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Degerli okuyucular,

Dergimizin 11. cilt 2. sayisin siz degerli okuyucularimizla bulusturmanin mutlulugunu
yastyoruz. Her yeni sayida oldugu gibi bu sayimizda da cesitli disiplinlerden 6zgiin ve
titizlikle hazirlanmig bilimsel ¢alismalar1 bir araya getirdik. Yayin siirecimiz boyunca
gostermis oldugunuz ilgi, katkilar ve destek bizlere biiyiik bir motivasyon kaynagi
olmaktadir.

Bu sayimizda, egitimden toplumbilimlere, teknolojiden dil 6gretimine kadar genis bir
yelpazede ele alinan makaleler, bilime katki sunmanin yani sira toplumsal fayda saglamay1
da hedeflemektedir. Aragtirma ve incelemelerin, hem akademik diinyaya hem de pratik
uygulamalara 151k tutacagma inanmiyoruz. Ozellikle, ¢agimizin dinamiklerine uygun
konulara yonelik yapilan caligmalar, bilimsel gelisimin siirdiiriilebilirligi agisindan son
derece onemlidir.

Dergimizin temel ilkelerinden biri, bilimsel bilginin paylasimini saglamak ve akademik
caligmalara katkida bulunmaktir. Bu baglamda, her bir makalenin detayli bir hakem
degerlendirme siirecinden gectigini ve bilimsel etik ilkelerine uygun olarak yaymlandigini
belirtmek isteriz. Bu siirece katkida bulunan degerli hakemlerimize ve yayin kurulu
tiyelerimize goniilden tesekkiir ediyoruz.

Dergimizin bu sayisinin, akademik diinyada yeni tartismalar baglatmasini, bilimsel bilgi
birikimini artirmasin1 ve uygulamaya yonelik degerli sonuglar ortaya koymasini temenni
ediyoruz. Umut dolu bir gelecek icin bilimin rehberligine her zamankinden daha ¢ok
ihtiyag duydugumuz bu donemde, siz degerli okuyucularimizin katkilarmin bilime ve
topluma yon verecegine dair inancimiz tamdir.

Bu vesileyle, 6niimiizdeki sayilarimizda da birlikte olmay1 iimit ediyor, katkilariniz i¢in
simdiden tesekkiir ediyoruz. Dergimizin akademik yolculuguna eslik ettiginiz i¢in
minnettarli§imizi sunariz.

Saygilarimizla,

Mugla Sitkt Kogman Universitesi Egitim Fakiiltesi Dergisi Yaymn Kurulu adina

Prof. Dr. Ugur Dogan (Editor)



Mugla Sitki Kogman Universitesi Egitim Fakultesi Dergisi Journal of Education

Bu Sayida Gorev Alan Hakemler

Sira Hakem

Kurum

Z,
> Mugla Sitki Kogman Universitesi Egitim Fakiiltesi Dergisi - Journal of Education
v e !
\f\Q

1 Abdullah Gokdemir Mugla Sitkt Kogman Universitesi

2 Bayram Tay Hacettepe Universitesi

3 Erol Duran Usak Universitesi

4 Derya Cobanoglu Aktan Hacettepe Universitesi

5 Fatma Oztiirk Dagabakan Atatiirk Universitesi

6 Gileser Korkmazer Trakya Universitesi

7 Hakan Akdag Mersin Universitesi

8 Hakan Kogar Akdeniz Universitesi

9 Havvaana Karadeniz Ahi Evran Universitesi

10 Lokman Tanrikulu Nevsehir Hac1 Bektas Veli Universitesi
11  Mehmet Siikrii Bellibag Adiyaman Universitesi

12 Muhammet Yasar Yiizli Zonguldak Biilent Ecevit Universitesi
13 Ozen Yildirim Pamukkale Universitesi

14 Seher Yarar Kaptan Recep Tayyip Erdogan Universitesi
15  Serife Giines Yakin Dogu Universitesi

16  Tahir Balci Cukurova Universitesi

17 Turan Paker Pamukkale Universitesi

18  Zeliha Tuguz Mersin Universitesi

Tiim Hakemlere katkilarindan dolay1 tesekkdir ederiz.

Dergi Editorii
Prof. Dr. Ugur Dogan



Mugla Sitki Kogman quversitesi Egitim Fakdiltesi Dergisi - Journal of Education
Mugla Sitki Kogman Universitesi Egitim Fakultesi Dergisi Journal of Education

Icindekiler / Content

Baslik — Yazar / Title -Author Sayfa / Page

Correction: Investigation of Parents' Experiences about the Inclusive Education of Turkish Students
with Special Educational Needs in England

Diizeltme: Ingiltere'de Ozel Egitim Ihtiyac1 Olan Tiirk Ogrencilerin Kaynastirma Egitimine iliskin
Ebeveyn Deneyimlerinin Incelenmesi

Correction Article

. 138-155
Tansu Ince Cakan

The Effect of Teaching Social Studies Course with Demonstration Method on Course Success and
Attitude towards the Course )

Sosyal Bilgiler Dersinin Gosteri Yontemi ile Islenmesinin Ders Bagarisina ve Derse Yo6nelik Tutuma
Etkisi

Research Article

Murat Salur & Zafer Cakmak 156-181

The Effect of Whether the Item Contains Visuals or Not on Item and Test Statistics Research Article
Maddenin Gorsel Igerip Igermemesinin Madde ve Test Istatistiklerine Olan Etkisinin Incelenmesi

Sibel Aydogan & Tuba Giindiiz 182-206

Extensive Writing in Tertiary Education Research Article
Universite Egitiminde Kapsamli Yazma
Behget Erden & Perihan Korkut

207-228

On the Relationship of Sociolinguistics to Language Teaching Derleme
Toplumdilbilimin Dil Ogretimiyle Iligkisi Uzerine

Mehmet Kahraman 229260

The Effect of Using the Augmented Reality Technology on Student’s Achievements and Motivations Research Article
Against the Course in Science Education
Artirlmis Gergeklik Teknolojisi Kullaniminin Fen Egitiminde Ogrenci Basarilarina ve Derse Kars1
Motivasyonlarina Etkisi

Saliha Sariyildiz, Pasa Yal¢in & Sema Altun Yalgin = 261-292

Primary School Teachers' Self-Efficacy Beliefs in Organizing Trips in Life Science Course and Research Article
Their Evaluations About Out-of-School Learning
[lkokul Ogretmenlerinin Hayat Bilgisi Dersinde Gezi Diizenleyebilme Oz Yeterlik inanglari ve Okul
Dis1 Ogrenmeyle ilgili Degerlendirmeleri
Bayram Tay & Gamze Nur Dogan 293-336

Evaluation of the Curriculum Implemented in the German Language and Literature Undergraduate ~ Rescarch Article
Program Based on Students' Opinions: The Case of Firat University
Alman Dili ve Edebiyati Lisans Programinda Uygulanan Ogretim Programinin Ogrencilerin
Goriisleri Dogrultusunda Degerlendirilmesi: Firat Universitesi Ornegi
Fatma Karaman 337-374



= ’ MSKU Journal of Education
ISSN 2148-6999 Volume 11, Issue 2, (2024) November

Research Article

Investigation of Parents' Experiences about the Inclusive
Education of Turkish Students with Special Educational
Needs in England!

Tansu INCE CAKAN?

Abstract
This qualitative study explores the experiences of Turkish parents whose
children with special education needs (SEN) attending inclusive settings
About the article in England. Despite a growing interest in inclusive education,
international parents' perspectives on the effectiveness and quality of
such education have received limited attention. The study emphasizes
the importance of considering the experiences and perceptions of non-
Accepted: 17.04.2024 native parents in planning and implementing inclusive programs, as
. their perspectives contribute to the development of culturally responsive
Published: 15.05.2024 inclufive ia’ucation. Four Turkish parentﬁ7 who have children with SEN
participated in semi-structured interviews, revealing five themes related
to their experiences with their children's inclusion. The findings indicate
mixed experiences with inclusive education in England, validating some
findings from existing literature. The study suggests that living in

Received: 11.12.2023

K d
I_neé%e ducation England had both positive and challenging impacts on the inclusive
parental satisfaction education of SEN children, and the differences between Turkish and

British educational systems presented certain difficulties. Additionally,
the professional views towards individuals from different ethnic
backgrounds influenced the experiences of Turkish parents living in
England, as reported by the participants. Taken together, these results
stimulate useful considerations to promote better practices in inclusive
education.

Ince Cakan, T. (2024). Investigation of Parents' Experiences about the
For Citation Inclusive Education of Turkish Students with Special Educational Needs
in England. MSKU Journal of Education, 11(2), 138-155.DOI:
10.21666/muefd.1403529

multicultural parents

In recent times, there has been a growing emphasis on inclusion in various societies, driven by its
perceived role in fostering social cohesion (Armstrong et al., 2011). Additionally, it is viewed as a
strategy to support reform and embrace diversity (Ainscow, 2005). The concept of inclusion aims to
enhance the participation of students with SEN in regular curricula by adapting it to their needs, thereby
reducing their effective exclusion from local school communities. A notable shift from integration,
referring to the placement of students with special education needs (SENs) into mainstream settings
without any provisions for children with special needs (Vanderpuye, 2013), to inclusion has occurred in
various nations, such as the United States, the United Kingdom, the Scandinavian countries, and Turkey.
This shift involves actively involving special needs students in regular settings, moving beyond mere
physical presence in mainstream classrooms, as increasingly observed (de Boer et al., 2010, Lamport et
al., 2012).

In 2023, national statistics on special educational needs in England, as reported by the Department for
Education (DfE, 2023), indicate that a total of 1,572,555 students received SEN support, including those
with and without an Education, Health, and Care Plan. This represents an increase of more than 87,000
in the number of students with SEN compared to the previous year. The sheer magnitude of this figure
suggests a likely increase in the proportion of students with SEN within regular education in England.

' This study was derived from the author's master's thesis.
2 University of Plymouth, tansu_incel9@hotmail.com, ORCID: 0009-0007-1061-4363
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However, it is important to note that the growth of inclusive education and the higher enrolment numbers
do not necessarily provide insights into the quality and success of such educational initiatives (Frazeur
Cross et al., 2004). In other words, focusing on qualitative developments may be more useful than
numerical data.

Understanding the key factors influencing success in the inclusive education process is crucial for
fostering a more inclusive school environment (de Boer et al., 2010). The importance of families, who
have a great role in the application of the knowledge acquired in inclusive education in daily life and in
ensuring the permanence of these skills, in the success of inclusive education cannot be discussed (Erden
& Aslan, 2022). Frazeur-Cross et al. (2004) emphasizes that parents, who bear the primary responsibility
for supporting their children's development, exert a significant impact on the implementation of
inclusion. Stevens and Wurf (2020) emphasise that parents are the most important advocates for their
children's education and their involvement in education reform is vital. Moreover, Vanderpuye (2013)
indicate that programmes are likely to achieve greater success and durability when parents actively
participate in the action team. Therefore, it is unsurprising that numerous studies, considering various
countries, have explored parents' experiences, attitudes, perceptions, and satisfaction regarding their
children's education (e.g.,Bitterman et al., 2008, de Boer et al., 2010, Freeman et al., 1999, Leyser and
Kirk, 2004, Réty and Kasanen, 2007). On the contrary, it can be a critical resource when it is considered
as a means to improve inclusive education.

