitable for the research were included
in the study. The "Complaint Determination Document Analysis Form" developed by
the researcher was used as a data collection tool. As a result of the research, e-compla-
ints were gathered under 7 themes in total. These are financial reasons, child harm, te-
acher-related reasons, administrative reasons, enrolment process, physical conditions,
and recruitment process. The most common complaint type is financial reasons. In ad-
dition, it was determined that the complaints were mostly made for private pre-school
education institutions and mostly women wrote the complaints.

Anahtar Kelimeler: Complaint, Parent, Preschool education, Quality.
2 2 %

E- SIKAYET SITELERINDEKI OKUL ONCESI EGITIM KURUMLARI: “SIKAYETIM
VARY”

0z

Bu ¢alismanin amaci Tiirkiyedeki okul oncesi egitim kurumlar1 hakkinda yazilan
e-sikéyetlerin incelenmesidir. Bu ama¢ dogrultusunda, analitik arastirma modeli kul-
lanilmis ve veri analizinde igerik analizinden yararlanilmistir. Arastirma kapsami nda
“Sikéayet Var” internet sitesinden “anaokulu’, “kres”, “anasinifi” ve “okul 6ncesi” anah-
tar kelimeleri ile ayr1 ayr1 sikdyetler taranmig ve her bir sikayet kaydedilmistir. Arama
sonucunda aragtirmanin amacina uygun olan toplam 377 sikéyet ¢aliyma kapsamina
almmustir. Veri toplama araci olarak arastirmaci tarafindan olugturulmus olan “Sikayet
Belirleme Dokiiman Analiz Formu” kullanilmistir. Aragtirma sonucunda e-sikéyetler
toplam 7 tema altinda toplanmistir. Bunlar parasal nedenler, ¢ocugun zarar gormesi,
ogretmenle ilgili nedenler, idari nedenler, kayut siireci, ise alim siireci ve fiziksel imkén-
lardir. En ¢ok kargilagilan sikdyet parasal nedenlerden kaynaklidir. Ayrica sikayetlerin
cogunlukla 6zel okul 6ncesi egitim kurumlari i¢in yapildig: ve daha ¢ok kadinlar tara-
findan sikayetlerin yazildig1 sonucuna ulagilmustir.

Keywords: Okul éncesi egitim, Sikdyet, Ebeveyn.
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INTRODUCTION

One of the most important expectations of children, parents, educators, and other
internal and external stakeholders of education is a qualified preschool education
institution (Penn, 2011). At this stage, the first question that comes to our mind is:
“How should a qualified preschool education institution be?”. If we had asked the
answer to this question 30-40 years ago, we would have received the answer that
it should comply with the quality assessment scales or standardized tests develo-
ped for preschool education institutions (Harms & Clifford, 1980; Hunkin, 2019;
Phillips & Howes, 1987; Sollars, 2020). However, it is not sufficient to meet quan-
titative criteria alone today. Because many factors, such as the needs of learning
individuals, developing technology, and parental expectations, have brought the
quality of education to the fore. Therefore, it is important to reach quality quali-
tatively (Taguma, Litjens & Makowiecki, 2013). In addition, when the literature is
examined, not a single element but multiple elements play an active role in deter-
mining the quality of pre-school education institutions. When talking about the
quality of an educational institution, both internal and external elements such as
child, parent, teacher, program, classroom, and social environment should not be
forgotten (Gii¢han Ozgﬁl, 2011; Ulubeli, 2019). In addition, preschool education
institutions should focus on structural elements and pedagogical processes to be
qualified institutions (Howes, 1996; Love, 1997; OECD, 2006; Sheridan, Williams,
& Sandberg, 2012).

According to Vygotsky (1978), the key concept for a quality preschool educati-
on institution is "supportive education". Also, Vygotsky states that an institution's
educational program reflects the quality of that institution. For this reason, it refers
to five important issues that should be in the program (Bodrova & Leong, 2005).
These:

o Activities suitable for the age and developmental characteristics of child-
ren should be included in the program. In particular, the program should include
children's skills in self-regulation and positive interaction with other individuals.

o Dramatic plays must be in the content of the education program and should
be organized as the main activity of the education process.

« Another important factor in the program is teacher-child interaction. This te-
acher-child interaction should be enthusiastic and stimulating to support children’s
development. In addition, when interacting with children, the individual characte-
ristics of children (such as curiosity, creativity, and interest) should be considered.

o For the program to be effective, it is necessary to set standards for each deve-
lopment area and use these standards.

o As the last feature, a quality preschool education program should reveal the
undiscovered talents of children and prepare them for the next level of education.
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Some scholars have put forward different ideas about the quality of educational
institutions. Taylor (2000) stated that it is not possible to examine quality only the-
oretically. He argued that quality should also be appropriate for different contexts.
Edwards and Fleer (2003) suggested that a quality preschool education institution
can be primarily with a program that will provide intellectual progress to children.
According to Edwards and Fleer (2003), children should build knowledge in qua-
lity preschool education institutions. For this reason, they advocate those children
should be given skills on how to create and use knowledge in quality pre-school
education institutions. On the other hand, Pianta, Downer, and Hamre (2016) add-
ressed the quality of pre-school education in four ways. These are the structural
elements of the classroom, the characteristics of the classroom environment, teac-
her-child interaction, and quality rating and improvement systems. The structural
element of the classroom includes how long the school day lasts, the education
level of the teacher, and teacher-student ratios. The characteristics of the classro-
om environment include the size of the classroom, its hygiene, the availability of
learning and play materials, and how the daily education program is implemented
in the environment. Teacher-child interaction includes the behaviours of the teac-
hers during the activity, the language used by the teacher, emotional closeness, and
style. The changing needs and interests of children, in-service training offered to
teachers, and new studies to increase school leadership are included in the quality
assessment and improvement process.

To determine whether a preschool education institution is qualified or not, it is
important to meet with the internal and external stakeholders of the educational
institution and to evaluate their views and experiences, in addition to the standar-
ds mentioned above. These reviews provide us with important clues. One of these
stakeholders is parents. The educational institutions where parents and children
first meet are pre-school education institutions. For this reason, it can be said that
parents give more importance to pre-school education institutions than other le-
vels. As a result of the study conducted by Toran and Sahin (2020) to determine the
expectations of parents whose children attend pre-school education institutions, it
has been concluded that parents expect the institutions to implement an education
program that supports the development of their children. In addition, another is-
sue that parents care about in the study is qualified teachers. In the study of Sagkes
(2013), in which he investigated expectations from early childhood education from
the perspective of parents and teachers, it was determined that the expectations
of parents and teachers showed similar characteristics. Parents primarily demand
that their children's self-care skills and language skills be supported. Niikko and
Havu-Nuutinen (2009) evaluated the quality factors of preschool education ins-
titutions in terms of parents, teachers, and children. As a result of the evaluation,
it has been determined that pre-school education institutions need improvements
in the field of cooperation and that the expectations of modern society should be
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reflected in the educational institution. In Ceylan's (2019) study on determining
the expectations of parents from preschool education institutions, it was concluded
that most of the parents expect warm and caring teacher-child interaction from
preschool education institutions. In addition, parents expect a variety of social ac-
tivities, individual training, and more games and activities from pre-school edu-
cation institutions to be included in the program. Based on the research results
mentioned above, it can be said that parents have many different expectations from
pre-school education institutions. If the expectations of the parents, who are a sta-
keholder of the school, cannot be met, problems may arise between the school and
the parents. If these problems are determined in advance and a common solution is
found between the parents and the school, the problem disappears. But sometimes
these problems cannot be solved for certain reasons and these problems get bigger.
It is even seen that these problems are reflected in forums or complaint sites on
electronic platforms.

When the national studies conducted to determine the expectations from prescho-
ol education institutions were examined, it was determined that most of the studies
were conducted with parents, and interview forms, questionnaires, and scales were
generally used as measurement tools (Argon & Akkaya, 2008; Ceylan, 2019; Ersan,
2019; Simgek & Ivrendi, 2014). One of the most important features of this study
that distinguishes it from other studies is the collection of data from e-complaint
websites. The most important reason for choosing e-complaint websites for data
collection is that most individuals have easier access to the internet and the use
of online technologies has increased. For this reason, individuals can write many
problems on electronic platforms instantly. In addition, it is seen that today indi-
viduals use the internet more as a way of seeking their rights. According to Medin
(2017), while individuals were in the role of listener, reader, or viewer on the inter-
net in the past, they have now turned into a publisher role with new media tools.
At this point, it can be said that internet users get out of the role of just watching
or watching the internet and see it as one of the ways to seek rights. According
to a report by Demiréren News Agency (DHA) in June 2021, it was determined
that complaints made to social media platforms increased by 262%. One of the
reasons that make the study important is to support the creation of clearer soluti-
ons by combining the results from the e-complaint websites with the results of the
studies made with the views of the parents. Another point that makes the study
important is that similar studies have not been found before. There is a study by
Giiler (2020) at the national level. However, in this study, only e-complaints made
during the pandemic were examined and only private schools were included in the
study. In this study, however, the e-complaint timeframe was kept longer (February
2013-November 2020) and e-complaints about both public and private education
institutions were included in the study.
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The purpose of this research is to examine the complaints made for pre-school
education institutions and classes published on the "Sikayet Var" website. For this
purpose, answers to the following research questions were sought:

a. How long is the formation process (long/short term) of the cause causing the
complaint?

b. What are the reasons for the complaint?
METHOD
Research Model

In this study, an analytical research method was used. According to Mcmillan
(2004), in the analytical research method, documents, documents, or records are
analysed by examining them one by one. Therefore, it does not require direct inte-
raction. According to Burkett (1990), the documents to be examined in the anal-
ytical research method are defined and researched in detail. Then the documents
are synthesized. Complaints on the "Sikayet Var" website were examined in detail.
For this reason, an analytical research method was preferred.

Study Data

The data of the research were collected from the address www.sikayetvar.com. In
particular, the most important factor in the selection of this website is that it has
the highest number of users in Turkey (Er, 2008: 117). A search was made by typing
the keywords determined by the researcher in the search section of the complaint
site. These words are: “preschool”, “kindergarten’, “kindergarten’, and “nursery”.
Each complaint that emerged in line with the search results was carefully exami-
ned and the complaints made for pre-school education institutions were included
in the research. Initially, 392 complaints were received. Complaints shared by the
same user and containing the same text, complaints made for workshops or course
centres providing short-term training were not included in the scope of the re-
search. In this context, a total of 377 complaint texts were included in the study.
Complaint texts are saved in a separate word file. The oldest complaint reviewed
was 13 February 2013; The closest complaint date is 6 November 2020. In addition,
information about the gender of the person making the complaint and the type
of school where the complaint was made was recorded and the frequency table is
presented below.
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Table 1. Distribution of the Complaints by the Gender and Type of School
Complained by the Individuals

According to Table 1, it was concluded that 67.64% of the complaints were
made by women and 30.24% by men. The gender of the individuals who made
these complaints could not be determined because the complainants had a unisex
username or did not have a user photo. For this reason, the data in this condition
were evaluated in the category of “unspecified gender”. The rate of these complaints
is 2.12%. To summarize, it is possible to say that most individuals reporting comp-
laints about pre-school education institutions are female members. When Table
1 is examined, it was determined that 85.15% of all complaints were directed to
private/foundation preschool education institutions, 8.75% to municipal kinder-
gartens, and 6.10% to state/public preschool education institutions. In other wor-
ds, it was concluded that most of the complaints belong to private or foundation
kindergartens.

Data Collection Tools

In the research, the "Complaint Determination Document Analysis Form"
developed by the researcher was used. This form was created by the researcher
after a literature review. Then, opinions were received from a total of 3 experts, 1
of whom completed his doctorate in child development and education, and 2 of
whom completed his doctorate in pre-school education. The form was finalized in
line with expert opinions. Complaint Identification includes 5 items in the Docu-
ment Analysis Form. These:

a. Publication date of the complaint

b. Gender of the person making the complaint
c. Type of institution

d. Process of complaint (Short/long term)

e. Reason for complaint
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The first step in the Complaint Identification Document Analysis Form is the
"publishing date of the complaint". This date is based on the date specified on the
complaint site. In the "Gender of the person making the complaint” section, if
the person making the complaint has made a gender selection, the gender option
seen is taken as the basis. Participants whose username and photo were not given
and whose gender was not specified were categorized as not gender-specific in
the study. In the "type of institution”, the name of the institution subject to each
complaint was checked on the website of the relevant Provincial Directorate of
National Education and marked in this way. In the "Complaint process" section, if
the complaint occurred within 24 hours and caused the complaint, it was marked
as "short-term", if the complaint spread over more than 24 hours and continued,
it was marked as "long-term". For example, the fact that the parent wanted to get
information about the institution and was not admitted to the school is an instan-
taneous situation and a "short-term" complaint since it takes place in a process that
does not last 24 hours, whereas the situation in which the parent states that his/her
child is constantly abused by the teachers is not an instantaneous situation and is a
continuous one. It has been evaluated as a “long-term” complaint because it has a
special feature. In the "reason for the complaint" option, the text of the complaint
was read in detail and the reasons leading to the complaint in the text were written
one by one.

Data Collection Process

In the research, first, the relevant literature was examined. National and in-
ternational studies have been recorded. Then, e-complaint sites serving in Turkey
are listed. Complaint sites were evaluated in line with the criteria of several users,
several complaints, and years of service, and the e-complaint website “Sikayet Var”
(www.sikayetvar.com) was selected for research.

The company "Sikayet Var" is a corporate company and was established in 2001.
It is the world's first and largest complaints platform site. The "Sikayet Var" site has
a total of 5.5 million individual members. It has also been stated that the monthly
number of page views of this site is 80 million (www.sikayetvar.com, 2020). In
line with these features, the "Sikayet Var" e-complaint site has been selected. To
determine the complaints written for pre-school education institutions, the words
"preschool”, "kindergarten" and "nursery" were written one by one in the search
engine of the complaint site and the complaints were recorded. More than one of
the same complaint texts was found in the searches. The same complaint texts were
included in the research once. Data collection was carried out on 10 November
2020. Complaints published on the e-complaint website after 10 November 2020
were not included in the research. As a result of the search, courses or workshops
providing education to pre-school children were also identified. These courses or
workshops providing short-term training were excluded from the complaints. As
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a result of all eliminations, a total of 377 complaint texts were copied to the word
page. A word file with a total of 144 pages was created. After the "Complaint Deter-
mination Document Analysis Form" was created, two researchers independently
read and coded the complaints.

Analysis of Data

Content analysis was used in the analysis of the data. According to Yildirim
and Simsek (2016), themes and categories are created from the data analyzed in
content analysis. The themes and categories created can be digitized and given as
percentages. In this study, the contents of the complaints were read, and themes
and categories were created.

According to Yildirim and Simsek (2016), purposive sampling can be used
in the transferability step. In this study, data were collected from the most used
complaint site in Turkey. Direct quotations from the data obtained from secondary
sources (complaints written on complaint sites) are included under the findings
obtained for the external validity of the study (Yildirim and $ahin, 2011). As sta-
ted by Miles and Huberman (2015), the method used for reliability is to ensure
the similarity of opinion among researchers. In the research, support was received
from an instructor who works as an expert and academician in the field of child
development. The same data output that the researcher had extracted for himself
was given to the other researcher. Researchers conducted analyzes independently
of each other. Then, the consensus was calculated, and the consensus was found to
be 93%. According to Miles and Huberman (2015), it is recommended that the rate
of reliability between raters be over 70%. In this direction, it is possible to say that
the reliability rate of the study is high.

FINDINGS
Process of Complaint (Short Term / Long Term)

The first research question of the study is to examine the process of formation
of the reasons that cause the complaint. At this stage, each complaint was read, and
it was examined whether the complaint was short-term or long-term. Data analysis
is given in Table 2.

Table 2. Process of Complaint (Short Term / Long Term)
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When Table 2 is examined, it is concluded that 81.43% of the complaints occur
in the long-term and 18.57% in the short term. Examples of raw data falling under
the themes of long- and short-term complaints are given below.

Complaint 158. “We went to XXX Nursery and Kindergarten on 09.09.2020 at
17:45 with my wife and 2 years old child to get information. While we were heading
to the entrance of the institution, the woman in charge of the inner door said, "We
are not allowed in because of the epidemic,” and pointed to the outer door. She used
very rude language. The woman we tried to contact officially fired us. As I tried to
speak, the woman did not make me speak. He did not allow me to speak my words.
She constantly told us "we don't make records", "we'll email you". I think she gave
very impolite answers. You may not be registering. Maybe we want information for
next year. The woman could use humane language. I would not want my child to go

to an institution where such an angry and irritable woman is located.” (Short Term)

Complaint 83. “The teacher working at the school named XXX excluded my child
with special needs from the other students in his class. The teacher told me that my
child had received complaints from other parents. While the teacher should have ac-
ted in a solution-oriented approach, the teacher dismissed me. The teacher told me to
take my child to the psychiatric hospital. I don't think you have the right to say such
a sentence to me. I request the necessary action” (Long Term)

Reasons for Complaint

377 complaints collected in the research were examined and a total of 7 themes
were created. These themes are shown in Figure I.

Figure 1.Themes of Complaint Reasons
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As can be seen in Figure I, a total of 7 themes was created because of the exami-
nation of the complaints. These themes are listed as financial reasons, child harm,
teacher-related reasons, administrative reasons, enrollment process, physical faci-
lities, and recruitment process. It has been determined that the most intense theme
among these themes, which constitutes the reason for the complaints, is "Financial
Reasons". The categories formed under the themes are given in Figure 2.

Figure 2.Themes and Categories Resulting from Data Analysis

When Figure 2 is examined, it is concluded that the first emerging theme is "fi-
nancial reasons". A total of 4 categories were formed under the "Financial Reasons"
theme. These categories are "no refunds", "high registration fee increase rates",
"high stationery fees" and "registration fee request". The first category, non-refun-
ds, was written on complaint sites quite frequently, especially during the pandemic
period. Parents, who were not satisfied with the closure of schools during the pan-
demic process and the online education system following this process, demanded
that their children's school records are deleted or frozen and therefore the fees
they paid should be returned to their side. A sample complaint text related to the

category is given below.
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Complaint 12. “On 31.01.2020, I registered my child at XXX to take advantage
of the early registration discount. I paid the registration fee in advance with my
credit card. With the emergence of the COVID 19 pandemic, I gave up sending
my child to school. I canceled my child's school registration on 06.07.2020. We
have agreed that the remaining fee will be refunded by deducting 10% of the entire
price, which is the early withdrawal fee of the registration fee. On the day my child
was deregistered, I was told about a week later that the remaining fee would be
paid. Although 1 month has passed (06.08.2020), I have not received any refund
fee from the institution. I can't get results."(No Refunds Category)

Another category that emerged because of the content analysis is "high regist-
ration fee increase rates". In this category, parents state that preschool education
institution tuition fees have increased significantly compared to the previous year.
Some sample data that make up this category are given below.

Complaint 232. “I registered my child at the beginning of the year in the Nursery
and Day Care Center named XXX. We agreed on a price with the educational ins-
titution at the beginning of the year, but the educational institution wanted to raise
the price by breaking the agreement we made on the pretext of the increase in the
minimum wage in the middle of the semester. Since I did not want to entrust my child
to an institution that could not even keep its promise, I had my child deleted from the
nursery.” (High Registration Fee Increase Rates Category)

Complaint 349. “There is no article or statement in the Student Registration Ag-
reement stating that the monthly tuition fees may increase during the term. But the
institution increased the monthly fee by 50%. While the inflation rate is 10%, the
increase in civil servants’ and workers’ salaries is 7%, it is not acceptable to raise
the education fee that much. In addition, this wage increase is unrealistic. In today's
conditions, this fee cannot be paid.” (High Registration Fee Increase Rates Category)

Complaint 179. "There has been a 90% increase in the kindergartens of the Mu-
nicipality named XXX. We do not accept this increase. Why are our salaries not inc-
reased so much? Correct this mistake, please. Institutional prices are very high. How
can I work if I cannot send my child to this nursery? These prices are special nursery
fees.” (High Registration Fee Increase Rates Category)

Another category formed within the scope of the " financial reasons " theme
is the high fees required to meet the stationery products used by children during
the education process. This category is called "high stationery fees". An example of
data falling into this category is as follows:

Complaint 547 At the beginning of the summet, I enrolled my child in school. At
the end of the orientation week when my child started school, they asked us for a sta-
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tionery fee of 2077 TL. During the registration, the institution said that the stationery

fee was 1500 TL last year, and it will be around 1700 TL this year. They did not tell
us a clear fee. An increase of 500 lire in 1 year is too much. It is also not correct to tell
us the net stationery fee late. The idea of the institution that "however, they registe-
red their child in the institution, they will pay how much money we ask for" is very
wrong.” (High Stationery Fees Category)

Another category under the " financial reasons” theme is "registration fee requ-
est". This category was created by the complaints of parents who want to enroll
their children in state/public preschool education institutions. The school admi-
nistration asks for registration fees from parents who want to enroll their child in a
public school. The text of a complaint falling into this category is as follows.

Complaint 111. “T went to enroll my daughter in kindergarten. The school admi-
nistration told me to deposit 750 TL into their bank account, otherwise, they would
not be able to register. I know the decision of the governor's office regarding this. I had
read online. According to the decision, it is stated that a monthly payment of 100 TL
should be paid to the kindergartens. But the school asks us to pay the full registration
fee. They said that if we do not pay the fee, they will not be able to register. But Syrians
do not pay registration fees. Why do I pay while Syrians in my country do not pay?”
(Registration Fee Request Category)

The second theme in the research is "child harm". This theme includes parent
complaints that their children have been subjected to violence, insults, or abuse
from peers, teachers, administrators, or other staff members. This theme consists
of two categories. These are physical harm and psychological harm. The category
of physical harm includes complaints of physical violence that are claimed to have
been intentionally inflicted on the child by other children or school personnel. In
the category of psychological harm, ill-treatment without physical contact is inc-
luded. Some examples of data falling into both physical and psychological harm
categories are as follows.

Complaint 188. “We received a call from the school where we safely registered
our child, and they were told that you need to come to school. When we went to the
nursery, our 1.5-year-old son's face was livid and full of fingernails. When we asked
about this, he stated that he was beaten by another child 2 years older than him. "And
you didn't intervene at all?” I asked. They said "we intervened"” but we did not believe
it. We watched the security camera footage. We were able to watch only 10 minutes of
the camera footage, we couldn't watch the rest because of sadness.” (Physical Harm
Category)

Complaint 297. “I have been sending my son to XXX school for about 4-5 months.
Yesterday, my son said that after school, the school official got angry with him and
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slapped him. I talked to the school administration about this situation. The school ad-
ministration defended the school official. They said that the school official would not
do such behavior. Look at what has been done to our children, who are very precious
to us. If you are doing this job, you must have a conscience, you must have patience.”
(Physical Harm Category)

Complaint 15. “School officials said, "Your child suddenly gets angry and scre-
ams". I wanted the camera records to be opened. We watched the footage. When
my child didn't want to eat, I saw them force-feeding. They were sticking the spoon
up my child's throat. That's why my child vomited. When I vomited, the attendant
threw my child from his lap. So, think about what I've been through.” (Physical Harm
Category)

Complaint 145. “T don't know where to start; I sent my child to summer school
and his psychology deteriorated. When my child misbehaves, the teacher said to my
child, "If you don't stop misbehaving, I will become a bat at night and suck your blood
and become a monster and come to you." said. My child hasn't slept for days. My child
woke up screaming every night. I was told that my child's imagination was too strong
for school to end this event.” (Psychological Harm Category)

Complaint 301. “I am complaining about the teacher and his assistant who do
not behave appropriately in the teaching profession. The English teacher keeps calling
my son "naughty”. The teacher took my child out of the classroom and sent him to ot-
her classes. They also kept my child waiting in the school warehouse.” (Psychological
Harm Category)

Another theme in the research is "Teacher-Related Reason". This theme was
formed by the teacher's complaints including both qualitative and quantitative de-
ficiencies. The theme of reasons related to the teacher consists of four categories.
These categories are teacher-educational status, teacher-parent interaction, teac-
her-child interaction, and an insufficient number of teachers in the school. The
first category is related to the educational background of teachers. Some parents
stated in their complaints that teachers do not have a sufficient level of education to
provide education to their children. Some data falling into this category are listed
below.

Complaint 36. “The principal of the school was a high school graduate. I shared
this situation with the teachers at the school in the surrounding area. A person wit-
hout a teaching diploma can't manage an educational institution. I complained about
this person to the governorship, the Directorate of National Education, and the Pre-
sidential Communication Center (CIMER). This is an unfair advantage.” (Teacher
Educational Status Category)
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Complaint 100. “People with high school and associate degree degrees should not
be employed in private kindergartens and daycare centers. Because they have no pe-
dagogical formation.” (Teacher Educational Status Category)

Another category of the teacher-related reasons theme is the "teacher-parent
interaction" category. Communication problems between teachers and parents
formed this category. Some sample data are as follows:

Complaint 51. “T have twin children. They both go to the same school. When I
went to school to pick up my kids, the teacher said she wanted to talk to me. The tea-
cher shouted at me, "Take your children out of my class”. The teacher lost herself and
said this sentence to me 3-4 times. The teacher said this in front of my children. And
I'm going to make you regret it. I replied. I took my kids from school and left. I will
file a complaint” (Teacher-Parent Interaction Category)

Another category under the "reasons related teacher” theme is the "teacher-c-
hild interaction" category, which is based on negative interactions between the te-
acher and the child. This category consists of complaints about negative situations
between the child and the teacher. Some sample data falling into this category are
as follows:

Complaint 98. “I just want to give an example. The teacher said to my child in the
classroom, "If you cry, we will not take you to your mother, if you are silent, we will
take you to your mother”. I told the school administrator. The school administrator
said, "Yes, we tell the children this. Because if a child cries, other children cry too.”
(Teacher-Child Interaction Category)

Complaint 124. “The teacher acts aggressively towards the children in the classro-
om. The teacher wants to establish an authority in these behaviors in the classroom.
We talked to the school administration, but the school administration supports this
teacher.” (Teacher-Child Interaction Category)

The last category is the category of "insufficiency in the number of teachers".
This category is composed of complaints that there are not enough or no teachers
for children at school. Sample data for this category are as follows:

Complaint 58. ‘T registered my daughter to school in April. When September
came, neither a teacher nor a school principal remained in the school. We couldn't
find anyone at school on the first day of school. I waited until 9 o'clock for the teacher
to arrive at the school. Information about the school was given at the time of enrol-
Iment. At that time, we were told that a teacher was on duty at the school at 8 am.
When I told this information to the other employees there, they stated that they were
not aware of this information. They said they would open a new class on the second
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day of school. They told me, "Until the teacher comes, your child will be taken care of
by the tea maker.” So, I said "that's not possible” and they said there was nothing else
they could do” (Insufficiency in the Number of Teachers Category)

Another theme created because of the examination of the complaints is the
"administrative reasons" theme. This theme consisted of the complaints of parents
about the problems arising from their administrative and managerial functions
within the educational institution. There are five categories available in this theme.
These categories are "lack of communication", "training program implemented",
"problems with service", "unsuitability of meals" and "change of information". An
example of each category is presented below.

Complaint 85. “I phoned the school. I waited on the phone for exactly 22 minutes.
Is the number of employees at the school low or are we not being considered?” (Lack
of Communication Category)

Complaint 161. “ registered my 4.5-year-old daughter in school. The first month
everything was going well. In the second month, the curriculum suddenly became
more difficult. Teachers expected the child to know the letters and form the words. I
informed the school about my opinion on this subject by email. The school administ-
ration was told that the school's education program was like this. I asked teachers to
make things easier. I think especially children of this age group should be taught these
subjects with pictures or songs.” (Lack of Communication Category)

Complaint 199. “In 1 month, my child's shuttle driver changed for the 3rd time.
This change was not communicated to the parents.” (Training Program Implemented
Category)

Complaint 222. “The menu given to parents from school and the menu that child-
ren eat at school are not compatible with each other. Teachers feed children a box of
chocolates for a week's afternoon breakfast. (Unsuitability of Meals Category)

Complaint 352. “Promises made in the kindergarten of my child’s college are not
kept. Moreover, they insult the parents. First, the school administration said, "Bring
your child for 1 week free of charge”. Then they asked us to pay. The school administ-
ration did not keep its promise.” (Change of information Category)

Another theme that emerged because of the analysis is the "enrollment process”
theme. This theme consists of complaints about the negative situations experien-
ced by parents in the process of applying to pre-school education institutions to
enroll their children. This theme consists of four categories. These categories are

"excess of students in school", "registration by lot", "unfair enrollment policy" and
"not accepting inclusive children". Sample data for each category is given below.
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Complaint 13. “We have two children. I want to enroll my two children in the
same class of the school. But the school does not want to enroll. They say the class
is full. I request that an extra class be opened at the school.” (Excess of Students in
School Category)

Complaint 17. “My daughter has to start kindergarten this year. We applied to the
school. But they said that 200 people applied to this school. The school administration
said they would hold a raffle. The draw was held on Friday and my daughter’s name
was not included in the draw. This school was the closest to us. Private nurseries are
very expensive, what are we going to do? Doesn't our daughter have the right to edu-
cation? How will he start school next year? Give us some information.” (Registration
by Lot Category)

Complaint 94. “We went to school to enroll my child in school. We were told that
there was a lottery, and the lottery did not come to us. Already, other people had told
us at first that it would be very difficult for you in the lottery. I'm like "why?" I asked. I
understood that they were enrolling torpedoed people in school. I did not understand
what they said. Why? I said to myself, then we realized that children with torpedoes
are being taken. Then I went to meet with the school administration. I asked if there
were any vacancies at the school. The school administration said that there are no
vacancies. He even told me “It is very difficult to find a quota. However, you need to
have acquaintances.” it said. Shame on you. I will report this to the Ministry of Edu-
cation. (Unfair Enrollment Policy Category)

Complaint 202. "The school administration told me, "Your child has autism, our
quota is full. That's why we can't register. They took away my children’s right to edu-
cation. They have finished my child's joy of life. Children with autism need love, com-
passion, and education twice as much as other children.” (Not Accepting Inclusive
Children Category)

Another theme created because of the analysis is the "physical conditions the-
me". This theme consists of complaints about the negativities experienced in the
interior or exterior of the educational institution. This theme consists of two cate-
gories. These categories are "lack of security” and "unhealthy physical conditions".
Examples of data for both categories are given below.

Complaint 169. “My child has been sicked every week since he started school.
I asked the school if there was a problem with the ventilation and heating. School
administration "we cannot fulfill your demands.” she replied to me. I got a response
from the director of the institution such as "We already pay 3000 TL bill for heating.”
(Unhealthy Physical Conditions Category)
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Complaint 317. “T enrolled my child in kindergarten in November. Since Novem-
ber I had to take my child to the hospital 2 times. He was hospitalized. Doctors gave
my child at least 10 bottles of antibiotics. Doctors are constantly diagnosing my child
with an infection. We take care of our child at home, he gets better in a short time,
but my child gets sick again 10 days after he starts going to school. Also, the soaps at
the school are of very poor quality. My child has eczema.” (Unhealthy Physical Con-
ditions Category)

Complaint 30. ‘At the meeting, I learned that the playground of the school consists
of rusty and broken toys, the entrance door of the kindergarten is always open, the
security guard only stands at the main entrance, anyone can enter the school easily
whenever they want, and no one even knows about it.” (Lack of Security Category)

The last theme created because of the content analysis in the research is related
to the recruitment process. This theme consists of a single category. This category
has been named "Refusal to Employ Headscarves Personnel”. Some institutions do
not want to employ heads carved teachers. This category includes complaints writ-
ten for this reason. An example of data falling into this category is presented below.

Complaint 5. “T applied for a job at the kindergarten and the kindergarten called
me. They said they wanted to meet with me for my job application. When I went, they
said they didn't want to work with me because I was wearing a headscarf. Even in
the Turkish Grand National Assembly, there are deputies wearing headscarves. What
kind of bigotry is this? I will not remain silent in this situation. Respect differences.”
(Refusal to Employ Headscarves Personnel Category)

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

The first finding of this study, which was conducted to examine the complaints
written for pre-school education institutions published on the "Sikayet Var" websi-
te, is that most of the individuals who wrote the complaints were women. We can
explain the reason for this finding due to gender roles within the family. Especially
in patriarchal societies, the person who is more interested in the education of the
child is the mother. This may be the reason why complaints are mostly made by
women. According to the results of the study by Cansiz (2004), it was concluded
that the person in the family who is interested in the education of their children
is mostly the mother. It has been determined that fathers are not very interested
in the education of their children because they do not have time. David (1998)
and Standing (1999) also examined the distribution of duties within the family of
mothers and fathers. It has been concluded that mothers are more interested in
the education of their children than fathers. In fact, in this study, although mot-
hers’ income and employment status change, the level of care provided to children
does not change. In other words, it has been determined that although the income
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of mothers increases, mothers spend more time with their children than fathers.
Similar findings are found in the results of some studies in the literature. It has
been determined that mothers spend more time on education and care of their
children than fathers. This leads to gender inequalities within the family (Andrin-
ga, Nieuwenhuis, & Van Gerven, 2015; Wallece & Goodyear-Grant, 2020; Xue &
McMunn, 2021).

As a result of the research, another reason why women report more complaints
than men maybe because mothers are more willing to deal with the education of
their children than fathers. In the meta-analysis study conducted by Sarier (2016)
to reveal the factors affecting the academic success of students living in Turkey, 62
studies were analyzed. As a result of the analysis, the lower limit value of the mot-
her's education level was found to be significantly lower than the father's education
level. In other words, because of the study examined, the education level of the mo-
ther affects the academic success of the child more than the education level of the
father. This can show us that the mother is more interested in the education of her
children than the father. At the same time, as the mother's knowledge, awareness,
and education level increase, it is seen that the mother plays a more effective role in
the education of her child. Tutkun and Tezel Sahin (2016) examined the behavior
of parents and children in the bookstore in their study. As a result of the study, it
was concluded that the mother has a more active role than the father. As a result of
the research by Organ-Kagan, Dénmez, and Kimzan (2020) examining the levels
of parental involvement in pre-school education, it was determined that mothers
were more active and more involved both at home and at school than fathers. Con-
sidering the different study findings, it is possible to say that the mother is more
active than the father in the education or school processes of the children.

Another finding of the study is that most of the complaints belong to private
preschool institutions. This finding can be explained by the fact that parents have
more expectations from private schools. In the study of Nartgiin and Kaya (2016),
the expectations of parents whose children go to private school were examined and
it was determined that the expectations of parents whose children go to private
schools are higher than those of a parent whose child goes to public school. The
expectations of parents whose children go to private school are gathered under 3
themes: general expectations, managerial expectations, and expectations from the
teacher. The highest expectation in general expectations is that the child is hap-
py. Administrative expectations are listed as considering the views of parents and
including parents in administrative decisions. In the expectations from teachers’
sub-dimension, parents expect schools with qualified teaching staff. Sahan (2011)
aimed to examine the expectations of parents who have children studying at the
primary school level in his study. As a result of the study, it was concluded that the
expectations of the parents whose children go to private school are significantly
higher than the expectations of the parents whose children go to public school.
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Alpaykut (2017) investigated the satisfaction levels of parents whose children go
to private schools and the reasons that affect these satisfaction levels. It has been
concluded that the satisfaction level of parents whose children go to private school
is at alow level. In addition, in the study, it was determined that there is a high level
of relationship between the satisfaction level of the private school parents and the
presence of the school's technological infrastructure, the content of the homework
and projects, and the physical situation in the classroom.

In the research, e-complaints were examined and analyzed. As a result of the
analysis, a total of 7 themes were created. These are financial reasons, harm to
the child, teacher-related reasons, administrative reasons, registration process,
physical facilities, and recruitment process, respectively. In particular, the theme
of financial reasons is more common than other themes. A similar finding was
found in the study of Giiler (2020) in which he examined the complaints of parents
during the COVID19 Pandemic period. As a result of this similar study, it was
determined that most of the complaints written during the pandemic process were
due to financial reasons. The main financial reasons are service fees, meal fees,
and non-refundable fees. In our study, complaints arising from different reasons
other than financial reasons were also encountered. It is understood that different
problems are encountered during enrollment, especially in public schools. These
are registration fee requests, lottery registration, and unfair registration systems.
Ekinci (2019) examined the problems faced by families and teachers in pre-school
educational institutions. As a result of the research, one of the problems faced by
the families is the student registration fee request. Kundakei and Erginer (2015)
examined the views of parents on pre-school education. As a result of the research,
it was concluded that pre-school education institutions wanted financial support
from parents. It was determined that almost 50% of the parents who participated in
the study received this answer. Pre-school education institutions ask for financial
support for class sister fees, dues, registration fees, cleaning fees, and education
set fees. But this financial support forces families. As a result of the complaints
examined in our study, there are also complaints such as the parents' thoughts or
ideas not being taken into account by the school, the inadequacy of the school
administration in the decisions to be taken, the inadequate physical conditions
of the school and security problems. Giiglii and Artan (2020) conducted a study
to determine the problems experienced in pre-school educational institutions in
Turkey. As a result of the study, the main problems are the negative perceptions
of school administrators, financial difficulties, inappropriate education program
content, and inadequate internal and external education environment.

Kursunlu (2019) examined the physical conditions of pre-school education ins-
titutions in Turkey and because of his study, he determined that pre-school educa-
tion institutions do not have legal physical standards. It was concluded that most
of the garden areas of pre-school education institutions have concrete floors and
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educational activities are not allowed in the garden. Stankovic et al. (2015), a total
of 32 kindergartens were examined in their study to examine the interior space of
pre-school education institutions in Serbia. As a result of the analysis of the study,
it was concluded that the institutions' heating, lighting, and ventilation levels are
not suitable for the health of children and should be redesigned. As a result of
the study by Sabanci, Altun, and Ugar Altun (2018) in which they examined the
problems of preschool education institutions in terms of administrators, teachers,
and parents, it was determined that the physical structures of the school and the
classroom were not suitable. In terms of parents, it was concluded that the physical
facilities of schools and classrooms are not suitable for children, school gardens are
insufficient for the development of children and the content of the education prog-
ram is not appropriate. In Yilmaz's (2020) study, it was determined that preschool
teachers found the general quality levels of the classes insufficient.

In addition, there are some quantitative studies to determine the quality of edu-
cational institutions. In the results of the study conducted to determine the qua-
lity of pre-school education environments, especially using the Early Childhood
Environmental Rating Scale-Revised Edition, it is determined that the preschool
institution in Turkey have features that need to be improved. In the study of Solak
(2007), pre-school education institutions in Adana province were examined and
no great differences were found between public and private pre-school schools in
terms of quality. It has been determined that both private and public preschool
education institutions have a medium level of quality. Yaya (2016) compared the
quality of preschool education institutions in Turkey and the USA in his study.
As a result of the study, it was concluded that pre-school education institutions in
Turkey have medium and low quality. In the results of the study conducted to de-
termine the quality of preschool education institutions in Turkey, it was determi-
ned that preschool education institutions have medium and low quality (Akmese,
2020; Aksoy, 2009; Canbeldek and Isikoglu Erdogan, 2016; Cagrici, 2020; Feyman,
2006; Gol- Giiven, 2009; Giliglithan Ozgﬁl, 2011; Kalkan, 2008; Oturakdas, 2019;
Serdaroglu, 2019).

As a result of our study, the following recommendations can be made.

 Educational institutions can be controlled more frequently by experts wor-
king in the field of quality in the Ministry of National Education. Controls can
be carried out not only quantitatively, but also qualitatively. Parents' expectations,
demands, and complaints can also be evaluated during the controls.

o Complaints originating from financial reasons are the most common comp-
laints in our study. Therefore, new policies can be developed to cover the financial
expenses of pre-school education institutions by the state.

o A parent committee can be established in each preschool education insti-
tution. This committee can be the competent authority in the administrative and
educational decisions of the school.
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o The criteria for opening a private pre-school education institution can be
made more comprehensive and attention can be paid to ensure that these criteria
are child-centered and evidence-based.

« It can be suggested to increase the number of independent kindergartens
planned for pre-school education institutions instead of opening pre-school classes
inside primary or secondary education buildings.

o Training and seminars based on solution-oriented approaches can be given
to each staff member working at the school.

o Physical structures of pre-school education institutions can be reviewed in
line with the complaints.
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Zeynep CAKMAK GUREL, Meryem OZTURAN SAGIRLI

ORTAOKUL OGRENCILERININ UZAKTAN EGITIMDE MATEMATIK DERSINE YONELIK
GORUSLERININ DEMOGRAFIK DEGISKENLER ACISINDAN INCELENMESI

Oz

Bu calisgmanin amaci ortaokul 6grencilerinin uzaktan egitimde matematik ders-
lerine yonelik goriislerinin ortaya konulmasidir. Bu baglamda ¢alismanin iki temel
amaci bulunmaktadir. Birincisi ortaokul 6grencilerinin uzaktan egitim ile matematik
derslerine iligkin gériislerinin incelenebilmesi igin bir &lgek gelistirmektir. Tkincisi ise
ortaokul 6grencilerinin uzaktan egitimde matematige iliskin goériislerini cinsiyet, sinif
seviyesi, derse aile ile katilim durumu, giinlitk matematik dersi ¢aligma siiresi ve uzak-
tan egitime yonelik goriisleri agisindan belirlemektir. Arasgtirmada tarama y6ntemi
kullanilmigtir. Aragtirmanin birinci amaci olan 6lgegin gelistirilmesi asamasinda orta-
okullarda 6grenim goérmekte olan ve tabakalama 6rnekleme yontemi ile segilen 375 68-
rencinin verileri kullanilmigtir. Aragtirmanin ikinci amacina yonelik ise 419 ortaokul
ogrencisine ulasilmis ve veri analizleri bu uygulamaya katilan 6grencilerin verileri ile
gerceklestirilmistir. Veriler, LISREL ve SPSS paket programlari ile faktor analizi, dogru-
layici faktor analizi, bagimsiz 6rneklem t-testi ve tek yonlii varyans analizi kullanilarak
analiz edilmistir. Analizler sonucunda 16 maddelik tek faktorden olusan bir 6lcek elde
edilmistir. Ol¢egin uygulanmasi sonucu; ortaokul dgrencilerinin uzaktan egitimde ma-
tematige iliskin puanlarinda cinsiyete gore anlaml bir farklilik olmadigy, sekizinci sinif
ogrencilerinin alt siniflara gore uzaktan egitimde matematik derslerine daha olumsuz
goriis belirttikleri tespit edilmistir. Ogrencilerin ailesi ile derse katilmalar1 uzaktan egi-
timde matematige yonelik puanlarini anlamli olarak etkilemistir. Ayrica ortaokul 6g-
rencilerinin uzaktan egitimde matematige iliskin puanlarinda matematik dersi ¢aligma
saatlerine gore anlamli bir farklilik meydana gelmistir. Elde edilen sonuglarin ileride
uzaktan egitimle ilgili uygulamalara 151k tutacag: diisiiniilmektedir.

Anahtar Kelimeler: Sozciikler: Goriis, Matematik, Ortaokul dgrencileri, Uzaktan
egitim.
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EXAMINATION OF SECONDARY STUDENTS' OPINIONS ON MATHEMATICS IN
DISTANCE EDUCATION IN TERMS OF DEMOGRAPHIC VARIABLES

ABSTRACT:

This study aims to reveal secondary school students' opinions about mathematics
lessons in distance education. In this context, the study has two main aims. The first one
is to develop a scale to examine secondary school students' views on distance education
and mathematics courses. The second one is to determine secondary school students'
opinions on mathematics in distance education in terms of gender, grade level, family
participation in the lesson, daily mathematics lesson study time, and their views on dis-
tance education. The survey method was used in the research. During the development
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of the scale, which is the first aim of the research, the data of 375 students studying in
secondary schools and selected by stratification sampling method were used. For the
second purpose of the research, 419 secondary school students were reached, and data
analyses were carried out with the students who participated in this application. Data
were analyzed using factor analysis, confirmatory factor analysis, independent sample
t-test, and one-way analysis of variance with LISREL and SPSS package programs. As
a result of the analysis, a scale consisting of 16 items and a single factor was obtained.
As a result of the application of the scale, it has been determined that there is no signi-
ficant difference in the scores of secondary school students regarding mathematics in
distance education according to gender and that eighth-grade students have more ne-
gative views on mathematics lessons in distance education compared to lower grades.
Participation of the students and their families significantly affected their mathematics
scores in distance education. In addition, there was a significant difference in the scores
of secondary school students regarding mathematics in distance education, according
to the hours of mathematics lessons they studied. It is thought that the results obtained
will shed light on the applications related to distance education in the future.

Keywords: Distance education, Mathematics, Opinion, Secondary School Students.

* %%
1. GIRIS

Devam eden COVID-19 salgini, 1918 Grip salginindan bu yana goriilen en
onemli salgindir. Onlem amagh yapilan uygulamalar sanayi, ekonomi, saglik gibi
tim alanlar1 bitytik oranda etkilemektedir. Bu durumdan en az etkilenmesi ge-
reken alanlardan biri ise egitimdir. Egitimde devamlilig1 saglamak adina tiim l-
kelerde uzaktan egitim amagli uygulamalara (televizyon, radyo, CD materyalleri,
gevrim ici egitimler, ...) gecis saglanmustir (Or; Basilaia & Kvavadze, 2020; Toque-
ro, 2020). Salginin Tiirkiyede tespit edilmesi ile tiim kademelerde okullarin ve yiik-
sekogretim kurumlarinin kapatilmasi kararr alinmistir. Bu nedenle egitim-6gretim
2019-2020 bahar dénemi ve 2020-2021 giiz ve bahar dénemi 16 Mart 2020 giini
itibariyle uzaktan egitim araciligiyla yiiriitilmeye baglanmis ve online uygulama-
lar hizli bir gekilde hayata gegirilmistir. Tiim tilkede ilkogretim, ortadgretim ve
yiiksekogretim uzaktan egitime gecis yapmuis; telefon, televizyon ve bilgisayarin bu
amagla kullanim1 artmistir. {lkdgretim ve ortadgretimdeki dersler televizyon ka-
nallari, Egitim Bilisgim Ag1 (EBA) ve gesitli uygulamalar tizerinden canli dersler ile
yuritiiliirken, yiiksekogretimde dersler tiniversitelerin uzaktan egitim merkezleri
araciligiyla yine canli olarak yiiriitiilmektedir. Bircok 6grenci ya bilgisayar ya da
telefonlar vasitastyla siirece dahil olmustur. Tiirkiye Istatistik Kurumuna [TUIK,
2020] gore Tiirkiyedeki evlerde internete erisim orani %90,7dir. Bu durum birgok
6grencinin internet erisiminin varligini gostermektedir.
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Cok kisa zamanda olusturulan bu platformlarin olumlu ve olumsuz yonleri tar-
tistlmaktadir. Uzaktan egitimin olumsuz nitelendirilen yonlerinden birkagci, 6gren-
cilerin uzaktan egitim alabilecek bilgisayar, internet gibi kaynaklara sahip olmama
ya da bu kaynaklari etkili kullanamama (Mailizar et al., 2020; Mulenga & Marban,
2020), 6grencilerin seviyelerinin ve ihtiyaglariin tespit edilememesi, sinavlarin
organize edilememesi, sadece bilgi aktarimi seklinde isleyen daha az etkili peda-
gojiye geri doniilmesi (Bakker & Wagner, 2020) seklindedir. Sosyal 6grenmenin,
iletisimin, akran 6grenmenin kisitlanmis olmasi da yine bagka bir problem olabilir
(Kurt vd., 2021; Sirem & Bas, 2020). Yine e-6grenme konusunda deneyimi sinir-
l1 olan veya hi¢ olmayan 6gretmenler ve 6grenciler ¢evrimici uygulamalar1 nasil
kullanacaklarini anlamadiklarinda zorluklarla karsilasabilir (Balaman & Hanbay
Tiryaki, 2021; Zaharah & Kirilova, 2020). Tiim bunlarin yaninda uzaktan egitimin
iyi yonlerinden s6z etmekte miimkiindiir. Ornegin bilgiye erisimin kolay olma-
s1, tekrarlanabilir olmasi, maliyetinin diisiik olmasi, zaman ve mekindan tasar-
ruf edilmesi gibi (Alakog, 2003; Balaman & Hanbay Tiryaki, 2021; Unsal, 2012)
etkenler siralanabilir. Matematige olan bakis agisinin degismeye basladigi, mate-
matiksel diisiinme, yaratic1 diisiinme, matematiksel modelleme gibi yeterliklerin
kazanilmasinin 6nemli oldugu, geleneksel 6gretim yaklasimindan uzaklasildig: bu
yillarda uzaktan egitim ile matematik derslerinin 6grenci iizerindeki etkilerinin
arastirllmasi 6nem arz etmektedir.

Gegmis yillarda yapilan matematik egitiminde uzaktan egitim uygulamalar
degerlendirildiginde, yapilan bazi ¢aligmalar uzaktan egitimin matematik basari-
sina (Baki & Cakiroglu, 2010; Lin, 2009; Yorganci, 2014) olumlu etkilerinin oldu-
guna ve matematigin uzaktan egitime uygun bir ders olduguna dair goriisleri ol-
dugunu (Yorganci, 2014) ortaya koymaktadir. Yine bazi ¢alismalar zengin igerikli
teknolojik araglarin dogru ve etkili kullanimi saglanirsa daha iyi matematik egitimi
yapilabilecegini savunmaktadir (Niess, 2006; Zelkowski et al, 2013). Bu durumun
aksine bazi ¢aligmalar ise uzaktan egitimin matematik basaris1 tizerinde olumsuz
etkilerinin (Kilit & Giiner, 2021; Orrill, 2006; Summerlin, 2003) ve matematik
dersinde uzaktan egitim yapilmasina iliskin olumsuz goriislerin (Engelbrecht &
Harding, 2004) oldugunu goéstermektedir. Pandemi sirasinda tiim tilkede uygula-
nan uzaktan egitim ile, normal durumlarda arastirma amagh planlanan bilgisayar
destekli 6gretim, ters yiiz sinif ortamlari, online egitim gibi bircok web tabanli uy-
gulamanin hayata ge¢mis halini gormekteyiz. Ge¢mis yillardaki ¢alismalarin so-
nuglart normal durumlar i¢in gecerli olup, pandemi sirasinda 6grencilerin uzaktan
egitim ile matematik 6gretimi hakkindaki goriislerini aragtirmanin 6nemli oldugu
ditsiiniilmektedir. Pandemi doneminde ¢evrimici 6gretim ve 6grenim, cogu 6gret-
men ve 6grenci i¢in benzeri goriilmemis bir deneyim sunmaktadir (Mailizar et al.,
2020). Elde edilecek sonuglar uzaktan egitimin bir reforma ve firsata doniistiiriile-
bilmesi (Basilaia & Kvavadze, 2020) agisindan 6nemlidir.
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Uzaktan egitim ile ilgili ¢alismalar yapilirken genellikle yiiksekogretim diize-
yinde etkisi aragtirilmaktadir. Ciinkii bu seviyede yiiz yiize egitim disinda sade-
ce uzaktan egitim ile ders almak miimkiindiir. Ancak ilkogretim ve ortadgretim
diizeyinde uzaktan egitim uygulamasinin etkisini gérmek, es zamanl olarak yiiz
yiize egitim devam ettiginden dolay1 oldukga zordur. Nitekim ¢alismalarda (Unsal,
2012) hem yiiz yiize hem de uzaktan egitimin birlikte kullanilmasi ile harman-
lanmis egitim olarak tasarlanmaktadir. Su anki olaganiistii durum, uzaktan egitim
uygulamasinin etkisini ortaya ¢ikarmak agisindan 6nemli bir firsattir. Sinirli konu
ve Orneklem ile yapilan ¢aligmalarin, daha genele hitap etmesini miimkiin kilan
pandemi sirasi uzaktan egitimde matematik uygulamasinin ortaokul 6grencileri
agisindan degerlendirilmesi 6nem arz etmektedir. Ozellikle ortaokul 6grencileri-
nin goriislerinin belirlenmesinin nedenlerinden biri de uzaktan egitime yonelik
yapilan ¢aligmalarin ¢ogunlugunun 6gretmenler (Or; Balaman & Tiryaki, 2021;
Karaduman vd., 2021; Kilit & Giiner, 2021; Kurt vd., 2021; Mailizar et al., 2020;
Marpa, 2020; Sintema, 2020; Topalak, 2021), lisans ve lisans iistii 6grenciler (Or;
Mulenga & Marban, 2020; Naidoo, 2020) ile yapilmis olmasidir. Sadece uzaktan
egitim ile matematik 6gretimi yapildigi bu dénemin ortaokul 6grencileri iizerin-
deki yansimalarinin ortaya konulmasi onem arz etmektedir. Ciinkii matematik
dersleri yapist geregi diger derslere gore daha soyut konular icermesi nedeniyle
materyal-manipiilatif kullanim, etkinlik temelli matematik 6gretimi gibi entegre-
lerle daha somut ve anlamli hale getirilerek islenmesi gereken bir derstir. Ortaokul
ogrencileri ile yapilan ¢aligmalar ise cinsiyetin, sinif diizeyinin, dersleri aile ile ayn1
odada dinlemenin, karne notunun, kullandig1 cihazin 6grencinin uzaktan egiti-
me yonelik goriislerini nasil etkiledigini arastirmaktadir (Or; Akpolat, 2021; Dede
vd., 2021; Kaynar vd., 2020). Bu ¢alismalar genel olarak uzaktan egitim hakkin-
daki goriisleri aragtirmakta olup; mevcut ¢alisma ise 6zellikle matematik dersin-
deki uzaktan egitim hakkindaki goriiglere odaklanmaktadir. Ciinkii 6grencilerin
cinsiyetleri, sinif seviyeleri, uzaktan egitime kars1 tutumlar: ve katilma durumlari
gibi degiskenlerin incelenmesinin ilerde matematik egitiminde yapilacak uzaktan
egitim faaliyetlerinin sekillenmesi acisindan 6nem arz ettigi diistintilmektedir. Ay-
rica mevcut ¢aligma, ortaokul 6grencilerinin matematik dersine iligkin goriiglerini
ortaya koyacak bir 6l¢me aracinin gelistirilmesi acisindan énemlidir.

Aragtirmanin amaci

Bu ¢alismanin iki temel amaci bulunmaktadir. Birincisi ortaokul 6grencileri-
nin uzaktan egitim ile matematik derslerine iliskin goriislerinin incelenebilmesi
icin bir 6lgek gelistirmektir. Tkincisi ise ortaokul dgrencilerinin uzaktan egitimde
matematige iliskin goriislerini cinsiyet, sinif seviyesi, derse aile ile katilim durumu,
glinlitk matematik dersi ¢alisma siiresi ve uzaktan egitime yonelik goriisleri agisin-
dan degerlendirmektir. Bu baglamda alt problemler:
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1. Ortaokul 6grencilerinin cinsiyete gore uzaktan egitimde matematik dersine
iliskin gorii puanlarinda anlamli bir farklilik var midir?

2. Ortaokul 6grencilerinin smif diizeyine gore uzaktan egitimde matematik
dersine iligkin goriis puanlarinda anlaml bir farklilik var midir?

3. Ortaokul 6grencilerinin uzaktan egitimde matematik dersine iligkin goriis
puanlarinda uzaktan egitim derslerine aile ile katilma durumuna gére anlamli bir
farklilik var midir?

4. Ortaokul 6grencilerinin matematik dersi ¢alisma saatlerine gore uzaktan
egitimde matematik dersine iligkin goriis puanlarinda anlamh bir farklilik var mi-
dir?

5. Ortaokul 6grencilerinin uzaktan egitimde matematik dersine iligkin goriis
puanlarinda 6grencilerin uzaktan egitime genel yaklagimlar: agisindan anlamli bir
farklilik var midir?

YONTEM
Arastirma Modeli

Ortaokul 6grencilerinin matematik dersinde uzaktan egitime y6nelik goriis-
lerini incelemek iizere yapilan bu aragtirma Nicel aragtirma yontemlerinden biri
olan tarama modeli ile yliriitiilmiistir. Tarama modelli aragtirmalarda amag, bir
kurum, grup, yapi, nesne, olgu, problem ya da evrenin, dogasini ve kendine 6zgii
ozelliklerini, yontemli ve organize bir sekilde anlamak ve tespit etmektir (Fraenkel
& Wallen, 2006).

Arastirmanin Orneklemi

Aragtirmanin birinci amaci olan 6lgegin gelistirilmesi asamasinda 6rneklem
pandemi kogullar1 altinda ulagilabilir olmas1 agisindan Erzincan iline bagli merkez
ortaokullarda 6grenim gérmekte olan 375 6grenciden olugsmaktadir. Bu 6grenciler
segilirken tabakal1 6rnekleme yonteminden yararlanilmistir. Erzincan il merkezin-
de yer alan ortaokullar akademik basar1 agisindan iyi, orta ve zayif olacak sekilde
i¢ gruba ayrilmis ve her gruptan tesadiifi olarak ii¢ ortaokul belirlenmis ve bu
okullardan olabildigince ¢ok 6grenciye ulasilmaya ¢alisilmigtir. Basar1 seviyesine
gore tabakalandirilma yapilmasinin sebebi miimkiin oldugunca cesitli 6grenciye
ulagilmasini saglamaktir. Aragtirmanin ikinci uygulamasi dogrultusunda ise ayni
yontemle 419 dgrenciye ulasilmig ve veri analizleri ikinci uygulamaya katilan 6g-
rencilerin verileri ile gerceklestirilmistir. Bu 6rneklemin 6zelliklerine Tablo 1 de
yer verilmigtir
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Tablo 1. ikinci Uygulamadaki Orneklem Hakkinda Bilgi

Veri Toplama Araclari

Bu aragtirma 6grencilerin matematik dersine kars: uzaktan egitime kars: go-
riislerini belirleyebilmek amaciyla uygun bir aracin gelistirilmesi ve aracin uygu-
lanmas1 sonucu goriislerin belirlenmesi seklinde iki asamada gergeklestirilmistir.

Rsamall

Bu agamada 6grencilerin uzaktan egitimde matematik dersine kars1 gorisleri-
ni belirleyebilmek amaciyla bir élgek gelistirilmistir. Olgegin gelistirilme siireci su
sekilde yuratalmistiir;

Aragtirmacilar 6ncelikle 6lgegin gelistirme amacini net olarak ortaya koymus-
lardir: Bu 6l¢ek hedef kitle olarak ortaokul 6grencilerinin 6zel olarak ise matema-
tik dersi i¢in uzaktan egitime kars1 goriisleri belirleyebilecek nitelige sahip olmasi
amacryla gelistirilmistir.

Aragtirmacilar él¢ek sorularinin her biri dlgegin gelistirilme amacina hizmet
edecek nitelikte olmasina 6nem vermis, gegerligi yiiksek bir arag gelistirmeyi he-
deflemiglerdir: Ol¢ek sorular1 hazirlanmadan once, ilgili literatiir kapsamli gekilde
taranarak, kaynaklarda yer alan anket sorular1 ve bu konularda yapilan goriisme
sorular1 detayli olarak incelenmis, madde havuzu i¢in soru se¢imi yapilmistir.
Aragtirmacilar ¢evresinde ulagilabilir durumda olduklar: uzaktan egitime devam
eden ortaokul 6gretmenleri, 6grencileri ve velileri ile iletisime gecerek uzaktan egi-
timde matematik dersine iliskin goriisleri hakkinda goriismeler gerceklestirmistir.
Aragtirmacilar bu goriigmelerden yola ¢ikarak madde havuzuna eklemeler yap-
migtir. Arastirmacilar madde havuzundan 20 soru segerek matematik egitimi ala-
ninda uzman olan iki kisi yardimiyla uzman goriisiine bagvurmus ve bu goriisler
neticesinde birbirine benzer oldugu diisiiniilen ve anlami net olmayan maddelerin
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¢ikarilmasina karar verilmistir. Uygulanan olgek, 6grencilerin uzaktan egitimde
matematik dersine iliskin duygu ve diisiincelerini ifade edebilecegi 19 maddeyi ve
ayrica katilimcilarin uzaktan egitimle ilgili goriislerini sekillendirebilecegini dii-
siiniilen demografik bilgilerin yer aldig1 sorular1 ihtiva etmistir. Olgek oncelikle
ogrencilerin demografik bilgileri cevaplayabilecegi “cinsiyet, sinif seviyesi, uzaktan
egitimdeki matematik derslerine katilma durumu, aileden herhangi birinin uzak-
tan egitimdeki matematik derslerine katilma durumu, matematik dersine giinliik
caligma siiresi, uzaktan egitim hakkindaki goriis “seklindeki ifadelerden, akabinde
ogrencilerin uzaktan egitimde matematik dersine iliskin goriislerini belirtebilecek-
leri 19 sorudan olusmaktadir. Formda yer alan her soru “daha iyi oldugunu diisii-
niyorum’, “daha koétit oldugunu diistintiyorum”, “herhangi bir degisiklik oldugunu
diistinmityorum” seklindeki ti¢ farkli segenek ile demografik bilgilerin yer aldig:
ifadeler ise yapilandirilmis soru formatr ile katilimcilara sunulmustur. Arastirma-
nin pandemi siirecinde gergeklestirilmesi sebebiyle anket maddeleri katilimecila-
rin online olarak doldurmasina firsat vermesi a¢isindan internet form diizenekle-
rinden biri sayesinde olusturulmusgtur. Katilimcilarin anketi doldurma stirecinde
uygulayici ile etkilesimi s6z konusu olmadidy i¢in acik, anlagilir ve net ifadelerle
yonerge ayrintilandirilmig, 6rneklem ile paylasiimadan 6nce aragtirmacilar tara-
findan formun islerliginin kontroli 6rneklem igerisinde yer almayan ulagilabilir
on 6grenci ve iki akademisyen ile saglanmustir.

Aragtirmacilar 6lgek gelistirilme siirecinin amacina ulasabilmesi i¢in miimkiin
oldugunca genis bir 6rnekleme ulasabilmeyi hedeflemis bu hedef dogrultusunda
farkli akademik basar1 seviyesine sahip olan okullardan veri toplanarak 6rneklem
cesitlendirilmistir: Arastirmacilar arastirmada hedef kitleyi korumak adina gerekli
tedbirleri almak amaciyla 6zen gostermistir. Arastirmanin yapildig: ilde yer alan
ortaokullar son olarak 2017 yilinda gerceklestirilen SBS sinavinin sonuglar: baz
almarak iyi, orta ve diigiik basarili olacak sekilde ti¢ kategoriye ayrilmustir. Her
kategoride yaklagik on okul yer almustir. Her kategoriden tesadiifi olarak ii¢ ortao-
kul belirlenmis ve belirlenen okullarda ¢aliymakta olan matematik 6gretmenleri ile
iletisime gecilmigtir. Ogretmenlerin tim 6grenci gruplarinda online formu paylas-
masi sayesinde verilerin toplanmasi saglanmustir.

Aragtirmacilar formun uygulanmasindan formun gegerlik ve giivenirlik ¢alis-
malarimni yapmak amaciyla istatistiksel paket programi kullanarak verileri 6ncelikle
faktor analizine tabi tutmuslardir: Veriler yaklagik iki haftalik bir siire igerisinde
toplanmis, toplam 391 katilimci formu doldurmugtur. Arastirmacilarin formlar:
kontrolleri sonucu bazi verilerin eksik boliimler igerdigi gozlemlenmis nitelikli
toplam 375 adet verinin kullanilabilecegine karar verilmistir. Verilerin fakt6r ana-
lizine uygunlugunu belirleyebilmek i¢in Kaiser-Meyer-Olkin (KMO) katsay1sinin
0,60’tan biiyiik olmas: beklenir (Biiyiikoztiirk, 2017). Yapilan ¢aligmada KMO de-
geri 0,946 olup, 0,60’tan biiytiktiir. Barlett Kiiresellik Testi sonucu ise p<.05’ten kii-
¢iik olup anlamli ¢tkmustir. Bu sonucun anlamli ¢ikmasi verilerin normal dagilimi
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sagladiginin bir gostergesi olarak goriilebilir. Bu iki test birlikte degerlendirildigin-
de ise verilerin fakt6r analizine uygun oldugu sonucuna ulasimistir (Bityiikoztiirk,
2017). Ayrica Cronbach alpha giivenirlik analizi sonucu 0,914 bulunmustur. Tablo
2de 6lgek maddelerine ait madde toplam korelasyonlar: verilmistir.

Tablo 2. Taslak Olgekteki Maddelerin Toplam Korelasyonlarina iligkin Bulgular

Analize alinan 19 maddenin 6z degerleri ve agikladiklar1 toplam varyans tablo-
lar1 incelendiginde 6zdegeri 1'den yiiksek {i¢ faktor altinda yer aldig1 goriilmiigtiir.
Ug faktoriin dlcege ait agikladiklar: toplam varyans %55,71dir. Ug faktdriin ortak
varyanslarinin (commiinalites) tablosu incelendiginde degerlerin madde 18 ve 19
hari¢ 0,44 ile 0,70 arasinda degistigi gorillmektedir. Baslangicta faktor sayisi iig
olarak tanimlanmistir. Ancak madde 19’'un madde yiikiiniin 0,268 olmas: ve mad-
de 18’in faktor yitk degerinin hem birinci hem de ikinci faktérde yiiksek olmasi ve
aradaki farkin .10dan diisitk olmas: sebebiyle (binisik madde) ¢ikarilmasina karar
verilmistir.

Madde 18 ve 19’un ¢ikarilmasinin ardindan geri kalan 17 madde ile faktor analizi
tekrar uygulanmistir. Olgegin KMO degeri 0,949 ve Barlett Kiiresellik Test sonucu
anlamlidir (p=.00). Olgek 6z degeri 1'den biiyiik ii¢ faktor altinda toplanmaktadir
ve agiklanan toplam varyans 60,701dir. Olgege ait maddelerin toplam korelasyon-
lar1 0,465 ile 0,911 arasinda degisiklik gostermektedir. Fakat faktor yiiklerine ait
tablo incelendiginde madde 2’nin tigiincii faktorii olusturan tek madde olmasin-
dan dolay1 ¢ikarilmasina karar verilmis ve faktor sayisi ikiye sabitlenerek analiz
islemi tekrar gerceklestirilmistir.

Kalan 16 madde i¢in 6l¢cegin KMO degeri 0,951 ve Barlett Kiiresellik Test sonucu
anlamlidir (p=.00). 16 maddelik 6l¢ek tizerinde yapilan faktor analizine ait faktor
yikleri Tablo 3’te sunulmustur.

OMU EFD, 2022, Cilt 41, Say1 1, Sayfa :141-186



Zeynep CAKMAK GUREL, Meryem OZTURAN SAGIRLI

Tablo 3. Dondiiriilmiis Temel Bilesenler Analizi Faktor Yiik Sonuglar:

Madde No Faktor-1 Faktor-2
M4 ,796

M8 ,725

M1 ,707

M7 ,643 ,344
M6 ,620 ,461
M 16 ,613 ,449
M5 ,596 404
M 12 ,588 ,485
M17 ,569 ,526
M3 ,551 ,449
M 10 ,792
M 14 ,368 , 771
M9 ,439 ,661
M13 ,325 ,638
M1l ,616
M15 ,556 ,588

Toplam Agiklanan Varyans: %58.0  Faktor-1: %31.3  Faktor-2: %26.7

Uzaktan egitimde matematige yonelik goriis 6lcegi iki faktorlii olarak analiz edil-
migtir. Olgege ait toplam varyansin %31,3’ {inii birinci faktér, %26,7” sini ikinci fak-
tor agiklamaktadir. Iki faktoriin birlikte agikladiklar1 toplam varyans %58’ dir. Te-
mel bilesenler analizi ile faktér dondiirme igsleminin ardindan birinci faktoriin on
maddeden ikinci faktoriin ise altt maddeden olustugu belirlenmistir. Fakat faktor
yiikleri incelendiginde Madde 17 ve Madde 15’ in nin her iki faktére birden yiik-
lendigi goriilmiistiir. Bu maddeleri 6lgekten ¢ikarmadan 6nce 6l¢egin tek faktorli
yapist incelenmistir. Olgekteki maddelerin déndiirme éncesindeki birinci faktore
ait yiik degerlerinin yitksek bulunmasi, 6z degerlere ait ¢izilen ¢izgi grafiginde (sc-
ree plot) birinci faktdrden sonra yiiksek ivmeli bir diisiis olmasi, birinci faktoriin
acikladig1 varyansin dikkate deger olmasi dl¢egin tek boyutlu olarak degerlendi-
rilebilecegini gostermektedir (Biyiikoztiirk, 2017). Ayrica iki faktor arasindaki
iliskinin (0,87) oldukga yiiksek olmasi bu iki faktoriin ayn: olguyu olgebilecegini
(Cokluk vd., 2010) gostermektedir. Boylece arastirmada formun tek boyutlu olarak
kullanilmasinin arastirmanin amaci agisindan daha uygun olacagina karar veril-
migtir.

16 madde ve tek faktor icin 6lgegin KMO degeri 0,951 ve Barlett Kiiresellik Testi
anlamlidir (p=.00). Ol¢egin giivenirlik katsayis1 0,935 olarak tespit edilmistir. Tek
boyutlu faktér analizinde belirlenen madde toplam korelasyonlar1 ve faktor yiikleri
Tablo 4’te sunulmustur.
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Tablo 4. Uzaktan Egitimde Matematik Dersine Iliskin Gériis Olgegindeki
Maddelerin Toplam Korelasyonlar1 ve Faktor Yiiklerine fliskin Bulgular

Tablo 4’te son hali ile dl¢ekte 16 madde bulunmakta olup toplam ag¢iklanan
varyans %51dir. Faktor yiik degerleri ise 0,807 ile 0,539 arasinda degismektedir.
Bu hali ile 6lgekte 5 adet demografik ve 16 adet 6l¢ek maddesi bulunmaktadir.
Olgekten aliabilecek en diisiik puan 16, en yiiksek puan ise 48dir. Bu élgekten
yiksek puan almasi uzaktan egitimde matematik dersine yonelik olumlu goriis,
diisiik puan almast ise olumsuz goriis belirttigi anlamina gelmektedir. Olgegin son
hali Ek-1" de verilmistir. Olgekten madde gikarilmasi sebebiyle revize edilmis olan
6lgek yeni bir 6rnekleme tekrar uygulanmis ve elde edilen sonuglar ikinci asamada
sunulmustur.

2.3.2. Asamalll

Bu asamada 6grencilerin uzaktan egitimde matematik dersine kars1 goriislerini
belirleyebilmek amaglanmistir. Bu amagla formun 16 maddelik nihai hali internet
ortaminda diizenlenmigstir. Form arastirmanin yapildig1 ilde yer alan ve daha 6nce
birinci agama i¢in basari seviyesine gore ii¢ gruba ayrilmis ortaokullardan tesadiifi
olarak segilen iki ortaokulda 6grenim gérmekte olan dgrencilere, 6gretmenlerin
ogrenci gruplarinda paylagsmalari sayesinde uygulanmustir. Toplam 419 veriye ula-
silmigtir. Verileri analize hazir hale getirmek i¢in kayip veri analizi, u¢ deger analizi
ve normallik analizi yapilmistir. {1k olarak forma verilen cevaplar incelenmis ve 13
veri ug deger niteligi tagidig1 icin analize alinmamustir. Geri kalan 406 veri tizerin-
de, toplam madde puani baz alinarak kayip veri analizi yapilmis ve %7 dolayinda
kayip verinin oldugu tespit edilmistir. Kayip verilerin 6zelligi incelendiginde her-
hangi bir 6riintii 6zelligi tasimadiklari rastgele dagildiklar: tespit edilmistir. Bunun
tizerinde serilerin ortalamas: tercih edilerek sadece siirekli degiskenlere ait kayip
verilerin yerine atama yapilmistir. Veri gurubunun ¢arpiklik degeri 0,511, basiklik
degeri -0,658dir. Bu degerler verilerin normal dagildigini géstermektedir (Biiyii-
koztiirk, 2013). Bunun disinda incelenen grafiklerde verinin normal dagilimi sag-
ladigina isaret etmektedir.
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Ardindan 6lgegin yeni bir 6rneklemde uygulanmasi nedeniyle LISREL 8.8 pa-
ket programu kullanilarak ikinci 6rnekleme ait veriler ile birinci diizey dogrulayici
faktor analizi yapilmigtir. Olgekteki gozlenen degiskenlerin gizil degiskene etkisi,
gozlenen degiskenlerin hata varyanslari ve model uyum indeksleri hesaplanarak
(Cokluk vd., 2010) dlgegin giivenirligi degerlendirilmigtir. Tek faktorlii olarak be-
lirlenen 6l¢me modeline ait sonuglar Sekil 1'de verilmistir.

Sekil 1deki path diyagrami, gozlenen degiskenlere ait hata varyanslariyla bera-
ber gozlenen degisken ile dlgegin tamami arasindaki etki diizeyinin hesaplandigi
standartlastirilmis yiikleri gostermektedir. Oncelikle 5lgme modeline ait uyum in-
dekslerine bakilarak modelin dogrulanip dogrulanmadigina karar verilmesi gere-
kir. Belirlenen x2=392,71 ve sd=104 olup, veriler x2/sd = 3,78 degeri ile orta diizey
uyumu gostermektedir (Cokluk vd., 2010). Ki kareye ait p degeri anlamli bulun-
mus olup, drneklem biiyiikligii yiiksek olmast durumunda s6z konusu degerin an-
lamli ¢ikmast (.00) beklenen bir sonugtur (Cokluk vd., 2010). Ol¢me modelindeki
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diger uyum indeksleri; RMSEA .083 degeri ile kabul edilebilir uyum; RMR .022 ve
SRMR .043 ile .05’ten kii¢iik olmasi ile mitkemmel uyum; GFI .90 ile iyi uyum; CFI
.98, NFI .97 ve NNFI .98 ile .95’ten biiyiik olmasi ile mitkemmel uyum degerleri
trettigi (Cokluk vd., 2010) goriilmiistiir. Ayrica Sekil 1’ de verilen 6l¢gme modeline
ait standartlastirilmig yiiklerin yiiksek oldugu, hata varyanslarinin diisitk oldugu
belirlenmistir. Ayrica Tablo 5’te maddelere ait (path diyagraminda “V1,V2,...” sek-
linde temsil edilmistir) t-degerleri verilmistir.

Tablo 5. Olgme Modeline Ait t Degerleri

Tablo 5’te verilen t-degerleri dikkate alindiginda; 6lgekte yer alan tiim madde-
lerin 6lgege etkisinin anlamli oldugu belirlenmistir. Boylece uzaktan egitimde ma-
tematik dersine iligkin él¢ekte yer alan 16 maddenin 6grencilerin uzaktan egitimde
matematige iliskin goriislerini ortaya koydugu goriilmiistiir. Puanlama “daha iyi
oldugunu diistiniiyorum” ifadesi 3 puan, “herhangi bir degisiklik oldugunu diistin-
miiyorum” ifadesi 2 puan ve “daha kétii oldugunu disintiyorum” ifadesi 1 puan
olup bu formdan alinacak en yiiksek puan 48, en diigiik puan ise 16dir. 48 puan
uzaktan egitimde matematik dersine iligkin pozitif anlamda en iyi duygu ve dii-
slinceleri ifade eden 6grenci goriislerini, 16 puan ise uzaktan egitimde matematik
dersine iliskin en diisiik duygu ve diisiinceleri ifade etmektedir. Olgegin tek faktor-
lii olmasi sebebiyle tiim 6lgek maddelerinin toplami 6grencilerin uzaktan egitim
hakkindaki goriislerini yansitmaktadir.

Verilerin Analizi

Bu caligmanin veri analizi iki asamada gerceklestirilmigtir. Olgek gelistirme
asamasinda SPSS paket programi kullanilarak 6lgegin faktor yapisi belirlenmistir.
Daha sonra dlcegin yedi ay sonra tekrar uygulanmasi sebebiyle dogrulayici faktor
analizi yapilmig ve LISREL paket programi kullanilmistir. Dogrulayici faktdr anali-
zi bir 6l¢ek gelistirme ¢abast icerisinde faktor yapisinin onaylanmasini yani orijinal
faktor yapisina uyup uymadigini uyuyor ise ne derecede uydugunu denetlemeye
yarayan faktor analizi tiiriidiir (Suhr, 2006). Ikinci agamada ortaokul 6grencileri-
nin uzaktan egitime iliskin goriisleri analiz edilmistir. Bu baglamda SPSS programi
kullanilmugtir. Olgegin son halinin uygulanmasi sonucu cronbach alpha katsayist
0,94 bulunmus olup, bu deger 6lgegin giivenilir oldugunu gostermektedir. Normal
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dagilimin garanti altina alinmas igin verilerin ¢arpiklik degeri 0,511, basiklik de-
geri -0,658 bulunmus ve normal dagilima uygun oldugu gorilmistiir. Her bir alt
probleme ait Levene testi sonuglari ise Tablo 6'da verilmigtir.

Tablo 6. Her Bir Alt Probleme Ait Levene Testi Sonuclar1

Tablo 6da sunuldugu tizere varyanslarin homojenligini test etmek amaciyla Le-
vene istatistigine bakilmis ve ilk dort alt probleme iligkin yapilan her bir analiz i¢in
anlamli bir farklilik olmadig: tespit edilmistir. Bu durum varyanslarin homejen
oldugunu gostermektedir. Besinci alt problem igin varyanslarin homojen olmad:-
g1 gorlilmiis (Levene: 3,724; p<.05) ve karekok doniigimii yapilmistir. Boylece bu
alt problem i¢in varyanslarin homojenligi varsayimi saglanmigtir (Levene: 2,217;
p>.05) Boylece arastirmanin birinci, tigiincii ve beginci aragtirma problemleri i¢in
t testi, ikinci ve dordiincii aragtirma problemleri i¢in tek yonlic ANOVA kullanil-
muigtir.

Etik Kurul izin Bilgileri

Yapilan bu ¢alismada “Yitksekogretim Kurumlar: Bilimsel Arastirma ve Yayin
Etigi Yonergesi” kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur.

Etik Degerlendirmeyi Yapan Kurul Adr: Erzincan Binali Yildirim Universitesi
Etik Degerlendirme Kararinin Tarihi: 02/07/2020
Etik Degerlendirme Belgesi Say1 Numarasi: 23222

BULGULAR

“Ortaokul 6grencilerinin cinsiyete gore uzaktan egitimde matematige iliskin
goriis puanlarinda anlamli bir farklilik var midir?” gseklindeki birinci aragtirma so-
rusuna ait yapilan t testi sonuglari Tablo 7’te sunulmustur.

Tablo 7. Ortaokul Ogrencilerinin Uzaktan Egitimde Matematige [liskin Goriig
Puanlarinin Cinsiyete Gore t Testi Sonuglar1
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Tablo 7% gore kiz 6grencilerin matematik derslerinde uzaktan egitime iliskin
puan ortalamalar1 X=28,04 (SS= 8,80) iken erkeklerin puan ortalamalar1 X=28,46
(SS=8,72)dir. Elde edilen t testi sonuglarina gore cinsiyete gore uzaktan egitimde
matematige iligkin goriis puanlar1 arasinda anlaml bir farklilik yoktur (t(404)=
-,483; p>.05).

“Ortaokul 6grencilerinin uzaktan egitimde matematige iliskin goriis puanla-
rinda smif diizeyine gore anlamli bir farklilik var midir?” seklindeki ikinci aragtir-
ma sorusuna iligkin ANOVA sonuglar1 Tablo 8 ve 9da sunulmustur.

Tablo 8.Ortaokul Ogrencilerinin Uzaktan Egitimde Matematige liskin Goriis
Puanlarinda Sinif Diizeyine Gore Betimsel Analiz Sonuglar

Tablo 8 gore 5. sinif dgrencilerinin matematik derslerinde uzaktan egitime
iliskin puan ortalamalar1 X=29,97; 6. sinif 6grencilerinin uzaktan egitime iliskin
puan ortalamalar1 X=33,10; 7. simif 6grencilerinin matematik derslerinde uzak-
tan egitime iliskin puan ortalamalar1 X=27,17 ve 8. simif 6grencilerinin matematik
derslerinde uzaktan egitime iliskin puan ortalamalar1 X=25,50 olarak tespit edil-
migtir

Tablo 9. Ortaokul Ogrencilerinin Sinif Diizeyine Gore Uzaktan Egitimde Ma-
tematige Iliskin Goriis Puanlarinin ANOVA Sonuglari

Tablo 9%a gore Ortaokul 6grencilerinin uzaktan egitimde matematige iliskin
gorils puanlarinda sinif diizeyine gore anlamli bir fark bulunmustur (F(3-401)
=13,580; p<.001). Bu farkin hangi gruplardan kaynakli oldugunu belirlemek
amaciyla Tukey testi yapilmis ve 8. Siif 6grencilerinin (X=25,50; SS=8,42) 5. Si-
nif (X=29,97; S§=8,29) ve 6. Sinif 6grencilerinden (X=33,10; SS=8,91) daha dii-
stik goriis puanina sahip olduklar: belirlenmistir. Ayrica 7. Smif 6grencilerinin
de (X=27,17; S§=27,17) 6. Sinif 6grencilerinden daha diisiik goriis puanina sahip
olduklar1 gortlmistiir. Sinif diizeyi arttikca uzaktan egitime yonelik goriislerin
olumsuz yonde gelistigi soylenebilir.
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“Ortaokul 6grencilerinin uzaktan egitimde matematige iliskin goriis puanla-
rinda uzaktan egitim derslerine aile ile katilma durumuna gore anlamli bir farkl-
lik var midir?” seklindeki tigiincii aragtirma sorusuna ait yapilan t testi sonuglari
Tablo 10da sunulmugtur.