Research confirms that the majority of parents of children with special educational needs and typically
developing children have a positive view of inclusive education (de Boer, Pijl and Minnaert, 2010;
Elkins et al., 2003; Freeman et al., 1999; Stevens and Wurf, 2020). For instance, Narumanchi and
Bhargava (2011) found that many parents endorse inclusive education due to its positive impact on
students' language, social, and motor skills, its support for friendships, and the provision of positive role
models. In other words, the fact that inclusive education enables children to gain social life skills through
real life experiences (Kogyigit, 2015) is one of the main reasons why parents view this education
positively. Significantly, Elkins et al. (2003) underscores the idea that the elevated expectations and
increased mental stimulation in regular educational settings contribute to improved academic
achievement and functional skills in children. Therefore, it can be said that the effect of inclusive
education on children's development shapes parents' perspectives.

However, despite numerous investigations indicating substantial parental favourability towards
inclusive education, many parents have voiced reservations and concerns about its implementation.
Fears of verbal and physical abuse by classmates who are typically developing, social marginalisation,
teasing, poor instruction, slow academic achievement, and the attitudes of mainstream teachers towards
children with special education needs are some of the concerns that may arise (Leyser and Kirk, 2004).
Palmer et al. (2001), for instance, found that some parents felt that their children had not received enough
academic or social support in regular classes. According to a parent who participated in the study,
teachers in mainstream schools tend to focus more on the academic curriculum than on individual
training or life skills that are vital for children with special education needs. Runwick- Cole (2008), in
her study conducted in England, found that parents believed that almost all their children with moderate
learning difficulties attending inclusive classes were taught by assistant teachers. According to Gilmore,
Campbell, and Cuskelly's (2010) study, most parents of children with Down syndrome believed that
their children's requirements would be better served in classrooms with separated classrooms. This belief
reflects parents' concerns about teachers' need for ongoing training in inclusive education and their
ability to provide individualised instruction (Stevens and Wurf, 2020). However, other reasons for
negative parental views on inclusive education are the belief that children with special needs are not
welcomed by classroom teachers in mainstream classes, big class sizes, difficult learning environments
and teachers' limited willingness to address the varied needs of every student. (Elkins et al., 2003).

In addition to exploring parents' perceptions and views on inclusion for their special needs children (e.g.
Elkins et al., 2003; Gilmore et al., 2010; Parsons et al., 2009b; Stevens and Wurf, 2020), there is also a
focus in the literature on parental satisfaction with this educational setting. For example, Freeman et al.
(1999) conducted a comprehensive study and found that while all parents were satisfied with their
children's present educational placements, parents whose children had special education needs and were
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enrolled in regular classes tended to be more satisfied. Parsons et al. (2009a), on the other hand,
discovered in another thorough study that parents of SEN students whose children attended special
schools were the most contented parents. The literature suggests a number of variables to mediate the
degree of satisfaction with inclusive education, some related to the child's features such as having severe
or mild disabilities (Leyser and Kirk, 2004) and the type of disability they have (Kasari et al., 1999).
However, Zanobini et al. (2018) did not find any link between specific types of disability and parental
satisfaction in their study. Moreover, parental satisfaction was found to be correlated with additional
aspects, such as parents' perceptions of their involvement in their children's education and the school's
atmosphere (Laws and Millward, 2001) and others related to contextual factors like the parents' cultural
background (Sontag and Schact, 1994). Also, Lovitt and Cushing (1999) emphasize that one of the keys
to the successful education of students is communication and collaboration between parents and
educators. In conclusion, the limited number of family satisfaction studies in the field of special
education and contradictory findings indicate the need for further research in this field.

Studies reveal the effects of culture in education. Herring and White (1995) state that there might be
variations in students' cognitive learning processes due to their ethnic origin. Each society has its own
cultural values, beliefs and priorities and these elements deeply influence the educational process. For
this reason, it is emphasised that the concept of multiculturalism should be a part of the education system
to support the development of individuals, especially in countries consisting of multicultural societies
(Cirik, 2008) where there are two or more cultural communities (Alan, 2022). Advocates of multicultural
education argue that the education system of a country should meet the needs of everyone living in that
country and provide equal opportunities in education for all social segments (Agikalin, 2010). In fact,
this is the main purpose of inclusive education practices, which states that education should be equal
and fair for everyone for individuals to benefit from education in the best way and realise their potential.
By saying "everyone", Bauer (2009) means not only students with SEN, but also anyone who is exposed
to any disadvantage or at risk of exclusion, such as minority ethnic and belief groups, asylum seekers
and refugees, gifted and talented students.

As stated by Alan (2022), the UK is one of the multicultural countries. According to the data of the UK
Office for National Statistics 2021 (ONS, 2022), 16.8 per cent of the population consists of immigrants.
This represents a significant proportion of the immigrant population in the country and reflects the
diversity and multiculturalism of the UK. In this context, in order to improve the quality of inclusive
education in England, it is important to understand the views of children from different ethnic
backgrounds and their families about inclusive education. Taking these views into account can
contribute to efforts to provide a more inclusive and effective educational environment. Therefore, in
order to give Turkish parents a voice in the evaluation of educational services in England, it is crucial
to explore their experiences of inclusive school practices. Consequently, this study aims to contribute to
the existing literature by delving into the experiences of multicultural parents who play vital roles in the
success of inclusion programs in England.

The primary objectives are to address the following questions:

e What are the perceptions of Turkish parents living in England regarding inclusive education for
their children with SEN?

e How does living in a foreign country influence the experiences of these parents in relation to
their child's inclusive education?

Method

Research Design

In this study, a qualitative research approach was adopted. Qualitative research is “an ascribe to
explore and understand the meaning that individuals or groups attribute to a social or human problem”
(Creswell, 2014, p.4). This study will try to understand the experiences of Turkish parents living in
England about their children's inclusive education. In order to realise this aim, a case study, which is
one of the qualitative research designs, was used. Johnson and Christensen (2014, p. 104) stated that
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the case study method refers to "research that provides a detailed account and analysis of one or more
cases". In this context, Turkish parents' perceptions of inclusive education in England were analysed.
The ethical aspects of the research were approved by the Research Ethics Committee of the University
of Bristol and registered with reference number 4868.

Participants

The study employed a purposive sampling method in line with its objectives, a commonly favoured
approach in qualitative research for identification and selection cases rich in information relevant to the
topic (Palinkas et al., 2015). This method is particularly useful for including individuals with specific,
limiting and sometimes hard-to-reach qualities (Y1ldiz, 2017). In this regard, participants were carefully
chosen based on criteria such as being of Turkish origin living in England and having a child with SEN
in an inclusive setting. In light of this, four participants were chosen to best represent the study's goals.
For case studies, four participants are a suitable amount (Creswell, 2014). The characteristics of the
participants and their children are outlined in Table 1.

Table 1. Characteristic of participants and their children

N = o~
5 2 2T & 2. 5 8 S E R
c = = B = 8= = S o S == o .=
O 5 o S5 © QO — 5 g = ° = En @58 o &
R E® & S2x 2 $ £ = ESE &3
O & Fal< =23& z& < O & FET ~E
P1 9 29  Primary Alvin 8 3 Down 3 years Part time
(Mother) Syndrome
P2 35 60  High School Darcy 127 Down 6 years Full time
(Father) Syndrome
P3 27 50  2-years-higher Edward 14 9  Asperger’s 3 years Full time
(Mother) Education Syndrome
P4 4 48  Bachelor’s Jacob 9 4 ADHD 2 years Part time
(Mother) degree

According to Table 1, it can be observed that the participants' children are boys with SEN aged between
8 and 14, attending either part-time or full-time inclusive education. Two of the children have Down
syndrome, one has Asperger's syndrome, and the other has been diagnosed with attention deficit
hyperactivity disorder (ADHD). Additionally, most of the participant parents are female, with only one
male participant. The duration of the participants' residency in England varies between 4 and 35 years.

Data Collection Method

In qualitative research, interviews hold significant importance due to their role in allowing participants
to express their experiences, understandings, and insights as verbal (Davies, 2010; Ritchie et al.,
2013). Among various qualitative interview formats, a semi-structured approach was chosen for this
study. This format provides a protocol to adhere to while also offering opportunities for follow-up
questions based on the interviewees' responses. As a result, it is widely regarded as a popular tool in
qualitative research, enabling participants to communicate openly while allowing researchers to delve
deeply into topics and facilitate meaningful interactions (Davies, 2010). Therefore, the data were
collected through face-to-face, one-to-one semi-structured interviews. The interviews were audio
recorded with the permission of the participants.

Participants were given an information sheet, which described the intended study and provided the
researcher’s contact information, and invited to sign an informed consent form, which all were willing
to do. Additionally, participants were given the option to choose the interview location. Each interview
commenced with general small talk to establish communication, followed by the protocol including 20
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basic questions gathered around 10 topics such as " What factors do you think have been barriers to
their school experience?", "What are the effects of living in England in terms of your child's education?",
"What was the challenges/benefits of being international?" to elicit parents' experiences of inclusive
education for their children with special needs. The interviews lasted 45 minutes on average, but some
parents exceeded this time by giving more detailed explanations. On the other hand, one parent was not
able to respond sufficiently even to the probing questions asked to elicit more detailed answers, and the
interview lasted less than 45 minutes because she could not fully explain her experiences.

Semi-structured interview questions were developed by incorporating insights from the literature and
then shared with field experts working in the University of Bristol. Any questions that were unclear
were revised based on the feedback and recommendations provided by the experts.

Data Analysis

The data in this study were interpreted using thematic analysis, which “involves, discovering,
interpreting and reporting patterns and clusters of meaning within the data” (Ritchie et al., 2013). This
analysis method involves the following steps: Firstly, interviews conducted via audio recordings were
transcribed into written form as raw data. The process of transcribing and analysing data is a challenging
yet exciting phase in qualitative research (Ritchie et al., 2013). The transcripts were read repeatedly to
become familiar with the content of the data. Subsequently, potential overarching codes referring to the
experiences of Turkish parents regarding inclusive education were assigned. Following this process,
irrelevant and unnecessary information was eliminated, and potential codes were narrowed down to
form a set of common codes and themes. Combining the four transcripts under general themes was
overall challenging due to their uniqueness and differences. However, despite these challenges, based
on the identified common codes and themes, a final set of five themes was determined.

Findings

The primary focus of the current study was to delve into the experiences of Turkish parents regarding
the inclusive education of their children with SEN in the England. Five main themes emerged as central
to these experiences, and they are discussed in the following order: 1) diagnosis; 2) teachers' approaches
towards inclusive education; 3) parents’ perspectives on inclusive education; 4) parental involvement;
5) effects of living outside their home countries on parents' experiences.

Diagnosis

It was unexpected that, even though parents were not specifically questioned about their children's
diagnostic process, the most of them raised this issue. This theme revolves around the impacts of the
diagnosis on children with SEN and their families. These effects varied for each family. While one
parent might have recognized the child's situation and pursued a diagnosis to alleviate uncertainty,
another might have initially resisted acknowledging the child's condition, even in cases such as Down
Syndrome that could be identified before birth, due to concerns about labelling:
In the pre-diagnosis period I went to the school every year and I said that my son has something.
1t could be autism... it could be Asperger. One of teachers said that aa... there is no something,
sons are always like this. (P3)
No matter what these children do does not work after they've been labelled. They decide about
such children before knowing them. (P2)
They mentioned that their children's condition became more apparent when in the company of their
typically developing peers at school, leading to a need for one-to-one lessons to bridge the gap. As the
subsequent statements suggest, a diagnosis facilitates access to additional provisions such as learning
support rooms and extended instructional time:
His condition was more noticed when Jacob’ problems emerged in the school. (P4)
Because we do not have a statement, they do not want to take Darcy into one-to-one classes. (P2)
I mean, all these things, going to that class, and one-to-one studies are all about diagnosis.
Because the school needs funding to meet them. (P4)
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Some parents shared that the journey became more manageable after their child's diagnosis, while others
expressed that it facilitated their child's acceptance of the differences in themselves. A diagnosis might
draw attention to the needs of children with SEN, and consequently they are more likely to accept
themselves as they are. In other words, it may be that getting a diagnosis helps parents, teachers, and
even children themselves feel less stressed since it removes uncertainty.
1 mean, the process after diagnosis was easier. (P4)
After that... he made peace with himself. He saw himself not like others did, but like “I am
different”. My differences are my qualities. This is a good thing. And within three or four months
he became happy at school because he does not see himself as, “I am weird,” but “I am
Asperger.” (P3)
There was a belief held by some parents that the sooner a diagnosis was made, the more assistance and
support could be provided. These remarks suggest that relating an issue to its root cause can help the
child, family, and community understand the situation better. The diagnosis may also have the benefit
of keeping parents from feeling hopeless by directing their decisions and behaviour.
For example, if he had been diagnosed at the beginning of elementary school, this child would
have already been given help, and the problems regarding reading and writing could have
already been addressed. (P3)
Moreover, having a diagnosis could alleviate parents' feelings of inadequacy and guilt for being unable
to address their children's challenges.
Initially, before he was diagnosed, 1 felt something like, is there something wrong with me?
Because I cannot reach the goal no matter how hard I try, so my child is having difficulty in
reading and writing. I wonder, am I insufficient? (P3)
Depending mostly on how parents interpret the diagnosis, receiving a diagnosis has varying effects on
each person and their families. Lastly, all parents had experienced the diagnostic process in England
nevertheless, that none of the parents considered this procedure easy or comfortable.

Teachers’ approaches towards inclusive education

All the parents emphasized that teachers' approaches toward children with SEN had a profound impact
on the implementation of inclusive education and the overall educational process for these children. One
parent expressed dissatisfaction, noting that the teacher ignored their child, neglected them during class
activities, and displayed a negative attitude. Here, it is important to stress that serving the needs of
children with SEN takes importance over integrating them into mainstream settings.

1 went to school trip with Darcy. I noticed ... the teacher approached us and showed something
to Darcy's friend Harry (pseudonym) and said that we learned it at lesson. Some time passed. We
went into the building. The teacher asked another question to Harry again. Darcy touched the
vitrine inside the building, teacher said Darcy that do not do it... the teacher did not ask anything
to Darcy, did not try to teach anything and did not give him any chance. (P2)

On the other hand, doing nothing special for children with SEN does not necessarily mean that a
teacher’s attitude is totally negative. When they asked about teachers' approaches toward
accommodating their children with SEN in regular classes, parents, despite prior comments indicating
that nothing special was being done for such children, have expressed that teachers generally welcomed
their children with SEN into their classes.

Teachers really favour about Jacob ...and their attitudes are very good. Especially when they face
his behavioural problems, they say that this is our job, we understand him, he does not do it
consciously, he does it because of his control problems. (P4)

She was positive. She did not pressure Alvin. (P1)

For me, the attitudes of the school were very important, and it was obvious that Edward was so
happy at school. (P3)

However, despite the positive perception of acceptance into the classroom, it was asserted that teachers
did not make a concerted effort to teach these children with SEN, and there was a negative belief in their
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ability to learn. The comments show that parents believed that being placed in an inclusive setting was
not sufficient in itself to ensure that their children would receive necessary and adequate support.

In fact, no different things have been done for Alvin in the class. (P1)

1 believe that if teachers took on responsibility, Edward would be at different position. Yes, you
see something but is that enough? I do not think so... they do not believe that he can be successful.
They are not sincere... they are only doing their duties, but they are not doing much. (P3)

This is what we always say at school, this school sees the disabled side of Darcy's first, then they
see him. (P2)

Turkish parents noticed a connection between the support from school administrators and the attitudes
of teachers regarding inclusive education.

... His education was good from the second to the fifth grade. Then the management changed,
and the administration wanted to remove these children from school in order to raise the overall
success of the school. ... Teachers in the school were good... When the administration changed,
everything was turned upside down. (P2)

According to parents’ comments, there appeared to be some inconsistency between the teachers’
affective and cognitive attitudes and their behaviour. This discrepancy might have various explanations.
Teachers may resist inclusion for various reasons, including concerns about class size, insufficient time
for preparation, lack of experience with such children, a lack of knowledge about disabilities, and
academic concerns.

After the teachers learned about Edward’s condition, they loved him very much... There were no
educators who did not want him in the class, but some who did not have enough knowledge about
him made him feel disturbed. (P3)

There is a concern about academic achievement here as well as in Turkey. I mean there are 30
students in the class and the teacher has to bring them to a certain academic level, but Jacob is
preventing it. (P4)

Formerly the schools were very good [with accommodating a child with SEN], but the school has
started to deteriorate because the schools in our region are trying to raise their students’ grades,
so they do not want your child, but to eject him. (P2)

The teacher was very good, but can she care about which one? Because there are so many
children. (P1)

Although only one parents could directly acknowledge the negative approaches toward accommodating
children with SEN in mainstream classes, all the parents agreed that teachers’ positive attitudes declined
when it came to believing in the children’s ability to achieve academically, and teachers did not provide
for the special needs of the children in the inclusive settings. Although such students were placed in
mainstream classes and schools due to their legal rights, this mandate could not prevent the bias of the
teachers against them. Therefore, it can be said that teachers’ attitudes towards inclusive education and
students significantly affect the experiences of families with such education.

Parents’ perspectives on inclusive education

In addition to the attitudes of teachers, the perspectives of parents on inclusive education play a crucial
role in supporting its effectiveness and influencing its evolution. Despite having supportive attitudes
towards inclusion, parents may exhibit diverse approaches to this form of education. For instance, when
they asked about their preferred type of education for children with SEN, some parents expressed a
desire for their children to be placed in inclusive settings primarily for social development and
preparation for real-life scenarios. However, they also indicated a preference for separate classes for
developing academic skills.
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1 told the manager that I would like Alvin to receive certain lessons in a separate class... I want
one-to-one classes for him. (P1)

... Because life is an example of inclusion, it's important for him when he goes into life. ... he can
go also Atlantis [name of the separate class] when he needs to go, or whenever he wants. But [
would like him to spend more time in inclusive settings. (P4)

According to these parents, education in a separate class posed a hindrance to their children's academic
development rather than promoting it. They asserted that a regular education setting was advantageous
not only socially but also academically. This highlights the diversity of perspectives among parents
regarding the most beneficial educational environment for their children with special educational needs
and their different expectations from inclusive education.

In essence these children do not need one-to-one lessons at all. When they give one-to-one, they
are dulling such children’s intelligence. Because it means discrimination. One-to-one is also
decreasing expectation from such children. (P2)

However, none of these parents considered changing their children’s school or type of education, even
if they had negative experiences with them. Parents tend to favour a process that is already underway,
as the familiarity and comfort associated with it reduce the likelihood of dissatisfaction and the challenge
of adapting to new experiences.

1 did not think about changing schools. The school is close to our home. In addition, all the
children know and love Alvin. He was used to the school and he has been going to the same school
for four years. (P1)

1 do not think to change school although it's a bit far from us right now. As I said, there are friends
of Jacob there, a process started, the teachers know him very well, they know very well what to
do, all the plans for him are carried out. That's why I never thought of changing the school. (P4)

We did not think about changing the school. He was already in the fifth grade, [and had attended
this school] from the kindergarten to the fifth grade, [and] all the friends in the same class helped
Darcy. (P2)

Parents emphasized the positive effects of inclusive education on their children with SEN, particularly
in terms of fostering normalization and self-acceptance.

1 think Edward always wants to see himself as normal. So, if he went to a different school,
Edward's feelings about himself would not be good. He would not be at peace with himself, so he
could not love his own features. If he attended a special school, he would always be thinking, 1
have autism. (P3)

Parental involvement

The participants also discussed the influence of their involvement in the education of their children with
SEN on their experiences with inclusive education. Regarding their communications with their
children's teachers, the parents in this study expressed that their interactions with educators were limited
or ineffective.

We come to the parents' meetings and we have only five minutes. I do not want only five minutes.
1 prefer that they say if there is something the parents want to discuss, we should come to school
after lessons are finished and our teachers will be available. We need a little more time, ... and it
is better to have half an hour. (P3)

We just meet once in a year. (P1)

1 did not have much communication with the classroom teacher. She was passive on this subject.
(P4)

However, participants identified additional barriers to parental involvement, including limitations
imposed by high class sizes. They emphasized that teachers were burdened with excessive workloads,
which serves as another obstacle to their active participation in their children's education.
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The classroom teacher does not inform parents thoroughly enough because she is responsible for
many students as mentioned before. But in the other class (referring to the special education
class), the teacher accommodates fewer children. She can give more information because she can
concentrate more on Jacob. (P4)

For example, there were class teachers who know lot of things. But here, the teacher is
responsible for ten classes. S/he has a lot of work. Can s/he be interested in each student? I mean,
in this case, the works would never end. (P3)

Moreover, Turkish parents identified the language barrier as an additional obstacle to their participation
in their children's education. This obstacle adds a distinct challenge to their ability to participate fully in
their children's academic experiences and school-related activities.

1 do not have much English. I could not tell him anything, nor did he tell me. I cannot discuss my
issues in English. (P1)

Participants were also queried about their experiences with Individualized Education Program (IEP)
meetings, a pivotal aspect of special education that offers another avenue for parental involvement in
the education of their children with SEN. Despite the significance attached to these meetings and their
mandated nature by state legislators, suggesting that parents are recognized as stakeholders in the
decision-making process, participants reported feeling excluded from these crucial discussions.

I was never invited to such meetings. They never mentioned about IEP, I do not have any
knowledge on this issue. (P4)

Darcy was home-schooling in the sixth grade. They decided it without our knowledge. They
telephoned us and told us that a teacher will come to our house. (P2)

Parents, despite having the legal right to appeal decisions related to their children's education, find that
the practical implementation of this right is ineffective. In essence, the formal mechanism designed to
provide parents with an opportunity to be actively involved in decisions concerning their children's
education, as mandated by legislation, was not functioning as intended.

At the end of the primary school before finishing the term, a list is given to all parents, so they
can choose their children’s secondary schools. They can choose four schools. We went to some
schools and asked if they could accommodate our child's condition and accept him. If they said
yes, we chose them and gave our list of choices, but our selections were ignored and we were told
our child needed to go to a special school. I objected to this decision, but it did not work. (P2)

Effects of living outside their home countries on parents’ experiences

This theme was emerged from responses given by parents when they were asked whether living a foreign
country affect their experiences with their children’s inclusive education. Interestingly, this theme
displayed the least amount of agreement among the participants compared to other themes. The point of
convergence was that, although they were asked nothing related to their experiences in Turkey, they all
compared England’s and Turkey’s inclusive education policies and practices.

1 already came here for Jacob's education. Because I know my future in Turkey. I did not want
teachers to label Jacob as a naughty child who was disruptive in school. (P4)

No, no there is no negative effect. I think it was better to be here because these issues have been
dealt with here for longer than in Turkey and England is ahead. People have been waking up
more recently in Turkey. I do not think that Edward would be recognised there. They would say
that this is his nature. (P3)

They are educating well. They're looking after everything. But that would be difficult to achieve
if I was in Turkey. Probably I would not have received half of the benefits. Economic conditions
should be good to achieve it. Private schools ... private doctors ... these are available here. (P1)

In general, parents held the belief that England was significantly more advanced than Turkey in terms
of services provided for children with SEN. The overall experiences of the parents regarding inclusive
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education while living in England were positive. However, it's worth noting that at least one parent had
negative experiences, primarily due to being unfamiliar with the education system in England.