Tablo 10. Ortaokul Ogrencilerinin Uzaktan Egitimde Matematige Iliskin G&-
riis Puanlarinda Uzaktan Egitim Derslerine Aile le Katilma Durumuna Gére t
Testi Sonuglar1

Tablo 10’a gore aileleri 6grenciler ile uzaktan egitime hicbir zaman katilmayan
Ogrencilerin gorils puan ortalamalar1 (X=27,41; S§=8,52) bazen veya her zaman
katilan 6grencilerin goriis puan ortalamalar: (X=29,72; SS= 9,07) gore daha diisiik-
tiir. Elde edilen sonuglarina goére ortalamalar arasindaki bu farkin anlamli oldugu
tespit edilmistir (t(401)= -2,544; p<.05). Bu durumda aile ile matematik derslerine
bazen veya her zaman katilan 6grencilerin goriis puanlarinin aile ile matematik
derslerine hi¢ katilmayan 6grencilerin goriis puanlarindan daha yitksek oldugu
belirlenmistir.

“Ortaokul 6grencilerinin uzaktan egitimde matematige iliskin goriis puanla-
rinda matematik dersi ¢caligma saatlerine gore anlamli bir farklilik var midir?” sek-
lindeki dérdiincii aragtirma sorusuna iligkin t testi sonuglari Tablo 11'de verilmistir.

Tablo 11. Ortaokul Ogrencilerinin Matematik Dersi Caligma Saatlerine Gore
Uzaktan Egitimde Matematige iligkin Gériig Puanlarinda t Testi Sonuglari

Tablo 11e gore glinde iki saat veya daha fazla matematik dersi ¢alisan 6gren-
cilerin uzaktan egitime iliskin goriis puan ortalamalarinin (X=30,01; SS= 8,69)
bir saat veya daha az matematik dersi ¢alisan 6grencilerin uzaktan egitime iliskin
goriis puan ortalamalarindan (X=27,27; SS= 8,67) yiiksek oldugu ve bu farkin an-
lamli oldugu tespit edilmistir (t(402)= -3,048; p<.01). Bu durum daha fazla ¢caligan
Ogrencinin uzaktan egitimde matematige iliskin daha olumlu goriis bildirdiklerini
gostermektedir.
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“Ortaokul 6grencilerinin uzaktan egitimde matematik dersine iligkin goriis pu-
anlarinda 6grencilerin uzaktan egitime genel yaklagimlar1 agisindan anlamli bir
farklilik var midir?” seklindeki besinci arastirma sorusuna iliskin ANOVA testi
sonuglar1 Tablo 12 ve 13’te sunulmustur.

Tablo 12.Ortaokul Ogrencilerinin Uzaktan Egitimde Matematige {liskin Gériig
Puanlarinda Uzaktan Egitime Bakig A¢ilarina Gore Betimsel Analiz Sonuglar:

Tablo 12’ye gore uzaktan egitime olumlu bakan 6grencilerin 6l¢ekten aldiklari
puan ortalamalarinin karekokii X=5,87 uzaktan egitime gekimser bakan 6grenci-
lerin dlcekten aldiklar: puan ortalamalarimin karekokii X=5,22 ve uzaktan egiti-
me olumsuz bakan 6grencilerin 6lgekten aldiklar: puan ortalamalarinin karekoki
X=4,71 olarak tespit edilmistir.

Tablo 13. Ortaokul Ogrencilerinin Uzaktan Egitimde Matematige Iliskin G&-
riig Puanlarinin Uzaktan Egitime Bakis Acilarina Gore ANOVA Sonuglar1

Tablo 13 gore ortaokul 6grencilerinin uzaktan egitimde matematige iliskin
goriis puanlarinda uzaktan egitime bakis agilarina gore anlaml bir fark bulunmus-
tur (F(2-401) =118,199; p<.001). Bu farkin kaynagini bulabilmek adina Tukey testi
yapilmis ve uzaktan egitime olumlu bakan 6grencilerin (X=5,87; SS= 0,63) ¢ekim-
ser (X=5,22; SS= 0,70) ve olumsuz (X=4,71; SS= 0,62) bakan 6grencilerden daha
yiiksek goriis puanina sahip olduklar: belirlenmistir. Ayrica ¢ekimser 6grencilerin
de yine olumsuz bakan 6grencilerden anlamli olarak daha yiiksek goriis puanina
sahip oldugu gorillmistiir. Bu durum genel olarak uzaktan egitimden memnun
olan 6grencilerin matematige iliskin uzaktan egitimden de memnun olduklarini
gostermektedir.

TARTISMA, SONUC VE ONERILER

Bu caligmanin amaci genel olarak Covid-19 pandemi sebebiyle iilkemizde
uygulanan uzaktan egitimde matematik derslerine kars1 ortaokul 6grencilerinin
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gorislerini belirlemektir. Calismanin iki temel amaci bulunmaktadir. Birincisi or-
taokul 6grencilerinin uzaktan egitim ile matematik derslerine iligkin goriislerinin
incelenebilmesi icin bir 6lgek gelistirmektir. Ikincisi ise ortaokul 6grencilerinin
uzaktan egitimde matematige iliskin goriislerini ¢esitli degiskenler agisindan belir-
lemektir. Bu amagla yapilan ¢alismada su sonuglara ulagilmigtir:

Oncelikle ortaokul égrencilerinin uzaktan egitimde matematige yonelik go-
riislerini belirlemek amaciyla 16 madde ve tek faktdrden olusan bir 6lcek gelisti-
rilmigtir. ilk asamada 375 ortaokul égrencisinden toplanan verilere faktor analizi
yapilmis ve 19 maddeden olusan 6lgegin 16 maddeye diisiiriildiigii ve 6lgegin tek
faktorlii bir yapiya sahip oldugu belirlenmistir. A¢iklanan varyansin %51 oldugu ve
ol¢egin giivenirlik katsayisinin .935 oldugu belirlenmistir. Her bir maddenin faktér
yikiiniin ise .807 ile .539 arasinda oldugu tespit edilmistir. Ardindan arastirma
problemlerine yanit bulabilmek amaciyla 6lgegin son hali tekrar uygulanmis ve 419
ogrenciye ulasilmigtir. Tek faktorli 6l¢me modelin gecerligini test etmek amaciyla
dogrulayici faktér analizi yapilmigtir. Olgegin uyum indekslerinden x2=354,49 ve
sd=90 olup, X2 /sd = 3,94 degeri ile verilerin model ile orta diizey uyum gosterdi-
gi belirlenmistir (Cokluk vd., 2010). Ol¢gme modelindeki diger uyum indeksleri;
RMSEA .085, RMR .022, SRMR .044, GFI .90, CFI .98, NFI .97 ve NNFI .98 olup,
genel olarak dl¢egin iyi uyum degerlerine sahip oldugu belirlenmistir (Cokluk vd.,
2010) goriilmistiir. Ayrica 6l¢me modeline ait standartlastirilmig yiiklerin ytiksek
oldugu, hata varyanslarinin diisitk oldugu ve t-degerlerinin anlaml oldugu tespit
edilmistir. Analizler sonucunda uzaktan egitimde matematige yonelik goriis olce-
ginin gecerli ve giivenilir oldugu sonucuna ulagilmistir.

Aragtirmanin birinci alt problemine bakildiginda; ortaokul &grencilerinin
cinsiyete gore uzaktan egitimde matematige iligkin goriis puanlarinda anlamli bir
farklilik yoktur. Ogrencilerin cinsiyeti uzaktan egitime karg: goriis puani iizerinde
anlamli bir degisken degildir. Benzer sekilde Xie, Xiao, Hou, Liu ve Liu (2021)
ilkokul 6grencilerinin ¢evrim i¢i matematikte uygulamalarina (mikro sinif) yone-
lik algilarinin cinsiyete gore farklilagmadigini tespit etmistir. Bu sonug Kaynar vd.
(2021)'nin ortaokul 6grencileri ile yaptig1 ancak uzaktan egitime kars1 genel tutu-
mu inceleyen ¢alismanin sonucu ile paralellik gostermektedir. Caliymada ulasilan
bagka bir sonug, ortaokul 6grencilerinin sinif diizeyine gore uzaktan egitimde ma-
tematige iliskin goriis puanlarinda anlamli bir farklilik oldugudur. Sekizinci sinif
ogrencilerinin alt siniflara gore uzaktan egitimde matematik derslerine daha olum-
suz goriis sergiledikleri tespit edilmistir. Bu durum 6grencilerinin sinav kaygilari-
nin artmasinda kaynakli olabilir. Benzer durum Akpolat (2021)’in galismasinda
da nitel yontemlerle belirlenmistir. Bunun aksine Kaynar vd. (2021)” nin ortaokul
ogrencileri ile yapti1 nicel calismanin sonucu tezatlik gostermektedir. Bu ¢alisma-
nin genel olarak uzaktan egitim tizerinde yapilmig olmasindan kaynakli sonuglarin
tezathik icerebilecegi diistiniilmektedir. Bu sonug 6grencilerin 6zellikle matematik
dersine 6zgii sinav kaygilarinin arttig1 seklinde yorumlanabilir. Nitekim Doucet,
Netolicky, Timmers ve Tuscano (2020) farkl: dersler ve yas gruplarinin uzaktan 6g-
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retim igin farkli yaklagimlara ihtiyaci oldugunu dile getirmistir. Fakat Tiirkiyedeki
uzaktan 6gretim faaliyetlerinin tiim dersler ve yas gruplari i¢in ayni sistem {ize-
rinden benzer yaklasimlarla yiritilldiigi bilinmektedir. Ortaokul 6grencilerinin
uzaktan egitimde matematige iliskin goriis puanlarinda uzaktan egitim derslerine
aile ile katilma durumuna gére anlaml bir farklilik séz konusudur. Ogrencilerin
ailesi ile derse katilmalar1 uzaktan egitimde matematige kars1 goriis puanlarini an-
lamli olarak etkilemistir. Ogrencinin yaninda aile iiyelerinden birinin yer almasi
derse kargi motivasyonunu ve algisini yiikseltmede etkili bir rol oynamais olabilir.
Kaynar vd. (2021) tarafindan yapilan ¢alismada ortaokul 6grencilerinin %42’sinin,
Bagaran vd. (2020) tarafindan yapilan ¢aliymada da 6grencilerin %58’inin dersleri
diizenli olarak takip ettigi belirtilirken, oturma odasinda ailesi ile uzaktan egitime
katilan 6grencilerin algilarinin odasinda tek bagina izleyen 6grencilere gore daha
diisiik oldugu belirlenmistir. S6z konusu bu farklilik ailelerin derse katilimin aktif
olmasi ile alakali olabilir. Yani sadece oturma odasinda 6grencinin denetleyicisi
rolinde olmakla, matematik derslerine aile ile katilmanin bu farklilig: olustura-
bilecegi distintilmektedir. Ortaokul 6grencilerinin uzaktan egitimde matematige
iliskin goriis puanlarinda matematik dersi ¢aligma saatlerine anlamli bir farklilik
meydana gelmistir. Calismanin sonuglarina gore giinde 2 saat veya daha fazla ¢a-
lisanlar uzaktan egitimde matematik dersine kars1 daha olumlu goriis puanina sa-
hiptir. Ogrencilerin ¢abalar1 6grenmeleri iizerinde destek gorevi saglayarak boyle-
ce uzaktan egitimdeki matematik derslerini daha iyi 6grenebilmelerine ve uzaktan
egitimdeki matematik dersine kars1 goriis puanina da yansiyor olabilir. Aragtirma
verileri incelendiginde ortaokul 6grencilerinin uzaktan egitimde matematige ilisg-
kin goriis puanlarinda, uzaktan egitime bakis agilari anlaml bir farklibik dogur-
mugtur. Uzaktan egitime karst olumlu bakan 6grencilerin matematige iliskin go-
riis puanlari, cekimser ve olumsuz bakan 6grencilere gore daha yiiksektir. Bunun
anlam1 genel uzaktan egitimden memnun olan 6grencilerin matematige iliskin
uzaktan egitimden de memnun olduklarini gostermektedir. Baki ve Celik (2021)
tarafindan matematik 6gretmenleri ile yapilan ¢alismada 6grencilerin uzaktan egi-
timde matematik derslerinin zor islenmesinden ve soyut bir yapiya sahip olmasin-
dan kaynakli problemler oldugu ortaya konulmustur. Mevcut ¢alismanin sonucu
ile karsilastirildiginda 6gretmenler tarafindan edinilen bu zorlugun 6grenciye yan-
simadig1 soylenebilir.

Sonug olarak ortaokul 6grencilerinin uzaktan egitimde matematige iliskin go-
riis puanlarinda sinif seviyesi, aile ile katilma, matematik dersine ayrilan zaman
ve uzaktan egitim algis1 anlaml birer degiskendir. Dolayisiyla uzaktan egitimin
zorunlu oldugu durumlarda bu degiskenler dikkate alindiginda matematik dersi
daha verimli hale getirilebilir. Bu sonuglardan hareketle sinav kaygis: tasiyan 6g-
rencilere yiiz yiize egitim imkan: saglanmasi uygun olabilir. Ailelerin 6grencilerle
beraber derslere aktif katilimi destekleyici olabilir. Ogrencilerin uzaktan egitim
dersleri disinda matematige yonelik ¢aligma saatlerinin arttirilmasi uzaktan egi-
timden daha olumlu doniitler alinmasi agisindan énemlidir. Elde edilen sonuglarin
ileride uzaktan egitimle ilgili uygulamalara 151k tutacag: diisiiniilmektedir.
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EKLER
Ek-1. Uzaktan egitimde matematik derslerine yénelik goriis dlcedi

Bu aragtirmada, uzaktan egitimin matematik dersleri tizerindeki etkisi aras-
tirilmaktadir. Olgekte yer alan her bir ciimleyi ve secenekleri dikkatli bir sekilde
okuduktan sonra, sorularin yanindaki segeneklerden size en uygun olani isaretle-
yiniz. Elde edilen bilgiler arastirma amaglh kullanilacak olup; bu bilgiler kimse ile
paylasilmayacaktir.
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Degerli katkilariniz igin tesekkiir ederiz.
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EXAMINATION OF SECONDARY STUDENTS' OPINIONS ON MATHEMATICS IN
DISTANCE EDUCATION IN TERMS OF DEMOGRAPHIC VARIABLES

ABSTRACT:

Mobbing comes from the Latin word "mobile vulgus", which means harassment,
pressure, siege, disturbing and distressing. Mobbing in the workplace is defined as
“systematic behavior involving hostile and unethical communication by a person
or a group, directed at one or more persons, causing the person to feel helpless and
vulnerable”. Health institutions are complex social systems where many professions
that require sacrifice, endurance and patience work as a team, where work stress
is high and communication is especially important, and services must be provided
with zero error. Healthcare workers generally work in shifts, with heavy worklo-
ad, insufficient rest opportunities, long and irregular sleep hours. The ability of its
employees to be useful to people in all these difficulties depends on their physical
and mental well-being. Mobbing can be prevented by using environmental, orga-
nizational and behavioral prevention approaches and some models. In this review,
the concept of mobbing is explained, the causes and consequences of mobbing in
healthcare workers are examined and solution suggestions are presented.

Keywords: Distance education, Mathematics, Opinion, Secondary School Stu-
dents.

ek

ORTAOKUL OGRENCILERININ UZAKTAN EGITIMDE MATEMATIK DERSINE
YONELIK GORUSLERININ DEMOGRAFIK DEGISKENLER ACISINDAN
INCELENMESI

0z:

Bu calismanin amaci ortaokul 6grencilerinin uzaktan egitimde matematik
derslerine yonelik goriiglerinin ortaya konulmasidir. Bu baglamda ¢aligmanin iki
temel amaci bulunmaktadir. Birincisi ortaokul 6grencilerinin uzaktan egitim ile
matematik derslerine iligkin goriislerinin incelenebilmesi i¢in bir 6lgek gelistir-
mektir. Tkincisi ise ortaokul égrencilerinin uzaktan egitimde matematige iliskin
gorislerini cinsiyet, sinif seviyesi, derse aile ile katilim durumu, giinlitk matematik
dersi ¢aligma siiresi ve uzaktan egitime yonelik goriisleri agisindan belirlemektir.
Aragtirmada tarama yontemi kullanilmigtir. Arastirmanin birinci amaci olan 6l¢e-
gin gelistirilmesi asamasinda ortaokullarda 6grenim gérmekte olan ve tabakalama
ornekleme yontemi ile segilen 375 6grencinin verileri kullanilmigtir. Arastirmanin
ikinci amacina yonelik ise 419 ortaokul 6grencisine ulasilmis ve veri analizleri bu
uygulamaya katilan égrencilerin verileri ile gergeklestirilmistir. Veriler, LISREL ve
SPSS paket programlari ile faktor analizi, dogrulayici fakt6r analizi, bagimsiz 6r-
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neklem t-testi ve tek yonlii varyans analizi kullanilarak analiz edilmistir. Analizler
sonucunda 16 maddelik tek faktérden olusan bir 6lgek elde edilmistir. Olgegin uy-
gulanmasi sonucu; ortaokul 6grencilerinin uzaktan egitimde matematige iliskin
puanlarinda cinsiyete gore anlamli bir farklilik olmadigy, sekizinci sinif 6grencile-
rinin alt siniflara gore uzaktan egitimde matematik derslerine daha olumsuz goriis
belirttikleri tespit edilmistir. Ogrencilerin ailesi ile derse katilmalar1 uzaktan egi-
timde matematige yonelik puanlarini anlaml olarak etkilemistir. Ayrica ortaokul
ogrencilerinin uzaktan egitimde matematige iligkin puanlarinda matematik dersi
caligma saatlerine gore anlamli bir farklilik meydana gelmistir. Elde edilen sonug-
larin ileride uzaktan egitimle ilgili uygulamalara 151k tutacag: diisiiniilmektedir.

Anahtar Kelimeler: Goriis, Matematik, Ortaokul 6grencileri, Uzaktan egitim.
2 ok 2%
INTRODUCTION

The ongoing COVID-19 epidemic is the most crucial epidemic that has been
faced since the 1918 influenza epidemic. The precautionary applications held lar-
gely affects all of the areas such as industry, economy, and health. One of the areas,
which is necessary to be influenced by this situation, is education. Distance edu-
cation implementations (television, radio, CD materials, online training, ...) have
been transitioned by all countries (Ex; Basilaia & Kvavadze, 2020; Toquero, 2020).
When the epidemic was detected in Turkey, it was decided to close all schools and
higher education institutions. As a result, in the 2019-2020 spring semester and
2020-2021 fall and spring semesters, schooling began via distance education on
March 16, 2020, and online applications were soon established. Distance education
has become more common in primary, secondary, and higher education across
the country, with growing usage of the telephone, television, and computer for
this purpose. While classes in primary and secondary school are delivered live via
television channels, the Educational Information Network (EBA), and other apps,
classes in higher education are delivered live via universities' distant education cen-
ters. Many students participated in the process via computers or mobile phones.
According to the Turkish Statistical Institute [TUIK, 2020], 90.7 percent of Turkish
households have internet connection. This demonstrates that a large number of
students have access to the internet.

The positive and negative aspects of these platforms, which were created qu-
ickly, are discussed. Some of the negative aspects of distance education are that
students do not have resources such as computers and internet that can receive
distance education or cannot use these resources effectively (Mailizar et al., 2020;
Mulenga & Marban, 2020), and students' levels and needs cannot be determined,
exams cannot be organized, it reverted to less effective pedagogy that operates only
as knowledge transfer (Bakker & Wagner, 2020). Restricted social learning, com-
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munication, and peer learning may be another problem (Kurt et al., 2021; Sirem
& Bas, 2020). Again, teachers and students with limited or no experience in e-le-
arning may encounter difficulties when they do not understand how to use online
applications (Balaman & Hanbay Tiryaki, 2021; Zaharah & Kirilova, 2020). In ad-
dition to all of this, there is the possibility of discussing the advantages of remote
education. Positive aspects can be listed as quick access to information, repeatabi-
lity, low cost, and time and space savings (Alakog, 2003; Balaman & Hanbay Tirya-
ki, 2021; Unsal, 2012). When the perspective on mathematics began to change, the
acquisition of competencies such as mathematical thinking, creative thinking, and
mathematical modeling became important, and the traditional teaching approach
was moved away, it was important to investigate the effects of distance education
and mathematics courses on students.

When distance education practices in mathematics education in the past years
are evaluated, some studies suggest that distance education improves mathematics
achievement (Baki & Akrolu, 2010; Lin, 2009; Yorganc, 2014) and that mathema-
tics is a suitable course for distance education (Yorganc, 2014). Some studies claim
that improved mathematics education can be offered if rich technological tools are
used correctly and effectively (Niess, 2006; Zelkowski et al., 2013). On the contrary,
several research demonstrate that distant education has negative effects on math
achievement (Kilit & Gliner, 2021; Orrill, 2006; Summerlin, 2003), and there are
negative opinionasbout distance education in math courses (Engelbrecht & Har-
ding, 2004). We realize various web-based applications such as computer-assisted
education, flipped classroom environments, and online education, which are often
developed for research objectives, because distance education was introduced all
across the country during the pandemic. Previous research' findings are valid in
normal situations, thus it's critical to look at students' opinions on distant educa-
tion and mathematics teaching during the pandemic. For many teachers and stu-
dents, online teaching and learning provides an unprecedented experience during
the pandemic (Mailizar et al., 2020). The results will be critical in turning distance
education into a reform and opportunity (Basilaia & Kvavadze, 2020).

While studying distance education, its effect is generally investigated at the hi-
gher education level. Because at this level, it is possible to take lessons only with
distance education, apart from face-to-face education. However, it is challenging
to see the effect of distance education at primary and secondary education levels,
since face-to-face education continues simultaneously. As a matter of fact, studies
(Unsal, 2012) are designed as blended education by using both face-to-face and
distance education together. The current emergency situation is a significant op-
portunity to reveal the impact of distance education. During the pandemic, it is
critical to assess the mathematics application in distance education in terms of
secondary school students, allowing research with limited subjects and samples to
address more broadly. One of the reasons for determining secondary school stu-
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dents' opinions is that most distance education studies are conducted by teachers
(Ex; Balaman & Tiryaki, 2021; Karaduman et al., 2021; Kilit & Giiner, 2021; Kurt
et al,, 2021; Mailizar et al., 2020; Marpa., 2020; Sintema, 2020; Topalak, 2021), un-
dergraduate and graduate students (Ex; Mulenga & Marban, 2020; Naidoo, 2020).
It is critical to disclose the effects of this period on secondary school students,
when only distance education and mathematics were taught. Because mathematics
classes, by their very nature, contain more abstract themes than other subjects, it
is a lesson that should be taught using integrations such as material-manipulative
use and activity-based mathematics instruction to make it more concrete and me-
aningful. Studies conducted with secondary school students, on the other hand,
investigate how gender, class level, listening to the lessons in the same room with
the family, report card grade, and the device they use affect the student's opinions
on distance education (Ex; Akpolat, 2021; Dede et al., 2021; Kaynar et al., 2020).
These studies normally look into opinions about distant education; however, the
current study focuses on opinions on distance education in mathematics. Because
it is believed that studying elements such as students' gender, class levels, opinions
toward distance education, and participation status will be crucial in designing
future distance education activities in mathematics education. Furthermore, the
current research is critical in the development of a measurement tool that would
show secondary school students' opinions toward mathematics.

Aim of the research

This study has two main aims. The first is to develop a scale to assess secondary
school students' opinions about distance learning and mathematical courses. The
second is to assess secondary school students' opinions on mathematics in distance
education in terms of gender, grade level, family participation in the lesson, daily
mathematics lesson study time, and distance education opinions. The following are
sub-problems in this context.

1. Is there a significant difference in the opinion scores of secondary scho-
ol students regarding the mathematics course in distance education according to
gender?

2. Is there a significant difference in the opinion scores of secondary school
students regarding the mathematics lesson in distance education according to the
grade level?

3. Is there a significant difference in the opinion scores of secondary school
students about mathematics in distance education according to their participation
in distance education lessons with their families?

4. Is there a significant difference in the opinion points of the secondary school
students regarding the mathematics lesson in distance education according to the
mathematics lesson study hours?

https:/doi.org/10.7822/omuefd.1005588 d



Ortaokul Ogrencilerinin Uzaktan Egitimde Matematik Dersine Yonelik...

5. Is there a significant difference in the opinion scores of secondary school
students regarding the mathematics course in distance education in terms of the
students' general approaches to distance education?

METHOD
Research Model

This research used the survey model, which is a quantitative research method,
to analyse secondary school students' perceptions on distance education in mathe-
matics classes. The goal of survey model is to determine the nature and distinctive
aspects of an institution, group, structure, object, phenomena, problem, or univer-
se (Fraenkel & Wallen, 2006).

Sample of the Study

Because of the accessibility secondary schools in the city center of Erzincan
province during the development of the scale, which is the first goal of the research,
the sample consists of 375 students studying in secondary schools in the city center
of Erzincan province. These students were chosen using a stratified sampling met-
hod. Secondary schools in city center of Erzincan were classified into three groups
based on academic achievement: good, medium, and poor. Three secondary scho-
ols were chosen at random from each group, and it was attempted to reach as many
students as possible from these schools. The goal stratification according to their
achievement levels is to reach as many children as possible. In the second applica-
tion, 419 students were reached using the same way. Data analyses were conducted
using the data of the students who took part in the second application. Table 1 lists
the features of this sample.

Table 1.Information About The Sample in The Second Application
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This study included two stages: designing an acceptable tool to evaluate student
opinions about mathematics lessons and distance education, and determining stu-
dent opinions as a result of the tool's application.

Stage|l

At this stage, a scale was developed to measure the students' feelings on the
distance education mathematics course. The following is a description of the scale's
development process:

The purpose of developing the scale was stated plainly by the researchers: This
scale was developed to enable secondary school students, who were the intended
audience, to express their opinions on distance education, particularly in the mat-
hematics course.

Researchers aimed to develop a tool with high validity: Before the scale ques-
tions were prepared, the relevant literature was scanned extensively. The interview
questions on these subjects in the sources were examined in detail and questions
were selected into the item pool. The researchers contacted the secondary school
teachers, students, and parents who continue distance education, which they were
accessible in the environment, and held interviews about their opinions on mat-
hematics in distance education. The researchers added new questions to the item
pool based on the results of these interviews. The researchers chose 20 questions
from the item pool and sought expert opinion from two specialists in the field of
mathematics education. Based on their recommendations, the researchers opted
to remove the items that were believed to be identical and whose meaning was
unclear. The scale used consisted of 19 items on which students may express their
feelings and thoughts about the mathematics lesson in distance education, as well
as demographic questions that were assumed to affect the participants' opinions
on distance education. The scale firstly consisted of 19 questions in which stu-
dents can express their opinions made up of statements such as "gender, grade
level, participation in distance education mathematics lessons, participation of any
member of the family in distance education mathematics lessons, daily study time
for mathematics lesson, opinion about distance education,” which students can
answer for demographic information, and then the students' perceptions about
mathematics lesson in distance education. Each question in the form was provided
to the participants in a structured question format, with three answers such as "I
think it's better,” "I think it's worse," "I don't think there's any change," and de-
mographic statements. Because the study was conducted during the pandemic, the
form items were constructed using one of the internet form mechanisms, allowing
participants to complete it online. Because the participants did not interact with
the practitioner while filling out the form, the instructions were detailed with clear
and understandable expressions, and the researchers double-checked the form's
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functionality before sharing it with the sample, which consisted of ten accessible
students and two academics who were not included in the sample.

The researchers aimed to reach as broad a sample as possible to achieve the
purpose of the scale development process. In line with this goal, the sample was
diversified by collecting data from schools with different academic achievement
levels: Researchers took the necessary precautions to protect the target group in
the research. Secondary schools in the province where the research was conducted
were divided into three categories: good, medium, and low success. Approximately
ten schools took part in each category. Three secondary schools were randomly
selected from each category, and the mathematics teachers working in the selected
schools were contacted. The data were collected thanks to the teachers' sharing of
the online form in all student groups.

The researchers used a statistical package program to perform factor analysis
on the data in order to determine the form's validity and reliability after it was
used: The information was gathered over the course of two weeks, with a total
of 391 people completing the survey. Because some data had missing parts as a
consequence of the researchers' form checks, it was concluded that a total of 375
qualifying data could be used. The Kaiser-Meyer-Olkin (KMO) coefficient should
be greater than 0.60 i n oreder to determine the data's suitability for factor analysis
(Buytikoztiirk, 2017). The KMO value in this study is 0.946, which is higher than
0.60. The Barlett Sphericity Test, on the other hand, produced a significant result of
less than p.05. The fact that this finding is statistically significant can be interpre-
ted as evidence that the data has a normal distribution. After combining these two
tests, it was determined that the data were suitable for factor analysis (Bityiikoz-
tiirk, 2017). Furthermore, the Cronbach alpha reliability analysis revealed a score
of 0.914. Table 2 shows the item-total correlations of the scale items.

Table 2.Findings on The Total Correlations of Items in The Draft Scale
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When the eigenvalues of the 19 items in the analysis were compared to the total
variance tables they explained, it was discovered that they were all under three fa-
ctors with eigenvalues greater than one. The scale's total variation explained by the
three components is 55.71 percent. When looking at the common variances (com-
munalities) table for the three components, it is clear that the values range from
0.44 to 0.70, with the exception of items 18 and 19. The number of components was
originally set to three. However, because item 19's item load was 0.268 and item
18's factor load was high in both the first and second factors, and the difference
was smaller than.10 (overlapping item), these items were selected to be excluded.

After removing items 18 and 19, factor analysis was applied again with the re-
maining 17 items. The KMO value of the scale was 0.949, and the Barlett Sphericity
Test result was significant (p=.00). The scale is gathered under three factors whose
eigenvalue is greater than 1, and the total variance explained is %60,701. The total
correlations of the items of the scale vary between 0.465 and 0.911. However, when
the table of factor loadings was examined, it was decided to remove item 2 since
it was the only item constituting the third factor, and the analysis was performed
again by fixing the factor number to two.

The scale's KMO value was 0.951 for the remaining 16 items, and the Barlett
Sphericity Test result was significant (p=.00). Table 3 shows the factor loads based
on the 16-item scale from the factor analysis.

Table 3.Rotated Principal Components Analysis Factor Loading Results

The scale opinion towards mathematics in distance education scale was analy-
zed as two-factor. The first factor explained 31.3% of the total variance of the scale,
and the second factor explained 26.7%. The total variance explained by the two
factors together is 58%. After factor rotation with principal components analysis,
it was determined that the first factor consisted of ten items and the second factor
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consisted of six items. However, when factor loadings were examined, it was seen
that Item 17 and Item 15 were loaded on both factors. Before removing these items
from the scale, the single-factor structure of the scale was examined. The fact that
the items in the scale have high load values for the first factor before rotation, that
the screen plot of the eigenvalues after the first factor shows a high-accelerated
decline, and that the first factor explains a significant amount of variance indica-
tes that the scale can be evaluated as one-dimensional (Biiyiikoztiirk, 2017). Furt-
hermore, the fact that the relationship between the two components is relatively
strong (0.87) suggests that they can both assess the same phenomenon (Cokluk et
al., 2010). As a result, it was considered that using a one-dimensional form in the
research would be more acceptable.

The KMO value of the scale was 0.951 for 16 items and a single factor, and the
Barlett Test of Sphericity was significant (p=.00). The reliability coefficient of the
scale was determined as 0.935. The item-total correlations and factor loads deter-
mined in the one-dimensional factor analysis are presented in Table 4.

Table 4.Findings Related to Total Correlations and Factor Loadings of Items in
The Opinion Regarding Mathematics Lessons in Distance Education Scale

Table 4 shows the final version of the scale, which has 16 items and a total exp-
lained variance of 51%. The factor load ranges from 0.807 to 0.539. As a result, the
scale has 5 demographic and 16 scale elements. The scale's lowest possible score is
16 and its highest possible score is 48. A high score on this scale indicates that the
student a positive opinion about the distance education mathematics course, while
a low score indicates that the student has a negative opinion. Appendix-1 contains
the final form of the scale.

Stagelll

At this stage, it is aimed to determine the opinions of the students towards the
mathematics course in distance education. The 16-item final version of the form
was prepared on the internet for this purpose. The form was used with students
from two secondary schools that were randomly selected from secondary schools
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in the province where the study was conducted and previously divided into th-
ree groups based on their first-stage success levels, due to the sharing of teachers
among the student groups. A total of 419 data were collected. To prepare the data
for study, we used missing data analysis, extreme value analysis, and normality
analysis. First, the answers given to the form were examined, and 13 data were not
included in the analysis because they were outliers. Based on the total item score,
a missing data analysis was performed on the remaining 406 data, and it was dis-
covered that around 7% of the data was missing. When the missing data's features
were evaluated, it was discovered that they lacked any pattern and were distributed
randomly. Above this, the average of the series was preferred, and only the missing
data of the continuous variables were assigned instead. The skewness value of the
data group is 0.511, and the kurtosis value is -0.658. (Biyiikoztiirk, 2013) These
values indicate that the data are normally distributed. Aside from that, the graphs
revealed that the data data are normally distributed.

Then, due to the application of the scale in a new sample, first-level confirmatory
factor analysis was performed with the data of the second sample using the LISREL
8.8 package program. The reliability of the scale was evaluated by calculating the
effect of the observed variables in the scale on the latent variable, error variances
of the observed variables, and model fit indices (Cokluk et al., 2010). The measure-
ment model results determined as a single factor are given in Figure 1.
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The path diagram in Figure 1 shows the error variances of the observed va-
riables and the standardized loads for which the effect level between the obser-
ved variable and the entire scale is calculated. First of all, it is necessary to decide
whether the model is confirmed by looking at the fit indices of the measurement
model. The determined values are x2=392.71 and df=104, and the data show a
moderate level of agreement with 2 /df = 3.78 (Cokluk et al.,, 2010). The p-value
of the chi-square was found to be significant, and if the sample size is large, it is
expected that the said value will be significant (.00) (Cokluk et al., 2010). Other
fit indices in the measurement model produce excellent fit values (Cokluk et al.,
2010), such as acceptable fit with RMSEA 0f.083; perfect match with RMR o0f.022
and value of SRMR.043 as being less than.05; good compliance with GFI of.90; CFI
0f.98, NFI 0f.97, and NNFI value 0f.98 as being greater than.95. Furthermore, the
standardized loads of the measurement model shown in Figure 1 were found to be
substantial, with low error variances. Table 5 also contains the t-values of the items
(shown as "V1, V2,..." in the path diagram).

Table 5.t Values of The Measurement Model

Based on the t-values in Table 5, it was concluded that all of the scale's items
had a statistically significant effect on the scale. As a result, students' attitudes on
mathematics in remote education were disclosed by 16 items on the scale relating
to mathematics in distance education. Scoring is made as 3 points for the expres-
sion "I think it is better," 2 points for the expression "I do not think there is any
change,” and 1 point for the expression "I think it is worse," the highest score to be
obtained from this form is 48 and the lowest score is 16. Forty-eight points express
the students' opinions expressing the best positive feelings and thoughts about the
mathematics lesson in distance education, and 16 points express the lowest feelings
and thoughts about the mathematics lesson in distance education. Since the scale
has only one factor, the sum of all scale items reflects the students' opinions on
distance education.

Analysis of Data

The data for this study was analyzed in two stages. The factor structure of the
scale was determined using the SPSS package program during the scale develop-
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ment stage. Then, when the scale was utilized again seven months later, confirma-
tory factor analysis was carried out using the LISREL package program. Confir-
matory factor analysis is a sort of factor analysis that helps in the confirmation of
the factor structure in the development of a scale, i.e., whether it fits the original
factor structure or not, and how well it fits (Suhr, 2006). The opinions of secondary
school students on distance education were analyzed in the second stage. The SPSS
application was used in this context. The Cronbach alpha coefficient was found to
be 0.94 after using the final version of the scale, indicating that the scale is reliable.
The data's skewness value was 0.511, the kurtosis value was -0.658, and it was jud-
ged to be suitable for a normal distribution. Table 6 shows the Levene test results
for each sub-problem.

Table 6.Levene Test Results For Each Sub-Problem

As shown in Table 6, Levene statistics were used to test the homogeneity of
variances, and it was concluded that there was no significant difference between
the first four sub-problems for each analysis. This demonstrates that the variances
are homogeneous. The variances for the fifth sub-problem were not homogenous
(Levene: 3.724; p.05), so the square root transformation was applied. For this su-
b-problem, the assumption of homogeneity of variances was used (Levene: 2.217;
p>.05). For the first, third, and fifth research problems of the study, a t-test was
used, and for the second and fourth research problems, a one-way ANOVA was
used.

Ethics Committee Approval

Ethics committee approval was received for this study from Erzincan Binali
Yildirim University, Education Faculty.

The Title of the Ethics Committee: Erzincan Binali Yildirim University
Approval Date: 02/07/2020
Ethics Document's Number: 23222

FINDINGS

Table 7 shows the t-test results for the first research question, "Is there a signi-
ficant difference in secondary school students' perceptions about mathematics in
distant education according to gender?"
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Table 7.T-Test Results of Secondary School Students' Opinion Scores on Mat-
hematics in Distance Education by Gender

According to Table 7, while the mean score for distance education in mathema-
tics courses for females is X=28.04 (Sd= 8.80), the mean score for males is X=28.46
(Sd=8.72). According to the t-test results obtained, there is no significant differen-
ce between the opinion scores on mathematics in distance education according to
gender (t(404)= -,483; p>.05).

“Is there a significant difference in the opinion points of secondary school
students about mathematics in distance education according to grade level?” The
ANOVA results for the second research question in the form of are presented in
Tables 8 and 9.

Table 8.Descriptive Analysis Results of Secondary School Students' Opinion
Scores on Mathematics in Distance Education According to Grade Level

According to Table 8, the mean scores of 5th-grade students regarding distance
education in mathematics courses were X=29.97; The mean scores of 6th-grade
students regarding distance education X=33.10; The mean scores of 7th-grade stu-
dents regarding distance education in mathematics courses were determined as
X=27.17, and the mean scores of 8th-grade students regarding distance education
in mathematics courses were determined as X=25.50.

Table 9.ANOVA Results of Secondary School Students' Opinion Scores on
Mathematics in Distance Education by Grade Level
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According to Table 9, a significant difference was found in the opinions of se-
condary school students regarding mathematics in distance education according
to grade level (F(3-401) = 13.580; p<.001). Tukey test was conducted to determine
which groups this difference originated from, and 8th-grade students (X=25.50;
Sd=8.42) were compared to 5th grade (X=29.97; Sd=8.29) and 6th-grade students
(X=33.10; Sd=8.91) have lower opinion scores. In addition, it was observed that
7th-grade students (X=27.17; Sd=27.17) had lower opinion scores than 6th-grade
students. It can be said that as the grade level increases, the opinions towards dis-
tance education develop negatively.

Table 10 shows the findings of the t-test for the third study question, "Is there a
significant difference in secondary school students' opinion points regarding mat-
hematics in distance education according to their participation in distance educa-
tion courses with their families?"

Table 10.t-test Results According to The Participation of Secondary School
Students in Distance Education Courses Together with Their Families in Their
Opinion Scores on Mathematics in Distance Education.

According to Table 10, the mean scores of the students whose families never
participated in distance education (X=27.41; Sd=8.52) compared to the mean sco-
res of the students who sometimes or always participated (X=29.72; Sd= 9, 07)
is lower. According to the results obtained, it was determined that this differen-
ce between the means was significant (t(401)= -2,544; p<.05). In this case, it was
determined that the opinion scores of the students whose families sometimes or
always participate in the mathematics lessons are higher than the opinion scores of
the students whose families never participate in the mathematics lessons.

Table 11 shows the results of the t-test for the fourth research question, "Is there
a significant difference in secondary school students' opinions regarding mathe-
matics in distance education according to the study hours of mathematics lesson?"

Table 11.t-test Results of Secondary School Students' Opinion Scores on Mat-
hematics in Distance Education According to Mathematics Lesson Study Hours
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According to Table 11, the mean scores of students regarding distance educa-
tion who study mathematics for two or more hours a day (X=30.01; Sd= 8.69) are
higher than the mean scores of students who study mathematics for one hour or
less ( X=27.27; Sd= 8.67), and this difference was found to be significant (t(402)=
-3.048; p<.01). This shows that more studying students have more positive opini-
ons about mathematics in distance education.

The results of the ANOVA test for the fifth research question in the form of “Is
there a significant difference in the opinions of secondary school students about
mathematics in distance education in terms of their general approaches to distance
education?” are presented in Tables 12 and 13.

Table 12.Descriptive Analysis Results of Secondary School Students' Opinions
on Mathematics in Distance Education According to Their Perspectives on Distan-
ce Education

According to Table 12, it has been determined that the square root of the mean
score of the students, who view distance education positively, from the scale is
X=5.87, the square root of the mean score of the students, who have abstain view
on distance education, from the scale is X=5.22, and the square root of the mean
score of the students, who view distance education negatively, from the scale is
X=4,71.

Table 13.ANOVA Results of Secondary School Students' Opinions on Mathe-
matics in Distance Education According to Their Perspectives on Distance Edu-
cation

According to Table 13, a significant difference was found in the opinions of se-
condary school students regarding mathematics in distance education, according
to their perspectives on distance education (F(2-401) =118,199; p<.001). To find
the source of this difference, Tukey test was conducted, and it was determined that
students who viewed distance education positively (X=5.87; Sd= 0.63) had a higher
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opinion score than the students who viewed distance education abstained (X=5.22;
Sd= 0.70) and negatively (X=4.71; Sd= 0.62). In addition, it was seen that the abs-
taining students also had a significantly higher opinion score than the students
who had negative opinions. This shows that students who are generally satisfied
with distance education are also satisfied with distance education in mathematics.

RESULT, DISCUSSION AND RECOMMENDATIONS

This study aims to determine the opinions of secondary school students on
mathematics lessons in distance education, which is generally applied in our
country due to the Covid-19 pandemic. The study has two main aims. The first one
is to develop a scale to examine secondary school students' opinions on distance
education and mathematics courses. The second is to determine secondary school
students' opinions on mathematics in distance education in terms of various vari-
ables. The following results were obtained in the study conducted for this purpose:

This study aims to determine the opinions of secondary school students on
mathematics lessons in distance education, which is generally applied in our
country due to the Covid-19 pandemic.. The research has two major aims. The first
is to develop a scale to assess secondary school students' opinions about distance
education and mathematical courses. The second aim is to test secondary school
students' opinions about mathematics in distance education using a variety of vari-
ables. The study that was conducted for this purpose yielded the following results:

First of all, a 16-item scale with a single factor was developed to assess secon-
dary school students' opinions about mathematics in distance education. The data
obtained from 375 secondary school students was subjected to factor analysis in
the first stage. It was determined that the 19-item scale could be reduced to 16
items and that the scale had a single factor structure. The scale's explained variance
was found to be 51%, and the scale's reliability coefticient was .935. Each item's
factor load was found to be between .807 and .539. The final version of the scale
was then applied to identify answers to the research problems, resulting in a total of
419 students. The validity of the single-factor measurement model was tested using
confirmatory factor analysis. The scale's fit indices were x2=354.49 and df=90, and
it was found that the data showed moderate agreement with the model with x2
/df=3.94. (Cokluk et al., 2010). RMSEA=.085, RMR=.022, SRMR=.044, GFI=.90,
CFI=.98, NFI=.97, and NNFI=.98 are other fit indices in the measurement model,
and it was concluded that the scale had good fit values in general (Cokluk et al.,
2010). Furthermore, the measurement model's standardized loads were found to
be high, the error variances were low, and the t-values were significant. As a con-
sequence of the analysis, the opinion scale on mathematics in distance education
was determined to be valid and reliable.
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In terms of the first sub-problem of the study, there is no significant gender
difference in secondary school students' opinions toward mathematics in distance
education. The gender of the students is not a significant variable on the opinion
towards distance education. Similarly, Xie, Xiao, Hou, Liu, and Liu (2021) found
that primary school students' perceptions of their applications in online mathema-
tics (micro classroom) did not differ according to gender. This finding aligns with
a study conducted with secondary school students by Kaynar et al. (2021) to assess
general attitudes about distance education. Another result reached in the study is
that there is a significant difference in secondary school students' opinions regar-
ding mathematics in distance education according to their grade level. It has been
determined that eighth-grade students have a more negative opinion on distance
education mathematics lessons than lower grades. This could be attributable to a
rise in test anxiety among students. In Akpolat's (2021) study, qualitative approa-
ches were used to determine a similar situation. The quantitative study results of
Kaynar et al. (2021) done with secondary school students, on the other hand, are
in contradiction. Because this study focused on distance education in general, it's
possible that the results will contain inconsistencies. This result can be interpreted
as a rise in test anxiety among students, particularly in the mathematics course.
In fact, according to Doucet, Netolicky, Timmers, and Tuscano (2020), different
courses and age groups require distinct distance education methodologies. Howe-
ver, it is well known that distance education activities in Turkey are carried out in
the same way for all courses and age groups, using the same technology. Secondary
school students' opinions toward mathematics in distance education varies signi-
ficantly depending on whether or not they participate in distance education cour-
ses with their families. The students' participation in the lesson with their families
had a substantial impact on the scores of opinions about mathematics in distance
education. The presence of a family member beside the student may have aided his
motivation and perception of the lecture. According to Kaynar et al. (2021) and
Bagaran et al. (2020), 42 percent of secondary school students and 58 percent of
students follow the lessons regularly, and it has been determined that students who
participate in distance education with their families in the living room have lower
perceptions than students who watch alone in their room. This difference could be
due to the families' active participation in the lesson. In other words, it is believed
that simply acting as the student's supervisor in the living room and participating
in family mathematics lessons can make a difference. There was a substantial diffe-
rence in secondary school students' opinions of mathematics in distant education
based on the study hours of the mathematics lesson. According to the findings,
those who study for two hours or more per day have a higher positive opinion
toward distance education mathematics courses. Students' efforts may be reflected
in their learning scores, allowing them to better understand mathematics lessons
in distance education and improve their distance education scores. According to
the research findings, secondary school students' opinions on mathematics in dis-
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tance education differed significantly depending on their perspectives on distance
education. Students who view distance education positively have higher scores on
mathematics than students who abstain and view it negatively. This suggests that
students who are satisfied with general distance education will be satisfied with
mathematics-related distance education as well. In the study conducted by Baki
and Celik (2021), with mathematics teachers, it was revealed that the students had
problems due to the difficult teaching of mathematics lessons in distance educati-
on and the fact that mathematics had an abstract structure. When the results are
compared with the current study results, it can be said that this difficulty acquired
by the teachers is not reflected in the students.

As a consequence, in secondary school students' opinion scores on mathe-
matics in distance education; grade level, participation with family, time given to
mathematics classes, and impression of distant education are all relevant variables.
Therefore, in circumstances where distance education is required, these variables
can help make the mathematics course more efficient. Based on these findings, it
may be appropriate to provide anxiety students face-to-face education possibilities.
Active participation of families in classes with students can be supportive. It is im-
portant to increase students' study hours for mathematics apart from distance edu-
cation lessons to get more positive feedback from distance education. It is thought
that the results obtained will shed light on the implementations related to distance
education in the future.
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Appendix
Appendix-1. Opinion scale for mathematics lessons in distance education

In this research, the effect of distance education on mathematics lessons is in-
vestigated. After carefully reading each sentence and option in the scale, select the
most appropriate option from the options next to the questions. The information
obtained will be used for research purposes, and this information will not be sha-
red with anyone.
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YARATICI DRAMA TEKNIGI KULLANIMININ 8. SINIF INGILIZCE DERSI OKUMA
BECERISININ GELISTIRILMESINDE BASARIYA ETKISI

0z:

Bu ¢alismanin amaci, 8.sinif Ingilizce dersinde yaratici drama tekniklerini
kullanmanin okuma becerisinin gelistirilmesinde 6grencilerin basarisina etkisini
aragtirmaktir. Arastirma 8.sinifta 6grenim goren 40 6grenci ile gergeklestirilmis-
tir. Bunlardan 20’si deney grubunda, 20si ise kontrol grubunda yer almaktadir.
Uygulama ¢alismalar1 8.simif Upswing English adli kitapta bulunan diyaloglarla
yapilmuistir. Kontrol grubu ile devlet kitabindaki diyaloglar mevcut egitim progra-
minda bulunan etkinlikler ¢ercevesinde incelenmistir. Deney grubu ile ayn1 diya-
loglar yaratici drama teknikleri uygulanarak stirdiiriilmiistiir. Calisma 14 haftalik
bir siirede gerceklesmistir. Her iki gruba da 1.hafta ve 14.hafta aym basar1 testi
uygulanmistir. Aragtirmanin veri toplama analizinde nicel arastirma yontemi kul-
lanilmigtir. Yaratic1 drama tekniginin, yabanci dil 6gretiminde okuma becerisinin
gelistirilmesine, dolayli olarak s6zciik ve dilbilgisi 6gretimine de katki sagladig:
gerceginden hareketle alternatif bir ders 6gretim yontemi olarak kullanilabilecegi
degerlendirmesinde bulunulmustur.

Anahtar Kelimeler: Yabanci Dil Egitimi, Yaratict Drama Teknigi, Okuma Bece-
risi, Basari.

ek

THE IMPACT OF USING CREATIVE DRAMA TECHNIQUES ON THE 8TH
GRADERS’ ENGLISH READING SKILLS ACHIEVEMENT

ABSTRACT:

The aim of this study is to investigate the effect of using creative drama tech-
niques on the success of 8th graders in improving their English reading skills. The
research was carried out with 40 students studying in the 8th grade. 20 of them
are in the experimental group and 20 of them are in the control group. The app-
lications were made with the dialogues found in the 8th grade Upswing English
book. Dialogues with the control group in the book were examined within the
framework of the activities included in the current training program. On the other
hand, the same dialogues in the experimental group were continued by applying
creative drama techniques. The intervention took place over a period of 14 weeks.
The same achievement test was applied to both groups in the 1st week and the 14th
week. The quantitative research method was used in the data collection analysis
of the research. Based on the fact that creative drama techniques contribute to
the development of reading skills in foreign language teaching and indirectly to
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vocabulary and grammar teaching, creative drama has been regarded and used as
an alternative teaching method.

Keywords: Foreign Language Education, Creative Drama Technique, Reading
Skill, Achievement.

k%
GIRIS

Bir yandan kiiresellesmenin her alanda kendini hissettirdigi, diger yandan bilgi
ve iletigim araglariin yogun bir sekilde kullanildig: giiniimiizde yabanci dil bilme-
ye gereksinim her zamankinden daha ¢ok artmustir. Bu gereksinim dogrultusunda
“Yabanc dil egitimini nasil daha etkin bir sekilde siirdiirebiliriz? “sorusuna yanit
aranmaya baglanmigtir. Yabanci dil egitiminde bagariy1 artirmak i¢in son yillarda
aragtirmalarin 6zellikle yaklasimlar, yontemler, teknikler ve 6gretim ara¢ ve mater-
yalleri tizerine odaklandig1 gorillmektedir. Biitiin ¢aligmalarda 6grenciyi merkeze
alan ve 6grencinin 6grenme etkinliklerinde etkin rol almasini 6n goren bir anlay1-
sa vurguda bulunulmaktadir.

Geleneksel yontemlerin yetersiz kaldig1 giiniimiizde, 1980’li yillardan itibaren
yaygin bir sekilde uygulanan iletisimsel yaklasim, 1990’l1 yillarda uygulanmaya
baslanan goreve dayali yaklagim ile 2000’ yillardan itibaren tiim diinyada be-
nimsenen eylem odakli yaklagim, 6grenenin merkeze alindig1 ve aktif olarak rol
verildigi yaklagimlar olarak karsimiza ¢ikmaktadir. Oysa 6zellikle 19601 yillarda
yaygin olarak kullanilan isitsel-gorsel yontemden 6nce yabanci dil 6gretiminde
kullanilan yoéntemler 6gretmen merkezlidirler.

Yabanci dil 6gretiminde izlenecek teknikler konusunda da arayislarin stirdiigii
goriilmektedir. Bu arayslar, eylem odakli yaklagimin yabanci dil 6grenenini sos-
yal aktor olarak tanimlamasi dogrultusunda olursa daha yararl olacaktir. Ogrenci
yaparak ve yasayarak 6grenme ilkesi dogrultusunda etkinliklerde yer aldig: siirece,
soz konusu hedefe ulagabilir. Bu baglamda diger alanlarda sik¢a uygulanmaya bas-
lanan yaratic1 drama tekniginin son dénemde yabanci dil egitiminde de kullanil-
maya baslamasi dikkat ¢ekmektedir.

Eylem odakl1 yaklasimin da benimsedigi 6grenenin hem aktif katilimi hem de
isbirligi icerisinde 6grenmesi anlayisi, yaratici drama teknigi sayesinde gercekles-
tirilebilmektedir. Zira “yaratic1 drama; bir grubu olusturan iiyelerin yasam dene-
yimlerinden yola ¢ikarak, bir amacin, diisiincenin, dogaglama, rol oynama vb. tek-
niklerden yararlanarak canlandirilmasidir. Bu canlandirma siiregleri deneyimli bir
egitmen esliginde yiiritiiliirken kendiligindenlige, simdi ve burada ilkesine, -mis
gibi yapmaya dayalidir ve yaratict drama, oyunun genel 6zelliklerinden dogrudan
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yararlanir” (Adigiizel, 2018:43). Bir bagka tanimini vermek gerekirse “Yaratici dra-
ma teknigi, dogaglama, rol oynama gibi tekniklerden faydalanarak grup ¢alismasi
halinde katilimecilarin bir fikri, yasantiyi, olay1 ya da kavrami eski bilissel stiregleri
oyunsal faaliyetler icerisinde yeniden canlandirarak anlamlandirmasi olarak da ta-
nimlanabilir” (San, 2002: 81).

Yaratict drama teknigi, bireyin zihinsel, sosyal ve psikomotor becerilerini bir-
likte ve ayni anda harekete gecirmektedir. “Yaratici drama tlimel bir 6grenmeyi
gerceklestirebilecek 6zelliklere sahiptir, 6grenmede bilissel, duyussal ve devinigsel
gelisim alanlarinin es zamanli olarak gerceklestirilmesini kolaylastirir ve 6gren-
menin yasantisal hale getirildigi uygulamalardan olusur” (Adigiizel, 2018: 66). Bu
teknik, soz konusu hedefler dogrultusunda yabanci dil 6gretimi/6greniminin siir-
diiriilebilecegi tekniklerin baginda gelmekte, zira 6grencilere, ortak diisiinme ve
isbirlik¢i davraniglar gelistirme olanaklar: sunmaktadir.

Ogretmenler herhangi bir konuyu $gretirken bir¢ok yontem ve teknikten fay-
dalanmali ve yaratict dramanin da istenen hedefe ulasmada son derece etkili bir
teknik oldugu gercegi goz ard: edilmemelidir. Zira alan yazinda Bethan ve Allan
(2019)’1n modern dillerin 6gretiminde dramanin kullanimi ile Aydeniz ve Ozcelik
(2012)’in Giniversite 6grencilerinin Fransizca basarisinda yaratict drama yontemi-
nin etkini aragtirmaya yo6nelik ¢alismalar bu goriisii desteklemektedir. Farkli yak-
lagim ve yontem izlenmesi, bilgi ve iletisim teknolojilerinin de yaygin bir sekilde
egitimle butiinlesik hale getirilmesiyle birlikte cesitli ara¢ ve materyallerin 6gretim
ortamu ve etkinliklerde kullanilmaya baglamas: degisik tekniklerin kullanilmasini
kolaylastirmigtir. Caligmalar, cogunlukla her 6grenciyi farkli yeteneklerle donatil-
mus olarak degerlendiren teknik, etkinlik ve materyallerin yabanci dil 6gretiminde
tercih edilmesi gerektigi yoniindedir.

Yabanci dil 6gretiminde kullanilan basta diyaloglar olmak {izere, afisler, oku-
ma metinleri, okudugunu anlama becerisinin gelisimine yonelik olarak kullanilan
materyaller arasindadir. Bu materyalleri segerken, 6grencilerin yas ve 6grenim dii-
zeylerine uygunlugu acisindan 6zen gosterilmesi gerektigi gibi, bu beceriyi daha
etkili bir gekilde gelistirmek i¢in uygulanacak teknik ve etkinlikleri de iyi segmek
gerekmektedir.

Okuma o6gretiminde temel hedef, okuma siireci boyunca 6grenenin konuya
odaklanmasini saglamaktir. Harris ve Sipay (1990) okumayi, yazili dili anlamli bir
sekilde yorumlamak seklinde tanimlamistir. Akyola (2012) gére okuma, 6n bil-
gilerin kullanildigi, yazar ve okuyucu arasindaki etkili iletisime dayali, uygun bir
yontem ve amag dogrultusunda, diizenli bir ortamda gerceklestirilen anlam kurma
stirecidir. Okuma bir siirectir ve siirecin bitiminde gergeklestirilen anlamlandirma
ise bir iirlin (Badraw, 1992) olarak degerlendirilebilir. Okudugunu anlama becerisi
yabanci dil egitimindeki dort temel dil becerisinden birisidir. Yabanci dil 6greti-
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minde okuma becerisinin 6nemli bir yeri olduguna dikkat ¢cekilmektedir (Richards
& Renandya, 2002). Anderson (1996), yazili metinlerdeki diyaloglarda gecen pe-
dagojik unsurlarin okuma becerisinin gelisimine katkida bulundugunu vurgula-
maktadir. Okuma becerisinin gelisimi 6zellikle tiretime doniik yazma becerisinin
gelisimini de olumlu yonde etkilemektedir.

Sozciikler “zihinde belli bir kavrami kargilayan veya kavramlar arasindaki ilis-
kiyi saglayan ve baglam icerisinde kullanilmaya hazir birimlerdir” (Kurudayioglu
& Karadag, 2005: 307). Sozciik 6gretimi dil egitimi tizerine ¢alismalarin temelini
olusturmaktadir. Karatay’a (2009) gore, okuma, yazma, dinleme ve konusma be-
cerilerinin bireye kazandirilmasinda sozciik bilgisi temel unsurdur. Sozciik 6gre-
niminin temel amaci en genel ifadesiyle, bireyin hedef dili temel dil becerilerinde
etkili bir sekilde kullanabilmesini saglamaktir. Yabancr dil 6gretimi/6greniminde
6grenenler, okudugunu anlama becerisinin gelisiminin ilk stirecinde sozciikleri ta-
nima, anlamlandirma ve ilerleyen zamanlarda ise s6zciiklerin bir araya gelerek bir
ciimle olusturan sozciiklerin olusturdugu anlami ¢6zme ve kavrama etkinliklerini
yapmak durumundadirlar.

Okudugunu anlama becerisinin kazanilmasinda dilbilgisi kurallarini bilmek de
onemli goriilmektedir. Ancak, bu kurallar1 ezberletmek yerine ctimle yapilarinin
olusum mantiginin aktif etkinlikler aracilig1 ile kavratilmasi ve “baglam igerisinde
kullanilarak ogretilmesi” (Ozgelik, 2012:1) daha yararlidir. Yaratici drama tekni-
ginde 6grenenin aktif oldugu fakat ayn1 zamanda 6gretmenin yonlendirmelerde
bulundugu bir siireg s6z konusu oldugundan, dilbilgisi 6gretiminde bilginin dog-
rudan verilmesi yerine 6grenenin yapilandirmaci bir yaklagimla ilerlenmesi ve ku-
rallarin sezdirerek 6gretilmesi saglanabilmektedir.

Bu ¢aligmanin hedefi, yaratic1 drama tekniginin yabanci dil olarak Ingilizce 63-
renen ortaokul 8. Sinif &grencilerinin okuma becerilerinin gelisiminde basariya
etkisini arastirmaktir. Yaratici drama tekniginin yabanci dil 6gretiminde okuma
becerisinin gelisimine etkisi tizerine yapilmis bir ¢alismaya rastlanmamaistir. Ya-
banc dil 6gretiminde istenen basariya ulasmada hedefe uygun yaklasim, yéntem
ve tekniklerin kullanilmasi olduk¢a 6nemlidir. Elbette uygulamaya karar verilen
yontemler ve teknikler secilen konu, verilecek bilgi ve kazandirilacak becerilere
gore belirlenmeli ve ¢esitlilik icermelidir. Yaparak-yasayarak 6grenmeyi ve i¢selles-
tirerek 6gretimi temel alan tekniklerden birisi olarak kabul edilen yaratic1 drama
tekniginin okuma becerisinin gelistirilmesinde daha amaca uygun bir boyut icer-
digi degerlendirmesinde bulunulmaktadir.

Temel problem ciimlesi:

Yaratic1 drama tekniginin yabanci dil egitiminde okuma becerisinin gelistiril-
mesinde kullanilmasi bagar tizerinde ne tiir bir etki olusturmaktadir?
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Alt problemler ciimleleri:

1. Yaratic1 drama tekniginin uygulandig1 deney grubu ile mevcut egitim prog-
ramindaki etkinliklerin uygulandig1 kontrol grubunun okuma, sézciik bilgisi ve
dilbilgisi 6n test ve son test basar1 puanlar1 arasinda anlaml bir fark var midir?

2. Yaratic1 drama tekniginin uygulandig1 deney grubunun cinsiyet gruplarina
gore son test bagar1 puanlar arasinda anlaml bir fark var midir?

KURAMSAL CERCEVE
Yaratici Dramanin E§itimde ve Yabanci Dil Ogretiminde Kullanimi

Drama s6zciigii Yunanca “dran” kavramindan tiiretilmigtir. “Dran”, yapmak,
etmek, eylemek anlamini tagimaktadir. Yine, Yunanca bir sozciik olan “drame-
non’un, seyirlik olarak benzetmecisi bi¢imindeki kullanimi, “drama’nin eylem
anlamini iistlenmektedir (San, 1989: 57). Dramanin temelleri Dewey’in “yaparak
6grenme” teorisine dayanir (Génen & Dalkilig, 1999). Yurt disinda “Ingilterede
Egitimde Drama adi altinda siirdiiriilen ¢aligmalar kendini gostermistir” (Adigii-
zel, 2008; Karakaya, 2007; San, 2008). Yaratic1 dramaya gelince, “yaratic1 drama, bir
grubu olugturan tyelerin yasam deneyimlerinden yola ¢ikarak bir amacin, diisiin-
cenin, dogaglama, rol oynama vb. tekniklerden yararlanarak canlandirilmasidir”
(Adigiizel, 2018:73). Yaratic1 drama denmesinin en temel sebebi etkinliklerin daha
¢ok dogaglama olarak sekillenmesi ve 6grencilerin 6grenme ortaminda etkin kati-
limcilar olarak rol almalaridir.

Yaratict dramanin egitim siirecinde kullanilmas: tarih egitiminden yabanci
dil egitimine bir¢ok alanda miimkiindiir ve son dénemde bir¢ok iilkede ve Tiir-
kiyede yaygin olarak kullanilmaya basladig1 gériilmektedir. Bunun birg¢ok nede-
ni bulunmaktadir. Ogrencilere yaparak-yasayarak ogrenmenin gerceklesebildigi
ve kendilerini rahat hissedecekleri bir ortam sunmaktadir. Egitimde duygularin,
hayal giiciiniin, yaratici ifadenin 6nemi ortaya konarak ¢ocugun duyussal beceri-
lerinin gelisimi gz éniinde bulundurulmus olur (O’Hara, 1984). Zihinsel olarak
diistintildiigiinde de 6grencilerin gelisimine birgok katki saglamaktadir. Yaratici
dramada 6grenenler, ge¢miste kendi zihinlerinde olusturduklar1 kavramlarin an-
lamlarindan yola ¢ikarak, yeni 6grendikleri kavramlar arasinda iliski kurmalarini
saglar. Bu nedenle, her yaratict drama etkinliginin 6grenenlerde yeni bakis acilar
ve fikirlerin olusmasinda etkili oldugu sdylenebilir (Ustiindag, 2006:245). Bylece
“Ozgiir bir ortamda yaraticiliklarini ve imgesel disiinme giiglerini 6zgiirce kulla-
nirlar” (Adigiizel, 2018: 104). Yaratic1 drama tekniginin uygulandigi durumlarda
ogrenciler “etkinlikler sirasinda ilgi ve yeteneklerinin farkina varirlar. I¢inde bu-
lundugu grubu yonetme ve yonlendirme becerisi kazanirlar” (Kara, 2010:53-54).
Ote yandan bu teknik 6grenenlerin kargisindaki kisilerin duygularini ve diisiin-
celerini anlamasina katki saglar. Yaratici dramanin farkl etkinliklerle sunulmast,
ogrenenlerin hem anlama becerilerini hem de iiretim becerilerini arttirir.
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Bayram ve digerleri (1999:18), oyunun 6grencinin hayal giictinii gelistirdigi, dil
gelisimini sagladig1 ve insanlar arasi etkilesimi artirdigina deginerek, 6grencilerin
ogrenmekte zorluk ¢ektigi bircok kurali oyun araciligiyla kolaylikla 6grendiklerini
belirtmektedirler. Hadfield (1990:vii) ise, oyunlarin dil ders izlencesinde yer al-
masinin 6grencilere yogun dil kullanim olanag: taniyacag: gibi dilin anlaml bag-
lamda kullanilmasina da yardimei oldugunu, boylece 6gretmenlerin 6grencilerin
yabanci dili 6grenirken karsilastiklar: zorluklar: kolayca tespit edebildiklerini ileri
stirmektedir.

Yaratict drama, gercek hayata bagl sosyal bir ortam yaratmasi ve bu ortamda
sorunlara cevap aramaya olanak saglamasi agisindan gesitli alanlarda yararli bir
yontem oldugu kadar (Heathcote & Herbert, 1985) yabanci dil egitimi alaninda
da yararlidir. Bu teknik, yabanc dil egitimi baglaminda degerlendirildiginde 6g-
rencilere yaparak ve yasayarak 6grenme olanaklar1 sundugu icin dil becerilerinin
(Davoud, Hasim & Saad, 2020; Catherine & Devi, 2020), iletisim becerisinin ve
isbirligine dayali eylemlerin geligtirilmesi acisindan olduk¢a énemlidir. Ozellikle
konusma becerisi edinimine énemli katkis yaninda, dili 6grencilerin yagamlarina
entegre ederek sozciikleri ve dil yapilarini aktif bir sekilde 6grenmelerine, okuma
metinlerinin anlamlandirilmasina olumlu katkis1 bulunmaktadir. Bu teknik saye-
sinde 6grencilerin etkili dil 6grenmeye yonelik motivasyonlar: ve performanslari
artmaktadir (Aydeniz ve Ozgelik, 2012; Ozgelik ve Aydeniz, 2012) Zira drama tek-
nigi, rol oynama, canlandirma ve dogag¢lama gibi boyutlar icerdigi icin 6grenilen
bilgilerin beceriye donitismesine yiiksek seviyede katkida bulunmaktadir.

Yaratici Dramanin Asamalari

Yaratic1 drama siirecinde 6nceden belirlenen hedeflerin gerceklestirilmesi adi-
na tim etkinliklerin bir biitlinlik ve uyum icerisinde verilmesi 6nemlidir. “Bu
uyum cercevesinde ¢aligmalar yapilirken hazirlik-1sinma ¢aligmalari, oynama/can-
landirma ve degerlendirme-tartisma adlar1 altinda {i¢ asama g6z 6niinde bulundu-
rulmalidir” (Adigiizel, 2006; Altuntas & Altinova, 2015). Drama ¢alismalarini dort
¢at1 altinda toplayarak bunlari; 1sinma, rol oynama, canlandirma ve degerlendirme
agamasi olarak siralayanlar da bulunmaktadir. Akyol (2003) ise drama ¢aligmala-
rinda 1sinma-rahatlama, oynama, dogaglama, olusum ve degerlendirme olarak bes
agamanin varligindan s6z etmektedir.

Hazirlik-1sinma asamasi, 6grenenin hem zihinsel hem de bedensel olarak ha-
zirlandig1 agamadir. Etkinlik i¢in hangi icerigin/diyalogun segilecegine karar veril-
digi ve katilacak olan kisi ya da gruplarin belirlendigi bir asamadir.

Oynama/canlandirma asamasi, etkin bir duruma gelmesini saglamak, etkin-
lige gecirmek, ge¢mis bir olay1 ya da durumu gostererek yasatmak ya da birinin
kiligina, kisiligine girip onu oynamak olan canlandirma; bir konunun stire¢ i¢cinde
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bicimlenip ortaya ¢iktig, belirlendigi, bicimlendirildigi ve diger katilimcilara ser-
gilendigi tiim olusum ¢aligmalarini igerir (Adigiizel, 2018:139).

Degerlendirme-tartigma asamasi, bundan once gerceklestirilen agamalarin de-
gerlendirildigi, siirece nasil baglandig1 ve canlandirma asamasinda hangi durum-
larin incelendigi agamadir. Ogretilmek istenen ders kazanimlarinin amaca ulagip
ulagmadig1 ya da canlandirma asamasinda bu kazanimin nasil i¢sellestirildiginin
tartigildig: siiregtir.

Arastirmada Kullanilan Yaratici Drama Teknikleri

Rol oynama /olay canlandirma, 6grenenlere derste islenen ya da yeni islenecek
olan diyalog ya da metin {izerinden canlandirilmas: seklinde yapilan tekniktir.
Ogreten tarafindan, ogrenenlere dagitilan diyaloglar incelenir, ardindan égrenen-
lerin segimine goére ya da 6greten tarafindan hangi rolde oynayacag: belirlenir. Bu
agamada, 6grenenler 6gretenin bazi ciimle yapilarindan ve anlamlarindan nerede
vurgu ve tonlama yapacaklarini anlar.

Dogaglama, 6grenenlerin zihinlerinde canlandirmalarini sagladigi, ayni za-
manda anlik durumlarda konunun kapsamina gore diistincelerini nasil ifade ettik-
lerini anladiklar1 durumdur. Dogaglama teknigi belli bir kural cergevesi olustur-
madan ve 6grenenin bu siiregte 6zgiir bir diigiince ortaminda olmasindan dolay1
yaraticiligini gelistirdigi bir tekniktir.

Pandomim, gozlem yapma, odaklanma ve fiziksel becerilerin giictine dayanan
bir ifade bi¢imi teknigidir. “McCaslin (1984), grupla yapilan pandomimin ¢ocuk-
ta zihinde canlandirma becerisini gelistirdigine, farkindalik diizeyini artirdigina
dikkati ¢ekerek, yaraticilik yoniindeki ¢aligmalarda pandomimden yararlanilmasi
gerektigini belirtmistir’ (akt. Onder, 2004:142). Pandomim, 6grenenlerin sdzsiiz
bir sekilde anlatim yaparak, yaraticiliklarini ve zihinlerinde olaylar: canlandirma
becerilerini, jest ve mimiklerini kullanarak ¢esitli duygulari, diisiinceleri, yasanti-
lari, karmagik durumlari ifade ettigi bir drama teknigidir.

Resim yoluyla drama, ¢ocuklarin canlandirma ¢aligmasinda 6gretmen tara-
findan verilen yénerge dogrultusunda yasananlari resim yoluyla ifade ettikleri
tekniktir. Bu tarzda resim yapma tekniginin kullanilmasi, hem 6grenenlerin 68-
rendiklerini kavramlastirmakta hem 6grendiklerini daha kalict yapmakta hem de
gocuklara duygu ve diisiincelerini farkli ifade etme imkéni vermektedir.

Rol kartlari, yaratic1 drama siirecinde, 6grenenlere canlandirilacak karakterler-
le ilgili bilgilerin yer aldigy, i¢inde olayin gectigi zamanin ve mekanin yazili oldugu
ve olayin baglama noktasinin belirtildigi kartlardir.
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YONTEM
Arastirma Modeli

Nicel aragtirma yontemine dayali bu ¢alismada deneysel model uygulanmistir.
Birbirine denk iki sinif subesi seckisiz atama yoluyla deney ve kontrol gruplari
olarak belirlenmistir (Balci, 2016). Bir subedeki 20 kisi deney grubunda, diger su-
bedeki 20 kisi kontrol grubunda yer almistir. Aragtirma toplamda 40 6grenci ile
yuritilmistir. Caligmamizda yabanci dil 6gretiminde yaratici drama teknigi kul-
lanmanin okuma becerisinin gelisimine etkisi aragtirilmistir.

Arastirmanin Evreni

Aragtirma, 2019-2020 egitim-6gretim yilinin bahar doneminde Samsun ili,
Atakum merkez ilgesinde bulunan Milli Egitim Bakanligrna bagli Samsun Ozel
Atakum Ortaokulunda gerceklestirilmistir. Arastirmanin deneysel desenini olus-
turmak igin ilkogretim II. Kademe 8. siniflar arasindan segkisiz iki sube secilmistir.
Katilimcilarin tamami 13 yasindadir. Segkisiz secilen gruplardan biri 20 kisilik de-
ney grubu (10 erkek, 10 kiz), digeri 20 kisilik kontrol grubu (9 erkek, 11 kiz) olarak
belirlenmistir.

Veri Toplama Araclari

14 haftalik programin 1.haftasinda 6n test ve 14.haftasinda son test uygulamasi
gerceklestirilmistir. Her iki gruba da 6n test ve son testte ayni sorular yoneltil-
mistir. Verilen bir diyalogla ilgili sorular 5 kategoriye ayrilmistir. Her kategoride
10 soru yer almaktadir. 1.kategoride diyalogu anlamaya yonelik agik uclu sorular,
2 kategoride diyalogla ilgili dogru-yanlis seklinde sorular, 3.kategoride verilen s6z-
ciiklerin es anlamlilarini bulmaya yonelik sorular, 4.kategoride verilen sozciiklerin
karsit anlamlilarini bulmaya yo6nelik sorular, 5.kategoride ise rastgele verilen soz-
citklerden dogru ctimle kurulmasini iceren sorular yer almaktadir. Testte toplam
50 soru bulunmaktadir ve her bir sorunun dogru yanit1 2 puan degerindedir.

Uygulama Siireci

Hem deney hem de kontrol gruplarinda her hafta 6grencilerin amaglanan
davranigt gerceklestirmesi icin 8.simf Ingilizce ders kitabindan okuma becerisi-
nin gelisimine y6nelik diyaloglar segilmistir. 12 haftalik siiregte okuma becerisini
gelistirmeye yonelik ayn1 diyaloglar deney grubu ile yukarida sozii edilen drama
tekniklerine yer verilerek islenirken, kontrol grubu ile mevcut programlardaki et-
kinlikler izlenerek islenmistir.

Deney grubu 6grencileri ile 12 hafta Ingilizce derslerinde okuma becerisini
gelistirmek amaciyla drama teknikleri uygulamalarina yer verilmistir. Ders plan
igerikleri, Gagne’nin 6gretim modeline gore; 1sinma, dikkat gekme, konu hakkinda
on bilgi verme, materyallerin anlatimi, kazanim hakkinda 6grenciye bilgi verme,
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destek saglama, 6grencilerin hedef davranisi gormesi, doniit verme asamalarina
dikkat edilerek hazirlanmistir. Deney grubunda 6grenciler ikiserli-iigerli gruplara
ayrimigstir. Gruplar cinsiyet farki dagilimi gozetilerek olusturulmustur. Gruplarin
seciminde ayn1 6grencilerin stirekli olarak ayni grupta olmamasina 6zen gosteril-
mistir. Uygulanan yaratic1 drama tekniklerinde her grubun farkli 6grenci grupla-
riyla olusturulmasi saglanmigtir. Derslere 6grencilerin tam katilimin saglanmasina
Ozen gosterilmistir. Her bir gruba farkli konusma metni diisecek sekilde haftala-
ra gore unitelerde yer alan diyalog metinleri dagitilmistir. Her etkinlikten 6nce
Ogrencilere 6gretmen tarafindan yapilandirilmis rol kartlar: dagitilmistir. Her bir
ogrenciden doniit saglanmigtir. Etkinlikler farkli 6grencilerle tekrarlanmigtir. Og-
retim programinda yabanci dilde okuma temalar1 ve ders kazanimlar1 dikkate ali-
narak yaratict drama teknikleri uygulanmistir.

Kontrol grubunda ise, 12 hafta boyunca Ingilizce dersi okuma becerisini ge-
listirmeye yonelik mevcut egitim programinda yer alan etkinlikler uygulanmistir.
Her hafta kitaptaki diyaloglar sadece okunarak islenmistir. Ogretmen, diyalogu
isteyen ogrencilere soz hakk: vererek okutmustur. Ardindan diyalog metniyle il-
gili alistirmalar yapilmistir. Coktan segmeli sorular cevaplanip, geleneksel 6gretim
yontemiyle derse devam edilmistir. Ogretmen, mevcut egitim programi ¢erceve-
sinde daha ¢ok kuramsal bilgi verip, 6grencilerin bu bilgiler ¢cercevesinde okudugu
metin tizerine yoneltilen sorular1 cevaplamalarini, sézciikleri ve dilbilgisi kuralla-
rin1 6grenmelerini hedeflemistir.

Verilerin Analizi

Aragtirmada istatistiksel analiz tekniklerinden frekans analizi, tanimlayici ista-
tistik analizi ve ortalama kargilagtirma testleri, Mann-Whitney U testi ve Friedman
testi kullanilmistir. Hipotez testlerinde tanimlayici istatistik olarak medyan (M) ve
degisim arali1 (R) degerleri verilmistir. Istatistiksel uygulamalar IBM SPSS prog-
raminin 22. stirimii kullanilarak gerceklestirilmistir.

Aragtirmanin Sinirliliklan

Bu aragtirma, MEB Ingilizce 8.sinif Upswing English adli ders kitabindaki 4
inite bagliklar icerisinden segilen 6 tema ile sinirh tutulmustur:

- Unite 1: Friendship “Order the menu”

- Unite 2: Friendship “Invite your friends”

- Unite 2: Teen life “ Talking about sports”

- Unite 4: On the phone “ Communication with secretary”

- Unite 5: The Internet “Reservation on the hotel”

- Unite 5: The Internet “Using a mobile phone”
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Etik Kurul izin Bilgileri

Yapilan bu ¢aligmada “Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yayin
Etigi Yonergesi” kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur.

Etik Degerlendirmeyi Yapan Kurul Adi: Ondokuz Mayis Universitesi
Etik Degerlendirme Kararinin Tarihi: 25.10.2019
Etik Degerlendirme Belgesi Say1 Numaras1:2019/330
BULGULAR
Aragtirmadan elde ettigimiz veriler, temel ve alt problemlere dayali olarak de-
gerlendirilmektedir. Bulgular, gesitli istatistik programlarindan yararlanilarak ana-
liz edilmistir. Sonuglar, tablolarla ve yiizdelik olarak da yansitilmistir.

Temel Probleme iligkin Bulgular

Yaratic1 drama tekniginin yabanci dil egitiminde okuma becerisinin gelistiril-
mesinde kullanilmasi basari tizerinde ne tiir bir etki olusturmaktadir?

Bu béliimde deney grubu ve kontrol grubuna uygulanan basari 6n test ve son
testlerinden elde sonuglar Tablo 1'de verilmekte ve genel olarak degerlendirilmek-

tedir.