Living here, not knowing the system ... because we did not receive our education here... these
were detrimental to us. These are our bad luck. (P2)

Indeed, these comparisons highlight that individuals' experiences in different countries significantly
influence their levels of satisfaction. Families who initially held negative expectations reported higher
satisfaction when they encountered positive situations:

1 guess once it was while they were playing some sport. They called me from the school. They
asked me to come and pick up Jacob because he had made his teacher tired and upset. I went to
the school and told the teacher that I would not bring Jacob the next day because he caused
difficulty, and I was very sorry. If this happened in Turkey, teachers would say do not bring him,
so I was expecting something like that. But the teacher said, no, it is our duty, so yes Jacob may
make us tired, but we are doing our job, and a child with hyperactivity is not easy to look after.
We know this, and you have the right to rest. Please bring Jacob. I was very happy. (P4)

In addition to the influence of living in England on Turkish parents' encounters with inclusive
education for their children with SEN, they also discussed the impact of their foreign background
on teachers' attitudes towards both the children and the parents. On this matter, the parents held
diverse views. Some parents asserted that teachers did not exhibit negative attitudes toward their
ethnic origins or backgrounds and did not treat them differently based on their cultural
backgrounds.

Some Turkish people always say, uh, we are strangers, they are doing something different for us.
1 never felt that way. ['ve been working with the British for years, I did not feel that way. (P3)

It was nice...If an English boy had been in this situation, he would be treated in the same way in
the school. They behave the same with Jacob as with any child. It makes me happy. (P4)
One family, on the other hand, contended that their foreign background and speaking a different
language resulted in discrimination by teachers.

Since Darcy did not have a statement, he was excluded. Other children who did not have
statements continued. They discriminated against us. (P2)

After the new administration came, to raise the school's ratings, they wanted to exclude children
with SEN from the school. ... The parents of Gabriel (pseudonym), who was in the same condition
as our child, went to a lawyer because their main language was English. The lawyer sent a letter
to the school and the administration took him back to the school. The child stayed in the school.
Although Darcy’s condition was better than Gabriel’s, they exclude sent him out of inclusive
education. (P2)

This experience indicates that ethnicity can cause various changes in professionals' perceptions, attitudes
and behaviours. These changes can occur depending on the professionals' origins, regions and even the
language they use. No common conclusion has been reached on the factors influencing professionals.

Discussion

The primary objective of this study was to examine the perceptions and satisfaction of Turkish parents
regarding the inclusive education provided to their children with SEN in England, drawing insights from
their experiences as parents living outside their home country. Although the study did not directly
measure the parents' levels of satisfaction, their perspectives and interpretations offered valuable
indications of their contentment and concerns regarding their children's inclusive education. The key
finding of the study indicates that the experiences of these Turkish parents, whose children with SEN
are being educated in England, align closely with the experiences of native parents in previous studies.
However, notable challenges were identified, indicating that Turkish parents of children with SEN face
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additional school-related issues in England. Parents were generally satisfied with inclusive education in
England because they felt that it was more developed than in Turkey in terms of the opportunities
offered, while some were less satisfied because of the aspects that could be improved but were still
supportive of inclusive education practices.

For Turkish parents, the process of diagnosis emerges as a crucial initial step toward inclusive education.
While some may initially feel uncomfortable with this step, many view diagnosis as a source of relief,
ameans of avoiding self-blame. The act of obtaining a diagnosis serves to eliminate uncertainty, thereby
reducing anxiety for parents, educators, and even the children themselves (Lauchlan and Boyle, 2007).
Another significant effect of the diagnosis is its potential to prevent parents from feeling helpless and to
guide their decision-making and actions. Parents' comments suggest that connecting a problem to its
root cause can make the situation more understandable for the child, the family, and society at large.
This understanding may be linked to the human need to feel a sense of belonging in a community, a
connection encouraged by the acknowledgment provided through a diagnosis (Cline and Frederickson,
2009). However, contrary to the high level of support parents receive from educators during the
diagnostic process as emphasized by Stevens and Wurf (2020), it has been revealed that in the diagnostic
process in England, teachers do not assist in guiding and even fail to consider families who have noticed
their children's condition. Obtaining a diagnosis may be a prerequisite for accessing government funds
necessary to provide essential services that these students might not otherwise receive, as emphasized
by Arishi et al. (2017). Therefore, the act of diagnosis can be seen as a political requirement, essential
for the equitable distribution of resources to students with SEN.

The parents perceived teachers as generally welcoming in terms of accepting children into their
classrooms. However, they expressed reservations about the teachers' belief in their children's potential
for success. This concern may arise from the understanding that if teachers lack positive expectations
regarding the learning abilities of students with SEN, they might not exert sufficient effort to teach them
effectively. This situation is consistent with the study by Stevens and Wurf (2020), which indicates that
parents have negative perceptions regarding the knowledge level and individualised teaching abilities
of teachers in inclusive classrooms. For an inclusion system to be deemed successful, parents should
have confidence in the schools' competence to understand and meet the needs of all children (Elkins et
al., 2003). Therefore, if the education of children with SEN in either part-time or full-time inclusive
settings leads to a lack of trust in the quality of education within the community, it raises questions about
the effectiveness of such educational practices. Physical inclusion in regular classes is not enough to
increase students with SEN's successful participation (Nepi et al., 2013).

The observed discrepancy in teachers' approaches toward inclusive education may be attributed to
several factors. Firstly, the process of inclusive education, which involves managing a diverse group of
children with different characteristics and needs, requires teachers to possess specific skills and
dispositions. Similarly, creating a multicultural educational environment requires diversifying teaching
settings and programs, adapting them to different cultures and student needs (Cirik, 2008). It also
necessitates a willingness to adapt their conventional teaching methods, a prospect that may not be
welcomed by many teachers who perceive inclusive education as a threat that could increase their
workload (Hassanein, 2015; Knight, 1999). Despite working in inclusive settings, teachers' perspectives
on disabilities may influence their attitudes toward inclusion. For instance, teachers who view
disabilities as inherent and believe that their effects cannot be changed may resist altering their teaching
styles in inclusive classrooms. Similar sentiments were expressed by participants in Whitaker's (2007)
UK research, highlighting the link between the failure to implement suitable, inclusive teaching
practices and a lack of understanding of disability. This situation supports the notion, as stated by
Runswick-Cole (2008), that the UK continues to construct barriers to inclusive education, adopting an
approach that places the problem within the child themselves. Despite legal mandates placing such
students in mainstream classes and schools to uphold their rights, these regulations did not prevent biases
among teachers. Consequently, it can be asserted that teachers' attitudes toward inclusive education and
students significantly impact the experiences of families within such educational contexts.

Similar to Elkins et al. (2003), Turkish parents express some concerns about class size and teachers'
attitudes toward children's special needs. However, despite these reservations, none of the parents
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expressed a desire to change their child's current school or program placement. The findings of the
current study shed light on parents' preference for inclusion, emphasizing that inclusive settings offer
students with SEN opportunities to prepare for real-life situations, build friendships, and develop
socially. These results align with existing literature indicating that parents support inclusive education
primarily for its positive social outcomes (Narumanchi and Bhargava, 2011, Duhaney and Salend,
2000). Additionally, in line with Elkins et al.'s (2003) observations, Turkish parents also believe that
inclusive education enhances expectations for their children and contributes to the development of
academic and functional skills through increased mental stimulation. This underscores a positive
perspective on inclusive education's potential to foster not only social but also academic and cognitive
growth for students with SEN.

Despite the unanimous support for inclusion expressed by parents, most were dissatisfied with the
academic development of their children with SEN. This is a significant finding, indicating that these
parents perceived a need for additional academic support for their children with SEN. This aligns with
the findings of Palmer et al. (2001) and Gilmore et al. (2010), who reported that parents believe general
education teachers do not adequately provide individualized academic instruction, and that their
children's academic needs are better met in segregated settings.

Moreover, the study revealed that parents whose children were in part-time inclusion were more
favourable toward inclusive education than those with children in full-time programs. The preference
for part-time inclusion was attributed to the belief that such hybrid programs offered more instructional
accommodations and specialized teaching, addressing the parents' primary concern about fully inclusive
education (Leyser and Kirk, 2011). Essentially, they viewed inclusive education as a means for their
children to socially “normalise” while still recognising the necessity for special support for academic
growth. This nuanced perspective highlights the intricate interplay of social and academic considerations
within the context of inclusive education for children with SEN.

Contrary to some studies indicating that parents of children with Down Syndrome may lean toward
supporting full-time inclusive education, while parents of children with autism may prefer part-time
inclusion (Kasari et al., 1999), the current study did not find support for this pattern. The findings suggest
that parents' perspectives on inclusive education are more likely to be influenced by the extent to which
their children are affected by their disabilities rather than the specific diagnoses (Zanobini et al., 2017).
This aligns with the conclusions drawn from Leyser and Kirk's (2004) study. For instance, in this current
study, two parents with children diagnosed with Down Syndrome expressed differing views, and a
parent with a child with autism favoured full-time inclusion for her child, aligning with the preference
of one of the parents of children with Down Syndrome. This observation implies that Turkish parents'
satisfaction with inclusive education may be determined more by the severity of the disability rather
than the specific type of disability.

Parallel to the literature (e.g. Burke, 2013; Fish, 2008), there is typically a negative relationship between
Turkish parents' involvement in their children's education and their own satisfaction levels. In contrast
to the literature, where parents may attend meetings but feel their involvement is tokenistic (Burke,
2013), these Turkish parents have not even been invited to such meetings, indicating a more fundamental
issue. Freeman et al. (1999) discovered that parents with higher educational levels exhibited increased
engagement in their children's education. However, the current study's findings do not align with this.
Irrespective of their educational backgrounds, all participating parents expressed discontent regarding
their opportunities for involvement and how they were treated in this regard. Feeling uninformed and
excluded may lead to a belief that they and their children are not as accepted or valued by education
professionals compared to native parents in England. However, acceptance has been found to be a
crucial factor in successful inclusive education (Lovitt and Cushing, 1999, Soodak and Erwin, 2000,
Frazeur Cross et al., 2004). Another significant barrier hindering parents' active participation in their
children's education may be the perception among professionals that they possess superior knowledge
and expertise. This belief may lead professionals to be less receptive to parents' input, limiting their
involvement to routine matters like signing documents (Fish, 2008). This points to a gap between the
theoretical importance and the practical implementation of parental involvement in the IEP process,
indicating a potential disconnect between policy intent and the experiences of parents in these meetings.
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Moreover, it is suggested a potential source of conflict between parents and teachers due to differing
ideas about the meaning and functions of parental involvement. While parents may desire more active
participation, teachers might interpret involvement merely as obtaining approval and signatures on
documents.

Another point of contention is the assertion by parents that their preferences regarding the schooling of
their children with SEN are not considered. This could imply bureaucratic hurdles, delays, or other
obstacles that hinder parents from effectively utilising the right of appeal in real-world situations. The
disconnect between the legal provision and its practical application raises concerns about the
accessibility and functionality of the appeal process for parents in their efforts to contribute to decisions
regarding their children's education. This lack of consideration may contribute to dissatisfaction among
parents. Furthermore, language differences between professionals and families are identified as a barrier
to parental participation. Burke (2013) argues that parents may feel hesitant to express their
dissatisfaction, and even when they attempt to share their concerns, they might encounter an adversarial
attitude. In some cultures, parents may be reluctant to voice their concerns, believing that criticism and
complaints against authority figures and professionals are not well-received. Ethnicity and language
differences may exacerbate these reservations. Professionals may fail to understand the needs and
problems of parents who are unable to express their feelings and thoughts effectively due to language
barriers. That is why, the absence of interpreters in schools is highlighted as a significant challenge that
needs attention. While this study did not directly compare experiences between parents from different
cultures, it did identify cultural differences between Turkish parents and teachers in England as a factor
influencing communication. This observation aligns with the findings of Sontag and Schact (1994), who
reported that cultural differences had a negative impact on communication between parents and
educators, resulting in decreased parental involvement. So, it can be said that these Turkish parents’
satisfaction fluctuated depending on the aspect of the inclusion program being discussed.