Tablo 1. Deney ve Kontrol Grubunun Son Test Basar1 Puanlar:
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Iki grubun sonuglar1 kargilastirildiginda, tiim alanlarda test sonuglarinda de-
ney grubunun lehine anlaml farklar bulunmaktadir. Diyalog metinlerinin yaratici
drama teknikleri uygulanarak iglendigi deney grubu 6grencileri, mevcut program
etkinlikleri ile derslerin siirdiiriildigii kontrol grubuna oranla, son testte genelde
okudugunu anlama dil becerisinin gelistirilmesinde ve buna bagli s6zciik bilgisi ve
dilbilgisi kurallarinin uygulanmasinda ¢ok ytiksek diizeyde basar: elde etmislerdir.
Ogrencilerin 6n testte yanlis cevap verdikleri sorulara, son testte okuma becerisi,
sozciik ve dilbilgisi kullanimi baglaminda iki kat daha basarili cevaplar vermisler-
dir. Deney grubunun okuma becerilerine y6nelik basar1 puan: 18 puandan 37.5
puana yiikselirken kontrol grubunun basaris1 12 puandan 20 puana, deney gru-
bunun sozciik bilgisi bagar1 puani 14 puandan 35 puana yiikselirken kontrol gru-
bunun basarist 10 puandan 14 puana, deney grubunun dilbilgisi basar1 puan1 9
puandan 20 puana yiikselirken kontrol grubunun puani ise 8 puandan 10 puana
ancak yiikselebilmigtir. Kontrol grubunun basar artist son testte olduke¢a sinirl
diizeyde kalmigtir. Bunun sebebi, mevcut egitim programina dayal etkinliklerin
geleneksel yontem ve tekniklerle siirdiirillmesi olarak degerlendirilmektedir. Ge-
leneksel yontem ve teknikler agirlikli olarak bilgi aktarimi seklinde oldugundan,
ogrencilerin ilgi ve motivasyonunu artirmadiklari, dolayisiyla okudugunu anlama
becerisini gelistirmede yeterince etkili olmadiklar1 s6ylenebilir.

Yaratict drama yonteminin uygulandigi deney grubu son test basar1 puanlari
ve mevcut egitim programin izlendigi kontrol grubu son test basar: puanlar: ara-
sinda anlamli bir farkin olup olmadigr Mann-Whitney U testiyle ayrintili analiz
edilmistir.

Tablo 2. Kontrol Grubu Son Test Basar1 Puanlari i¢in Hipotez Testi Sonuglari

Test sonuglarina gore, kontrol grubunda okuma, sozciik ve dilbilgisi puanla-
rindan iki son test bagar1 puaninda istatistiksel olarak anlaml fark vardir (p<0.05).
Coklu kargilagtirma testi sonucunda, katilimcilarin okuma ve sozciik bagar1 pu-
anlari, dilbilgisi basar1 puanlarina gore anlaml 6lgiide daha yiiksek bulunmustur.
Ayrica okuma bagar1 puanlari, sozciik basar1 puanlarina gore anlamli 6l¢iide daha
yiiksektir.
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Tablo 3. Deney Grubu Son Test Basar1 Puanlari I¢in Hipotez Testi Sonuglari

Okuma Sozciik Dilbilgisi P

37.50a (18) 35ab (24) 20c (10) <0.001

Deney grubundaki artis da kontrol grubundakine benzer egilim gostermekle
birlikte, deney grubundaki artis oranlar1 ¢ok daha yiiksek diizeydedir. Test sonug-
larina gore, deney grubunda okuma, sézciik ve dilbilgisi puanlarindan ikisinin son
test bagar1 puaninda istatistiksel olarak anlaml fark vardir (p<0.05). Coklu kars:-
lastirma testi sonucunda, katilimcilarin okuma ve s6zciik basar1 puanlari, dilbilgisi
bagar1 puanlarina gore anlamli 6lgiide daha yiiksek bulunmustur. Deney ve kontrol
gruplarinin son test basar1 puanlari incelendiginde, her iki grubun da okuma baga-
r1 puanlari en yiiksek diizeyde ve ardindan da sozciik bagar1 puanlari gelmektedir.
Yaratict drama tekniklerinin sézciik 6gretiminde ve okudugunu anlamada 6gren-
cilerin belleginde kalicihgin artmasinda daha etkili oldugu degerlendirmesinde
bulunulmaktadir. Bununla birlikte, deney 6rneklem grubunun son test basar1 pu-
anlarina bakildiginda tiim boliimlerde anlamlr bir farklilik vardr.

Yaratict drama teknigiyle 6gretim yapilmasinin, okuma becerisi ve dil bilesen-
lerinin anlagilmasinda 6nemli bir etkiye sahip oldugu diisiiniilmektedir. Drama
teknikleriyle stirdiirtilen etkinlikler sayesinde yaparak-yasayarak 6grenme s6z ko-
nusu oldugundan, soyut kavram ve yapilar somut sekillerde sunularak 6grencile-
rin anlamalar1 kolaylastirilmistir. Bu da genel gercevede 6grencilerin okudugunu
anlamalarina katkida bulunmugtur. Kontrol grubunda ise, mevcut egitim progra-
minin uygulanmasindan dolay1 okuma becerisi ve dil bilesenleri son test bagari
puanlarinda biiyiik bir farklilik gérillmemistir. Bununla birlikte, sozciik bilgisi ve
okudugunu anlama becerilerinde basari artisi, dilbilgisi 6gretimine nazaran daha
dikkat ¢ekicidir.

Alt Problemlere iligkin Bulgular

1. Yaratict drama tekniginin uygulandigi deney grubu ile mevcut egitim
programindaki etkinliklerin uygulandigi kontrol grubunun okuma, soézciik ve
dilbilgisi 6n test ve son test basar: puanlar1 arasinda anlamli bir fark var midir?
On test ve son testten elde edilen veriler, okudugunu anlama, sézciik ve dilbilgisi
boyutlarinda daha bir sekilde ve bagar1 degisimleri yiizdelik oranlar verilerek ince-
lenmistir.
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Tablo 4. Okuma Becerisi Agisindan Bagar1 Puanlari I¢in Hipotez Testi Sonug-
lar1

Basari
Grup On test Son test P
Deney 18 (20) 37.5 (18) <0.001
Kontrol 12(12) 20 (26) <0.001
P 0.046 <0.001

Deney grubu ve kontrol grubu 6n test ve son test okuma becerisine yonelik
basar1 puanlari ayrintili olarak karsilastirmali bir sekilde analiz edildiginde her iki
grubun da son test bagar1 puanlar1 artmakla birlikte deney grubu 6grencilerinin
sonuglar1 kontrol grubu sonuglarina gore ¢ok daha yiiksek oranda artmustir. De-
ney grubunda iki kattan fazla, bir bagka deyisle yaklasik %110’luk bir bagari artis1
s6z konusudur. Kontrol grubunun bagarisi ise %66 artmistir. Iki grubun sonuglari
arasinda deney grubunun lehine anlamli bir bagar1 puan farkinin oldugu dikkat
cekmektedir.

Deney grubu 6grencilerin, drama egitimi sonrasinda uygulanan son testte oku-
ma sorularina verdikleri dogru cevaplarin sayisinin 6nemli 6l¢iide arttig ve hatali
cevaplarini 6nemli dl¢iide diizelttikleri sonucuna varilmaktadir. Deney grubunun
on test ve son test basar1 puanlari arasindaki farkin oldukea yiiksek olusu, bu grup-
la 12 hafta boyunca okuma etkinlikleri ¢ergevesinde yaratict drama teknigi uygu-
lamalarina yer verilmis olmasi ile iligkilendirilebilir. Bu sonuglar, drama teknik-
lerin diyalog incelemelerinde uygulanmasinin 6grencilerin yabanci dilde okuma
becerisinin gelistirilmesine olumlu yonde katki sagladigini ortaya koymaktadir. Bu
basarinin ortaya ¢ikmasinin en 6nemli nedeni drama egitiminde 6grencilerin aktif
bir gekilde egitim siirecine katilmalari ile agiklanabilir.

Kontrol grubu 6grencilerinin puanlari da 6n test sonuglarina gore son test uy-
gulamasinda artig gostermistir. Bu da 12 haftalik bir egitimin sonrasinda normal
olarak beklenen bir artistir, ancak bu artisin ayni diyaloglar islenmesine karsin
farkli teknik ve etkinlikler kullanildigi i¢in deney grubunun oldukga gerisinde kal-
dig1 goriilmektedir.

Tablo 5. Sozciik Agisindan Bagar1 Puanlari I¢in Hipotez Testi Sonuglari
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Tablo 4 incelendiginde, deney grubu ve kontrol grubu 6grencilerinin son testle-
rindeki bagar1 puanlarinda artig s6z konusudur. Bununla birlikte, deney grubunda
oOn test ile son test arasinda basar1 puani artisinin kontrol grubu sonuglarina goére
oldukga yiiksek oranda olusu dikkat ¢cekmektedir. Deney grubunda 6n testten son
testte artis oran1 %150 artarken, kontrol grubunda bu artis ancak %40 diizeyinde
kalmistir. Yaratici drama tekniginin etki giicliniin en yiiksek sozciik 6greniminde
oldugu soylenebilir. Deney grubu ve kontrol grubu 6n test ve son test sonuglari
arasinda anlamli bir farklilik oldugu gorilmektedir.

Diyalogda kullanilan s6zciiklerin anlamlarinin drama teknigi sayesinde dene-
yimlerle ve gorsel boyutu da devreye sokarak aktarilmasi dogru bir yontem ola-
rak savunulabilir. Ogrenenlerin interaktif olarak siirece dahil olmalarinin ilgi ve
motivasyonlarini artirdigr degerlendirilmektedir. Deney grubundaki 6grencilerin
ozellikle sozcitk 6grenme isteklerinin arttifl, 6grendiklerini hafizalarinda daha
uzun siire tuttuklari, bir bagka deyisle 6grenimin kaliciliginin arttig1 sonucuna va-
rilmastir.

Tablo 6. Dilbilgisi Agisindan Bagar1 Puanlari Igin Hipotez Testi Sonuglari

Tablo 6'daki dilbilgisine yonelik sonuglar degerlendirildiginde, deney grubu ve
test grubu 6grencilerinin bagar1 puanlarinin 6n testte oranla son testte arttig1 go-
rilmektedir. Ancak iki grubun basar1 puanlar: farkli oranlarda artmistir. Deney
grubunun son test bagar1 puani 6n testte oranla yaklasik %120 artarken, kontrol
grubunun son test bagar1 orani ancak %25 artis gosterebilmistir.

Deney grubunda diyalog metinlerinin canlandirma asamasinda dilbilgisi 6gre-
timinin ortiik bir gekilde yapilmasi sebebiyle drama tekniginin 6grenciler iizerinde
olumlu etkiler sagladigi degerlendirmesinde bulunulmustur. Bu artigin bir diger
sebebi de 6grencilerin dilbilgisi kuralini ezberlemek yerine aktif olarak katildiklar1
etkinlikler ile yaparak-yasayarak 6grenmis olmalaridir. Deney grubunda dilbilgisi
ogretiminde kullanilan teknik ve etkinliklerin, kontrol grubunda kullanilan mev-
cut ders programu etkinliklerinden daha etkili oldugu sonucuna varilmistir.

Tablo 4, 5 ve 6deki a, test sonuglarina gore drama egitimi 6ncesi deney ve kont-
rol gruplar: arasinda okuma bagar1 puani ortalamalari agisindan anlamli fark var-
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ken (p<0.05), sozciik ve dilbilgisi basar1 puani ortalamalar1 agisindan istatistiksel
olarak anlamli bir fark yoktur (p>0.05). Yaratict drama egitimi sonrasinda ise, de-
ney ve kontrol gruplari arasinda son test basar1 durumlarinda okuma, sozciik ve
dilbilgisi puanlar1 agisindan anlamli bir farklilik vardir (p<0.05). Deney ve kontrol
gruplari icin ayr1 ayr1 bakildiginda, yaratict drama egitimi sonras: basar1 puanla-
rinda deney grubu i¢in daha yiiksek diizeyde ve anlaml bir artis gézlenmektedir
(p<0.05). Hipotez testi sonuglar1 ve bagar1 puan ortalamalarina gore, yaratici dra-
ma egitiminin belirgin bir sekilde okuma, sozciik ve dilbilgisi diizeylerini artirdig:
sonucuna varilmigtir.

2. Yaratict drama tekniginin uygulandigi deney grubunun cinsiyet gruplarina
gore son test basar1 puanlari arasinda anlamli bir fark var midir?

Tablo 7. Deney Gruplarinda Cinsiyet Gruplarina Gore Son Test Basar1 Puanla-
r1 I¢in Hipotez Testi Sonuglar

Cinsiyet Basan

Okuma Sozciik Dilbilgisi
Kiz 36 (16) 34 (20) 20 (10)
Erkek 39.50 (18) 36 (24) 20 (2)
P 0.796 0.315 0.579

TARTISMA, SONUC VE ONERILER

Soyer (2016) yabanci dil 6gretiminde yaratict dramanin 6grenci tizerindeki et-
kileri ve konugsma becerisini gelistirmeye yonelik katkilarini arastirdigi deneysel
aragtirmasinda olumlu sonuglara dikkat ¢cekmektedir. Yabanci dil 6gretiminde ya-
ratic1 drama teknigini kullanmanin 6grencinin kaygi diizeyinin azalmasinda etkili
oldugu ve 6grencinin 6z giiveninin arttig1, bu durumun da bagta konugma becerisi
olmak iizere, hedef dili daha etkin bir sekilde kullanmasini sagladig belirtilmekte-
dir. Ayrica yaratici drama teknikleri ile yapilandirilmis bir dil dersinin geleneksel
yabanci dil 6gretim yontemlerine gore 6grencide 6grenme agisindan onemli bir
fark olusturdugu ve 6grenilenlerin kaliciliginin saglandigi vurgulanmaktadir. Bu
caligmanin sonucu ile bizim yirittiglimiiz arastirmanin genel sonuglar1 ortiis-
mektedir.

Goktiirk (2019) tarafindan yaratict drama etkinliklerinin Ingilizce konugma
becerisine etkisinin arastirildig1 deneysel ¢alismada, yaratici drama etkinlikleri ile
Ingilizce 6greniminin dgrencilerin iletisim becerilerini gelistirdigi degerlendirme-
sinde bulunulmustur. Ote yandan, yaratici drama teknigi somutlastirarak 6gretme
olanag1 sundugu i¢in sozciik 6grenimini de 6nemli 6l¢tide olumlu yonde etkiledi-
gine dikkat ¢ekilmektedir. Bizim yiirtittiigtimiiz bu arastirmada da yaratici drama
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tekniginin izlendigi deney grubu 6grencilerinin basar1 puanlar: son testte %150
arttig1 gorillmiistiir. S6z konusu teknigin bir diger 6nemli yarar: olarak da derse
pek katilmayan 6grencilerin dahi derse katildiklar: gosterilmigtir.

Catherine ve Devi (2020), Hindistanda Ingilizce 6gretiminde drama teknikleri-
nin 6grencilerin dil becerilerinin gelisimine etkisini aragtirdiklari ¢aligmalarinda,
soz konusu teknigin tiim temel ve tamamlayici dil becerilerinin gelisimine katkida
bulundugu sonucuna varmiglardir. Bizim ytriittigiimiiz aragtirmanin sonuglari ile
benzerlik gostermektedir. Bethan ve Allan (2019), modern dillerin 6gretimine yo6-
nelik olarak erken mesleki uygulamada yaraticiligin ve yeniligin gelisimini destek-
leme baglaminda sinif ici etkinliklerde dramanin kullanimini arastirmiglardir. Go-
riisme modeline dayali ytriittiikleri ¢alismalarinda s6z konusu teknigin 6gretmen
adaylarinin motivasyonlarini, derse katilimlarini ve sonug olarak da basarilarini
artirdig1 degerlendirmesinde bulunmuslardir.

Gazi Universitesi hazirlik siniflarinda yaratict drama tekniginin yabanc dil
Fransizca derslerinde kullaniminin $grenci bagarisina etkisini aragtiran Ozgelik
ve Aydeniz (2012), s6z konusu teknigin kullanildig1 deney grubu 6grencilerinin
genel basar1 puanlarinin daha yiiksek oldugunu saptamiglardir. Bizim yiirittagi-
miiz aragtirmada da ayni sonuglara varilmistir. Bununla birlikte, Soyer (2016)’in
aragtirmasinin aksine deney grubu 6grencilerinin konusma becerisinin gelistiril-
mesine yonelik tutumlarinda kontrol grubu 6grencilerine oranla anlamli bir farkin
olmadig ortaya konulmustur.

Yiirtittiigiimiiz arastirma sonucunda elde edilen bulgular, alan yazinda daha
once yliriitiilmiis aragtirma sonuglari ile paralellik gostermektedir. Bununla birlik-
te, daha 6nce gergeklestirilen arastirmalar, daha ¢ok yaratic1 dramanin ya yabanci
dilde genel basariya ya da konusma becerisinin gelisimine katkisini saptamaya yo-
neliktir. Bu aragtirma, yaratici drama tekniginin Ingilizce okuma becerisinin geli-
simine de olumlu katk: sagladigini ortaya koymaktadur.

Uygulamaya dayal1 yaptigimiz bu aragtirma sonucunda deney grubu ve kont-
rol grubundan elde edilen basari testi verileri incelendiginde, son testte tiim alan-
larda deney grubu 6grencilerinin lehine anlaml farklarin oldugu goriilmektedir.
Diyalog metinlerinin yaratici drama teknikleri uygulanarak islendigi deney grubu
ogrencileri, mevcut program etkinlikleri ile derslerin stirdiirtildiigii kontrol grubu-
na oranla, son testte genelde okudugunu anlama dil becerisinin gelistirilmesinde
ve buna bagli sozciik bilgisi ve dilbilgisi kurallarinin uygulanmasinda ¢ok yiiksek
diizeyde basari elde etmiglerdir. Tablolardaki ¢oklu karsilagtirma sonuglarin goére
deney grubunun son testte bagar1 artisi sirayla en yiiksek sozciik, okudugunu anla-
ma ve dilbilgisi alanlarinda olmustur.

OMU EFD, 2022, Cilt 41, Say1 1, Sayfa:187-222



Dilek AYNA, Rifat GUNDAY JBIeE)

Sonug olarak, deney grubu ve kontrol grubu 6grencilerinin basar1 on test ve
son test uygulamasindan elde edilen veriler karsilastirildiginda, yaratici drama
teknigi kullanilmasinin 6grencilerin Ingilizce okuma becerisine olumlu yonde bii-
yiik 6l¢iide katki sagladig1 dikkat cekmektedir. Ogrenciler, §grenme siirecine aktif
katildiklar: i¢in hem islenen konulari istekle 6grendikleri hem de 6grendiklerini
basarili bir sekilde beceriye doniistiirdiikleri saptanmustir. Ayrica test sonuglarina
gore erkekler ve kizlar arasinda okuma, sozciik ve dilbilgisi son test bagar1 puanlari
acisindan anlamli farklilik bulunamamastir.

Arastirmamiz sonucunda hem uygulayicilara hem de arastirmacilara onerile-
rimiz bulunmaktadir. Ilk ti¢ 6nerimiz uygulayicilara yonelik iken, son ii¢ dnerimiz
de arastirmacilara yoneliktir.

1. Yabanc dil derslerinde 6grencinin égrenme siirecine aktif katilima olanag1
saglayan yaratici drama tekniklerine, tiim dil becerilerin gelistirilmesine yonelik

etkinliklerde yer verilmeli,

2. Hedef davranislarin kazanilmasina yonelik uygun yaratici drama teknikleri
secilmeli,

3. Segilen diyaloglar, 6grenenlerin yaratici diistinmelerinin, hayal gii¢lerinin,
iletisim ve sosyal becerilerinin gelismesine katki saglayacak nitelikte olmali.

4. Yabanc dil egitiminde yaratici drama teknigini kullanmanm 6grencilerin
dinledigini anlama becerisinin gelisimine etkisi,

5. Yabanci dil egitiminde yaratict drama teknigini kullanmanin 6grencilerin
yazma becerisinin gelisgimine etkisi,

6. Yabanci dil egitiminde yaratici drama teknigini kullanmanin kiiltiir arasi ile-
tisim becerisinin edinimine etkisi arastirilabilir.

CIKAR CATISMASI

Makalenin yazarlar1 arasinda, ¢alisma kapsaminda herhangi bir kisisel ve fi-
nansal ¢ikar catigmasi bulunmamaktadir.

Yazar Katkist

Katki Diizeyi: 1. Yazar: %60-2. Yazar: %40.
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THE IMPACT OF USING CREATIVE DRAMA TECHNIQUES ON THE 8TH GRADERS’
ENGLISH READING SKILLS ACHIEVEMENT

ABSTRACT:

The aim of this study is to investigate the effect of using creative drama techniques
on the success of 8th graders in improving their English reading skills. The research was
carried out with 40 students studying in the 8th grade. 20 of them are in the experimen-
tal group and 20 of them are in the control group. The applications were made with the
dialogues found in the 8th grade Upswing English book. Dialogues with the control
group in the book were examined within the framework of the activities included in the
current training program. On the other hand, the same dialogues in the experimental
group were continued by applying creative drama techniques. The intervention took
place over a period of 14 weeks. The same achievement test was applied to both groups
in the 1st week and the 14th week. The quantitative research method was used in the
data collection analysis of the research. Based on the fact that creative drama techniqu-
es contribute to the development of reading skills in foreign language teaching and
indirectly to vocabulary and grammar teaching, creative drama has been regarded and
used as an alternative teaching method.

Keywords: Foreign Language Education, Creative Drama Technique, Reading
Skill, Achievement.

e e s

YARATICI DRAMA TEKNIGI KULLANIMININ 8. SINIF INGILIZCE DERSI OKUMA
BECERISININ GELISTIRILMESINDE BASARIYA ETKISI

0z

Bu ¢aligmanin amaci, 8.simif Ingilizce dersinde yaratici drama tekniklerini kullan-
manin okuma becerisinin gelistirilmesinde 6grencilerin basarisina etkisini aragtirmak-
tir. Aragtirma 8.smnifta 6grenim goren 40 6grenci ile gergeklestirilmistir. Bunlardan
20’si deney grubunda, 20si ise kontrol grubunda yer almaktadir. Uygulama ¢alisma-
lar1 8.smif Upswing English adl kitapta bulunan diyaloglarla yapilmistir. Kontrol gru-
bu ile devlet kitabindaki diyaloglar mevcut egitim programinda bulunan etkinlikler
gercevesinde incelenmistir. Deney grubu ile ayn1 diyaloglar yaratici drama teknikleri
uygulanarak siirdiirtilmistiir. Caligma 14 haftalik bir siirede gergeklesmistir. Her iki
gruba da 1.hafta ve 14.hafta ayn1 bagari testi uygulanmustir. Aragtirmanin veri toplama
analizinde nicel aragtirma yontemi kullanilmistir. Yaratict drama tekniginin, yabanc
dil 6gretiminde okuma becerisinin gelistirilmesine, dolayl olarak s6zciik ve dilbilgisi
ogretimine de katki sagladigi gerceginden hareketle alternatif bir ders 6gretim yontemi
olarak kullanilabilecegi degerlendirmesinde bulunulmustur.

Anahtar Sozciikler: Yabanci Dil Egitimi, Yaratict Drama Teknigi, Okuma Becerisi,
Bagar1.
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INTRODUCTION

On the one hand, globalization makes itself felt in every field, and on the other
hand, the need to know a foreign language has increased more than before, in
which information and communication tools are used intensively. Following this
requirement, “How can we continue foreign language education more effectively?”
has become a question seeking an answer. To increase success in foreign language
education, it has been observed that research have focused on approaches, met-
hods, techniques, teaching tools and materials in recent years. In all studies, the
emphasis is placed on an understanding that puts the student in the center and
ensures that the student takes an active role in learning activities.

Today, when the traditional methods are insufficient, the communicative ap-
proach widely applied since the 1980s, the task-based approach applied in the
1990s, and the action-oriented approach adopted all over the world since the
2000s, are all approaches in which the learner is centered and actively given a role.
However, before the audio-visual method, which was widely used in the 1960s, the
methods used in foreign language teaching were teacher-centered.

It is seen that the research continues on the techniques to be followed in foreign
language teaching. This research will be more beneficial if they define the foreign
language learner as a social actor just like the action-oriented approach does. So
long as the student participates in the activities in line with the principle of ‘lear-
ning by doing; s/he can reach the expected goal. In this respect, it is noteworthy to
state that the creative drama technique, which has been frequently applied in other
fields, has recently started to be used in foreign language education as well.

The understanding of both active participation and cooperative learning of the
learner, which is also adopted by the action-oriented approach, can be realized
thanks to the creative drama technique. Namely, “based upon the life experiences
of the members of a group, creative drama is an enacting by using techniques such
as a purpose, idea, improvisation, role playing etc. While these animation proces-
ses are carried out with an experienced trainer, they are based on spontaneity, the
principle of ‘here and now’, ‘pretending), and creative drama directly benefits from
the general features of the play” (Adigiizel, 2018:43). To give another definition,
"creative drama technique can also be defined as the participants' making sense
of an idea, experience, event or concept by recreating old cognitive processes in
playful activities in group work by using techniques such as improvisation, role
playing” (San, 2002: 81).

Creative drama technique activates the individual's mental, social and psycho-
motor skills together and simultaneously. “Creative drama has features that can
realize a holistic learning. It facilitates the simultaneous realization of cognitive, af-
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fective and psychomotor development areas in learning, and also it consists of pra-
ctices in which learning is made experiential” (Adigiizel, 2018: 66). This technique
is at the forefront of the techniques in which foreign language teaching/learning
can be sustained in line with these goals, because it offers students the opportunity
to develop common thinking and cooperative behaviors.

Teachers should benefit from many methods and techniques while teaching
any subject, and the fact that creative drama is an extremely effective technique
in achieving the desired goal should not be overlooked. In the relevant literature,
the study of Bethan and Allan (2019) on the use of drama in teaching modern
languages and the studies of Aydeniz and Ozcelik (2012) on the effect of creative
drama method on university students' French success support this view. Following
different approaches and methods, and integrating information and communicati-
on technologies with education widely, the use of various tools and materials in the
teaching environment and activities has facilitated the use of different techniques.
Studies suggest that techniques, activities and materials that regard each student as
endowed with different abilities should be preferred in foreign language teaching.

Posters, reading texts, especially dialogues used in foreign language teaching
are among the materials used to develop reading comprehension skills. While
choosing these materials, more extensive care should be taken in terms of their
suitability for the age and levels for the students, and it is necessary to choose the
appropriate techniques and activities to develop this skill more effectively.

The main goal in teaching reading is to ensure that the learner focuses on the
subject throughout the reading process. Harris and Sipay (1990) defined reading
as interpreting written language meaningfully. In Akyol’s view (2012), based on the
effective communication between the author and the reader, reading is the process
of constructing meaning in an organized environment, using prior knowledge in
line with an appropriate method and purpose. Reading is a process and the interp-
retation made at the end of the process can be considered as a product (Badraw,
1992). Reading comprehension is one of the four basic language skills in foreign
language education. It is noted that reading skill has an important place in foreign
language teaching (Richards & Renandya, 2002). Anderson (1996) emphasizes that
the pedagogical elements of the dialogues in the written texts contribute to the
development of reading skills. The development of reading skills also positively
affects the development of productive writing skills.

Words are “units that meet a certain concept in the mind or provide the relati-
onship between concepts and are ready to be used in context” (Kurudayioglu & Ka-
radag, 2005: 307). Vocabulary teaching forms the basis of the studies on language
education. To Karatay (2009), vocabulary is the basic element in acquiring reading,
writing, listening and speaking skills. The main purpose of vocabulary teaching

https:/doi.org/10.7822/omuefd.1053284 d



Yaratici Dram Teknidi Kullaniminin 8. Sinif ingilizce Dersi Okuma Becerisinin ...

is to enable the individual to use the target language effectively in basic language
skills. In foreign language teaching/learning, learners have to do the activities of
recognizing and interpreting words in the first stage of the development of reading
comprehension skills, and later on, deciphering and comprehending the meaning
formed by the words form a sentence.

Knowing grammar rules is also considered important in acquiring reading
comprehension skills. However, instead of memorizing these rules, it is more use-
ful to comprehend the logic of formation of sentence structures through active
activities and "teach them by using them in context" (Ozcelik, 2012: 1). Since there
is a process in which the learner is active in the creative drama technique but at the
same time the teacher directs, the learner can proceed with a constructivist appro-
ach and learn the rules by intuition.

The aim of this study is to investigate the effect of creative drama technique
on the development of reading skills of secondary school 8th grade students who
learn English as a foreign language. No study has been found on the effect of cre-
ative drama technique on the development of reading skills in foreign language
teaching. It is very important to use approaches, methods and techniques suitable
for the outcome in achieving the desired success in foreign language teaching. The
methods and techniques that are decided to be applied should be determined de-
pending upon the chosen subject, the knowledge to be given and the skills to be
gained and thefore, they should contain diversity. It can be seen that the creative
drama technique, which is accepted as one of the techniques based on learning by
doing and teaching by internalizing, contains a more purposeful dimension in the
development of reading skills.

Main Problem statement:

What kind of effect does the use of creative drama technique in developing
reading skills in foreign language education have on success?

Sub-problem statements:

1. Is there a significant difference between the reading, vocabulary and gram-
mar pre-test and post-test achievement scores of the experimental group in which
the creative drama technique was applied and the control group in which the acti-
vities in the existing education program were applied?

2. Is there a significant difference between the post-test achievement scores of
the experimental group according to the gender groups?
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RETICAL FRAMEWORK

Use of Creative Drama in Education and Foreign Language Teaching

The word drama is derived from the Greek word "dran". “Dran” means to do or
or to act. The use of the Greek word "dramenon" in the form of a spectacle assumes
the meaning of action of "drama" (San, 1989: 57). The foundations of drama are
based on Dewey's theory of "learning by doing" (Génen & Dalkilig, 1999). “The
studies carried out under the name of Drama showed itself in Education in Eng-
land” (Adigiizel, 2008; Karakaya, 2007; San, 2008). As for creative drama, “creative
drama is the expression of a purpose, thought, improvisation, role playing, etc.,
based on the life experiences of the members of a group (Adigiizel, 2018: 73). The
main reason why it is called as creative drama is that the activities are mostly im-
provised and students take part as active participants in the learning environment.

The use of creative drama in the educational arena is possible in many fields
from history education to foreign language education, and it is seen that it has
been widely used in many countries including Turkey recently. There are many
reasons for this: It provides an environment where students can learn by doing and
feeling relaxed. By revealing the importance of emotions, imagination and creative
expression in education, the development of child's affective skills is taken into ac-
count (O'Hara, 1984). When considered mentally, it offers many contributions to
the development of students. In creative drama, learners make connections betwe-
en the newly learned concepts based on the meanings of the concepts they created
in their own minds in the past. For this reason, it can be stated that every creative
drama activity is effective in the formation of new perspectives and ideas in lear-
ners (Ustiindag, 2006:245). Thus, they freely use their creativity and imaginative
thinking power in a free environment (Adigiizel, 2018: 104). In cases where the
creative drama technique is applied, students become aware of their interests and
abilities during the activities. They gain the ability to manage and direct the group
they are in” (Kara, 2010:53-54). On the other hand, this technique helps learners to
understand the feelings and thoughts of the other people around them. Presenting
creative drama with different activities increases the learners' comprehension and
productive skills.

Upon mentioning that game develops the student's imagination, facilitating
language development and increasing interaction between people, Bayram et al.
(1999: 18) stress that students easily learn many rules that they have difficulty le-
arning through the game. Hadfield (1990: vii), on the other hand, argues that the
inclusion of games in the language syllabus not only provides students with the
opportunity to use language intensively but also helps them to use the language in
a meaningful context so that teachers can easily identify the difficulties students
encounter while learning.
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Creative drama is a valuable method in various fields (Heathcote & Herbert,
1985) since it creates a real-life social environment and allows one to seek answers
to problems in this environment (Heathcote & Herbert, 1985). When evaluated in
foreign language education, this technique is essential in developing language skills
(Davoud, Hasim & Saad, 2020; Catherine & Devi, 2020), communication skills,
and cooperative actions in that it offers students ‘learning by doing’ opportunities.
As well as its significant contribution to the acquisition of speaking skills, it has a
positive contribution to the active learning of words and language structures by
integrating language into students' lives and the interpretation of reading texts.
Thanks to this technique, students' motivation and performance toward effective
language learning increase (Aydeniz & Ozgelik, 2012; Ozgelik & Aydeniz, 2012).
The fact that drama technique includes dimensions such as role-playing, animati-
on, and improvisation contributes to transforming learned knowledge into skill at
a high level.

Stages of Creative Drama

All activities must be given in unity and harmony in the creative drama pro-
cess to achieve the predetermined goals. “While working within the framework
of this harmony, three stages should be taken into consideration, namely prepa-
ration-warm-up studies, playing/animation and evaluation-discussion” (Adigiizel,
2006; Altuntas & Altinova, 2015). Gathering drama works under four roofs; There
are also those who list them in four stages: warm-up, role-playing, animation, and
evaluation. Akyol (2003) mentions the existence of five stages in drama studies:
warming-relaxing, playing, improvising, formation and evaluation.

The preparation-warm-up phase is when the learner is prepared both mentally
and physically. It is a stage where it is decided which content/dialogue will be sele-
cted for the event and the people or groups participating.

The aim of playing/animation stage is to bring it into an active state, put it into
action, keep a past event or situation alive by showing it, or play someone's dis-
guise and personality. It includes all the formations in which a subject is shaped,
determined, shaped, and exhibited to other participants in the process (Adigiizel,
2018: 139).

Evaluation-discussion stage is the stage where the previous stages are evalua-
ted, how the process is started and which situations are examined in the animation
stage. It is the process in which it is discussed whether the course outcomes that
are intended to be taught reach the goal or how this outcome is internalized during
the animation phase.
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Creative Drama Techniques used in the research

Role-playing / event-enactment is a technique that the learners perform th-
rough the dialogue or text that will be newly taught in the lesson. The dialogues
distributed to the learners by the teacher are examined, then the role to be played
is determined by the learners' choice or by the teacher. At this stage, learners un-
derstand where to put emphasis and intonation from some sentence structures and
meanings of the teacher.

Improvisation is a situation where learners enable them to visualize in their
minds and at the same time, understand how they express their thoughts according
to the scope of the subject in instant situations. The improvisation technique is a
technique that develops creativity without creating a particular rule framework, so
the learner is in a free-thinking environment in this process.

Pantomime: It is a form of expression technique based on the power of obser-
vation, focus and physical skills. McCaslin (1984) pointed out that “pantomime
with a group improves the visualization skills of children and increases the level of
awareness, and therefore, pantomime should be used in studies in the direction of
creativity” (cited in Onder, 2004:142). Pantomime is a drama technique in which
learners express various emotions, thoughts, experiences, and complex situations
by using their creativity and ability to visualize events in their minds, gestures and
mimics, and make nonverbal expressions.

Drama through painting: It is a technique in which children express their ex-
periences through painting in line with the instruction given by the teacher in
the animation work. The use of the painting technique in this style conceptualizes
what learners learn and makes what they learn more permanent and gives children
the opportunity to express their feelings and thoughts differently.

Role cards: In the creative drama process, role cards are the cards that include
information about the characters to be played, the time and place of the event writ-
ten, and the starting point of the event.

METHOD
Research Design

In this study, which is based on the quantitative research method, the expe-
rimental model was applied. Two equivalent classes were randomly assigned to
the experimental and control groups (Balci, 2016). 20 people in one class were in
the experimental group, and 20 in the second class were in the control group. The
research was carried out with 40 students in total. Our study investigated the effect
of using creative drama technique on the development of English reading skills.
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Research Sample

The research was carried out in Samsun Private Atakum Secondary School,
affiliated with the Ministry of National Education, located in the central distri-
ct of Atakum, Samsun, in the spring term of the 2019-2020 academic year. Two
branches were randomly chosen among the 8th grades to form the basis of the ex-
perimental design. All participants are 13 years old. One of the randomly selected
groups was determined as the experimental group of 20 (10 boys, 10 girls), and the
other as the control group of 20 people (9 boys, 11 girls).

Data Collection Tools

The pre-test was given in the 1st week of the 14-week program and the post-test
was given in the last week. The same questions were asked to both groups in the
pre-test and post-test. Questions about a given dialogue are divided into 5 catego-
ries. There are 10 questions in each category. Open-ended questions to understand
the dialogue in the 1st category, true-false questions about the dialogue in the 2nd
category, questions to find the synonyms of the words in the 3rd category, questi-
ons to find the antonyms of the words given in the 4th category, and questions that
ask to form the sentences from the the randomly given words in the last category.
There are 50 questions in total in the test, and the correct answer to each question
is worth 2 points.

Procedure

Dialogues for the development of reading skills were selected from the 8th gra-
de English textbook each week for the students to perform the intended behavior
in both the experimental and control groups. In the 12 weeks, the same dialogu-
es aimed at improving reading skills were processed with the experimental group
using the drama techniques mentioned above. The control group followed the ac-
tivities in the existing programs.

Drama techniques were practiced with the experimental group of students to
improve their reading skills in English lessons for 12 weeks. Lesson plan contents,
according to Gagne's teaching model, have been prepared by paying attention to
the stages of warming up, drawing attention, giving preliminary information about
the subject, explaining the materials, informing the student about the outcome,
providing support, seeing the target behavior of the students, and giving feedba-
ck. The students were divided into pair or threesome groups in the experimental
group. The groups were formed by considering the gender difference distribution.
In the selection of the groups, careful attention was paid not to have the same
students in the same group all the time. In the creative drama techniques, it was
ensured that each group was formed with different student groups. Attention was
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paid to ensure full participation of the students in the lessons. Dialogue texts in
the units were distributed according to the weeks so that each group would receive
different speech texts. Before each activity, students were given role cards configu-
red by the teacher. Feedback was provided from each student. The activities were
repeated with different students. Creative drama techniques were applied in the
curriculum, taking into account the themes of reading in a foreign language and
course outcomes.

In the control group, the activities included in the existing education program
were applied for 12 weeks to improve English reading skills in the lessons. Each
week, the dialogues in the book were processed by only reading. The teacher per-
mitted the students who wanted to read the dialogue. Then, exercises related to the
dialogue text were made. Multiple-choice questions were answered and the lesson
continued with the traditional teaching method. The teacher aimed to give more
theoretical information within the existing education program's framework, enab-
le the students to answer the questions asked about the text they read within the
framework of this information, and learn the words and grammar rules.

Data Analysis

Frequency analysis, descriptive statistical analysis and mean comparison tests,
Mann-Whitney U test and Friedman test, which are statistical analysis techniques,
were used in the research. Median (M) and range of variation (R) values are gi-
ven as descriptive statistics in hypothesis tests. Statistical analyses were carried out
using the 22nd version of the IBM SPSS program.

Limitations of the Study

This research is limited to 6 themes selected from 4 units in the MEB English
8th grade Upswing English textbook:

- Unit 1: Friendship “Order the menu”

- Unit 2: Friendship “Invite your friends”

- Unit 2: Teen life “Talking about sports”

- Unit 4: On the phone “Communication with secretary”

- Unit 5: The Internet “Reservation on the hotel”

- Unit 5: The Internet “Using a mobile phone”
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FINDINGS

The data obtained from the research are evaluated based on the main and su-
b-problems. The findings were analyzed using various statistical programs. The
results are also depicted in tables.

Findings related to Main Problem

What kind of effect does the use of creative drama technique in developing
reading skills in foreign language education have on success?

In this section, the results obtained from the achievement pre-test and post-
test of the experimental and control groups are given in Table 1 and evaluated in
general.

Table 1. Pre-test and post-test results of the experimental and control groups.

When the results of the two groups are compared, there are significant differen-
ces in favor of the experimental group in all areas. The students in the experimental
group achieved a very high level of success in the development of reading compre-
hension language skills and the application of the related vocabulary and grammar
rules in the post-test compared to the control group. The questions that the stu-
dents gave wrong answers in the pre-test were twice as successful in the post-test
in terms of reading skills, use of vocabulary and grammar. While the achievement
score of the experimental group in reading skills increased from 18 points to 37.5
points, the success of the control group increased from 12 points to 20 points, the
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vocabulary achievement score of the experimental group increased from 14 points
to 35 points, while the success of the control group increased from 10 points to 14
points, and the grammar achievement point of the experimental group increased
from 9 points to 20 points. The score of the group could only increase from 8 points
to 10 points. The increase in success of the control group remained at a very limited
level in the post-test. The reason for this can be considered to be the continuation
of the activities based on the current education program with traditional methods
and techniques. Since traditional methods and techniques are mainly in the form
of information transfer, it can be said that they do not increase the interest and
motivation of the students, therefore they are not effective enough in improving
their reading comprehension skills.

The Mann-Whitney U test was used to analyze whether there was a significant
difference between the experimental group's post-test achievement scores and the
control group's post-test achievement scores.

Table 2. Hypothesis Test Results for the Control Group Post-Test Scores.

Reading Vocabulary Grammar P

20a (26) 14b (14) 10bc (14) <0.001

The test results showed a statistically significant difference in the two post-test
achievement scores from the reading, vocabulary and grammar scores in the cont-
rol group (p<0.05). As a result of the multiple comparison test, the participants'
reading and vocabulary achievement scores were significantly higher than their
grammar achievement scores. In addition, reading scores are significantly higher
than word scores.

Table 3. Hypothesis Test Results for Experimental Group Post-Test Scores.

Reading Vocabulary Grammar P

37.50a (18) 35ab (24) 20c (10) <0.001

Although the increase in the experimental group showed a similar trend to the
control group, the increase rates in the experimental group were much higher. Ac-
cording to the test results, there was a statistically significant difference in the post-
test achievement scores of two of the reading, vocabulary and grammar scores in
the experimental group (p<0.05). As a result of the multiple comparison test, the
participants' reading and vocabulary achievement scores were found to be signi-
ficantly higher than their grammar achievement scores.When the post-test achie-
vement scores of the experimental and control groups are examined, the reading
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achievement scores of both groups are at the highest level, followed by the voca-
bulary achievement scores. Therefore, we can claim that creative drama techniques
are more effective in increasing the retention of students' memory in vocabulary
and reading comprehension. Together with this, when the post-test achievement
scores of the experimental sample group are examined, there is a significant diffe-
rence in all sections.

Teaching with creative drama techniques is thought to affect understanding
of reading skills and language components. Since learning by doing is effective
thanks to the activities carried out with drama techniques, abstract concepts and
structures are presented in concrete ways, making it easier for students to unders-
tand. This, in general, contributed to students' reading comprehension. There was
no significant difference in the post-test achievement scores of reading skills and
language components in the control group due to the implementation of the exis-
ting education program. However, the increase in the success in vocabulary and
reading comprehension skills is more remarkable than in grammar.

Findings related to the sub-problems

1. Is there a significant difference between the reading, vocabulary and gram-
mar pre-test and post-test achievement scores of the experimental group and the
control group? The data obtained from the pre-test and post-test were examined
in detailed in terms of reading comprehension, vocabulary and grammar, and the
success changes were shown by giving percentages.

Table 4. Hypothesis Test Results for Success Scores in terms of Reading Skills.

Success
Group Pre test Post test P
Experiment 18 (20) 37.5 (18) <0.001
Control 12 (12) 20 (26) <0.001
P 0.046 <0.001

When the achievement scores of the experimental group and the control group
for pre-test and post-test reading skills were analyzed in detail, the post-test suc-
cess scores of both groups increased. Still, the results of the experimental group of
students increased much higher than the results of the control group. In the expe-
rimental group, there is a success increase more than twice, in other words, about
110%. The success in the control group increased by 66%. It is noteworthy that
there is a significant difference in achievement scores in favor of the experimental
group between the results of the two groups.
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It can be concluded that the number of correct answers given by the students
in the experimental group to the reading questions in the post-test increased signi-
ficantly and participants significantly corrected their incorrect answers. The high
difference between the experimental group's pre-test and post-test achievement
scores can be related to the fact that creative drama techniques were used within
the framework of reading activities for 12 weeks with this group. These results
reveal that the application of drama techniques contributes positively to the de-
velopment of students' reading skills in a foreign language. The most important
reason for this success can be explained by the active participation of students in
the education process in drama education.

The scores of the control group students also increased in the post-test compa-
red to the pre-test results. This increase can be seen as expected one after a 12-week
training, but it is seen that this increase lags far behind the experimental group as
different techniques and activities are used despite the same dialogues.

Table 5. Hypothesis Test Results for Vocabulary Success Scores.

Success
Group P

Pre test Post test
Experiment 14 (20) 35 (24) <0.001
Control 10 (18) 14 (14) 0.022
P 0.102 <0.001

When Table 4 is examined, there is an increase in the achievement scores of
the experimental group and control group students in the post-tests. However, it
is noteworthy that the increase in achievement scores between the pre-test and the
post-test in the experimental group was quite high compared to the control group's
results. While the rate of increase in the experimental group from the pretest to the
posttest increased by 150%, this increase was only 40% in the control group. It can
be stated that the effect power of the creative drama technique is highest in voca-
bulary learning. It is seen that there is a significant difference between the pre-test
and post-test results of the experimental group and the control group.

It can be regarded as an influential method to convey the meanings of the wor-
ds used in the dialogue through experiences and engagement with the visual di-
mension. It is considered that the interactive involvement of learners in the process
increases their interest and motivation. It can be concluded that the students in the
experimental group significantly increased their desire to learn vocabulary, they
kept what they learned in their memory for a longer time; in other words, the per-
manence of learning increased.
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Table 6. Hypothesis Test Results for Grammar Success Scores

Success
Group Pre test Post test P
Experiment 9(12) 20 (10) <0.001
Control 8 (12) 10 (14) 0.028
P 0.327 <0.001

When the grammar results in Table 6 are evaluated, it is seen that the achie-
vement scores of the experimental group and control group students increased
in the post-test compared to the pre-test. However, the achievement scores of the
two groups increased at different rates. While the post-test success score of the ex-
perimental group increased by approximately 120% compared to the pre-test, the
post-test success rate of the control group could only increase by 25%.

It has been observed that the drama technique has positive effects on the stu-
dents because the grammar teaching is done implicitly in the animation phase of
the dialogue texts in the experimental group. Another reason for this increase is
that students have learned by doing and they actively participate in the activities,
instead of memorizing the grammar rule. This suggests that the techniques and
activities used in grammar teaching in the experimental group were more effective
than the existing curriculum activities used in the control group.

According to the test results in Tables 4, 5 and 6, while there is a significant dif-
ference between the experimental and control groups in terms of reading achieve-
ment averages before drama education (p<0.05), there is no statistically significant
difference in terms of vocabulary and grammar achievement averages (p). >0.05).
After the creative drama training, there was a significant difference between the
experimental and control groups in terms of post-test success in reading, vocabu-
lary and grammar scores (p<0.05). When the experimental and control groups are
examined separately, a higher and significant increase is seen in the success scores
of the experimental group after the creative drama training (p<0.05). According
to the hypotheses test results and average achievement scores, it can be concluded
that creative drama education significantly increased the levels of reading, vocabu-
lary and grammar.

2. Is there a significant difference between the post-test achievement scores of
the experimental group according to the gender groups?
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Table 7. Hypothesis Test Results for Post-Test Success Scores in Experimental
Groups by Gender Groups.

Gender Success

Reading Vocabulary Grammar
Female 36 (16) 34 (20) 20 (10)
Male 39.50 (18) 36 (24) 20 (2)
P 0.796 0.315 0.579

RESULT AND DISCUSSION

There are a total of 20 students, 10 girls and 10 boys, in the experimental group.
To determine whether the effect of creative drama technique changes according to
gender, the pre-test and post-test achievement scores of female and male students
were analyzed comparatively.

The pre-test and post-test results of the experimental group students' reading,
vocabulary and grammar achievement scores by gender were examined separately.
According to the test results, no significant difference was found between males
and females in terms of reading, vocabulary and grammar post-test achievement
scores (p<0.05). The absence of a statistical difference can be explained by the fact
that the students are at the same age and they participate in the creative drama
activities together by taking an active role. This displayed that the gender of the
learners was not a determining variable in the overall success average.

Discussion, Conclusion and Suggestions

Soyer (2016) draws attention to the positive results in his experimental research
in which he investigated the effects of creative drama on students in foreign lan-
guage teaching and its contribution to improving speaking skills. He asserts that
using the creative drama technique in foreign language teaching effectively reduces
the student's anxiety level and increases the student's self-confidence, which enab-
les him/her to use the target language more effectively, especially speaking skills.
In addition, he emphasized that a language course structured with creative drama
techniques makes a significant difference in terms of student learning compared to
traditional foreign language teaching methods. The results of this study are in an
agreement with the general results of our research.

The experimental study conducted by Goktiirk (2019), in which the effect of
creative drama activities on English speaking skills was investigated, suggested that
learning English with creative drama activities improved students' communication
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skills. On the other hand, it showed that the creative drama technique has a signi-
ficant positive effect on vocabulary learning as it provides the opportunity to teach
by embodying it. In our study, we observed that the achievement scores of the
experimental group who followed the creative drama technique increased by 150%
in the post-test. As another important benefit of the technique, we have shown that
even the students who do not attend the lesson very much participate in the lesson.

Catherine and Devi (2020) investigated the effect of drama techniques on the
development of students' English language skills in India and concluded that the
technique contributes to the development of all basic and complementary langu-
age skills. It is similar to the results of our research. Bethan and Allan (2019) in-
vestigated the use of drama in classroom activities to support the development of
creativity and innovation in the early professional practice for teaching modern
languages. In their study based on the interview model, they evaluated that the
technique increased the motivation of the teacher candidates, their participation
in the course and, as a result, their success.

Ozgelik and Aydeniz (2012), who investigated the effect of using the creative
drama technique on student success in French as a foreign language course in Gazi
University preparatory classes, found that the general success scores of the expe-
rimental group of students who used this technique were higher. The same results
were obtained in our study. However, contrary to the research of Soyer (2016), it
was revealed that there was no significant difference in the attitudes of the experi-
mental group students towards the development of speaking skills compared to the
control group students.

The tindings of our research show parallelism with the results of previous rese-
arch in the literature. However, previous studies are mostly aimed at determining
the contribution of creative drama to either general success in a foreign language
or the development of speaking skills. This research reveals that the creative drama
technique also contributes positively to the development of English reading skills.

When the achievement score obtained from the experimental group and the
control group are analyzed, it is seen that there are significant differences in favor
of the experimental group students in all areas in the post-test. The students in the
experimental group achieved a very high level of success in the development of re-
ading comprehension language skills and the application of the related vocabulary
and grammar rules in the post-test compared to the control group. According to
the results of the multiple comparisons in the tables, the highest increase in success
in the posttest of the experimental group was in the areas of vocabulary, reading
comprehension and grammar, respectively.
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As aresult, when the data obtained from the achievement pre-test and post-test
application of the experimental group and control group students are compared,
it is remarkable that the use of creative drama technique positively contributes to
the students' English reading skills. It has been observed that students both willing-
ly learn the topics covered and successfully transform what they learn into skills,
since they actively participate in the learning process. In addition, according to
the test results, no significant difference was found between males and females in
terms of reading, vocabulary and grammar post-test achievement scores.

1. As a result of our research, we have suggestions for both practitioners and
researchers. While our first three recommendations are for practitioners, the last
three are for researchers.

2. Creative drama techniques, which enable students to participate in the lear-
ning process in foreign language classes actively, should be included in activities

aimed at improving all language skills,

3. Appropriate creative drama techniques should be chosen for the acquisition
of target behaviors,

4. The selected dialogues should be of a quality that will contribute to the deve-
lopment of the learners' creative thinking, imagination, communication and social

skills.

5. The effect of using creative drama technique in foreign language education
on the development of students' listening comprehension skills,

6. The effect of using creative drama technique in foreign language education
on the development of students' writing skills,

7. 'The effect of using creative drama technique in foreign language education
on the acquisition of intercultural communication skills can be investigated.
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ORTAOKUL MATEMATIK DERSI OGRETIM PROGRAMLARI CEBIR OGRENME
ALANINDAKI KAZANIMLARIN BILISSEL iISTEM DUZEYLERINDEKI EGILIMLER

OzZET

Dokiiman incelemesi yontemi kullanilarak yapilan bu calijmanin ama-
c1, ortaokul matematik dersi Ogretim programlarinin cebir &grenme ala-
nindaki kazanimlarin bilissel istem diizeylerindeki egilimlerini incelemek-
tir. Bu baglamda simdiki ¢aligmada, 2005, 2009, 2013 ve 2018 yillarinda
gelistirilen 4 ortaokul matematik 6gretim programinin 6, 7 ve 8. siuf diizeyle-
rindeki cebir 6grenme alanina ait kazanimlar, arastirmacilar ve matematik egiti-
mi uzmanlari tarafindan icerik analizine gore analiz edilmistir. Analiz sonuglary;
cebir 6grenme alanindaki kazanimlarin bilissel istem diizeylerinin 6gretim prog-
ramia ve sinif diizeyine gore farklilastigini ortaya koymustur. Ayrica, aragtir-
ma sonuglarina dayali olarak ileri arastirmalar i¢in bazi 6neriler de yapilmistir.

Anahtar Kelimeler: Bilissel Istem Diizeyi, Cebir Ogrenme Alani, Kazanim,
Ortaokul Matematik Ogretim Programi, Sumif Diizeyi .

ek

TRENDS IN THE COGNITIVE DEMAND LEVELS OF THE ATTAINMENTS OF
ALGEBRA LEARNING DOMAIN IN THE MIDDLE SCHOOL MATHEMATICS
CURRICULUM

ABSTRACT

The purpose of this study using the document analysis method is to study the
trends in the cognitive demand levels of the attainments in the algebra learning
domain of middle school mathematics course curriculums. In this sense, in the
current study, the attainments of the algebra learning domain at the Grades 6-8
of four middle school mathematics curricula developed in 2005, 2009, 2013, and
2018 were analyzed according to content analysis by researchers and mathematics
education experts. The analysis results have pointed out that the attainments in the
algebra learning domain vary according to the curriculum and grade level of cog-
nitive demands. Also, some suggestions have been also made for further research
based on the results.

Keywords: Algebra Learning Domain, Attainment, Cognitive Demand Level,
Grade Level, Middle School Mathematics Curriculum.

e
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GIRIS

Egitim programlari, 6grencilerin egitim siirecinde karsilastiklar1 6grenme ya-
santilarini iceren ve bu yasantilar1 yonlendirme ve siralama islevi goren planlardir
(Oliva, 2009). Ogretim programlari ise egitim siireclerinde 6gretilmesi hedeflenen
ders konularinin, egitim programinin amaglari dogrultusunda zaman ve siire¢ bag-
lamlar1 g6z 6niine alinarak diizenlendiginden (Kiigiitkahmet, 2009; Varis, 1998),
egitim programlarinin en nemli bileseni olarak ele alinabilir. Ozel olarak, mate-
matik 6gretim programlari ise 6grencilerin edinecekleri deneyimlerin planlanmasi
ve yaganilan gercek deneyimlerin yaninda belirlenen matematik hedeflerine ulasil-
mast i¢in tasarlanmis planlar olarak ifade edilmektedir (Remillard ve Heck, 2014).
Bu baglamda, 21. yiizy1l ve 4. Sanayi devriminin gerekliliklerini karsilamak igin
bilimsel ve teknolojik gelismelerdeki hiz, bilgiye erisim imkénlarindaki ¢esitlilik
ve kolaylik gibi gelismeler ve faktorler de diisiiniildigiinde, 6gretim programlari-
nin ¢agn ihtiyacglarini karsilamak, uygulamadaki programlarin olasi eksikliklerini
gidermek ve uluslararasi kargilagtirmali sinavlarda (6rnegin, Uluslararas1 Ogren-
ci Degerlendirme Programi [PISA] ve Uluslararasi Matematik ve Fen Egilimleri
Arastirmasi [TIMSS]) basarili olmak gibi gerekgelerle siire¢ i¢inde giincellenme-
sinin bir zorunluluk oldugu ortaya ¢ikmaktadir. Bu kapsamda, Tiirkiyede 2000’li
yillarla birlikte matematik 6gretim programlar1 6grenci merkezli yaklagimlar oda-
ga alinarak 2005, 2009, 2013 ve 2018 yillarinda giincellenmistir. Ornegin; 2005 ve
2009 matematik 6gretim programlarinda (MEB, 2005; MEB, 2009), matematiksel
kavramlarin dogrudan sunulmas: yerine kavramlar ve bu kavramlar arasindaki
iliskiler merkeze alinmis ve kavramsal 6grenmenin yaninda islem becerilerin ge-
me ortam ve siireglerinde aktif olmalar1 gerektigine dikkat ¢cekilmis ve onlarin akil
yuriitme, iletisim, iliskilendirme ve problem ¢6zme gibi matematiksel siire¢ bece-
rilerinin gelistirilmesine de 6zellikle vurgu yapilmistir. 2013 ve 2018 matematik
Ogretim programlarinda da (MEB, 2013; MEB, 2018) iistteki benzer yaklasim be-
nimsenmis ve 6grencilere yasamlarinda ihtiya¢ duyabilecekleri matematiksel bilgi,
beceri ve tutumlarin kazandirilmasi gerektigine vurgu yapilmistir. Ayrica, 6gren-
cilerin kendi 6grenme siireglerinin 6znesi olduklar: belirtilmis ve bilgi ve iletisim
teknolojilerinden de yararlanilarak matematiksel kavramlarin farkli temsilleri ve
bu temsiller aralarindaki iliskilerin ortaya ¢ikarilmasi da tavsiye edilmistir.

Ogretim Programlari, Kazanimlar ve Biligsel istem

Ogretim programlari; kazanim, 6grenme siireci, igerik ve 6lgme-degerlendir-
me gibi bazi temel 6geler {izerine insa edilir (Ornstein ve Hunkins, 2009). Bu &ge-
ler arasinda yer alan 6gretim siireci, 6gretimi planlama, uygulama ve degerlendir-
me boyutlarini kapsamakta ve kazanimlar iizerine inga edilen bir siire¢ olarak ifade
edilmektedir (Russell ve Airasian, 2012). Bu baglamda, 6gretim programlarinda
6n 6grenmelerin dikkate alinmasiyla farkli 6grenme alanlarina ait kazanimlarin
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bir araya getirilmesi, ders kitaplari, etkinlikler ve diger 6gretim materyallerinin
hazirlanmas: gerektigi belirtilmistir (bkz. MEB, 2009). Dolayisiyla buradan, kaza-
nimlarin ders kitaplarinin hazirlanmasi, sinif i¢i uygulamalarin yapis: gibi bir ¢ok
Ogretim faaliyetini etkileyen temel bir unsur oldugu séylenebilir. Bu kapsamda,
kazanim ifadesinin programlarda ne anlama geldiginin ve ne amagla kullanildigi-
nin belirlenmesi burada 6nem arz etmektedir. Buna gore kazanimlar, genel anlam-
da bireylerin/6grencilerin kazanmasi hedeflenen biligsel, duyugsal ve psikomotor
becerilerin tiimii olarak ifade edilebilir (Erdogan, 2020; Krathwohl, 1964). Ayrica
kazanimlar, planl ve diizenlenmis hayat deneyimleriyle bireylere/6grencilere ka-
zandirilmast amaglanan davranislar (bkz. Ertiirk, 1998), 6gretimi gerekli noktalar/
konular (Kraiger, Ford ve Salas, 1993; Malan, 2000), 6gretimin planlanma, uygu-
lama ve degerlendirme siire¢ ve adimlarini uygulanabilir yapan ilkeler (King ve
Evans, 1991; Ayvaci ve Er Nas, 2009), 6grenme-6gretme etkinliklerini yonlendiren
unsurlar (Gagne, 1984; Turan vd., 2010) olarak da ele alinabilir. Bu baglamda kaza-
nimlar, 6gretim programlarinin 6ne ¢ikan 6zelliklerini i¢inde barindiran en kiigtik
birimler olarak diistintilebilir.

Diger taraftan, biligsel istem sinif etkinlikleri, degerlendirme materyalleri ve
ders kitaplarinda yer alan gorevleri, biligsel siiregler agisindan degerlendirmede
kullanilan bir yap1 (Hadar ve Ruby, 2019) olarak ifade edilebilir. Stein, Smith, Hen-
ningsen ve Silver (2000) ise bilissel istem diizeylerini ezberleme, iliskilendirme-
ye dayanmayan islemler, iligskilendirmeye dayanan islemler ve matematik yapma
diizeyi seklinde 4 asamada siniflandirmistir. Bu biligsel istem diizeylerine bakil-
diginda; ezberleme diizeyinin islem icermeyen sadece bilginin hatirlanmasini ge-
rektirdigi, iliskilendirmeye dayanmayan islemler diizeyinin matematiksel kural,
algoritmalarin uygulanmasini icerdigi, iliskilendirmeye dayanan iglemler diizeyi-
nin kavramsal anlamay1 temel aldig1, matematiksel iliskilerin, farkli gosterimlerin
on planda oldugu ve son olarak matematik yapma diizeyinin kopmleks yapiya sa-
hip, daha fazla biligsel caba gerektiren gorevlerle ilgili oldugu sdylenebilir.

Kazanimlarin Biligsel istem Diizeylerinin Belirlenmesine iliskin Yapilan
Bazi Calismalar

Kazanimlarla ilgili ¢alismalara bakildiginda, bir veya iki 6gretim programinin
icerdigi kazanimlarin karsilastirilmas: (Danisman ve Karadag, 2015), kazanimla-
ra ulagilabilirlik (Dikkartin Ovez ve Mert Uyangor, 2012) ve kazanimlarin tagi-
masi gereken nitelikler (Iseri, 2019) gibi cesitli konularda aragtirmalarin yapildig
goriilmektedir. Ornegin, Dikkartin vd. (2012) cebir kazanimlarina ulagilabilirligi
ve kazanimlar arasindaki oriintilyii incelemigtir. Arastirmada 6gretim siirecinin,
kazanimlara ulasilabilirligi saglamada istenilen seviyede olmadig1 bulunmustur.
Diger taraftan, 6gretim programlarindaki kazanimlarin biligsel istem diizeylerini
inceleyen caligmalar goz oniine alindiginda, ¢alismalarin ¢ogunlukla bir 6gretim
programinda yer alan kazanimlarin biligsel istem diizeylerini belirlemeye y6nelik
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oldugu goriilmektedir (Celik, Kul ve Uzun, 2018; incikabi, Ayanoglu, Aliustaoglu,
Tekin ve Mercimek, 2016: Kablan, Baran ve Hazer, 2013). Bu baglamda bilissel
diizeyle ilgili yapilan ¢alismalara bakildiginda, 2013 ortaokul matematik (5., 6., 7.,
8. sinif) dersi 6gretim programi, TIMSS 2015 matematik ¢ercevesinde yer alan bi-
ligsel alanlar ve alt boyutlara gore incelenmigtir. Aragtirmanin bulgulari, 6gretim
programinda yer alan kazanimlarin biligsel durumlarinin simif diizeyine gore de-
gisim gosterdigini ve “bilme” biligsel alaninin, besinci sinif kazanimlarinda yiiksek
diizeyde yer aldigin1 gostermektedir (Incikabi vd., 2016). Diger agidan, 2005 Mate-
matik dersi 6gretim programi 6-8. sinif diizeylerinde yer alan cebir 6grenme alani
kazanimlarimin incelendigi bir diger ¢alismada, biligsel siire¢ boyutu bakimindan
anlama ve uygulama diizeylerinin agirlikli oldugu bulunmustur (Bekdemir ve Se-
lim, 2008). Ayrica, 2013 ortaokul matematik dersi 6gretim programindaki kaza-
nimlarin Bloom Taksonomisine gore incelendigi bir calismada da, degerlendirme
ve yaratma basamagindaki kazanim sayisinin, taksonominin diger boyutlarindaki
kazanim sayisina gore daha az oldugu belirlenmistir (bkz. Kablan vd., 2013).

Aragtirmanin Amaci ve Onemi

Bu ¢alismanin amaci, ortaokul matematik dersi (6.,7. ve 8. smif) 6gretim
programlarinin cebir 6grenme alaninda yer alan kazanimlarin biligsel istem dii-
zeylerini, programlara ve sinif diizeylerine gore belirlemektedir. Zira giiniimiiz-
deki hizli gelismelere ve ihtiyaglara gore tilkelerin birgok alandaki standartlar1 ve
oncelikleri degismesine ragmen, 6gretim programlarinda 6gretim programinin
amacy, sinifta 6gretimin nasil uygulandig1 ve 6grencilere neyin 6gretildigi esaslari
her zaman 6nceligini ve 6nemini korumaktadir (Houang ve Schmidt, 2008). Bu
baglamda 6gretim programlarinda belirlenen ve 6gretimin temel tas1 olan hedef
(kazanim), tiniteleri 6grenirken gegirilmesi gereken siireci tanimlayan adimlar
olarak ele alinmaktadir (Ragan ve McAulay, 1964; akt. Ata, 2009). Ogretim prog-
ramlarinda kazanimlar konulari, konular {initeleri, iiniteler de 6grenme alanlarini
sekillendiren ogelerdir. Dolayisiyla kazanimlar, matematik dersi 6gretim progra-
minin en temel unsuru olarak ele alinmakta ve bu sebeple farkli agilardan ince-
lenmektedir. Boylelikle egitim/6gretim siirecindeki esas sorunlarin kaynaginin
bulunabilecegi diisiiniilmektedir. Kazanimlarla ilgili galismalara bakildiginda, ders
igerik ve matematik 6grenme/6gretme siireglerinin diizenlenmesinin verimliligi
agisindan kazanimlarin siniflandirarak biligsel istem diizeylerinin belirlenmesinin
faydali olacag diisiiniilmektedir. Ciinkii 6gretim programimizdaki kazanimlarin
hedefledikleri biligsel diizeylerin, uluslararasi sinavlardaki seviyeyle uyumlu olma-
s1, istenilen bagar1y1 yakalama ve uluslararas: diizeyde karsilastirma yapilmasina
imkan tanimast agisindan kritik bir role sahiptir. Nitekim uluslararasi sinavlardan
olan PISA ve TIMMS’ te matematik agisindan ulagilmak istenen hedefe varilma-
mugtir (Tag, Arici, Ozarkan, Ozgiirliik, 2016; Yiicel, Karadag ve Turan, 2013). Bu
durumun PISAnin analiz, sentez gibi yiiksek diizey sorular1 igermesinden (OECD,
2012) kaynakl1 oldugu soylenebilir. Dolayisiyla matematik 6gretim programindaki
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kazanimlarin biligsel diizeylerinin belirlenmesi, uluslararasi sinavlardaki biligsel
diizeylerle mukayese yapilmasiyla beraber sinif i¢i uygulamalarina da yarar sagla-
yacag digiiniilmektedir (Celik vd., 2018). Ayrica, 6gretim programlari ve 6gretim
programlarindaki kazanimlarin esas alinmasiyla olusturulan ve uluslararasi sinav-
larin igerigiyle uyumlu olan ders kitaplarina sahip tilkelerin daha basarili oldugu
(Tornroos, 2005) tespit edilmistir.

Diger acidan 6gretim programlarindaki kazanimlarin 6grencileri ne diizeyde
akil yiiriitmeye, muhakeme etmeye tesvik ettiginin belirlenmesi ve 6n goriildii-
glinde 6grencilere elestirel bakis acist kazandiracak kazanimlara 6gretim prog-
ramlarinda yer verilmesi ile ilgili caligmalar yiiriitillmesinin faydal olacag: diisii-
niilmektedir (Tasyaran, 2019). Ayrica, 6grencilerin her bir derse ait kazanimlar1
edinmelerini gergeklestirecek sekilde derslerin planlanmast ve yiiriitillmesi 6gret-
menlerden beklenen eylemler arasindadir. Ogrencilere akil yiiriitme, muhakeme
yapma, genelleme yapabilme gibi diisiinme becerilerinin kazandirilmasimin amag-
landig1 bir matematik dersinde, 6gretmenin yapilandirici yaklagima dayal, 6grenci
merkezli ders planlamasi yapmasi beklenilir. Ogrencilerin bir dersin kazanimlarini
edinme diizeyinin belirlenmesi, dersin iglenisine yonelik olarak tist diizey diisiin-
me becerilerini 6lgen sorularin olusturulmasini gerektirmektedir. (Basol, Balgal-
mus, Karli, ve Oz, 2016). Sorularin, ilgili olduklar1 kazanimlarin ¢ikabilecekleri bi-
ligsel istem diizeyinden bagimsiz olmadi: diistiniildiigiinde, kazanimlarin biligsel
istem diizeylerinin belirlenmesinin 6nemi ortaya ¢ikmaktadir.

Ogretim programimizdaki kazanimlarin biligsel istem diizeylerinin incelendigi
calismalar g6z 6niine alindiginda, 6gretim programlarindaki giincellemeler netice-
sinde kazanimlarin nasil yer aldig1 ve farkli 6gretim programlarinda yer verilen ka-
zanimlarin biligsel istem durumlarinin tespiti ve 6gretim programlari boyunca na-
sil bir egilim gosterdiklerinin incelenmedigi goriilmektedir. Mevcut ¢alisma 2005,
2009, 2013 ve 2018 matematik 6gretim programlarindaki cebir 6grenme alaninda
yer alan 6, 7 ve 8. sinif kazanimlarinin nasil yer aldigini, ne yonde degisim gosterip
gostermedigini ve hedefledikleri biligsel istem diizeylerinin 6gretim programi ve
sinif seviyesine bagli olarak gosterdigi egilimi incelemesi acisindan ve yapilan ilk
caliyma olmasindan 6nem arz etmektedir. Dolayisiyla bu ¢alismanin miifredat ha-
zirlayicilary, egitim politikacilar: ve aragtirmacilar igin iyi bir veri seti sunabilmesi
acisindan 6nemli oldugu soylenebilir. Nitekim uluslararas: sinavlardaki basarisiz-
liklar1 giderme, 6grenme ortamlar1 ve ders kitaplarinin igeriginin diizenlenmesi
adina 6gretim programlarindaki kazanimlarin biligsel istem diizeylerinin tespiti
ve egiliminin belirlenmesi gerekmektedir. Ayrica 6gretim programlarinda yer alan
kazanimlarin biligsel istem diizeylerinin ¢ogunlukla TIMSS ve Bloom taksono-
misinin icerdigi biligsel istem diizeylerine gore incelendigi, 2000]i yillarda ulusal
ve uluslararas: bircok ¢alismada siklikla kullanilan biligsel istem diizeyleri (Stein
vd, 2000) analiz gergevesine gore incelemelerin nerdeyse yapilmadig1 goriilmiis-
tiir. Dolayisiyla mevcut ¢aligma, literatiire bu agidan katk: saglayacagindan ayrica
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onem tagimaktadir. Diger agidan mevcut ¢aligma, ge¢miste kullanilan dort farkl
Ogretim programinin igerdikleri kazanimlar1 sinif seviyesi ve dgretim programi
bazinda igerik ve biligsel istem diizeyleri acisindan incelediginden, 6gretim prog-
raminin hazirlanma ya da glincellenme agamasinda program yapimcilarina rehber
olma gibi yonlendirici ve kritik bir rol tasimaktadir. Talim Terbiye Kurulu 6nder-
liginde, 6gretim programi yapimcilarina, programlar: gelistiren ve giincelleyen
yetkili kurullara; problem ¢6zebilme, is birligi halinde ¢alisabilme gibi 6zelliklere
sahip nitelikli bireylerin yetistirilmesinin birer 6nemli bilesenleri olan iist diizey
biligsel diizeylere (analiz, degerlendirme, yaratma) yonelik kazanimlara daha fazla
yer vermeleri tavsiye edilmektedir (Saglamoz ve Soysal, 2018). Son olarak simdiki
caligmada, cebirin dogasi, matematik 6grenimindeki yeri ve 6nemi ile farkl: cebir
kazanimlar1 ve bu kazanimlarin farkl bilissel istem diizeylerini icermesi de dikkate
alinarak, matematik dgretim programlarinin Cebir Ogrenme Alaninda yer alan
kazanimlarin biligsel istem diizeyleri incelenmistir. Bu anlamda da simdiki ¢alis-
manin ilgili literatiire farkli bir bakis agis1 saglayabilecegi ve buradan elde edilecek
sonuglarin diger 6grenme alanlar1 (6rnegin, geometri, 6l¢me) icin de iyi bir zemin
olusturabilecegi diigiiniilmektedir. Bu baglamda simdiki ¢aligmada asagidaki alt
problemlere cevap aranmigtir:

1. 2005, 2009, 2013 ve 2018 ortaokul matematik dersi 6gretim programlarinin
6., 7. ve 8. sinif cebir 6grenme alanlarindaki kazanimlarin biligsel istem diizeyleri
nasildir?

2. 2005, 2009, 2013 ve 2018 ortaokul matematik dersi 6gretim programlarinin
6., 7. ve 8. siif cebir 6grenme alanlarindaki kazanimlarin biligsel istem diizeyleri-
nin egilimi nasildir?

YONTEM

Bu béliim, aragtirma deseni, veri toplama araglari, verilerin analizi ve siireci ve
¢aligmanin giivenirligi alt basliklarini icermektedir.

Arastirma Deseni

Bu ¢aligmada, nitel arastirma yontemlerinden dokiiman incelemesi yontemi
kullanilmistir. Dokiiman incelemesi, arastirilmasi amaglanan olgu veya olgulara
yonelik bilgi igeren yazili materyallerin analizini igeren bir veri toplama yontemi-
dir (Yildirim ve Simgek, 2013). Bu kapsamda simdiki ¢alismada, 2005, 2009, 2013
ve 2018 ortaokul matematik dersi 6gretim programlarinin cebir 6grenme alaninda
yer alan 6., 7. ve 8. sinif kazanimlarinin bilissel istem diizeyleri incelenmistir. 2005
ve 2009 matematik dersi 6gretim programlarinda 5. sinif ilkokul diizeyinde yer
aldig1 i¢in bu ¢aligmaya dahil edilmemistir.
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Veri Toplama Araclari

Aragtirmada amagl 6rneklem yontemlerinden “6l¢iit 6rnekleme” yontemi kul-
lanilmistir. Olgiit 6rnekleme yonteminin tagidigi temel fikir, daha énceden belir-
lenmis bir seri 6l¢iitii kargilayan biitiin durumlarin, arastirma siirecine dahil edil-
mesidir. Burada ifade edilen ol¢iit/ol¢iitler arastirmaci/arastirmacilar tarafindan
belirlenebilir (Creswell, 2012). Bu baglamda bu aragtirmada, 6gretim programi ve
sinif olmak tizere iki temel ol¢iit belirlenmistir. Belirlenen bu temel dl¢iitler dog-
rultusunda, éncelikle 2005, 2009, 2013 ve 2018 yillarinda giincellenen Ilkégretim
Matematik Dersi Ogretim Programlarina gore hazirlanmug, cebir §grenme alanina
dair kazanimlar simdiki ¢aligmada ele alinmistir. Bu dogrultuda 6., 7. ve 8. sinif
cebir 6grenme alaninda yer alan kazanimlarin hedefledigi biligsel istem diizeyleri-
ne iligkin 5 matematik egitimi uzmanindan gelen doniitler incelenmistir. Ayrica,
arastirmada incelenen kazanimlar Tablo 1'de sunulmustur.

Tablo 1. Aragtirma Kapsaminda Incelenen Cebir Ogrenme Alaninda Yer Alan
Kazanim Frekanslar1

Rnaliz Cergevesi

Bu ¢alismada kullanilan biligsel istem diizeyleri analiz ¢ercevesi, Quasar (Amp-
lifying Student Achievement and Reasoning) proje ¢alismasi sonucu ortaya ko-
nulmugtur (Stein ve Smith, 1998). Proje kapsaminda, matematik ders kitaplarinda
bulunan gorevlerin ve sinif uygulamalarinda kullanilan etkinliklerin incelenmesi
adina bilissel istem diizeylerine dair analiz ¢ergevesi olusturulmugtur. Akabinde
analiz cergevesi Stein vd. (2000) aragtirmacilari tarafindan glincellenmistir. Bu ger-
ceve, matematiksel olarak diigiinme diizeylerini kapsamakta ve bir matematiksel
soru/problemin ¢6ziim siirecinin tamamlanmasinda gerekli goriilen diisiinme dii-
zeyleri ve bicimlerini ifade etmektedir (Stein vd., 2000). Caligmada bilissel istem,
matematiksel gorevlerin (soru, problem vs.) tamamlanmasinda kullanilan diisiin-
me siirecinin tiirleri olarak siniflandirilmistir (Stein vd., 2000). Matematiksel kav-
ramlarin, iligkilerin ve matematiksel yapilarin daha iyi anlagilmasinin tist diizey bi-
ligsel istem gerektiren gorevlerle miimkiin olabilecegini savunan (Stein vd., 2000)
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caligmada, bilissel istem diizeyleri kendi igerisinde diisiik ve yiiksek olmak tizere
iki alt kategoriye ayrilmistir. Ezberleme ve iliskilendirmeye dayanmayan islemler
diizeyleri diisiik, iliskilendirmeye dayanan ve matematik yapma diizeyleri ise yiik-
sek bilissel istem diizeyi olarak ele alinmistir. ifade edilen biligsel istem diizeyleri
ile icerdikleri 6zellikler Tablo 2'de ve her bir bilissel istem diizeyine dair kazanim
ornekleri ise gerekeeleriyle Tablo 3’te sunulmustur.

Verilerin Analizi ve Sireci

Bu ¢aligmadaki temel analiz birimi, cebir 6grenme alaninda yer alan kazanim-
lardir. Veriler, igerik analizi yontemi ile analiz edilmistir. Icerik analizi, aragtirmada
incelenen nitel verilerden sonug elde etmek amaciyla kullanilan analiz yontemle-
rinden biridir ve igerik analizinde, amag toplanan verileri agiklayabilecek kavram-
lara ve iligkilere ulasmaktir (Yildirim ve §imsek, 2013). Bu baglamda bu ¢aligmada,
analiz siireci 4 asamadan olugmaktadir (bkz. Sekil 1).

Sekil 1. Analiz siirecinin agsamalar1

Analiz siirecinin ilk agamasinda, matematik 6gretim programlarinda yer alan
6, 7 ve 8. sinif cebir kazanimlarinin hedefledikleri biligsel istem diizeyleri, Stein
ve Smith’in (1998) tarafindan olusturulan ve daha sonra Stein vd. (2000)’in giin-
celledigi biligsel istem diizeyleri analiz ¢ergevesi kullanilarak analiz edilmistir. Bu
gerceve baglaminda, cebir kazanimlarinin ¢ikabilecekleri biligsel istem diizeyleri,
ezberleme (D-E), iliskilendirmeye dayanmayan iglemler (D-I), iliskilendirmeye
dayanan islemler (Y-I) ve matematik yapma (Y-M) seklinde kodlara ayrilmistir.

Analiz stirecinin ikinci agamasinda, kazanimlarin ¢ikabilecekleri bilissel istem
diizeylerinin belirlenmesi amaciyla, 2005, 2009, 2013 ve 2018 6gretim program-
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larinin 6, 7 ve 8. siuf cebir 6grenme alanina dair kazanimlar, alaninda uzman 5
aragtirmacitya gonderilerek, her bir uzman tarafindan kazanimlarin ¢ikabilecek-
leri biligsel istem diizeyleri gerekeeleriyle sunulmustur. Analiz siirecinin {i¢iin-
cii asamasinda, uzmanlardan gelen cevaplarin karsilastirilmasi yapilarak her bir
kazanimin ¢ikabilecegi en yiiksek biligsel istem diizeyi belirlenmigtir (bkz. Tablo
4). Uzmanlardan gelen kazanimlarin biligsel istem diizeylerinin belirlenmesi asa-
masinda, aragtirmaci ve 5 uzmanin kodlamalarina binaen, her bir kazanim i¢in
¢ogunlukla en az altida dortliik bir uzlasma diizeyi esas alinmistir. Kazanimlarin
sadece 3’1 hari¢ tamaminda en az altida dortliik bir uzlagiyla kazanimin ¢ikabile-
cegi en st biligsel istem diizeyi belirlenmistir. Diger ti¢ kazanimda ise altida tigliik
bir uzlast olusmustur. Arastirmaci bu durumu ikinci aragtirmaciyla miizakere ede-
rek kazanimlarin kodlama siirecini tamamlamistir. Ornegin, 2005 ve 2009 dgretim
programinda yer alan “6zel say1 6riintiilerinde sayilar arasindaki iliskileri agiklar”
kazanimi uzmanlar ve aragtirmaci tarafindan altida ticlitkk oraninda iliskilendirme-
ye dayanan iglemler diizeyinde (Y-), altida iki oraninda matematik yapma (Y-M)
ve altida birlik oraninda iliskilendirmeye dayanmayan islemler diizeyinde (D-I)
kodlanmistir. Mevcut ¢alismadaki arastirmacilar, 6riintiiler arasindaki iliskinin
belirlenmesinin, iligkilerin kurulmas: ve bunun ifade edilmesinin ayrica biligsel
caba gerektirmesi ve oriintillerin icerdigi ¢oklu gosterimler arasindaki iligkilerin
belirlenmesini gerektirmesinden dolay: iliskilendirmeye dayanan islemler diize-
yine ¢ikabilecek bir kazanim olarak kodlanmasina karar vermislerdir. Analiz sii-
recinin son agamasinda, her bir kazanimin ¢ikabilecegi bilissel istem diizeyinin
belirlenmesinin ardindan, ilk olarak her bir 6gretim programinda 6, 7 ve 8 sinif
kazanimlariin yer alma oranlari (6r; 2005 6gretim programinda 6.sinif kazanim-
larinin yer alma orani %19) belirlenmistir. Akabinde 6gretim programlarinin 6, 7
ve 8. sinif seviyelerinde yer alan kazanimlarin, her bir biligsel istem diizeyine dair
frekanslar1 belirlenmistir (6r; 2009 6gretim programi 7.suuf seviyesinde, 3 tane
iliskilendirmeye dayanmayan islemler diizeyi ve 6 tane iligskilendirmeye dayayan
islemler diizeyi kazanimlarini icermektedir.) Son olarak, her bir 6gretim progra-
minin toplamda igerdigi cebir kazanimlarinin, biligsel istem diizeylerine dair oran-
lar hesaplanmigtir (61; 2013 matematik dersi 6gretim programi toplamda %38 ora-
ninda iliskilendirmeye dayanmayan islemler diizeyinde kazanim icermektedir).
Ttim bu frekans ve oran belirleme islemlerinin ardindan genel durum Tablo 5'te
sunulmustur.

https:/doi.org/10.7822/omuefd.1073649 d



Ortaokul Matematik Dersi Ogretim Programlari Cebir Ogrenme Alanindaki ...