While the existing literature does not clearly support or oppose the findings, the current study indicates
that living in a foreign country has both positive and negative impacts on the experiences of Turkish
parents with their children's inclusive education. Positive sentiments were expressed regarding the
advantages of living in England, particularly in terms of inclusive education for children with SEN.
These positive responses may stem from the multicultural context influencing the parents' initial
expectations and subsequent satisfaction with their children's inclusive education in their current country
of residence, especially if their previous experiences in their home country were negative. In other
words, if they began with lower expectations towards their children’s inclusion, they might experience
a higher level of satisfaction than under typical circumstances.

Conversely, the study reveals that differences between the Turkish and British educational systems could
lead to challenges in adjustment, resulting in negative experiences for parents. This highlights the
nuanced impact of cultural and educational differences on the experiences of parents of children with
SEN in inclusive education settings.

Despite variations in the locations of schools attended by the participant Turkish parents, their
experiences with their children's inclusion did not significantly differ. The initial expectations of the
study based on ethnicity, was anticipated that Turkish parents would report more negative experiences
and encounter more challenges during the placement process. However, the study revealed that, although
they did have complaints, the experiences of the participating parents were largely similar. The reported
experiences indicated that the attitudes of professionals toward individuals from diverse ethnic
backgrounds did influence the parents' overall experiences.

Limitations and Implications

To investigate this complicated and highly emotional situation, which is Turkish parents' experiences
about inclusive education of their children with special educational needs in England, qualitatively, the
parents’ own words in describing their experiences were used as data. However, some limitations must
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be acknowledged. The data were exclusively collected through interviews, lacking observational data to
validate the reliability of parents' accounts. Additionally, the study interviewed only four Turkish parents
of children with SEN in England, limiting the exploration of diverse disabilities. However, the
participants' children belonging to different age groups and having different types of disabilities have
also narrowed the scope of the study. Families with children from different age groups and with different
types of disabilities may significantly differ in their views regarding their children's education. The
results may not be generalised to other immigrant populations with children having SEN, although they
contribute to the development of a new theory relevant to these experiences.

Despite these limitations, the study offers implications for future research. Comparative studies could
explore the experiences of parents from different ethnic backgrounds living in England. Extending the
research to Turkish parents in other foreign countries could provide a broader perspective. Obtaining
the opinions of Turkish people in England regarding inclusive education could serve as an important
source for shaping special education policies. Experiences of families from specific ethnic groups
regarding inclusive education can provide policymakers and education experts with diverse
perspectives. These data could assist in the development of more inclusive, effective, and culturally
sensitive inclusive education policies. Including a more diverse range of disabilities and severity levels
would deepen the understanding of parents' experiences and satisfaction based on the type of diagnosis.
Generalisability could be enhanced using different research methods and larger participant samples.

Conclusion

The results allowed highlighting significant links between different types of variables and different
sources affecting parents' perception of and satisfaction with their children' inclusion that can be useful
to promote better policies and practices in inclusive education. Although the results show some
convergence with other research on parenting experiences, the research is considered important in terms
of revealing the specific difficulties encountered by Turkish parents in England terms of inclusive
education. The diagnostic process came out to be a crucial component, offering relief, understanding,
and access to the required support services. Concerns about teachers' beliefs in students' potential and
the need for additional academic support indicate areas for improvement in the inclusive education
system.

Another result that should be highlighted is although parents are considered by law to be the decision-
makers in the placement of their children (Duhaney and Salend, 2000), the opinions of Turkish parents
in England inclusion education system have been ignored. This underlines that challenges arise due to
disparities in educational systems, emphasizing the need for proactive measures to address
communication gaps and cultural differences.

Burke (2013) points out that without parental involvement, students with SEN tend to be more likely to
receive insufficient and/ or inappropriate services. The study identifies potential conflicts between
parental desires for active participation and teachers' interpretations, necessitating a re-evaluation of the
practical implementation of parental involvement in the IEP process.

This study contributes to the understanding of factors influencing the experiences and perspectives of
parents of children with SEN living outside their home countries. It highlights the need for enhancing
teachers' and policymakers' understanding of these factors to create a more inclusive mainstream school
ethos. Eventually, considering non-native parents' opinions regarding school inclusion may aid in
determining which elements are more crucial to families and which ones require improvement. Beyond
the particular context of Turkish parents, the findings offer broader issues for improving inclusive
education systems worldwide. This approach can make inclusive education more comprehensive and
effective.
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Arastirma Makalesi

Ingiltere'de Ozel Egitim Ihtiyaci Olan Tiirk Ogrencilerin
Kaynastirma Egitimine Iliskin Ebeveyn Deneyimlerinin
Incelenmesi'

Tansu INCE CAKAN?
Ozet
Bu nitel ¢alisma, Ingiltere’de kaynastirma siniflarinda egitim géren ozel
egitim gereksinimi (OEG) olan Tiirk égrencilerin  ebeveynlerinin
deneyimlerini arastirmaktadwr. Kaynastirma egitimine yonelik artan

Makale Haklkinda ilgiye ragmen, farkl iilkelerden gelen ebeveynlerin bu tiir egitimin
etkililigi ve kalitesine iligkin bakis agilart simwrly ilgi gormiistiir. Bu
Génderim Tarihi: 11.12.2023 calisma, kaynastirma programlarin planlanmasi ve uygulanmasinda
farkly iilkelerden gelen ebeveynlerin deneyim ve algilarmin dikkate
Kabul Tarihi: 17.04.2024 almmaswin 6nemini vurgulamaktadir, ¢iinkii onlarin bakis agilart
Yayin Tarihi: 15.05.2024 kiiltiirel olarak duyarli kaynastirma egitiminin gelistirilmesine katkida

bulunmaktadir. Arastirmada ¢ocugu ozel gereksinimli olan dort Tiirk
ebeveyn, yart yapulandirilmig goriismelere katilmis ve ¢ocuklarinin
Ingiltere’de  aldig1  kaynastirma  egitimiyle ilgili ~ deneyimleri
dogrultusunda bes tema ortaya ¢ikmistir. Bulgular, Ingiltere'de
kaynastirma egitimiyle ilgili ¢esitli deneyimlere isaret etmekte ve mevcut
literatiirdeki bazi bulgulart dogrulamaktadir. Calisma, Ingiltere'de
Anahtar Kelimeler yasamanin 6zel gereksinimli ¢ocuklarin kaynastirma egitimi iizerinde
Kaynastirma egitimi, ebeveyn hem olumlu hem de zorlayict etkileri oldugunu ve Tiirk ve Ingiliz egitim
sistemleri arasindaki farkhiliklarin bazi zorluklar ortaya ¢ikardigini
gostermektedir. Ayrica, katihmcilar tarafindan bildirildigi iizere,
profesyonellerin farkli etnik kokenlerden gelen bireylere yénelik
goriisleri, Ingiltere’de yasayan Tiirk ebeveynlerin deneyimlerini
etkilemistir. Hepsi beraber ele alimdiginda, bu sonuclar kapsayici
egitimde daha iyi uygulamalar tesvik etmek icin faydali hususlart
ortaya koymaktadir.
Ince Cakan, T. (2024). Ingiltere'de Ozel Egitim ihtiyaci Olan Tiirk
Alint1 icin Ogrencilerin Kaynagtirma Egitimine Iliskin Ebeveyn Deneyimlerinin
incelenmesi. MSKU Egitim Fakiiltesi Dergisi, 11(2), 137-155.DOL:
10.21666/muefd.1403529

memnuniyeti, ¢ok kiiltiirlii
ebeveynler

Son zamanlarda, sosyal uyumu tesvik etmede algilanan rolii nedeniyle ¢esitli lilkelerde kaynastirmaya
giderek daha fazla vurgu yapilmaktadir (Armstrong vd., 2011). Ayrica, kaynastirma, reformu
desteklemek ve cesitliligi tesvik etmek icin bir strateji olarak goriilmektedir (Ainscow, 2005).
Kaynagtirma kavrami, normal miifredatin, 6zel gereksinimli 6grencilerin ihtiyaglarina gére uyarlanarak
onlarm bu miifredata katilimlarini artirmay1 ve boylece normal okul ortamlarindan dislanmalarini etkili
bir sekilde azaltmay1 amaclamaktadir. Amerika Birlesik Devletleri, Birlesik Krallik, iskandinav iilkeleri
ve Tirkiye gibi gesitli iilkeler, 6zel egitim ihtiyaci olan 6grencileri onlar i¢in herhangi bir diizenleme
olmadan normal egitim ortamlarma dahil etmeyi (Vanderpuye, 2013) amagclayan birlikte egitim
uygulamalarini, kaynagtirmaya doniistirmeyi hedefleyen bir degisime gitmislerdir. Bu degisim, 6zel
gereksinimli 6grencilerin smif ortaminda yalmizca fiziksel olarak bulunmalarinin Gtesine gegerek,
normal egitim ortamlarina aktif olarak dahil edilmesini icermektedir (De Boer, Pijl ve Minnaert, 2010;
Lamport vd., 2012).

' Bu ¢aligma yazarin yiiksek lisans tezinden tiretilmistir.
2 University of Plymouth, tansu_incel9@hotmail.com, ORCID: 0009-0007-1061-4363
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2023 yilinda, Egitim Bakanligi (DfE, 2023) tarafindan bildirilen Ingiltere'deki dzel egitim ihtiyaglarma
iligkin ulusal istatistikler, Education, Health and Care Plan (EHCP, Egitim, Saglik ve Bakim Plan1) olan
ve olmayanlar da dahil olmak fiizere toplam 1.572.555 6grencinin 6zel egitim destegi aldigim
gostermektedir. Bu, bir 6nceki yila kiyasla 6zel egitim ihtiyaci olan 6grenci sayisinda 87.000'den fazla
bir artist temsil etmektedir. Bu rakamin biiyiikliigii, Ingiltere'de 6rgiin egitimdeki kaynastirma
Ogrencilerinin oraninda muhtemel bir artiga isaret etmektedir. Bununla birlikte, kaynastirma egitiminin
artmasinin ve daha yiiksek kayit sayilarinin, bu tiir egitim girisimlerinin kalitesi ve basaris1 hakkinda net
bir fikir vermeyecegini belirtmek 6nemlidir (Frazeur-Cross vd., 2004). Diger bir ifadeyle, niteliksel
gelismelere odaklanmak, sayisal verilerden daha faydali olabilir.