Tablo 2. Bilissel istem Diizeyleri Analiz Cergevesi

Diisiik Diizey Istem Kodlar:

1.1. Onceden Ggrenilen bilgi, kural, formiil veya tanimlarin hatirlanmas

1.2. Coziim asamasinda uygulanacak bir yontem veya islem gerektirmediginden, bir

stmirliliklar: (eksiklikleri) inceleme

4.6. Fazladan bilissel ¢caba gerektirmesi

2
R ~
5 ry | yontem veya islemin kullamlmamas:
Q '§ 1.3. Onceden 6grenilen bilgi, kural, formiil veya tamimlarin tekrari. Hatirlanilmasi
N S g g Yy
S 'S | ve tekrarlanmas: gereken bilgiyle ne yapilmasinin istendigi ve ne olusturulacag: belli
§ 8 | olmast ve burada bir belirsizligin olmamasi
Llrj 1.4. Hatirlanlmas: ve tekrar edilmesi gereken bilgi, kural, formiil veya tanimlarin
temelinde yatan anlamlarla iliskilendirmeyi gerektirecek bir durumun olmamasi
s = 2.1. Algoritmik islemler icermesi. Coziim siirecinde uygulanmas: gereken bir islem
§\ N vardir. Islemin kullaniminin acik¢a belirtilmesi, énceden yapilan egitimler ve uygu-
S 5 — | lamalardan veya gérevin bulundugu yerden anlasilmast durumu
28 Z 2.2. Gorevin tam olarak gereklestirilebilmesi icin sinirl bilissel diisiinmenin gerekli
VR 3
S § 3 olmasi
S QS
= w2 \Q_, 2.3. Ne yapilmasinin istendigi veya nasil yapilacagr konusunda kiigiik belirsizliklerin
§ § olmasi
"‘é g 2.4. Matematiksel anlama ve diisiinmeyi gelistirmek yerine, tanim ve islemlerin uy-
IS gulanmasiyla dogru cevabin bulunmasina odaklanilmas:
Yiiksek Diizey Istem Kodlar
& 3.1. Matematiksel kavramlarin ve fikirlerin derinlemesine anlamlandirilmasina im-
S “Z‘\ kan vermesi
% S ”T\ 3.2. Kavramsal fikirler ile baglantilar kurduran genel islemleri takip edebilecek gizli
Qg 5 e~ ya da agik yollar 6nermesi
= \
-'-§ § '§ 3.3. Coklu temsillerin kullamimas: (diyagram, grafik, manipiilatif, semboller, cebirsel
5= E“_{ vb) ve bu farkli temsiller arasinda iliskilerin kurulmast
= =
= S 3.4. Kavramsal fikirler ve altinda yatan nedenleri belirlemek icin bilissel ¢aba gos-
~ termeye yonlendirme
4.1. Algoritmalarla ¢oziilemeyen, agik yonergeleri olmayan karmagik durumlar: ve
= bunlarin diisiiniilmesi
)
X 4.2. Matematiksel kavramlar, siireglerin veya iliskilerin dogasini anlama
% FE\ 4.3. Oz-yonetme ve oz-diizenlemeyi icermesi
i - 4.4. Gegerli ve uygun bilgiye erisme ve bunlar: gorevler boyunca kullanma (arastirma
S [N H
=g |proe)
':§ E 4.5. Gorevleri analiz etme, verilen bir gorevdeki olasi ¢6ziim ve stratejileri icerecek
(3 N—
N
X
=

4.7. Coziim siirecinin yapisinin tahmin edilemeyen yontem ve yollart icermesinden
dolay, ogrencilerde zihinsel kargasa ve kaygiya neden olmast
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Tablo 3. Uzmanlar Tarafindan Farkli Biligsel Istem Diizeylerinde Ele Alinan
Cebir Ogrenme Alaninda Yer Alan Kazanimlar
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Calismanin Givenirligi

Nitel bir aragtirmada giivenirlik, elde edilen veriler ve ulagilan sonuglar verildi-
ginde mevcut arastirmacilar diginda bir bagkasinin da bu sonu¢lardan anlam ¢ika-
rabilmesiyle ilgilidir. Burada tizerinde durulmasi gereken nokta tekrar edilebilirlik
degil, sonuglarin verilerle tutarliiginin saglanmasidir (Merriam ve Tisdell, 2016).
Bu noktada mevcut ¢alismada giivenilirligi arttirmak i¢in akran degerlendirme-
si yontemi kullanilmigtir. Akran degerlendirmesi, bulgular1 gézden gegirmek igin
birden fazla uzmanin kullanilmasidir (Patton, 2015, s. 957). Analiz birimleri be-
lirlendikten sonra, 5 uzmanin, verilerin tamamini bagimsiz bir sekilde kodlamas:
ve sonrasinda da ilgili kodlarin, kodlayicilar arasi giivenirligin belirlenmesi icin
karsilastirilmas: gerekmektedir (Huckin, 2004, s. 18). Kazanimlarin biligsel istem
diizeyinin belirlenmesinde uzmanlar arasindaki kodlama uyumu, bu iki kodlama
arasinda uyumlu olan kodlarin sayisinin uyumlu olan ve olmayanlarin sayilarinin
toplamina boliinerek ve sonrada 100 ile carpilarak bulunmugtur. Bu hesaplamanin
sonucunda, %82 oraninda bir tutarlilik hesaplanmigtir. Bu veriler, kategorilerin gii-
venilir sekilde olusturuldugunu gostermektedir (bkz. Miles ve Huberman, 2015).

Etik Kurul izin Bilgileri

Yapilan bu ¢alismada “Yitksekogretim Kurumlar: Bilimsel Arastirma ve Yayin
Etigi Yonergesi” kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur.

Etik Degerlendirmeyi Yapan Kurul Adi: Mug Alparslan Universitesi
Etik Degerlendirme Kararinin Tarihi: 29.05.2020
Etik Degerlendirme Belgesi Say1 Numaras:: E.6003

Bu ¢alisma, birinci yazarin ikinci yazarin danigmanliginda tamamladig dokto-
ra tezinden iiretilmigtir.

BULGULAR
Bulgular, aragtirma problemleri dogrultusunda sunulmustur.
Ogretim Programlarna iliskin Bulgular
Bu boéliimde, ilkemizde 2005, 2009, 2013 ve 2018 6gretim programlarinin 6, 7
ve 8. siuf diizeyleri i¢in cebir alt 6grenme alanina dair olusturulan kazanimlarin

Ogretim programlar1 boyunca durumlari ve bu kazanimlarin biligsel istem diizey-
leri incelenmistir.
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2005, 2009, 2013 ve 2018 Ogretim Programlarinin Cebir Ogrenme Alanin-
da Yer Alan Kazanimlarin Durumu ve Biligsel istem Diizeyleri

Bu boliim 6gretim programlarinin cebir 6grenme alanina dair kazanimlarin
durumu ve biligsel istem diizeylerinin incelenmesini icermektedir.

Tablo 4. 2005, 2009, 2013 ve 2018 Ogretim Programlarinin Cebir Ogrenme
Alaninda Yer Alan Kazanimlarin Sinif Seviyesine Gére Hedefledigi En Ust Biligsel
Istem Diizeyi

https:/doi.org/10.7822/omuefd.1073649 d



Ortaokul Matematik Dersi Ogretim Programlari Cebir Ogrenme Alanindaki ...

OMU EFD, 2022, Cilt 41, Sayt 1, Sayfa:223-274



Semra POLAT, Yiiksel DEDE Sy

*Arastirmaci ve uzmanlar tarafindan kodlama siirecinde altida tigliik oraninda
uzlasi saglanan kazanim.

Diger kazanimlarin tamami en az %70’lik bir uzlasiyla belirtilen bilissel istem
diizeylerine gore kodlanmuistir.
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Yukarida verilen Tablo 4’te 2005, 2009, 2013 ve 2018 yillarina ait 6gretim prog-
ramlarinda yer alan kazanimlar sinif diizeyine gore verilmistir. Yillara gore sirasty-
la her bir 6gretim programinda 31, 28, 26, 25 kazanim yer almaktadir. Toplamda
110 kazanimin oldugu Tablo 4 incelendiginde tiim 6gretim programlarinda yer
alan ortak kazanim sayisinin 13 (%12) oldugu belirlenmistir. Toplam kazanimlarin
7’sinin (%6) 6gretim programlarinin birinde yer aldig1 goriilmektedir. Yillara bagh
olarak 2005’ten gliniimiize kazanim sayisinda ve igerikte baz1 degisikliklerin oldu-
gu gorlilmektedir. Kazanim sayisinin giiniimiize dogru azaldigi ve bazi kazanimla-
rin farkli sinif seviyelerine aktarildigi ya da nispeten kiigiik degisiklere ugradig an-
lagtimaktadir. Ornegin; “Say1 oriintiilerini modelleyerek bu &riintiilerdeki iligkiyi
harflerle ifade eder (2009)” kazanimi 2018 6gretim programinda “Say: driintiileri-
nin kuralini harfle ifade eder, kurali harfle ifade edilen 6riintiiniin istenilen terimi-
ni bulur” seklinde verilmistir. Iki kazanim incelendiginde 2009 kazanimina “kurali
harfle ifade edilen 6riintiiniin istenilen terimini bulur” ifadesi eklenerek 2018 6g-
retim programinda yer aldig1 gortilmektedir. Bu tarz temel igerigi degismeyecegi
sekilde bazi diizenlemelerin yapildig1 kazanimlar, temelde benzer olduklar: i¢in
ilgili olduklar1 6gretim programlarinin belirtilmesi sartiyla bir arada verilmistir.

Kazanimlar ac¢isindan benzerlik yasayan 6gretim programlarinin 2005, 2009
ve 2013, 2018 oldugu goriilmektedir. 2005 ve 2009 6gretim programlarinin igerik
acisindan cok fazla degisiklige ugramadigi 2005 6gretim programinda yer alan 31
kazanimin %77 (24)’nin 2009 6gretim programinda da yer aldig: tespit edilmis-
tir. Benzer sekilde 2013 6gretim programinda yer alan 26 kazanimin %81 (22)nin
2018 6gretim programinda oldugu belirlenmistir.

2005, 2009, 2013 ve 2018 Ogretim Programlarmmin Cebir Ogrenme
Alaninda Yer Alan Kazanimlarin Biligsel Istem Diizeylerinin Egilimi

Bu boliimde 6gretim programlarinda yer alan kazanimlarin sinif seviyesine ve
Ogretim programina gore frekans ve biligsel istem durumlarinin nasil bir egilim
gosterdigi incelenmistir.
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Tablo 5. 2005, 2009, 2013 ve 2018 Ogretim Programlarinin Cebir Ogrenme
Alaninda Yer Alan Kazanimlarin Bilissel istem Diizey Frekanslarinin Egilimi

Yukarida verilen Tablo 5 incelendiginde cebir kazanimlarinin biligsel istem
durumlarinin 6gretim programi ve sinif seviyesine dayali olarak, frekans/ytizde
stkliklarinin verildigi gorillmektedir. Ogretim programlarinda yer alan kazanimla-
rin sinif seviyesi bazinda dagilimlari incelendiginde, 6. sinif kazanim oranlarinin
diger sinif diizeylerine kiyasla en diisiik oranlara (sirasiyla, %19, %21, %27, %24)
sahip oldugu goériilmektedir. Diger sinif diizeyleri incelendiginde 7. sinif ve 8. sinif
kazanim oranlarinin sirastyla en yiiksek 2005 ve 2009, en diisiik ise 2013 ve 2018
Ogretim programlarin da yer aldig1 goriilmektedir.
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Sekil 2. Cebir kazanimlarinin bilissel istem diizeyleri agisindan matematik
Ogretim programlarinda yer alma oranlari

Ogretim programlarinda yer alan kazanimlarin bilisel istem diizeyleri incelen-
diginde ise biitiin 6gretim programlarinda en az oranin ezberleme diizeyinde (D-
E), en yiiksek oranin ise iligkilendirmeye dayanan islemler diizeyinde (Y-I) oldugu
tespit edilmistir. Matematik yapma diizeyinin (Y-M) biitiin 6gretim programlarin-
da en diisiik oranli ikinci istem diizeyi oldugu ve iligkilendirmeye dayanan iglemler
diizeyi (Y-1) ile iligkilendirmeye dayanmayan islemler diizeyinden (D-I) dikkat ce-
kecek sekilde daha az orana sahip oldugu gériilmektedir. iliskilendirmeye dayan-
mayan islemler diizeyi (D-I) kazanimlarina genel olarak bakildiginda dikkat gekici
bir degisime ugramadig: (sirasiyla, %39-%35-%38-%36), %35-%39 araliginda yer
aldig1 gortilmektedir. Diger acidan iligkilendirmeye dayanan islemler diizeyi ka-
zanmimlarinin (Y-I) genel olarak %50-%57 araliginda oldugu ve matematik yapma
diizeyi kazanimlarmin (Y-M) oraninda (sirasiyla, %6-%4-%12-%12) giiniimiize
dogru artis oldugu belirlenmigtir.

Sekil 3. 6. Sinif cebir kazanimlarimin biligsel istem diizeyleri agisindan mate-
matik 6gretim programlarinda yer alma frekanslar

Ogretim programlarina gore 6. sinif diizeyi agisindan kazanimlarin yer alma
frekanslari1 incelendiginde; ezberleme diizeyindeki (D-E) kazanimlara hi¢ yer ve-
rilmedigi goérilmektedir. 6. sinifta iliskilendirmeye dayanmayan islemler diizeyi
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(D-1) kazanim frekanslarinda 6gretim programlarina gére nerdeyse degisikligin
olmadig (sirastyla her bir 6gretim programu icin frekanslar, 2-2-3-2) belirlenmis-
tir. Diger acidan 6.sinif iligkilendirmeye dayanan islemler diizeyi kazanimlarinin
(Y-1) genel olarak 3-4 frekansinda oldugu ve matematik yapma diizeyi kazanimla-
rma (Y-M) (strastyla her bir 6gretim programi i¢in frekanslar, 1-1-0-0) giiniimiize
dogru tamamen yer verilmedigi belirlenmistir.

Sekil 4. 7. Smuf cebir kazanimlarimin biligsel istem diizeyleri agisindan mate-
matik 6gretim programlarinda yer alma frekanslar

Ogretim programlarina gore 7. simif sinif diizeyi agisindan cebir kazanimlarin
yer alma frekanslar1 incelendiginde; ezberleme diizeyindeki (D-E) kazanimlara 7.
sinif seviyesinde ¢ok az ya da hi¢ yer verilmedigi (sirasiyla her bir 6gretim progra-
mu i¢in frekanslar, 1-1-0-0) goriilmektedir. 7. sinifta iligkilendirmeye dayanmayan
islemler diizeyi (D-1) kazanimlarinin égretim programlarina gore cogunlukla 4-5
frekansinda oldugu (sirastyla her bir 6gretim programu igin frekanslar, 5-3-4-5) be-
lirlenmistir. Diger agidan iligkilendirmeye dayanan islemler diizeyi kazanimlarinin
(Y-I) 2005, 2009 6gretim programlarinda en yiiksek frekansta yer aldig1 (sirasiy-
la her bir 6gretim programu i¢in frekanslar, 6-6-4-5) ve matematik yapma diizeyi
kazanimlarina (Y-M) (swrastyla her bir 6gretim programu igin frekanslar, 1-0-0-0)
2005 sonrasi tamamen yer verilmedigi belirlenmistir.

Sekil 5. 8. Smif cebir kazanimlarimin biligsel istem diizeyleri acisindan mate-
matik 6gretim programlarinda yer alma frekanslari
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Ogretim programlarina gore 8. sinif diizeyi agisindan kazanimlarin yer alma
frekanslari incelendiginde; ezberleme diizeyindeki (D-E) kazanimlara 8. sinif sevi-
yesinde yer verilmedigi goriilmektedir. iligkilendirmeye dayanmayan islemler dii-
zeyi (D-I) kazanim frekanslarinda 2009 6gretim programi sonrasinda daha diigitk
frekanslarda verildigi (sirastyla her bir 6gretim programu icin frekanslar, 5-5-3-2)
belirlenmistir. Diger agidan iligkilendirmeye dayanan islemler diizeyi kazanimlari-
nin (Y-1) 2005, 2009 6gretim programlarinda en yiiksek frekansta yer aldig (sira-
styla her bir 6gretim programu i¢in frekanslar, 7-7-5-4) ve matematik yapma diizeyi
kazanimlarimin (Y-M) (sirastyla her bir 6gretim programu i¢in frekanslar, 0-0-0-3)
2013 sonrast yer aldig1 belirlenmistir.

TARTISMA

Bu ¢alismada, matematik 6gretim programlarinin 6, 7 ve 8. sinif seviyesindeki
cebir 6grenme alaninda yer alan cebir kazanimlarimin biligsel istem diizeyleri in-
celenmistir. Caligmada yapilan analiz sonuclarina dayali olarak tartigma kismu iki
alt bashik altinda sunulmugtur: kazanimlarin durumu ve bilissel istem diizeyleri
ila kazanimlarin bilissel istem diizeylerinin sinif ve 6gretim programi baglaminda
egilimi.

Kazanimlarin Durumu ve Biligsel istem Diizeyleri

Kazanimlarin biligsel istem durumlarinin 6gretim programi ve sinif seviyesi-
ne dayali olarak, frekans/yiizde durumlar1 degerlendirildiginde 6. sinif kazanim
oranlarinin diger sinif diizeylerine kiyasla en diisiik oranlara (%19, %21, %27,
%24) sahip oldugu goriilmektedir. Bu durumun, 6. sinifin ortaokul seviyesinin ilk
agamasi olarak gorildiigii ve bu sinif seviyesinde yogun bir programin olmasinin
istenmemesinden kaynakli olabilecegi sdylenebilir. Diger agidan 2005 ve 2009 6¢-
retim programlarinin uygulandig: donemlerde cebir 6gretiminin 6. siuf diizeyin-
de verildigi goz oniine alindiginda, 6. sinif giris siirecinden 8. sinif diizeyine dogru
gitgide artan kazanimlarla verilmeye ¢aligilmasi amaglanmis olabilir. Diger simif
diizeyleri incelendiginde 7. sinif ve 8. sinif kazanim oranlarinin sirasiyla en yiik-
sek 2005 ve 2009, en diisiik ise 2013 ve 2018 6gretim programlarin da yer aldig
gorilmektedir. Bu durumun, 6grenci merkezli yaklagimlara gegiste 2005 ve 2009
Ogretim programlarinin giincellenmesi ve muhakeme, analiz, yorumlama, mate-
matiksel iligkilendirme gibi matematiksel becerilerin gelisiminin amag¢lanmasina
tist diizeyde bir 6nem verilmesinin bir neticesi oldugu soylenebilir. Diger 6gre-
tim programlarinda da bu beceriler 6nem arz etmekte fakat 2005 ve 2009 6gretim
programlarinin ilk giincellenen 6gretim programlari olmasi bakimindan, gerek
Ogretim programlarinda yer verilen vurgular, gerek 6grenci merkezli yaklagima
uygun etkinlik drnekleri ve materyaller gibi detayli bir 6gretim yaklagimini iger-
meleri ayrica dikkat cekmektedir. Diger agidan kazanimlarin iligkilendirmeye da-
yanmayan iglemler diizeyi (D-1) ve iligkilendirmeye dayanan islemler diizeyinde
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(Y-1) daha fazla yer aldiklar1 gériilmektedir. Bu durum 2005 6gretim programina
gore 6, 7 ve 8. siif cebir kazanimlarinin bilissel istem durumlarini inceleyen ¢a-
lisma sonuglariyla uyumludur. Nitekim bir ¢aligmada, anlama ve uygulama yapma
diizeylerinin agirlikli oldugu belirlenmistir (Bekdemir ve Selim, 2008). Bir diger
2017 dgretim programina gore matematik kazanimlarini ele alan aragtirmada (Ce-
lik vd., 2018), cebir kazanimlarinin toplamda %80 oraninda anlama ve uygulama
basamaklarinda oldugu tespit edilmistir. Dolayisiyla bir cok ¢alismada benzer du-
rumlarin ortaya ¢ikmas: dikkat ¢ekicidir.

6. sinif diizeyinde yer alan kazanimlar incelendiginde kazanimlarin en az yari-
stnin iliskilendirmeye dayanan islemler diizeyi (Y-I) olarak belirlendigi goriilmek-
tedir (bkz. Tablo 5). Bu baglamda 6. sinif ders kitaplarinda yer alan gérevlerin bilis-
sel istem durumlarinin, kazanimlarin ¢ikabilecegi en iist biligsel istem diizeyleriyle
paralel olacak sekilde yer alabilecegi séylenebilir. Buna paralel olarak, 6gretim
programlarinin 6. sinif diizeyinde yer alan kazanimlari incelendiginde ise matema-
tik yapma diizeyinde kazanimlarin sayisinin 3. sirada oldugu gortilmektedir (bkz.
Tablo 5). Dolayisiyla ders kitaplarinda bulunan gorevlerin bilissel istem diizeyinin,
kazanimlarin biligsel istem diizeyiyle uyum gosterebilecegi diistiniildigiinde, kaza-
nimlarin 6gretim faaliyetleri tizerindeki etkisi yeniden diistintilmelidir. Diger aci-
dan 6gretim programinda (MEB, 2005) bahsedilen; matematiksel kavram ve islem
bilgilerinin gelistirilmesinin yani sira, yorumlama, problem ¢6zebilme, muhakeme
etme, akil yiirtitme ve iliski kurabilme gibi becerilerin kazandirilmasinda, 6gretim
programlarinda yiiksek diizey biligsel istem diizeyinde kazanimlara yer verilmesi-
nin etki edebilecegi s6ylenebilir.

Ogretim programlarinin 7. sinif diizeyinde yer alan kazanimlarina bakildigin-
da, iliskilendirmeye dayanan islemler diizeyi (Y-I) kazanimlarinin en yiiksek ya da
iliskilendirmeye dayanmayan islemler diizeyi (D-1) ile esit sayida yer aldig1 (bkz.
Tablo 5) belirlenmistir. 2005 6gretim programinda yer alan 7. sinif kazanimlar
incelendiginde, 6 tane diisiik biligsel istem diizeyinde, 7 tane yiiksek biligsel istem
diizeyinde kazanimin yer aldig1 ortaya konulmustur. Kazanimlarin biligsel istem
durumlar1 géz 6niine alindiginda, bu 6gretim programina gore yazilan ders ki-
taplarinin icerdikleri matematisel gorevlerin biligsel istem durumlarinin benzer
durumu yansitmasi sasirtici olmayabilir. 2013 6gretim programindaki kazanim-
lar1, PISA biligsel istem diizeylerine gére inceleyen caligmada da (Iseri, 2017) ka-
zanimlarin bilme, kavrama ve uygulama diizeylerinde yogunlastig1 belirtilmistir.
Diger agidan, 2009 6gretim programinda yer alan 7. sinif kazanimlarinin biligsel
istem diizey frekanslarina (1-3-6-0) bakildiginda, en fazla iliskilendirmeye daya-
nan iglemler diizeyi (Y-I) kazanimlarina yer verildigi gériilmektedir. Bu durumun
2009 6gretim programinin benimsedigi yaklasimlardan 6tiirii oldugu sdylenebilir.
Diger agidan 2013 ve 2018 6gretim programindaki 7. sinif kazanimlarinin biligsel
istem diizeyi frekanslari [sirasiyla iki 6gretim programinda her bir biligsel talep
diizeyi icin frekanslar, (0-4-4-0), (0-5-5-0)] incelendiginde, ezberleme ve mate-
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matik yapma diizeyinde kazanimlara yer verilmemesi dikkat cekmektedir. Mevcut
caligmanin sonuglarina paralel olacak sekilde, 2013 matematik 6gretim programi
kazanimlarimin incelendigi ¢alismada, kazanimlar biligsel siire¢ boyutu agisindan
incelenmis ve bilissel siire¢ boyutunun st basamaklarinda yer alan kazanimlarin
diger basamaklara gore az oldugu tespit edilmistir (Kablan vd., 2013).Diger bir
acidan mevcut bulgular, 6gretim programindaki kazanimlarin, genelleme yapma,
muhakeme etme, kesfetme, cebirsel iligkiler kurma gibi iist diizey cebirsel diisiin-
me becerilerini gelistirmede eksik kaldigin1 gostermektedir. Ogretim programla-
rinin yiiksek seviyede biligsel istem diizeyiyle mesgul etmeyi amaglamasinin, 6g-
rencilerin; matematiksel siire¢ ve kavramlarin dogasini anlamlandirmalar1 ve bu
anlamlandirma araciligiyla daha derin ve yaratici diisiinmelerini gelistirilebilecek-
leri (Stein vd., 2000) disiiniildiigiinde kazanimlarin bilissel istem durumlarinin
yeniden gozden gegirilmesi faydal: olabilir.

2005 ve 2009 6gretim programlarinin 8. sinif kazanimlarina bakildiginda daha
¢ok yiiksek biligsel istem diizeyinde (sirasiyla, 0-5-7-0) olduklar1 ve diger sinif se-
viyelerine benzer sekilde, ezberleme ve matematik yapma diizeylerinde kazanim
icermedikleri gorillmektedir. Diger agidan 2013 ve 2018 6gretim programlarindaki
8. sinif kazanimlarinin biligsel istem durumu incelendiginde [sirastyla iki 6gretim
programinda her bir biligsel talep diizeyi igin frekanslar (0-3-5-3), (0-2-4-3)] ¢o-
gunlukla iligkilendirmeye dayanan islemler diizeyi (Y-I) ve matematik yapma (Y-
M) diizeyinde kazanimlar olduklar: belirlenmistir.

Kazanimlarin Biligsel istem Diizeylerinin Sinif ve Ogretim Programi Bag-
laminda EGilimi

Ogretim programlarinda 6. sinif cebir 6grenme alaninda yer alan kazanimlar
Ogretim programlar1 bazinda analiz edildiginde, iliskilendirmeye dayanmayan
islemler diizeyi (D-I) kazanimlarin sayisinda dikkat ¢ceken bir degisikligin oldu-
gu sOylenemez (sirasiyla her bir 6gretim programu igin frekanslar, 2-2-3-2). Di-
ger agidan 2013 ve 2018 ogretim programlarinda yer alan 6. sinif kazanimlarinin
cikabilecekleri biligsel istem diizeyleri incelendiginde, ezberleme ve matematik
yapma bilissel istem diizeyinde kazanimin yer almamasi, dikkat ¢eken bir diger
durumdur. Diger agidan 6.sinif iligkilendirmeye dayanan islemler diizeyi kazanim-
larinin (Y-1) genel olarak 3-4 frekansinda oldugu ve matematik yapma diizeyi ka-
zanimlaria (Y-M) (sirastyla her bir 6gretim programu icin frekanslar, 1-1-0-0) ise
giiniimiize dogru tamamen yer verilmedigi belirlenmistir. Dolayisiyla bu durum,
Ogretim programlarindaki kazanimlardan etkilenebilecek ders kitaplarindaki go-
revlerin biligsel istem diizey oranlarinin, kazanimlara dogrudan bagl olabilecegini
de gosterebilir. Bu durum 6. sinif matematik 6gretim programlarina, matematik
yapma diizeyinde kazanimin eklenmesi, ders kitaplar1 aracilifiyla 6grencilerin
yiiksek diizey biligsel istem diizeyine sahip gorevlerle mesgul olmasi agisindan fay-
dal1 olabilir.
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Ogretim programlarina gére 7. sinif diizeyi cebir kazanimlarinin biligsel istem
diizeyi frekanslar1 incelendiginde; ezberleme diizeyindeki (D-E) kazanimlara 7.
sinif seviyesinde ¢ok az ya da hig yer verilmedigi (sirasiyla her bir 6gretim progra-
mu i¢in frekanslar, 1-1-0-0) gortilmektedir. 7. sinifta iligkilendirmeye dayanmayan
islemler diizeyi (D-1) kazanimlarinin égretim programlarina gore cogunlukla 4-5
frekansinda oldugu (sirasiyla her bir 6gretim programu i¢in frekanslar, 5-3-4-5)
belirlenmistir. Benzer sekilde, 7. sinif kazanimlarinin uygulama diizeyinde yogun-
lagtigini tespit eden calisma sonuglar1 (Incikabi vd., 2016) elde edilmistir. Diger
agidan iligkilendirmeye dayanan islemler diizeyi kazanimlarinin (Y-1) 2005, 2009
Ogretim programlarinda en yiiksek frekansta yer aldig (sirasiyla her bir 6gretim
programiu icin frekanslar, 6-6-4-5) ve matematik yapma diizeyi kazanimlarina (Y-
M) (sirastyla her bir 6gretim programu i¢in frekanslar, 1-0-0-0) 2005 sonras: tama-
men yer verilmedigi belirlenmistir. Buradaki 2009 sonras: matematik yapma diize-
yinde kazanim sayisinin azaltilmasinin, yapilan akademik ¢aligmalar ve 6gretmen
goriismeleri sonucu, olduke¢a dolu oldugu diistiniilen 6gretim programinin, daha
az ve 0z bilgi vermesi amaciyla igeriginin sadelestirilmesinin (Egitim Bilisim Ag1
[EBA], 2013) bir neticesi oldugu soylenebilir.

Ogretim programlarina gore 8. sinif diizeyi agisindan kazanimlarin biligsel is-
tem diizeyi frekanslari incelendiginde; ezberleme diizeyindeki (D-E) kazanimlara
yer verilmedigi goriilmektedir. {liskilendirmeye dayanmayan iglemler diizeyi (D-1)
kazanim frekanslarinda 2009 6gretim programi sonrasinda daha diisiik frekans-
larda yer verildigi (sirasiyla her bir 6gretim programi i¢in frekanslar, 5-5-3-2) ve
iliskilendirmeye dayanan islemler diizeyi kazanimlarinin (Y-I) 2005, 2009 $gretim
programlarinda en yiiksek frekansta yer aldig: (sirastyla her bir 6gretim progra-
mu i¢in frekanslar, 7-7-5-4) goriilmektedir. Benzer sekilde 2005 ve 2013 6gretim
programlarindaki kazanimlarin durumunu inceleyen ¢alismada (Danisman ve Ka-
radag, 2015) 2009 sonrasi 6gretim programlarinda sadelestirmelere gidildigi belir-
lenmigtir. Dolayisiyla 6grencileri, ezbere yonlendiren yogun icerikli dersler yerine,
kavramsal anlamanin merkeze alindig1, kavramlar arasindaki iliskilerin incelendi-
¢i matematik derslerinin 6gretim siirecinde yer almasi 6nemli olmaktadir (Baki,
2008; Van de Walle, Karp, Bay-Williams, Wray ve Brown, 2019). Diger bir deyisle,
egitim-0gretim siirecinde amagclanan matematiksel diigiinme becerilerini gelistir-
mede bagar1 gosteremeyen 6gretim programlarinin (Berberoglu, Arikan, Demir-
tasly, Is Giizel ve Ozgen Tuncer, 2009) kazanim frekanslari azaltilarak, 6grencilerin
bilgilerini yapilandirmalarina ve {ist diizey diigiinme becerilerinin gelisimine ve
insa siireglerine daha fazla imkén taninacag séylenemez.

ILERI ARASTIRMALAR ICiN ONERILER

Simdiki ¢alismalarin bulgular: dikkate alindiginda; matematik 6gretim progra-
m1 hazirlayicilarinin, programlardaki kazanimlarin biligsel istem diizeylerini (her
sinif diizeyi icin de) dengeli olacak bicimde programa yansitmalar1 ve bilissel is-
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tem diizeyi yiiksek kazanimlara sadece 8. sinif yerine diger sinif diizeylerinde de
yer vermeleri burada onerilebilir. Ayrica, ilkokul ve lise matematik dersi 6gretim
programlarinin cebir ve diger 6grenme alanlarindaki kazanimlarin bilissel istem
diizeylerinin belirlenmesi de burada ileri arastirmalar icin 6nerilebilir. Bu baglam-
da simdiki ¢aligmanin, bu tiir ileri aragtirmalar i¢in iyi bir zemin olusturabilecegi
ve sonuglarinin da bu tiir ileri aragtirmalarin sonuglariyla kargilastirma yapma im-
kéni sunabilecegi de diisiiniilmektedir.

TESEKKUR VE AGIKLAMALAR

Bu ¢alismanin analiz siirecine katk: saglayan matematik egitimi uzmanlarina
tesekkiir ederiz.

Cikar Catismasi

Makalenin yazarlari arasinda, ¢aligma kapsaminda herhangi bir kisisel ve fi-
nansal ¢ikar catigmasi bulunmamaktadir.
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Katki Diizeyi: 1.Yazar: %60- 2. Yazar: %40
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TRENDS IN THE COGNITIVE DEMAND LEVELS OF THE ATTAINMENTS OF ALGEBRA
LEARNING DOMAIN IN THE MIDDLE SCHOOL MATHEMATICS CURRICULUM

ABSTRACT:

The purpose of this study using the document analysis method is to study the trends in
the cognitive demand levels of the attainments in the algebra learning domain of midd-
le school mathematics course curriculums. In this sense, in the current study, the atta-
inments of the algebra learning domain in the Grades 6-8 of four middle school mathe-
matics curricula developed in 2005, 2009, 2013, and 2018 were analyzed according to
content analysis by researchers and mathematics education experts. The analysis results
have pointed out that the attainments in the algebra learning domain vary according to
the curriculum and grade level of cognitive demands. Also, some suggestions have also
been made for further research based on the results.

Keywords: Algebra Learning Domain, Attainment, Cognitive Demand Level, Grade Le-
vel, Middle School Mathematics Curriculum.
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ORTAOKUL MATEMATIK DERSI OGRETIM PROGRAMLARI CEBIR OGRENME
ALANINDAKI KAZANIMLARIN BILISSEL ISTEM DUZEYLERINDEKI EGILIMLER

0z

Dokiiman incelemesi yontemi kullanilarak yapilan bu ¢aligmanin amaci, ortaokul
matematik dersi 6gretim programlarinin cebir 6grenme alanindaki kazanimlarin bilis-
sel istem diizeylerindeki egilimleri incelemektir. Bu baglamda simdiki ¢alismada, 2005,
2009, 2013 ve 2018 yillarinda gelistirilen 4 ortaokul matematik 6gretim programinin
6, 7 ve 8. sinif diizeylerindeki cebir 6grenme alanina ait kazanimlar, aragtirmacilar ve
matematik egitimi uzmanlari tarafindan icerik analizine gore analiz edilmistir. Analiz
sonuglary; cebir 6grenme alanindaki kazanimlarin biligsel istem diizeylerinin 6gretim
programina ve sinif diizeyine gore farklilastigini ortaya koymustur. Ayrica, aragtirma
sonuglarina dayali olarak ileri aragtirmalar i¢in bazi 6neriler de yapilmuistir.

Anahtar Sozciikler: Biligsel Istem Diizeyi, Cebir Ogrenme Alani, Kazanim, Ortaokul
Matematik Ogretim Programu, Sinif Diizeyi.
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INTRODUCTION

Curriculums are plans that include the learning experiences that students en-
counter during the education process, and that serve as a guide and help organize
these experiences (Oliva, 2009). On the other hand, curriculums can be considered
the most important component of educational programs since the course topics
that are intended to be taught in educational processes are organized by conside-
ring the time and process contexts in accordance with the goals of the educational
program (Kiigitkahmet, 2009; Varis, 1998). Specifically, mathematics curriculums
are expressed as plans designed to plan the experiences that students will gain and
to achieve the mathematics goals determined in addition to the real experiences
(Remillard & Heck, 2014). In this context, when the developments and factors such
as the speed of scientific and technological developments, the diversity and ease of
access to information in order to meet the requirements of the 21st century and
the 4th Industrial Revolution are considered, it becomes clear that it is a necessity
to update the curriculum in the process for reasons such as meeting the needs of
the new age, eliminating the possible deficiencies of the programs in practice and
being successful in international comparative exams (for example, Program for In-
ternational Student Assessment [PISA] and Trends in International Mathematics
and Science Study [TIMSS]). In this context, in the 2000s, mathematics teaching
programs in Turkey were updated by focusing on student-centered approaches in
2005, 2009, 2013, and 2018. For example, in 2005 and 2009 mathematics curricu-
lums (Ministry of Education of Turkey [in Turkish: MEB], 2005; 2009), instead of
presenting mathematical concepts directly, concepts and the relationships between
these concepts were centered and it was focused on the development of operati-
onal skills as well as conceptual learning. In addition, attention was drawn to the
fact that students should be active in the learning environment and processes of
mathematics, and special emphasis was placed on developing mathematical pro-
cess skills such as reasoning, communication, connections, and problem-solving
in these programs. A similar approach was adopted in the 2013 and 2018 (MEB,
2013; 2018) mathematics curricula. It was emphasized that students should gain
the mathematical knowledge, skills, and behaviors that they may need throughout
their lives. In addition, it was stated that students are the subjects of their own le-
arning processes, and it was also recommended to reveal different representations
of mathematical concepts and the relationships between these representations by
using information and communication technologies.

Curriculum, Attainment, and Cognitive Demand

Curriculums are built on some basic elements such as attainment, learning pro-
cess, content, and assessment and evaluation (Ornstein & Hunkins, 2009). The tea-
ching process, which is among these elements, covers the dimensions of educatio-
nal planning, implementation, and assessment and is defined as a process built on
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attainments (Russell & Airasian, 2012). In this context, it has been stated that the
attainments of different learning domains should be brought together, and textbo-
oks, activities, and other teaching materials should be prepared by taking pre-lear-
ning into account in the curriculum (see MEB, 2009). Therefore, it can be said that
attainments are a fundamental factor affecting many teaching activities, such as the
preparation of textbooks and the structure of classroom practices. In this context, it
is important to determine what the attainment expression means in the programs
and for what purpose it is used here. So, in general terms, attainments can be defi-
ned as all the cognitive, affective, and psychomotor skills that individuals/students
are expected to gain (Erdogan, 2020; Krathwohl, 1964). In addition, attainments
can also be considered as the behaviors intended to be gained by individuals/stu-
dents through planned and organized life experiences (see Ertiirk, 1998), the ne-
cessary points/subjects of teaching (Kraiger, Ford,& Salas, 1993; Malan, 2000), the
principles that make the planning, implementation and evaluation processes and
steps of the teaching applicable (King and Evans, 1991; Ayvaci & Er Nas, 2009), and
the elements that guide the learning-teaching activities (Gagne, 1984; Turan et al.,
2010). In this context, attainments can be considered as the smallest units contai-
ning tthe prominent features of curriculums. On the other hand, cognitive demand
can be defined as a structure used to assess classroom activities, assessment mate-
rials, and tasks in textbooks in terms of cognitive processes (Hadar & Ruby, 2019).
Stein, Smith, Henningsen, and Silver (2000) classified cognitive demand levels are:
memorization, procedures without connections, procedures with connections, and
doing mathematics. Considering these cognitive demand levels; it can be said that
memorization requires only remembering information without any operations,
the procedures without connections that are not based on relation include the app-
lication of mathematical rules and algorithms, the procedures with connections
are based on conceptual understanding, mathematical relationships and different
representations are at the forefront, and finally, the doing mathematics is related to
tasks that have a complex structure and require more cognitive effort.

Some Studies on Cognitive Demand Levels of the Attainments

When we look at the studies related to attainments, it is seen that research is
carried out on various subjects such as the comparison of the attainments included
in one or two curricula (Danigman & Karadag, 2015), the accessibility of the atta-
inments (Dikkartin Ovez & Mert Uyangdr, 2012) and the qualifications that the at-
tainments should have (Iseri, 2019). For example, Dikkartin et al. (2012) examined
the attainability of algebra attainments and the pattern between the attainments. In
the study, it was found that the teaching process is not at the desired level to ensure
the attainability of attainments. On the other hand, considering the studies exami-
ning the cognitive demand levels of the attainments in the curriculums, it is seen
that the studies mostly aim to determine the cognitive demand levels of the attain-
ments in a curriculum (Celik, Kul & Uzun, 2018; Incikabi, Ayanoglu, Aliustaoglu,
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Tekin & Mercimek, 2016: Kablan, Baran & Hazer, 2013). In this context, when
we look at the studies on the cognitive level, the 2013 middle school mathematics
(Grades 5-8) curriculum was examined according to the cognitive domains and
sub-dimensions included in the TIMSS 2015 mathematics framework. The findin-
gs of the research show that the cognitive status of the achievements in the curri-
culum varies according to the grade level, and the cognitive domain of “knowing”
is at a high level in Grade 5 attainments (incikabu et al., 2016). On the other hand,
in another study examining the algebra learning domain attainments in Grades
6-8 in the 2005 mathematics curriculum, it was found that the comprehension
and application levels were predominant in terms of cognitive process dimension
(Bekdemir & Selim, 2008). In addition, in a study in which the attainments in the
2013 middle school mathematics curriculum was examined according to Bloom's
Taxonomy, it was determined that the number of attainments in the evaluation and
creation step was less than the number of attainments in the other dimensions of
the taxonomy (see Kaplan et al., 2013).

The Purpose and Importance of the Study

The aim of this study is to determine the cognitive demand levels of the attain-
ments in the algebra learning domain of the secondary school mathematics course
(Grades 6- 8) curriculum according to the programs and grade levels. Although
the standards and priorities of countries in many domains change according to the
rapid developments and needs of the modern-day, curricula, the purpose of the
curriculum, how teaching is done in the classroom, and what is taught to students
always maintain their priority and importance (Houang & Schmidt, 2008). In this
context, the attainment, which is the cornerstone of teaching and determined in
the curriculum, is considered as the steps that define the process that must be ex-
perienced while learning the units (Ragan & McAulay, 1964; as cited in Ata, 2009).
In curricula, attainments are the elements that shape the subjects, the subjects are
the elements that shape the units, and the units are the elements that shape the
learning domains. Therefore, attainments are considered as the most basic element
of the mathematics course curriculum and are examined from different angles. It is
thought that the source of the main problems in the education/training process can
be found in this way. Looking at the studies on attainments, it is thought that it will
be useful to determine the levels of cognitive demand by classifying attainments
in terms of the efficiency of organizing course content and mathematics learning/
teaching processes. Because it has a critical role in terms of ensuring that the cog-
nitive levels targeted by the attainments in our curriculum are compatible with the
level in international exams, to achieve the desired success and to allow compari-
sons to be made at the international level. As a matter of fact, the desired goal has
not been reached in terms of mathematics in PISA and TIMMS, which are among
the international exams (Tas, Arici, Ozarkan, Ozgiirliik, 2016; Yiicel, Karadag &
Turan, 2013). It can be said that this is due to the fact that PISA includes high-level
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questions such as analysis and synthesis (Organisation for Economic Co-operation
and Development [OECD], 2012). Therefore, it is thought that determining the
cognitive demand levels of the attainments in the mathematics curriculum and
comparing them with the cognitive demand levels in international exams will also
benefit in-class practices (Celik et al., 2018). In addition, it has been found that
countries with textbooks that are created based on the attainments in curriculums
and training programs and are compatible with the content of international exams
are more successful (Tornroos, 2005).

On the other hand, it is thought that it would be beneficial to carry out studies
on determining the extent to which the attainments in the curriculum encourage
students to use logic and reason and to include the attainments that will provide
students with a critical perspective when foreseen (Tagyaran, 2019). In addition,
it is among the actions expected from teachers to plan and conduct their lessons
in a way that will enable students to acquire the attainments of each lesson. In
a mathematics lesson where it is aimed to provide students with thinking skills
such as reasoning, using logic, and generalization, the teacher is expected to plan a
student-centered lesson based on a constructive approach. Determining students'
acquisition levels of the attainments of a task requires the writing of questions that
measure high-level thinking skills based on the teaching of the lesson (Basol, Bal-
galmus, Karli, & Oz, 2016). Considering that the questions are not independent of
the cognitive demand level of the attainments they are related to, the importance of
determining the cognitive demand levels of the attainments emerges.

When the studies examining the cognitive demand levels of the attainments in
our curriculum are analyzed, it is seen that how the attainments are included as a
result of the updates in the curriculum, determining the cognitive demand status
of the attainments included in different curriculums and what type of trends they
display throughout the curriculums are not examined. The current study is impor-
tant due to being the first study to examine how the Grades 6-8 attainments in the
algebra learning domain were included in 2005, 2009, 2013, and 2018 mathematics
curriculums, how they changed, and the tendency of their targeted cognitive de-
mand levels depending on the curriculum and grade level. Therefore, it can be said
that this study is important in terms of providing a good data set for curriculum
preparers, education politicians, and researchers. As a matter of fact, in order to
eliminate failures in international exams, to regulate learning environments and
the content of textbooks, it is necessary to determine the levels of cognitive de-
mand and the attainment trends in educational programs. In addition, it has been
observed that the cognitive demand levels of the attainments in the curriculum are
mostly examined according to the cognitive demand levels included in the TIMSS
and Bloom's taxonomy and that the analysis is almost never performed according
to the cognitive demand levels analysis framework (Stein et al., 2000), which was
frequently used in many national and international studies in the 2000s. Therefo-
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re, the current study is also important as it will contribute to the literature in this
respect. From another point of view, since the current study examines the attain-
ments included in four different educational programs used in the past in terms
of content and cognitive demand levels based on the grade level and curriculum,
it plays a guiding and critical role, such as guiding curriculum makers during the
preparation or updating of the curriculum. Under the leadership of the Board of
Education [in Turkish: TTKB], it is recommended that curriculum makers and
the authorized boards that develop and update the programs should include the
attainments of high-level cognitive levels (analysis, evaluation, creation), which are
important components of raising qualified individuals with qualifications such as
problem-solving and working in cooperation (Saglaméz & Soysal, 2018). Lastly,
in the current study, the cognitive demand levels of the attainments in the Algeb-
ra Learning Domain of the mathematics curriculum were examined, taking into
account the nature of algebra, its place, and importance in mathematics learning,
and the different algebra attainments and the different cognitive demand levels of
these attainments. In this sense, it is thought that the current study may provide a
different perspective to relevant literature and that the results obtained from it may
also provide a reasonable basis for other learning domains (e.g., geometry, mea-
suring). In this context, the answers to the following sub-problems were sought in
the current study:

1) What are the cognitive demand levels of the attainments in the Grades 6-8
algebra learning domain of 2005, 2009, 2013, and 2018 middle school mathematics
curricula?

2) What are the trends of the cognitive demand levels of the attainments in the
Grades 6-8 algebra learning domain of 2005, 2009, 2013, and 2018 middle school
mathematics curricula?

METHOD

This section includes the sub-titles of research design, data collection tools,
data analysis, process, the trustworthiness of the study, and Institutional Review
Board (IRB) permission.

Research Design

In this study, the document analysis method, which is one of the qualitative
research methods, was used. Document analysis is a data collection method that
includes the analysis of written materials containing information about the case or
cases that are intended to be examined (Yildirim & Simsek, 2013). In this context,
the cognitive demand levels of the Grades 6-8 attainments in the algebra learning
domain of 2005, 2009, 2013, and 2018 middle school mathematics curricula were
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examined in the current study. Since it is included in Grade 5 primary school level
in the 2005 and 2009 mathematics curricula, it is not included in this study.

Data Collection Tools

The criterion sampling method, which is one of the purposeful sampling met-
hods, was used in the research. The basic idea of the criterion sampling method
is that all cases that meet a predetermined set of criteria are included in the rese-
arch process. The criteria mentioned here can be determined by the researcher(s)
(Creswell, 2012). In this context, this study has determined two main criteria: the
curriculum and the grade level.. In accordance with these determined basic crite-
ria, first, the attainments in the domain of algebra learning, which were prepared
according to the Primary School Mathematics Curriculum updated in 2005, 2009,
2013, and 2018, are discussed in the current study. In this sense, the feedback and
comments from 5 mathematics education experts regarding the cognitive demand
levels aimed by the attainments in the Grades 6-8 algebra learning domain were
examined. In addition, the attainments examined in the study are given in Table 1.

Table 1: Attainments in the Algebra Learning Domain

Attainments in Grade Curriculum

Level 2005 2009 2013 2018
Grade 6 6 6 7 6
Grade 7 13 10 8 10
Grade 8 12 12 11 9

Data Analysis and Process

The cognitive demand levels analysis used in this study was formed as a result of
the Quasar project study (Amplifying Student Achievement and Reasoning) (Stein
& Smith, 1998). Within the scope of the project, an analysis framework has been
formed for the cognitive demand levels in order to examine the tasks found in mat-
hematics textbooks and the activities used in classroom applications. Subsequently,
the analysis framework was updated by Stein et al. (2000). This framework covers
the levels of mathematical thinking and expresses the levels and forms of thin-
king required to complete the solving process of a mathematical question/prob-
lem (Stein et al., 2000). In the study, cognitive demand was classified as the types
of thinking process used in completing mathematical tasks (questions, problems,
etc.) (Stein et al., 2000). In the study, which argues that a better understanding
of mathematical concepts, relationships, and mathematical structures is possible
with tasks that require high-level cognitive demand (Stein et al., 2000), cognitive
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demand levels are divided into two sub-categories as low and high. Memorization
and procedures without connections were considered to be low, while procedures
with connections, and doing mathematics were considered as high cognitive de-
mand levels. The expressed cognitive demand levels and the qualities they include
are given in Table 2. The examples of attainments for each cognitive demand level
are presented in Table 3 with their justifications.

On the other hand, the basic unit of analysis in this study is the attainments in
the learning algebra domain. The data were analyzed by content analysis method.
Content analysis is one of the analysis methods used to obtain results from the
qualitative data examined in the research, and the aim of content analysis is to
reach concepts and relationships that can explain the collected data (Yildirim &
Simgek, 2013). In this context, the analysis process consists of 4 steps in this study
(see Figure 1).

Figure 1. Steps of the analysis process

In the first step of the analysis process, the cognitive demand levels targeted by
the Grades 6-8 algebra learning domain attainments in the mathematics curricu-
lum were analyzed using the cognitive demand levels analysis framework created
by Stein and Smith (1998) and later updated by Stein et al.(2000). In the context of
this framework, the cognitive demand levels that the attainments can result from
are divided into codes as memorization (L-M), procedures without connections
(L-P), procedures with connections (H-P), and doing mathematics (H-M)). In the
second step of the analysis process, in order to determine the cognitive demand
levels that the attainments can rise to, the attainments of the Grades 6-8 algebra

OMU EFD, 2022, Cilt 41, Say1 1, Sayfa:223-274



Semra POLAT, Yiksel DEDE S9iy4

learning domains of the 2005, 2009, 2013 and 2018 curriculums were sent to 5
experts, and the cognitive demand levels that the attainments can rise to were pre-
sented by each expert with justifications. At the third step of the analysis process,
the highest level of cognitive demand that each cognitive demand can rise to was
determined by comparing the answers from experts (see Table 4). In the step of
determining the cognitive demand levels of the attainments by the experts, a con-
sensus level of at least four-sixths was taken as the basis for each attainment based
on the coding of the researcher and 5 experts. In all but only 3 of the attainments,
the highest cognitive demand level at which the attainment can achieve was de-
termined with a consensus of at least four-sixths. In the other three attainments,
a three-out-of-six consensus was formed. The researcher completed the coding
process of the attainments by discussing this situation with the second researc-
her. For example, the attainment of "explains the relationships between numbers
in special number patterns” in the 2005 and 2009 mathematics curriculums was
coded at the level of procedures with connections as three-sixths, at doing mat-
hematics as two-sixths, and at the procedures without connections as one-sixth.
The researchers in the current study decided to encode the relationship between
patterns as an attainment that can reach the level of procedures with connections
since establishing and expressing the relationships also requires cognitive effort
and requires determining the relationships between the multiple representations
contained in the patterns. In the last stage of the analysis process, after determining
the cognitive demand level to which each attainment can reach, firstly, the rates of
Grades 6-8 attainments in each curriculum (e.g., the rate of Grade 6 attainments
in the 2005 curriculum was 19%) were determined. Subsequently, the frequencies
of the attainments at the Grades 6-8 levels of the curriculum were determined for
each cognitive demand level (e.g., 3 level of procedures without connections and
6 procedures with connections level attainments were determined at the Grade 7
level of the 2009 curriculum.) Lastly, the ratios of the cognitive demand levels of
the algebra attainments that each curriculum includes in total were calculated (for
example, the 2013 mathematics curriculum includes a total of 38% attainments at
the level of procedures without connections) (see Table 5).

https:/doi.org/10.7822/omuefd.1073649 d



Ortaokul Matematik Dersi Ogretim Programlari Cebir Ogrenme Alanindaki ...

Table 2: Analysis Framework of Cognitive Demand Levels

Low-Level Cognitive Demand

Memorization

(Low- M)

1.1. Remembering previously learned information, rules, formulas, or definitions.

1.2. Not using a method or process because it does not require a method or action to
be used during the solving phase.

1.3. Repetition of previously learned information, rules, formulas, or definitions. The
situation where it is clear what is required and what will be created with the infor-
mation that needs to be remembered and repeated, and no uncertainty being present.

1.4. The absence of a situation that requires association with the meanings underl-
ying the information, rules, formulas, or definitions that need to be remembered and
repeated.

Procedures wit-
hout connections

(Low-P)

2.1. Contains algorithmic operations. There is a process that needs to be implemented
in the solution process. Clearly stating the use of the process, understanding from
previous education and applications or from the location of the assignment.

2.2. Limited cognitive thinking being necessary for the assignment to be fully realized.

2.3. Minor uncertainties being present about what is required or how to do it.

2.4. Focusing on finding the right answer by applying definitions and operations, rat-
her than improving mathematical understanding and thinking.

High-Level Cognitive Demand Level

Procedures with
connections

(High- P)

3.1. To enable in-depth understanding of mathematical concepts and ideas.

3.2. To propose hidden or clear ways to follow general operations that establish rela-
tions with conceptual ideas.

3.3. Using multiple representations (diagram, graphic, manipulative, symbols, algeb-
raic etc.) and establishing relationships between these different representations.

3.4. Encouraging cognitive effort to identify conceptual ideas and underlying causes.

Doing Mathematics
(High- M)

4.1. Considering complex situations with no clear guidelines that cannot be solved
by algorithms.

4.2. Understanding the nature of mathematical concepts, processes or relationships.

4.3. Including self-management and self-regulation.

4.4. Accessing valid and appropriate information and using it during assignments
(research-project).

4.5. Analyzing tasks, examining the limitations (shortcomings) of a given assignment
that will include possible solutions and strategies.

4.6. Requiring extra cognitive effort.

4.7. Causing mental confusion and anxiety in students due to the structure of the
solution process including unpredictable methods and ways.
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Table 3. Cognitive Demand Levels of the Attainments by Experts
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Trustworthiness of the Study

Reliability in qualitative research is related to the ability of someone other than
the current researchers to make sense of these results, given the data obtained and
the results achieved. The point to be emphasized here is not reproducibility but
ensuring the consistency of the results with the data (Merriam & Tisdell, 2016).
At this point, the peer review method was used to increase the reliability of the
current study. Peer review is the use of multiple experts to review findings (Pat-
ton, 2015, p. 957). After the units of analysis are determined, 5 experts need to
code all the data independently and then the relevant codes should be compared
to determine the reliability between coders (Huckin, 2004, p. 18). In determining
the cognitive demand level of the attainments, the coding agreement between the
experts was examined, and this agreement was calculated as 82%. These data show
that categories are created reliably (see Miles & Huberman, 2015).

Institutional Review Board (IRB) Permission

In this study, all the rules specified to be followed within the scope of the IRB
were complied with.

Name of the Board That Conducted the Ethical Evaluation: Mus Alparslan Uni-
versity

Ethical Evaluation Decision Date: 29.05.2020
Ethical Evaluation Certificate Serial Number: E.6003

This study was produced from the doctoral dissertation of the first author, whi-
ch was completed under the supervision of the second author.

FINDINGS
The findings were presented in accordance with the research problems.
Findings on the Curriculums
In this section, the attainments of the algebra learning domain throughout the
curriculums for the Grades 6-8 levels of the 2005, 2009, 2013, and 2018 curricu-

lums and the cognitive demand levels of these attainments were examined.

The Attainments in the Algebra Learning Domain and their Cognitive De-
mand Levels in 2005, 2009, 2013 and 2018 Curriculums

This section includes the levels of cognitive demand of the attainments in the
algebra learning domain of curriculums.
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Table 4: The Highest Cognitive Demand Levels Targeted by the Attainments
in the Curriculums by Grade Level
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*The attainment on which a three-sixth consensus was reached in the coding
process by the researchers and experts.

All the other attainments were coded according to the cognitive demand levels
indicated with agreement of at least 70%.

In Table 4 given above, the attainments in the curriculums for 2005, 2009, 2013
and 2018 are given according to the grade level. There are 31, 28, 26, 25 attainments
in each curriculum, respectively, depending on the years. When Table 4, which
has a total of 110 attainments, was examined, it was determined that the number
of mutual attainments in all curricula was 13 (12%). It is seen that 7 (6%) of the
total attainments are included in only one of the curriculums. Depending on the
years, there have been some changes in the number of attainments and content

https:/doi.org/10.7822/omuefd.1073649 d



Ortaokul Matematik Dersi Ogretim Programlari Cebir Ogrenme Alanindaki ...

from 2005 to the present. It is understood that the number of attainments has dec-
reased towards the present time, and some attainments have been transferred to
different class levels or have undergone relatively minor changes. For example, the
attainment "Expresses the relationship in the patterns with letters by modeling the
number patterns (2009)" was given in the 2018 curriculum as "Expresses the rule of
the number patterns with a letter, finds the desired term of the pattern whose rule
is expressed with a letter". When the two acquisitions are examined, it is seen that
it is included in the 2018 curriculum and the expression "finds the desired term of
the pattern whose rule is expressed with a letter" is added to the 2009 attainment.
Attainments in which some arrangements have been made so that the basic content
of this type of attainment will not change, since they are basically similar, are given
together on the condition that the relevant curriculum is specified.

It is seen that the curriculums that have similarities in terms of attainments are
2005, 2009 and 2013, 2018. It has been determined that the 2005 and 2009 curri-
culums have not undergone much change in terms of content, 77% (24) of the 31
attainments included in the 2005 curriculum were also included in the 2009 curri-
culum. Similarly, it was determined that 81% (22) of the 26 attainments in the 2013
curriculum were in the 2018 curriculum.

Trends in the Cognitive Demand Levels of Attainments in the Algebra Lear-
ning Domain included in the 2005, 2009, 2013, and 2018 Curriculums

In this section, the trends of the cognitive levels of the attainments in the curri-
culum according to the grade level and the curriculum have been examined.

Table 5. Trends Of Cognitive Levels Of The Attainments According To The
Grade Level And The Curriculum

Year Grade Total Cognitive Demand Level
Alt\lTu:mber g M L-P H-P H-M
6 6 (19%) 31 . 2 3 1
% % 13 (42%) T 5 3 1
8 12 (39%) B 5 7
3% 39% 52% 6%
6 6 (21%) 28 2 3 1
% 7 10 (36%) 1 3 6
8 12 (43%) 5 7
4% 35% 57% 1
6 7 27%) 26 3 4
g 7 8(31%) 4 4
8 11 (42%) 3 5 3
0% 38% 50% 12%
6 6 (24%) 25 2 4
% 7 10 (40%) 5 5
8 9 (36%) 2 4 3
0% 36% 52% 12%
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When the Table 5 given above is examined, it is seen that the percentages of the
cognitive demands of algebra attainments are given based on the curriculum and
grade level. When the attainment of the achievements in the curriculum based on
grade is analyzed, it is seen that the Grade 6 attainment rates have the lowest rates
(19%, 21%, 27%, 24%, respectively) compared to other grade levels. When the ot-
her grade levels are examined, it is seen that the Grade 7 and Grade 8 attainment
rates are highest in 2005 and 2009, and the lowest in 2013 and 2018 curriculums,
respectively.

Figure 2. Perceniages Cognitive Demand Levels Of The Attainments In The
Curriculum

When the cognitive demand levels of the attainments in the curriculum were
examined, it was determined that the lowest rate was at the level of memoriza-
tion and the highest rate was at the level the procedures with connections in all
curriculums. It is seen that the level of doing mathematics is the second lowest
demand level in all curriculums, and it has a strikingly lower rate than the level of
the procedures with connections and the level of the procedures without connec-
tions. When the rates of level of the procedures without connections attainments
are examined, in general, it is seen that it has not undergone a remarkable change
(39%-35%-38%-36%, respectively) and is in the range of 35%-39%. On the other
hand, it was determined that level of the procedures with connections was general-
ly in the range of 50%-57%, and the rate of doing mathematics (6%, 4%, 12%, 12%,
respectively) has increased as the years progress.
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Figure 3. Frequencies Of Cognitive Demand Levels Of Attainments For The
6t Grade

When the frequencies of attainments are examined in terms of Grade 6 accor-
ding to the curriculum; it is seen that the attainments at the memorization are not
included at all. In the Grade 6, it was determined that there was almost no change
in the attainment frequencies of the level of procedures without connections com-
pared to the curriculum (2-2-3-2, frequencies for each curriculum, respectively).
On the other hand, it has been determined that the procedures with connections,
in the 6th Grade attainments are generally in the frequency of 3-4, and the attain-
ments of the doing mathematics were started to be not included as the years passed
(1-1-0-0, frequencies for each curriculum, respectively).

Figure 4. Frequencies Of Cognitive Demand Levels Of Attainments For The
7th Grade

When the frequencies of algebra attainments are examined in terms of Grade
7 according to the curriculum; it is seen that the attainments at the memorization
are given little or no place at the Grade 7 (1-1-0-0, frequencies for each curriculum,
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respectively). In the Grade 7, it was determined that the attainments at the level
of procedures without connections were mostly at the frequency of 4-5 (5-3-4-5,
frequencies for each curriculum, respectively), according to the curriculum. On
the other hand, it was found that the attainments of the procedures with conne-
ctions were at the highest frequency in the 2005 and 2009 curriculum (7-7-5-4,
frequencies for each curriculum, respectively). It was also determined that the at-
tainments of the level of doing mathematics (0-0-0-3, frequencies for each curricu-
lum, respectively) took place after 2013.

Figure 5. Frequencies Of Cognitive Demand Levels Of Attainments For The
8th Grade

When the frequencies of attainments are examined in terms of Grade 8 accor-
ding to the curriculum; it is seen that the attainments at the memorization are not
included at the Grade 8. It was determined that the level of the procedures without
connections was included less (5-5-3-2, frequencies for each curriculum respecti-
vely) in the attainment frequencies after the 2009 curriculum. On the other hand,
the attainments of the procedures with connections are in the highest frequency
in the 2005 and 2009 curriculum (7-7-5-4, frequencies for each curriculum res-
pectively), and the doing mathematics were included in the frequency (0-0-0-3,
frequencies for each curriculum respectively) after 2013.

DISCUSSION

In this study, the cognitive demand levels of attainments in the algebra learning
domain in the Grades 6-8 of mathematics curriculums were examined. In here, the
discussion section is presented under two sub-titles: (i) cognitive demand levels of
the attainments and, (ii) trends of cognitive demand levels of the attainments based
on the grade level and the curriculum.
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Cognitive Demand Levels of the Attainments

When the percentages of the cognitive demand levels of the attainments is exa-
mined based on the curriculum and grade level, it is seen that the Grade 6 attain-
ment rates have the lowest rates (19%, 21%, 27%, 24%) compared to other grade
levels. It can be said that this situation may be due to the fact that the Grade 6 is
seen as the first stage of the middle school level and that an intensive program at
this grade level is not desired. On the other hand, considering that algebra was ta-
ught in the Grade 6 during the 2005 and 2009 curriculum periods, it may be inten-
ded to try to be given with increasing attainments between the Grade 6 entrance
process and to the Grade 8. When the other grade levels are examined, it is seen
that the Grade 7 and Grade 8 attainment rates are highest in 2005 and 2009, and
the lowest in 2013 and 2018 curriculums, respectively. It can be said that this situ-
ation is the result of updating the 2005 and 2009 curriculums in the transition to
student-centered approaches and giving a high level of importance to the purpose
of developing mathematical skills such as reasoning, analysis, interpretation, and
mathematical connections. These skills are also important in other curriculums,
but since the 2005 and 2009 curriculums are the first updated curriculums, it is
also noteworthy that they include a detailed teaching approach such as the things
emphasized in the curriculums and examples of activities and materials suitable
for the student-centered approach. On the other hand, it is seen that attainments
are included more at the level of procedures without connections and procedures
with connections. This situation is compatible with the results of the study exami-
ning the cognitive demand levels of the Grades 6-8 attainments according to the
2005 curriculum. As a matter of fact, it was determined in a study that the levels of
understanding and practicing were predominant (Bekdemir & Selim, 2008). Ac-
cording to another 2017 curriculum, in a study that deals with attainments (Celik
et al., 2018), it has been determined that 80% of the algebra attainments are in the
understanding and practicing levels. Therefore, it is noteworthy that similar situa-
tions have occurred in many studies.

When the attainments in the Grade 6 are examined, it is seen that at least half of
the attainments are determined to be at the procedures with connections (see Table
5). In this context, it can be said that the cognitive demand levels of the tasks in the
Grade 6 textbooks can be included in parallel with the highest cognitive demand
levels from which the attainments can be obtained. In line with this, when the atta-
inments of the curriculum in the Grade 6 are examined, it is seen that the number
of attainments at the doing mathematics is in the 3rd rank (see Table 5). Therefore,
considering that the level of cognitive demand of the tasks included in textbooks
may correspond to the level of cognitive demand of the attainments, the impact of
the attainments on teaching activities should be reconsidered. On the other hand,
it can be said that the inclusion of attainments with high cognitive demand levels
in the curriculum may have an impact on the acquisition of mathematical process
skills such as modeling, problem solving, and reasoning (see MEB, 2005).
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When we look at the attainments of the Grade 7 curriculums, it is determi-
ned that the attainments at the procedures with connections are the highest or in
equal numbers with the procedures without connections (see Table 5). When the
Grade 7 attainments in the 2005 curriculum are examined, it is revealed that there
are 6 low cognitive demand levels and 7 high cognitive demand level attainments.
Considering the cognitive demand levels of the attainments, it may not be surpri-
sing that the cognitive demand statuses of the mathematical tasks included in the
textbooks prepared according to this curriculum reflect a similar situation. In the
study (see Iseri, 2017), which examined the attainments in the 2013 curriculum
according to the PISA cognitive demand levels, it was stated that the attainments
concentrated on the levels of knowledge, comprehension, and application. On the
other hand, when the cognitive demand level frequencies (1-3-6-0, frequencies for
each cognitive demand level, respectively) of the Grade 7 attainments in the 2009
curriculum are examined, it is seen that the attainments at the procedures with
connections are mostly included. It can be said that this situation is due to the ap-
proaches adopted by the 2009 curriculum. On the other hand, when the cognitive
demand level frequencies of the Grade 7 attainments in the 2013 and 2018 cur-
ricula are examined [(0-4-4-0), (0-5-5-0) frequencies for each cognitive demand
level in the two curriculums, respectively]. it is noteworthy that the attainments at
the memorization and the doing mathematics are not included. In line with the re-
sults of the current study, in the study in which the 2013 mathematics curriculum
attainments were examined, the attainments were reviewed in terms of cognitive
process dimension and it was determined that the attainments in the upper steps of
the cognitive process dimension were in lower numbers than the other steps (Kap-
lan et al., 2013). On the other hand, the present findings show that the attainments
in the curriculum are insufficient in developing high-level algebraic thinking skills
such as generalizing, reasoning, and exploring. Considering the fact that the aim
of the curriculum is to engage with a high level of cognitive demand, it causes
students to make sense of the nature of mathematical processes and concepts, and
they can develop their deeper and creative thinking through this interpretation
(Stein et al., 2000), it may be useful to reconsider the cognitive demand levels of
the attainments.

Finally, when the Grade 8 attainments of the 2005 and 2009 curriculums are
examined, it is seen that they are mostly at the high cognitive demand level (0-5-7-
0, respectively), and similar to other grade levels, they do not include attainments
in the memorization and the doing mathematics. On the other hand, when the
cognitive demand levels of the Grade 8 attainments in the 2013 and 2018 curricu-
lums is examined, they were determined to be attainments mostly in the procedu-
res with connections and the procedures without connections.
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Trends of Cognitive Demand Levels of the Attainments based on the
Grade Level and the Curriculum.

When the attainments in the Grade 6 algebra learning domain in the curri-
culum are analyzed on the basis of the curriculums, it cannot be said that there
is a remarkable change in the number of attainments at the procedures without
connections (2-2-3-2, frequencies for each curriculum respectively). On the other
hand, when the cognitive demand levels of the Grade 6 attainments in the 2013 and
2018 curriculums are examined, it is another noteworthy situation that the attain-
ments at the cognitive demand levels of memorizing and doing mathematics are
not included. On the other hand, it has been determined that the level of procedu-
res with connections of Grade 6 attainments are generally in the frequency of 3-4,
and the attainments of the doing mathematics (1-1-0-0, respectively) were started
to be not included as the years passed. Therefore, this may also indicate that the
cognitive demand level rates of tasks in math textbooks, which may be affected by
attainments in curriculums, may be directly related to attainments. This situation
may be beneficial in terms of adding an attainment in the doing mathematics to the
Grade 6 mathematics curriculum, and engaging students with assignments with a
high level of cognitive demand through textbooks.

When the cognitive demand levels of algebra attainments are examined in ter-
ms of Grade 7 according to the curriculum; it is seen that the attainments at the
memorization are given little or no place at the Grade 7 (1-1-0-0, frequencies for
each curriculum, respectively). In the Grade 7, it was determined that the attain-
ments at the level of procedures without connections were mostly at the frequency
of 4-5 (5-3-4-5, frequencies for each curriculum respectively), according to the
curriculum. Similarly, the results of the study (Incikabu et al., 2016), which deter-
mined that the Grade 7 attainments were concentrated at the application level,
were obtained. On the other hand, the attainments of the procedures with conne-
ctions are in the highest frequency in the 2005 and 2009 curriculum (frequencies
for each curriculum respectively, 6-6-4-5) and the doing mathematics (frequencies
for each curriculum respectively, 1-0-0-0) was completely eliminated after 2005. It
can be said that the decrease in the number of attainments at the doing mathema-
tics after 2009, is a result of the simplification of the content of the curriculum in
order to provide less and more concise information, which was thought to be quite
full as a result of academic studies and teacher interviews (Education Information
Network [in Turkish: EBA], 2013).

When the cognitive demand levels of attainments are examined in terms of
Grade 8 according to the curriculum; it is seen that the attainments at the memo-
rization are not included. It was observed that the attainment frequencies of the
level of procedures without connections were included at lower frequencies after
the 2009 curriculum (5-5-3-2, frequencies for each curriculum respectively) and
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the attainments at the procedures with connections were at the highest frequency
in the 2005 and 2009 curriculums. (frequencies for each curriculum respectively,
7-7-5-4). Similarly, in the study examining the status of the attainments in the 2005
and 2013 curriculum (Damisman & Karadag, 2015), it was determined that the-
re were simplifications in the curriculum after 2009. Therefore, it is important to
take part in the teaching process of mathematics courses that focus on concep-
tual understanding and examine the relationships between concepts, instead of
intensive courses that encourage students to memorize (Baki, 2008; Van de Walle,
Karp, Bay-Williams, Wray, and Brown, 2019). In other words, it cannot be said that
by decreasing the attainment frequencies of the curricula that fail to develop the
mathematical thinking skills aimed to be taught in the education-teaching process
(Berberoglu, Arikan, Demirtagly, I Giizel & Ozgen Tuncer, 2009), more opportu-
nities will be provided for the students to construct their knowledge and for the
development and construction processes of higher level thinking skills.

RECOMMENDATIONS FOR FURTHER RESEARCH

Considering the findings of current studies; it can be suggested here that the
mathematics curriculum makers reflect the cognitive demand levels of the atta-
inments in the curriculum (for each grade level) in a balanced manner and that
they also include the attainments with high cognitive demand levels in other grade
levels instead of only the Grade 8. In addition, the determination of the cognitive
demand levels of the attainments in algebra and other learning domains of the
elementary and high school mathematics curriculum may also be recommended
for further research here. In this context, it is also thought that the current study
may provide a good basis for such further research and that its results may offer the
opportunity to compare with the results of such further research.
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LGS’DE DiL BiLGiSi SORULARININ GEREKLILiGi UZERINE OGRETMEN
GORUSLERI

0z:

Dil bilgisi; dili ses, bi¢im, s6z varlii, climle anlami ve yapisi gibi bakimlardan
inceleyerek kurallarini ortaya koyan bilim dalidir. Dil bilgisi 6gretimi egitim-6gre-
timin ilk kademelerinden itibaren ana dili dersleri yoluyla baslatilmaktadir. Buna
karsilik LGSde dil bilgisi sorularinin yer alip almamasina yonelik tartismalar mev-
cuttur. Dil bilgisinin dilin dogal bir pargasi olmas1 sebebiyle sinavlarda ayr1 bir
boliim olarak ele alinmasina gerek olmadig: goriisiiniin yani sira dil bilgisi 6greti-
minin 6grenme motivasyonu olusmasi bakimindan ayr1 sorular olarak sorulmasi
gerektigi lizerine goriisler de mevcuttur. Bu galismanin amaci LGS dil bilgisi soru-
larinin gerekliligi iizerine Tiirkge 6gretmenlerinin goériislerini ortaya koymaktir.
Aragtirmanin ¢alisma grubunu 8. siniflarda ders vermis ya da veriyor olan; des-
tekleme ve yetistirme kurslarinda, il soru yazma komisyonlarinda gérev almis ya
da aliyor olan ve 6zel yaymnevlerine soru veya igerik hazirlamis ya da hazirlhyor
olan yirmi Tiirk¢e 6gretmeni olusturmustur. Arastirma verileri yar1 yapilandiril-
mus goriismeler yoluyla elde edilmistir. Goriigmeler, arastirmacilar tarafindan alan
uzmanlarinin rehberliginde olusturulan yar1 yapilandirilmig gériisme formu yo-
luyla gerceklestirilmis ve salgin tedbirleri sebebiyle Zoom ve Google Meet prog-
ramui aracithigiyla yapilmistir. Calismada ulagilan sonuglara gore 8. siniflarda daha
yogun olmak iizere ortaokulun tiim kademelerinde 6gretilen dil bilgisi sorularinin
LGSde kargilik bulmasi, LGSde yer verilen mevcut dil bilgisi soru sayisinin yetersiz
oldugu, LGS dil bilgisi soru sayisinin Tiirkge testinin en az %30’luk kismini olus-
turmasy, dil bilgisi sorularinin ayr bir béliim gibi sorulmasindan ziyade anlam so-
rulariyla birlikte bir biitiin olarak ele alinmasi gerektigi goriisleri ortaya ¢ikmaistir.

Anahtar Kelimeler: Dil Bilgisi, Liselere Gegis Sistemi, LGS, Dil Bilgisi Kazanim-
lar1.
#h o 2%

TEACHERS’ OPINIONS ON THE NECESSITY OF GRAMMAR QUESTIONS IN THE
LGS

ABSTRACT:

Grammar is the branch of linguistics which focuses on the phonological,
morphological and syntactic structure of languages and determines the rules
accordingly. Teaching grammar begins from the primary level of education in
the mother language courses. However, whether grammar questions should
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be included in LGS is a debated issue. Although it is claimed that grammar
being the natural segment of a given language should not take part in the exam,
there some opposite ideas which base on that it must be independent grammar
questions as it forms a learning motivation. The aim of the study is to reveal the
teachers’ opinions as to the necessity of grammar questions in LGS. The study
group of the study consists of 20 Turkish teachers who have taught/are teaching
at 8th level; who have taken/are taking responsibility for preparing questions in
supportive courses of city question preparation commissions; who have prepare/
are preparing questions or content for private publishing houses. The data for
the study has was gathered through semi-structured interviews. The interviews
were performed via the forms developed by the researcher on the basis of the
guidance of the experts. Because of the pandemic situation the interviews were
held through Zoom and Google Meet. According to the results gathered in the
study, the grammar questions at all levels of secondary school, especially in the
8th grades, must be included in LGS, the number of existing grammar questions
in LGS is insufficient, and the number of grammar questions in LGS is at least
30% of the Turkish test. It was also found out that the grammar questions should
be considered as a part of comprehension questions rather than being a separate
section.

Keywords: Grammar, High School Entrance System, LGS, The Outcomes Of
Grammar.

k%
GIRIS

Sekiz yillik kesintisiz egitimin ardindan 6grenciler kendi ilgi, istek ve ihtiyaglar1
dogrultusunda bir ortadgretim kurumuna yerlesmek istemekte; bu durum belirli
okullara yonelik daha yogun bir ilginin ortaya ¢ikmasina sebep olmaktadir. “Birey-
ler egitiminin kendilerine saglayacag: faydadan en fazla diizeyde yararlanabilmek
i¢in ilkogretimden ortadgretime ve oradan yliksekogrenime gecis yapmayi arzu-
larken devletler ise bu ihtiyaci karsilamaya ve ihtiya¢ duyduklar: bireylerin niteligi-
ni artiracak egitimi verecek okullarin sayisini artirmaya ¢alismaktadir” (Kizkapan
ve Nacaroglu, 2019, s. 702). Sad ve Sahiner (2016) lise ve tiniversite tercihlerinde
bu kurumlara olan yogun talebi karsilayabilmek i¢in sinava katilan 6grencilerin
bilgi diizeyleri ve alana yatkinliklarini dogru bir sekilde 6lgen objektif bir 6l¢me ve
degerlendirme sistemine ihtiya¢ oldugunu belirtmislerdir.

Tiirkiyede bu ihtiyaci karsilamada MEB tarafindan ortadgretim kurumlarina
Ogrenci se¢imi igin gerceklestirilen ulusal diizeyli merkezi 6l¢me-degerlendirme
sinavlari bircok degisiklige ugrayarak giinimiize kadar gelmistir. “1998-2018 yil-
lar1 arasinda bes farkli sinav sistemi uygulanmistir. Bunlar; Liselere Girig Sina-
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vi (LGS 1999-2003), Ortadgretim Kurumlar1 Se¢me ve Yerlestirme Sinavi (OKS
2004-2006), 6, 7 ve 8. siniflarda yapilan Seviye Belirleme Sinavi (SBS 2007-2013),
Temel Egitimden Ortadgretime Gegis (TEOG 2014-2017) ve en son sadece 8. si-
nifta uygulanan LGS (2018)dir” (Celik, 2011). LGS 2021 yilinda da uygulanmaya
devam etmektedir.

2018 yilinda uygulamaya konulan ve halen yiiriirliikte olan LGS’yle birlikte
sinava katilim bir zorunluluk olmaktan ¢ikarilmis, bu baglamda okullar sinavla
ogrenci alanlar ve adrese dayali sisteme gore 6grenci alanlar olmak tizere iki ayr1
kategori igerisine alinmugtir. Iki ayr1 oturum halinde gergeklestirilen LGS’nin bi-
rinci oturumunda s6zel boliim siavi yapilmaktadir. Bu boliimde Tiirkge (20 soru),
T.C. Inkilap Tarihi ve Atatiirkgiiliik (10 soru), Din Kiiltiirii ve Ahlak Bilgisi (10
soru) ve Yabanci Dil (Ingilizce) (10 soru) olmak iizere 50 soruya 75 dakika siire ta-
ninmaktadir. fkinci oturumda sayisal béliim sinavi yapilmaktadir. Bu béliimde ise
Matematik (20 soru) ve Fen Bilimleri (20 soru) olmak iizere 40 soruya 80 dakika
stire taninmaktadir.