Kaynagtirma egitimi siirecinde basarty1 etkileyen temel faktorleri anlamak, daha kapsayici bir okul
ortami gelistirmek i¢in ¢ok onemlidir (de Boer, Pijl ve Minnaert, 2010). Kaynastirma egitiminde
edinilen bilgilerin giinliik yasamda uygulanmasi ve bu becerilerin kaliciliginin saglanmasinda biiyiik
role sahip olan ailelerin, kaynastirma egitiminin basarisindaki énemi tartisilamaz (Erden ve Aslan,
2022). Frazeur Cross ve digerleri (2004) de, cocuklarinin gelisimini desteklemede birincil sorumlulugu
tagiyan ebeveynlerin, kaynastirmanin uygulanmasi lizerinde 6nemli bir etkiye sahip oldugunu
vurgulamaktadir. Stevens ve Wurf (2020) ebeveynlerin, gocuklarinin egitiminin en dnemli savunuculari
oldugunu ve egitim reformuna dahil olmalarinin hayati énem tasidigim1 vurgulamaktadir. Vanderpuye
(2013) ise bu baglamda, ebeveynlerin faaliyet ekibine aktif olarak katildiginda programlarin daha
basarili ve kalici olmasmin muhtemel oldugunu sdylemektedir. Bu nedenle, farkli {ilkelerde
gergeklestirilen pek c¢ok caligmanin, ebeveynlerin g¢ocuklarmin egitimiyle ilgili deneyimlerini,
tutumlarini, algilarini ve memnuniyetlerini incelemesi sasirtict olmaz (6r. Bitterman, vd., 2008; de Boer,
Pijl ve Minnaert, 2010; Freeman vd., 1999; Leyser ve Kirk, 2004; Réty ve Kasanen, 2007). Aksine,
kaynastirma egitimini iyilestirmenin bir araci olarak goriildiigiinde kritik bir kaynak olabilir.

Yapilan aragtirmalar hem o6zel egitim ihtiyact olan hem de tipik gelisim gosteren ¢ocuklarin
ebeveynlerinin, ¢ogunlugunun kaynastirma egitimine olumlu bir bakis a¢isina sahip oldugunu
dogrulamaktadir (de Boer, Pijl ve Minnaert, 2010; Elkins vd., 2003; Freeman vd., 1999; Stevens ve
Waurf, 2020). Benzer sekilde, Narumanchi ve Bhargava (2011), kaynastirma egitiminin, 6grencilerin dil,
sosyal ve motor becerileri lizerindeki olumlu etkisi, arkadagliklar desteklemesi ve olumlu rol modelleri
saglamasi1 nedeniyle ebeveynlerin ¢ogunun bu egitimi destekledigini belirtmislerdir. Diger bir ifadeyle,
kaynastirma egitiminin, ¢ocuklara sosyal yasam becerilerini gercek yasam deneyimleriyle kazandirmay1
saglamas1 (Kogyigit, 2015), ebeveynlerin bu egitime olumlu bakmasinin temel nedenlerinden biridir.
Bununla birlikte, Elkins ve digerleri (2003), normal egitim ortamlarindaki yiiksek beklentilerin ve artan
zihinsel uyarimin ¢ocuklarda akademik basarinin ve islevsel becerilerin gelismesine katkida bulundugu
fikrinin altim1 ¢izmektedir. Dolayisiyla, kaynastirma egitiminin ¢ocuklarin geligsimine olan etkisinin
ebeveynlerin bakis agilarii sekillendirdigi soylenebilir.

Ebeveynlerin kaynagtirma egitimine biiyiik 6l¢iide olumlu yaklagtigini gosteren ¢ok sayida arastirmaya
ragmen, bir kisim ebeveyn de bu egitimin uygulanmasina iliskin ¢ekincelerini ve endiselerini dile
getirmiglerdir. Tipik gelisim gosteren sinif arkadaglarn tarafindan sozli ve fiziksel istismara ugrama,
sosyal dislanma, alay edilme, yetersiz 6gretim, yavas akademik ilerleme ve smif 6gretmenlerinin 6zel
egitim gereksinimi olan ¢ocuklara yonelik tutumlar ortaya ¢ikabilecek endiselerden bazilaridir (Leyser
ve Kirk, 2004). Ornegin, Palmer ve digerleri (2001), baz1 ebeveynlerin ¢cocuklarinin normal siniflarda
yeterince akademik veya sosyal destek almadiklarini diistindiiklerini tespit etmistir. Arastirmaya katilan
bir ebeveyne gore, normal okullardaki 6gretmenler, 6zel egitim ihtiyaci olan ¢ocuklar i¢in hayati 6nem
tagiyan Dbireysel egitim veya yasam becerilerinden ziyade akademik miifredata odaklanma
egilimindedirler. Runwick- Cole (2008) ise Ingiltere’de yaptig1 calismasinda ebeveynlerin kaynastirma
smiflarina devam eden orta derecede 6grenme giicliigii olan ¢ocuklarinin neredeyse tamaminin yardimci
ogretmenler tarafindan egitildigine inandigini ortaya koymustur. Bununla birlikte, Gilmore ve digerleri
(2010) calismalarinda ise, Down sendromlu ¢ocuklarin ebeveynlerinin ¢ogunlugunun, ¢ocuklarinin
gereksinimlerinin 6zel egitim smiflarinda daha iyi karsilanacagina inandigimi belirtmistir. Bu inang,
ebeveynlerin 6gretmenlerin kaynastirma egitimi konusunda siirekli egitim almas1 gerektigi ve
bireysellestirilmis egitim saglama becerileri konusunda endise duymalanyla ilgili kaygilarim
yansitmaktadir (Stevens ve Wurf, 2020). Bununla beraber, kaynastirma egitimi hakkindaki olumsuz
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ebeveyn goriislerinin diger nedenleri ise, 6zel gereksinimli ¢ocuklarin, sinif 6gretmenleri tarafindan
yeterince hos karsilanmadigini diislincesi, kalabalik sinif mevcutlari, zor 6grenme ortamlari ve
ogretmenlerin her 6grencinin farkli ihtiyaglarimi karsilama konusundaki isteksizlikleri gosterilmektedir
(Elkins vd., 2003).

Ozel gereksinimli gocuklara sahip ebeveynlerin kaynastirmaya yonelik algilar1 ve gériislerini inceleyen
¢aligmalarin (6rn. Elkins vd., 2003; Gilmore vd., 2010; Parsons vd., 2009b; Stevens ve Wurf, 2020) yan
sira, bu egitim ortamlarindan memnuniyetlerine odaklanan calismalar da bulunmaktadir. Ornegin,
Freeman ve digerleri (1999) tarafindan yapilan bir ¢alismada, 6zel egitime ihtiyaci olan tiim ¢ocuklarin
ebeveynlerinin, ¢ocuklarinin mevcut egitim ortamlarindan memnun olduklar1 ancak 6zel egitim ihtiyaci
olan ve normal simiflarda kaydi bulunan ¢ocuklarin ebeveynlerinin daha fazla memnuniyet gosterdigi
bulunmustur. Buna karsin, Parsons ve digerleri (2009a) tarafindan yiiriitiilen bir bagka ¢alismada ise,
0zel egitim ihtiyact olan ve 6zel egitim ortamlarina yerlestirilen ¢ocuklarin ebeveynlerinin en memnun
ebeveynler oldugu belirtilmistir. Cocugun agir veya hafif engelli olmas1 (Leyser ve Kirk, 2004) ve
cocugun sahip oldugu engel tiirii (Kasari vd., 1999) ebeveynlerin kaynastirma egitiminden memnuniyet
derecesini etkileyen bazi1 faktdrler olarak bulunmustur. Ancak, Zanobini ve digerleri (2018)
calismalarinda, belirli engel tiirleriyle ebeveyn memnuniyeti arasinda herhangi bir baglanti
bulamamisti. Bununla birlikte, ebeveyn memnuniyetinin, ebeveynlerin ¢ocuklarinin egitimine
katilimlarina iligkin algilari, okulun atmosferi (Laws ve Millward, 2001) ve ebeveynlerin kiiltiirel
gecmisi gibi baglamsal faktorler (Sontag ve Schact, 1994) gibi ek unsurlarla iligkili oldugu da ileri
stiriilmiistiir Ayrica, Lovitt ve Cushing (1999), ebeveynler ve egitimciler arasinda etkili iletisim ve is
birliginin memnuniyet diizeylerini etkilediginin altim1 ¢izmektedir. Sonug olarak, 6zel egitim alaninda
sinirli sayida yapilan aile memnuniyeti ¢alismalari ve celigkili bulgular, bu alanda daha fazla arastirma
yapilmasi gerekliligini gostermektedir.

Arastirmalar, egitimde kiiltiiriin de etkilerini ortaya koymaktadir. Herring ve White (1995) 6grencilerin
biligsel Ogrenme siire¢lerinde etnik kokenlerinden kaynaklanan ¢esitliliklerin - bulundugunu
belirtmektedir. Her toplumun kendi kiiltiirel degerleri, inanglar ve oncelikleri vardir ve bu unsurlar
egitim stirecini derinden etkiler. Bu nedenle, 6zellikle iki veya daha fazla kiiltiirel toplulugun bulundugu
cok Kkiiltiirlii toplumlardan (Alan, 2022) olusan iilkelerde, bireylerin gelisimine destek olmak i¢in ¢ok
kdiltiirliillik kavramimin egitim sisteminin bir parcasi olmas1 gerektigi vurgulanmaktadir (Cirik, 2008).
Cok kiiltiirlii egitim savunuculari, bir iilkenin egitim sisteminin, o {ilkede yasayan herkesin ihtiyaglarini
karsilamas1 gerektigini ve tiim toplumsal kesimlere egitimde firsat esitligi saglamasi1 gerektigini 6ne
stirmektedirler (Acikalin, 2010). Bu aslinda kapsayici egitim uygulamalarinin da temel amacim
olusturmakta olup, bireylerin egitimden en iyi sekilde faydalanabilmesi ve potansiyelini
gergeklestirebilmesi i¢in egitimin herkes igin esit ve adil olmas1 gerektigini ifade etmektedir. Bauer
(2009), “herkes” derken sadece 6zel egitime ihtiyaci olan &grencileri degil, azinlik etnik ve inang
gruplari, siginmacilar ve miilteciler, iistiin zekal ve yetenekli 6grenciler gibi herhangi bir dezavantaja
maruz kalan veya diglanma riski altinda olan herkesi kastetmistir.

Alan (2022) tarafindan belirtildigi gibi, Ingiltere ¢ok kiiltiirlii iilkelerden birisidir. Ingiltere Ulusal
Istatistik Ofisi'nin 2021 (ONS, 2022) verilerine gére, niifusunun %16,8'i gd¢menlerden olusmaktadir.
Bu, iilkedeki gd¢men niifusunun énemli bir boliimiinii temsil etmektedir ve Ingiltere'nin cesitliligini ve
cok kiiltiirliiliigiinii yansitmaktadir. Bu cercevede, Ingiltere'deki kaynastirma egitiminin kalitesini
artirmak i¢in, farkli etnik kdkenlere sahip ¢ocuklarin ve ailelerinin bu egitimle ilgili goriislerini anlamak
onemlidir. Bu gortslerin dikkate alinmasi, daha kapsayici ve etkili bir egitim ortami saglama ¢abalarina
katkida bulunabilir. Bu nedenle Tiirk ebeveynlere Ingiltere’deki egitim hizmetlerinin
degerlendirilmesinde s6z hakki vermek icin onlarin kapsayici okul uygulamalarina iliskin deneyimlerini
arastirmak ¢ok Onemlidir. Sonuc olarak bu calisma, Ingiltere’deki kaynastirma programlarinin
basarisinda hayati rol oynayan farkli kiiltiirden gelen 06zel gereksinimli cocuklara sahip Tiirk
ebeveynlerin deneyimlerini inceleyerek mevcut literatiire katkida bulunmay1 amaglamaktadir.

Oncelikli hedefler asagidaki sorulari ele almaktir:
- Ingiltere'de yasayan Tiirk ebeveynlerin dzel gereksinimli gocuklart igin kaynastirma egitimine

iligkin algilar1 nelerdir?
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- Yabanci bir lilkede yasamak, bu ebeveynlerin ¢ocuklarimin kaynastirma egitimiyle ilgili
deneyimlerini nasil etkilemektedir?