LGSnin daha 6nceki bilgi temelli ve ezbere dayali sinavlardan farkli oldugu,
bilgiyi ezberlemek yerine bilgi okuryazari olup elde ettigi bilgileri yorumlayabilen
ve kendi 6grenme siirecini yonetebilen bireylere yonelik oldugu goriilmektedir.
Bunun temel sebebi, “Tiirkiyede liseye yerlestirmeye yonelik sinavlar 2018 yilina
kadar genel olarak bilgi temelli ve ezbere dayali olarak yapilmaktaydi. Ancak bu
sinavlar okudugunu anlama ve sorgulama becerisinden uzakti. Bunun yaninda
6grenciler okudugunu anlamayi 6lgen uluslararasi sinavlarda da istenilen basarry1
elde edemeyince, liseye giris sinavlarina yonelik elestiriler yapilmaya baslanmistir”
(Batur, Ulutas ve Beyret, 2019, s. 600). Biber, Tuna, Uysal ve Kabuklu (2018) LGS
sorularinin ezber yapmaktan uzak ve yoruma dayali bir anlayisla hazirlandigini
aktarmislardir. Giintimiiz diinyasinda 6grencilere bilginin hazir olarak verilme-
si degil, bilgiye ulagim yollarinin 6gretilmesi gerekmektedir (Korkmaz ve Sahin,
2019).

Tiirkge Dersi Ogretim Programr'nda (MEB, 2019) yer verilen dil bilgisi kaza-
nimlarinin birbirini takip eden bir yapida sarmal olarak hazirlanmis oldugu go-
riilmektedir. LGSde 6grencilerin cevaplamasi istenilen sorularin onlara dort yillik
ortaokul egitimi icerisinde aktarilan konu ve kazanimlardan hazirlanmis olmasi
gerekmektedir. Boylece gergeklestirilen 6gretimde programin iizerinde durdugu
biitiinliik, 6l¢gme ve degerlendirme asamasinda da saglanmis olacaktir.

2018 yilinda uygulanmaya baslanan LGSde yer verilen dil bilgisi sorular: ve
sorularin bagl bulundugu konu ve kazanimlar Tablo 1'de aktarilmistir.

https://doi.org/10.7822/omuefd.1001277 d



LGS'de Dil Bilgisi Sorularinin Gerekliligi Uzerine...

Tablo 1. LGS dil bilgisi soru sayilariyla sorularin bagl bulunduklar: konu ve
kazanimlar

Tablo 1'de gorildigi tizere LGSde sorulan dil bilgisi sorular1 8. sinif konu ve
kazanimlarini kapsamaktadir. 2018 ve 2019 LGSde dil bilgisinden tiger soru, 2020
LGSde iki soru sorulmustur. Ancak 2021 yilinda kiiresel salgindan dolay1 egitimin
agirlikli olarak uzaktan (¢evrim i¢i) yiiriitiilmesi sebebiyle 2021 LGSde dil bilgisi
sorusuna yer verilmemistir.

Dil bilgisi 6gretiminin gerekli ve 6nemli oldugunu vurgulayan ¢aligmalarin
(Aytas ve Cegen, 2010; Dolunay, 2010; Yagmur $ahin ve Abaci, 2019) yani sira
ogrencilerin dil bilgisinden ziyade okuma, yazma, konusma ve dinleme alanla-
rinda yetkinlesmeleri gerektigini vurgulayan goriisler de mevcuttur. Bu baglamda
LGSde dil bilgisi sorularina yer verilmesinin gerekli ya da gereksiz oldugu iizerine
tartigmalar s6z konusudur.

Alanyazinda daha 6nce sinavlara yonelik akademisyen, 6gretmen, 6grenci ve
veli goriiglerine bagvurulan ¢alismalar (Cegen ve Mete, 2011; Erden, 2020; Kuzu,
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Kuzu ve Gelbal, 2019; Kertil, Giilbagc1 Dede ve Giilen Ulusoy, 2021; Karakaya,
Bulut ve Yilmaz, 2020; Sivkin, Aksoy ve Erdogan, 2020; Ekinci Celikpazu, 2019)
mevcuttur. Bu ¢alismada 6nceki ¢alismalarin bulgularina ek olarak dil bilgisi soru-
larinin smavlarda yer alip almamasinin gerekliligine yonelik bir ¢erceve ¢izilmesi
amaglanmustir.

Bu amag dogrultusunda aragtirmanin alt problemleri su sekilde olusturulmus-
tur:

1. Tiirkge 6gretmenlerine gore Tirkge Ogretim Programr'nda yer verilen dil
bilgisi kazanimlar1 LGSde yeterli diizeyde temsil ediliyor mu?

2. LGSde sorulan dil bilgisi sorular1 6grenci diizeyine uygun mu?
3. Sizce LGSde dil bilgisi sorularina yer verilmeli midir? Ni¢in?

4. Sayet gerekliyse LGSdeki mevcut dil bilgisi soru saysi sizce yeterli midir?

YONTEM
Arastirma Modeli

LGS dil bilgisi sorularinin gerekliligi izerine 6gretmen goriislerinin alindig1 bu
caligmada nitel arastirma desenlerinden biri olan durum ¢alismasindan yararlanil-
mistir. Creswell (2007) durum ¢alismasini “Aragtirmacinin zaman icerisinde sinir-
landirilmis bir veya birkag durumu ¢oklu kaynaklari iceren veri toplama araglari
(gozlemler, goriigmeler, gorsel-isitseller, dokiimanlar, raporlar) ile derinlemesine
inceledigi, durumlarin ve duruma bagl temalarin tanimlandig1 nitel bir arastirma
yaklagimi” olarak tanimlamistir. Yin (1984) durum ¢aligmasinda giincel bir olguyu
kendi gercek yasam cercevesi (icerigi) i¢inde calisan, olgu ve i¢inde bulundugu
igerik arasindaki sinirlarin kesin hatlariyla belirgin olmadig1 ve birden fazla kanit
veya veri kaynaginin mevcut oldugu durumlarda kullanilan gorgiil bir aragtirma
yontemi olarak aktarmistir. “Diger arastirma tiirlerinden ayrilan yonlerinden yola
¢ikarak, durum ¢alismasinin ‘nasil’ ve ‘ni¢in’ sorularini temel alan, arasgtirmaci-
nin kontrol edemedigi bir olgu ya da olay1 derinligine incelemesine olanak veren
aragtirma yontemi oldugunu séylemek miimkiindiir” (Yildirim ve Simgsek, 2016,
s. 289). Bu aragtirmada, LGSde dil bilgisi sorularinin gerekliligi tizerine 6gretmen
goriislerinin ayrintilartyla gok yonlii olarak ele alinmasi amaglandig1 i¢in durum
galismasindan yararlanilmasi uygun goriilmistir.
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Calisma Grubu

Aragtirmanin katilimcilar: belirlenirken amagh 6rnekleme yontemi kullanil-
mustir. Buna gore katilimcilar 8. siniflarda derse girmis ya da giriyor olan, des-
tekleme ve yetistirme kurslarinda gérev almis ya da aliyor olan, MEB soru yazma
komisyonlarinda gorev almis ya da fiilen bu gorevi yiiriitiiyor olan, 6zel yayinev-
lerine soru veya igerik hazirlamis ya da hazirliyor olan Tiirkge 6gretmenleridir.
Her bir grupta 5 katilimci olmak iizere toplamda 20 Tiirkge 6gretmeniyle goriisme
yapilmustir. Katilimcilara ait bilgiler Tablo 2de verilmistir.

Tablo 2. Aragtirmada yer alan katilimcilara ait bilgiler
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Veri Toplama Araclar

Aragtirmada katilimcr olarak yer alan 6gretmenlerin goriislerini almada yar
yapilandirilmis goriigme formundan yararlanilmistir. Arastirmacilar tarafindan
hazirlanan goriigme formu, 12 sorudan olugsmaktadir ve bu sorularin 6’s1 katilim-
cilara ait bilgileri toplamaya yonelikken kalan 6’s1 ¢aligmanin hedeflerine uygun
olarak LGS dil bilgisi sorularimin gerekliligi tizerine 6gretmen goriislerini alma
amacini tagimaktadir. Goriisme formunda sorularin hazirlanmasinda uzman go-
riigii alinarak hareket edilmis; bu baglamda ikisi 6l¢me degerlendirme alaninda,
ikisi Tiirkge egitimi alaninda aktif olarak gérev yapan dort akademisyenin goriis-
lerine bagvurulmustur. Alan uzmanlarinin yonlendirmeleri neticesinde goriisme
formuna nihai hali verilmistir. Gortigme formlari, goriisme dncesi e-posta iizerin-
den katilimcilara gonderilmis, goriisme esnasinda olusabilecek yanlis anlamalarin
oniine gegmek i¢in katilimcilarin formu yazili olarak da gormeleri saglanmustir.

Goriisme Sireci

Aragtirma verilerinin toplanmasi kiiresel salgin siireci nedeniyle ¢evrim ici
olarak gergeklestirilmistir. Cevrim i¢i goriismelerin gergeklestirilmesinde Google
Meet ve Zoom programlarindan yararlanilmistir. Katilimcilarin her biriyle daha
onceden belirlenen bir zamanda gevrim i¢i goriismeler yapilmis, her bir goriisme
ortalama 25 dakika stirmiistiir. Yapilan goriismeler katilimcinin bilgisi dahilinde
kayit altina alinarak daha sonra bu kayutlar tizerinde gerekli analizler yapilmistir.

Verilerin Analizi

Tiirkge 6gretmenleriyle goriismelerden elde edilen verilerin igerik analizi ya-
pilmustir. Yirmi katilmcinin ses kayitlarinin incelenmesi sonucunda 6gretmen
goriisme formundaki her bir soru ana tema ve alt temalara ayrilarak siniflandiril-
mustir. Veriler ilgili temalara kodlanmis ve daha sonra yorumlanmigtir.
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Gecerlik, Givenirlik ve Etik

Goriisme formu yoluyla elde edilen 6gretmen goriisleri, iki ayr1 arastirmaci ta-
rafindan igerik analizine tabi tutulmustur. Her iki aragtirmacinin gerceklestirmis
oldugu icerik analizi arasindaki tutarlilik Miles ve Hubermanin (2015) Uzlagsma
Yiizdesi = Goris Birligi / (Goriis Birligi + Goriis Ayriligr) * 100 formiiliine gore
hesaplanmistir. Yapilan hesaplamada giivenirlik %92 olarak bulunmugtur. Kalan
%8’lik bolim tizerinde degerlendirmeler yapilarak uzlagmaya varilmistir. Calis-
manin etik agidan uygun olduguna, Gazi Universitesi Etik Komisyonu tarafindan
03.08.2021 tarihli ve 12 sayili toplantisinda oy birligi ile karar verilmistir.

BULGULAR
1. Arastirma Sorusuna Y6nelik Bulgular

Aragtirmanin 1 numarali sorusunda ortaya ¢ikan kodlar Tablo 3’te aktarilmistir.

Tablo 3. TOP dil bilgisi konularinin LGSde temsili

Tablo 3 incelendiginde katilimcilarin %50den fazlasinin 6gretim programinda
verilen dil bilgisi konularinin égretim programinda yeterli diizeyde temsil edilme-
digini diistindiikleri goriilmektedir. Bes katilimcr yeterli oldugu konusunda goriis
bildirirken dort katilimcinin bu konuda bir dengesizlik oldugunu belirttikleri go-
rulmektedir. Katilimcilardan K2,

“Bu konuda son iki, {i¢ LGS hari¢ temsil edildigi s6ylenebilir. Ama programda
yer alan ama hig soru sorulmayan (¢atilar gibi) konularin olmasi, 6gretmenin buna
zaman ayirmasi zaman kaybindan bagka bir sey degil” seklindeki gortigiinde 6gre-
timi yapilan dil bilgisi konulariyla LGSde ¢ikan dil bilgisi sorular1 arasinda var olan
dengesizligin egitim-6gretim agisindan bir zaman kaybi oldugunu belirtmistir.

Bir diger katilimci K6'nin,

“Haynr, 8. sinif kazanimlarini vermek i¢in harcadigimiz zaman ve enerji dikkate
alindiginda fiilimsi, cimlenin 6geleri, fiilde cat1 ve cimle tiirleri konularindan sa-
dece bir sorunun sorulmasi bu konuda denge olmadigini gosteriyor. Kendi adima
LGSde sadece bir soru ¢iktig1 icin zamanimi artik par¢ada anlam ve muhakeme
sorulari i¢in kullaniyorum? seklindeki goriisiinde de ayni sekilde mevcut denge-
sizligin emek kaybina yol a¢tigini, temsil sorunu sebebiyle bazi konulara agirlik
verirken bazilarini daha yiizeysel sekilde isledigini belirttigi goriilmektedir.
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K8,

“Maalesef edilmiyor. Genel anlamda tiim Tiirkge 6gretmenlerinin ve 6grencile-
rin Tiirk¢e dersi adina 8. sinifta vaktinin ¢cogunlugunu dil bilgisi kazanimlar: mes-
gul ediyor. LGSde ise 3 ya da 4 soruyla tiim dil bilgisine yer verilmesi hem diger
kazanimlara gereken 6nemin verilememesine hem de yil boyu harcanan emek ve
mesainin heba olmasina sebep oluyor.” seklindeki goriigityle temsil sorunundaki
mevcut dengesizligin egitim-6gretim faaliyetlerini etkiledigini, dil bilgisi 6greti-
minin ¢ok zaman almasina ragmen sinavda karsilik bulmamasi sebebiyle zaman
ve emegin heba olmasina yol actifini belirtmistir.

Calismada goriislerine bagvurulan bir diger katilimei olan K9'un asagidaki go-
rigleri de durumun tespiti agisindan 6nemlidir:

“Egitimin devamlilig1 diisiiniildigiinde bir sorun ortaya ¢ikiyor. Fiilimsi, cim-
lenin 6geleri, ciimle tiirleri, fiilde ¢at1 gibi konular dokuzuncu simifta da var. Hem
8 hem de 9. sinifta ayni konulari igliyorlar. Sorular kazanimlar1 destekler nitelikte
ama konular gereksiz yogunlukta. Tiirk¢enin dort temel becerisini 6l¢gmek durur-
ken dil bilgisi konulartyla ¢ocuklari boguyoruz. Soru sayist az ama bunun i¢in har-
canan zaman ¢ok”

K9un dil bilgisi konularinin yogunlugu sebebiyle bunlara harcanan zamanin
gok olmasina karsin sinavda dil bilgisi soru sayisinin az olmasinin bir geligki orta-
ya koydugunu belirttigi goriilmektedir. Bu durumun dil bilgisi konular1 agisindan
gereksiz bir yogunluk olusturdugunu, dért temel beceri igin kullanilabilecek zama-
nin gereksiz yere buraya aktarildigini ifade etmistir.

2. Arastirma Sorusuna Yonelik Bulgular

Aragtirmanin 2 numarali sorusunda ortaya ¢ikan kodlar Tablo 4’te aktarilmis-
tir.

Tablo 4. LGS dil bilgisi sorularinin 6grenci diizeyine uygunlugu
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Tablo 4 incelendiginde katilimcilarin %75’inin LGSde sorulan dil bilgisi soru-
larinin 6grenci diizeyine uygun oldugu yoniinde goriis bildirdikleri gorillmektedir.
LGS dil bilgisi sorularinin 6grenci seviyesine uygun olmadigini belirten bes kati-
limcinin bu konuda farkl: tespitleri vardir. Buna gore,

Ke,

“2018, 2019, 2020 LGS dil bilgisi sorularina baktigimizda ¢ok zorlayici olma-
digin1 goriiyoruz. Ancak sorulanlarin daha basit diizeyde sorulmas: gerektigini
diisiinityorum. Ornegin fiilimsi sorusu sorulacaksa alt tiirlerine girmeden fiil ile
fiilimsi farkinin sorulmas: daha uygun olur” seklindeki goriisiiyle LGS dil bilgisi
sorularinin 6grencilerin konuyu temel diizeyde bilip bilmediklerini sorgulamasi
gerektigini belirtmistir.

K17,

“Bu kadar yogun bir dil bilgisi 6gretiminin ardindan sinavda 6grencilerin kar-
sisina ¢ikacak dil bilgisi sorularinin ayirt edici olmasi gerektigini diistiniiyorum.
Gegtigimiz yillarda ¢ikan sorular maalesef bu ayirt edicilige sahip degildi” gorii-
sliyle K6’nin aksine dil bilgisi 6gretiminin yogunlugunun siavda kargilik bulmasi
gerektigi, bu ylizden sorularin ayirt ediciliginin mevcut hallerinden daha yiiksek
olmasini belirttigi goriilmektedir.

LGSde sorulan dil bilgisi sorularinin 6grenci diizeyine uygun oldugunu belir-
ten goriisler arasindan dikkat ¢ceken bir goriis olarak K2'nin,

“Sorulan sorularin 6grenci diizeyine genel olarak uygun oldugunu disiini-
yorum. Ozellikle bu sorular1 cevaplayan dgrencilerin Tiirkee dersinde iist diizey
oldugunu disiiniiyorum?” ifadeleriyle dil bilgisi sorularini dogru cevaplayan 6g-
rencilerin st diizey diigiinme becerilerine sahip olabilen; analiz, sentez ve deger-
lendirme yapabilen 6grenciler oldugunu belirtmistir.

Ug numarali aragtirma sorusuna bagh olarak alinan cevaplardan bir digeri ola-
rak K11,

“Zorluk derecesi konulara gore degisiyor fakat sorularin ¢ok zorlayici oldugu-
nu diistinmityorum.” ifadeleriyle K2'nin aksine LGSde sorulan dil bilgisi sorularini
¢ozmenin ¢ok zor olmadigini belirtmistir.
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3. Arastirma Sorusuna Y6nelik Bulgular

Aragtirmanin 3 numarali sorusunda ortaya ¢ikan kodlar Tablo 5 ve Tablo 6da
aktarilmstir.

Tablo 5. LGSde dil bilgisi sorularinin gerekliligi

Tablo 5te LGS dil bilgisi sorularina yer verilip verilmemesi gerektigi iizerine
ortaya cikan kodlar aktarilmistir. Buna gore iki katilimer harig tiim katilimcilarin
LGSde dil bilgisi sorularina yer verilmesinin gerekli oldugunu vurguladiklar: go-
riilmiistiir. Bu konuda zit fikir beyan edenlerden biri olarak K9,

“Kesinlikle yer verilmemelidir. Bunun yerine metin tiirii, yazim ve noktalama
sorularinin artirilmasi gerekmektedir” goriisiinii ifade etmistir.

LGSde dil bilgisi sorularina yer verilmesini ifade eden goriislere rnek olarak
K1,

“Yer verilmelidir. Clinki dilin kurallarini bilmeyen kisi okudugunu anlamada
istenen performansi yakalayamaz. Dil var olan her seyiyle bir butiindiir. Dil can-
lidir. Insan viicudu gibi. Herhangi bir organimizin bakimini ihmal edersek bunun
acist bitiin viicuttan ¢ikar. Dilin gramer kurallarini ihmal etmek sorunlara yol
acar” gorigiini ifade etmigtir. K1, bu gorisiiyle dilin bir biitiin olarak ele alinmasi
gerektigini, dil bilgisinin de bunun tabii bir par¢as1 oldugunu vurgulamistir.

K2,

“Bana gore yer verilmeli ¢linkii bir dilin temelini olusturan gramerin bilinme-
mesi, dilin mantiginin anlagilamamasina neden olmakta fikrine sahibim? ifadele-
riyle dilin gramer olmadan anlasilamayacagini belirtmistir.

Ke,

“LGSde dil bilgisi sorusu sorulmalidir. Ancak bu sorular sayisal derslerdeki
formiil-¢éziim iliskisi icinde degil, anlam icinde eriterek sorulmalidir. Ornegin
¢at1 konusunda soru kokiinde etken-edilgen seklinde degil de ‘Hangisi bagkas: ta-
rafindan yapilmistir?’ olarak sorulmas: gerektigini diigtintiyorum.” ifadeleriyle dil
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bilgisinin bir kurallar biitiinii olmaktan ziyade baglam icerisinde ele alinmasi ge-
rektigine dikkat cekmistir.

K12,

“Kesinlikle yer verilmelidir. Dil bilgisi sorular1 gocuklarin giinliik hayatta kul-
lanacag kurallardan olugmali. Ornegin dilekge, tutanak yazimi, biiyiik harflerin
yazimi vb. ama fiilimsiye gerek olmayabilir” ifadeleriyle dil bilgisinin kisinin giin-
likk hayatta ihtiya¢ duyuldugu sekliyle ele alinarak bir ihtiya¢ haline getirilmesi
gerektigi vurgulanmistir.

Tablo 6. LGSde dil bilgisi sorularinin gereklilik sebebi

» <«

Tablo 6 incelendiginde “ayirt edicilik’, “gereklilik’, “basar1” ve “dilin dogru kul-
lanim1” kodlarinin ortaya ¢iktig1 gériilmektedir. Ayirt edicilik kodunda yer alan
Ogretmen goriisleri, dil bilgisi 6gretiminin karsiligini bulmasi amaciyla sinavlarda
bu sorulara yer verilmesi ve bu sorular1 dogru cevaplayan 6grencilerin belirli bir
ayirt edicilik saglamis olmasi gerektigi tizerinde durmuslardir. Bu goriislere 6rnek
olarak K1,

“Sonugta verilen bir emek var, ¢alisan ile ¢alismayanin ayirt edilmesi hususu
var. Belirleyici sorularin olusturulmasi agisindan LGSde dil bilgisi sorularina yer
verilmelidir”

Ke,

“8. siuf 6grencisi LGSde soru ¢tkmayan ya da az soru ¢ikan konuya -hakli
olarak- ilgi gostermiyor. Sinavi odak noktas1 olarak alan bir 6grenci ‘Sorulmu-
yorsa gereksizdir’ Ya da ‘Sorulmayacaksa neden 6greneyim?” seklinde diisiiniiyor.
Sinavin mantig1 6grencinin neyi, ne kadar 6grendigini tespit etmek degil de ‘eleme
yapmak' olunca bu konu buralara geliyor maalesef”
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K8,

“Ogrencinin yil boyunca uzun zaman ve emek harcayarak 6grendigi konular-
dan soru gelmemesi mantiksiz olacaktir. Ayrica programda dil bilgisi kazaniminin
olmasi ancak LGSde soru sorulmamasi Tiirk¢e dersine karsi ilgisizlige sebep ola-
caktir”

Goruldugi tizere goriisleri ayirt edicilik koduna bagli olan 6gretmenler, 6greti-
mi yapilan bir konunun sinavlarda dogal olarak 6grencilerin kargisina ¢tkmasi, do-
layistyla 6grencilerin ilgili kazanimlar: edinip edinmediklerinin dl¢tilmesi gerekti-
gini belirtmislerdir. Bununla birlikte ti¢ katilimcr dil bilgisi 6gretiminin gerekliligi
tizerinde dururken dort katilimer bagarili olmak icin dil bilgisinin bir dl¢iit oldugu
gorisiini ifade etmiglerdir. Sekiz katilimei ise dilin dogru kullanimi agisindan dil
bilgisinin gerekli oldugu goriisiinii ifade etmislerdir. S6z konusu goriglere 6rnek
olarak K4,

“Dilin kurallarini 6grenebilmeleri ve dili daha diizgiin kullanabilmeleri i¢in dil
bilgisine yer verilmelidir”

K7,

“Dil bilgisi Tiirk¢enin bel kemigidir. Dil bilgisi kurallarini bilmeyen bir 6gren-
cinin ciimleyi, paragrafi anlamasini bekleyemeyiz. Tiirk¢e; okuma, dinleme, ko-
nusma, yazma ve dil bilgisi olarak ayrilmaz bir biitiindiir”

K10,

“Dil kurallarini 6grenebilmeleri ve daha diizgiin kullanilmasi igin yer verilme-
lidir”

K12,

“Cocuklar dilimizin kurallarini bilmeli, dil bilincine sahip olmalidir. Ozellikle
yazim kurallari, noktalama isaretleri. Dolayisiyla bu bilgileri sinavda ol¢tilmelidir”

K19,

“Dil bilgisi Tiirkge egitiminin ya da genel anlamda dil egitiminin temel yap1
taslarindan biridir. Dil bilgisi 6grencilerin dilsel ve zihinsel becerilerini gelistirmek
amaciyla 6gretildiginden dolayi dil egitimi i¢cin amagtan ¢ok bir arag niteligindedir.
Buna gore 6grencilerin Tiirkge dil biitiinliigiini ve okuma, anlama, anlatim gibi
Tiirkgenin temel becerilerini biitiiniiyle degerlendirebilmemiz iin dil bilgisi soru-
lar1 da mutlaka yer almalidir”
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4. Arastirma sorusuna yonelik bulgular

Aragtirmanin 4 numarali sorusunda ortaya ¢ikan kodlar Tablo 7de aktarilmis-
tir.

Tablo 7. LGS dil bilgisi soru sayilarinin yeterliligi

Kodlar Katilimceilar N Yiizde
Yelerlilik K1, K3, K6, K11, K14, K18 6 30
Yetersizlik K2, K4, K5, K7, K8, K10, 12 60
K12, K13, K15, K16, K19,
K20
Fazlahk K9, K17 2 10

Tablo 7 incelendiginde alt1 numarali aragtirma sorusuna bagl olarak “yeterli-
lik”, “yetersizlik” ve “fazlalik” kodlarina ulasildigy goriilmektedir. Katilimcilardan
ikisinin soru sayisinin fazla oldugunu beyan ettigi goriilmektedir. Bunlardan K9,

“Soru sayisi fazladir. Azaltilmali ve asamali bir sekilde sifirlanmalidir. Noktala-
ma, yazim ve metin tiirlerine bagli sorular artirilmalidir” diyerek dil bilgisi sorula-
rinin kademeli olarak sifirlanmasi gerektigini ifade etmistir.

LGSde sorulan mevcut dil bilgisi soru sayisinin yeterli oldugunu belirten alt1
katilimer vardir. Katilimcilardan on ikisi soru sayisinin yetersiz oldugu yoniinde
goriis bildirmistir. Katilimcilardan K12 ve K13, soru sayisinda bir oran gozetilmesi
gerektigi, bu baglamda LGSde sorulacak dil bilgisi soru sayisinin en az %30 ora-
ninda olmasini diistindiiklerini aktarmiglardir. Diger katilimcilarin goriislerinden
ornek olarak,

Ke,

“Tiim kazanimlardan soru sorulmalidir. Bu soru sayisinin artmasi anlamina
gelmez. Ornegin ‘Metnin dil ve anlatimiyla ilgili hangisi... tiiriindeki sorularda
dort kazanimla ilgili soru sorulabiliyor. Dil bilgisi i¢in de bu uygulanabilir. Fiilim-
siyi ayrica sormak yerine ctimle tiirleri sorulabilir. Ciimle tiirleri konusunda yapi-
sina gore ciimleleri cevaplayabilmek i¢in fiilimsiyi bilmeniz gerekir. Tek soruyla iki
kazanim sorulabilir. Yahut noktalama sorusunda yiiklemden uzak diigen 6zneyi
belirtmek i¢in, kullanilan virgiilii cevaplamak i¢in mecburen ciimlenin 6gelerini
bilmek zorunda 6grenci. Bu durumda ayrica 6ge sorusu sormak zorunda kalmaz-
lar. Anlatim bozuklugu baghg: altinda sorulan soruda ¢at1 uyusmazlig sorulursa
ayni1 anda fiilde ¢at1 kazanimi sorulmus olur. Ornekleri ¢ogaltmak miimkiin. Bu
anlamda soru sayisindan ziyade igerigi zenginlestirilmeli ve deyim yerindeyse bir
tagla iki kus vurulmali” ifadeleriyle hem tiim dil bilgisi kazanimlarina hitap edile-
bilecegini hem de soru sayisinin yeterli olacagini vurgulamustur.
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K7,

“Mevcut sistemde 3 ya da 4 dilbilgisi sorusu var. Bu say1 5 ya da 6 olarak giincel-
lenebilir. En azindan verilen tiim dil bilgisi kazanimlarindan birer soru sorulabilir”
sozleriyle 6grencilere 8. sinifta aktarilan tiim dil bilgisi konularindan soru sorul-
masi gerektigini belirtmistir.

K10,

“LGSdeki mevcut dil bilgisi sorular1 bence yeterli degildir. En azindan ders-
lerde sinava yonelik bir motivasyon saglama agisindan bile hi¢ olmazsa yedi ve
sekizinci siniftaki dil bilgisi kazanimlarina LGSde yer verilmelidir” ifadeleriyle dil
bilgisi anlatiminda biitlinliigiin saglanmasi agisindan daha alt siniflarda islenen dil
bilgisi konularina bagl kazanimlardan da soru sorulabilecegini aktarmustir.

K19,

“Bence yetersiz ¢iinkii 6grenciye anlatilan her konudan soru gelmeli. Cocuk-
lar beg tiniteden sorumlular ama iki ya da ii¢ Giniteden soru ¢ikiyor. Bu da haliyle
yeterli olmuyor.” ifadeleriyle LGS dil bilgisi sorularinin programdaki kazanimlarin
tamamuini kapsamasi bakimindan artirilmasi, bu anlamda en az beg soru sorulmast
gerektigini vurgulamistir.

TARTISMA, SONUC VE ONERILER

LGS dil bilgisi sorularinin gerekliligi iizerine 6gretmen goriiglerinin alindig:
bu aragtirmada ortaya ¢ikan sonugclara gore Tiirkge 6gretmenleri 6gretim prog-
ramindaki (MEB, 2019) dil bilgisi kazanimlarinin LGSde yeterli diizeyde temsil
edilmedigini ve dil bilgisi kazanimlarinin dengesiz bir dagilim sergiledigini ak-
tarmuglardir. LGS dil bilgisi sorularinin 6grenci diizeyine uygunlugu konusunda
Tiirkge 6gretmenlerinin %7571 sorularin 6grenci seviyesine uygun oldugunu ifade
etmiglerdir. LGSde dil bilgisi sorularina yer verilmesi gerektigini ifade eden Tiirkge
ogretmenleri 6grencilerin dil bilgisi sayesinde dilin dogru kullanim1 konusunda
ilerleme saglayacaklarini ve basarili olma yolunda dil bilgisinin gerekli oldugunu
belirtmislerdir. Tiirkge 6gretmenleri %60 oraninda LGS dil bilgisi soru sayisinin
yetersiz oldugunu ifade etmislerdir. Kalan %40’lik kisimda ise LGS dil bilgisi soru-
larinin yeterli ve fazla oldugu izerine gériis bildirmislerdir.

Katilimcilarin ¢ogunlukla iizerinde durdugu konu, 8. sinif miifredatina bagh
olarak sirasiyla fiilimsiler, ciimlenin 6geleri, fiilde ¢ati, ctimle tiirleri ve anlatim bo-
zukluklar1 konularinin islendigi; bu konularin iglenmesinin biitiin bir 6gretim yili
boyunca stirdiigi, ilgili kazanimlarin 6grencilere kazandirilmasi icin ciddi anlam-
da zaman ve emek verildigidir. Buna ragmen LGSde 8. sinif dil bilgisi konularinin
tamamuina yer verilmiyor olmasinin 6grenci ve 6gretmenlerde motivasyon kaybina
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yol agtig1, ozellikle 6grencilerin sinavda soru gelmeyecek bir konuyu 6grenmeye
kars1 direng gosterdikleri vurgulanmustir.

Elde edilen sonuglara gore dil bilgisi dilin ayr1 bir parcas: gibi diisiiniilmemeli;
baglam olusturmak, sozciikler, ciimleler ve pargalar arasinda anlam ilgisi kurmak,
okudugunu anlamak, anladigini yazili ve sozlii olarak ifade etmek igin dil bilgisi-
nin temel diizeyde biliniyor olmas: gerekmektedir. Boylu, Ustabulut & Inal (2022)
¢alismalarinda dil bilgisi 6grenme inancinin, dil bilgisinin iyi bir sekilde 6grenil-
mesinde etkili oldugunu belirlemislerdir. Bu anlamda dil bilgisinin ana dilin ayr1
parcast olmadig1 ve ana dilin bilingli kullanimu igin dil bilgisinin 6nemli oldugu
diisiincesi 6grencilere kazandirilmalidir. Katilimeilar, LGSde 8. siniflarda islenen
tiim dil bilgisi konularina yonelik sorulara yer verilmesi gerektigini ifade etmekle
beraber sinavda dil bilgisinin en az %30 orana sahip olmasi gerektigini belirtmis-
lerdir.

Caligmada ulagilan sonuglar, Aytas ve Cegen’in (2010) “Dil kullanimini dog-
ru, diizglin ve sistemli héle getirmesi, dil bilgisi 6gretimini gerekli kilmaktadir”;
Yagmur Sahin ve Abacrnin (2019) “.. iyi bir dil bilgisi 6gretimi sayesinde gelece-
gin teminat1 olan 6grencilerimiz, ana dilinin zenginliklerinin farkina vararak ana
dilini daha iyi kullanacak, daha zengin bir Tiirkgeye sahip olacak, ¢evreyle daha
iyi iletisim kurabileceklerdir” goriisleriyle uyum saglamaktadir. Calismada bazi
katilimcilarin dil bilgisi sorularinin diger sorularla birlikte ele alinarak Tiirkgenin
ayrilmaz bir parcasi oldugunun 6grencilere kavratilmas: gerektigi goriisii Cecen ve
Aytag'in (2008) dil bilgisi becerisinin metne dayali egitim verilmek suretiyle gelis-
tirilebilecegi ve Gozlet ve Cifcinin (2021) dil bilgisi ana dili egitiminde temel dil
becerilerinin gelisimi ve bireyin bu becerileri etkin kullanimi i¢in gereklidir goriis-
leriyle uyum gostermektedir. Katilimcilarin dil bilgisi 6gretiminin ana dili dersinin
dogal bir parcasi olmasi ve bu baglamda se¢me sinavlarinda 6grencilerin bu ko-
nulardan sorumlu olmalarinin da ayni sekilde gerekli oldugu goriisii, Dolunay’in
(2010) dil bilgisi 6gretiminin bir amag degil 6grencilere dort temel dil becerisini
kazandirmada yararlanilabilecek bir ara¢ oldugu gériisiiyle de uyum gostermek-
tedir. Caligmada elde edilen LGSde dil bilgisi sorularina yer verilmesi gerektigini
sonucu Yaman ve Karaaslan (2010) ile Eksi, Kir ve Benzer’in (2021) 6gretmenlerin
dil bilgisi 6gretimini gerekli bulduklar1 goriisleriyle uyumludur. Dil bilgisi kaza-
nimlarimin LGSde yeterli diizeyde temsil edilmedigi sonucu da Benzer’in (2019)
merkezi sinavlar ile 6gretim programinin uyusmadig1 sonucuyla ortiigmektedir.

Calismada ulasilan sonuglardan hareketle 6grencilere dil bilgisinin dilin dogal
ve 6nemli bir parcast oldugu aktarilmals, dil bilgisi 6gretiminin sinavlara hazirlik
i¢in degil, ana dilini daha nitelikli kullanmak i¢in yapilmas: gerektigi kavratilma-
lidir. Bununla birlikte 6gretimi yapilan dil bilgisi konularina liselere gecis sinav-
larinda yeterli ve dengeli sekilde yer verilmesi konusunda gerekli diizenlemeler
yapilmalidir.
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TESEKKUR VE AGIKLAMALAR
Caligmamiza katki saglayan tiim katilimcilara tesekkiir ederiz.
Cikar Catismasi

Makalenin yazarlari arasinda, ¢aligma kapsaminda herhangi bir kisisel ve fi-
nansal ¢ikar ¢atigmasi bulunmamaktadir.

Yazar Katkisi
Katki Diizeyi 1. Yazar: %60 — 2. Yazar: %40
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TEACHERS’ OPINIONS ON THE NECESSITY OF GRAMMAR QUESTIONS IN THE LGS
ABSTRACT:

Grammar is the science that reveals the rules by examining the language in terms
of sound, form, vocabulary, sentence meaning, and structure. Grammar teaching is
started through mother tongue lessons from the first stages of education. On the other
hand, there are discussions about whether to include grammar questions in the High
School Entrance Exam (LGS). In addition to the view that grammar is a natural part of
the language, it is not necessary to deal with it as a separate section in the exams, there
are also opinions that grammar should be asked as separate questions in order to create
learning motivation. The aim of this study is to reveal the opinions of Turkish teachers
on the necessity of grammar questions in the LGS. The study group of the research is
twenty Turkish teachers who have given or are giving lectures in the 8th grade; , who
have taken or are taking part in support and training courses and provincial questi-
on writing commissions, and have prepared or are preparing questions or content for
private publishing houses. The research data were obtained through semi-structured
interviews. The interviews were conducted through a semi-structured interview form
created by the researchers under the guidance of field experts and were made throu-
gh the Zoom and Google Meet programs due to the pandemic measures. According
to the results obtained in the study, opinions emerged to the effect that the grammar
questions taught at all levels of secondary school, especially in the 8th grades, should
find answers in the LGS, that the number of existing grammar questions in the LGS is
insufficient, that the number of LGS grammar questions should be at least 30% of the
Turkish test, and that the grammar questions should be considered as a whole with
meaning questions rather than being asked as a separate section.

Keywords: Grammar, High School Entrance System, LGS, The Outcomes Of
Grammar.

e e

LGS'DE DIL BILGISI SORULARININ GEREKLILIGI UZERINE OGRETMEN
GORUSLERI

0z

Dil bilgisi; dili ses, bi¢cim, s6z varlig, ciimle anlami ve yapisi gibi bakimlardan in-
celeyerek kurallarini ortaya koyan bilim dalidir. Dil bilgisi 6gretimi egitim-6gretimin
ilk kademelerinden itibaren ana dili dersleri yoluyla baslatilmaktadir. Buna karsilik
LGSde dil bilgisi sorularinin yer alip almamasina yonelik tartismalar mevcuttur. Dil
bilgisinin dilin dogal bir pargasi olmasi sebebiyle sinavlarda ayri bir boliim olarak ele
alinmasina gerek olmadig1 goriisiiniin yani sira dil bilgisi 6gretiminin grenme moti-
vasyonu olusmasi bakimindan ayri sorular olarak sorulmasi gerektigi {izerine goriisler
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de mevcuttur. Bu ¢aliymanin amaci LGS dil bilgisi sorularinin gerekliligi tizerine Tiirk-
¢e 6gretmenlerinin goriiglerini ortaya koymaktir. Aragtirmanin ¢alisma grubunu 8. si-
niflarda ders vermis ya da veriyor olan; destekleme ve yetistirme kurslarinda, il soru
yazma komisyonlarinda gorev almis ya da aliyor olan ve 6zel yayinevlerine soru veya
igerik hazirlamis ya da hazirliyor olan yirmi Tiirk¢e 6gretmeni olusturmustur. Aragtir-
ma verileri yar1 yapilandirilmis gériismeler yoluyla elde edilmistir. Gortismeler, aras-
tirmacilar tarafindan alan uzmanlarinin rehberliginde olusturulan yar1 yapilandirilmis
gorisme formu yoluyla gerceklestirilmis ve salgin tedbirleri sebebiyle Zoom ve Google
Meet programi aracilifiyla yapilmistir. Caligmada ulagilan sonuglara gore 8. siniflarda
daha yogun olmak {izere ortaokulun tiim kademelerinde 6gretilen dil bilgisi sorulari-
nin LGSde kargilik bulmasi, LGSde yer verilen mevcut dil bilgisi soru sayisinin yetersiz
oldugu, LGS dil bilgisi soru sayisinin Tiirkge testinin en az %30’luk kismini olugturma-
s1, dil bilgisi sorularinin ayri bir béliim gibi sorulmasindan ziyade anlam sorulariyla
birlikte bir biitiin olarak ele alinmasi gerektigi goriisleri ortaya ¢ikmuistir.

Anahtar Sozciikler: Dil Bilgisi, Liselere Gegis Sistemi, LGS, Dil Bilgisi Kazanimlar.
kR

INTRODUCTION

After eight years of uninterrupted education, students want to be placed in a
secondary education institution in line with their interests, wishes, and needs; this
situation leads to the emergence of a more intense interest towards certain schools.
“While individuals desire to transition from primary education to secondary edu-
cation and from there to higher education in order to benefit as much as possible
from the benefits of their education, states are trying to meet this need and incre-
ase the number of schools that will provide education that will increase the quality
of the individuals they need” (Kizkapan & Nacaroglu, 2019, p. 702). Sad and Sa-
hiner (2016) stated that in order to meet the high demand for these institutions in
high school and university preferences, an objective measurement and evaluation
system is needed that accurately measures the knowledge levels of the students
who take the exam and their predisposition to the field.

In meeting this need in Turkey, the national-level central assessment-evaluati-
on exams held by the Ministry of National Education for the selection of students
for secondary education institutions have survived to the present day by undergo-
ing many changes. “Five different exam systems were applied between 1998 and
2018. These are the High School Entrance Exam (LGS 1999-2003), the Secondary
Education Institutions Selection and Placement Exam (OKS 2004-2006), the Pla-
cement Exam for 6th, 7th and 8th grades (SBS 2007-2013), the Transition from
Basic Education to Secondary Education (TEOG 2014-2017), and the LGS (2018)
which is applied only in 8th grade” (Celik, 2011). The LGS continues to be imple-
mented in 2021 as well. With the LGS, which was put into practice in 2018 and is
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still in effect, participation in the exam has been removed from being compulsory,
and in this context, schools have been included in two separate categories: those
who take students through the exam and those who take students according to the
address-based system. In the first session of the LGS, which is held in two separate
sessions, a verbal section exam is given. In this section, 75 minutes are allowed for
50 questions, namely Turkish (20 questions), T.R. History of the Revolution and
Kemalism (10 questions), Religious Culture and Moral Knowledge (10 questions),
and Foreign Language (English) (10 questions). In the second session, a numerical
section exam is given. In this section, 80 minutes are given for 40 questions, inclu-
ding Mathematics (20 questions) and Science (20 questions).

It is seen that the LGS is different from previous knowledge-based and rote-ba-
sed exams, and it is aimed at individuals who are information literate and can in-
terpret the information they obtain and manage their own learning process instead
of memorizing information. The main reason for this is that “until 2018, exams for
high school placement in Turkey were generally knowledge-based and based on
memorization. However, these exams were far from reading comprehension and
questioning skills. In addition, when the students could not achieve the desired
success in the international exams that measure reading comprehension, criticism
began to be made about the high school entrance exams” (Batur, Ulutas, & Beyret,
2019, p. 600). Biber, Tuna, Uysal and Kabuklu (2018) stated that the LGS questions
were prepared with an understanding based on interpretation and far from me-
morizing. In today’s world, students should not be given ready-made information,
but the ways of accessing information should be taught (Korkmaz & $ahin, 2019).

It is seen that the grammar acquisitions included in the Turkish Language Cur-
riculum (MEB, 2019) are prepared in a spiral manner in a sequential structure. The
questions that students are asked to answer in the LGS should be prepared from the
subjects and acquisitions transferred to them during the four-year secondary scho-
ol education. Thus, the integrity that the curriculum emphasizes for the teaching
carried out will also be ensured during the measurement and evaluation phase.

The grammar questions in the LGS, which started to be implemented in 2018,
and the subjects and acquisitions that the questions are related to are given in Table
1.
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Table 1. The number of LGS grammar questions and the subjects and acquisi-
tions related to the questions

As can be seen in Table 1, the grammar questions asked in the LGS cover the
8th grade topics and acquisitions. Three questions were asked from grammar in the
2018 and 2019 LGS, and two questions were asked in the 2020 LGS. However, due
to the global pandemic in 2021, grammar questions were not included in the 2021
LGS, since the education was mainly carried out remotely (online).

In addition to the studies emphasizing that grammar teaching is necessary and
important (Aytas & Cegen, 2010; Dolunay, 2010; Yagmur Sahin & Abaci, 2019),
there are also opinions emphasizing that students should become competent in
reading, writing, speaking and listening rather than grammar. In this context, there
are debates on whether it is necessary or unnecessary to include grammar questi-
ons in the LGS.

Studies in the literature that previously consulted the opinions of academics,
teachers, students and parents about exams (Cegen & Mete, 2011; Erden, 2020;
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Kuzu, Kuzu, & Gelbal, 2019; Kertil, Giilbagc1 Dede & Giilen Ulusoy, 2021; Karaka-
ya, Bulut, & Yilmaz, 2020; Sivkin, Aksoy, & Erdogan, 2020; Ekinci Celikpazu, 2019)
are available. In addition to the findings of previous studies, the aim of this study
is to draw a framework for the necessity of whether grammar questions should be
included in the exams.

For this purpose, the sub-problems of the research were formed as follows:

1. According to Turkish teachers, are the grammar acquisitions included in the
Turkish Curriculum adequately represented in the LGS?

2. Are the grammar questions asked in the LGS appropriate for the level of the
student?

3. Do you think that grammar questions should be included in the LGS? Why?

4. If they are necessary, do you think the current number of grammar questions
in the LGS is sufficient?

METHOD
Research Model

In this study, in which teachers’ opinions were obtained on the necessity of
grammar questions in the LGS, a case study, which is one of the qualitative resear-
ch designs, was used. Creswell (2007) defines the case study as “a qualitative resear-
ch approach in which the researcher examines one or more limited cases over time
with data collection tools that include multiple sources (observations, interviews,
audio-visuals, documents, reports), and in which cases and case-related themes
are defined”. Yin (1984) expressed the case study as an empirical research method
that studies a current phenomenon within its own real-life framework (content),
and that is used in situations where the boundaries between the phenomenon and
the content it is in are not clear-cut and more than one source of evidence or data
is available. “Departing from the aspects that differ from other types of research,
it is possible to say that the case study is a research method that is based on the
questions of ‘how’ and ‘why’ and allows the researcher to examine a phenomenon
or event in depth that he cannot control” (Yildirim & S$imsek, 2016, p. 289). In this
study, it was deemed appropriate to benefit from the case study, as it was aimed to
discuss in detail the teachers’ opinions on the necessity of grammar questions in
the LGS.
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Study group

The purposive sampling method was used while determining the participants
of the study, since they were thought to have rich knowledge about the subject.
Accordingly, the participants are Turkish teachers who have taught or are teac-
hing classes in the 8th grade, have taken part in or are taking part in support and
training courses, have taken part in or are actively working in the MEB question
writing commissions, and have prepared or preparing questions or content for pri-
vate publishing houses. A total of 20 Turkish teachers were interviewed, with 5
participants in each group. Information about the participants is given in Table 2.

Table 2. Information about the participants in the study

Participant Contribution to the S5tudy Professional Gender Age Education
Seniority Status
Fi Participated / participating  5-10 vears M 25 Bachelor’s
in the MEB gquestion
writing commission
F2 Participated / participating  15-20 years F 33 Bachelor’s
in the MEB question
writing commission
P3 Participated / participating  15-20 years M 40 Postgraduate
in the MEB question
writing commission
P4 Participated / participating  5-10 vears M 26 Bachelor's
in the MEB question
writing commission
P5 Participated / participating 20 vears and F 48 Postgraduate
in the MEE question above
writing commission
Fo Participated / participating 1-5 years F 24 Bachelor’s
in support and training
courses
P7 Participated / participating  5-10 vears M 26 Bachelor’s

in support and training

courses

o] Participated / participating 20 vears and F 50 Bachelor’s
in support and training above
courses

Po Participated/ participating  1-5 years M 25 Bachelor’s
in support and training
courses

P10 Participated / participating  5-10 vears M 26 Bachelor’s
in support and training
colrses

F11 Teaching/taught Turkish 5-10 vears F 28 Bachelor’s
lessons in Sth grade
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P12 Teaching/taught Turkish 5-10 years M 30  Postgraduate
lessons in 8th grade

P13 Teaching/taught Turkish 15-20 years F 41  Bachelor’s
lessons in 8th grade

P14 Teaching/taught Turkish 5-10 years F 32 Postgraduate
lessons in 8th grade

P15 Teaching/taught Turkish 20 years and M 47  Bachelor's
lessons in 8th grade above

P16 Prepares/ prepared 20 years and F 52 Bachelor’s
questions and content for above
private publishing houses

P17 Prepares/ prepared 5-10 years M 31  Bachelor's
questions and content for
private publishing houses

P18 Prepares/ prepared 1-5 years F 29 Postgraduate
questions and content for
private publishing houses

P19 Prepares/ prepared 10-15 years F 42 Bachelor's
questions and content for
private publishing houses

P20 Prepares/ prepared 20 years and F 44 Bachelor's

questions and content for above

private publishing houses

Data Collection Tools

A semi-structured interview form was used to obtain the opinions of the tea-
chers who participated in the research. The interview form prepared by the rese-
archers consists of 12 questions, and 6 of these questions are aimed at collecting
information about the participants, while the remaining 6 aim to obtain teachers’
opinions on the necessity of grammar questions in the LGS, in accordance with the
objectives of the study. Expert opinion was obtained in the preparation of the qu-
estions in the interview form; in this context, the opinions of four academicians, of
whom two work actively in the field of measurement and evaluation and two work
in the field of Turkish education, were consulted. As a result of the guidance of the
field experts, the interview form was given its final form. The interview forms were
sent to the participants via e-mail before the interview, and the participants were
also allowed to see the form in written form in order to avoid any misunderstan-
dings that may occur during the interview.

Interview Process

The collection of the research data was carried out online due to the ongoing
global pandemic. The Google Meet and Zoom programs were used to conduct the
online interviews. The online interviews were conducted with each of the partici-
pants at a predetermined time, and each interview lasted an average of 25 minutes.
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The interviews were recorded with the knowledge of the participant, and then the
necessary analyses were made on these records.

Analysis of Data

Content analysis of the data obtained from the interviews with Turkish teachers
was made. As a result of examining the audio recordings of the twenty participants,
each question in the teacher interview form was classified into main themes and
sub-themes. The data were coded into the relevant themes and then interpreted.

Validity, Reliability, and Ethics

The opinions of the teachers obtained through the interview form were subje-
cted to content analysis by two different researchers. The consistency between the
content analysis carried out by both researchers was calculated according to the
formula of Miles and Huberman (2015): Percentage of Consensus = Consensus /
(Agreement + Disagreement) * 100. In the calculation, the reliability was found to
be 92%. Evaluations were made on the remaining 8% and a consensus was reached.
It was decided unanimously by the Gazi University Ethics Commission at its me-
eting dated 03.08.2021 and numbered 12 that the study was ethically appropriate.

FINDINGS
Findings Regarding the 1st Research Question
The codes that emerged in the 1st question of the research are given in Table 3.

Table 3. Representation of grammar subjects in the LGS

Codes Participants N Percentage
Sufficient P4, P10, P11, P14, P18 5 25
Unbalanced P2, P6, P9, P15 4 20
Insufficient P1, P3, P5, P7, P8, P12, 11 55

P13, P16, P17, P19, P20

When Table 3 is examined, it is seen that more than 50% of the participants
think that the grammar subjects given in the curriculum are not adequately rep-
resented in the curriculum. While five participants stated that they are sufficient,
four participants stated that there is an imbalance in this regard. Among the par-
ticipants, P2 stated,
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“In this regard, it can be said that they were represented except for the last two
or three LGS . But the fact that there are subjects in the program about which ques-
tions are not asked (like the verb voices) and that the teacher spends time on this is
nothing but a waste of time”” She stated that in her opinion, the imbalance between
the grammar subjects taught and the grammar questions in the LGS is a waste of
time in terms of education.

Another participant, P6 said,

“No, considering the time and energy we spent on giving the 8th grade acquisi-
tions, asking only one question from the subjects of the gerundials, the elements of
the sentence, the verb voices, and the sentence types shows that there is no balance
in this matter. For myself, since there is only one question in the LGS, I now use
my time for questions of meaning and reasoning in the text” In her opinion, it is
seen that the current imbalance causes loss of labor, and that due to the problem
of representation, some subjects are emphasized while others are taught more su-
perficially.

According to P8,

“Unfortunately it is not. In general, grammar acquisitions occupy most of the
time of all Turkish teachers and students in the 8th grade for Turkish lessons. In the
LGS, the fact that all grammar is included with 3 or 4 questions leads to not giving
the necessary importance to other acquisitions and wasting the effort and time
spent throughout the year” She stated that the current imbalance caused by the
representation problem affects the educational activities and that although gram-
mar teaching takes a lot of time, it causes time and effort to be wasted because it
does not find an answer in the exam.

The following views of P9, another participant whose views were sought in the
study, are also important in terms of determining the situation:

“A problem arises when the continuity of education is considered. Subjects such
as gerundials, sentence elements, sentence types, and verb voice are also present in
the ninth grade. They cover the same topics in both 8th and 9th grades. The questi-
ons support the gains, but the subjects are unnecessarily intense. While measuring
the four basic skills of Turkish, we are choking children with grammar topics. The
number of questions is low, but the time spent on this is a lot”

It is seen that P9 stated that despite a large amount of time spent on them due
to the intensity of grammar topics, the low number of grammar questions in the
exam presents a contradiction. He stated that this situation creates an unnecessary
intensity in terms of grammar topics, and the time that can be used for the four
basic skills is transferred here unnecessarily.
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Findings Regarding the 2nd Research Question
The codes that emerged in the 2nd question of the research are given in Table 4.

Table 4.Appropriateness of LGS grammar questions for student level

Codes Parlicipanls N Percenlage
Appropriateness P1, P2, P4, P5, P7, P9,
P10, P11, P12, P13, P14, 15 75
P15, P16, P18, P19
Inappropriateness 5 25

P3, P6, P8, P17, P20

When Table 4 is examined, it is seen that 75% of the participants stated that the
grammar questions asked in the LGS were appropriate for the level of the student.
The five participants who stated that the LGS grammar questions were not approp-
riate for the level of the student had different opinions on this issue. Accordingly,

Pe,

“When we look at the 2018, 2019, 2020 LGS grammar questions, we see that
they are not very challenging. However, I think the questions should be asked at
a simpler level. For example, if the gerundial question is to be asked, it would be
more appropriate to ask the difference between a verb and gerundial without going
into sub-types.” She stated that the LGS grammar questions should question whet-
her students know the subject at a basic level.

P17,

“After such intensive grammar teaching, I think that the grammar questions
that will be presented to the students in the exam should be discriminatory. Un-
fortunately, the questions asked in the past years did not have this discrimination.”
Contrary to P6’s view, it is seen that the intensity of grammar teaching should be
reciprocated in the exam, and therefore the discrimination of the questions should
be higher than their current versions.

Among the opinions stating that the grammar questions asked in the LGS are
appropriate for the level of the student, P2’s opinion is striking:

“I think that the questions asked are generally appropriate for the level of the
student. I think that especially the students who answer these questions are at a
high level in the Turkish course” With these comments, P2 stated that students
who correctly answer the grammar questions can have high-level thinking skills,
and that there are students who can make analysis, synthesis, and evaluation.
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As another of the answers received related to the second research question, P11
stated,

“The degree of difficulty varies according to the topics, but I don’t think the
questions are too challenging” Therefore, unlike P2, she stated that it is not very
difficult to solve the grammar questions asked in the LGS.

Findings Regarding the 3rd Research Question

The codes that emerged in question number 3 of the research are given in Table
5 and Table 6.

Table 5.The necessity of grammar questions in the LGS

Codes Participants N Percentage

They should be included  P1, P2, P3, P4, P5, P6, P7, P8, P10, P11, 18 90
P12, P14, P15, P16, P17, P18, P19, P20

They should nol be 2 10

included P9, P13

In Table 5, the codes that emerged on whether or not LGS grammar questions
should be included are given. Accordingly, it was seen that all participants, except
for two participants, emphasized that it is necessary to include grammar questions
in the LGS. As one of those who expressed the opposite opinion on this issue, P9
expressed the view that,

“They should definitely not be included. Instead, it is necessary to increase the
text type, spelling, and punctuation questions.”

As an example of the views expressing the inclusion of grammar questions in
the LGS, P1 expressed the opinion that,

“They must be included, because a person who does not know the rules of
the language cannot achieve the desired performance in reading comprehension.
Language is a whole with everything that exists. Language is alive. Like the human
body. If we neglect the care of any of our organs, the pain comes from the whole
body. Ignoring the grammatical rules of the language leads to problems”. With
this view, P1 emphasized that language should be considered as a whole and that
grammar is a natural part of it.

According to P2,

“In my opinion, they should be included because I have the idea that not
knowing the grammar that forms the basis of a language causes the logic of the
language to be misunderstood” She stated that language cannot be understood
without grammar.
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In P6’s opinion,

“Grammar questions should be asked in the LGS. However, these questions
should be asked by dissolving them in meaning, not in the formula-solution rela-
tionship in numerical lessons. For example, I think that the verb voice should be
asked not as active-passive at the root of the question, but as ‘Which one was done
by someone else?” She pointed out that grammar should be handled in context
rather than being a set of rules.

According to P12,

“They should definitely be included. Grammar questions should consist of ru-
les that children will use in daily life. For example, writing a petition, writing the
minutes, the writing of capital letters, etc., but the gerundial may not be necessary”
With these comments, it was emphasized that grammar should be made a neces-
sity by considering it as a need in daily life.

Table 6. The reasons why grammar questions are necessary in the LGS

Codes Participants N Percentage

Discrimination P1, P6, P8, P11, P14 5 30

Necessity P2, P5, P17 3 10

Success P3, P15, P18, P9 4 20

Correcl use of language P4, P7, P10, P12, P13, 8 40
P16, P19, P20

»

When Table 6 is examined, it is seen that the codes of “discrimination”, “ne-
cessity”, “success” and “correct use of lAanguage” emerged. The opinions of the
teachers in the discrimination code emphasized that these questions should be
included in the exams in order to reciprocate the grammar teaching and that the
students who answer these questions correctly should have achieved a certain disc-

rimination. As an example of these views, P1 stated,

“After all, there is an effort spent, there is the issue of distinguishing betwe-
en those who have studied and those who have not studied. Grammar questions
should be included in the LGS in order to create determinative questions”

According to P6,

"8th grade students do not show interest in a subject which has no or few qu-
estions in the LGS, and rightly so. A student who takes the exam as a focal point
thinks, ‘Tt is unnecessary if it is not asked’ or ‘Why should I learn if it is not asked?’
Unfortunately, this issue comes up when the logic of the exam is not to determine

> 11

what and how much the student has learned, but to ‘eliminate’.
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In P8’s view,

“It would be unreasonable not to ask questions about the subjects that the stu-
dent has learned by spending a long time and effort throughout the year. In additi-
on, the fact that there is a grammar acquisition in the program but no questions are
asked in the LGS will cause indifference towards the Turkish lesson.”

As can be seen, the teachers whose opinions were related to the discrimination
code stated that a taught subject should naturally appear in front of the students in
the exams, and that therefore, it is necessary to measure whether the students have
made the relevant acquisitions or not. Furthermore, three participants emphasized
the necessity of grammar teaching, while four participants expressed the view that
grammar is a criterion for success. Eight participants expressed the opinion that
grammar is necessary for the correct use of language. As an example of the afore-
mentioned views, P4 stated,

“Grammar knowledge should be included so that they can learn the rules of the
language and use the language more properly”

According to P7,

“Grammar is the backbone of Turkish. We cannot expect a student who does
not know the grammar rules to understand a sentence or paragraph. Turkish is an
inseparable whole as reading, listening, speaking, writing and grammar.”

In P10’s opinion,

“The language rules should be included for them to learn them and use them
more properly”

P12 stated,

“Children should know the rules of our language and have language awareness.
Especially spelling rules, punctuation marks. Therefore, this knowledge should be
measured in the exam?”

In P19’s view,

“Grammar is one of the basic building blocks of Turkish education or language
education in general. Since grammar is taught to improve students’ linguistic and
mental skills, it is a tool rather than a purpose for language education. Accordingly,
grammar questions must also be included so that we can fully evaluate students’
Turkish language integrity and their basic Turkish skills such as reading, compre-
hension, and expression.”
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Findings Regarding the 4th Research Question

The codes that emerged in question number 4 of the research are given in Table

7.
Table 7.Adequacy of the number of LGS grammar questions
Codes Participants N Percent
Sufficient P1, P3, P6, P11, P14, P18 6 30
Insufficient P2, P4, P5, P7, P8, P10, P12, 12 60
P13, P15, P16, P19, P20
Excess B, 17 2 10

When Table 7 is examined, it is seen that the “sufficiency”, “insufficiency” and
“excess” codes were obtained depending on research question number 4. It is seen
that two of the participants declared that the number of questions was too high.
Of these P9 stated that the grammar questions should be gradually reset, saying,

“There are too many questions. They should be reduced and gradually reset.
Questions related to punctuation, spelling, and text types should be increased.”

There were six participants who stated that the current number of grammar
questions asked in the LGS was sufficient. Twelve of the participants stated that
the number of questions was insufficient. Participants P12 and P13 stated that they
thought that a ratio should be observed in the number of questions, and in this
context, that the number of grammar questions to be asked in the LGS should be at
least 30% of the total. As an example of the opinions of other participants,

P6 stated,

“All acquisitions must be questioned. This does not mean that the number of
questions will increase. For example, in questions such as "Which one is about
the language and expression of the text..., questions about four outcomes can be
asked. This can also be applied to grammar. Instead of asking the gerundial form
separately, sentence types can be asked. In order to be able to answer the sentences
according to the structure of the sentence types, you need to know the gerundial.
Two outcomes can be asked with a single question. Or, the student has to know the
elements of the sentence in order to answer the punctuation question about the
comma used to indicate the subject that is far from the verb. In this case, they do
not have to ask separate item questions. If the question asked under the heading of
incoherency is asked about the word inconsistency, the outcome about the voice
of the verb will be asked at the same time. It is possible to multiply the examples.
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In this sense, the content should be enriched rather than the number of questions,
and two birds should be killed with one stone, so to speak” She emphasized with
these statements that all grammar acquisitions could be addressed and that the
number of questions would be sufficient.

In P7’s opinion,

“There are 3 or 4 grammar questions in the current system. This number can
be updated to 5 or 6. At least one question can be asked from all given grammar
acquisitions” With these words, he stated that students should be asked questions
from all grammar subjects taught in the 8th grade.

According to P10,

“I think the existing grammar questions in the LGS are not enough. Even if
only in terms of providing motivation for the exam in the lessons, at least the gram-
matical acquisitions of the seventh and eighth grades should be included in the
LGS? With his words, he stated that in terms of ensuring integrity in grammar
expression, questions can also be asked about the acquisitions related to grammar
subjects taught in the lower classes.

In P19’s view,

“I think they are insufficient because questions should come from every subject
taught to the student. Children are responsible for five units, but questions appear
from two or three units. This is not enough as it stands” She emphasized that LGS
grammar questions should be increased in order to cover all the acquisitions in the
program and that at least five questions should be asked in this sense.

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

According to the results of this study, in which teachers’ opinions were obtained
on the necessity of grammar questions in the LGS, they stated that the grammar
acquisitions in the Turkish teachers’ curriculum (MEB, 2019) were not adequately
represented in the LGS and that the grammar acquisitions showed an uneven dist-
ribution. Regarding the compatibility of LGS grammar questions for the students’
level, 75% of the Turkish teachers stated that the questions were appropriate for the
students’ level. The Turkish teachers who stated that grammar questions should be
included in the LGS stated that students would make progress in the correct use of
language thanks to grammar and that grammar was necessary for success. Among
the Turkish teachers, 60% stated that the number of LGS grammar questions was
insufficient. The remaining 40% stated that the LGS grammar questions were suf-
ficient or excessive.

https://doi.org/10.7822/omuefd.1001277 d



LGS'de Dil Bilgisi Sorularinin Gerekliligi Uzerine...

The subjects that the participants mostly focused on, according to the 8th grade
curriculum, were respectively, the gerundials, the elements of the sentence, the
verb voice, the types of sentences, and the incoherencies; they stated that the study
of these subjects lasts throughout the entire academic year, and that serious time
and effort are given to foster the relevant acquisitions in students . It was emphasi-
zed that despite this, the fact that all 8th grade grammar subjects are not included
in the LGS causes a loss of motivation in students and teachers and that students
in particular show resistance to learning a subject for which no questions will be
asked in the exam.

According to the results obtained, grammar should not be considered as a se-
parate part of the language; grammar must be known at a basic level in order to
create a context, to establish a meaningful relationship between words, sentences
and parts, to understand what is read, and to express what one understands in
writing and orally. In this sense, the idea that grammar is not a separate part of the
mother tongue and that grammar is important for the conscious use of the mother
tongue should be taught to students. While the participants stated that questions
on all grammar topics covered in 8th grades should be included in the LGS, they
also stated that grammar knowledge should comprise at least 30% of the exam.

The results obtained in the study correspond with the views of Aytas and Ce-
gen (2010), who stated that “Making language use correct, orderly and systema-
tic necessitates grammar teaching”; Yagmur Sahin and Abaci (2019), who stated
that “..thanks to good grammar teaching, our students, who are the guarantee of
the future, , will be able to use their mother tongue better, have a richer Turkish,
and communicate better with those around them by realizing the richness of their
mother tongue”” In the study, some participants thought that grammar questions
should be handled together with other questions and that students should be tau-
ght that they are an integral part of Turkish. This is in harmony with the views of
Cecen and Aytas (2008) that grammar skills can be improved by giving text-based
education, and of Gozlet and Cifci (2021) that grammar is necessary for the de-
velopment of basic language skills in mother-tongue education and the effective
use of these skills by the individual. The opinion of the participants that grammar
teaching is a natural part of the mother tongue course and that in this context, stu-
dents should be responsible for these subjects in the placement exams corresponds
with the opinion of Dolunay (2010) that grammar teaching is not a goal but a tool
that can be used to foster the four basic language skills in students. The conclusion
that grammar questions should be included in the LGS obtained in the study is
compatible with the views of Yaman and Karaaslan (2010) and Eksi, Kir, and Ben-
zer (2021) that teachers consider grammar teaching necessary. The finding that
grammar acquisitions are not adequately represented in the LGS also coincides
with the findings of Benzer (2019) that the central exams and the curriculum do
not correspond with each other.
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Based on the results obtained in the study, it should be conveyed to students
that grammar is a natural and important part of the language, and it should be un-
derstood that grammar teaching should be done not to get prepared for exams, but
to use the mother tongue more competently. Furthermore, the necessary arrange-
ments should be made to include the grammar subjects taught in the high school
entrance exams in an adequate and balanced manner.
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DEVELOPMENT OF FOREIGN LANGUAGE TEACHERS’ AUTHENTIC MATERIAL USE
SCALE (FLTAMUS)

ABSTRACT:

The aim of this study is to develop a scale to determine foreign language teachers’
purposes of using authentic material. To develop this scale, inventories and literature
concerning the subject have been reviewed. Twenty foreign languages teachers were
asked to write paragraphs on authentic materials. An item pool of 44 items was crea-
ted, corrected, and reduced, taking experts’ opinions. It was seen that the scale could
consist of four subscales, which are increasing student motivation, enriching the course
content, increasing the quality of teaching, introducing real-life/culture. A five-point
Likert-type pilot form consisting of 25 items was created considering experts’ opini-
ons and administered to 146 English language teachers working in public and private
schools. As a result of the chi-square difference test for nested models, it was found
that the model data fit of the four-factor model was significantly higher compared
to the one-factor model (Ax2(6) = 88.42, p<.001). The confirmatory factor analysis
showed that the designed four-factor model complied well with the data and explained
them better than the one-factor model and supported the researchers' observations.
The analysis showed that the four factors designed FLTAMUS had construct validity.
Cronbach’s alpha internal consistency coefficients of the subscales varied between .65
and .91 and were quite reliable and highly reliable. The applied validity and reliability
analyses showed that the scale had four structures as designed and was a valid and re-
liable measurement tool that could measure foreign language teachers’ use of authentic
materials.

Keywords:Foreign Language, Authentic Material, Foreign Language Teachers’
Authentic Material Use Scale (FLTAMUS), Foreign Language Teaching
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YABANCI DiL OGRETMENLERININ OTANTIK MATERYAL KULLANIMI OLCEGININ
(FLTAMUS) GELISTIRILMESI

0z

Bu ¢aligmada, yabanci dil 6gretmenlerinin otantik materyal kullanimlarini belirle-
yebilmek i¢in gecerli ve giivenilir bir 6l¢cme araci gelistirilmesi amaglanmustir. Literatiir
incelendiginde otantik materyal ile ilgili 6lgeklerde eksiklik oldugu goriilmiistiir. Og-
retmenlerin otantik materyal kullanimini ve kullanim amaglarini inceleyen bir 6l¢ek
bulunmuyordu. Bu 6l¢egi gelistirmek icin konuyla ilgili envanterler ve literatiir taran-
muistir. 20 yabanci dil 6gretmeninden 6otantik materyaller iizerine paragraflar yazma-
lar1 istendi. Bu paragraflardan 44 maddelik bir madde havuzu olusturulmus ve uzman
goriisii alinarak diizeltilmis ve kii¢iiltiilmiistiir. Olgegin 6grenci motivasyonunu artir-
ma, ders igerigini zenginlestirme, 6gretim siirecinin kalitesini artirma, gercek yasami/
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kaltirii tanitma olmak tizere dort alt boyuttan olusabilecegi ongoriilmiistiir. Uzman
gorisleri dikkate alinarak 25 maddeden olusan 5’li Likert tipi bir pilot form olugturul-
mus ve devlet ve dzel okullarda gérev yapan 146 Ingilizce 6gretmenine uygulanmugtir.
GergeKklestirilen i¢ ice ge¢mis modeller igin ki-kare fark testi sonucunda dort faktorli
modelin model veri uyumunun tek faktorlii modelle karsilagtirildiginda anlamli bir
sekilde daha yiiksek oldugu bulunmustur (Ax2(6) = 88.42, p <.001) Dogrulayic1 faktor
analizi, tasarlanan dort faktorlit modelin verilerle daha iyi uyum sagladigini ve bunlar1
tek faktorlii modele gore daha iyi agikladigini gostermis ve aragtirmacilarin gozlemle-
rini desteklemistir. Bu bulgular, dért faktor olarak tasarlanan Yabanci Dil Ogretmenle-
rinin Otantik Materyal Kullanimlar1 Olceginin yap: gegerliligine sahip oldugunu gés-
termektedir. Olgek alt boyutlarin Cronbach alpha i tutarlilik katsayilar1 ise .65 ile .91
arasinda degismekte olup oldukga giivenilir ve yiiksek diizeyde giivenilirdir. Uygulanan
gegerlilik ve giivenilirlik analizleri, 6l¢egin tasarlandig1 gibi dort yapiya sahip ve yaban-
c1 dil 6gretmenlerinin otantik materyal kullanimlarini 6l¢ebilecek gegerli ve giivenilir
bir 6lgme araci oldugunu gostermistir.

Anahtar Kelimeler: Yabanc: Dil, Otantik Materyal, Yabanci Dil Ogretmenlerinin
Otantik Materyal Kullanim Olgegi (FLTAMUS), Yabanci Dil Ogretimi

ek

INTRODUCTION

Using a variety of materials while teaching a foreign language is quite essenti-
al since they support and enhance the learning process. Language teachers often
make use of the instructional materials in their classes to improve students’ know-
ledge, abilities, skills, monitor their assimilation of information, and contribute to
their overall development and learning. Materials help clarify important concepts,
arouse and sustain students’ interest and make learning permanent.

As an alternative to those instructional materials, language teachers can also
benefit from authentic materials to bring the real life situations into the classroom.
In the literature, authentic materials are described as materials that reflect the real
language used by native speakers in daily life and are not specifically produced
for teaching purposes (Beresova, 2015, Brinton, 1991 & Yaman, 2014). With the
emergence of the Communicative Approach in the 1970s, more attention on using
authentic materials, such as newspapers, magazines, videos, or radio broadcasts,
in the language classroom was given. While focusing on teaching language for
communicative purposes, authentic materials provide a more meaningful learning
environment for the English as Foreign Language (henceforth EFL) students. Aut-
hentic materials serve as an effective tool to bridge the gap between the mechanic
classroom teaching environment and real-life situations.

However, after reviewing the literature, it was seen that there was a lack in the
instruments related to teachers” authentic materials use and their purposes of use.
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Previous studies were throughout qualitative and used open-response items in for-
ms of questionnaires and interviews in order to collect data from teachers (Huda,
2017; Mestari & Malabar, 2016). The aim of this study was to develop a valid and
reliable scale to quantitatively measure foreign language teachers’ authentic mate-
rial use.

LITERATURE REVIEW

Many scholars define authentic materials in related ways. A very common de-
finition was made by Morrow (1977) “[an] authentic text is a stretch of real lan-
guage, produced by a real speaker or writer for a real audience and designed to
convey a real message of some sort” (cited in Gilmore 2007, p.98). Authentic mate-
rials are similarly defined as unchanged language data produced by and for native
speakers of a language for non-teaching purposes which transmit a real message
(Beresova, 2015). Brinton (1991) describes authentic materials as materials that are
not produced for teaching purposes. Yaman (2014) defines authentic materials as
materials that have not been adapted or changed in any way for language teaching
purposes. All in all, it is plain to see that all definitions of authentic materials have
a couple of characteristics in common such as not having a pedagogic purpose,
being produced by natives, and having a connection to the real world.

In the literature, there are several categorizations of authentic materials found.
A general categorization can be made into main headings: auditory and audiovisu-
al, and written authentic materials. Sources of authentic auditory and audiovisual
materials are, for instance, TV and radio programs, movies, news, announcements,
videos, or podcasts, and while sources for written authentic materials can be adver-
tisements, brochures, magazines, newspapers, street signs, tickets, poems, recipes,
menus and so on (Birinci & Temizyiirek, 2016).

Like every other material, using authentic materials in the language classroom
has several advantages and disadvantages. A great number of research have shown
the beneficial effects of these materials such as the increase in language learners’
motivation (Boran, 1999; Gokdemir, 2014; Varmis Kilig, 2011; Sarapli, 2011). Pre-
vious studies on EFL teachers’ perceptions of authentic materials show that majo-
rity of the instructors agree that authentic materials have many advantages in the
language learning process. In Gokdemir’s study (2014), the teachers stated that
authentic materials improved university students’ listening, reading and language
using skills. Another study, carried out by Al Darwish (2014) on Kuwaiti teachers’
perception of authentic materials, revealed that 95% of the participating teachers
agreed that using authentic materials was ‘relevant and enjoyable’ However, there
were differences in the types of materials the teachers preferred using. Lira (2012)
found out that although EFL teachers use some sources of authentic materials such
as newspapers and magazines, they would prefer proper training on how to integ-
rate these materials in the classroom.
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Although authentic materials have many advantages, they also have disadvan-
tages for teachers and language learners. For instance, authentic materials often in-
volve difficult language and irrelevant vocabulary, which can confuse the teachers
and learners (Al Darwish, 2014). Since authentic materials are not graded accor-
ding to language learners’ levels, it can be challenging for teachers to find and cho-
ose authentic materials that do not contain any language beyond learners’ abilities.
In such cases, where the students are overwhelmed by the difficulty of the language
of the authentic material, it can have a demotivating effect on them, and further,
may even cause a negative attitude towards the target language (Giiglii Kale, 2010).
Varmus Kili¢ (2011) similarly states that authentic materials may contain language
that is too difficult, and do not meet learner needs and proficiency levels.

Besides these advantages and disadvantages, as aforementioned, authentic ma-
terials serve as an effective tool to bridge the gap between the mechanic classroom
teaching environment and real-life situations. Therefore, teachers are likely to use
them in their language classes.

Many researchers have investigated teachers’ perceptions on authentic materi-
als in different ways and focused on various aspects. Al Darwish (2014), for ins-
tance, investigated language teachers’ perceptions on authentic materials in Kuwait
using a qualitative approach in which the researcher collected data using observa-
tion, artifacts and interviews. Boran (1999) used a questionnaire in order to reveal
teachers’ attitudes towards authentic materials. The questionnaire included several
question types, such as Likert-type, open-ended, and yes-no questions. The resear-
cher did not include any validity and reliability related information of the question-
naire. Similarly, Lira (2012) conducted a study on the use of authentic materials in
the ESL classroom. To collect data, the researcher used a mixed method approach
of qualitative and quantitative data. The data was collected using a self-developed
survey including Likert-type, yes—no, multiple choice, and open-ended questions.
The researcher did not include any information about the validity and reliability of
the survey. Likewise, Huda (2017) and Malabar & Mestari (2016) used resembling
questionnaires with open-ended items in order to collect data about teachers’ use
of authentic materials in foreign language classrooms. Nevertheless, none of the
data collection instruments used in previous studies were purely quantitative and
therefore less reliable.

METHOD

In the first step for developing the Foreign Language Teachers’ Authentic Mate-
rial Use Scale (FLTAMUS), 20 foreign language teachers were asked to write parag-
raphs considering their thoughts and feelings on authentic materials. Then an item
pool of 44 items was created from those paragraphs. The item pool was reduced
and corrected, taking opinions of experts in the English language teaching depart-
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ment, and experts in scale development and statistics in the educational sciences
department. During this step, it was observed that the items could consist of four
subscales. A draft form with 29 items was created taking the experts’ opinions into
consideration. In this first draft, nine items were designed to increase student mo-
tivation, four items for enriching the course content, nine items for increasing the
quality of the teaching process and seven items were categorized as the purpose
of introducing real-life/culture. In the next stage, these items were given to seven
academicians to obtain expert opinions about scale development and adaptation.
They evaluated each item regarding clarity and intelligibility. In accordance with
the experts’ recommendations, four items were excluded, and necessary revisions
were made to increase the comprehensibility of some items. Finally, a form consis-
ting of 25 items was created to be applied to English teachers.

Study Group

The study group consisted of 146 English language teachers who were selected
through the convenience sampling method. The teachers were attained through
different online teacher groups and social media platforms where the scale has
been applied online via Google Forms. 104 of the participating teachers were fema-
le (71.2%), and 42 (28.8%) were male. The teachers’ years of work experience were
mostly between 1-5 years (n= 90, %61.6) and mostly working in public schools
(n=99, 67.8%). Most of the teachers were faculty of education graduates (n= 120,
82.2%) and worked in urban areas (n= 107, 73.3%).

Data Collection Tools

The data collection tools used in this study were a personal information form
and the draft scale of the FLTAMUS including 25 items. Information about par-
ticipants’ gender, years of work experience, type of institution they work in, and
faculty of graduation were obtained through the personal information form. The
data of the study were collected through the Internet via Google Forms between
October and November 2019. Before answering the draft scale, teachers were in-
formed about the ethical rules of the research, including volunteering, confidentia-
lity, and the right to withdraw from the research, and their consents were obtained.
The highest and lowest scores that can be obtained from the scale and the interpre-
tations of the scores can be found in the findings section.

Ethics Committee Approval

Ethics committee approval was received for this study from Ondokuz Mayis
University, Faculty of Social Sciences and Humanities.
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The Title of the Ethics Committee: Scientific Research and Publication Ethics
Committee of Ondokuz May1s University

Approval Date: 11.10.2019
Ethics Document's Number: 2019 - 297
FINDINGS
In this section, the reliability and validity studies of the scale are stated.
Confirmatory Factor Analysis and Reliability of FLTAMUS

Confirmatory factor analysis was carried out to test whether the Foreign Lan-
guage Teachers’ Authentic Material Use Scale was compatible with the designed
factor structure. When the literature is examined, it is seen that exploratory and
confirmatory factor analyses are frequently used in the process of scale develop-
ment and adaptation. In the exploratory factor analysis, the researcher has no hints
of how many factors the scale factor structure can consist of. On the other hand, in
confirmatory factor analyses, the researcher is aware of the number of factors the
scale consists of or can be formed and test the compatibility of this factor structure
with the data (Brown, 2015; Harrington, 2009; Thompson, 2010). Since the resear-
chers in this study had knowledge about how many factors the scale could consist
of, the compatibility of the data with the four-factor model (increasing student
motivation, enriching the course content, increasing the quality of teaching, int-
roducing real life/culture) was tested through confirmatory factor analysis. In the
literature, there are many different studies in which confirmatory factor analysis
was carried out first when the researchers were informed about the factor structure
of the scale (Buss & Perry, 1992; Thompson et al., 2005).

Confirmatory factor analyses were carried out in the Mplus 7.3 (Muthén &
Muthén, 1998-2015) program. Mean and variance adjusted unweighted least squ-
ares (ULSMV) were used to estimate the models. ULSMV estimator is a predicti-
on method frequently used in Likert-type scales containing items with a limited
number of answer categories that do not show normal distribution (Brown, 2015;
Finney & DiStefano, 2013; Harrington, 2009). This estimation method uses the
polychoric correlation matrix as input. In this study, two different models were
tested: firstly, the single-factor model which suggests that all items of the Foreign
Language Teachers' Use of Authentic Materials Scale consist of one dimension, and
then, the four-factor model proposed by the researcher. 2 nested difference test
was used for nested models in order to compare the compatibility of the single-fa-
ctor and four-factor-model with the data. This test was carried out in the Mplus
program with the command DIFFTEST. The chi-square difference test should be
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meaningful if the four-factor model fits the data better than the one-factor model
(Brown, 2015; Harrington, 2009).

The compatibility of the models tested in the confirmatory factor analyses with
the data is evaluated through the goodness of fit indices. In this study, model fits
were examined throughy2 /sd, Root Mean Square Error of Approximation (RM-
SEA), Comparative Fit Index (CFI), Tucker-Lewis Index (TLI) goodness of fit in-
dices. In the literature, a ratio of chi-square to degrees of freedom greater than two,
less than three or equal (3< x2 /sd< 5) an RMSEA value in the range of .05 to .10
(0.05<RMSEA<0.10), CFI and TLI values that are .90 and above but less than .95
(0.90<CFI / TLI<0.95) indicate acceptable fit. On the other hand, if x2 /sd ratio is
less than 3, RMSEA is below .05, CFI and TLI values being .95 and above indicate
a perfect fit (Byrne, 2013; Hooper, Coughlan, & Mullen, 2008; Hu & Bentler, 1999;
Marsh, Balla & McDonald, 1988; McDonald & Marsh, 1990; Schreiber, Nora, Sta-
ge, Barlow & King, 2006).

As the results of the confirmatory factor analysis showed acceptable goodness
of fit of the one-factor model (x2 (275) = 630.30, x2 /sd: 2.29, CFL: .94, TLI: .94,
RMSEA: .09), the four-factor model’s goodness of fit values were excellent except
for the RMSEA value (x2(269) = 546.44, x2/sd: 2.03, CFI: .95, TLI: .95, RMSEA:
.08). Further, as a result of the chi-square difference test for nested models, the
model data fit of the four-factor model was significantly higher than the one-factor
model (Ax2(6) = 88.42, p < .001). When these findings were evaluated as a whole,
they pointed out that the designed four-factor model complied well with the data
and explained the data better than the one-factor model and supported the rese-
archers' predictions. Table 1 shows the item factor load values, standard errors,
z-values, the variance ratios (R2) of each item, and the correlation values between
latent variables of the four-factor model.
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Table 7.Adequacy of the number of LGS grammar questions

Note: A= Standardized item factor load value, S.E: Standard error, All z, the cor-
relation between latent variables and R2 values are significant at least p< .001 level.

As it can be seen in Table 1, the standardized item factor load values for the
factor of increasing student motivation vary between .64 (I12) and .86 (I3), whereas
the factor load values for the enrichment of the course content are between .63 (19)
and .79 (110). The standardized item factor load values for increasing the quality
of teaching factor range from .74 (114) to .85 (I15), while the standardized item
factor load value for introducing real life/culture range from .66 (121) to .86 (120).
Moreover, all standardized item factor loads are significant at least at the level of
p<001. Brown (2015) suggests that the standardized item factor load values should
be .30 and above and statistically significant, at least, p<.05. In this context, it can
be said that the standardized factor load values and significance levels of the items
are sufficient. Additionally, the variance rates (R2), explained by the latent variable
in each factor on the items, are high (Cohen, 1992) and are statistically significant.
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Lastly, the correlation values between latent variables are high (Cohen, 1992). The-
se findings show that the four factors designed in the Foreign Language Teachers'
Use of Authentic Materials Scale have construct validity.

Reliability of the Foreign Language Teachers’ Use of Authentic Materials Scale
In order to examine the reliability of the subscales of the FLTAMUS, the total
item correlation values and Cronbach’s alpha internal consistency coefficients of

each subscale were examined. Table 2 shows the results of the reliability analysis
implemented.

Table 2. Reliability Analysis Results of the FLTAMUS

Note: r= Item-total correlation value.
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As seen in Table 2, the increasing student motivation subscale of the FLTAMUS
has item-total correlation values of .53 (I2) and .72 (I3), the subscale of enriching
the course content has item-total correlation values of .34 (I8). .59 (I10), item-total
correlation values for enhancing teaching quality range from .59 (I16) to .75 (I15)
and lastly item-total correlation values for introducing real-life/culture range from
.60 (I21) to .74 (I128). As a general rule, it is considered sufficient to have item-total
correlation values of .30 and above (Field, 2013). In this sense, it can be said that
all items in the subscales have sufficient distinctiveness. Cronbach’s alpha internal
consistency coefficients of the subscales were found to vary between .65 (enriching
the course content) and .91 (increasing the quality of teaching). According to Ka-
layc1 (2010), scales with Cronbach’s Alpha reliability of .40 and below are classified
as not reliable, however those between .40 and .59 are lowly reliable, those betwe-
en .60 and .79 are quite reliable, and those with .80 and above are highly reliable
scales. In this context, it can be said that the Cronbach's alpha internal consistency
coefficient reliability values of the subscales are quite reliable and highly reliable.
In conclusion, the applied validity and reliability analyses show that the scale has
four structures as designed and is a valid and reliable measurement tool that can
measure foreign language teachers’ use of authentic materials.

The Foreign Language Teachers' Use of Authentic Materials Scale is a five-po-
int Likert-type scale with four subscales. These are: increasing student motivation
(11, 12, 14, 114, 15, 117, 119); enriching the course content (I3, 118, 122); increasing
the quality of teaching (I5, 16, 17, I8, I9 113, 116, 121); introducing real-life/culture
(110,111, 112,120,123, 124, 125), respectively. The points that can be obtained range
from 7 to 35 for increasing student motivation subscale, from 3 to 15 enriching the
course content, from 8 to 40 for increasing the quality of teaching, and from 7 to 35
for introducing real life/culture subscales. High scores in the relevant scale indicate
that the individuals highly use authentic materials with that purpose in mind.

CONCLUSION AND SUGGESTIONS

Using authentic materials in foreign language teaching is important and ne-
cessary in many terms. Measuring foreign language teachers’ authentic material
use can help to see the purposes for using these materials. There are many be-
nefits of using authentic materials in the foreign language classroom. However,
teachers may have different purposes in using these materials. The scale develo-
ped in the recent study functions as a tool for researchers and teacher trainers in
investigating foreign language teachers’ purposes of using authentic materials. In
previous studies researchers’ made use of data collection tools such as interviews
and open-response items in questionnaires. Yet, these studies provided only quali-
tative data, while the recent study reveals quantitative information about purposes
of using authentic materials. Researchers can use this scale to develop or improve
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teacher training programs related to authentic material use and adaptation to the
language classroom.

In order to develop the scale an item pool was created considering foreign lan-
guage teachers’ thoughts and opinions on authentic material use. Following the
statistically necessary steps in scale development a pilot form was created and
applied. The applied validity and reliability analyses show that the scale has four
structures as designed. The analysis shows that the designed FLTAMUS has const-
ruct validity. Cronbach’s alpha internal consistency coefficients of the subscales are
quite and highly reliable. Therefore, the developed scale is a valid and reliable me-
asurement tool that can measure foreign language teachers’ use of authentic mate-
rials. The final scale is a five-point Likert-type scale with four subscales which are:
increasing student motivation (F1), enriching the course content (F2), increasing
the quality of teaching (F3), and lastly introducing real life/culture (F4). The first
subscale (F1) contains seven items (I1, 12, 14, 114, 15,117, 119), the second subscale
(F2) contains three (I3, 118, 122), the third subscale (F3) comprises of eight items
(15,16,17,18,19 113,116, 121), and the final subscale (F4) also includes seven items
(110, I11, 12, 120, 123, 124, 125). Accordingly, the total scale consists of 25 items.

Since this study was only carried out with a limited number of English language
teachers, it would be significant to see if there are differences in the use of authen-
tic materials with other foreign languages. Therefore, it is suggested to carry out
further research with different foreign language teachers and larger study groups.
Furthermore, foreign language teachers’ cultural backgrounds may have an impact
on their preferences on the purposes of using authentic materials in their classro-
oms, which could be further investigated.
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Hacer DINER EVREN, Alpaslan KARABULUT

OTIiZMLI COCUKLARIN NESNELI EYLEMLERI TAKLIT ETME DUZEYLERI
UZERINDE BABA ARACILI VIDEO iLE MODEL OLMA OGRETIMININ ETKILILIGI

0z:

Bu ¢alismada, otizmli ¢ocuklarin nesneli eylemleri taklit etme diizeyleri {ize-
rinde baba aracili video ile model olma 6gretiminin etkililigi incelenmigtir. Ay-
rica otizmli ¢ocuklarin 6gretimleri tamamlandiktan sonra kalicilik diizeylerinin
incelenmesi ve babalar iizerindeki sosyal gegerlik diizeylerinin belirlenmesi de
amaglanmustir. Arastirmanin deseni tek denekli deneysel desenlerden “Denekler
aras1 ¢oklu yoklama deseni’dir. Arastirmanin bagiml degiskeni deneklerin taklit
etme diizeyleri, bagimsiz degiskeni ise baba aracili video ile model olma 6gretimi-
dir. Aragtirmadaki ¢ocuklar belli 6nkosul becerilere sahiptir. Arastirmaya Samsun
ilinde resmi bir kurumda egitim goren otizmli ¢ocuklar katilmistir. Aragtirmanin
caligma grubu 40-43 ay araliginda ikisi kiz biri erkek otizmli ti¢ ¢ocuktan olus-
mugtur. Aragtirmada, ¢ocuklarin giinliik hayatta sik¢a karsilagtiklar: ve kullandik-
lar1 nesneli eylemleri iceren on taklit becerisi yer almistir. Belirlenen bu nesneli
eylemlerin taklidinin sergilenmesi i¢in videolarda model olarak yetiskin model
kullanilmustir. Yetiskin modeller aragtirmada yer alan ¢ocuklarin babalar: olarak
secilmistir. Videoyla model olma 6gretiminin taklit becerileri tizerindeki etkiligini
belirlemek icin baglama diizeyi, yoklama ve izleme evreleri verileri elde edilmistir.
Aragtirmadan elde edilen bulgular, otizmli ¢ocuklarin nesneli eylemleri taklit etme
diizeyleri tizerinde baba aracili video ile model olma 6gretiminin iki ¢cocukta etkili
oldugunu gostermistir. Diger ¢ocugun ise taklit etme diizeyinin baslama diizeyine
oranla yiliksek oldugu belirlenmistir. Baba aracili video ile model olma &gretimi
ile edinilen taklit becerisinin 6gretim bittikten sonraki birinci, ikinci ve doérdiin-
ci haftalarda gergeklestirilen izleme evrelerinde, ¢ocuklarin 6gretim sonu taklit
etme diizeylerini koruduklar: belirlenmistir. Arastirmadan elde edilen giivenirlige
iliskin veriler ise belirlenen 6l¢iitii karsilar diizeyde yiiksek ¢ikmistir. Babalardan
goriigme yoluyla elde edilen sosyal gegerlilik verilerine bakildiginda arastirmanin
babalar tizerindeki sosyal gegerlilik diizeyinin yiiksek oldugu goralmiistiir.

Anahtar Kelimeler: Otizm Spektrum Bozuklugu, Video Modelle Ogretim, Taklit
Becerileri, Nesneli Taklit Becerileri
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EFFECTIVENESS OF MODELING FATHER MEDIATED VIDEO ON THE LEVELS OF
MIMICKING ACTIONS WITH OBJECTS OF CHILDREN WITH AUTISM

ABSTRACT:

In this study, the effectiveness of modeling with father-mediated video was exa-
mined on the levels of mimicking objected-actions of children with autism. Addi-
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tionally, the study examined the level of permanence of children with autism after
their education is completed to determine the levels of social validity on fathers.
The pattern of the research is “Multiple polling pattern between subjects” from
single-subject experimental patterns. The dependent variable of the study is the
level of imitation of subjects, and the independent variable is the teaching of mo-
deling with father-mediated video. Children in the study had certain prerequisite
skills. Children with autism educated at an official institution in Samsun province
participated in the study. The study group consisted of three children with autism,
two girls and one boy, between 40 and 43 months. The study included ten imitation
skills that children often encountered and used in everyday life, including actions
with objects. An adult model was used as a model in the videos to demonstrate
imitation of these actions with objects. The fathers of the children involved in the
study were selected as the adult models. Initiation level, attendance and monito-
ring phases data were obtained to determine the effect of video modeling teaching
on imitation skills. The findings from the study showed that teaching children with
autism to model with father-mediated video on their level of mimicking actions
with objects was effective in two children. The other child’s level of imitation was
determined to be higher than the starting level. It was determined that the imita-
tion skills acquired by the teaching of modeling with father-mediated video ma-
intained the levels of imitation of children at the end of the teaching in the first,
second and fourth weeks after the end of the teaching. The reliability data obtained
from the research were high enough to meet the specified criteria. When the data
obtained from the fathers through the interview was examined, it was found that
the level of social validity on the fathers was high.

Keywords: Autism spectrum disorder, Video modeling, Imitation skills, Object
imitation skills

%%
GIRIS

Taklit, gocuklarin gesitli 6gretim ortamlarinda 6gretim firsatlarina ulagmala-
rin1 kolaylastiran, ebeveyn ¢ocuk etkilesiminde 6nemli yeri olan becerilerden biri
olarak goriilmektedir (Quill, 2002). Taklit, ilgili her alani kapsayan 6grenme bigi-
minin kiiciik ama mithim bir ¢esidini ifade etmekte ve bebegin verecegi ilk tep-
kinin dogru olmasini daha erkene ¢ekerek edinimin daha ¢abuk gerceklesmesini
saglamaktadir (Miller ve Dollard, 1941). Taklit becerileri ise bebeklerin ebeveyn-
leri veya bakicilari ile ilk karsilikli sosyal tecriibeler yasamalarinda ve kuracaklari
etkilesim ve iletisimde derin bir yer edinen, ¢evreyle olan sosyal iletisimi baslat-
mak ve siirdiirmek i¢in biiyiik 6nem tastyan, gozleyerek 6grenme bigciminde ger-
ceklesen bir beceridir (Carpenter, Tomasello ve Striano, 2005). Toret (2016)e gore
alanyazinda bahsedilen taklit becerileri, sergilendigi viicut bolgesine gore taklit
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tiirleri ve sergilenme siiresine gore taklit tiirleri olarak siniflanmaktadir. Bu bag-
lamda taklit becerisi ediniminde becerinin gerceklestigi sergilenme siiresine gore
adlandirilan taklit becerileri, ertelenmis taklit, aninda taklit ve genellestirilen taklit
olarak adlandirilmaktadir (Zaghlawan, 2011).Aninda taklit; cocugun gozlemledigi
davraniglar1 hemen ardindan sergileyebilmesidir (Jones ve Herbert, 2006). Erte-
lenmis taklit; cocugun kisiyi gozlemledikten belli bir siire sonra bu eylemi ya da
beceriyi tekrar etmesi veya daha 6nce bagkas: tarafindan gosterilen bir davranist
¢ocugun kendisi ihtiyag duydugu bir anda taklit etmesidir (Rogers, Young, Cook,
Giolzetti ve Ozonoff, 2008). Genellestirilen taklit ise; farkl bir taklit davraniginin
ya da becerisinin pekistirilmesi ile kendini gosteren pekistirilmeyen taklitsel tep-
kidir (Poulson, Kyparissos, Andreatos, Kymissis, 2002; akt. Toret, 2016). Taklit
becerileri ¢ocuk iizerinde sergilendigi viicut bolgesi agisindan ele alinacak olur-
sa bunlar; nesne, motor ve ses taklidi olarak adlandirilmaktadir (Rogers ve Ark.,
2008; Turan ve Okgiin Akgamus, 2013). Bir nesne iizerinden gozlemlendigi sekilde
anlamli veya anlamsiz bigimde yapilan eylemin taklidini iceriyorsa nesne takli-
di; biytik kiigiik kas becerilerini ve ¢ocugun jestlerini igeriyorsa motor taklididir.
Ses taklidi ise anlamli veya anlamsiz ses, hece veya sozciiklerin taklit edilmesidir
(Rogers, Hepburn, Stackhouse ve Wehner, 2003).

Otizm spektrum bozuklugu (OSB) gosteren ¢ocuklarda taklit becerilerinin
edinimine baktigimizda, tipik gelisim gosteren ¢ocuklara ve gelisim yetersizligi
olan ¢ocuklara gére daha fazla sinirliliklar gorilebilmektedir (Charman, Swetten-
ham, Baron-Cohen, Cox, Baird ve Drew, 1997; Dawson, Meltzoff, Osterling ve Ri-
naldi, 1998; Ingersol, 2008b; Ingersoll ve Meyer, 2011b; Turan ve Okciin-Akcamus,
2015). OSB’li ¢ocuklarda goriilen taklit becerilerindeki sinirliliklarin sosyal iliski
kurma, sosyal ipuglarini anlama, sosyal iligkileri siirdiirme, ¢cevresini kesfedebilme,
dili kullanabilme ve 6grenmeyi gelistirme siireclerinde énemli bir sorun oldugu
ditsiiniilmektedir (Dawson ve Galbert 1986; Ingersoll2008a). Charman ve arkadas-
lar1 (1997) OSB gosteren ¢ocuklarin taklit kazanimina baktiklarinda, ortak dikkat
ve taklit becerilerindeki sinirliliklarinin bebeklerin sosyal yonlerini ¢ok fazla kul-
lanamadiklar igin 20. ay gibi bir dénemde ortaya ¢iktigini belirtmislerdir. Bu bag-
lamda erken ¢ocukluk doneminde kazanilan taklit, OSB gosteren ¢ocugun gevresi
hakkinda bilgi edinmesi, ortak sosyal tecriibeler yasamasi, diger bireylerle iletisi-
me ge¢mesi, karsisindakiyle baglanma duygusu edinmesi ve becerilerin pratigini
yapabilmesi i¢in etkili bir aragtir (Toth, Munson, Meltzoff ve Dawson, 2006). Baz1
aragtirmalar (Ingersoll ve Meyer, 2011b) erken ¢ocukluk déneminde OSB gosteren
¢ocuklarin jest ve nesneli taklit, oyun, sembolik oyun, dil ve iletisim becerileri,
ortak dikkat ve diger bircok sosyal iletisim becerileri arasinda iligki oldugunu be-
lirtmektedir. OSB’li ¢cocuklarin dogumdan itibaren gelisen siire¢ icerisinde seyre-
den sosyal becerileri ve oyun davranislarini 6grenebilmeleri i¢in taklit becerileri
kazanimlari onlara yagamlarinda biiyiik kolaylik saglayacaktir (Piskin, 1993).
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Taklidin ¢ocuklar iizerindeki kazaniminda, 6grenme ve sosyal iglev olmak
tizere tanimlanan iki iglevi vardir (Nadel, 2006; Ingersoll, 2007). Taklidin sosyal
kullanimi ilk olarak anne-baba ve bebek arasindaki yiiz yiize etkilesimle olusmaya
baglamaktadir (Ingersoll, 2008a). Taklidin 6grenme islevi ise yeni beceri ve bilgi-
lerin 6grenilmesinde aktif rol oynayan giiclii bir 6grenme araci olarak goriilmek-
tedir (Bandura 1977). OSB’li ¢ocuklar tizerinde bu islevlerin kullanim etkisine
bakildiginda ¢ogunlukla 6grenme islevinin sosyal isleve gore daha basarili oldugu
gorilmistiir (Ingersoll, 2007; Rogers, Cook ve Mery, 2005). Bunun sebebi olarak
OSB gosteren ¢ocuklarin bagkalarinin davranislarini gézlemlemede dikkat soru-
nu yagamalary, iletisim problemleri gosterebilmeleri, yapilandirilmis ortamlarin ve
geleneksel davranis¢i yontemlerin sosyal etkilesimin dogal olarak ortaya ¢ikmasini
sinirlandirabilmesi gibi nedenler olabilecegi diisiiniilmektedir (Kudret, 2020).

Alanyazinda OSB’li ¢ocuklara taklit becerisi 6gretiminde yaklasik 50 yildan
bu yana gelistirilmekte olan yontemlerin bulunmasi ile birlikte sosyal etkilesim
ve iletisim becerilerinin kazandirilmasini planlayan 6gretim yaklasimlarini temel
alan taklit becerilerinin 6gretimine deger verildigi goriilmektedir (Toret, 2016).
Bu 6gretim yaklasimlari; erken dénem yogun davranigsal miidahale yaklagimlari
(early intensive behaviour intervention approaches) ve dogal davranigsal miidaha-
le yaklagimlar1 (natural behavioral approaches) olarak adlandirilmaktadir (Koe-
gel, Freeden ve Gengoux, 2008; akt. Toret, 2016). Ilgili aragtirmalara bakildiginda
OSB’li ¢ocuklarin taklit becerileri kazanimlarini gelistirmek amaciyla kullanilan
bilimsel dayanakli ve bilimsel dayanakli olma yolunda ilerleyen birgok yontemler
ve 6gretim stratejileri vardir. Bu 6gretim stratejilerinden biri de gorsel uyaranlarin
kullanildig, teknoloji destekli bir 6gretim olan video modelle 6gretimdir (Cardon,
2012).

Video modelle 6gretim, cocugun gozlemleyebilecegi canli model veya senaryo
yerine hedeflenen eylemin bir videokaset tizerinden izlettirilip sonrasinda eyle-
mi sergilemesi ve taklit etmesini hedefleyen davranissal bir yontemdir (Hitchco-
ck, Dowrick ve Prater, 2003). Video modelle 6gretim OSB’li ¢ocuklar i¢in okul
oncesi ve okul ¢ag1 donemlerinde sosyal beceriler, giinlilk yasam becerileri, oyun
becerileri gibi birgok beceri alanlarinin kazaniminda kullanilan etkili bir 6gretim
teknigidir (Bellini ve Akullian, 2007; Nikopoulos ve Keenan, 2003; Rayner, 2011).
OSB’li gocuklarin giiglii yonlerinden birisinin gorsel uyaranlara kars: verdikleri
olumlu tepkiler olmas: video modelle 6gretimin onlar i¢in faydali bir strateji ola-
bilecegini gostermektedir (Bellini ve Akullian, 2007; Olgay-Gil ve Vuran, 2010).
Charlop-Christy, Le ve Freeman (2000) yaptiklar1 ¢alismalarinda, ¢ocuklar canl
modelle olan 6gretime kiyasla video modelle 6gretime daha istekli katilmiglar ve
OSB gosteren cocuklarda gorsel uyaranlarin onlarin dikkatini ¢ekmesi sebebiy-
le bircok uyarana gore daha etkili oldugunu belirtmislerdir. Bunun yaninda vi-
deo modelle 6gretim, egitimde harcadig siire ve kullanilacak araca ulagilabilme
bakimindan daha kolay ve diisiik maliyetlidir (Nikopoulos ve Keenan, 2006). Vi-
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deo modelle 6gretim uygulanma bi¢imine gore; videoyla model olma, videoyla
geri bildirim, bilgisayar destekli video 6gretimi ve video ile ipucu bigiminde kul-
lanilabilmektedir (Mechling, 2004; Haliskiiciik, 2007). Bunun yaninda videolar-
da model olma, modelin &zelliklerine gore ¢esitlilik gosterebilmektedir. Bunlar;
yetiskin model (adult model), akran model (peer model), odaklanan bakisla vi-
deo model (oint-of-view model), kendine model olma (video self-modeling) ve
karma model (mixed model) olarak siralanmaktadir (Bellini ve Akullian, 2007;
Akmanoglu ve Kurnaz 2014). Video modelle 6gretim siireci ¢ocukta istenilen be-
cerinin 6gretiminde gereken sistemli basamaklari icerir. Literatiirde video modelle
Ogretim siirecinin agamalarini anlatan bir¢ok kaynaklar vardir (Mechling, 2005;
Bellini ve Akullian, 2007; Karasu, 2011; Murray ve Noland, 2013; Geng-Tosun ve
Kurt, 2014). Genellikle bu agamalar, video goriintiilerini hazirlama ve video mo-
delle 6gretimi uygulama bagliklar: ve bunlarin alt bagliklarindan olusur. Video
gorintiilerini hazirlarken, (a) Gerekli ara¢ gereclerin hazirlanmasi, (b) Senaryo
yazma ve beceri analizi, (c) Ogretim videosu hazirlama, video modelle &gretim
uygulamasina gecildiginde ise (a) Baslama diizeyi verisi toplama, (b) Kisiye gore
ogretim ortaminin diizenlenmesi, (c) Ogretim sunma agamalar1 bulunmaktadir
(Geng-Tosun ve Kurt, 2014).

Taklit becerileri ediniminde sinirlilik OSB i¢in belirleyici teshislerden biri ola-
rak goriilmekte ve taklit bircok beceriyi bagimsiz olarak sergilemek i¢in yardimeci
onkosul olma niteligi tasimaktadir (Cardon, 2012). Video modelle 6gretim, gérsel
miidahalesi ile OSB gosteren ¢ocuklarin giiclii yonlerini ve yetersiz oldugu alanla-
r1 ortaya ¢ikarmakta ve OSB gosteren ¢ocuklara 6nemli edinimler saglamaktadir
(Hine ve Wolery, 2006). Alanyazina bakildiginda OSB gosteren ¢ocuklara taklit
becerileri 6gretiminde video modelle 6gretimin etkili oldugunu ortaya koyan ca-
ligmalar vardir (Kleeberger ve Mirenda, 2010; Tereshko, MacDonald ve Ahearn,
2010; Cardon ve Wilcox, 2011; Rayner, 2011; Cardon, 2012; Plavnick, 2012; Car-
don, 2013; McDowell, 2015; McDowell, Gutierrez, Bennett, 2015; MacDonald, Di-
ckson, Martineau, Ahearn, 2015; Rayner, 2015).

Cardon ve Wilcox (2011) yaptiklar: ¢alismalarinda, OSB gosteren ¢ocuklarin
nesneli taklit becerilerini edinimlerinde video modelle 6gretim ile Karsilikli Taklit
Egitimi (KTE)nin etkililiginin karsilagtirilmasini yapmiglardir. Arastirma kati-
limcilar ve durumlar arasi ¢oklu baslama modeli ile ¢alisilmigtir. Calismada OSB
gosteren 20-48 ay arasi alt1 cocuk yer almistir. Arastirma bulgularindan elde edilen
verilere bakildiginda video model 6gretiminde ve KTEde gocuklarin nesneli tak-
lit becerileri performanslarinda artig olmustur. Nesneli eylem taklit becerilerinde
video modelle 6gretim teknigi OSB gosteren gocuklar iizerinde daha hizli bir ar-
tis saglamustir. Bu artig KTE ile kargilagtirildiginda video modelle 6gretim, taklit
becerileri ediniminde daha hizli kazanim saglamistir. Arastirmanin 1 ve 3 hafta
sonraki siirdiiriilebilirlik verilerine bakildiginda ise KTE ile kazanilan becerilerin
video modelle 6gretime gére daha uzun siire korundugu goriilmiistiir. Arastirma-
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nin sosyal gecerlilik verilerine bakildiginda her iki 6gretimde de ailelerden taklit
becerisi edinimine iliskin olumlu goriisler alinmis ve gegerlilik diizeylerinin yiik-
sek oldugu gorillmiuistiir.

Cardon (2012) yaptig1 ¢alismada, OSB gosteren gocuklara iPad ile anneleri
tarafindan sunulan video modelle 6gretimin taklit becerileri tizerindeki etkisine
bakmistir. Aragtirmada videolara model olacak annelerin video model olma per-
formanslarina ve ¢ocuklarina video modelle 6gretim teknigini sunma basarilari-
na bakilmigtir. Katilimeilar OSB gosteren takvim yaslar1 26-42 ay arasi iki kiz ve
26-50 ay arasi iki erkek cocuktan olugsmaktadir. Video modelle 6gretim teknigi-
nin etkililigini belirlemek icin denekler aras1 ¢oklu baglama modeli kullanilmistir.
Arastirmadan edinilen bulgulara bakildiginda anne aracili sunulan video modelle
6gretimin, OSB gosteren ¢ocuklarin taklit becerilerini kazanmalarinda ve bu be-
cerileri farkli zamanlarda ve farkli uygulamacilar ile sergilemelerinde etkili oldugu
bulunmustur.

Cardon (2013) yaptig1 bir caligmada, OSB gosteren ¢ocuklarin jest taklit bece-
rileri edinimlerinde video modelle 6gretimin etkililigini aragtirmigtir. Arastirmada
katilimcilar arasi ¢oklu baslama modeli kullanilmistir. Katilimeilar 34-54 ay arasi
OSB gosteren {i¢ ¢ocuktan olusmustur. Bu arastirma bulgularina bakildiginda vi-
deo modelle 6gretimin OSB gosteren ¢ocuklar tizerindeki jest taklit becerisi edi-
niminde kisa siirede olumlu sonuglar verdigi gortilmistiir. Ayrica {i¢ gocugun da
alic1 ve ifade edici dil ve oyun becerilerinde artis goriilmiistiir.

McDowell (2015) yaptig1 ¢calismasinda yine video modelle 6gretimin taklit be-
cerileri tizerindeki etkisini incelemistir. Bu arastirmada taklit becerilerine yonelik
video model 6gretimin ve canli modelle yapilan taklit becerileri 6gretiminin etki-
liliklerine bakilmustir. Video modelle 6gretimin etkililigini belirlemek tizere ¢oklu
baslama diizeyi modeli kullanilmigtir. Katilimecilar takvim yas: 24 ve 62 ay arasinda
olan ve OSB gosteren sekiz ¢ocuktan olugsmaktadir. Arastirma bulgulari incelendi-
ginde taklit becerileri ediniminde, alt1 cocugun video modelle 6gretimle, iki ¢ocu-
gun da canli modelle 6gretimle daha basarili olduklar: gortilmustir.

Tiirkiyede alanyazina bakildiginda OSB gosteren gocuklarla ¢alisilan taklit be-
cerisinin etkisi, degerlendirilmesi, gelisiminin izlenmesi ve desteklenmesi ile ilgili
¢ok az sayida aragtirma bulunmaktadir (Bahap-Kudret, 2020). Bu baglamda bu
aragtirmanin basta Tiirkiyedeki OSB’li ¢ocuklarin taklit becerileri edinimlerine,
sonrasinda da alanyazina katki saglayacagi diisiiniilmektedir. Ayrica OSB gosteren
cocuklarda goriilen taklit becerilerindeki eksiklikler, cocugun sosyal iliski kur-
masl, siirdlirmesi, ¢evresini kesfedebilmesi ve 6grenmeyi gelistirmesi siirecinde
kazanilmas: 6nemli bir beceri ihtiyaci oldugu diisiiniildiigii i¢in taklit becerileri
6gretimini gerekli kilmaktadir (Dawson ve Galpert, 1986; Quill, 2002). Bunun ya-
ninda teknolojinin olumlu y6niinden faydalanmay1 igeren bir teknik olan video
modelle 6gretimin bu arastirmada etkili oldugunun goriilmesi durumunda, ya-
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pilan planlama ve uygulama siirecinin OSB gosteren ¢ocuklarla ¢alisan uzman,
Ogretmen ve ailelere taklit becerileri 6gretiminde bilgi saglayici ve yol gosterici
bir rehber olacaktir. Bu baglamlarda alanyazina da 6nemli bir katk: saglayacag:
distiniilmektedir.

Tiirkiye'ye baktigimizda OSB olan gocuklarla ilgili erken gocuklukta taklit be-
cerilerinin kazaniminda kullanilan miidahale yontemli arastirmalar sinirh sayida-
dir (6rn., Toret, 2016). Ayrica Tiirkiyede OSB gosteren gocuklarin nesneli eylem,
motor ve giinlitk yasam becerilerini taklit etme diizeyleri tizerinde video ile model
olma 6gretiminin etkililiginin incelendigi herhangi bir arastirmaya rastlanmamas-
tir. Alanyazin aragtirmalar1 dogrultusunda video model olma 6gretiminin OSB
gosteren ¢ocuklar tizerinde etkili oldugu goriildiigii igin bu aragtirmadan da OSB
gosteren ¢ocuklar i¢in etkili bulgular elde edilecegi, ilgili aragtirmalara yol gostere-
bilecegi diistintilmektedir.

Aragtirmada taklit becerileri 6gretiminde, babalar videolara kendileri model
olmuglardir. Alanyazina baktigimizda OSB’li gocuklarda baba-¢ocuk etkilesiminin
incelendigi arastirmalara (Seung, Ashwell, Elder ve Valcante,, 2006; Potter, 2016;
Elder, Gregory, Hossein ve Deborah, 2005) rastlanmaktadir. Tiirkiyede ise OSB’li
¢ocuklarda baba-¢ocuk etkilesiminin incelendigi sinirli sayida arastirma (Arslan,
2016; Aydin ve Cavkaytar, 2020) bulunmaktadir. Bu aragtirmalar incelendiginde
OSB gosteren ¢ocuklar icin baba-¢ocuk etkilesiminin 6nemli oldugu gérilmiis-
tiir. Literatiirde ebeveyn aracili video model uygulamalar: etki diizeyi arastirma-
lar1 olmakla birlikte, baba aracili video model ile sunulan 6gretimin OSB gosteren
¢ocuklar tizerindeki etki diizeyi bulgular: oldukea sinirli diizeydedir. Ayrica aras-
tirmada babalardan, OSB’li gocuklarin nesneli eylemleri taklit etme edinimlerin-
de baba aracili videolarla video model 6gretimine iligskin sosyal gegerlilik verileri
toplanmugtir. Ilgili aragtirmalardan edinilen etkili bulgular dogrultusunda bu ¢a-
lismada yer alacak babalarin da OSB’li ¢ocuklari igin etkili birer model olabilecegi
diistintilmektedir. Dolayisiyla bu arastirma ile baba aracili video modelin OSB’li
gocuklarin taklit etme diizeyleri {izerindeki etki diizeyi hakkinda olumlu bulgu-
lar saglanmasi beklenmektedir. Bu arastirmada OSB’li ¢ocuklarin babalarinin
aktif olarak ¢aligmaya katilmalarinin, ¢ocuklarin babalariyla aralarindaki iletisi-
me olumlu katki sunacagy, giinliik yasam iliskilerinde kolaylik saglayacagi 6ngo-
riilmektedir. Ayrica OSB’li gocuklarin nesneli eylemleri taklit etmede baba aracili
videolar ile video model olma &gretimi ile ilgili Tiirkiyede yapilan bir arastirmaya
rastlanmamigtir. Arastirmanin bu baglamda OSB gosteren ¢ocuklarda anne-baba
katilimina yonelik kuramsal yapiya katk: saglayacag diisiiniilmektedir.

Bu aragtirmanin amaci, otizmli ¢ocuklarin nesneli eylemleri taklit etme diizey-
leri tizerinde baba aracili video ile model olma 6gretiminin etkililiginin incelen-
mesidir. Bu amaca yonelik olarak asagidaki sorulara yanitlar aranmustir:

1. Otizmli gocuklarin nesneli eylemleri taklit etme diizeyleri {izerinde baba
aracili video ile model olma 6gretimi etkili midir?
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2. Otizmli ¢ocuklarin nesneli eylemleri taklit etme diizeyleri tizerinde baba
aracili video ile model olma 6gretimi, edindikleri becerileri 1, 2 ve 4 hafta sonraki
korunumlarinda etkili midir?

3. Otizmli ¢ocuklarin nesneli eylemleri taklit etme diizeyleri tizerinde baba
aracili video ile model olma 6gretimine iliskin babalarin gorisleri (sosyal geger-

lilik) nelerdir?
YONTEM
Arastirma Modeli

Bu aragtirmada, otizmli ¢ocuklarin nesneli eylemleri taklit etme diizeyleri tize-
rinde baba aracili video ile model olma 6gretiminin etkililigini belirlemek i¢in ba-
gimsiz degisken olanin bagimli degisken olana etkisini en az ii¢ denekte incelemeyi
hedefleyen tek denekli aragtirma modellerinden olan denekler arasi ¢oklu yoklama
modeli kullanilmistir. Denekler arasi ¢oklu yoklama modeli, uygulanan yéntemin
hedef davranigsa olan etkisinin birden ¢ok denekte incelendigi bir arastirma
desenidir (Gast, 2010).

Bu aragtirmanin bagimli degiskeni erken ¢ocukluk donemindeki OSB’li ¢ocuk-
larin taklit etme performanslaridir. Arastirmanin bagimsiz degiskeni ise babalarin
model olarak yer aldig1 video modelle 6gretim teknigidir.

Calisma grubu

Aragtirma uygulamas: birinci yazar tarafindan yapilmigtir. Uygulamaci 2021
yilinda Ozel Egitim alaninda Zihin Engelliler Egitimi Yiiksek Lisans derecesini al-
mustir. Samsun ilinde resmi bir 6zel egitim kurumunda ¢alismaktadir.

Aragtirmada OSB gosteren {i¢ ¢ocuk ve videolarda model olmalar i¢in OS-
B’li ¢ocuklarin babalar1 yer almistir. Calismanin gergeklestirilen biitiin oturumlari
aragtirmaci tarafindan Samsun ilinde resmi bir 6zel egitim kurumunda yapilmuistir.
Aragtirmanin uygulama giivenirligi ve gozlemciler arasi giivenirligini belirlemek
i¢in Ozel egitim alaninda yiiksek lisans yapmis bir 6zel egitim 6gretmeni yer al-
muigtir.

Aragtirma, 40-43 ay araliginda takvim yas1 bulunan, ii¢ OSB’li erken ¢ocukluk
Ogrencisinden olugmaktadir. Arastirmada ¢ocuklara verilen kod adlar kullanil-
mustir. Cocuklar ¢alismaya katilmadan 6nce anne ve babalarindan veli izin formu
kullanilarak yazili izin alinmistir. Cocuklar 6nceden belirlenmis 6nkosullar: yerine
getirebilen 6grenciler arasindan se¢ilmistir.
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Bu 6nkosul beceriler;

a) Bu alanla ilgili donanimli {iniversite ve devlet hastanelerinde konulmus OSB
tanilarinin olmalari,

b) 24-48 aylik takvim yaginda olmalari,

c) Gorme, isitme gibi ¢ocugun davraniglarini etkileyecek baska bir yetersizligi-
nin olmamasi (Zaghlawan, 2010),

d) Taklit becerilerinin kullanimlarinda olmasi gereken viicudun bas ve gévde
kisimlarinda motor becerilerini kisitlayici bir yetersizligin olmamas: (Ingersoll,
2008b),

e) Cocuklarin dikkatini bagka yone yonlendirmeden en az 5 dk siiren bir video
goruntiisiini izlemeleridir. (Bu madde ¢ocuklarin aileleriyle yapilan gortismelerle
ve uygulayicinin yaptig: sinif i¢i gézlemlerle belirlenmistir.)

Tablo 1.Arastirmaya katilan gocuklarin 6zellikleri

Aragtirmada OSB’li ¢ocuklarin izleyecekleri goriintiilerin videolarinda model
olarak yetiskin model kullanilmigtir. Bu yetigkinler aragtirmada yer alan OSB’li ii¢
Ogrencinin babalar1 olarak se¢ilmistir. Babalar ¢ocuklarin 6z babalaridir. Birinci
baba 39, ikinci baba 41, {i¢iincii baba 39 yasindadir. Babalardan ilki tiniversite,
ikincisi lise, figiinciisii de ilkokul mezunu bireylerdir.

Veri Toplama Araglari

Aragtirmada veri toplama araglar1 ve izin formlari i¢in; ¢ocuklarin ailelerin-
den elde edilen bilgilerle “Demografik Bilgi Formu” ve “Ebeveyn Goériisme For-
mu’, ¢ocuklarin sinif 6gretmeni ve rehabilitasyon 6gretmenlerinden elde edilen
bilgilerle “Ogretmen Goriisme Formu”, babalardan arastirmaya géniillii olarak ka-
tilacaklarina dair elde edilen “Goniilli Katilimer Bilgilendirme Hazirlama Formu”
¢ocuklarin ailelerinin aragtirmada ¢ocuklarinin yer almasini onayladiklar1 “Veli
Izin Formu” ve gocuklarin taklit performanslari igin “Taklit Performansi Gézlem
Formu” kullanilmistir.
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Demografik Bilgi Formu

“Demografik Bilgi Formu’nda arastirmaya katilan ¢ocuklarin takvim yaslari,
cinsiyetleri, tan1 alma yaslari, ne kadar siiredir egitim aldiklar1 gibi bilgiler yer al-
maktadir. Ayrica ¢ocuklarin ailelerine iliskin bilgiler de bu formda yer almaktadir.
Bu form aragtirmaci tarafindan ¢ocuklarin ebeveynleri ile beraber doldurulmugtur.

Ogretmen Goriisme Formu

“Ogretmen Goriisme Formu”nda ¢ocugun kimlik bilgileri, 6n kogul bilgileri,
gelisim bilgileri ile ilgili sorular yer almaktadir.

Ebeveyn Goriisme Formu

“Ebeveyn Goriisme Formu’nda ¢ocugun gelisimi ve engeli ile ilgili sorular var-
dir. Ayrica bu formda taklit becerileri kendiliginden edinim diizeyleri ile ilgili so-
rular vardir. Bu form aile ile birebir goériisme sonunda doldurulmustur.

Veli izin Formu

“Veli Izin Formu” ¢ocuklarinin bu ¢aligmaya katilmasini onaylayan ailelerden
izin almak i¢in hazirlanmistir. Bu form aile tarafindan ilgili kisitmlar1 doldurulup
onaylanmus bir belgedir. Bu form ¢alisma i¢in goniillii olan ebeveynler tarafindan
ivedilikle doldurulmustur.

Goniillii Katilima Bilgilendirme Hazirlama Formu

Bu form babalarin, taklit becerilerinin video modelle 6gretiminde model
olarak kendilerinin rol alacaklarinin agiklamali bir gekilde yazildigi ve onaylari-
nin alindig1 bir formdur. Yine bu formu doldurma stirecinde goniilliliik esastr.
Babalara, arastirma verilerinin sadece bilimsel ¢aligma i¢in kullanilacagi, gerekirse
istedikleri zaman ¢aligmadan ayrilabilecekleri ve bu takdirde ilgili verilerin imha
edilecegi agiklanmustir.

Taklit Performansi1 Gozlem Formu

OSB gosteren ¢ocuklara nesneli taklit becerilerinin baba aracili video model-
le 6gretiminin etkililiginin incelendigi bu ¢alismadaki kullanilan bu formda ¢o-
cuklarla ¢aligilacak on temel taklit becerisi yer almaktadir. Bu formda 6grencinin
adi, uygulama tarihi, uygulanan oturumun sayisi ve tepkilerinin isaretlenecek
boliimleri yer almaktadir. Bu form baslama diizeyi, yoklama ve izleme oturumlar1
yapildiktan hemen sonra gekilen videolar izlenerek titizlikle doldurulmustur. Bu
forma ¢ocugun dogru gerceklestirdigi beceri performanslari i¢in (+), yanls ger-
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ceklestirdigi ya da tepkisiz kaldig1 beceri performanslari i¢in ise (-) isareti konu-
larak doldurulmustur. Bu form, baglama diizeyi, 6gretim sonu degerlendirme ve
izleme oturumlarinda kullanilmstir.

Uygulama Siireci

Calismanin baglama diizeyi oturumlari, 6gretim, yoklama ve izleme oturumlar:
OSBli ii¢ ¢ocuk i¢in de ayni okulda ve okulun uygulama evinde gerceklesmistir.
Ortamda, uygulama giivenirligi, gézlemciler aras1 giivenirlik ve oturum sonrasi
¢ocuklar1 degerlendirmede gerekli olan verileri toplamak i¢in video goriintiilerini
rahat gekebilmeyi saglamak iizere cep telefonunun yerlestirilecek uygun bir ko-
numu olmasina dikkat edilmistir. Bu konumda 25 cm uzunlugunda ayarlanabilir
ozelligi olan bir kamera sabitleyici aparati kullanilmigtir. Uygulama i¢in 200cm-
100cm ebatlarinda dikdortgen bir masa kullanilmigtir.

Arastirma siirecinde kullanilan gesitli ara¢ geregler vardir. Oncelikle video go-
rlintiisii gekimi ve uygulama oturumlari i¢in akilli telefon, video kamera ve tablet
bilgisayar kullanilmigtir. Ayrica nesneli taklit becerisi 6gretimine iligkin babalarin
videolarda kullandiklar1 ve uygulamalarda kullanilan gesitli nesneler vardir.

Babalar tarafindan gergeklestirilen video taklitleri ¢ekilmeden once ve ¢ekil-
dikten sonra uzman goriigiine yer verilmis, ilgili kiiciik diizeltmeler yapilmis ve
baz1 videolar babalarla tekrar ¢ekilmistir. Arastirmaci tarafindan ¢ekilen video-
larda ¢ocuklarin babalar1 model olarak kullanilmis ve her ¢ocugun babasi kendi
¢ocuguna model olacak videoda yer almistir. Videolarda uygulama siirecinde be-
lirlenen hedef taklit becerilerinin modellemesi yapilmis ve ilgili ara¢ setleri kulla-
nilmistir. Babalar videolarda model olmadan 6nce arastirmaci tarafindan onlara
videolarda beceriyi nasil taklit edecekleri ayrintili sekilde anlatilmigtir. Her baba ile
on nesneli taklit becerisini sergiledikleri ortalama 10’ar si’lik on video ¢ekilmistir.
Her videoda bir nesneli taklit becerisine model olunmustur. Babalarla bu sekilde
toplam otuz video ¢ekilmistir. Video ¢ekimi i¢in ortamin dikkat dagitic1 uyaran
bulunmayan, aydinlik ve modelin kolayca hareket edebilecegi bir alan olmasina
dikkat edilmistir. Tki baba bu aragtirmaya katilmaktan gok memnun olduklarini
belirterek goniillii olarak video ¢ekimleri i¢in okula gelmislerdir. Onlarin videolar1
okulun uygulama mutfaginda ¢ekilmistir. Bir baba ise ¢cok yogun ¢aligtig1 icin vi-
deolar babanin mesai bitiminde evinde ¢ekilmistir. Videolarda babalar 6nii masaya
doniik sekilde oturmuslar ve video kaydi goriintiisiiniin anlasilir olmasi agisindan
videolar babalarin karsilarindan ¢ekilmistir. Babalar pembe plastik bir kutu ice-
risine konulmus materyali kutusuyla birlikte masanin tizerine koymuslar, taklit
edecekleri becerinin materyalini sozel etiketleyici kullanarak “hooopp” seklinde
kutudan ¢ikarmislar ve beceriyi ii¢ kez taklit ettikten sonra materyali masanin {ize-
rine koymuslardir. Tiim videolar ayni sekilde ¢ekilmistir.
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Tablo 2. Videolarda ve uygulama siirecinde kullanilan materyaller

Materyaller

1
2
3
4
5.
6.
7
8
9
1

Bir adet tarak

1 adet D seklinde zil

Bir aclet bez cirt cart

Bir adet plastik bardak

Buir adet oyuncak trampet, bir adel sopasy

Ici ses cikarak oyun hamuru kutusu

Bir adet sapka

Iki adet ahsap dikdortgen

. Bir adet renkli oyuncak araba

0. Bir adet ahsaba girmeli cikarmal civi, bir adet ahsap cekic

Hedef Nesneli Eylem Taklit Becerileri

Model olunan nesneli taklit becerileri, gocugun gelisimsel yas diizeyine uy-

gun, islevsel olan ya da olmayan eylemleri igerirler (Ingersoll, 2008a). Segilen
nesneli taklit becerilerinin ¢ocuklarin giinliik hayatta sik¢a karsilastiklari beceriler
olmasina dikkat edilmistir.

Hedef nesneli eylem taklit becerileri;

Eline aldig1 zili en az bir kere 6ne arkaya ya da saga sola sallayarak ses ¢ikarmak,
Amagl olarak en az bir yone kendi sagini taramak,

Amagli olarak cirt cirt1 tutup agmalk,

Bardag eliyle kaldirip dudagina gétiirmek,

Oniindeki trampete sopast ile en az bir kez vurmak,

Ses ¢ikaran kutuyu saga sola ya da 6ne arkaya sallam ak,

Oniindeki sapkay1 kendi kafasina takmak,

Iki kiigiik ahsap dikdértgeni iki eliyle tutup birbirine vurmak,

Arabay!1 en az bir yénde masa boyunca siirmek,

Ahgsap gekici eline alarak 6niindeki ahsap ¢iviye en az bir kez vurmak bigimin-

de daha operasyonel bir sekilde ifade edilebilir.

Puanlama, ¢ocuk beceriyi yukarida tanimlamalar1 belirtilmis sekliyle taklit

ederse “Taklit Performansi Gozlem Formu™na “+”, tepkide bulunmaz ya da yanlis

tep

kide bulunursa “-” konularak yapilmigtir. On adet nesneli eylem taklit becerisi-

nin art arda 6gretimi yapildiktan sonra “Taklit Performansi Gézlem Formu’ndaki

« , » « »

+ ve

say1s1 toplanarak oturuma ait dogru performans sayisi belirlenmis ve

yuzdeligi hesaplanmustir.
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Tablo 3.Arastirmada kullanilan nesneli eylem taklit becerileri

Beceriler
1. Sacuu tarama
2. Zilsallama
3. Cirtoartagma
4. Bardaktan su i¢me
5. Trampete sopayla vurma
6. Kutuvu sallama
7
8
9
1

Sapkay1 bagina takma

Ahsap dikdortgeni birbirine vurma
. Araba siirme
0. Biiviik civi cakma

Aragtirmanin deney siireci, gerceklestirilen baslama diizeyi, 6gretim, giin-
likk yoklama oturumlari ve izleme oturumlarindan olusmaktadir. Tim uygulama
oturumlar1 okulun uygulama evinde haftanin iki giinii éiger oturum olmak tizere
gerceklestirilmistir. Arastirma uygulama siireci, toplam dokuz hafta stirmiistiir.
Baglama diizeyi, yoklama ve izleme oturumlari ortalama 5dk, 6gretim oturumlari
ortalama 8dk siirmiistiir. Cocugun her bir hedef taklit becerisi sergileme siiresi
ortalama 8sn olarak belirlenmistir. Art arda uygulanan 6gretim oturumlari arasin-
da en az 1 saat mola olmasina dikkat edilmistir. Ogretim oturumlar: genel olarak
gocuklarin okula geldikleri ve kahvalt: yaptiklari saat olan 9.30’un hemen sonrasin-
da ve 6gleden sonra yemek yedikleri saat olan 12.30’un hemen ardindan yapilmis-
tir. Oturum saatleri giin i¢inde bazen gocuklarin uyuyakalmalari, aglama krizleri,
6z bakim ihtiyaglarinin giderilmesi gibi durumlardan o6tiirii degisiklik gosterebil-
mistir. Oturumlar, ol¢iit olarak dogru tepki yiizdesi %80 ve iizeri oldugunda ve
veriler {i¢ oturum st {iste kararlilik gosterdiginde sona ermistir. Uygulama ile ilgili
olusturulan grafige verilerin yiizdeligi hesaplanarak islenmistir.

Baslama Diizeyi Oturumu

Baglama diizeyi oturumlarini gerceklestirmeye baslamadan 6nce uygulamaci
ortami1 uygun hale getirmis ve gocugun dikkatini dagitmamak icin gerekli arac ge-
reci ¢ocugun goremeyecegi kendisinin rahat uzanabilecegi sekilde masanin yani-
na yerlestirmistir. Uygulamaci cep telefonunu sabitleyici aparatt ile birlikte uygun
yere yerlestirmistir. Birinci gocuk Zehra, uygulama odasina alinmis ve gocuga tak-
lit becerilerinde kullanilacak ara¢ ve gerecleri incelemesi i¢in 5dk izin verilmistir.
Sonrasinda materyaller masanin yanina, ¢ocugun dikkatini cekmeyecegi sekilde
pembe plastik renkli bir kutu igerisine konulmustur. Icerisinde babalarin videolari-
nin kayitli oldugu tablet bilgisayar da masanin tizerine, ¢ocugun dokunamayacagi
fakat gorebilecegi uzaklikta bir konuma yerlestirilmistir. Sonrasinda kamera kayd1
baslatilmis, Zehra masaya alinmis, sandalyeye oturtulmustur. Uygulamaci ¢ocuga
“Merhaba Zehra, simdi seninle taklit becerileri ¢alisacagiz, hazirsan baglayalim”
demigstir. Uygulamaci ¢ocuktan hazir olduguna dair uygun jest mimik ifadesini
aldiginda tablet bilgisayarda yer alan, ilgili babanin ilk taklit becerisi performansi-
n1 gosterdigi videoyu baglatmistir. Baglama diizeyi oturumlarinda videolar 6gretim
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amagh kullanilmamistir. Cocuga yapilan 6gretimler, 6gretim oturumlarinda video
modellerin ardindan artan ipucu sistemi 6gretimiyle yapilmistir. Videolar basla-
ma diizeyinde ¢cocugun performansini belirlemek i¢in en sade haliyle kullanil-
mustir. Videolarda babalar, sozel ipucu, uygun jest mimik gibi ifadelere kesinlikle
yer vermemistir. Video ¢ocuga izletildikten hemen sonra videodaki taklit edilen
materyal ¢ocugun 6niine konularak “sende yap” beceri yonergesi verilmistir. Aras-
tirmaci ¢ocugun istenilen taklit becerisini gerceklestirmesi i¢in en fazla 8sn bek-
lemistir. Cocuga bu siirecte herhangi bir sozel ipucu, diizeltme veya pekistirme
yapilmamistir. Cocuk bu stirede dogru tepki ya da yanlis tepki verirse veya tepkide
bulunmazsa hi¢bir doniit verilmeden ilgili materyal 6ntinden alinip babanin yer
aldigr ikinci taklit becerisi videosuna ge¢ilmistir. Cocuk 8snden daha az zamanda
performans sergilemisse 8sn'nin dolmasini beklemeye gerek kalmadan diger taklit
becerisi performans: 6l¢iimiine gegilmistir. Hedef taklit becerileri performansini
belirlemek i¢in yapilan ilk oturum bittikten sonra ¢ocuga herhangi bir doniit veya
pekistirme yapilmadan sandalyeden kaldirilmis ve video kaydi sonlandirilmistir.
Baglama diizeyinde elde edilen veriler “Taklit Performansi G6zlem Formu™na kay-
dedilmis ve verilerin kararlilig {i¢ oturum art arda kararli olmasiyla (%+/-15) be-
lirlenmigtir (Kircaali-iftar ve Tekin, 1997).

Ogretim Oturumlar

Nesneli eylemleri taklit etme becerisi 6gretiminde baba aracili video ile uygu-
lanan video modelle 6gretim oturumlar1 uygulanirken uygulamaci tarafindan su
slire¢ takip edilmistir. Arastirmaci 6ncelikle cocugun derse hazir olup olmadigini
anlamak i¢in “Merhaba Zehra, simdi seninle taklit becerilerini 6grenecegiz. Derse
hazir misin?” demistir. Arastirmaci tarafindan ¢ocuktan derse hazir olduguna ilis-
kin uygun jest mimik ifadesi alindiginda tabletten babanin taklit becerisine model
oldugu ilk video agilmistir. Bu videolarda baba dikkat gekici jest mimik ifadeleriyle
ve “hoop” bigiminde s6zel etiketleyici kullanarak taklit becerilerine model olmus-
tur. Cocuk, taklit becerileri igeren bu videolar: izledikten hemen sonra uygulamaci
ilgili materyali ¢cocugun 6niine koymus “sende yap” beceri yonergesini vermis ve
en fazla 8sn beklemistir. Cocuk bu siirecte dogru tepkide bulunursa “aferin, ha-
rikasin sen c¢ok giizel yaptin” seklinde sozel pekistirme yapilmistir. Cocuk yanlis
tepkide bulunmus ya da tepkisiz kalmissa, babanin model oldugu ayni video tekrar
acilmis ve ¢ocuga izletilmistir. Bu siiregte 6gretim devam etmis ve ¢ocuk {izerinde
artan ipucu sistemi kullanilmigtir. Artan ipucu sistemi, daha az etkisi olan ipucu
kullanimindan daha ¢ok etkisi olan ipucuna gecilmesiyle birlikte uygulanan bir
ogretim sistemidir (Tekin-Iftar ve Kircaali- Iftar, 2013). Cocuga izletilen videonun
bitmesiyle birlikte ilgili nesne 6niine konularak tekrar “sende yap” beceri yonergesi
verilmistir. Cocuk dogru tepkide bulunursa ikinci taklit becerisinin 6gretimine ge-
¢ilmis, ¢ocuk yine yanlis tepkide bulunmus veya tepkisiz kalmigsa uygulamaci ta-
rafindan gocuga fiziksel yardim uygulanmustir. Bu siire¢ on nesneli eylem taklit be-
cerilerinin 6gretiminde ayni sekilde uygulanmigtir. Ogretim oturumlari bittiginde
cocuklar “biz seninle ¢cok giizel ¢alistik, harikaydin” denilerek pekistirilmistir.
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Ogretim Sonu Degerlendirme

Ogretim sonu degerlendirmeler her gretim  uygulamasi  sonunda
gerceklestirilmistir. Bu 6gretim sonu degerlendirmeler OSB’li ¢cocukla ¢aligilan on
nesneli eylem taklit becerisinin baglama diizeyi oturumlar: gibi yapilmus ve ii¢ otu-
rum ist iiste kararli veri elde edildikten sonra oturumlara son verilmistir.

izleme Oturumlar1

Izleme oturumlar1 her ¢ocugun 6gretim oturumlar: bittikten ve kararli veri
elde edildikten sonra ¢ocuklarin 6grendikleri taklit becerilerini ne diizeyde koru-
duklarini ortaya gikarmak amaciyla 1. 2. ve 4. haftalarda gergeklestirilmistir. Izle-
me oturumlari belirlenen haftalarda birer oturum olmak iizere toplam ii¢ oturum
seklinde diizenlenmistir. izleme oturumlari gocuklarla yapilan baglama diizeyi
oturumlar: gibi yapilmis ve veriler “Taklit Performansi G6zlem Formu’na kayde-
dilmistir.

Verilerin Analizi

OSB gosteren ¢ocuklara nesneli eylemleri taklit etme becerileri 6gretiminde
baba aracil1 video ile model olma 6gretiminin etkililiginin incelendigi bu arastir-
mada etkililik verileri analizi, gézlemciler arasi glivenirlik, uygulama giivenirligi ve
sosyal gegerlilik verilerinin analizi elde edilmistir.

Etkililik Verileri Analizi

Etkililik verilerinin analizi i¢in tek denekli arastirma yonteminin gereklilikle-
rinden olan grafiklerden yararlanilmistir. Aragtirmadaki OSB gosteren gocuklarin
sergiledikleri tepkilerin dogruluk yiizdeleri hesaplanmuis grafige dokiilmiistiir. Bul-
gularin analiz edilerek olusturuldugu bu grafikteki yatay “x” ekseninde baglama
diizeyi, 6gretim ve izleme oturumlari, dikey “y” ekseninde ise taklit becerisi dogru
tepki ylizdeleri vardir. Calismadaki hedef taklit becerisi artirilmak istenen bir be-
ceridir. Buna bagl olarak baslama diizeyi verilerine gore 6gretim sonu degerlen-
dirme verilerinde yiikselme olmasi beklenmis, 6gretim sonu degerlendirme verile-
ri ile izleme verileri kargilastirilarak davranisin kalici olup olmadigina bakilmuistir.
Grafige bakildiginda verilerdeki artis uygulamanin etkisini gostermistir.

Gozlemciler Arasi Giivenirlik Verilerinin Analizi

Gozlemciler aras: giivenirlik verilerini elde edebilmek icin éncelikle Zihin En-
gellilerin Egitiminde Yiiksek Lisans yapmis olan bagimsiz bir gozlemci secilmistir.
Gozlemci ¢alisilan konu ve arastirma hakkinda bilgilendirilmistir. Arastirmaci ta-
rafindan gozlemciye “Taklit Performans: Gézlem Formu” tanitilmig nasil doldur-
mast gerektigi anlatilmigtir.
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Gozlemci glivenirlik verilerinin analizi i¢in, ¢ocuklara ait ¢ekilmis videolardaki
baglama diizeyi, uygulama ve yoklama oturumlarinin yansiz atama ile belirlenmis
olan %30’unu, izleme oturumlarinin%100’tinii izlemis ve ilgili forma isaretlemistir.
Ayni sekilde arastirmaci ve gozlemciden toplanan veriler “Gériis Birligi / (Goriis
Birligi + Gortig Ayrilig1) x 100” formiilii ile hesaplanmis ve ¢ocuklar i¢in gozlem-
ciler arasi giivenirlik bulunmugtur. Bu giivenirlik hesaplamalarinda elde edilen
gozlemciler arasi giivenirlik katsayis1 olarak en az %80, olmas gereken giivenirlik
katsayis1 ise %90 ve iistii olarak goriilmektedir (Kircaali-iftar ve Tekin, 1997). Buna
gore elde edilen hesaplamalarda ii¢ denek i¢in de gozlemciler arasi giivenirlik ve-
rileri %98 bulunmustur.

Uygulama Giivenirligi Verilerinin Analizi

Uygulama giivenirligi analizi, uygulamacinin uygulama siirecindeki planlama
agsamalarina ne diizeyde uydugunu belirlemek i¢in yapilmistir. Uygulama giivenir-
lik verileri igin, yine gozlemciler aras1 giivenirlik verilerini toplamada rol alan goz-
lemci yer almigtir. Gozlemci taklit becerilerine iliskin ¢cocuklarla ¢ekilmis videolar:
izleyerek “Taklit Becerilerine iliskin Baglama Diizeyi, Yoklama ve Izleme Oturum-
lar1 Uygulama Giivenirligi Gézlem Formu” ve “Taklit Becerilerine Iligkin Ogretim
Oturumlar1 Uygulama Givenirligi Goézlem Formu’nu doldurmustur. Toplanan
uygulama giivenirligi verileri, “Gozlenen uygulamaci davranigi/Planlanan uygu-
lamaci davranisi X 100” ile hesap edilmektedir. Uygulama verisinin oturumlarin
minimum %30’undan toplanmasi éngériilmektedir (Kircaali-Iftar ve Tekin, 2001).
Elde edilen uygulama giivenirligi verileri Zehra ve Nurcan i¢in %98, Koray i¢in ise
%96 olarak bulunmustur.

Sosyal Gegerlilik Verileri Analizi

Otizmli ¢ocuklarin nesneli eylemleri taklit etme diizeyleri {izerinde baba ara-
cil1 video ile model olma 6gretiminin etkililiginin incelendigi bu aragtirmada ebe-
veynlerden sosyal gegerlilik verisi alinmistir. Bu veriler aragtirmada yer alan iig
¢ocugun babalarindan elde edilmistir. Taklit becerilerine iligkin edinilen videolar
babalara izletilmistir. Babalara toplam yedi soru igeren “Sosyal Gegerlilik Goriisme
Sorular1 Formu” ve toplam on anket ciimlesi iceren “Sosyal Gegerlilik Goriigme
Sorular1 Anketi” uygulanmis ve arastirmaci tarafinda analiz edilmistir.

Etik Kurul izin Bilgileri

Yapilan bu ¢aligmada “Yiiksekogretim Kurumlar: Bilimsel Arastirma ve Yayin
Etigi Yonergesi” kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur.

Etik Degerlendirmeyi Yapan Kurul Ad:  : Bolu Abant Izzet Baysal Universite-
si, Sosyal Bilimlerde Insan Aragtirmalar1 Etik Kurulu
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Etik Degerlendirme Kararinin Tarihi :27.12.2018 - 2018/11 Sayili Toplant
Etik Degerlendirme Belgesi Say1 Numarasi : 2018/322 (Protokol No.)
BULGULAR

Otizmli Cocuklarin Nesneli Eylemleri Taklit Etme Diizeyleri Uzerinde Baba
Aracili Video Ile Model Olma Ogretimine iligkin Etkililik Bulgular:

Aragtirma bulgulari, yapilan analizler sonucu elde edilen etkililik bulgularindan
olusmaktadir. Baba aracili video model olma 6gretimi ile taklit becerisi 6gretimine
katilan {i¢ ¢ocuktan elde edilen veriler Sekil 1'de gosterilmistir. Sekil 1'deki grafik
tizerinde baslama diizeyi, 6gretim sonu degerlendirme ve izleme oturumlarindan
elde edilen veriler bulunmaktadir. Grafikteki yatay eksende oturum sayilari, dikey
eksende ¢ocuklara ait dogru tepki yiizdeleri bulunmaktadir.

Aragtirma ile ilgili etkililik bulgularina bakildiginda birinci ¢ocuk olan Zehra
baslama diizeyinde %20 performans sergilemistir. Zehra ile toplam on bir 6gre-
tim oturumu diizenlenmistir. Zehradan, dokuzuncu, onuncu ve on birinci 6gretim
oturumlar1 sonunda iig oturum {ist tiste %80 kararli veri elde edilmistir. Bu veriler
olgiitii karsilayacak diizeydedir.

Ikinci gocuk olan Nurcandan baglama diizeyine iliskin ortalama %15 kararlt
veri elde edilmistir. Nurcan ile toplam dokuz 6gretim oturumu diizenlenmistir.
Nurcan ile 6gretim oturumlari sonunda baglama diizeyi verilerine gore beceri
edinimde artig goriilmekle birlikte yedinci, sekizinci ve dokuzuncu 6gretim otu-
rumlarinda {i¢ oturum ist tiste % 60 kararl: veri elde edildigi i¢in oturumlar son-
landirilmigtir. Ugiincii ¢ocuk olan Koraydan baslama diizeyi i¢in ortalama %22
kararli veri elde edilmistir. Uygulama evresinde Koray ile toplam on bir 6gretim
oturumu gerceklestirilmistir. Koraydan dokuzuncu, onuncu ve on birinci 6gretim
oturumlarinda ti¢ oturum st tste Sl¢iitii karsilar %80 dogru tepki yiizdesi elde
edildigi igin 6gretim oturumlar1 sonlandirilmistir.

Otizmli Cocuklara Nesneli Eylemleri Taklit Etme Diizeyi Uzerinde Baba
Aracili Video ile Model Olma Ogretiminin Etkililigine {liskin izleme Bulgular1

Aragtirmanin izleme bulgularinda, OSB’li ¢ocuklara baba aracili videolarla su-
nulan video model olma 6gretimi ile edindikleri nesneli eylemleri taklit etme be-
cerilerinin 6gretimi bittikten 1, 2 ve 4 hafta sonra elde edilen koruma diizeylerine
bakilmistir. Baba aracili video ile model olma 6gretimi ile kazandirilan nesneli ey-
lemleri taklit etme becerilerinin kaliciligina iliskin verilerden Zehra ve Koraydan
birinci, ikinci ve tigiincii oturumlarda %80 dogru tepki yiizdesi elde edilmis ve
kazandiklar: becerileri koruduklar: goriilmiistiir. Nurcanin izleme verilerinden ise
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birinci oturumda %60, ikinci oturumda %60, tiglincii oturumda %50 dogru tepki
ytiizdesi elde edilmistir.

Sekil 1.Zehra, Nurcan ve Koray'in nesneli taklit becerileri 6grenme diizeyle-
rine iligkin baslama diizeyi, uygulama ve izleme oturumlar1 dogru tepki yiizdeleri
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Otizmli Cocuklara Nesneli Eylemleri Taklit Etme Diizeyleri Uzerinde Baba
Aracili Video ile Model Olma Ogretiminin Etkililigine iliskin Sosyal Gegerlilik
Bulgular:

Sosyal gegerlilik verileri aragtirmadaki ¢ocuklarin babalarindan elde edilmistir.
Bunun i¢in “Yar1 Yapilandirilmig Gortisme Teknigi” ve “Sosyal Gegerlilik Goriis-

RS

me Sorular1 Anketi” kullanilmistir. Toret (2016)’in kullandig1 “Yar1 Yapilandirilmig

Goriigme Teknigi” ve “Sosyal Gegerlilik Gorlisme Sorular1 Anketi’nden uyarlana-
rak hazirlanmistir.

Babalarla yapilan goriismeler video kayit cihazi ile kaydedilmis ve yaziya d6-
kiilmiigtiir. Babalara sorulan “Sosyal Gegerlilik Goriisme Sorular1 ”Tablo 4’te de
goruldigi gibi, 6zetle taklit becerileri ediniminde baba aracili videolarla sunulan
video modelle 6gretimin ne diizeyde etkili oldugu, gocuklarin giinliik hayatlarina
nasil bir yansima gosterdigi, onlarin dil ve iletisim becerilerine katkisinin boyutu,
edindikleri becerileri farkli ortamlarda genelleme diizeylerinin nasil oldugu ve bu
caliymanin baba-gocuk etkilesimine nasil bir katki sagladig1 gibi sorularla ilgilidir.
Babalardan alinan yanitlar benzer sekildedir. Babalara sorulan sosyal gegerlilik so-
rularina gore; babalar ¢ocuklarinin nesneli taklit becerileri gelisimlerinde video
modelle 6gretim uygulamas: sonunda uygulama 6ncesine gore ciddi bir ilerleme
oldugunu soylemiglerdir. Babalar ¢ocuklarinin nesneli taklit becerilerini kazan-
malarinda video modelle 6gretimin etkili oldugunu ve videolarin 6zellikle gorsel
ve hareketli olusu sebebiyle ¢ocuklarinin dikkatini ¢ektigini belirtmislerdir. Ba-
balar ¢ocuklariin nesneli taklit becerilerinde video modelle 6gretim uygulamast
sonunda kazandiklari taklit becerilerini ev, kres gibi dogal ortamlarda, kendilerini
rahat hissettikleri zamanlarda sergilediklerini séylemislerdir. Babalar video mo-
delle 6gretimin, ¢ocuklarimin nesneli taklit becerileri ediniminde, uygulama énce-
sine gore dil ve iletisim becerileri ile ortak dikkat baglatma ve yanitlama gibi sosyal
etkilesim becerilerinde ilerlemelere sebep oldugunu soylemiglerdir. Babalar bu
Ogretim uygulamas: sonunda ¢ocuklarinin nesneli taklit becerilerinin bir¢ogunu
edindiklerini ve bunlar1 ev ortaminda gézlemlediklerini belirtmislerdir. Babalar,
¢ocuklari i¢in bu ¢alismadaki videolarda goniillii rol aldiktan sonra onlar igin bir
seyler yapabilmenin kendilerine ok iyi geldigini, bu katilimin kendilerine sorum-
luluk bilincini hatirlattigini belirtmislerdir. Babalar bu ¢aliymadan sonra ¢ocuklar:
ile aralarinda etkili bir bag olustugunu ve onlarla daha iyi iletisim kurmaya basla-
diklarini belirtmislerdir. Bu gériisme sonuglarina bakildiginda nesneli taklit bece-
risi 6gretiminde video modelle 6gretim tekniginin gocuklara ve babalara ozellikle
baba-gocuk etkilesimi ile ilgili 6nemli katkilar sagladig1 goriilmiistiir.
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Tablo 4. Sosyal Gegerlik Goriigme Sorular: Formu

Sosyal Gecerlik Goriisme Sorular1 Formu

1. Taklit becerilerinde video modelle 6gretim uygulamas: sonunda, uygulama oncesine gore
cocugunuzun taklit becerilerinin gelisimi ile ilgili ne diistiniiyorsunuz?

2. Cocugunuzun taklit becerilerini kazanmasinda ve temel taklit becerilerinde video modelle
ogretimin etkili olup olmadig ile ilgili ne diistintiyorsunuz?

3. Video modelle 6gretim uygulamasi sonunda ¢ocugunuzun kazandig taklit becerilerini ev, kres
gibi dogal ortamlarda kendiliginden sergileyip sergilememesi hakkinda ne diisiiniiyorsunuz?

4. Sizce taklit becerileri ediniminde kullamlan video modelle §gretim uygulamasi sonunda uygulama
oncesine gore cocugunuzun dil ve iletisim becerileri ile ortak dikkat baglatma ve yamtlama gibi
sosyal etkilesim becerilerinde ilerleme olup olmadig1 hakkinda ne diistintiyorsunuz?

5. Taklit becerileri ediniminde kullarulan video modelle 6gretim uygulamas: sonunda ¢ocugunuzun
temel taklit becerilerini edinip edinmedigi ile ilgili ne diistiniiyorsunuz?

6. Bu calismadaki videolarda rol aldiktan ve bu calismada ¢ocugunuz icin goniillii olduktan sonra
kendinizi nasil hissettiniz?

7. Bu caligmada rol aldiktan sonra gocugunuzla aramzdaki yakmbkta olumlu gelismeler oldu mu?

Babalarla yapilan“Sosyal Gegerlilik Goriisme Sorular1 Anketi” ise genel olarak
¢ocuklarin nesneli eylemleri taklit etme becerilerinde ne kadar ilerleme oldugu,
uygulanan video modelle 6gretimin etkililigi, aldiklar1 egitimden ne diizeyde
memnun kaldiklari, ¢ocuklarinin edindikleri nesneli eylem taklit becerilerini fark-
l1 ortamlarda ne kadar sergileyebildikleri gibi “sosyal gecerlilik goriisme sorularr”
ile benzer sorulari iceren anket ciimlelerinden olusmaktadir. Bu anket ctimlelerine
bakacak olursak bunlar; a) Cocugumun taklit becerileri ¢alisma sonunda ilerledi,
b) Cocugum icin taklit becerilerinin 6gretimi amaciyla kullanilan video modelle
Ogretim, taklit becerilerinin ediniminde etkili oldu, ¢) Taklit becerilerinin 6gre-
timi amaciyla kullanilan video modelle 6gretim, taklit becerilerinin 6gretiminde
¢ocuguma uygun olan bir tekniktir, d) Cocugumun aldig taklit egitiminden
memnunum, e) Cocuguma taklit becerilerinin 6gretilmesi amaciyla kullanilan bu
teknigin siirdiiriilerek uygulanmasini isterim, f) Cocugum, yetiskin model olan
babanin videoda model oldugu nesneli eylemleri taklit ediyor, g) Cocugum uygu-
lama 6ncesine gore uygulama sonrasinda 6grendigi taklit becerilerini ev veya okul
gibi dogal ortamlarda kendiliginden kullaniyor, bi¢iminde siralanmuistir. Elde edi-
len verilere bakildiginda biitiin anket sorularina ti¢ ¢ocugun babasi da “kesinlikle
katilriyorum” demistir. Edinilen verilere gore nesneli eylemleri taklit etme beceri-
si 6gretiminde baba aracili videolarla yapilan video modelle 6gretim tekniginin
sosyal gecerliliginin ytiksek oldugu ve ozellikle baba-¢ocuk etkilesimi agisindan
onlara biyiik katk: sagladig1 gortlmistiir.

TARTISMA, SONUC VE ONERILER

Aragtirmanin bu béliimiinde, otizmli ¢ocuklarin nesneli eylemleri taklit etme
diizeyleri tizerinde baba aracil1 video ile model olma 6gretiminin etkililigi, stirek-
liligi ve sosyal gegerlilik bulgular1 incelenmistir.
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Video modelle 6gretim, istenilen hedeflere ulasmada, bilgiyi isleme ve bilgiyi
hafizada tutmada 6zellikle gorsel olmasi ve beceri ya da davranis ediniminde ¢o-
gunlukla hizli ilerleme saglamasi nedeni ile olumlu etkileri goriilen bir tekniktir
(Sherer, Pierce, Paredes, Kisacky, Ingersoll ve Schreibman 2001). Bu arastirmada
video modelle 6gretim teknigi; OSB gdsteren ¢ocuklar tizerinde gorsel uyaranlarin
etkili oldugunun goriilmesi, onlarin nesnelere kars1 asir1 ilgili olmalar1 ve sosyal
becerilerde sinirliliklar yagsamalarindan dolay: canli modele gore daha ¢ok ilgi ¢e-
kecegi diisiniildiigii i¢in tercih edilmistir. Bilindigi gibi arastirmada 40-43 ay arasi
takvim yas1 bulunan OSB’li {i¢ ¢ocuk yer almistir. Arastirmaya baglamadan 6nce
yapilan goriisme ve gozlemler sonucu ¢ocuklarin gorsel uyaranlara ve bilgisayar,
tablet gibi teknolojik araglara ilgileri oldugu, video izlemekten hoglandiklar1 ve bu
araglarla yapilan ¢alismalarin dikkatlerini ¢ektigi gozlemlenmistir. Ayrica bu 6g-
retim teknigi ile gocuklar ekrana bakarken kisith bir alana baktiklari i¢in dikkatle-
rinin dagilmasi en aza ¢ekilmistir. Bu baglamda bu arastirmanin verileri Plavnick
(2012) aragtirmast verileriyle, 6gretim oturumlarinda tablet ekranina odaklanma
bakimindan benzerlik gostermektedir. Plavnick (2012) aragtirmasinda, taklit be-
cerisi 6gretiminde video modelle 6gretimin etkililigine bakarken teknolojik arag-
lardan biri olan akilli telefonu kullanmig ve dikkat daginikligini en aza indirgedigi
etkili bulgular elde etmistir.

Arastirma planlanmadan 6nce gocuklarin aileleri ve 6gretmenleri ile yapilan
goriismelerden elde edilen veriler sonucu yetersiz olduklar1 ve 6ncelikli ihtiya¢ duy-
duklar1 beceriler belirlenmistir. Bu beceriler arasindan taklit ediniminde kullanila-
cak becerilere ve becerilerde kullanilacak nesnelere karar verilmistir. Buna bagli ola-
rak bu aragtirmada taklit becerisi ediniminde kullanilan nesnelerin, arastirmadaki
¢ocuklarin giinlitk yasamlari i¢inde siklikla kargilastiklar: ve kullandiklari nesneler-
den olmasinin verilere olumlu etki ettigi distiniilmektedir. Bu arastirma verileri ile
benzer aragtirma verilerine bakildiginda; Cardon ve Wilcox (2011) video modelle
Ogretim tekniginin taklit becerisi edinimindeki etkililigini incelerken ¢ocuklarin
giinlilk hayatlarinda en ¢ok tercih ettikleri miizikli oyuncaklari, oyuncak bebek,
hayvan ve tagitlar1 kullanmiglardir. Benzer sekilde Cardon (2012) aragtirmasinda,
OSPB’li ¢ocuklarin video modelle 6gretim teknigi ile taklit becerisi ediniminde yatak
diizeltme, dis fircalama gibi giinliik aktivite ve rutinlerini iceren etkinlikler se¢cmistir.

Arastirmada baba aracili video ile model olma 6gretiminde ¢ocuklarin taklit be-
cerisi ediniminde nesneli eylemleri taklit etme diizeylerine bakilmistir. Elde edilen
bulgulara bakildiginda bu aragtirmanin taklit becerileri edinimlerinde video model-
le 6gretimin etkililiginin arastirildig1 ve nesneli eylemlerin kullanildig1 (Kleeberger
ve Mirenda 2010; Tereshko, MacDonald ve Ahearn, 2010; Cardon ve Wilcox, 2011;
Rayner, 2011; Cardon 2012; McDowell, Gutierrez, Bennett, 2015) arastirma bulgu-
lar1 ile benzerlik gostermektedir.
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Aragtirmada her ¢ocuk i¢in ayr1 hazirlanan videolarda babalar tarafindan on
nesneli taklit becerisi sergilenmistir. Caligma boyunca ¢ocuklarla ortalama on
oturum diizenlenmistir. Ogretim oturumlar1 art arda diizenlenmemis aralarin-
da en az 1 saat olmasina dikkat edilmistir. {lk oturumlarda &gretimler ortalama
8dk stirerken ilerleyen 6gretim oturumlarinda bu siirenin 6dK’ya kadar diistigii
goriilmiistiir. Ogretim yapilan ilk oturumlar, ¢ocuklarin ilgili videolar ve arag set-
leri ile yeni karsilasmaya basladiklar1 ve bu siiregte 6gretimde artan ipucu sistemi
daha ¢ok kullanildig1 i¢in zaman bakimindan ilerleyen oturumlara gore daha uzun
surmugtir.