Yontem

Arastirmanin deseni

Bu calismada nitel arastirma yaklagimi benimsenmistir. Nitel arastirma, “bireylerin veya gruplarin
sosyal veya beseri bir soruna atfettikleri anlami kesfetmeye ve anlamaya yonelik bir yaklagimdir"
(Creswell, 2014, s.4). Bu caligma, Ingiltere’de yasayan Tiirk ebeveynlerin g¢ocuklarinin kaynastirma
egitimi hakkindaki deneyimlerini anlamaya c¢aligsacaktir. Bu amaci gergeklestirmek i¢in nitel aragtirma
desenlerinden biri olan durum caligsmasi kullanilmistir. Johnson ve Christensen (2014, s. 104), durum
caligmasi yonteminin "bir veya daha fazla vakaya dair detayl bir anlatim ve analiz sunan arastirmalar1”
ifade ettigini belirtmistir. Bu baglamda, Tiirk ebeveynlerin Ingiltere'deki kaynastirma egitimini
algilamalar1 incelenmistir. Arastirmanin etik yonleri, Bristol Universitesi Arastirma Etik Kurulu
tarafindan onaylanmig ve 4868 referans numarasiyla kayit altina alinmistir.

Katihmcilar

Aragtirmanin hedefleri dogrultusunda, ¢alisma igin amach 6rnekleme yontemi kullanilmigtir. Amaclh
ornekleme, nitel aragtirmalarda siklikla tercih edilen bir yontemdir; ¢linkii ilgilenilen konuyla ilgili bilgi
bakimindan zengin vakalarin belirlenmesi ve se¢ilmesini saglar (Palinkas vd., 2015). Bu yontem
ozellikle, belirli ve siirlayict niteliklere sahip olan ve ulasilmasi gii¢ olan bireyleri arastirmaya dahil
etmek i¢in kullanilir (Yildiz, 2017). Bu baglamda, arastirmaya katilan katilimcilar dikkatlice secilmis
olup, katilimcilarin Ingiltere'de yasayan Tiirk kdkenli ve kaynastirma smifina devam eden 6zel
gereksinimli bir ¢ocuga sahip olmalarnn gibi belirli 6zellikler dikkate alinmisti. Bu dogrultuda,
aragtirmanin hedeflerini en iyi sekilde yansitacak dort katilimci belirlenmistir. Durum g¢aligmalari igin
dort katilimer yeterli bir sayidir (Creswell, 2014). Katilimcilarin ve ¢ocuklarmin 6zellikleri Tablo 1'de
Ozetlenmistir.

Tablo 1. Katilimeilarin ve ¢ocuklarinin 6zellikleri

'z 5=y % o o
E 85 = =8 - S ES_ E
£ o 2 g g5 =l = 222 &
> = > > 5 © =] .2 5 178
O L g O o g 00 < o0 s g2 <
52 5% Bz BS gk g % = 220 B
mg EES BE P S S & £ SATE- RN~
El 9 yil 29 Ilkokul Ali 8 3 Down 3 Yari
(Anne) sendromu zamanli
E2 35yi1 60 Lise Doruk 127 Down 6 Tam
(Baba) sendromu zamanli
E3 27yl 50 On lisans  Edip 14 9 Asperger 3 Tam
(Anne) sendromu zamanli
E4 4yil 48 Lisans Yaman 9 4 DEHB 2 Yari
(Anne) zamanlt

Tablo 1'e gore, katilimcilarin ¢ocuklarmin 8-14 yas araliginda 6zel gereksinimli erkek ¢ocuklar oldugu
ve yari veya tam zamanli kaynastirma egitimine devam ettikleri goriilmektedir. Cocuklardan ikisinde
Down sendromu, birisinde Asperger sendromu ve digerinde dikkat eksikligi ve hiperaktivite bozuklugu
(DEHB) tanis1 bulunmaktadir. Ayrica, cogunlugu kadin olan katilimci ebeveynlerin yani sira sadece bir
erkek katilimer bulunmaktadir. Katilimeilarin Ingiltere'de yasama siireleri ise 4 ila 35 yil arasinda
degismektedir.
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Veri toplama yontemi

Gorilismeler, nitel aragtirma alaninda 6nemli bir rol oynamaktadir (Davies, 2010; Ritchie vd., 2013).
Bunun nedeni, sozli iletisime dayali yontemler olarak goriismelerin katilimeilarin deneyimlerini,
anlayiglarini ve sosyal diinyalarina iligskin i¢goriilerini ifade etmelerine olanak tanimasidir. Bu ¢aligma
igin, ¢esitli nitel goriisme formatlar1 arasindan yari yapilandirilmig bir goriisme secilmistir. Takip
edilmesi gereken bir protokol ve goriisiilen kisilerin sdylediklerine yanit olarak takip sorular1 sorma
firsatlar1 oldugundan, bu tiir bir gorligme, goriisiilen kisilerin samimi bir sekilde konusmasina ve
arastirmacilarin derinlemesine bilgi edinirken katilimcilarla etkilesimi kolaylastirmasina olanak tanidigi
i¢in nitel aragtirmada tartismasiz en yaygin aractir (Davies, 2010). Bu nedenle veriler, yiiz ylize, bire bir
yar1 yapilandirilmig goriismeler araciligryla toplanmistir. Goriismelerde, katilimeilarin izniyle ses kaydi
almmustir.

Katilimcilara ¢aligmanin amacini agiklayan ve arastirmacinin iletisim bilgilerini igeren bir bilgi formu
verilmis ve katilimecilar ¢aligma hakkinda bilgilendirilmistir. Katilimcilar, onam formunu okuduktan
sonra bu formu imzalamaya davet edilmistir. Ayrica, katilimcilara goriisme yerini se¢gme olanagi da
sunulmustur. Her gorlisme, iletisim bagslatmaya yonelik genel bir sohbetle baslamis, ardindan
ebeveynlerin 6zel gereksinimli ¢ocuklariin kaynastirma egitimiyle ilgili deneyimlerini ortaya ¢ikarmak
icin 10 baslik etrafinda toplanan “Cocugunuzun okul deneyiminde engel olusturdugunu diistindiigliniiz
faktorler nelerdir?”, “Cocugunuzun egitimi agisindan Ingiltere’de yasamanin etkileri nelerdir?”, “Farkli
bir iilkeden gelmenin zorluklar1 / yararlar1 nelerdir?” gibi 20 temel soru sorulmustur. Gorligmeler
ortalama 45 dakika siirmiistiir, ancak bazi ebeveynler daha ayrmtili agiklamalar yaparak bu siireyi
asmustir. Ote yandan, bir ebeveyn, daha detayli yanitlar vermesini saglamak amaciyla yoneltilen sondaj
sorularina dahi yeterince yanit verememis ve deneyimlerini tam olarak agiklayamadigi igin goriisme 45
dakikadan daha kisa siirmiistiir.

Yar1 yapilandirilmig goriisme sorulari, literatiirden elde edilen bilgiler dikkate alinarak hazirlanmis ve
Bristol Universitesi'nde c¢alisan alan uzmanlarina sunulmustur. Anlagilmayan sorular, uzmanlarin
elestirileri ve onerileri dogrultusunda yeniden diizenlenmistir.

Verilerin analizi

Bu c¢aligmadaki veriler, "verilerdeki oriintiilerin ve anlam kiimelerinin kesfedilmesini, yorumlanmasini
ve raporlanmasini igeren" tematik analiz yontemi kullanilarak yorumlanmistir (Ritchie vd., 2013, s.
376). Bu analiz yontemi su adimlar1 igermektedir: 1k olarak, ses kayitlariyla yapilan gériismeler ham
veri olarak yaziya aktarilmigtir. Verilerin yaziya dokiilmesi ve analiz edilmesi nitel arastirmada zorlu
ancak heyecan verici bir asamadir (Ritchie vd., 2013). Metinler, verilerin igerigine asina olmayi
kolaylastirmak igin tekrar tekrar okunmustur. Daha sonra, Tiirk ebeveynlerin ¢ocuklarinin kaynastirma
egitimi ile ilgili deneyimlerine atifta bulunan olas1 genel kodlar atanmistir. Bu siirecin ardindan, gereksiz
ve ilgisiz bilgiler elenmis ve olas1 kodlar, ortak kodlar ve temalar kiimesine daraltilmistir. Dort transkript
de benzersiz ve birbirinden farkli oldugu icin onlar1 genel temalar altinda birlestirmek genel anlamda
zor olmustur. Ancak, tiim bu zorluklara ragmen belirlenen ortak kodlar ve temalar ¢er¢evesinde, nihai
bes tema belirlenmistir.

Bulgular

Bu caligmanin temel odak noktasi, Ingiltere’de yasayan Tiirk ebeveynlerin ozel gereksinimli
cocuklarmin kaynastirma egitimine iliskin deneyimlerini incelemektir. Bu deneyimlerin temelinde bes
ana tema ortaya cikmistir ve bunlar asagidaki sirayla ele almmistir: 1) tanilama, 2) 6gretmenlerin
kaynastirma egitimine yonelik yaklasimlari, 3) ebeveynlerin kaynastirma egitimine bakis acilari, 4)
ebeveyn katilimi, 5) kendi iilkeleri diginda yasamanin ebeveynlerin deneyimleri {izerindeki etkileri.

Tanilama

Ebeveynlere ¢ocuklarinin tani siireci hakkinda 6zel bir soru sorulmamasina ragmen, ¢ogunun bu konuyu
dile getirmesi beklenmedik bir durum olarak ortaya ¢ikmustir. Bu tema, tanminin OEG'li ¢ocuklar ve
aileleri tizerindeki etkilerine odaklanmaktadir. Bu etkiler her aile i¢in farklilik gdstermektedir. Bir
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ebeveyn ¢ocugun durumunun farkina varmis ve belirsizligi azaltmak i¢in tani siirecini hizlandirmaya
caligirken, bir baska ebeveyn ise, 6zellikle Down Sendromu gibi dogumdan oOnce tespit edilebilen
durumlarda dahi, cocugunun etiketlenmesi endisesiyle baslangicta ¢ocugun durumunu kabullenmekte
direnmis olabilir:

Tamlama oncesi donemde her yil okula gittim ve oglumda bir sey oldugunu séyledim. Otizm
olabilir... Asperger olabilir. Ogretmenlerden biri aa... bir sey yok, erkek ¢cocuklart hep béyle dedi.
(E3)

Bu ¢ocuklar etiketlendikten sonra ne yaparlarsa yapsinlar bir ise yaramiyor. Bu ¢ocuklar hakkinda
onlart tamimadan karar veriyorlar. (E2)

Ebeveynler, ¢ocuklarinin durumunun, okulda tipik gelisim gosteren akranlariyla birlikteyken daha
belirgin hale geldigini ve aradaki farki kapatmak icin bire bir derslere ihtiya¢ duyduklarini
belirtmislerdir. Dolayistyla, takip eden ifadelerden de anlasilacag tizere, tanilama, destek egitim odalar1
ve uzatilmis 0gretim siiresi gibi ek olanaklara erisimi kolaylastiric1 olarak goriilmektedir.

Yaman'in sorunlart okulda ortaya ¢iktiginda durumu daha ¢ok fark edildi (E4)
Bir raporumuz olmadigi i¢cin Doruk'u birebir derslere almak istemiyorlar. (E2)

Yani biitiin bunlar, o sinifa gitmek, birebir calismalar tamamen taniyla ilgili. Clinkii okulun bunlar
karsilamak igin fona ihtiyaci var. (E4)

Bazi ebeveynler, cocuklarma tam1 konulduktan sonra siirecin daha yonetilebilir hale geldigini
paylasirken, digerleri bunun ¢ocuklarinin kendilerindeki farkliliklar kabul etmelerini kolaylagtirdigim
ifade etmistir. Bu baglamda, tan1 6zel gereksinimli ¢ocuklarin ihtiyag¢larina dikkat ¢eken ve sonug olarak
kendilerini olduklar1 gibi kabul etmelerini daha olas1 hale getiren bir ara¢ olarak diisiiniilityor olabilir.
Diger bir deyisle, tan1 almak, belirsizligi ortadan kaldirdig1 ig¢in ebeveynlerin, 6gretmenlerin ve hatta
cocuklarm kendilerini daha az stresli hissetmelerine yardimci olabilir.