Aragtirmanin ilk bulgusuna baktigimizda, otizmli gocuklarin nesneli eylemleri
taklit etme diizeylerinde baba aracili video ile model olma 6gretiminin etkili oldu-
gu gortlmektedir. Aragtirma grafigine bakildiginda, ¢ocuklarin nesneli eylemleri
taklit etme becerilerinde baslama diizeyine ve ilk uygulama oturumlarina gore ar-
tis gozlemlenmis ve kararli veriler elde edilmistir. Arastirma verileri, video ile mo-
del olma 6gretiminin, nesneli taklit becerileri tizerindeki etkililiginin incelendigi
(Kleeberger ve Mirenda 2010;Tereshko, MacDonald ve Ahearn, 2010; Cardon ve
Wilcox, 2011; Rayner, 2011; Cardon 2012; McDowell, Gutierrez, Bennett, 2015),
jest taklit becerileri tizerindeki etkililiginin incelendigi (Cardon, 2013), aninda ve
ertelenmis taklit becerileri tizerindeki etkililiginin incelendigi (MacDonald, Dick-
son, Martineau ve Ahearn, 2015), ve motor taklit becerileri tizerindeki etkililiginin
incelendigi (McDowell, 2015; McDowell, Gutierrez, Bennett 2015) arastirma veri-
leri ile tutarlilik gostermektedir.

Ogretim ve degerlendirme videolarinda nesneli eylemlere model olarak cocuk-
larin babalarinin yer almasinin aragtirmanin etkililiginin yiiksek olmasina olumlu
yonde etki ettigi distiniilmektedir. Genellikle cocuklar videolarda babalarini gor-
diikleri ilk oturumlarda, bu videolara dikkatlice bakmuslar, giillimsemisler ve elle-
rini girparak heyecanlandiklarini gostermiglerdir. Ozellikle Zehra ilk oturumlarda
babasinin yer aldig1 videolar agildiginda tablet ekranina dokunmaya ¢aligmis, baba
diye seslenmis, giiliimseyerek ¢iglik atma davranig: sergilemistir. Zehranin babaya
karst bu tiir davraniglarinin aragtirmadaki diger gocuklara gére daha yogun ol-
masinin, annesinin olmamasi ve sadece babasiyla yasamas: sebebiyle olabilecegi
distintilmektedir. Arastirmadaki ¢ocuklarin oturumlarda videolar: izlerken baba-
larmna kargt olumlu tutumlar sergilemeleri, OSB’li ¢cocuklarin video modelle 6gre-
timle taklit becerileri edindikleri ve videolarda model olarak annelerin yer aldig:
(Cardon, 2012) arastirma verileri ile benzerlik gostermektedir.

Alanyazina bakildiginda OSB gosteren gocuklarin nesneli eylemleri taklit et-
melerinde video ile model olma 6gretim teknigini kullanilirken ¢ekilen videolarda
model olarak annenin ve kardesin rol aldig1 videolarin kullanildig1 aragtirmalara
rastlanmigtir. Cardon (2012) aragtirmasinda &gretimlerde kullandig videolarda
model olarak annelere yer vermistir. Rayner (2011) arastirmasinda ise kullandig1
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bazi videolarda ¢ocuklarin kardeglerine yer vermistir. Alanyazina bakildiginda bu
aragtirma verileri, otizmli ¢ocuklara taklit becerisi 6gretiminde video ile model
olma 6gretiminde ebeveynlerin yer aldig1 (Cardon, 2012; Rayner, 2011) arastir-
ma verileri ile benzerlikler gostermektedir. Fakat otizmli ¢ocuklara nesneli ey-
lemleri taklit etme 6gretiminde video modelle 6gretimde baba aracili videolarin
kullanildig: bir aragtirmaya rastlanmamustir.

Aragtirmanin ikinci bulgusuna bakildiginda otizmli ¢ocuklarin, baba aracili
video ile model olma 6gretiminde edindikleri nesneli eylemleri taklit etme be-
cerilerini 1, 2 ve 4 hafta sonra da koruduklari gériilmiistiir. IzZleme bulgularinda
yalnizca Nurcan'in dordiincii haftada uygulanan izleme oturumunda performans
disiikliigii yasadigy goriilmistiir. OSB gosteren ¢ocuklar ozellikleri geregi kendi
i¢lerindeki performanslarinda degiskenlik gosterebildikleri icin bu tiir performans
dalgalanmalar1 normal kabul edilmektedir. Alanyazina baktigimizda (Cardon,
2012; Cardon ve Wilcox, 2011; Rayner, 2015) arastirmalarinda taklit becerileri
ediniminde video modelle 6gretim ile ilgili izleme oturumlarina dair elde edilen
aragtirma bulgulari ile bu aragtirma bulgular: tutarlilik gostermektedir.

Aragtirmanin {i¢lincii bulgusuna bakildiginda otizmli ¢ocuklarin nesneli ey-
lemleri taklit etme diizeyleri tizerinde baba aracili video ile model olma 6gretimi-
nin etkililigi ile ilgili sosyal gegerlilik verileri alinmustir. Sosyal gegerlilik verileri, {ig
¢ocugun babalarindan elde edilen “Sosyal Gegerlilik Gériigme Sorularr” ve “Sosyal
Gegerlilik Goriisme Sorular1 Anketi’nden elde edilmistir. “Sosyal Gegerlilik G6-
riisme Sorulari’nda yer alan yedi soruya ii¢ baba da benzer cevaplar vermislerdir.
Babalar ¢ocuklarinin nesneli eylemleri taklit etme becerilerinde uygulama énce-
sine gore ilerlemeler oldugunu, videolarin 6zellikle gorsel ve hareketli olusu sebe-
biyle cocuklarinin dikkatini ¢ektigini, kazandiklar: taklit becerilerini ev, kres gibi
dogal ortamlarda kendilerini rahat hissettikleri zamanlarda sergilediklerini belirt-
mislerdir. Babalar bu ¢aligmanin ¢ocuklarinin dil ve iletisim becerileri ile ortak
dikkat baglatma ve yanitlama gibi sosyal etkilesim becerilerinin gelisimine katk:
sagladigini belirtmislerdir. Ayrica baba-¢ocuk etkilesimi adina sunulan sorularin
ortalama cevaplarina bakildiginda bu ¢alismadaki videolarda goniillii rol aldiktan
sonra kendilerini daha iyi hissettiklerini, ¢ocuklar: ile etkilesimlerinde gelisme
sagladiklarini, gocuklari igin videolarda yer almanin kendilerine ¢ok iyi geldigini,
onlara bu katilimin sorumluluk bilincini hatirlattigini belirtmislerdir. Elde edilen®-
Sosyal Gegerlilik Goértisme Sorulart Anketi” verilerine bakildiginda biitiin anket
sorularina ti¢ gocugun babasi da “kesinlikle katiliyorum” demistir. Elde edilen sos-
yal gecerlilik bulgularina gore arastirmada yer alan ¢ocuklarin babalarinin taklit
becerilerinin ediniminde video modelle 6gretim tekniginin etkililigi ile ilgili olum-
lu goriislere sahip olduklari goriilmiistiir. Bu aragtirmada OSB gosteren ¢ocuklara
video modelle 6gretim ile taklit becerileri kazandirilmasinda babalardan edinilen
sosyal gecerlilik verileri alanyazin agisindan da 6nemli goriilmektedir. Alanyazina
bakildiginda OSB’li ¢ocuklarin taklit becerileri edinimlerinde video modelle 6g-
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retimin kullanildigy arastirmalarda sinirli sayida (Cardon ve Wilcox, 2011) sosyal
gecerlilik verileri oldugu goriilmiistiir. Bu aragtirmanin, otizmli ¢ocuklarin nesneli
eylemleri taklit etme diizeyleri tizerinde baba aracili video ile model olma 6gre-
timinin etkililigine yonelik babalarin goriislerinin incelendigi bir ¢alisma olmasi
bakimindan alana katl saglayabilecegi diistintilmektedir.

Otizmli ¢ocuklarin nesneli eylemleri taklit etmelerinde baba aracili video ile
model olma 6gretiminin etkili oldugu goériilmiistiir. Arastirmadaki {i¢ ¢ocuktan
ikisinin 6gretim oturumlar1 sonunda {ig¢ oturum iist {iste %80 veri elde edilerek
istenilen ol¢iite ulagildigi gériilmiistiir. Ugiincii ¢ocukta ise 6gretim oturumlar
sonunda ¢ oturum st tste %60 veri elde edilerek taklit becerileri edinimlerinde
artis gozlendigi gortlmistiir. OSB gosteren ¢ocuklarin belirli 6nkosul davranis-
lar1 oldugu i¢in bu onlarin performanslarini da etkileyebilmektedir. Ayrica OSB
gosteren ¢ocuklar hem kendi iglerinde hem de diger OSB’li gocuklarla karsilas-
tirlldiklarinda performanslarinda gosterdikleri degiskenliklerinden dolay: bu tiir
performans degerleri olagan olarak goriilmektedir. Ogretim oturumlar: bittikten
1, 2 ve 4 hafta sonra uygulanan izleme oturumlarinda edindikleri becerileri koru-
duklar1 goriilmiistiir. Cocuklarin babalariyla yapilan sosyal gegerlilik verilerinden
elde edilen bulgulara bakildiginda ise babalarin uygulanan video modelle 6gretim
teknigi ve taklit becerileri edinimleri ile ilgili goriislerinin olumlu yonde oldugu
gorilmistiir. Ayrica bu aragtirmanin baba-¢ocuk etkilesimine 6nemli 6l¢iide katk:
sagladigini belirtmislerdir. Otizmli gocuklarda nesneli eylemlerin taklidinde video
ile model olma 6gretiminin etkililiginin incelendigi sinirl sayida arastirma oldugu
i¢in alanyazina katki saglayacag ve ileriki arastirmalara 6rnek teskil edecegi diisii-
niilmektedir.

Aragtirmanin bazi sinirliliklar: vardir. Aragtirma; OSB tanisi almis 40-43 ay
takvim yag1 bulunan ¢ocuklar ile Samsun ilinde bulunan resmi bir 6zel egitim
kurumunda egitim alan tic OSB’li ¢ocuk ve babalari ile, ti¢ OSB gosteren ¢ocuk
i¢in taklit becerileri 6gretim seti ile, taklit becerileri 6gretiminde kullanilan vi-
deo modelle 6gretim ile, babalarla ¢ekilen videolardaki ev ve okul ortami fark: ile
sinirhdir. Sosyal gegerlik verileri ise OSB tanili 6grencilerin babalarindan alinan
veriler ile sinirlidir.

Arastirmadan elde edilen bulgulara bakilarak uygulamaya ve ileriki aragtirma-
lara yonelik 6nerilerde bulunulabilir. Uygulamaya yonelik olarak, OSB gosteren
¢ocuklarin nesneli eylemleri taklit etme becerilerinde baba aracili video ile model
olma 6gretiminin kullanildig1 bu arastirmada ¢alisilan nesneli taklit becerileri di-
sinda asina olmadiklar1 nesnelerle taklit becerileri 6gretimi calisilabilir. Ozel egitim
6gretmenleri ve ozel egitimde ¢alisan alan dis1 6gretmenler gerekli bilgilendirme
sonrasinda OSB gosteren ¢ocuklara video modelle 6gretim teknigiyle taklit be-
cerisini dgretebilirler. Video modelle 6gretim teknigiyle taklit becerisi 6gretimine
iliskin sadece OSB gosteren ¢ocuklarin degil, OSB risk grubunda bulunan erken
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¢ocukluk doénemindeki ¢ocuklarin da velilerine ve okul 6ncesi 6gretmenlerine
bilgilendirme seminerleri yapilabilir. Bu ¢aligmadaki gibi babalarla yapilan sosyal
gecerlilik goriigmeleri disinda; ¢ocuklarin kardesleriyle, yakin gevresiyle ve varsa
bakici ile sosyal gegerlilik goriismeleri yapilabilir.

Tleriki arastirmalara yonelik olarak ise, video modelle taklit becerileri 6gretimi
erken ¢cocukluk dénemindeki farkli engel gruplaryla calisilip etkililigi arastirilabi-
lir. Video modelle 6gretim ile OSB gosteren ¢ocuklarla ya da diger engel gruplariy-
la bu aragtirmada ¢alisilan becerilerin diginda ses taklit, motor taklit becerileri gibi
farkl: taklit becerileri ¢aligilabilir. OSB gosteren ¢ocuklarla nesneli taklit becerisi
ogretiminde video modelle 6gretim ile KTE gibi farkli miidahaleler bir araya geti-
rilerek, karsilastirma calismalari yapilabilir. OSB gosteren ¢ocuklara nesneli taklit
becerisi 6gretiminde video modelle 6gretim teknigi ile ilgili genelleme oturumla-
r1 yapilabilir. OSB gosteren ¢ocuklarla yapilan video modelle 6gretim ile edinilen
taklit becerilerinin ve kendiliginden kullanimlarinin daha genis 6rneklem grubu
ve farkl yag grubuyla etkililiginin arastirilmasi yapilabilir. OSB gosteren ¢ocukla-
rin ailelerine video modelle 6gretim ile taklit becerisi 6gretimi iizerine aile egitim-
leri verilerek onlarin ¢aligmalarinin etkililikleri incelenebilir.
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EFFECTIVENESS OF MODELING WITH FATHER-MEDIATED VIDEO ON THE
LEVELS OF MIMICKING ACTIONS WITH OBJECTS OF CHILDREN WITH AUTISM

0z:

Bu ¢alismada, otizmli ¢ocuklarin nesneli eylemleri taklit etme diizeyleri {ize-
rinde baba aracili video ile model olma 6gretiminin etkililigi incelenmistir. Ay-
rica otizmli ¢ocuklarin &gretimleri tamamlandiktan sonra kaliciik diizeylerinin
incelenmesi ve babalar iizerindeki sosyal gecerlik diizeylerinin belirlenmesi de
amaglanmustir. Aragtirmanin deseni tek denekli deneysel desenlerden “Denekler
aras1 ¢oklu yoklama deseni'dir. Arastirmanin bagimli degiskeni deneklerin taklit
etme diizeyleri, bagimsiz degiskeni ise baba aracili video ile model olma 6gretimi-
dir. Arastirmadaki ¢ocuklar belli 6nkosul becerilere sahiptir. Aragtirmaya Samsun
ilinde resmi bir kurumda egitim goren otizmli ¢ocuklar katilmistir. Aragtirmanin
galisma grubu 40-43 ay araliginda ikisi kiz biri erkek otizmli ii¢ ¢ocuktan olus-
mustur. Arastirmada, ¢ocuklarin giinliik hayatta sik¢a karsilastiklar1 ve kullandik-
lar1 nesneli eylemleri iceren on taklit becerisi yer almistir. Belirlenen bu nesneli
eylemlerin taklidinin sergilenmesi igin videolarda model olarak yetiskin model
kullanilmustir. Yetiskin modeller arastirmada yer alan ¢ocuklarin babalar: olarak
secilmistir. Videoyla model olma 6gretiminin taklit becerileri iizerindeki etkiligini
belirlemek i¢in baslama diizeyi, yoklama ve izleme evreleri verileri elde edilmistir.
Aragtirmadan elde edilen bulgular, otizmli gocuklarin nesneli eylemleri taklit etme
diizeyleri {izerinde baba aracili video ile model olma 6gretiminin iki ¢ocukta etkili
oldugunu gostermistir. Diger cocugun ise taklit etme diizeyinin baglama diizeyine
oranla yiiksek oldugu belirlenmistir. Baba aracili video ile model olma 6gretimi
ile edinilen taklit becerisinin 6gretim bittikten sonraki birinci, ikinci ve dordiin-
cii haftalarda gerceklestirilen izleme evrelerinde, ¢ocuklarin 6gretim sonu taklit
etme diizeylerini koruduklar belirlenmistir. Arastirmadan elde edilen giivenirlige
iligkin veriler ise belirlenen ol¢iitii karsilar diizeyde yiiksek ¢ikmistir. Babalardan
goriisme yoluyla elde edilen sosyal gegerlilik verilerine bakildiginda aragtirmanin
babalar tizerindeki sosyal gegerlilik diizeyinin yiiksek oldugu goriilmistiir.

Anahtar Kelimeler: Otizm spektrum bozuklugu, Video modelle 6gretim, Taklit
becerileri, Nesneli taklit becerileri

e 2k
ABSTRACT:

In this study, the effectiveness of modeling with father-mediated video was exa-
mined on the levels of mimicking objected-actions of children with autism. Addi-
tionally, the study examined the level of permanence of children with autism after
their education is completed to determine the levels of social validity on fathers.
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The pattern of the research is “Multiple polling pattern between subjects” from
single-subject experimental patterns. The dependent variable of the study is the
level of imitation of subjects, and the independent variable is the teaching of mo-
deling with father-mediated video. Children in the study had certain prerequisite
skills. Children with autism educated at an official institution in Samsun province
participated in the study. The study group consisted of three children with autism,
two girls and one boy, between 40 and 43 months. The study included ten imitation
skills that children often encountered and used in everyday life, including actions
with objects. An adult model was used as a model in the videos to demonstrate
imitation of these actions with objects. The fathers of the children involved in the
study were selected as the adult models. Initiation level, attendance and follow-up
phases data were obtained to determine the effect of video modeling teaching on
imitation skills. The results from the study showed that teaching children with
autism to model with father-mediated video on their level of mimicking actions
with objects was effective in two children. The other child’s level of imitation was
determined to be higher than the base line. It was determined that the imitation
skills acquired by the teaching of modeling with father-mediated video maintained
the levels of imitation of children at the end of the teaching in the first, second and
fourth weeks after the end of the teaching. The reliability data obtained from the
research were high enough to meet the specified criteria. When the data obtained
from the fathers through the interview was examined, it was found that the level of
social validity on the fathers was high.

Keywords: Autism Spectrum Disorder, Video Modeling, Imitation Skills, Object
Imitation Skills

ek
INTRODUCTION

Imitation is seen as one of the skills that facilitates children’s access to teaching
opportunities in various teaching environments and has an important place in pa-
rent-child interaction (Quill, 2002). Imitation refers to a small but important type
of learning that covers all relevant areas, and it enables the acquisition to take place
more quickly by making the baby’s first reaction correct sooner (Miller and Dollard,
1941). Imitation skills, on the other hand, are skills that take a deep place in infants’
first mutual social experiences with their parents or caregivers, and in the interaction
and communication they will establish, which is of great importance for starting and
maintaining social communication with the environment, and is realized in the form
of learning by observation (Carpenter, Tomasello, & Striano, 2005).

According to Toret (2016), imitation skills mentioned in the literature are classi-
fied as types of imitation according to the body area in which they are exhibited, and
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types of imitation according to the duration of the exhibition. In this context, imita-
tion skills, which are named according to the duration of display in the acquisition
of imitation skills, are called delayed imitation, immediate imitation and generalized
imitation (Zaghlawan, 2011). Immediate imitation is the child’s ability to exhibit the
behaviors he/she observes immediately after (Jones & Herbert, 2006). Deferred imi-
tation is a child’s repetition of any actions or skills after observing a person for a cer-
tain period of time, or imitating a behavior previously shown by someone else when
the child needs it (Rogers, Young, Cook, Giolzetti, & Ozonoff, 2008).

The generalized imitation is an imitation response that manifests itself by the
consolidation of a different imitation behavior or skill that is non-reinforced (Poul-
son, Kyparissos, Andreatos, Kymissis, 2002; act. Toret, 2016). If imitation skills are
considered in terms of the body area on which they are displayed on the child,
these are called object, engine and sound imitation (Rogers et al., 2008; Turan and
Euclid Ak¢amus, 2013). An object imitation if the imitation contains an imitation
of an action that is performed in a meaningful or meaningless manner as observed
through an object, it is an object imitation. If the imitation involves large and small
muscle skills and gestures of the child, it is a motor imitation. Audio imitation is
the imitation of meaningful or meaningless sounds, syllables or words (Rogers,
Hepburn, Stackhouse and Wehner, 2003).

When the acquisition of imitation skills in children with autism spectrum di-
sorder (ASD) is examined, more limitations than children with typical develop-
mental developmental disabilities may be observed (Charman, Swettenham, Ba-
ron-Cohen, Cox, Baird and Drew, 1997; Dawson, Meltzoff, Osterling and Rinaldi,
1998; Ingersol, 2008b; Ingersoll and Meyer, 2011b; Turan and Euclid-Akgamus,
2015). Limitations in imitation skills among children with ASD are thought to be
a significant problem in the process of establishing social relationships, unders-
tanding social cues, maintaining social relationships, exploring their environment,
using language and improving learning (Dawson and Galbert 1986; Ingersol-
12008a). When Charman and his colleagues (1997) evaluated the imitation gain
of children showing ASD, they noted that limitations in common attention and
imitation skills emerged around 20th month because these children could not use
the social aspects too much. In this context, imitation gained in early childhood
is an effective tool for the child showing ASD to learn about their environment, to
have common social experiences, to communicate with other individuals, to acqu-
ire a sense of attachment to the other person and to practice skills (Toth, Munson,
Meltzoff and Dawson, 2006). Some research (e.g., Ingersoll and Meyer, 2011b) in-
dicates that there is a relationship between gesture and imitation with objects, play,
symbolic play, language and communication skills, common attention and many
other social communication skills of children showing ASD in early childhood. In
order for children with ASD to learn the social skills and play behaviors that follow
in the process developing after birth, the acquisition of imitation skills will provide
them with great convenience in their lives (Pishkin, 1993)
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In the acquisition of imitation among children, two functions have been descri-
bed, which are learning and social function (Nadel, 2006; Ingersoll, 2007). The so-
cial use of imitation first begins to occur through face-to-face interaction between
parents and the baby (Ingersoll, 2008a). As for the learning function of imitation,
it is regarded as a powerful learning tool that plays an active role in learning new
skills and knowledge (Bandura, 1977). When the use effect of these functions on
children with ASD was examined, it was often observed that the learning function
was more successful than social function (Ingersoll, 2007; Rogers, Cook and Mery,
2005). It is thought that this may be due to the fact that children showing ASD may
have attention problems in observing the behavior of others, may show commu-
nication problems, and to the fact that structured environments and traditional
behavioral methods may limit the natural occurrence of social interaction (Kudret,
2020).

It is seen that the teaching of imitation skills based on teaching approaches that
aim to gain social interaction and communication skills is valued with the presence
of methods that have been developed for nearly 50 years in teaching imitation skills
to children with ASD (Toret, 2016). These teaching approaches are called early
intensive behavioral intervention approaches and natural behavioral approaches
(Koegel, Freeden and Gengoux, 2008; as cited by Toret, 2016). Relevant studies
show that there are many methods and teaching strategies used to improve the
acquisition of imitation skills of children with ASD. One of these teaching strate-
gies is video model teaching (Cardon, 2012), a technology-assisted teaching using
visual stimuli.

Teaching with a video model is a behavioral method that aims to show and
mimic the targeted action via a videocassing instead of the live model or scenario
that the child can observe (Hitchcock, Dowrick and Prater, 2003). Video model
teaching is an effective teaching technique for children with ASD in the preschool
and school age periods, which is used in the acquisition of many skill areas such as
social skills, daily life skills, and play skills (Bellini and Akullian, 2007; Nikopoulos
and Keenan, 2003; Rayner, 2011). One of the strengths of children with ASD is
their positive response to visual stimuli, suggesting that teaching with video model
can be a useful strategy for them (Bellini and Akullian, 2007; Ol¢ay-Gul and Vur,
2010). In their work, Charlop-Christy, Le and Freeman (2000) found that children
were more willing to be taught with video models than with live models, and that
visual stimuli were more effective in children showing ASD than many stimuli
because they attracted their attention. Additionally, teaching with video model is
easier and cost-effective in terms of the time it requires in education and the ac-
cessibility of the tool to be used (Nikopoulos and Keenan, 2006). According to the
way it is applied, teaching with vide modelling can be categorised as modeling with
video, feedback with video, computer-aided video teaching and video and hint
(Mechling, 2004; Halis kucuk, 2007). Furthermore, being a model in videos can
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vary according to the characteristics of the model. These can be listed as the adult
model, peer model, focused view video model (point-of-view model), self-model-
ing and mixed model (Bellini and Akullian, 2007; Akmanoglu and Cunning 2014).
The teaching process with the video model includes the systematic steps required
in the teaching of the desired skill in the child. There are many sources in the liter-
ature that describe the stages of the teaching process with video model (Mechling,
2005; Bellini and Akullian, 2007; Karasu, 2011; Murray and Noland, 2013; Young-
Tosun and The Wolf, 2014). Usually, these stages consist of instruction titles and
subheadings of preparing and teaching video images with video model. When pre-
paring video images, there are (a) preparation of necessary tools, (b) Script writing
and skill analysis, and (c) Preparing a teaching video. In the process of teaching
with video models, there are the stages of (a) Collecting beginning level data when
the video model is introduced, (b) Regulating the teaching environment by person
and (c) Teaching presentation stages (Geng-Tosun and Kurt, 2014).

Limitation in the acquisition of imitation skills is regarded as one of the decisive
diagnoses for ASD, and imitation is an auxiliary prerequisition for independent-
ly displaying many skills (Cardon, 2012). Teaching with video model reveals the
strengths and inadequate areas of children showing ASD with their visual inter-
vention and provides important acquisitions to children showing ASD (Hine and
Wolery, 2006). There are studies that show that video model teaching is effective in
teaching imitation skills to children showing ASD (Kleeberger and Mirenda, 2010;
Tereshko, MacDonald and Ahearn, 2010; Cardon and Wilcox, 2011; Rayner, 2011;
Cardon, 2012; Plavnick, 2012; Cardon, 2013; McDowell, 2015; McDowell, Gutier-
rez, Bennett, 2015; MacDonald, Dickson, Martineau, Ahearn, 2015; Rayner, 2015).

In their study, Cardon and Wilcox (2011) compared the effectiveness of video
model teaching and Mutual Imitation Education (MIE) in acquiring the imitation
skills with objects among children showing ASD. The research was conducted with
multiple start-up models between participants and situations. Six children between
20 and 48 months who showed ASD were included in the study. Data showed that
there was an increase in the performance of imitation with objects skills among
children in video model teaching and MIE. The video model teaching technique in
action with objects imitation skills has led to a faster increase in children showing
ASD. Compared to MIE, this increase has led to faster gains in the acquisition of
imitation skills by video model teaching. In terms of the sustainability data after
1 and 3 weeks of the study, it was found that the skills gained with MIE were pre-
served for longer than teaching with the video model. From the perspective of
the social validity data of the study, positive opinions were gathered from families
regarding the acquisition of imitation skills in both teachings and it was found that
their validity levels were high.
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In his study, Cardon (2012) examined the impact of teaching children showing
ASD on imitation skills with the video model offered by their mothers with an
iPad. In the study, the performance of mothers who will be models for videos and
their success in presenting video model teaching technique to their children were
evaluated. Participants consisted of two girls between the ages of 26-42 months
and two boys between 26 and 50 months. The inter-subject multiple start model
was used to determine the effectiveness of the teaching technique with the video
model. The study found that teaching with the video model offered by the mother
was effective in gaining imitation skills of children showing ASD and displaying
these skills at different times and with different practitioners.

Cardon (2013) investigated the effectiveness of teaching with video model in
the acquisition of gesture imitation skills of children showing ASD. In the study,
multiple start-up models were used between participants. Participants consisted of
three children with ASD between 34-54 months. Looking at these research results,
it was seen that teaching with video model gave positive results in a short time in
the acquisition of gesture imitation skills on children showing ASD. In addition, all
three children’s receiver and expressive language and play skills increased.

In his 2015 study, McDowell (2015) also examined the impact of video mod-
el teaching on imitation skills. In this research, the effectiveness of video model
teaching for imitation skills and teaching imitation skills with a live model were
looked at. Multiple start-up level models were used to determine the effectiveness
of teaching with the video model. Participants consisted of eight children between
the calendar age of 24 and 62 months who showed ASD. Results indicated that six
children were more successful in teaching with video model and two children were
more successful with live model teaching.

There are very few studies in Turkey on the effect, evaluation, follow-up and
support of the development of imitation skills of children showing ASD (Ba-
hap-Kudret, 2020). Research in this area will contribute to the acquisition of imita-
tion skills of children with ASD in Turkey and literature. In addition, deficiencies
in imitation skills in children showing ASD require the teaching of imitation skills
as it is considered to be an important skill to be acquired in the process of estab-
lishing, maintaining, exploring the child’s environment and improving learning
(Dawson and Galpert, 1986; Quill, 2002). In addition, if teaching with video mod-
el, a technique that involves benefiting from the positive aspect of technology, is
effective in this research, the planning and implementation process will provide
information and guidance in teaching imitation skills to specialists, teachers and
families working with children showing ASD. In these contexts, studies in this area
will also make an important contribution to the literature.

https://doi.org/10.7822/omuefd.1007743 d



Otizmli Cocuklarin Nesneli Eylemleri Taklit Etme Diizeyleri Uzerinde Baba ...

In Turkey, intervention method studies used in the acquisition of imitation
skills in early childhood with ASD are limited (e.g., Toret, 2016). Furthermore, no
research has been found in Turkey examining the effectiveness of video modeling
teaching on the levels of actions with objects, motoring and mimicking the daily
life skills of children showing ASD. Since video model teaching has an effect on
children showing ASD in line with the studies of the field, this research will provide
effective results for children with ASD and may lead to further research.

In the study, fathers modeled themselves on videos in teaching imitation skills.
In the field, we examine studies examining father-child interaction in children with
ASD (Seung, Ashwell, Elder and Valcante, 2006; Potter, 2016; Elder, Gregory, Hos-
sein and Deborah, 2005). In Turkey, there is a limited number of studies examining
father-child interaction in children with ASD (Arslan, 2016; Aydin and Cavkaytar,
2020). These studies have shown that father-child interaction is important for chil-
dren showing ASD. In the literature, although there are parental-mediated vid-
eo model instructions impact level research, the results of the level of impact of
teaching offered with the father-mediated video model on children showing ASD
are quite limited. In addition, social validity data on video model teaching with
father-mediated videos were collected from fathers in the acquisition of mimicking
actions with objects among children with ASD. In line with the effective results
obtained from the relevant studies, it is thought that the fathers who will take part
in this study may also be effective models for their children with ASD. Therefore,
with this research, it is expected to provide positive results about the effect of the
father-mediated video model on the level of imitation of children with ASD. In
this research, it is foreseen that the active participation of the fathers of children
with ASD in the study will contribute positively to the communication between the
children with their fathers and facilitate daily life relations. In addition, there has
been no research conducted in Turkey on the teaching of children with ASD and
becoming video models with father-mediated videos in mimicking actions with
objects. In this context, it is thought that the research will contribute to the theo-
retical structure for parental participation in children showing ASD.

The aim of this research is to examine the effectiveness of parent-mediated vid-
eo modeling on the levels of imitation of actions with objects by children with
autism. For this purpose, answers to the following questions are sought:

1. Is modeling with father-mediated video effective for children with autism on
their level of imitation of actions with objects?

2. Is modeling with father-mediated video effective on the sustainability of the
levels of mimicking actions with objects among children with autism after 1, 2 and
4 weeks?
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3. What are the views (social validity) of fathers regarding the teaching of mod-
eling with father-mediated video on the levels of imitation of actions with objects
among children with autism?

METHODOLOGY
Research Design

In this study, a single-subject multi-poll model, one of the single-subject re-
search models aimed at examining the effect of the argument on the dependent
variable in at least three subjects, was used to determine the effectiveness of pa-
rental video modeling teaching on the levels of mimicking actions with objects
among children with autism. The inter-subject multiple polling model is a research
pattern in which the effect of the applied method on target behavior is examined in
multiple subjects (Gast, 2010).

The dependent variable of this research is the imitation performance of chil-
dren with OSB in early childhood. The independent variable of the research is the
teaching technique with the video model in which fathers are modeled.

Participants

The research instruction was carried out by the first author. In 2021, the first
author received his Master’s degree in the Education of Intellectual Disability in the
field of Special Education. The first author works for an official special education
institution in Samsun province.

The study included three children showing ASD and the fathers of children
with ASD to become models in the videos. All sessions of the study were held by
the researcher in an official special education institution in Samsun province. A
special education teacher with a master’s degree in special education was involved
to determine instruction reliability and inter-observer reliability of the research.

The study consisted of three early childhood students with ASD who had a
calendar age of 40-43 months. Pseudonyms were given to children in the research.
Written permission was obtained from parents using the parental consent form
before the children participated in the study. Children were selected from among
the students who can meet the prerequisites. These pre-requisite skills:

a) ASD diagnoses made in equipped universities and public hospitals related
to this field,

b) Being 24-48 months calendar age,
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¢) No other deficiency to affect the child’s behaviour, such as vision and hea-
ring (Zaghlawan, 2010), d) No lack of a restrictive inadequacy of motor skills in
the head and torso parts of the body, which should be in use of imitation skills
(Ingersoll, 2008b),

e) Watching a video image that lasts at least 5 minutes without diverting their
attention. (This item is set by interviews with the children’s families and in-class

observations made by the researcher.

Table 1.Features of the Participants

Name Age Gender Diagnosis
Zehra 42 months Female ASD
Nurcan 43 months Female ASD
Koray 40 months Male ASD

In the research, adult model was used as a model in the videos of the images to
be monitored by children with ASD. These adults were selected from among the
fathers of three students with ASD who were involved in the study. Fathers are the
children’s own fathers. The first father is 39, the second father is 41, and the third
father is 39. The first of the fathers is a university graduate, the second is a high
school graduate, and the third is a graduate of primary school.

Data Collection Methods

For data collection tools and permission forms, “Demographic Information
Form” and “Parental Interview Form” with information obtained from children’s
parents, “Teacher Interview Form” with information obtained from children’s
classroom teachers and rehabilitation teachers, “Voluntary Participant Information
Preparation Form” obtained from fathers to participate voluntarily in research”
“Parental Consent Form” in which children’s parents approve their children’s par-
ticipation in the research, and “Imitation Performance Observation Form” for chil-
dren’s imitation performances were used.

Demographic Information Form

The “Demographic Information Form” contains information such as the calen-
dar ages, genders, age of diagnosis and how long the participants have been edu-
cated. Information about the children’s families is also included in this form. This
form was filled out by the researcher with the parents of the children.
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Teacher Interview Form

The “Teacher Interview Form” contains questions about the child’s identity in-
formation, prerequisite information, and developmental information.

Parental Interview Form

There are questions about the child’s development and disability in the “Paren-
tal Interview Form” There are also questions about the levels of self-acquisition of
imitation skills in this form. This form was filled out at the end of a one-on-one
interview with the family.

Parental Consent Form

The “Parental Consent Form” is intended to obtain permission from parents
who approve of their children’s participation in this study. This form is a document
that has been completed and approved by the family. This form is immediately
filled out by parents who volunteer for the study.

Voluntary Participant Information Preparation Form

This form is a form in which fathers are informed and asked for their approval
to take part as models in teaching their imitation skills with a video model. Again,
volunteering is essential in the process of filling out this form. The fathers were told
that the research data will only be used for scientific study, and that, if necessary,
they can leave the study at any time, and in this case the relevant data will be dest-
royed.

Imitation Performance Observation Form

In this study, examining the effectiveness of teaching imitation with objects
skills to children showing ASD with a father-mediated video model, this form in-
cludes ten basic imitation skills to be studied with children. This form contains the
student’s name, instruction date, number of sessions, and sections to mark their
reactions. This form start level is meticulously filled out by watching videos taken
immediately after polling and follow-up sessions are held. This form is filled in
with a (+) sign for the skill performances that the child performs correctly, and (-)
for the skill performances that the child performs incorrectly or is unresponsive.
This form was used in start-up, end-of-school evaluation and follow-up sessions.

instruction Procedure

The study’s base line sessions, teaching, attendance and follow-up sessions took
place at the same school and the school’s practice house for all three children with
ASD. In the environment, it was been noted that the mobile phone had a conve-
nient location to ensure that video footage could be easily collected and that the
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data required for instruction had reliability, inter-observer reliability and evalu-
ation of children after the session. In this position, a camera stabilizer apparatus
with adjustable 25 cm length was used. A rectangular table of 200cm-100cm sizes
was used for instruction.

Various tools were used in the research process. First of all, smartphone, video
camera and tablet computer were used for video image shooting and app sessions.
There were also various objects that fathers used in videos related to the teaching
of imitation skills with objects

Before and after the video imitations performed by the fathers were taken, ex-
pert opinion was given, minor corrections were made and some videos were re-
shot with the fathers. In the videos taken by the researcher, the children’s fathers
were used as models and each child’s father appeared in the video to model for his
own child. In the videos, the target imitation skills determined in instruction pro-
cess were modelled and related toolkits were used.

Before fathers became models in videos, the researcher explained to them in
detail how to mimic skill in videos. Ten videos were shot with each father, averag-
ing 10 seconds, in which they demonstrated ten imitation skills with objects. Each
video modelled an object imitation skill. A total of 30 videos were made with the
fathers in this way. Attention was paid to the fact that the environment for video
shooting was a bright area with no distractions and where the model could move
easily. The father-of-two volunteered to attend the school for video shoots, saying
they were very pleased to participate in the research. Their videos were shot in the
school’s app kitchen. Since one father worked very hard, the videos were taken at
his house at the end of his shift. In the videos, the fathers sat facing the table, and
the videos were taken from opposite the fathers in order to make the video record-
ing understandable. The fathers placed the material, which was placed in a pink
plastic box, on the table with the box, removed the material of the skill they were
going to imitate from the box saying “hooopp”, a verbal labeler, and after imitating
the skill three times, they put the material on the table. All videos were shot in the
same way.

Table 2. Materials used in the videos and implementation procedure

Materials
1. Onecomb
2. One D-shaped bell
3. One fabric hook-and-loop
4
5

One plastic glass
One toy trumpet
6. A Playdough box with sound inside
7. One hat
8. Two wooden rectangles
9. One colourful toy car
10. One removable nail for wood, one wooden hammer
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Modeled imitation skills with objects include actions that are functional or not
suitable for the child’s developmental age level (Ingersoll, 2008a). Attention was
paid to the fact that the selected imitation skills with objects are the skills that
children often encounter in daily life.

Target action imitation skills with objects can more operationally be listed as:

To make a sound by waving the bell in his hand at least once, back and forth or
left and right,

Combing their hair in at least one direction with a purpose,

Grabbing and opening hook-and-loop fasteners with a purpose

Raising the glass with their hands and taking it to their lips,

Hitting the trumpet in front of them at least once with the stick,

Swinging the sounding box left and right or back and forth,

Wearing the hat in front of them on their head,

Holding two small wooden rectangles with both hands and hitting each other,
Driving the car along the table in at least one direction,

Taking the hammer in their hands and hitting the wooden nail in front of them
at least once.

Scoring was done by placing “+” in the “Imitation Performance Observation
Form” if the child mimics the skill as indicated above, and “-” if he or she does not
react or react incorrectly. After the successive teaching of ten action imitation skills
with objects, the number of “+” and “-” in the “Imitation Performance Observation
Form” were collected and the correct number of performances of the session was
determined and the percentage was calculated.

Table 3.Imitation skills with objects in the research

Skills

1. Combing hair

Ringing a bell

Opening the hook-and-loop
Drinking from a glass

Hitting, the trumpet with a stick
Shaking, the box

Putting the hat on the head
Hitting, the wooden rectangles to each other
. Driving a car

10, Hammering a big nail

jury

00N O U B

https://doi.org/10.7822/omuefd.1007743 d



Otizmli Cocuklarin Nesneli Eylemleri Taklit Etme Diizeyleri Uzerinde Baba ...

The experimental process of the research consists of the level of initiation, te-
aching, daily attendance sessions and follow-up sessions. All instruction sessions
were held in the school’s instruction house, two days a week, three sessions a week.
The research instruction process lasted a total of nine weeks. Start-up, attendance,
and follow-up sessions lasted an average of 5 minutes and teaching sessions ave-
raged 8 minutes. The average duration of each target imitation skill of the child
is determined as 8 seconds. It was noted that there should be a break of at least 1
hour between consecutive teaching sessions. Teaching sessions are generally held
just after 9.30am, the time when children arrive at school and have breakfast, and
just after 12.30pm, the time they eat in the afternoon. Session hours can someti-
mes vary during the day due to situations such as children falling asleep, crying
crises, and self-care needs. Sessions ended when the correct response percentage
as criteria was 80% or higher, and the data showed stability for three times in a row.
The percentage of the data is calculated and processed in the graph created about
instruction.

Start Level Session

Before starting the start-level sessions, the practitioner made the environment
suitable and placed the necessary tool next to the table so that the child could not
see and the practitioner could easily reach. The practitioner has placed the mobile
phone in an appropriate place along with the stabilizer apparatus. The first child,
Zehra, was taken to the practice room and given 5 minutes to examine the tools
and equipment to be used in imitation skills. The materials were then placed next
to the table in a pink plastic box so that the child would not notice. The tablet
computer containing the fathers’ videos was also placed on the table, in a location
that the child could not touch but can see. Afterwards, the camera recording was
initiated, Zehra was taken to the table and seated in the chair. The practitioner said:
“Hi Zehra, now we're going to practice imitation skills with you, let’s get started
if you're ready” When the practitioner received the appropriate gesture from the
child that s/he was ready, the video was initiated on the tablet computer, in which
the father demonstrated his first imitation skills.

Videos are not used for teaching purposes in start-up sessions. The teachings to
the child were carried out with increased hint system teaching after video models
in the teaching sessions. The videos were used in their simplest form to determine
the child’s performance at the start level. In the videos, the fathers certainly did
not include verbal cues or appropriate gestures. Immediately after the video was
shown to the child, the imitated material in the video was placed in front of the
child and given a “Now you do it” skill instruction. The researcher waited no more
than 8 seconds for the child to perform the desired imitation skill. No verbal clues,
corrections or reinforcements were made to the child in this process. If the child
reacted correctly or reacted incorrectly or did not react during this time, the rele-
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vant material was taken without any feedback and the second imitation skill video
featuring the father was initiated. If the child performed in less than 8 seconds, oth-
er imitation skill performance measurements were introduced without having to
wait for the 8 seconds to be completed. After the first session to determine the per-
formance of target imitation skills, the child was removed from the chair without
any feedback or reinforcement and the video recording was terminated. The data
obtained at the base line were recorded in the “Imitation Performance Observation
Form” and the stability of the data was determined by the determination of three
consecutive sessions (+/-15%) (Kardzhali-Iftar and Tekin, 1997).

Teaching Sessions

The following process was followed by the practitioner during teaching ses-
sions with the video model applied with father-mediated video in teaching the
ability to mimic actions with objects. The practitioner said: “Hi Zehra, now we're
going to learn about your imitation skills. Are you ready for the class?” When the
appropriate gesture showing that the child was ready for the lesson was received
by the researcher, the first video in which the father was a model for the imitation
skills was initiated. In these videos, the father modeled his imitation skills using
verbal labeling in the form of “hoop” and remarkable gestures. Immediately after
the child watched these videos containing imitation skills, the relevant material
was placed in front of the child, and the “Now you do it” skill instruction was
given. The practitioner did not wait more than 8 seconds. If the child reacted cor-
rectly in this process, a verbal consolidation such as “Well done, you are great, you
did very well” was given. If the child reacted incorrectly or was unresponsive, the
same video in which the father was a model was reopened and shown to the child.
In this process, the teaching continued and the increasing clue system was used
on the child. The increased clue system is a teaching system conducted through a
move from the clues with less impact to the clues with more effect (Tekin-Iftar and
Kardzhali- Iftar, 2013). At the end of the video shown to the child, the relevant
object was placed in front of the child and the child was given a “Now you do it”
skill instruction again. If the child reacted correctly, the second imitation skill was
taught, and if the child reacted incorrectly or was unresponsive, physical assistance
was applied to the child by the practitioner. This process was applied in the same
way in the teaching of ten action imitation skills with objects. When the teaching
sessions were over, the children were reinforced by being told that “We worked
very well with you, you were great”.

End-of-teaching Evaluation

The end-of-teaching evaluations were carried out at the end of each teaching
instruction. These end-of-teaching evaluations were made as start-level sessions
of the ten imitation skills with objects studied with the child with ASD, and the
sessions were terminated after stable data were obtained three times in a row.
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Follow-up Sessions

Follow-up sessions were held in the 1st, 2nd and 4th weeks to reveal the extent
to which each child retained the imitation skills they learned after their teaching
sessions were over and stable data was obtained. Follow-up sessions were organi-
zed as a total of three sessions, one session per specified week. Follow-up sessions
were held like start-up sessions with children and the data was recorded in the
“Imitation Performance Observation Form”.

Data Analysis

In this study, which examined the effectiveness of modeling teaching children
showing ASD to mimic actions with objects, effectiveness data analysis, inter-ob-
server reliability, instruction reliability and social validity data were analyzed.

Effectiveness Data Analysis

Graphs, which are the requirements of a single-subject research method, were
used for the analysis of effectiveness data. The accuracy percentages of the respon-
ses of the children with ASD were calculated and displayed on a chart. In this graph,
where the results were analyzed and created, there is the base line on the horizontal
“x” axis, teaching and follow-up sessions, and on the vertical “y” axis, the imitation
skill correct response percentages. The goal in the study is to improve the imitation
skill in the study. Accordingly, according to the start level data, an increase in the
end-of-teaching evaluation data was expected, and the end-of-year evaluation data
and follow-up data were compared to see if the behaviour was permanent. Looking

at the graph, the increase in data has shown the effect of instruction.

Analysis of Inter-Observer Reliability

In order to obtain inter-observer reliability data, an independent observer with
a Master’s degree in the field of Education in Intellectual Disability was selected.
The observer was informed about the subject and the research. The researcher in-
troduced the observer with the “Imitation Performance Observation Form” and
explained how it should be filled out.

For the analysis of observer reliability data, impartially-selected 30% of the start
level, instruction and attendance sessions in children’s videos, and 100% of the fol-
low-up sessions were watched and marked on the corresponding form. In the same
way, the data collected from the researchers and observers were calculated with
the formula “Consensus / (Consensus + Disagreement) x 100” and inter-observer
reliability was found for children. In these reliability calculations, the reliability co-
efficient between observers was at least 80% and the reliability coefficient was 90%
or higher (Kardzhali-Iftar and Tekin, 1997). Accordingly, 98% of the reliability data
between observers were found for all three subjects via calculations.
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Analysis of Instruction Reliability Data

Instruction reliability analysis was carried out to determine the extent to which
the practitioner complied with the planning stages in the implementation process.
For instruction reliability data, the observer who was also involved in collecting
inter-observer reliability data was involved. The observer watched videos with chil-
dren about imitation skills and filled out the “Initiation Level for Imitation Skills,
Attendance and Follow-up Sessions Instruction Reliability Observation Form” and
“Teaching Sessions on Imitation Skills Instruction Reliability Observation Form”. The
collected instruction reliability data was calculated by “Observed practitioner be-
haviour/Planned practitioner behaviour X 100” Instruction data is expected to be
collected from a minimum of 30% of sessions (Kardzhali-Iftar and Tekin, 2001).
Instruction reliability data obtained were found to be 98% for Zehra and Nurcan,
and 96% for Koray.

Social Validity Data Analysis

Social validity data was obtained from parents in this study, which examined
the effectiveness of father video modeling on the levels of imitation of actions with
objects of children with autism. This data was obtained from the fathers of the
three children involved in the study. Videos of imitation skills were shown to the
fathers.

The “Social Validity Interview Questions Form” with a total of seven questions
and the “Social Validity Interview Questions Questionnaire”, which included a total
of ten questionnaire sentences, were applied to the fathers and analyzed by the
researcher.

Ethics Committee Permission Details
In this study, all the rules specified to be followed within the scope of “Scientific
Research and Publication Ethics Directive of Higher Education Institutions” were
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RESULTS

Results on the Effectiveness of Teaching to Model with Father-Mediated Video
on the Levels of Mimicking Actions with Objects among Children with Autism

The research results consist of the effectiveness results obtained via analyses.
Data from three children who participated in the teaching of father-mediated vi-
deo modeling and imitation skills are shown in Figure 1. The graph in Figure 1
contains data from the start level, end-of-school evaluation and follow-up sessions.
The horizontal axis in the chart contains session counts, and the vertical axis has
accurate response percentages for children.

When looking at the effectiveness results of the study, Zehra, the first child,
performed 20% at the base line. A total of eleven teaching sessions were held with
Zahra. At the end of the ninth, tenth and eleventh academic sessions, 80% stable
data was obtained from Zahra in three consecutive sessions. These results are suf-
ficient to meet the criteria.

Nurcan, the second child, presented an average of 15% stable data on the level
of start-up. A total of nine teaching sessions were held with Nurcan. Although skill
acquisition increased compared to the start level data at the end of the teaching
sessions with Nurcan, the sessions were terminated because 60% stable data was
obtained in three consecutive sessions in the seventh, eighth and ninth teaching
sessions.

An average of 22% stable data was obtained for the base line from Koray, the
third child. A total of eleven teaching sessions were held with Koray during the
implementation phase. In the ninth, tenth and eleventh academic sessions from
Koray, three sessions in a row met the criteria and the teaching sessions were ter-
minated because 80% correct response percentage was obtained.

Follow-up Results on the Effectiveness of Modeling With Father-Mediated Vi-
deo on the Level of Mimicking Actions with Objects for Children with Autism

In the study’s follow-up results, the levels of sustainability among children with
ASD were examined 1, 2 and 4 weeks after the end of the teaching of the ability to
mimic actions with objects acquired via father-mediated videos. From the data on
the permanence of their ability to mimic actions with objects gained through the
teaching of modeling with father-mediated video, Zehra and Koray achieved an
80% accurate response percentage in the first, second and third sessions and it was
seen that they retained the skills they gained. Nurcan’s follow-up data presented
60% accurate response percentage in the first session, 60% in the second session
and 50% in the third session.
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Figure 1.Base line, instruction and follow-up sessions accurate response per-
centages related to Zehra, Nurcan and Koray’s imitation skills with objects learning
levels

Social Validity Results on the Effectiveness of Teaching Children with Autism
to Model with Father-Mediated Video on Levels of Mimicking Actions with Ob-
jects

Social validity data were obtained from the fathers of the children in the study.
For this purpose, “Semi-Structured Interview Technique” and “Social Validity In-
terview Questions Questionnaire” were used. It was prepared based on the “Se-
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mi-Structured Interview Technique” and “Social Validity Interview Questions Qu-
estionnaire” used by Toret (2016).

Interviews with the fathers were recorded with a video recorder and written
down. As seen in Table 4, “Social Validity Interview Questions” asked to fathers are
related to questions such as the extent to which teaching is effective with the video
model presented with father-mediated videos in the acquisition of imitation skills,
how it reflects on children’s daily lives, the extent of their contribution to language
and communication skills, how their skills are generalized in different environ-
ments and how this study contributes to father-child interaction. The responses
from fathers are similar. According to the social validity questions asked of the
fathers, fathers said that there was a significant progress in their children’s deve-
lopment of imitation skills with objects compared to the period before instruction
of teaching with video model. Fathers stated that teaching with video model was
effective in gaining their children’s imitation skills with objects and that the vide-
os attracted their children’s attention especially because of their being visual and
moving. Fathers also said that their children’s imitation skills with objects were
demonstrated by video modeling skills at the end of the teaching practice, when
they felt comfortable in natural environments such as home and nursery. Fathers
have said that teaching with a video model led to improvements in their children’s
acquisition of imitation skills with objects, language and communication skills
compared to before-practice, and social interaction skills such as initiating and
responding to common attention.

At the end of this teaching practice, fathers stated that their children acqui-
red many of the imitation skills with objects and observed these skills in a home
environment. Fathers stated that it was very good for their children to be able to
do something for them after volunteering in the videos in this study, and that this
participation reminded them of the sense of responsibility. Fathers stated that after
this study, they formed an effective bond with their children and began to com-
municate better with them. Looking at the results of this interview, it was seen that
video model teaching technique in imitation skills with objects made important
contributions to children and fathers, especially in relation to father-child intera-
ction.
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Table 4. Social Validity Interview Questions Form

Social Validity Interview Questions Form

1. Atthe end of instruction of teaching with video model in imitation skills, what do you think about
the development of your child's imitation skills compared to before instruction?

2. What do you think about whether video model teaching is effective in your child's ability to acquire
imitation skills and basic imitation skills?

5. What do you think about whether your child acquires basic imitation skills at the end of the
teaching instruction with the video model used to acquire imitation skills?

6. How did you feel after taking part in the videos in this study and volunteering for your child in
this study?

7. Have there been any positive developments in your closeness with your child after taking part in
this study?

The “Social Validity Interview Questions Survey” with fathers consists of questi-
onnaire sentences that include similar questions as “social validity interview ques-
tions”, such as how much progress children had in their ability to mimic the actions
with objects, the effectiveness of teaching with the video model applied, the level
of satisfaction with the education they received, how much their children could
demonstrate their action with objects imitation skills in different environments.
These survey sentences can be listed as: a) My child’s imitation skills progressed at
the end of the study, b) Teaching with the video model used for the teaching of imi-
tation skills for my child was effective in the acquisition of imitation skills, c) Tea-
ching with the video model used for the teaching of imitation skills is a technique
that is suitable for my child in the teaching of imitation skills, d) I am satistied with
the imitation training that my child received, ) I would like this technique used to
teach imitation skills to my child to continue, f) My child mimics the actions with
objects in which the father, who is an adult model, is a model in the video, g) My
child uses the imitation skills he learned after instruction in natural environments
such as home or school, compared to before instruction. Looking at the data ob-
tained, the father of all three children said “I absolutely agree” with all the survey
questions. According to the data obtained, it has been observed that the social
validity of the teaching technique with the video model made with father-mediated
videos in the teaching of the ability to imitate actions with objects was high and
contributed greatly to them, especially in terms of father-child interaction.

DISCUSSION, CONCLUSION AND IMPLICATIONS

In this part of the study, the effectiveness, continuity and social validity of pa-
rent-mediated video modeling teaching were examined on the levels of imitation
of actions with objects of children with autism.

Video model teaching is a technique that has positive effects in achieving the
desired goals, processing information and keeping information in memory, especi-
ally because it is visual and provides rapid progress in skill or behaviour acquisition
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(Sherer, Pierce, Paredes, Kisacky, Ingersoll and Schreibman 2001). In this research,
the teaching technique with video model has been preferred because visual stimuli
are seen to be effective on children showing ASD, because they are overly interes-
ted in objects and have limitations in social skills, which is thought to attract more
attention than the live model.

As is known, the study included three children with ASD with a calendar age
of 40-43 months. As a result of interviews and observations conducted before the
research started, it was observed that children have an interest in visual stimuli
and technological tools such as computers and tablets, they like to watch videos
and the activities carried out with these tools attract their attention. In addition,
with this teaching technique, the distraction is minimized because the children are
looking at a limited area when looking at the screen. In this context, the data of
this research is similar to the Plavnick (2012) research data in terms of focusing on
the tablet screen during teaching sessions. In his research, Plavnick (2012) used a
smartphone, one of the technological tools, to look at the effectiveness of teaching
with video model in the teaching of imitation skills and obtained effective results
that minimized distraction.

Before the research was planned, the data obtained from interviews with the
parents and teachers of the children determined the skills with which the children
were inadequate and they needed first. Among these skills, the skills to be used in
the acquisition of imitation and the objects to be used in the skills were determi-
ned. Accordingly, it is thought that the fact that the objects used in the acquisition
of imitation skills in this research are among the objects that children in the rese-
arch often encounter and use in their daily lives, has a positive effect on the results.
When compared with similar research data, Cardon and Wilcox (2011) used the
musical toys, dolls, animals and vehicles that children preferred most in their daily
lives while examining the effectiveness of the video model and teaching technique
in the acquisition of imitation skills. Similarly, Cardon (2012) selected activities
that included daily activities and routines such as making the bed and brushing
the teeth in the acquisition of imitation skills by video model teaching technique
of children with ASD.

In the study, the level of imitation of actions with objects in the acquisition of
imitation skills of children in the teaching of modeling with father-mediated video
was examined. The results were similar to other studies investigating the effective-
ness of teaching with video model in the acquisition of imitation skills and using
actions with objects (Kleeberger and Mirenda 2010; Tereshko, MacDonald and
Ahearn, 2010; Cardon and Wilcox, 2011; Rayner, 2011; Cardon 2012; McDowell,
Gutierrez, Bennett, 2015) are similar to the research results.

In the study, ten imitation skills with objects were exhibited by fathers in videos
prepared separately for each child. An average of ten sessions were organized with

OMU EFD, 2022, Cilt 41, Say1 1, Sayfa:



Hacer DINER EVREN, Alpaslan KARABULUT

children during the study. The teaching sessions were not held consecutively and
it was noted that there was at least 1 hour between them. In the first sessions, the
teachings lasted an average of 8 minutes, while in the later academic sessions this
period decreased to 6 minutes. The first sessions of the teaching took longer than
the sessions that progressed in terms of time, as the children started to encounter
relevant videos and toolkits and the increasing clue system was used in the process.

When we look at the first result of the study; it is seen that the teaching of mod-
eling with father-mediated video is effective in children-with-autism mimicking
actions. Looking at the research graph, stable data were obtained and an increase in
children’s ability to mimic actions with objects was observed compared to the first
practice sessions. Research results are parallel to those studies that examined the
effectiveness of video modeling teaching on imitation skills with objects (Kleeberg-
er and Mirenda 2010; Tereshko, MacDonald and Ahearn, 2010; Cardon and Wil-
cox, 2011; Rayner, 2011; Cardon 2012; McDowell, Gutierrez, Bennett, 2015), those
studies that examined the effectiveness on gesture imitation skills (Cardon, 2013),
those studies that examined the effectiveness on instant and deferred imitation
skills (MacDonald, Dickson, Martineau and Ahearn, 2015), and the effectiveness
on motor imitation skills (McDowell, 2015; McDowell, Gutierrez, Bennett 2015.

It is thought that the presence of children’s fathers as models for actions with
objects in teaching and evaluation videos has a positive effect on the high effective-
ness of the research. Often in the first sessions when children saw their father in
videos, they looked carefully at these videos, smiled and showed that they were ex-
cited by clapping their hands. Especially when videos of Zehras father were opened
in the first sessions, she tried to touch the tablet screen, called out as “Father”, and
displayed a smiling and screaming behavior. It is thought that Zehra’s more intense
behavior compared to other children in the research towards the father may be
due to the fact that she does not have a mother and only lives with her father. The
positive attitudes of the children in the study towards their fathers while watching
the videos in sessions are similar to the research data (Cardon, 2012), in which
children with ASD acquired imitation skills through video model teaching and
mothers as models in the videos.

In the literature, studies where mothers and brothers were deployed as mod-
els while using the technique of modeling with video in mimicking actions with
objects among children showing ASD existed. Cardon (2012) included mothers as
models in the videos he used in teaching. In his research, Rayner (2011) included
the childrens siblings in some of the videos he used. These results show similarity
to the studies where parents were employed in teaching children with autism to
model imitation skills by video (Cardon, 2012; Rayner, 2011). However, there has
been no research using father-mediated videos to teach children with autism to
mimic acts with objects.
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Looking at the second result of the study, it was observed that children with
autism maintained their ability to mimic actions with objects acquired in modeling
with father-mediated video after 1, 2 and 4 weeks. The follow-up results showed
that only Nurcan experienced poor performance during the follow-up session in
the fourth week. Such performance fluctuations are considered normal because
children who show ASD can vary in their performance within themselves due to
their characteristics. These results support the previous studies (Cardon, 2012;
Cardon and Wilcox, 2011; Rayner, 2015) on video model teaching-related fol-
low-up sessions in the acquisition of imitation skills.

Looking at the third result of the study, social validity data on the effectiveness
of modeling with paternal-mediated video were obtained on the levels of imitation
of actions with objects of children with autism. Social validity data were obtained
from “Social Validity Interview Questions” and “Social Validity Interview Questions
Survey” obtained from the fathers of three children. Three fathers gave similar an-
swers to the seven questions in the “Social Validity Interview Questions”. Fathers
stated that there were advances in their children’s ability to imitate actions with
objects compared to before instruction, that the videos attracted the attention of
their children especially because of their being visual and active, and that they
exhibited their imitation skills when they felt comfortable in natural environments
such as home and nursery. Fathers stated that this study contributed to the devel-
opment of their children’s language and communication skills and social interac-
tion skills such as initiating and responding to common attention. Additionally,
from the perspective of average answers to the questions presented on behalf of
father-child interaction, they stated that they felt better after taking a voluntary
role in the videos in this study, that they improved their interactions with their
children, that it was very good for them to be in the videos for their children, and
that this participation reminded them of the sense of responsibility. In the “Social
Validity Interview Questions Survey” data obtained, the father of all three children
said “I strongly agree” with all the survey questions. According to the results of
social validity, it was observed that the fathers in the study had positive opinions
about the effectiveness of the teaching technique with video model in the acquisi-
tion of their children’s imitation skills. In this research, social validity data obtained
from fathers in giving children showing ASD imitation skills by video model is
also meaningful for the field. In the study, it was observed that there was a limited
number of social validity data on using video model teaching in the acquisition of
imitation skills of children with ASD (Cardon and Wilcox, 2011). This research is
thought to be a study to contribute to the literature in terms of examining the views
of fathers on the effectiveness of father-mediated video modeling teaching on the
levels of imitation of actions with objects by children with autism.

It was observed that the target criteria was reached by receiving 80% data at the
end of the teaching sessions of two of the three children in the study. In the third
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child, 60% data was obtained in three sessions in a row at the end of the teaching
sessions, and an increase in the acquisition of imitation skills was observed. This
can also affect their performance as children with ASD have certain prerequisite
behaviors. In addition, such performance values are regarded as common because
of the variability in performance of children who show ASD both internally and
when compared to other children with ASD. It was observed that they retained
the skills they acquired in the follow-up sessions applied 1, 2 and 4 weeks after
the end of the teaching sessions. When we looked at the results obtained from the
social validity data of the children with their fathers, it was seen that the opinions
of the fathers regarding the acquisition of teaching technique and imitation skills
with the video model applied were positive. They also stated that this research con-
tributes significantly to father-child interaction. Since there is a limited number
of studies examining the effectiveness of video modeling teaching in imitation of
actions with objects in children with autism, the study is thought to contribute to
the field and serve as an example for future research.

It has been shown that teaching children with autism with father-mediated
video was effective in mimicking actions with objects. It was observed that 80%
data was obtained at the end of the teaching sessions of two of the three children
in the study and the desired criteria were reached. In the third child, 60% data
was obtained in three sessions in a row at the end of the teaching sessions, and
an increase in the acquisition of imitation skills was observed. This can also affect
their performance as children with OSB have certain prerequisition behaviors. In
addition, such performance values are seen as common because of the variability
in performance of children who show OSB both internally and when compared to
other children with OSB. It was observed that they retained the skills they acquired
in the follow-up sessions applied 1, 2 and 4 weeks after the end of the teaching ses-
sions. When we looked at the results obtained from the social validity data of the
children with their fathers, it was seen that the opinions of the fathers regarding
the acquisition of teaching technique and imitation skills with the video model
applied were positive. They also stated that this research contributes significantly
to father-child interaction. Since there is a limited number of studies examining
the effectiveness of video modeling teaching in imitation of actions with objects in
children with autism, it is thought that it will contribute to the field and serve as an
example for future research.

There are also some limitations to the research. The research is the first of its
many. It is limited to children with a calendar age of 40-43 months diagnosed with
ASD and three children with ASD and their fathers who are educated at an official
special education institution in Samsun province, to the imitation skills teaching
set for three children showing ASD, to the video model used in imitation skills
teaching, and to the difference between home and school environment in videos
taken with fathers. Social validity data is limited to data from the fathers of stu-
dents with ASD diagnosis.
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Recommendations for instruction and future research can be made by look-
ing at the results of the research. For instruction, children showing ASD can be
taught imitation skills with objects they are not familiar with other than the imita-
tion skills with objects, studied in this research, which used father-mediated video
modeling teaching in their ability to mimic actions with objects. Special education
teachers and out-of-field teachers working in special education can teach imitation
skills with video model teaching technique to children with ASD after the nec-
essary information. Information seminars can be held not only for children who
show ASD, but also for parents and preschool teachers of early childhood children
in the ASD risk group. In addition to the social validity interviews with fathers, as
in this study; social validity interviews can be held with the children’s siblings, their
immediate circle and the caregiver, if any.

Future studies can study the teaching of imitation skills with the video model and
its effectiveness with different disability groups in early childhood. With video model
teaching, different imitation skills such as sound imitation and motor imitation skills
can be studied with children showing ASD or other disability groups in addition
to the skills studied in this research. In the teaching of imitation skills with objects
among children showing ASD, comparative studies can be conducted by combin-
ing different interventions such as video model teaching and MIE. Generalization
sessions related to the teaching technique can be held with video model in teaching
imitation skills with objects to children showing ASD. With the video model made
with children showing ASD, the effectiveness of imitation skills and self-use acquired
by teaching with a wider sample group and different age groups can be investigated.
The parents of children with ASD can be given family training on teaching imitation
skills with video model and their effectiveness can be examined.
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LiSE OGRENCILERININ SU OKURYAZARLIK DUZEYLERINiN TESPIT EDiLMESI:
iSTANBUL iLi ORNEGI

0z:

Temel besin ve hayat kaynagimiz olan suyun 6nemi son yillarda daha da art-
mis durumdadir. Bu durumun nedenlerinden bir tanesi sanayi devrimi sonrasinda
hizla artan diinya niifusu nedeniyle kisi bagina diisen tatli su miktarinin azalmasi-
dir. Ayrica sanayilesmenin getirdigi su kirliligi, kiiresel iklim degisikligi, insanlarin
suya kars1 biling durumlari da baglica nedenler arasinda yer almaktadir. Tiirkiye'de
diinya genelinde su azlig1 ya da su stresi igerisinde yer alan bir iilke konumunda-
dir. Bu su stresi Tiirkiye'nin en fazla niifusuna sahip olan Istanbul ilinde daha da
fazla yaganmaktadir. Mevcut sikintilarin yaninda gelecege yonelik olasi sikintilarla
bas etmenin temel yolu ozellikle geng niifusun su okuryazarlik diizeylerini tespit
ederek planlamalar yapmaktir. Bu baglamda aragtirmada Istanbulda 6grenim go-
ren lise 6grencilerinin su okuryazarlik diizeylerini tespit etmektir. Anlik betim-
sel tarama modeli yontemi le gerceklestirilen bu arastirmada aragtirmaya dahil
edilecek lise 6grencileri kolay ulagilabilir 6rneklem yontemi ile segilmistir. 1965
lise 6grencisi ile elde edilen veriler SPSS 20 ile analiz edilmistir. Analiz sonucunda
lise 6grencilerinin orta diizeyde su okuryazari olduklar1 sonucuna ulasilmistir. Su
okuryazarliginin alt boyutlar1 agisindan ise su bilinci ve su duyarliliginda orta, su
tasarrufunda yiiksek diizeye sahip olduklar1 goriilmiistiir. Ayrica lise 6grencileri-
nin su okuryazarlik diizeyleri tizerinde cinsiyet, okul tiird, sinif diizeyi, anne-baba
egitim durumu, aile gelir durumu gibi degiskenlerin etkili oldugu tespit edilmistir.
Cikan sonuglar 1g1§1inda Istanbul ili 6zelinde siirdiiriilebilir bir su okuryazarliginin
6nemi vurgulanarak birtakim énerilerde bulunulmustur.

Anahtar Sozciikler: Su okuryazarlig, Istanbul, Lise 6§rencileri

ek %

DETERMINING THE WATER LITERACY LEVELS OF HIGH SCHOOL STUDENTS:
THE CASE OF ISTANBUL

ABSTRACT:

The importance of water, which is our basic food and life source, has increased
even more in recent years. One of the reasons for this situation is the decrease in
the amount of fresh water per capita due to the rapidly increasing world popula-
tion after the industrial revolution. In addition, water pollution brought about by
industrialization, global climate change, and people’s awareness of water are among
the main reasons. Turkey is a country that has water scarcity or water stress. This
water stress is experienced even more in the province of Istanbul, which has the
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largest population in Turkey. In addition to the current problems, the main way to
deal with possible problems for the future is to make plans by determining the wa-
ter literacy levels of the young population. In this context, this research aims to de-
termine the water literacy levels of high school students studying in Istanbul. This
study, which was carried out with the instant descriptive survey method, used the
easily accessible sampling method to select high school students for inclusion in
the research. The data obtained with 1965 high school students was analyzed with
SPSS 20. The analysis concluded that high school students are moderately water
literate. In terms of sub-dimensions of water literacy, they had a moderate level of
water awareness and water sensitivity, and a high level of water saving. In addition,
variables such as gender, school type, grade level, parental education level, family
income status had an effect on students’ water literacy levels. In the light of the re-
sults, some suggestions are made, emphasizing the importance of sustainable water
literacy in the province of Istanbul.

Keywords: Water literarcy, Istanbul, High school students

kR
GIRIS

Su biitiin canlilar i¢in ¢ok gerekli olan yasam maddesidir. Bagta igme, kullanma
olmak tizere sulama sulari, endiistrinin tiirléi boliimlerinde ihtiya¢ duyulan sularin
onemi ve degeri ortadadir. Yeryiiztintin yaklasik dortte tigii sularla kaplidir. Suyun
¢ogu okyanus ve denizlerdedir. Binlerce metre derinlige varan bu ¢anaklar i¢inde
tuzlu sular, biiyiik kiitleler tegkil edecek sekilde yeryiiziinde yaygin bir durum arz
ederler. Sular karalar icinde ise gol, akarsu, yeralt1 sular1 olarak bulunurlar. Gélle-
rin bir kismi tuzlu olmakla beraber, tath sulu géllerde mevcuttur. Sularin bir kismi
da daglarin yiiksek kesimlerinde ve kutup bélgelerinde kat1 olarak bulunur. Bunlar
kar ve buz ortiileri halinde goriiliirler. Bunlar uglarindan ve yiizeylerinden erime-
lerle yeralt1 ve yeriistii sularini besleyen bir kaynak durumundadirlar. Her ne olur-
sa olsun su, cografi yorenin ¢ok 6nemli bir pargasi ve vazgecilmez bir unsurudur.
Bagsta yerlesme yerleri olmak {izere birinci derecede suyun bulunma durumuna
bagli oldugu gibi, tarim isleri de suyun varligina dayanarak geligir. Bunun gibi ulas-
tirmada da suyun biiyiik degeri vardir. Suya dayal tiirlii endiistrinin kurulmasi ve
gelismesinde de suyun degeri biiytiktiir.

Tiirkiye, 36° - 42° kuzey paralelleri ile 26° - 45° dogu meridyenleri arasinda
yer almaktadir. Burasi, Ekvator ile kuzey kutbu arasinda ama ekvatora daha ya-
kin bir bélgededir. Sicaklik kugsaklar: icerisinde iliman iklim kusaginda bulunan
Tiirkiye makroklima olarak Akdeniz iklim bélgesi i¢indedir. Képpen-Geiger iklim
siniflandirmasina goére Tiirkiyede en genis yayillima kislari iliman orta enlem ik-
limi ve bu iklim tipleri icerisinde ise tipik Akdeniz iklimine karsilik gelen ilkim
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tipi goriilmektedir. Tiirkiye alt iklim tiplerine gore Karadeniz Bolimii haricinde
Tiirkiye'nin bityiik béliimiinde yaz ya da kis mevsiminin kurak gectigi yani kurak
mevsimin belirgin oldugu alt iklim tipleri egemendir (Oztiirk, Cetinkaya ve Ay-
din, 2017, s.26). Bu durumun neticesinde Tiirkiyenin biiyiik bir boliimiinde yaz
mevsimi kurak gecer ve yar1 kurak iklim tipinde yer alir. Tiirkiye, diinya tizerin-
de yagis farkliliklarinin fazla oldugu bélgelerden birindedir. Bazi yillar bol yagish
gecer. Baz1 yillar ise yagis hemen hemen yar1 yariya azalir ve bu durumda kurak-
lik bas gosterir. Kullanilan su azalir; tarim iirtinlerinin verimi diiger, bir kismi
kavrulur; ekonomi zarara ugrar. . Giineydogu ve i¢ Anadolu bolgesi basta olmak
tizere kurakligin en sik gorildiugii bolgelerimizdir. Ayrica i¢me, kullanma suyu
ile endiistride su tiiketiminin fazla oldugu biiyiiksehirlerimiz kurakliktan en fazla
etkilenen bir konuma sahiptir. Bu sehirler icerisinde resmi verilere gore 15 milyo-
nu agkin niifusuyla Tiirkiyenin en biiyiik Diinyanin da sayili biiyiik sehirlerinden
olan Istanbul gelmektedir. Bu kadar muazzam bir niifusu barindiran bir sehrin su
ihtiyacin karsilamak oldukea zordur.

Istanbul yiizeysel su kaynaklar1 ile beslenmektedir. Istanbul'un niifusunun
artmasi ve cografi olarak hizmet alaninin genislemesi sebebiyle artan su talebini
karsilamak i¢in Avrupa Yakasrnda Tekirdag, Anadolu yakasinda Diizce’ye kadar
uzanan farkli su havzalarindan igme suyu temin edilmektedir. istanbul’'un belli
basli su kaynaklar; Omerli, Darlik, Elmali 1-2, Terkos, Alibeykdy, Biiyiikcekmece,
Sazlidere, Istrancalar, Kazandere ve Papugdere barajlaridir. Zaman zaman belirti-
len barajlar dahil istanbul’'un su ihtiyacini karsilamak da yetersiz kalmaktadirlar.

Su elbette ki temel besin ve hayat kaynagimizdir. Suyun herkes tarafindan bili-
nen bu 6zelliginin yani sira su, giydigimiz kazaklardan, yedigimiz meyvelere, kul-
landigimiz elektrige kadar pek ¢ok alanda bize hizmet etmektedir. Bu baglamda su
okuryazarlig1 ifadesi 6nem kazanmaktadir. Su okuryazarlig: ifadesinin literatiirde
yakin zamanda kullanilmaya basladig1 goriilmektedir. Sammel & McMartin (2014)
su okuryazari olmay: bireysel su ayak izini hesaplayarak giinliik yasaminda dikkate
alma ve suyun siirdiiriilebilir kullanimi konusunda faaliyette bulunma olarak ifade
eder. TUBITAK (2022) su okuryazarhgini Bireylerin su, su kaynaklar1 ve suyu
kapsayan tiim konular hakkindaki temel bilgiyi, suyun siirdiiriilebilir bir sekilde
kullanimi, yonetimi, hayat i¢in 6nemi ve gerekliligini anlamaya, su ile ilgili bilimsel
bilgileri kullanarak karsilasilan problemlere ¢6ziim tiretebilmeye, agiklik getirebil-
me seklinde agiklamistir. Xu, Wang, Wang ve Zhang’a (2019) gére su bilgisi ve su
tutumu, vatandaslarin su davranigini etkileyen ana faktorlerdir. Bu baglamda su
okuryazarlig su tasarrufu, su bilinci ve su duyarlilis olarak {i¢ alt boyuta ayrila-
bilir. Su bilinci ile suya dair temel bilgilere sahip olup bu bilgilerin tutum haline
donistirilmesi soz konusudur. Su duyarliligi suya dair yapilan bireysel ve top-
lumsal faaliyetlere gosterilen hassasiyetlere isaret etmektedir. Su tasarrufu ise suya
dair sahip olunan bilgi ve tutumlarin uygulamaya gegirilmesini ifade etmektedir.
Bu baglamda su okuryazari; giinlikk kullanilan suyun nasil dagitildigi, aritildigy,

https:/doi.org/10.7822/omuefd.1085321 d



Lise Ogrencilerinin Su Okuryazarlik Diizeylerinin Tespit Edilmesi...

bunun yani sira suyun kalitesi ve giivenligini koruyan, ne kadar su kullanildigini ve
tam olarak ne igin kullanildigini bilen bireylere denilmektedir (TUBITAK,2020).
Su okuryazarligi, suyun degerini takdir etme, su tedarik sistemlerinin operasyonel
ozelliklerini anlama ve su krizleri karsisinda su kaynaklarini en akillica kullanma
becerisidir (UNESCO). Halk i¢in su okuryazarlig, su koruma eylemlerinin ve iyi
yonetimin 6nemini anlama, su kaynaklarini korumak ve degerlerini belirlemek
i¢in belirli eylemlerde bulunma gereginin farkina varma ve ulusal su okuryazarlig
olarak bilinen bu bilgileri etkin ve net bir sekilde iletme yetenegidir (Greenough
vd., 2001). Su okuryazarlig: suyla ilgili bilgi, tutum ve davraniglarin doruk nokta-
sidir, bu nedenle ekolojik veya ¢evresel okuryazarlik gibi daha yaygin kullanilan
diger etiketlerden farkli bir konuma yerlesmistir (McCarroll ve Hamann,2020).
Clinkdi suyun bir tlkenin saglik, sosyal, yonetim ve ekonomik biiyiimesinin her
alaninda oynayacag belirgin bir rolii bulunmaktadir (Maniam, Poh, Htar, Poon
ve Chuah, 2021).

Tiirkiyede ise su okuryazarligi iizerine birka¢ yildir ¢aliyma yapilmaktadir.
Tiirkiyede su okuryazarlig: tizerine Ursavas ve Aytar (2018), Ursavas (2020, 2021),
Sozcti ve Tirker (2020a, 2020b) , Tiirker, Yiiksel ve Tuna (2022) calismalarda bu-
lunmuslardir. Bu ¢alismalarda farkli egitim kademelerinde 6grenim géren 6grenci-
lerin su okuryazarliklarini tespit etme ve su okuryazarliklarini gelistirmeye yonelik
calismalar ele alinmigtir. Yabanci literatiirde ise son yillarda egitime yonelik olarak
Moreno-Guerrero, Romero-Rodriguez, Lopez-Belmonte, Alonso-Garcia (2020)
ters yliz 6grenme uygulamalarinin su okuryazarliginin gelisimindeki etkisini aras-
tirmislardir. McCarroll ve Hamann (2020) su okuryazarliginin genel cercevesini
cizerek birtakim siniflandirma ve 6nerilerde bulunmuslardir. LaDue, Ackerman,
Blaum ve Shipley (2021) ¢aligmalarinda lisans 6grencilerinin su bilgilerini aragtir-
mustir. Yu, Lin, Lo, Tseng ve Hsu (2021) Tayvan halkinin su okuryazarlik diizey-
lerini tespit etmeye yonelik calisma yapmiglardir. Maniam vd. (2021) Giineydogu
Asyadaki su okuryazarlig1 izerine arastirma yapmuislardir. Mostacedo-Marasovic,
Lally, Petitt, Holly, Forbes (2022) ¢aligmalarinda lisans 6grencilerinin su okurya-
zarliklarini gelistirmeye yonelik uzun siireli bir ¢alisma yapmuslardir. Johnson &
Courter (2020) ¢alismalarinda tiniversite 6grencilerinin su okuryazarlik diizey-
lerini degerlendirmislerdir. Forbes, Brozovic, Franz, Lally ve Petitt (2018) lisans
ogrencilerinin su okuryazarligini destekleyici ders tasarimi ¢alismasinda bulun-
muslardir.

Sanayi devrimi sonrasi bilyiik bir sigrama seklinde artan diinya niifusu ve bu
niifusun beslenmesine yonelik olarak dogal kaynaklarin bilingsizce tiiketilmesi bii-
yik sorunlar dogurmaktadir. Hayat kaynagi olan suyun da bilingsizce titketilme-
si, sanayi faaliyetleri sonucunda kirletilmesi gelecekte 6nemli sorunlar dogurma
potansiyeline sahiptir. Kiiresel iklim degisikligi ile birlikte Diinyanin baz1 bolge-
lerinde mevcut tath su kaynaklarinda ciddi oranlarda azalmalar yasanmaktadir.
Sehirlesmenin yayginlasmasiyla birlikte 6zellikle biiyiiksehirlerde su yonetiminin
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gerekliligi daha da artmaktadir. Tiirkiyede de Istanbul sehri her gegen giin artan
nifusu ve artan kuraklik tehdidi nedeniyle su konusunda ciddi sikintilarla kar-
s1 kargtyadir. Farkli alanlarda hayata gecirilmesi gereken su yonetimi hususunda
geng neslin su okuryazarliginin gelistirilmesine de odaklanilmalidir. Bu baglamda
oncelikle genglerin su okuryazarlik diizeylerinin tespit edilip buna gore planlama
yapilmasi gerekliliginden yola ¢ikarak ¢aligmada Tiirkiye'nin en biiyiik sehri olan
Istanbulda 6grenim goren lise 6grencilerinin su okuryazarlik diizeylerinin etki-
leyen faktorleri tespit etmek amaclanmigtir. Bu ama¢ dogrultusunda su sorulara
cevap aranmistir.

Problem Ciimlesi: Lise 6grencilerinin su okuryazarliklari ne diizeydedir?

Alt problemler:

1. Lise 6grencilerinin su okuryazarliklar: cinsiyete gore anlamli farklilik gos-
termekte midir?

2. Lise 6grencilerinin su okuryazarliklari sinif diizeylerine gére anlaml farkli-
lik gostermekte midir?

3. Lise 6grencilerinin su okuryazarhiklar: okul basari puanina gére anlaml
farklilik gostermekte midir?

4. Lise 6grencilerinin su okuryazarliklar: anne egitim durumuna gore anlaml
farklilik gostermekte midir?

5. Lise 6grencilerinin su okuryazarliklari baba egitim durumuna gore anlamh
farklilik gostermekte midir?

6. Lise 6grencilerinin su okuryazarliklari su ile ilgili kurum bilme durumlarina
gore anlamli farklilik gostermekte midir?

7. Lise ogrencilerinin su okuryazarliklar aile gelir durumuna gére anlamh
farklilik gostermekte midir?

8. Lise 6grencilerinin su okuryazarliklar: 6grenim gordiikleri okul tiiriine gore
anlaml farklilik gostermekte midir?

YONTEM
Arastirma Modeli
Bu arastirma, tarama modeline dayali betimsel bir ¢alisma niteligindedir. Tarama

modelleri, Karasar’a (2012) gore, gegmiste veya halen var olan bir durumu, var oldu-
gu sekliyle betimlemeyi amaglayan aragtirma yaklagimlaridir. Bu modelde amag anin

https:/doi.org/10.7822/omuefd.1085321 d



Lise Ogrencilerinin Su Okuryazarlik Diizeylerinin Tespit Edilmesi...

fotografi tizerinden betimleme yapmaktir. Aragtirma, lise 6grencilerinin su okur-
yazarliklarin belli bir zamanda var olan durumlarini, oldugu haliyle betimlemeyi
amagcladigindan tarama modelleri icerisinde ‘anlik tarama’ modelindedir.

Calisma grubu

Aragtirmanin  evrenini Istanbul ilinde egitim goéren lise o6grencileri
olusturmaktadir. Caligma grubu ise Istanbulda farkli lise tiirlerinde egitim goren
1965 lise 6grencisinden olugsmaktadir. Buliseler amagsal ornekleme yontemlerinden
maksimum ¢esitlilik 6rnekleme yontemiyle secilmistir. Yildirnm ve Simsek'in
(2013) maksimum ¢esitlilik 6rneklemesi taniminda belirttikleri gibi aragtirma
problemine taraf olabilecek bireylerin ¢esitliligini artirmak, genelleme yapmaktan
ziyade cesitlilik gosteren durumlar arasinda ne tiir benzerlik ve farkliliklarin
oldugunu tespit etmek i¢in arastirmada maksimum cesitlilik Orneklemesi
secilmistir. Bir maksimum cesitlilik 6rnekleme stratejisi kullanan degerlendirici,
bulgular: tiim insanlara veya tiim gruplara genellestirmeye ¢alismayacaktir, ancak
programatik varyasyonu ve bu varyasyon icindeki 6nemli ortak kaliplar1 aciklayan
bilgileri arayacaktir (Patton, 1990. s.172). Bu baglamda arastirmaya dahil olan lise
Ogrencilerine ait kisisel bilgiler Tablo 1'de yer almaktadur.

Cinsiyet Frekans % Su kurumu bilme durumu  Frekans %o
Kiz 1217 61,9 Evet 1050 534
Erkek 748 381 Hawir 915 16,6
Simif Seviyesi Gelir durumu
9.s1uf 522 26,6 0-3000 TL 533 271
10.s1uf 583 297 3000-6000 TL 872 444
11.51uf 484 246 6000-10000 TL 366 18,6
12 smuf 376 191 10000 TL tizeri 194 9,9
Anne Egitim Okul Hirii
Okuryazar olmayan 80 11 Anadolu Lisesi 1042 53
lkégretim 1009 513 Fen Lisesi 178 2.1
Lise 600 305 Meslek Lisesi 183 93
Universite 276 14 Imam Hatip Lisesi 562 25,6
Baba Egitim Not Ortalamas:
Okuryazar olmavan 20 1 50-60 534 272
lIk6gretim 875 44,4 61-75 600 30,5
Lise 667 339 76-90 624 31.8
Universite 405 2006 91-100 207 10,5
Toplam 1965 100

Tablo 1. Katilimcilara Ait Bilgiler

Tablo 1 incelendiginde ¢aligma grubundaki 6grencilerin % 61,9’unu (n=1217)
kiz, % 38,1’inin (n=748) erkek oldugu goriilmektedir. Ogrencilerin sinif seviyeleri-
ne gore birbirine yakin oranda dagildigi, anne ve baba egitim durumlarinda en ¢ok
ilkégretim mezunu oldugu tespit edilmistir.
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Ogrencilerin not ortalamalarinin en ok 76-90 puan araliginda (%31,8), en az
91-100 puan araliginda (% 10,5) oldugu tespit edilmistir. Ayrica su ile ilgili kurum
bilme durumlarinin da birbirine yakin bir oranda oldugu goriilmektedir.

Veri Toplama Araclari

Calismada veri toplama araci olarak Sozcii ve Tiirker (2020a) tarafindan hazir-
lanmis ‘Su Okuryazarligi Anketi’ kullanilmigtir. Anket iki kistmdan olusmaktadir.
Birinci kisimda &grencilere ait kisisel bilgiler yer almaktadir. Ikinci kisimda ise su
okuryazarhig lgegi bulunmaktadir. Olgek su tasarrufu, su bilinci ve su duyarli-
lig1 ad1 altindaki 3 alt boyuttan olusmaktadir. 30 maddelik 6lgegin su tasarrufu
boyutunda 13, su bilinci boyutunda 12, su duyarlilig1 boyutunda 5 madde bulun-
maktadir. 5’li Likert tipinde (Tamamen katiliyorum, katiliyorum, kararsizim, ka-
tilmiyorum, hig katilmiyorum) hazirlanan 6lgegin 25 maddesi olumlu, 5 maddesi
olumsuz ifadelerden olusmaktadir. Olgekten alinabilecek en diisitk puan ‘30” en
yitksek puan ‘150dir. Olgegin Cronbach Alpha giivenirlik degeri .912 ¢ikmustir.
Olgege ait veriler 2022 yili subat ay1 ierisinde goniilliiliik esasina bagli olarak lise
6grencilerinden online olarak toplanmustir. Online anket Google formlar iizerin-
de hazirlanarak 6grencilere baglanti adresi paylasilmak suretiyle ve 6gretmenleri
aracilifiyla ulagtiriimstir.

Verilerin Analizi

Toplanan veriler SPSS 20 ile analiz edilmistir. Veriler online anket yolu ile
toplandig i¢in kayip veri olusmamustir. Olumsuz madde 6zelligine sahip olan 5
madde ters kodlama yéntemi ile programa islenmistir. Olgekteki her maddenin
aritmetik ortalamasi alinmistir. Bu ortalama 6grencilerin maddelere katilim diize-
yi olarak diizenlenmistir. Olgegin aralik genisligi (Tekin, 1996) (a=dizi genisligi /
yapilacak grup sayisi) formiili ile hesaplanmistir. Buna gore aritmetik ortalamalar-
dan olgeklere gore 1.00-1.79 arasindaki ortalama degerlerin “Kesinlikle katilmryo-
rum’, 1.80-2.59 arasinda bulunanlarin “Katilmiyorum’, 2.60-3.39 arasindakilerin
“Kararsizim’, 3.40-4.19 arasindakilerin “Katiliyorum” ve 4.20-5.00 arasindakilerin
“Kesinlikle katiliyorum” araliginda olmasina karar verilmistir. Olgek verilerinin
normal dagilim gosterip gostermedigini tespit etmek i¢in Kolmogrov-Smirnov
testi yapilmis, carpiklik ve basiklik katsayilarina bakilmis ve normal dagilima
sahip oldugu tespit edilmistir. Coziimlenen verilerin analiz asamasinda frekans,
ortalama, bagimsiz gruplarda t-testi ve ANOVA testleri yapilmistir. Cinsiyete, su
kurumu bilme durumuna gore farklilagmayi test etmek i¢in bagimsiz gruplar t-tes-
ti teknigi, diger degiskenlere gore farklilasmayi test etmek icin tek yonlii varyans
analizi (ANOVA) kullanilmistir. Varyanslarin homojen dagiliminin saglandig: du-
rumlarda ¢oklu karsilagtirma testlerinden (Post Hoc Testi) Scheffe, saglanmadig:
durumlarda Tamhane’s T2 testi uygulanmustir.
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Etik Kurul izin Bilgileri

Yapilan bu ¢alismada “Yitksekogretim Kurumlar: Bilimsel Aragtirma ve Yayin
Etigi Yonergesi” kapsaminda uyulmasi belirtilen tiim kurallara uyulmustur.

Etik Degerlendirmeyi Yapan Kurul Adi: Ege Universitesi Sosyal ve Beseri Bi-
limler Bilimsel Arastirma Ve Yayin Etigi Kurulu

Etik Degerlendirme Kararinin Tarihi:23/02/2022
Etik Degerlendirme Belgesi Say1 Numaras1:02/32-1339
BULGULAR

Bu boliimde aragtirma problemi ve alt problemler ¢ergevesinde elde edilen ve-
rilere ait bulgulara yer verilmektedir. Her bir alt problem i¢in bulgular tablolar

Olcegin Biliimleri  Minimum Maksimum X Ss Olcek
Puan Puan Ortalamasi
Su tasarrufu 13 65 56,29 843 4,33
Su bilinci 12 60 40,24 10,58 3,35
Su duyarlilig 5 25 18,15 5,29 3,63
Genel 32 150 114,69 17,29 3,82

halinde sunulmus ve agiklanmistir. Tablo 2 lise 6grencilerinin su okuryazarlik di-
zeylerine ait bulgular1 gostermektedir.

Tablo 2. Lise Ogrencilerinin Su Okuryazarlik Diizeyleri

Tablo 2’ye gore dgrencilerin su tasarrufu olcek ortalamalar: 4,33; su bilinci
olgek ortalamalar1 3,35; su duyarlilig 6lcek ortalamalar: 3,63 ve su okuryazarlig
genel 6lgek ortalamalar 3,82dir. Bu degerler 6grencilerin su tasarrufu konusunda
‘Kesinlikle katiliyorum, su bilinci konusunda ‘Kararsizim, su duyarliligi konusun-
da ‘Katiliyorum’ ve su okuryazarligi geneli tizerinde ‘Katiliyorum’ diizeyinde ol-
duklarini gostermektedir.

Su okuryazarlig1 6l¢eginde katilma diizeyinin en yiiksek oldugu bir bagka de-
yisle 6grencilerin ¢cogunlukla katiliyorum ve kesinlikle katiliyorum segenegini isa-
retledigi maddeler sirastyla 5, 12 ve 8. maddeler olmustur.
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5.maddede ‘Bosa aktigini gérdiigiim musluklar: kapatirim? ifadesinde 6gren-
cilerin &lcek ortalamasi 4,61 olmustur. 12. maddedeki ‘Insanlar su tasarrufu ko-
nusunda bilinglendirilmelidir’ ifadesine 6grencilerin 6lgek ortalamasi 4,60 iken 8.
madde olan ‘Suyun gelecek nesillere miras birakilacak kadar degerli oldugunun
farkindayim. ifadesinde 6grencilerin 6lgek ortalamasi 4,58 olmustur.

Katilma diizeyinin en diisiik oldugu baska bir ifade ile 6grencilerin ¢ogunlukla
kesinlikle katilmryorum ve katilmiyorum secenegini isaretledigi maddeler 17, 21
ve 25. maddeler olmustur. 17. maddede ‘Su kaynaklarinin korunmasi ile ilgili ki-
taplar okurum. * ifadesinde 6grencilerin 6l¢cek ortalamasi 2,73 olmustur. 21. mad-
dedeki ‘Su tasarrufu saglayan otomobil ytkama sistemleri hakkinda bilgi edinirim’
ifadesinde 6grencilerin 6l¢ek ortalamasi 2,73 iken 25. madde olan ‘Su konulu dergi

Olgek boyutlar Cinsivet N X Ss Sd ¢t p
Kiz 1217 57,76 6,89 1963 10,17 .000*
Su tasarrufu Erkek 748 35646 6,74
Kz 1217 40,95 9,98 1963 3,66 .000*
Su bilinci Erkek 748 39,10 12,06
Kz 1217 18,64 5,01 1963 5,32 000"
Su duyarliligs Frkek 748 17,34 5,63
Genel Kiz 1217 117,35 15,37 1963 8,89 .000*

Lrkek 748 1103 19,25

*p<0.05

ve gazete yazilarini okurum’ ifadesinde 6grencilerin 6l¢ek ortalamasi 3,10 olmug-
tur. Tablo 3’te lise 6grencilerinin su okuryazarliklarinin cinsiyete gore analizi gos-
terilmektedir.

Tablo 3. Lise Ogrencilerinin Su Okuryazarliklarinin Cinsiyet Degiskenine
Gore Analizi

Tablo 3’teki bulgular incelendiginde lise 6grencilerinin su okuryazarlig: ge-
nel puanlarimin cinsiyetlerine gore anlaml bir farklik olusturdugu goriilmek-
tedir [t(1963)=8,89, p<0,05]. Ayni sekilde lise 6grencilerinin dl¢egin su tasar-
rufu [t(1963)=10,17, p<0,05], su duyarlilig1 [t(1963)=5,32,p<0,05] ve su bilinci
[t(1963)=3,66, p<0,05] boyutu puanlar1 kiz 6grenciler lehine anlaml farklilik gos-
termektedir. Bagka bir ifade ile lise 6grencilerinin cinsiyeti su tasarruflarinda, bi-
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. 9 sinut 522 39.84 1071 458 003

1 23
2 10.surut 583 39.25 10,77
Su bilimei 311 sruf 484 41,61 10,70
4. 12.5mf 376 40,60 11,19
Toplam 1965 40,24 10,85
1.9 st 522 1845 5,04 1,57 194
210.smaf 583 18,12 4,96
310 siaf 484 17,75 5,83

Suduyarhhf 4, 12smuf 376 1828 541
Toplam 1905 18,15 5,29
1% swuf 522 11368 1805 258 (051
210 st 583 11386 1671
Genel 31l st 484 11630 1599
4 12smf 376 11529 1853
Toplam 1965 114,69 17,29

+p<0.05

lin¢lerinde, su duyarliliklarinda ve su okuryazarligi genel durumlarinda anlamli
bir farkliliga neden olmaktadir. Tablo 4’te lise 6grencilerinin sinif diizeylerine gore
su okuryazarliklarinin Tek Yonliit ANOVA testi sonuglarina yer verilmistir.

Tablo 4. Lise Ogrencilerinin Sinif Diizeylerine Gére Su Okuryazarliklarinin
Tek Yonlit ANOVA Sonuglari

Tablo 4 incelendiginde lise 6grencilerinin su okuryazarlig: genel puanlarinin
6grenim gordiikleri sinif diizeylerine gore anlamli bir farklilik olusturmadig: go-
rilmektedir [F(3,1961)=2,58, p>0,05]. Ayn1 sekilde 6grencilerin sinif diizeyleri
su duyarliligi[F(3,1961)=1,57, p>0,05] puanlarinda da anlaml bir farklilik olus-
turmamaktadir. Ancak 6grencilerin su tasarrufu puanlari sinif diizeylerine gore
anlamli bir farka neden olmaktadir [F(3,1961)=6,52, p<0,05]. Anlaml farkliligin
hangi sinif diizeyleri arasinda oldugu Scheffe testi ile tespit edilmistir. Buna gore
lise 6grencilerinin su tasarrufu puanlari 9.simif 6grencilerinin aleyhine olmak {ize-
re, 9. siif 6grencilerinin su tasarrufu puanlari (=55,39), 11.sinif 6grencilerinin
(=56,93) puanlarina gére anlamli bir farklilik olusturacak kadar diisiik ¢ikmuistir. Su
tasarrufunda oldugu gibi su bilinci boyutunda da sinif diizeylerine gore anlaml bir
farklilik goriilmektedir [F(3,1961)=4,58, p<0,05]. Anlaml: farklilik 10.sin1f 6gren-

cilerinin aleyhine olmak iizere, 10. sinif 6grencilerinin su bilinci puanlari (=39,25),
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1.Okurvazar degil 80 el 1223 369 011" 24

2. Nkoigretim 1009 40,92 10,75
Su balinei 3. Lise a0 39.9% 1078

4, Universite 27a 38,59 1068

Toplam 1965 40,24 1085

1.Okuryvazar degil 80 16,85 589 544 001* 1-4

2. ki gretim e 18,02 536 4
Su 3, Lise a0 18,05 527 34
duyarhhigi 4. Universite 76 1919 475

Toplam 1965 18,15 529

1.0kurvazar degil 80 11,9 2105 125 2%

2 {lkigretim 109 1152 1697

3. Lise &0 1140 1728
Genel 4 Universite 76 1148 17,22

Toplam 1%5 1146 17,29

*p=0.05

11.sin1f 6grencilerinin (=41,61) puanlarina gére anlamli bir farklilik olusturacak
kadar diisiik ¢ikmigtir. Tablo 5’te lise 6grencilerinin anne egitim diizeylerine gére
su okuryazarliklarinin Tek Yonlii ANOVA testi sonuglarina yer verilmistir.

Tablo 5. Lise Ogrencilerinin Anne Egitim Diizeylerine Gére Su Okuryazarlik-
larinin Tek Yonliit ANOVA Sonuglari

Tablo 5¢ gore lise 6grencilerinin su okuryazarlik genel puanlarmin anne
egitim durumuna gore anlamli bir diizeyde farklilasmadigi gorilmektedir
[F(3,1961)=1,25, p>0,05]. Ancak dl¢cegin diger boyutlar: olan su bilinci [F(3,1961)
=3,69, p<0,05] ve su duyarlilig1 [F(3,1961)=5,44, p<0,05] boyutlarina ait puanla-
rin anne egitim durumuna gore anlaml bir fark olusturdugu tespit edilmistir. Bu
farkin hangi egitim diizeylerine sahip anneler arasinda oldugunu bulmak igin Sc-
heffe testi yapilmigtir. Buna gore su bilinci alt boyutunda annesi tiniversite mezunu
olan lise 6grencilerinin puanlar1 (=38,59) annesi ilkogretim mezunu olan 6gren-
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1LO0kurvazar degil 20 1570 607 309 026t 14

2, llksgretim 873 18,04 533 24
Si duyarhibign 3. Lise 66T 18,02 5,339 34

4. Universite 405 1869 5072

Toplam 1265 18,15 5,29

LOkurvazar degal 20 11330 21,28 127 251

I Tkbgretim 873 115,52 17,03

3. Lise 667 114,19 17,00
Genel 4. Universite 05 11377 1B06

Toplam 1965 11469 17,291

p=0.05
cilerin puanlarina (=40,92) gore anlaml fark olusturacak kadar digiiktiir. Bunun
yaninda su duyarlilif1 boyutunda ise annesi iiniversite mezunu olan 6grencilerin
puanlar1 (=19,19) diger egitim kademelerinden mezun olanlarin puanlarina gore
(=16,85/18,02/18,05) anlaml diizeyde yiiksek ¢ikmustir. Tablo 6da lise 6grencile-
rinin baba egitim diizeylerine gére su okuryazarliklarinin Tek Yonlii ANOVA testi
bulgularina yer verilmistir.

Tablo 6. Lise Ogrencilerinin Baba Egitim Diizeylerine Gore Su Okuryazarlik-
larinin Tek Yonlit ANOVA Sonuglari

Tablo 6 incelediginde lise 6grencilerinin su okuryazarlik genel puanlarinin
baba egitim durumuna gére anlamli bir diizeyde farklilasmadig goriilmektedir
[F(3,1961)=1,27, p>0,05]. Ancak dl¢cegin diger boyutlar: olan su bilinci [F(3,1961)
=3,76, p<0,05] ve su duyarlilig1 [F(3,1961)=3,09, p<0,05] boyutlarina ait puanlarin
anne egitim durumuna gore anlamli bir fark olusturdugu tespit edilmistir. Buna
gore su bilinci alt boyutunda babasi tiniversite mezunu olan lise 6grencilerinin pu-
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anlar1 (=38,84) babas: ilkdgretim mezunu olan 6grencilerin puanlarina (=40,95)
gore anlamli fark olugturacak kadar diisiiktiir. Bunun yaninda su duyarlilifi bo-
yutunda ise babasi iiniversite mezunu olan 6grencilerin puanlari (=18,69) diger
egitim kademelerinden mezun olanlarin puanlarina gore (=15,70/18,04/18,02) an-
lamli diizeyde yiiksek ¢ikmustir. Tablo 7'de lise 6grencilerinin not ortalamalarina
gore su okuryazarliklarinin Tek Yonli ANOVA testi sonuglar: gosterilmektedir.

Tablo 7. Lise Ogrencilerinin Not Ortalamalarina Gore Su Okuryazarliklarinin
Tek Yonlit ANOVA Sonuglari

Tablo 7 incelendiginde lise 6grencilerinin not ortalamalarinin su okurya-
zarlik genel puanlar: [F(3,1961)=16,87, p<0,05], su tasarrufu boyutu puanlari
[F(3,1961)=22,23, p<0,05] ve su duyarliligi boyutu puanlar1 [F(3,1961)=25,51,
p<0,05] tizerinde anlamli bir farkliliga neden oldugu goriilmektedir. Anlaml fark-
liligin yonii i¢in yapilan Schefte testine gore;

Not ortalamasi 50-60 arasinda olan lise 6grencilerinin sirastyla su okuryazarlig
genel puanlari, su tasarrufu ve su duyarlilig1 puanlar1 (=110,4/53,99/16,6) not or-
talamasi 61-75 arasinda (=115,1/56,3/18,04), 76-90 arasinda (=117,2/57,81/19,05)
ve 91-100 arasinda olanlara (=116,7/57,54/19,53) gore daha diisiiktiir. Ayni sekilde

not ortala % O- drasindag dall QP [ 011 d a SU OK1 474 g1 0C-
Olgek Okul tiirleri N X S5 F P Anlaml fark
boyutlan (Scheffe Test)
1. Anadalu Lisesi 1042 5723 7Rl 236 005 13
2. Fen Lisesi 178 5706 7,40 1-4
Su tasarrufu 3, Meslek Licesi 183 51,81 1167 2-3
4. Imam Hatip Lisesi 562 5574 B8 34
Toplam 3202 5584 612
1. Anadaolu Lisesi 1042 4044 1103 379 0w 1-2
2. Fen Lisesi 178 38,60 9,69 1-3
3. Meslek Lisesi 183 3855 1282 34
S bilinci 4. lmam Hatip Lisesi 562 4095 1006
Toplam 1965 40,24 1085
1. Anadolu Lisesi 1042 1839 537 159 000 1-2
2. Fen Lisesi 178 1994 450 0 1-3
3. Meslek Lisesi 183 1640 35,82 2-3
Suduyarllis 4, fmam Hatip Lisesi 562 1769 4,99 4
Toplam 1965 1815 529 34
1. Anadolu Lisesi 1042 1160 1702 155 0000 13
2. Fen Lisesi 178 1156 1643 2 2-3
Genel 3, Meslek Lisesi 133 1067 20,72 34
4. Imam Hatip Lisesi 562 1144 1612
Toplam 1960 Tl46 17,29

*p<il.05

nel puanlari ile su tasarrufu puanlar1 (=117,2/57,8) not ortalamasi 50-60 arasinda
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olanlara gore her ikisinde 61-75 arasinda olanlara gore de su duyarliligi puanlarina
gore daha yiiksektir. Lise 6grencilerinin dl¢egin su bilinci boyutuna ait puanlari ise
not ortalamalarina gore anlaml bir farklilik olusturmamaktadir [F(3,1961)=1,02,
p<0,05]. Tablo 8de lise 6grencilerinin 6grenim gordiikleri okul tiiriine gére su
okuryazarliklarinin Tek Yonlit ANOVA testi sonuglar1 gosterilmektedir.

Tablo 8. Lise Ogrencilerinin Ogrenim Gordiikleri Okul Tiiriine Gore Su Okur-
yazarliklarinin Tek Yonliit ANOVA Sonuglari

Tablo 8%e gore lise 6grencilerinin su tasarrufu puanlari [F(3,1961)=23,6,p<0,05],
su bilinci puanlar1  [F(3,1961)=3,79,p<0,05], su duyarlilifn puanlarn
[F(3,1961)=15,90,p<0,05] ve su okuryazarlig1 genel puanlar1 6grenim gordiikleri
okul tiirii gore anlamli diizeyde farklilasmaktadir [F(3,1961)=15,52, p<0,05].

Su tasarrufu boyutunda Meslek Lisesi 6grencilerinin aleyhine olmak iizere,
meslek lisesi 6grencilerinin puanlari ile (=51,81) Anadolu Lisesi (=57,23), Fen Li-
sesi (=57,06) ve Imam Hatip Lisesi (=55,74) 6grencileri arasinda anlamli farklilik
bulunmaktadir. Ayrica Imam Hatip Lisesi (=55,74) 6grencileri ile Anadolu Lisesi
(=57,23) 6grencileri arasinda Anadolu Lisesi 6grencileri lehine anlamli bir farklilik
tespit edilmigtir.

Su bilinci boyutunda Anadolu Lisesi 6grencileri lehine olmak tizere Anado-
lu Lisesi (=40,44) 6grencilerinin puanlar ile sirasiyla Fen Lisesi ve Meslek Lisesi
(=38,60/38,55) 6grencilerinin puanlari arasinda anlamli bir farklilik goriilmektedir.
Ayrica Imam Hatip Lisesi (=40,96) 6grencileri ile Meslek Lisesi (=38,55) 6grenci-
leri arasinda Imam Hatip Lisesi 6grencilerinin puanlar1 lehine anlamli bir farklilik
tespit edilmistir. Su duyarliligi boyutunda Meslek Lisesi 6grencileri aleyhine olma
tizere, Meslek Lisesi 6grencilerinin puanlari (=16,40) ile sirasiyla Anadolu Lise-
si, Fen Lisesi ve Imam Hatip Lisesi 6grencilerinin puanlar1 (=18,39/19,94/17,69)
arasinda anlamli bir farklilik gortilmektedir. Ayrica Fen Lisesi 6grencileri lehine
olmak iizere Fen Lisesi 6grencilerinin puanlari ile Meslek Lisesi ve Imam Hatip
Lisesi 6grencilerinin puanlari arasinda anlamli bir farklilik tespit edilmistir.

Olgek Suile ilgili kurum N X Ss Sd t P

Su tasarrufu Evet 1050 56,98 8,35 1963 3,92 .000*
Hayir 915 55,49 8,45

Su bilinci Evet 1050 40,97 10,70 1963 3,18 000*
Hayir 915 39,41 10,97

Su duyarhihgs  Evet 1050 18,81 5,26 1963 5,99 000*
Hayir 915 17,39 523

Genel Evet 1050 116,7 17,25 330 5,76 .000*
Hayr 915 1123 17,03

*p<0.05

Su okuryazarlig1 genelinde Meslek Lisesi 6grencileri aleyhine olma tizere, Mes-
lek Lisesi 6grencilerinin puanlar1 (=106,7) ile sirasiyla Anadolu Lisesi, Fen Lisesi ve
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Imam Hatip Lisesi 6grencilerinin puanlari (=116,0/115,6/114,4) arasinda anlaml
bir farklilik goriilmektedir. Lise 6grencilerinin su okuryazarliklarinin su ile ilgili
kurum bilme durumlarina yonelik t testi sonuglar1 Tablo 9da gosterilmektedir.

Tablo 9. Lise Ogrencilerinin Su Okuryazarliklarinin su ile ilgili kurum bilme
durumlarina gore analizi

Tablo 9a gore lise Ggrencilerinin su okuryazarligi genel puanlar: su ile il-
gili kurum ismi bilme durumlarina gére anlamli bir farklik olusturmakta-
dir [t(1963)=5,76, p<0,05]. Ayn1 sekilde lise Ggrencilerinin 6lgegin su tasar-

Olgek Gelir durumu N X 5 F P Anlamh fark
boyutlan {Scheffe Test)
1. 0-3000 TL 533 55,81 592 209 099

2 3000-6000 TL 872 56,600 70
Sutasarrafu  TeonnjonODTL 366 5672 756
410000 TL dizeri 194 55,35 10,58
Toplam 1965 56,29 543
1. 0-2000 TL 533 10,97 1071 332 019 14
7 30006000 TL  B72 40,39 10,56
Su bilinci 3. 6000-10000 TL 366 39,% 11,24
410000 TL dizeri 194 38,15 11,58
Toplam 1965 4024 10,85
1.0-3000 TL 533 17,93 526 151 210

2 3000-8000 TL 872 18,24 5,09
Suduyarhlgy 3 6000-10000 TL 366 17,92 571
410000 TL dizeri 194 18,77 542

Toplam 1965 18,15 5,19
1. 0-3000 TL 533 1147 173 1,54 201
2,3000-6000 TL 872 1152 16.84
Genel 3 6000-10000 TL 366 1146 16,71
A 10000 TL dizerd 194 1122 19,94
Toplam 1965 1146 17,23

*p=0.05

rufu [t(1963)=3,92,p<0,05], su bilinci [t(1963)=3,18,p<0,05] ve su duyarlilig
[t(1963)=5,99,p<0,05] boyutlarina ait puanlari da su ile ilgili kurum ismi bilme
durumlarina gore anlamli bir farklilik gostermektedir. Lise 6grencilerinin su ile
ilgili kurum bilgileri su okuryazarligina ait hem genel puanlarinda hem de alt bo-
yutlarina ait puanlarda su ile ilgili kurum bilenler lehine anlaml bir farklilagmaya
neden olmaktadir. Tablo 10da lise 6grencilerinin su okuryazarhiklarinin aile gelir
durumlarina yonelik ANOVA sonuglar1 gosterilmektedir.

Tablo 10. Lise Ogrencilerinin Su Okuryazarliklarinin aile gelir durumlarina
gore analizi
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Tablo 10’a gore lise 0grencilerinin su tasarrufu puanlari [F(3,1961)=2,09,
p<0,05], su duyarliligi puanlar1 [F(3,1961)=1,51, p<0,05] ve su okuryazarligi
genel puanlar: aile gelir durumuna gore anlamli diizeyde farkhilasmamaktadir
[F(3,1961)=1,54, p<0,05]. Su bilinci boyutu puanlar: 6grencilerin aile gelir duru-
muna gore anlaml bir farklilik olusturmaktadir [F(3,1961)=3,32, p<0,05]. Anlaml
farkliligin aile gelir durumu 0-3000 TL olan 6grenciler lehine olmak {izere, 0-3000
TL aile geliri olan 6grencilerin puanlar1 (=40,97) ile aile geliri 10000 TL {izerinde
olan 6grencilerin puanlarina (=38,15) gore daha ytiksektir.

TARTISMA, SONUC VE ONERILER

Kiiresel iklim degisikliginin etkilerinin fazlasiyla hissedildigi giintimiiz diin-
yasinda agir1 niifus artigiyla birlikte suyun 6nemi daha da anlagilir hale gelme-
ye baslamigtir. Ozellikle geng neslin suya olan bakisini tespit etmek bu noktada
onem kazanmaktadir. Ozellikle yogun niifus barindiran biiyiiksehirlerin olasi su
sorunlarinin daha fazla olacag: diisiiniildiigiinden bu ¢aligmada Istanbuldaki lise
ogrencilerin su okuryazarlik diizeyleri ve bu diizeylerini etkileyen faktorler tespit
edilmigtir.

Ankete katilan 6grencilerin su okuryazarliginin alt boyutlarindan su tasarrufu
konusunda 6grencilerin yiiksek, su bilinci konusunda diigiik, su duyarlilig1 konu-
sunda iyi diizeyde olduklar1 genel su okuryazarliklarinin ise iyi diizeyde oldugu
soylenebilir. Olgegi olusturan maddelere verilen cevaplarda ise dgrencilerin ‘Su
kaynaklarinin korunmasi ile ilgili kitaplar okurum’ ve ‘Su konulu dergi ve gaze-
te yazilarini okurum. maddelerine en diisiik katilim sagladig: goriilmektedir. Bu
durum 6grencilerin su ile ilgili bilgileri ilk elden kendi arastirmalari sonucunda
ogrenmeye yonelmediklerini gostermektedir. Halbuki bireylerin kendi ¢abalari
sonucunda ve isteyerek elde ettikleri bilgileri daha fazla igsellestirecekleri diisii-
niildiigiinde bu konuda 6grencilerde bir eksiklik oldugu yorumu yapilabilir. Og-
rencilerin en ¢ok katildiklar1 maddelerin ‘Bosa aktigini gérdigiim musluklar
kapatirim. ve ‘Suyun gelecek nesillere miras birakilacak kadar degerli oldugunun
farkindayim. maddeleri olmalar1 gelecek adina umutla bakilmasina katki sagla-
maktadir. Ogrencilere anaokulundan lise egitiminin sonuna kadar basta hayat bil-
gisi, sosyal bilgiler, cografya ve fen bilimleri dersleri olmak iizere pek ¢ok derste su
ile ilgili olarak bilgiler verilmektedir. Verilen bilgilerin 6grencilerin su tasarrufu
noktasinda biling kazanmasina katki sagladigi soylenebilir. Yu vd. (2021) ¢alisma-
larina katilan kisilerin su okuryazarlik diizeylerinin yiiksek oldugu sonucuna ulas-
muslardir. Johnson & Courter (2020) ¢alismalarinda iiniversite 6grencilerinin su
okuryazarlik diizeylerinin diisiik oldugunu tespit etmiglerdir. Ayrica ¢aligmamiz-
daki 6l¢ek maddelerindekine benzer olarak ¢alismaya katilan kisilerin dus alma
stirelerini kisa tutmaya meyilli olduklarini tespit etmislerdir.
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Lise 6grencilerinin cinsiyete gore su okuryazarliklar: incelendiginde kiz 6gren-
cilerin 6l¢ek genelinde ve alt boyutlarinda erkek 6grencilere gore daha yiiksek bir
su okuryazarligina sahip olduklar1 sonucuna ulagilmistir. S6zcii ve Tiirker (2020b)
caligmalarinda ayni sonuca ulagsmislardir. Johnson & Courter (2020) da ¢aligmala-
rinda kiz 6grencilerin daha duyarli oldugu sonucuna ulagmigalardir. Bu baglamda
kiz 6grencilerinin su konusunda daha duyarl: ve bilingli olmalarinin cinsiyet fark-
liliginin getirdigi kisisel 6zelliklerinden kaynaklaniyor seklinde yorumlanabilir.

Lise 6grencilerinin sinif diizeylerinin su okuryazarlik diizeylerini etkilemedik-
leri sonucuna ulagilmugtir. Ogrencilerin sinif seviyeleri yiikseldikge bilgi diizeyle-
rinin arttig1 distiniildiigiinde su okuryazarlik diizeylerinde de bir artig goriilmesi
beklenebilirdi. Bu sonucun ortaya ¢ikmasinda bilgiden ziyade tutum ve davranis-
lara yonelik bir gelisme veya degisimin olmadig1 sonucu ¢ikarilabilir. Bagka bir
ifade ile 6grencilerin su okuryazarlig: konusunda temel bilgi, tutum ve davranis-
larin daha alt kademelerde sekillendigi sdylenebilir. Bu sonucu destekler nitelikte
olan Tiirker vd. (2022) ¢aligmalarinda da lise 6grencilerinin sinif seviyelerinin su
okuryazarlik diizeylerinde anlamli bir farklilik olugturmadigini tespit etmislerdir.

Anne ve baba egitim diizeyinin lise 6grencilerinin su okuryazarlik diizeylerini
etkilemedigi sonucuna ulagilmistir. Ancak su duyarlilig1 boyutunda anne ve baba
egitim diizeyi yliksek olan 6grencilerin daha ytiksek duyarliliga sahip oldugu so-
nucu ortaya ¢ikmustir. Calismamizdaki sonuglara paralel olarak Tiirker vd. (2022)
de anne ve baba egitim diizeyi yiikseldikge su okuryazarliginin yiikseldigini tespit
etmiglerdir. Bu durum su duyarliligini olusturan maddeler incelendiginde anne ve
babalarin rol model olma noktasinda farklilastig1 seklinde yorumlanabilir.

Not ortalamalar: diisiik olan lise 6grencilerinin su tasarrufu, su duyarlilig: ve
genel su okuryazarliklarinin da disitk oldugu sonucuna ulasilmustir. Baska bir
ifade ile akademik basarisi yiiksek olan 6grencilerin akademik alan diginda da
kendilerini gelistirdiklerine isaret ettigi soylenebilir. Tiirker vd. (2022) ise ¢aligma-
larinda not ortalamalarinin su okuryazarlig: tizerinde etkili bir degisken olmadig1
sonucuna ulagmiglardir. Bu farkliligin olusmasinda yaptigimiz ¢alismanin genis
kapsamli ve farkli okul tiirlerini igeren bir ¢aligma olmasindan kaynaklandig: s6y-
lenebilir. Aile gelir durumunun genel su okuryazarlig: iizerinde bir etkisinin olma-
dig1 sonucuna ulagilmistir. Febriani (2017) ¢alismasinda orta gelire sahip olanla-
rin genel su okuryazarlik diizeyinin diisiik oldugu sonucuna ulagsmistir. Bu sonug
6grencinin dolayli olarak gelirinin diisitk olmasinin su okuryazarligina olumlu ya
da olumsuz bir etki gostermedigine isaret etmektedir. Ancak su bilinci boyutunda
aile gelir durumu en diisiik olan 6grencilerin su konusunda daha bilingli oldugu
sonucu dikkat ¢ekicidir. Su bilincini olusturan maddeler incelendiginde diisiik ge-
lirli ailede yasayan genclerin suyla ilgili aragtirmalara daha c¢ok ilgi duyduklar: ve
aragtirma yaptiklari sonucu 6nemli bir veri olarak goriilmektedir.
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Meslek lisesinde 6grenim goren 6grencilerin su okuryazarhik diizeylerinin diger
okul tiirlerindeki 6grencilere gore daha disiik oldugu sonucuna ulagilmistir. Not
ortalamasi degiskeninde de not ortalamas: yiiksek olan 6grencilerin su okuryazar-
lik diizeyleri yiliksek ¢ikmisti. SPSS’te yapilan analiz sonucunda not ortalamalari
en digiik okul tiriiniin meslek lisesinde oldugu diistintildiigiinde bu sonuglarin
birbirleri ile uyumlu oldugu goériilmektedir. Akademik bagar1 durumunun yanin-
da etkilesimde olunan ¢evrenin de su okuryazarligini etkiledigi diisiiniilebilir. Son
olarak su ile ilgili kurum bildigini belirten lise 6grencilerinin hem alt boyutlar-
da hem de genel su okuryazarliginda kurum ismi bilmeyen 6grencilere gére daha
yiiksek okuryazarliga sahip olduklar: sonucuna ulagilmistir. Bu sonug¢ Sozcii ve
Tiirker’in (2020b) ¢aligmalari ile benzerlik gostermektedir. Kurum ismi bilmenin
sadece biligsel bir diizeyi isaret etmedigini bu bilginin duyarlilig1 da icerdigini ifade
etmek gerekmektedir. Maniam vd. (2021) ifade ettikleri gibi Su okuryazarliginin
sorumlu su kullanicilar: tiretmedeki 6nemli rolii goz ard: edilemez. Bu nedenle,
aktif biligsel katilim, su okuryazarlig1 zincirini kirmak igin kritik 6neme sahiptir.
Su yonetiminin stirdiiriilebilirligi i¢in okuryazar ortamlar gereklidir ve miimkiin
oldugunca erken baglamalidir

Ortaya ¢ikan sonuglar su okuryazarligimnimn akademik basari ile dogrudan iligki-
li oldugu séylenebilir. McCarrol ve Hamman'n (2020, s.2-3) ifade ettikleri gibi su,
sistem karmagiklig1 ve disiplinler arasi yapisi nedeniyle 6zellikle zorlu bir konudur.
Su sistemlerinin hidrolojik temellerinin ¢ogu bilimsel okuryazarlig: temsil ederken,
kiiresel su krizi ayn1 zamanda hem bireyler hem de toplumlar tarafindan etki ve ey-
lemleri icerir ve bilgili bir vatandaslig: tesvik etmek icin disiplinler aras1 okuryazar-
lig1 gerektirir. Bu baglamda su okuryazarlig: suyla ilgili bilgi, tutum ve davraniglarin
doruk noktasidir, 6nemini ve benzersizligini ekolojik veya ¢evresel okuryazarlik gibi
daha yaygin kullanilan diger etiketlerden ayirir. Bu baglamda su okuryazarhgimin
ayr1 bir miifredat kapsaminda degerlendirilmesinin faydali olacag: diisiiniilmektedir.

Bu ¢aligma Tiirkiye'nin en en fazla niifusa sahip sehrindeki lise 6grencilerinin su
okuryazarlik diizeylerini etkileyen faktorleri tespit etmesi agisindan dnemlidir. Bu
calisma 15181nda su okuryazarliginin artirilmasina yonelik farkli 6gretim yontem ve
tekniklerinin kullanilmas1 ve bunlarin test edilmesi 6nerilmektedir. Moreno-Guer-
rero (2020) galigmalarinda su okuryazarligini gelistirme adina tersyiiz edilmis sinif
uygulamasi yontemi kullanarak su okuryazarliginin arttig1 sonucuna ulagmslardir.
Benzer sekilde Ursavas ve Aytar (2018) okul dncesi 6grencilerine yonelik uygulamali
bir ¢aliymada olumlu sonuglara ulagmislardir. Bu baglamda lise 6grencilerine yonelik
olarak su okuryazarligini 6lgecek deneysel ¢aligmalar yapilmasi da dnerilmektedir.

Maniam vd. (2021) ¢aligmalarinda su zengini olarak bilinen Giineydogu Asyada
halkin suda stirdiiriilebilir bir toplumun pargast olmadig1 sonucuna ulasmislardir.
Tiirkiye ise su azlig1 hatta su kithig1 agamasina hizla ilerleyen bir iilke konuma dogru
ilerlemektedir. Bu baglamda calisma sonuglarinin yaninda genel bir degerlendirme
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ile Tlirkiyede su okuryazarligin gelistirme adina stirdiiriilebilir su kullanimin: bas-
ta egitim olmak tizere farkli sektorlerde seferberlik olusturmanin gerekligi oldugu
distintilmektedir.

Cikar Catismasi

Makalenin yazarlar: arasinda, ¢aligma kapsaminda herhangi bir kisisel ve fi-
nansal ¢ikar ¢atigmasi bulunmamaktadir.

Yazar Katkisi
Yazar katki oranlar: Katki Diizeyi: 1. Yazar: %35- 2. Yazar %35-3. Yazar %30
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DETERMINING THE WATER LITERACY LEVELS OF HIGH SCHOOL STUDENTS:
THE CASE OF ISTANBUL

ABSTRACT:

The importance of water, which is our basic food and life source, has increased
even more in recent years. One of the reasons for this situation is the decrease in
the amount of fresh water per capita due to the rapidly increasing world popula-
tion after the industrial revolution. In addition, water pollution brought about by
industrialization, global climate change, and people’s awareness of water are among
the main reasons. Turkey is a country that has water scarcity or water stress. This
water stress is experienced even more in the province of Istanbul, which has the
largest population in Turkey. In addition to the current problems, the main way to
deal with possible problems for the future is to make plans by determining the wa-
ter literacy levels of the young population. In this context, this research aims to de-
termine the water literacy levels of high school students studying in Istanbul. This
study, which was carried out with the instant descriptive survey method, used the
easily accessible sampling method to select high school students for inclusion in
the research. The data obtained with 1965 high school students was analyzed with
SPSS 20. The analysis concluded that high school students are moderately water
literate. In terms of sub-dimensions of water literacy, they had a moderate level of
water awareness and water sensitivity, and a high level of water saving. In addition,
variables such as gender, school type, grade level, parental education level, family
income status had an effect on students’ water literacy levels. In the light of the re-
sults, some suggestions are made, emphasizing the importance of sustainable water
literacy in the province of Istanbul.

Keywords: Water Literarcy, Istanbul, High School Students.
e o 2%
Oz:

Temel besin ve hayat kaynagimiz olan suyun énemli son yillarda daha da art-
mis durumdadir. Bu durumun nedenlerinden bir tanesi sanayi devrimi sonrasinda
hizla artan diinya niifusu nedeniyle kisi bagina diisen tath su miktarinin azalmasi-
dir. Ayrica sanayilesmenin getirdigi su kirliligi, kiiresel iklim degisikligi, insanlarin
suya kars1 biling durumlari da baglica nedenler arasinda yer almaktadir. Tiirkiye de
diinya genelinde su azlig1 ya da su stresi icerisinde yer alan bir iilke konumunda-
dir. Bu su stresi Tiirkiye'nin en fazla niifusuna sahip olan Istanbul ilinde daha da
fazla yaganmaktadir. Mevcut sikintilarin yaninda gelecege yonelik olasi sikintilarla
bas etmenin temel yolu ozellikle geng niifusun su okuryazarlik diizeylerini tespit
ederek planlamalar yapmaktir. Bu baglamda arastirmada Istanbulda 6grenim gé-
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ren lise 6grencilerinin su okuryazarlik diizeylerini tespit etmektir. Anlik betim-
sel tarama modeli yontemi le gerceklestirilen bu aragtirmada aragtirmaya dahil
edilecek lise 6grencileri kolay ulagilabilir 6rneklem yontemi ile se¢ilmigtir. 1965
lise 6grencisi ile elde edilen veriler SPSS 20 ile analiz edilmistir. Analiz sonucunda
lise 6grencilerinin orta diizeyde su okuryazar: olduklar sonucuna ulagilmistir. Su
okuryazarliginin alt boyutlar: acisindan ise su bilinci ve su duyarliliginda orta, su
tasarrufunda yiiksek diizeye sahip olduklar: gorillmiistiir. Ayrica lise 6grencileri-
nin su okuryazarlik diizeyleri tizerinde cinsiyet, okul tiirii, sinif diizeyi, anne-baba
egitim durumu, aile gelir durumu gibi degiskenlerin etkili oldugu tespit edilmistir.
Cikan sonuglar 1g181nda Istanbul ili 6zelinde siirdiiriilebilir bir su okuryazarliginin
onemi vurgulanarak birtakim onerilerde bulunulmustur.

Anahtar Sozciikler: Su Okuryazarhgy, Istanbul, Lise Ogrencileri.

%

INTRODUCTION

Water is essential for all living things. The importance and value of irrigation
water, especially drinking and usage water, and the water needed in various parts of
the industry are obvious. About three-quarters of the earth is covered with water.
Most of the water is in the oceans and seas. In these bowls, which reach a depth of
thousands of meters, salty waters are common on earth, forming large masses. If
the waters are within the land, they are found as lakes, streams and underground
waters. Although some of the lakes are salty, there are freshwater lakes. Some water
is found as solid snow and ice in the high parts of the mountains and in the polar
regions. They are a source that feeds underground and surface waters. Water is a
very important part and indispensable element of any geographical region. Agri-
cultural works develop on the basis of the presence of water, just as it depends
on the availability of water in the first degree, especially in settlements. Likewise,
water has great value in transportation. The value of water is great in the establis-
hment and development of water-based industries. Turkey is located between 36°-
42° north parallels and 26°-45° east meridians, between the equator and the north
pole, but closer to the equator. According to the Koppen-Geiger climate classifica-
tion, Turkey has a Mediterranean climate and the majority of the country is in the
middle latitude climate with mild winters. According to the sub-climate types of
Turkey, except for the Black Sea Region, sub-climate types are dominant in most of
Turkey, where the summer and winter is dry (Oztiirk, Cetinkaya and Aydin, 2017,
p-26). Most of Turkey therefore has a dry summer season and is semi-arid. Turkey
is in one of the regions in the world where precipitation differences are high. Some
years are wet while in some years, the precipitation falls by almost half, bringing
drought. The water used is reduced; the yield of agricultural products decreases,
some of some of which burns; and the economy suffers. The Southeast and Central
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Anatolia regions are where drought is most common. In addition, the metropo-
litan cities, where water consumption for household use, utilities and industry is
high, are most affected by drought. Istanbul is the largest city in Turkey with a
population of more than 15 million according to official data, and one of the few
mega cities in the world. It is very difficult to meet the water needs of a city with
such a huge population.

Istanbul is fed by surface water resources. In order to meet the increasing water
demand due to the increase in the population of Istanbul and the geographical
expansion of its service area, drinking water is supplied from different water basins
stretching from Tekirdag on the European side to Diizce on the Anatolian side. The
main water resources of Istanbul are Omerli, Darlik, Elmali 1-2, Terkos, Alibeykoy,
Biyiikgekmece, Sazlidere, Istrancalar, Kazandere and Papugdere dams. However,
these dams are from time to time insufficient for meeting the city’s water needs.

Water is, of course, our main source of food and life. In addition water serves
us in many areas from the sweaters we wear to the fruits we eat and the electricity
we use. In this context, the popultion’s water literacy is important. The term wa-
ter literacy has recently begun to be used in the literature. Sammel & McMartin
(2014) define water literacy as taking into account the individual water footprint
in daily life and taking action for the sustainable use of water. TUBITAK (2022)
explain water literacy as individuals’ basic knowledge about water, water resour-
ces and all issues including water: the sustainable use of water, its management,
understanding its importance and necessity for life, and using scientific knowle-
dge about water to produce solutions to the problems encountered. According to
Xu, Wang, Wang, and Zhang (2019), water knowledge and water retention are the
main factors affecting citizens’ attitutde to water. In this context, water literacy can
be divided into three sub-dimensions: water saving, water awareness, and water
sensitivity. With water awareness, an individual’s basic information about water
forms their attitude towards it. Water sensitivity refers to the sensitivity shown to
individual and social activities related to water. Water saving means putting the
knowledge and attitudes about water into practice. An individual is water literate if
they know how the water they use daily is distributed and purified, how the quality
and safety of water is maintained, and how much water is used and what exactly it
is used for (TUBITAK, 2020). Water literacy is the ability to appreciate the value
of water, understand the operational characteristics of water supply systems, and
use water resources wisely in the face of water crises (UNESCO). National water
literacy refers to the ability to understand the importance of water conservation
practices and good management, to recognize the need to take specific actions to
protect and value water resources, and to communicate this information effectively
and clearly (Greenough et al., 2001). Water literacy is the pinnacle of knowledge,
attitudes, and behaviors related to water, so it occupies a different position from ot-
her more widely used labels such as ecological or environmental literacy (McCar-
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roll & Hamann, 2020) because water has a prominent role to play in all aspects of
a country’s health, social, governance and economic growth (Maniam, Poh, Htar,
Poon, & Chuah, 2021).

In Turkey, studies on water literacy have been carried out for several years.
Ursavag and Aytar (2018), Ursavas (2020, 2021), Sozcii and Tiirker (2020a, 2020b),
Tiirker, Yitksel and Tuna (2022) conducted studies on water literacy in Turkey. The-
se studies aimed at determining the water literacy of students studying at different
education levels and discussing how to improve their water literacy. In the foreign
literature, in recent years, Moreno-Guerrero, Romero-Rodriguez, Lopez-Belmon-
te, Alonso-Garcia (2020) have investigated the effect of flipped learning practices
on the development of water literacy. McCarroll and Hamann (2020) drew the ge-
neral framework of water literacy and made some classifications and suggestions.
In their study, LaDue, Ackerman, Blaum, and Shipley (2021) investigated the water
knowledge of undergraduate students. Yu, Lin, Lo, Tseng, and Hsu (2021) condu-
cted a study to determine the water literacy levels of Taiwanese people. Maniam et
al. (2021) conducted research on water literacy in Southeast Asia. Mostacedo-Ma-
rasovic, Lally, Petitt, Holly, Forbes (2022) conducted a long-term study to improve
the water literacy of undergraduate students. In their study, Johnson and Courter
(2020) evaluated the water literacy levels of university students. Forbes, Brozovic,
Franz, Lally, and Petitt (2018) conducted a course design study to support the wa-
ter literacy of undergraduate students.

The world population, the number of which took a big leap after the industri-
al revolution, and the unconscious consumption of natural resources for the nut-
rition of this population cause great problems. The unconscious consumption of
water, which is the source of life, and its pollution as a result of industrial activities
have the potential to cause significant problems in the future. With global climate
change, there are serious decreases in the fresh water resources available in some
parts of the world. With the spread of urbanization, the necessity of water mana-
gement is increasing, especially in metropolitan cities. In Turkey, the city of Istan-
bul is faced with serious water problems due to its ever-increasing population and
the increasing threat of drought. In terms of water management, which should be
implemented in different areas, the focus should be on improving the water literacy
of the younger generation. This study aims to determine the factors affecting the
water literacy levels of high school students studying in Istanbul, Turkey’s largest
city, due to the necessity of determining the water literacy levels of young people
and planning accordingly. For this purpose, answers to the following questions
were sought.

Problem Statement: What is the water literacy level of high school students?
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Sub-problems:
1. Does the water literacy of high school students differ significantly by gender?

2. Does the water literacy of high school students differ significantly according
to their grade levels?

3. Does the water literacy of high school students differ significantly according
to their school success score?

4. Does the water literacy of high school students differ significantly according
to their mother’s education level?

5. Does the water literacy of high school students differ significantly according
to their father’s education level?

6. Does water literacy of high school students differ significantly according to
their knowledge of institutions related to water?

7. Does the water literacy of high school students differ significantly according
to their family income?

8. Does the water literacy of high school students differ significantly according
to the type of school they attend?

METHOD
Research Model

This research is a descriptive study based on the scanning model. According
to Karasar (2012), survey models are research approaches that aim to describe a
past or present situation as it exists. In this model, the aim is to describe through
a snapshot of a moment. Since the research aims to describe the water literacy of
high school students as they exist at a certain time, it can be described as an ‘instant
screening’ model.

Working group

The participants in the study are 1,965 high school students studying in diffe-
rent types of high schools in Istanbul. These high schools were selected with the
maximum diversity sampling method, a purposive sampling method. As Yildirim
and Simsek (2013) state, maximum diversity sampling is used to increase the di-
versity of individuals who may be a party to the research problem, and to determi
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ne what kind of similarities and differences exist between diverse situations rather
than generalizing. Using a maximum variation sampling strategy, the evaluator
will not try to generalize the findings to all people or to all groups but will look for
information that explains programmatic variation and important common patter-
ns within that variation (Patton, 1990: p.172). The demographic information of the
high school students included in the research is given in Table 1.

Table 1. Information About Participants

Gender Frequency % Knowledge of water Frequency %o
institution

Female 1,217 6lo Yos 1,050 534
Male 748 381 No al5 16.6
Grade Income status
9th grade 522 266 0-3,000 TL. 533 271
10th grade 583 297 3,000-6,000 TL 872 444
11th grade 484 246 6,000-10,000 TL 366 18.6
12th grade 376 19.1 10,000 TL above 164 9.0
Mother Education School Type
Iliterate 80 41 Anatolian High School 1042 53.0
Primary education 1009 51.3 Science High School 178 91
High School 600 30.5 Vocational High School 183 9.3
Tniversity 276 14.0 Religious vorational hi e

. sdw%:nl 5 e G
Father Education Grade Point Average
Iliterate 20 1.0 50-60 534 252
Primary education 873 444 61-75 600 30.5
High School 66T 33.9 76-90 624 38
University 405 20.6 91-100 207 10.5

Total 195 100.0

Table 1 shows that 61.9% (n=1,217) of the students in the study group were
girls and 38.1% (n=748) were boys. It has been determined that the students are
distributed close to each other according to their grade levels, and that the most
primary school graduates have the same education status as their parents.

The grade point averages of the students were in the range of 76-90 points at the
most (31.8%) and at least between 91-100 points (10.5%). In addition, the level of
knowledge of institutions related to water is close to each other.

Data Collection Tools

The ‘Water Literacy Questionnaire’ prepared by Sozcii and Tiirker (2020a) was
used as a data collection tool. The scale consists of two parts. The first part consists
of students’ personal information and the second part consists of the water literacy
scale. The scale consists of 3 sub-dimensions: water saving, water awareness, and
water sensitivity. There are 13 items in the water saving dimension, 12 items in the
water awareness dimension, and 5 items in the water sensitivity dimension of the
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30-item scale. The scale, which was prepared in a 5-point Likert type (totally agree,
agree, undecided, disagree, strongly disagree), consists of 25 positive statements
and 5 negative statements. The lowest score that can be obtained from the scale is
30 and the highest score is 150. The Cronbach Alpha reliability value of the scale
was .912. The data of the scale was collected online from high school students on a
voluntary basis in February 2022. The online questionnaire was prepared on Go-
ogle forms and delivered to the students by sharing the link address and through
their teachers.

Analysis of Data

The collected data was analyzed with SPSS 20. Since the data was collected th-
rough an online survey, no lost data occurred. Five items with negative item cha-
racteristics were entered into the program with the reverse coding method. The
arithmetic mean of each item in the scale was taken. This average is arranged as
the level of students’ participation in the items. The gap width of the scale was
calculated with the formula (Tekin, 1996) (a=array width/number of groups to be
performed). According to this, the mean values between 1.00-1.79 were, according
to the scales of the arithmetic means, “Strongly disagree”, those between 1.80-2.59
“Disagree’, those between 2.60-3.39 “Undecided’, those between 3.40-4.19 “T ag-
ree” and those between 4.20-5.00 “strongly agree”. The Kolmogrov-Smirnov test
was performed to determine whether the scale data showed normal distribution,
and skewness and kurtosis coefficients were checked, which determined that it had
normal distribution. In the analysis phase of the analyzed data, frequency, mean,
t-test and ANOVA tests were performed on independent groups. Independent
groups t-test technique was used to test the differentiation according to gender and
water institution knowledge, and one-way analysis of variance (ANOVA) was used
to test the differentiation according to other variables. Scheffe, one of the multiple
comparison tests (Post Hoc Test), was used in cases where the homogeneous dist-
ribution of variances was provided, and Tamhane’s T2 test was used in cases where
it was not provided.

Ethics Committee Permission Information

All the rules specified by the “Higher Education Institutions Scientific Resear-
ch and Publication Ethics Directive” were complied with.

Name of the Ethical Evaluation Committee: Ege University Social and Human
Sciences Scientific Research and Publication Ethics Committee

Date of Ethics Evaluation Decision:23/02/2022

Ethics Evaluation Document Issue Number: 02/32-1339
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FINDINGS

In this section, the findings of the data obtained within the framework of the
research problem and sub-problems are given. The findings for each sub-problem
are presented and explained in tables. Table 2 shows the findings of high school
students’ water literacy levels.

Table 2. Water Literacy Levels of High School Students

Parts of the Scale Minimum Maximum )? Ss Scale
Point Point Average
Water saving 13 65 56.29 8.43 4.33
Water awareness 12 60 40.24 10.58 3.35
Water sensitivity 5 25 18.15 5.29 3.63
General 32 150 114.69 17.29 3.82

According to Table 2, the water saving scale averages of the students are 4.33;
water awareness scale averages are 3.35; water sensitivity scale averages are 3.63;
and water literacy general scale averages are 3.82. These values show that the stu-
dents are at the level of “Strongly agree” on water saving, “I am undecided” on wa-
ter awareness, ‘Agree” on water awareness, and “Agree” on water literacy in general.

The items with the highest level of agreement in the water literacy scale, in
other words, the items where the students marked mostly agree and strongly agree
were items 5, 12 and 8, respectively.

In the 5th item, the scale average of the students in the statement “I turn off taps
when I see water being wasted” was 4.61. While the scale average of the students
for the statement “People should be made aware of water conservation” in the 12th
item was 4.60, the scale average of the students was 4.58 in the statement of “T am
aware that water is valuable because it needs to be handed down to future genera-
tions” in the 8th item.

In another sentence with the lowest level of agreement, items 17, 21 and 25
were the items that the students mostly marked as strongly disagree or disagree.
Article 17: “I read books on the protection of water resources”, the scale average of
the students was 2.73. While the scale average of the students in the statement of
“I get information about water-saving car wash systems” in the 21st item was 2.73,
the scale average of the students was 3.10 in the statement of “I read magazines and
newspaper articles on water”, which is the 25th item. Table 3 shows the analysis of
high school students’ water literacy by gender.
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Table 3. Analysis of High School Students' Water Literacy by Gender Variable

The findings in Table 3 show that the general water literacy scores of high
school students are significantly different according to their gender [t(1963)=8,89,
p<0,05]. Likewise, high school students' water saving [t(1963)=10,17, p<0,05], wa-
ter sensitivity [t(1963)=5,32,p<0,05], and water awareness [t(1963)=3,66, p<0,05]
dimension scores show a significant difference in favor of female students. In other
words, the gender of high school students reflects a significant difference in their
water savings, awareness, water sensitivity, and general water literacy status. One-
Way ANOVA test results of water literacy of high school students according to
their grade levels are given in Table 4.

Table 4. One-Way ANOVA Results of High School Students’ Water Literacy by
Grade Levels

Gcale Grade M = & F P Significant
Dimensions  Lewvels = difference
|Scheffe Test)
307 27 3
1. Bh 501 55,30 015 3.0 02 1-3
grade
Water saving 2. 10th
583 56 49 713
EJ'-!dE
3 11th -
454 55.93 730
grade
4 12th
AT Ge.30 4h
grade
Total 1965 5620 543
1. Dt s Lt 4.58  .003* 1-3
22 3954 1071
grade
Water 2 10 o oy
583 39.25 1077
AVrAPETEED grade
3. 11th
& 481 4161 1070
grade
4 12th
37 40.a0 11.1%
grade
Taotal 1,765 4024 1085
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1. Bth 157 194
522 1845 5.04 i
grade
=
i £ jih 83 1812 498
NWater g;a,d,e
sensitivity 3. 11th _ _
484 1775 583
grade
1 17th
75 1828 541
grade
Total 1065 1815 529
— =
Lo 2 113 a5 200 0L
grade
General 2. 10 = X .
83 11358 16.71
grade
ol 481 11630 1599
grade
4. 12tk ) )
a7 115.29 18.53
grade
Total 1965 11468 1718
*p<ll.03

Table 4 shows that there is no significant difference between the general water li-
teracy scores of high school students according to their grade level [F(3,1961)=2,58,
p>0,05]. Likewise, there is no significant difference between the grade levels of the
students” water sensitivity [F(3,1961)=1,57, p>0,05] scores. However, there is a signi-
ficant difference between students’ water saving scores according to their grade levels
[F(3,1961)=6,52, p<0,05]. The grade levels showing a significant difference were deter-
mined by the Scheffe test. High school students’ water saving scores are lower for 9th
grade students (X =55.39), which is significantly different to the 11th grade students»
(X'=56.93) scores. As in water saving, there is a significant difference according to class
levels in the dimension of water awareness [F(3,1961)=4,58, p<0,05]. There was a sig-
nificant difference between 10th grade students (X=39.25) and 11th grade students»
(X=41.61). Table 5 presents the results of the One-Way ANOVA test of water literacy of
high school students according to their mothers education levels.

Table 5. One-Way ANOVA Results of High School Students' Water Literacy by
Mother Education Levels

Scale Mother N — 5 F P Significant
Dimensions  Education A difference
Level (Scheffe
Test)
L. Miterate B0 5553 1015 123 205
2. Primary

. : 1009 5827 B
Water caving  Education

3. High School 600 56.04 B.75
4. University 6 57.10 7.99
Total 1965 56.29 B.43
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1. Hliterate Bl 39.60 1223 369 01 x4
2. Primary
= N 1,009 4092 10.78

Water Education J

AWATeNeEE 3, High School 600 392,96 10,78
4. University 76 3859 1068
Toplam 196 4024 10.85
1. Hliterate B0 1685 5.89 5.44 oo 1-4
2. Primary o P

Water Education Ll L 34

sensitivity 3, High School 600 1805 527
4 University 27 1919 475

Total 1965 1815 5.9
1. Miterate B 11190 2105 125 2%
2. Primary
S 1009 11520 1697
General 3. High Schoal 600 11400 1728
4, Urdversity 278 11480 17.2
Total 1965 11480 1729

*p=.05

Table 5 shows that the general water literacy scores of high school students do
not differ significantly according to their mother’s education level [F(3,1961)=1,25,
p>0,05]. However, the scores of the other dimensions of the scale, namely water
awareness [F(3,1961) =3,69, p<0,05] and water sensitivity [F(3,1961)=5,44, p<0,05],
were determined by the education level mother. There is a significant difference ac-
cording to the education level. Schefte test was used to find out what educational
level this difference is between mothers. Accordingly, in the sub-dimension of wa-
ter awareness, the scores of high school students whose mothers are university gra-
duates (X=38.59) are low enough to constitute a significant difference compared
to the scores of students whose mothers are primary school graduates (X =40.92).
In addition, in the dimension of water sensitivity, the scores of the students whose
mothers are university graduates (X =19.19) were significantly higher than the
scores of those who graduated from other education levels (X =16.85/18.02/18.05).
One-Way ANOVA test findings of water literacy of high school students according
to their fathers education levels are given in Table 6.

Table 6. One-Way ANOVA Results of High School Students' Water Literacy
According to Their Father's Education Levels

Seale Father Education N s 5 F P Significant
Dimension Level X Drifference
(Scheffe
Test)
1. lliterate il 5540 10490 047 F0
2. Primary . _— =
Water saving  Educ ation = et
3. High Schoaol BE7 56.05 a.410
4. University 405 5,23 3.760
Total 1965 56,29 8430
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1, Miterate 20 42,20 11830 3.7 Rl 24
, F Ay B73 4095 10730
Water Education
AWareness 3, High School Ba7 40,12 10650
4. University 405 3854 11.220
Tatal 1965 4024 10,530
1. [iterate 0 15.70 8070 309 026 14
] 872 1804 5.330 i
Water Education 34
sensitivity 3. High School BE7 18.02 5339
4. University 405 1869 5.072
Total 1963 1815 3290
1. Miterate X 11330 21280 127 261
EEAtay §73 11552 17080
Education
General 3. High Schoal BE7 11410 17.000
4. University 405 11377  18.080
Total 1965 114.6% 17.3591
p<il.05

Table 6 shows that the general water literacy scores of high school students
do not differ significantly according to the educational status of their fathers
[F(3,1961)=1,27, p>0,05]. However, the scores of the other dimensions of the
scale, namely water awareness [F(3,1961) =3,76, p<0,05] and water sensitivity
[F(3,1961)=3,09, p<0,05] were determined by the mother. There is a significant
difference according to the education level. Accordingly, in the sub-dimension of
water awareness, the scores of high school students whose fathers are university
graduates (X =38.84) are low enough to constitue a significant difference compared
to the scores of students whose fathers are primary school graduates (X =40.95).
In addition, in the dimension of water sensitivity, the scores of the students whose
fathers are university graduates (X =18.69) were significantly higher than the
scores of those who graduated from other education levels (X =15.70/18.04/18.02).
Table 7 shows the results of the One-Way ANOVA test of water literacy according
to the grade point averages of high school students.

Table 7. One-Way ANOVA Results of Water Literacy According to High Scho-
ol Students' Grade Point Averages
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1.50-60 3 16.67 549 25,51 000~ 1-2
261-75 L) 15.04 535 13
Water 3.76-90 624 19.05 493 14
sensitivity 491-100 207 1953 474 23
Total 1,965 1615 5.29 24
150-60 534 11041 1799 1687 000°F 12
261-75 &0 11513 1736 13
3.76-90 624 117.x2 1595 14
General 451-100 207 116.7§ 1717
Total 1,965 11469 1729

“p<0.05

Table 7 shows water literacy general scores of high school students’ grade ave-
rages [F(3.1961)=16.87, p<0.05], water saving dimension scores [F(3,1961)=22,23,
p<0,05], and water sensitivity dimension scores [F(3,1961)=25,51, p<0,05]. Accor-
ding to the Scheffe test for the direction of the significant difference,the general
grades of water literacy, water conservation, and water sensitivity scores of high
school students whose grade point average is between 50-60 (X =110,4/53.99/16.6),
respectively, are between 61-75 (X =115.1 /56.3/18.04), between 76-90 (X

"=117.2/57.81/19.05), and between 91-100 (X =116.7/57.54/19, 53) is lower.
Likewise, high school students whose grade point average is between 76-90,
respectively, water literacy general points and water saving points (X =117.2/57.8)
compared to those whose grade point average is between 50-60 and between 61-75
in both are higher than the sensitivity scores. High school students> scores on the
water awareness dimension of the scale do not constitute a significant difference
according to their grade point averages [F(3,1961)=1,02, p<0,05]. Table 8 shows
the results of the One-Way ANOVA test of water literacy of high school students
according to the type of school they attend.

Table 8. One-Way ANOVA Results of High School Students' Water Literacy by
School Type

Scale School Type N T s F P Sigmificant
Dimensions X Difference
{5cheffe
Test)
: - - =
1. Anatolian High 1002 s 7aL 236 005 1-3
School
Water saving 2 Science High School 178 57.06 7.0 23
3. Vocational High 34
cchood 133 L5 11.67
4. Religious Vocatiomal — _
62 5574 B.05
High Schocl &
Total 3202 5554 612
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1. Anatolian High 1042 4044 1108 379 (010 1-;”!

School 1-3

2. Soience High School 178 el 969 34
Water 3LV i i
e &ﬂl;’:t’m] High 18 3835 1282

;;hi‘:z;v“dhm s62 4096 1008

Total 1,55 4024 1055

L jeeomnthely Loz 1838 s3y o0 O

School )

2.Science HighSchool 178 1993 450 2-3
Water 3, Vocational Hie 24
sensitivity Schodl gh 183 1640 582 34

4. Rehigious Vocational i p

High Schocl 562 1769 499

Total 1965 1815 529

1. Anatolian High S iR T 13,52 .000% 1-3

School ’ 2-3
General 2. Science HighSchool 178 11560 1643 34

i bopan i 183 10670 2072

School

4. Religious Vocational 562 11440 161

High School

Total 195 1145 1729

*p0.05

According to Table 8, high school students’ water saving scores
[F(3,1961)=23,6,p<0,05], water awareness scores [F(3,1961)=3,79,p<0,05], water
sensitivity scores [F(3,1961)=15,90,p<0,05], and water literacy general scores differ
significantly according to the type of school they attend [F(3,1961)=15,52, p<0,05].

In terms of water saving, to the detriment of Vocational High School students,

the scores of vocational high school students (X' =51,81), Anatolian High School (X

"=57,23), Science High School (X' =57,06), and Imam Hatip High School (X) =55.74)

are significantly different between students. In addition, a significant difference was

found between Imam Hatip High School (X =55.74) students and Anatolian High
School (X'=57.23) students in favor of Anatolian High School students.

In the dimension of water awareness, there is a significant difference between
the scores of Anatolian High School (X' =40,44) students and Science High School
and Vocational High School (X =38.60/38.55) students in favor of Anatolian High
School students. In addition, a significant difference was found between Imam
Hatip High School (X'=40.96) students and Vocational High School (X =38.55)
students in favor of Imam Hatip High School students> scores. In terms of water
sensitivity, the scores of the Vocational High School students (X =16.40) and the
scores of the Anatolian High School, Science High School and Imam Hatip High
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School students (X =18.39/19.94/17.69) to the detriment of Vocational High
School students. In addition, a significant difference was found between the scores
of Science High School students and the scores of Vocational High School and
Imam Hatip High School students in favor of Science High School students. The
scores of Vocational High School students (X =106.7) and the scores of Anatolian
High School, Science High School, and ReligiousVocational High School students
(X'=116.0/115.6/114.4) in water literacy in general, there is a significant difference
between the t-test results of high school students> water literacy and their knowledge
of water-related institutions to the detriment of Vocational High School students,
respectively as shown in Table 9.

Table 9. Analysis of High School Students' Water Literacy according to their
knowledge of institutions related to water

Scale institutions related N e Ss Sd t P
to water X

Water saving  Yes 1,050 56.98 8.35 1,963 3.92 .000*
No 915 55,49 8.45

Water Yes 1,050 40.97 10.70 1,963 3.18 .000*

awareness No 915 39.41 10.97

Water Yes 1,050 18.81 5.26 1,963 5.99 .000*

sensitivity No 915 17.39 5.23

General Yes 1,050 116.70 17.25 330 5.76 .000*
No 915 112,30 17.03

*p<0.05

According to Table 9, the general water literacy scores of high school students
constitute a significant difference according to their knowledge of the water related
institutions [t(1963)=>5,76, p<0,05]. Likewise, high school students’ water saving
[t(1963)=3,92,p<0,05], water awareness t(1963)=3,18,p<0,05], and water sensiti-
vity [t(1963)=5,99,p<0,05] dimensions also show a significant difference according
to their knowledge of the water-related institution name. High school students’
knowledge of water related institutions causes a significant difference in both ge-
neral and sub-dimension scores of water literacy in favor of those who know the
institution related to water. Table 10 shows the ANOVA results for the family inco-
me status of high school students’ water literacy.
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Table 10. Analysis of High School Students' Water Literacy by family income
status

Scale Income Status N - -] F P Significant
Dimensions X Difference
[Scheffe Test)
1. 0-3,000 TL 533 535.81 B.92 2.09 059

. ) 2. 3,000u6,000 TL B72 56,60 789
Watersaving 73 g 010,000 TL 366 56.72 756
4. 10,000 TL above 194 35,25 10.58

Total 1,965 36,29 843
1. 0-3,000 TL 533 40,97 1071 332 019 14
230006000 TL 872 4039 1056
Water 3.6,000-10,000 TL 366  39.96 11.24
awareness 4. 10,000 TL above 194 3815 1158
Total 1,965 4024 1085
1. 0-3,000 TL 533 17.93 526 151 210
230006000 TL 872 1824 5.09
Water 3.6000-10000 TL 366 1792 571
sensitivity 4. 10,000 TL above 194 18,77 542
Total 1,965 1815 529
1. 0-3,000 TL 533 114.70 1734 154 201
2. 3,000-6,000 TL 872 115,20 16.84
Genel 3.6000-10000 TL 366 1146 16.71
4.10,000TL above 194  112.2 19.54
Total 1965 114.6 17.2%

o005

According to Table 10, high school students’ water saving scores
[F(3,1961)=2,09, p<0,05], water sensitivity scores [F(3,1961)=1,51, p<0,05], and
water literacy general scores do not differ significantly according to family in-
come status [F(3,1961)=1,54, p<0,05]. The water awareness dimension scores
constitutes a significant difference according to the family income status of
the students [F(3,1961)=3,32, p<0,05]. The significant difference is in favor
of students with a family income of 0-3,000 TL, and the scores of students
with a family income of 0-3,000 TL (X'=40.97), and the scores of students with
a family income of over 10,000 TL (X =38.15) is higher.

DISCUSSION, CONCLUSION AND RECOMMENDATIONS

In today’s world, where the effects of global climate change are felt, the
importance of water has become more understandable with the increase
in population. It is therefore important to determine the view of the young
generation towards water. In this study, water literacy levels of high scho-
ol students in Istanbul and the factors affecting these levels were deter-
mined, since it is thought that the possible water problems will be more
especially in metropolitan cities with a dense population.

OMU EFD, 2022, Cilt 41, Say1 1, Sayfa:325-380



Murat Miicahit YENTUR, Ufuk SOZCU, Duran AYDINOZU SVA

The students participating in the survey have a high level of water sa-
ving, a low level of water awareness, a good level of water sensitivity, and
a good level of general water literacy, which is one of the sub-dimensions
of water literacy. In the answers given to the items that make up the scale,
the students have the lowest participation in the items “I read books on
the protection of water resources” and “I read magazines and newspaper
articles on water”. This situation shows that students do not tend to learn
water-related information first hand as a result of their own research.

However, when it is considered that individuals will internalize the in-
formation they have obtained voluntarily as a result of their own efforts, it
can be interpreted that there is a deficiency in students in this regard. Stu-
dents most agree with are “I turn off taps when I see water being wasted”
and “I am aware that water is valuable because it is handed down to fu-
ture generations.” From kindergarten to the end of high school education,
students are given information about water in many courses, especially
life studies, social studies, geography and science courses. It can be said
that the information given contributes to the students” awareness of water
saving. Yu et al. (2021) conclude that the people who participated in their
study had high water literacy levels. In their study, Johnson and Courter
(2020) found that university students have low water literacy levels. In
addition, they found that, similar to the scale items in our study, the parti-
cipants in the study tended to keep their showering time short.

Examination of the water literacy of high school students by gender
showed that female students had a higher water literacy than male stu-
dents in the scale and in its sub-dimensions. Sozcii and Tiirker (2020b)
reached the same conclusion in their study. Johnson and Courter (2020)
also conclude that female students are more sensitive in their studies. In
this context, it can be interpreted that female students are more sensitive
and conscious about water due to their personal characteristics brought
about by gender difference.

It was concluded that the grade levels of high school students do not af-
fect their water literacy levels. Considering that students” knowledge levels
increase as their grade levels increase, an increase in water literacy levels
could be expected. Given this result, it can be concluded that there is no
development or change in attitudes and behaviors rather than knowledge.
In other words, it can be said that students” basic knowledge, attitudes,
and behaviors about water literacy are shaped at lower levels. Supporting
this result, Tuirker et al. (2022) also found that high school students” grade
levels did not have a significant difference in their water literacy levels.
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It was concluded that the education level of the parents did not affect
the water literacy levels of high school students. However, in the dimen-
sion of water sensitivity, it was concluded that students with higher edu-
cation levels of parents had higher sensitivity. In parallel with the results
of our study, Tiirker et al. (2022) also found that as the education level
of the parents increased, the water literacy increased. This situation can
be interpreted as the difference between mothers and fathers in terms of
being role models when the substances constituting water sensitivity are
examined.

It was concluded that high school students with low grade point avera-
ges also had low water savings, water sensitivity and general water litera-
cy. In other words, it can be said that students with high academic success
indicate that they improve themselves outside the academic field. Turker
et al. (2022), on the other hand, conclude that grade point averages are not
an effective variable on water literacy. It can be said that this difference is
due to the fact that our study is a wide-ranging study that includes diffe-
rent types of schools. It was concluded that family income status does not
have an effect on general water literacy. Febriani (2017) concludes in his
study that the general water literacy level of those with middle income
is low. This result indicates that the low income of the student indirectly
does not have a positive or negative effect on water literacy. However, it
is noteworthy that the students with the lowest family income in terms of
water awareness are more conscious about water. Examining the items
that create water awareness shows that young people living in low-income
families are more interested in and do research on water.

It has been concluded that the water literacy levels of the students stud-
ying at vocational high schools are lower than the students in other school
types. In the variable of grade point average, the water literacy level of the
students with a high grade point average was also high. As a result of the
analysis made in SPSS, considering that the school type with the lowest
grade point averages is in vocational high school, these results are compa-
tible with each other. In addition to academic success, the environment in
which one interacts can be considered to also affect water literacy. Finally,
it was concluded that high school students who stated that they knew the
institution related to water had higher literacy in both sub-dimensions and
general water literacy than the students who did not know the name of the
institution. This result is similar to the studies of Svzcii and Tiirker (2020b).
It should be stated that knowing the name of the institution does not only
indicate a cognitive level but also includes sensitivity. Maniam et al. (2021)
argue that the important role of water literacy in producing responsible
water users cannot be ignored. Therefore, active cognitive engagement is
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critical to breaking the chain of water literacy. Literate environments are
essential for the sustainability of water management and should start as
early as possible.

The results suggest that water literacy is directly related to academic
success. As McCarrol and Hamman (2020, p.2-3) state, water is a particu-
larly challenging issue due to its system complexity and interdisciplinary
nature. While many of the hydrological foundations of water systems rep-
resent scientific literacy, the global water crisis also involves impact and
action by individuals and societies alike, and requires interdisciplinary
literacy to foster an informed citizenship. In this context, water literacy is
the pinnacle of knowledge, attitudes, and behaviors related to water, dis-
tinguishing its importance and uniqueness from other more widely used
labels such as ecological or environmental literacy. In this context, it is
thought that it would be beneficial to evaluate water literacy within the
scope of a separate curriculum.

This study is important in terms of determining the factors affecting the
water literacy levels of high school students in the most populated city of
Turkey. In the light of this study, it is recommended to use and test diffe-
rent teaching methods and techniques to increase water literacy. In their
study, Moreno-Guerrero et al. (2020) reached the conclusion that water
literacy increased by using the flipped classroom practice method in order
to improve water literacy. Similarly, Ursavas and Aytar (2018) achieved
positive results in an applied study for preschool students. In this context,
it is recommended to conduct experimental studies to measure water lite-
racy for high school students.

Maniam et al. (2021) conclude in their study that people in Southeast
Asia, known as water-rich, are not part of a water-sustainable society. Tur-
key, on the other hand, is moving towards the position of a country that ra-
pidly progresses to the stage of water scarcity. In this context, besides the
results of the study, it is thought that it is necessary to mobilize sustainable
water use in different sectors, especially education, in order to improve
water literacy in Turkey with a general evaluation.
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