Yani, tami konulduktan sonraki siire¢ daha kolaydi. (E4)

Ondan sonra... kendisiyle baristi. Kendini baskalari gibi degil, "Ben farklywm" diye gordii.
Farkhiliklarim benim niteliklerimdir. Bu iyi bir sey. Ve ii¢ ya da dort ay iginde okulda mutlu olmaya
baslad: ¢iinkii kendisini "Ben tuhafim" olarak degil, "Ben Aspergerim"” olarak goriiyor. (E3)

Bazi ebeveynler, tan1 ne kadar erken belirlenirse o kadar fazla yardim ve destek saglanabilecegine
inanmaktadir. Bu ifadeler, bir sorunu temel nedenine baglamanin ¢ocugun, ailenin ve toplumun durumu
daha iyi anlamasma yardimci olabilecegini diisiindlirmektedir. Tani, ebeveynlerin kararlarimi ve
davraniglarii yonlendirerek kendilerini umutsuz hissetmelerini 6nleme gibi bir faydaya da sahip
olabilir.

Ornegin, ilkokulun basinda tanilanmis olsaydi, bu ¢ocuga coktan yardim verilmis olacakti ve
okuma ve yazma ile ilgili sorunlar ¢oktan ele alinmis olacakt. (E3)

Dahasi, tan1 konulmasi, ebeveynlerin ¢ocuklarinin zorluklartyla basa ¢ikamadiklari icin hissettikleri
yetersizlik ve sugluluk duygularini hafifletebilir.

Baslangigta, tam konmadan énce, bende bir sorun mu var gibi bir sey hissettim. Ciinkii ne kadar
ugrasirsam ugrasayim hedefe ulasamiyorum, bu yiizden ¢ocugum okuma ve yazmada zorluk
cekiyor. Acaba ben yetersiz miyim? (E3)

Cogunlukla ebeveynlerin taniy1 nasil yorumladigma bagl olarak, tan1 almanin her bir kisi ve aileleri
iizerinde farkli etkileri vardir. Son olarak, biitin ebeveynler tanilama siirecini Ingiltere’de
deneyimlemistir ve hi¢bir ebeveynin bu prosediirii kolay veya rahat bulmadig1 da soylenebilir.
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Ogretmenlerin kaynastirma egitimine yonelik yaklasimlar

Tiim ebeveynler, d6gretmenlerin 6zel gereksinimli ¢ocuklara yonelik yaklagimlarimin kaynastirma
egitiminin uygulanmasi ve bu g¢ocuklar i¢in genel egitim siireci lizerinde derin bir etkisi oldugunu
vurgulamigtir. Bir veli, 6gretmenin ¢ocugunu gérmezden geldigini, simif etkinlikleri sirasinda ihmal
ettigini ve olumsuz bir tutum sergiledigini belirterek memnuniyetsizligini dile getirmistir. Burada, 6zel
gereksinimli gocuklarin ihtiyaglarina hizmet etmenin, onlar1 normal egitim ortamlarina yerlestirmekten
daha 6nemli oldugunun altin1 ¢izmek 6nemlidir.

Doruk ile okul gezisine gittim. Fark ettim ki ... 6gretmen bize yaklasti ve Doruk'un arkadasi
Harun'a (takma isim) bir sey gosterdi ve bunu derste ogrendiklerini soyledi. Aradan biraz zaman
gecti. Binaya girdik. Ogretmen Harun'a tekrar bir soru sordu. Doruk binamn icindeki vitrine
dokundu, ogretmen Doruk'a bunu yapma dedi... ogretmen Doruk'a hi¢chbir sey sormadi, hi¢hbir sey
ogretmeye ¢calismadi ve ona hi¢cbir sans vermedi. (E2)

Diger bir taraftan 6zel gereksinimli ¢ocuklara yonelik 6zel bir sey yapilmamasi, 6gretmenin tutumunun
tamamen olumsuz oldugu anlamina da gelmemektedir. Velilere, dgretmenlerin 6zel gereksinimli
cocuklarm normal siniflara yerlestirilmesi konusundaki yaklagimlar1 soruldugunda veliler, daha 6nce bu
tiir cocuklara yonelik 6zel bir sey yapilmadigina dair olumsuz yorumlarma ragmen 6gretmenlerin genel
olarak dzel gereksinimli cocuklarim siniflarina kabul ettiklerini ifade etmislerdir.

Qgretmenler, Yaman'a gercekten olumlu bir sekilde yaklasiyor... ve tutumlari ¢ok olumlu.
Ozellikle onun davrams problemleriyle karsilastiklarinda, "bu bizim isimiz, onu anlyoruz, o
bilingli olarak yapmuyor, bunu kontrol problemleri nedeniyle yapiyor" diyorlar. (E4)

O pozitifti. Ali've baski yapmad:. (E1)

Benim i¢in, okulun tutumlart ¢ok énemliydi ve Edip'in okulda ne kadar mutlu oldugu agik¢a
goriiliiyordu. (E3)

Ancak sinifa kabul konusundaki olumlu algiya ragmen o6gretmenlerin 6zel egitim ihtiyac1 olan bu
cocuklara yonelik egitim verme konusunda yeterli bir ¢aba gostermedikleri ve onlarin grenme
yeteneklerine dair olumsuz bir inancin oldugu ileri siiriildii. Yorumlar, ebeveynlerin, bir kaynagtirma
ortamia yerlestirilmenin, ¢ocuklarimin gerekli ve yeterli destegi almasini saglamak icin tek basina
yeterli olmadigia inandiklarin1 gostermektedir.

Ashnda, sinifta Ali icin farkly bir sey yapimadi. (E1)

Kesinlikle inaniyyorum ki eger ogretmenler daha fazla sorumluluk alsalardi, Edip farkl bir
pozisyonda olabilirdi. Evet, bazi ¢abalar var, ama gercekten yeterli mi? Bence degil... Basarili
olma potansiyeline inanmada bir eksiklik var. Samimi degil... sadece gérevlerini yerine
getiriyorlar, ancak eylemleri yetersiz kaltyor. (E3)

Bu, okulda siirekli soyledigimiz sey, "Bu okul genellikle énce Doruk'un engelliligini goriiyor,
sonra onu goriiyor." (E2)

Ayrica, Tirk veliler, okul yoneticilerinin destegi ile 6gretmenlerin kaynastirma egitimine yonelik
tutumlar arasinda bir baglant1 oldugunu fark etmistir.

... Tkinci simftan beginci simfa kadar egitimi iyiydi. Daha sonra yonetim degisti ve yonetim,
okulun genel basarisint artirmak igin bu ¢ocuklart okuldan almak istedi. ... Okuldaki 6gretmenler
iyiydi... Yonetim degisince her sey alt iist oldu. (E2)

Dahasi, veli yorumlarina gore 6gretmenlerin duyussal ve biligsel tutumlar ile davraniglar arasinda bazi
tutarsizliklar oldugu ortaya cikmistir. Bu tutarsizigin gesitli agiklamalar1 olabilir. Ogretmenlerin sinif
biiytikliigiiyle ilgili endiseleri, hazirlik igin yeterli zamanin olmamasi, bu tiir ¢ocuklarla deneyim
eksikligi, engellilik konusunda bilgi eksikligi ve akademik kaygilar gibi ¢esitli nedenlerden dolay1
kaynastirmaya direnebileceklerini belirtmislerdir.
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Ogretmenler Edip'in durumunu Ogrendikten sonra onu ¢ok sevdiler... Onu sinifta istemeyen
ogretmen yoktu ama onun hakkinda yeterli bilgiye sahip olmayan bazilarini rahatsiz ediyordu.
(E3)

Tiirkiye'de oldugu gibi burada da akademik basar: kaygist var. Yani sinifta 30 ogrenci var ve

ogretmenin onlart belli bir akademik seviyeye getirmesi gerekiyor ama Yaman buna engel oluyor.
(E4)

Eskiden okullar ¢ok iyiydi (OEG'li ¢ocugu yerlestirme konusunda), ama bolgemizdeki okullar
ogrencilerinin notlarimi yiikseltmeye c¢alistigr icin okullar kotiilesmeye basladi, dolayisiyla
¢ocugunuzu istemiyor, onu okuldan atyyorlar. (E2)

Ogretmen cok iyiydi ama hangisini umursayabilir ki? Ciinkii ¢ok fazla cocuk var. (E1)

Her ne kadar OEG’li ¢ocuklarm normal smiflarda yer almasina yénelik olumsuz yaklasimlari yalnizca
bir ebeveyn dogrudan bildirse de tiim ebeveynler konu ¢ocuklarin akademik olarak basarili olabilecegine
inanmaya geldiginde, Ogretmenlerin olumlu tutumlarinin azaldigi ve &gretmenlerin kaynastirma
ortamlarindaki c¢ocuklarin 6zel egitim ihtiyaclarma yodnelik yeterli gereksinimleri saglamadigi
konusunda hemfikirdi. Bu 6grenciler yasal haklar1 nedeniyle normal siiflara ve okullara yerlestirilse
de bu yasal hakkin, 6gretmenlerin onlara karsi dnyargisin1 engelleyememis oldugu goriilmektedir.
Dolayisiyla 6gretmenlerin 6grencilere ve kaynastirma egitimine yonelik tutumlarinin ailelerin bu tiir bir
egitim alma deneyimlerini 6nemli 6l¢iide etkiledigi sdylenebilir.

Ebeveynlerin Kaynastirma Egitimine Bakis Acilar:

Ogretmenlerin tutumlarinin yani sira ebeveynlerin kaynastirma egitimine bakis agilar1 da kaynastirma
egitiminin etkililigini desteklemede ve gelisimini etkilemede 6nemli bir rol oynamaktadir. Kaynastirma
konusunda destekleyici tutumlara sahip olmalaria ragmen ebeveynler, bu egitim bigimine kars1 farkli
yaklagimlar sergileyebilmektedir. Ornegin, 6zel gereksinimli ¢ocuklar icin tercih ettikleri egitim tiirii
soruldugunda, bazi ebeveynler ¢ocuklarinin dncelikle sosyal gelisim ve gercek hayat senaryolarina
hazirlik amactyla kaynastirma ortamlarma yerlestirilmesini istediklerini belirtirken, akademik becerileri
gelistirmek i¢in ise ayr1 egitim ortamlarini tercih ettiklerini belirtmislerdir.

Miidiire Ali'nin belirli dersleri ayri bir sinifta almasint istedigimi soyledim... Onun igin bire bir
ders almak istiyorum. (E1)

... Hayat bir kaynastirma ornegi oldugu icin hayata ne zaman girdigi onun i¢in énemlidir. ...
ayrica Atlantis'e [ayri egitim sinifin adi] gitmesi gerektiginde veya istedigi zaman gidebilir.
Ancak kaynastirma ortamlarinda daha fazla zaman gecirmesini isterim. (E4)

Bazi velilere gore ise ayr bir sinifta egitim gérmek, ¢cocuklarinin akademik gelisimini desteklemekten
ziyade ona engel teskil ediyordu. Normal bir egitim ortaminin sadece sosyal degil akademik ac¢idan da
avantajli oldugunu ileri siirmekteydi. Bu, 6zel egitim ihtiyaglar1 olan g¢ocuklar i¢in en faydali egitim
ortamina iliskin ebeveynler arasindaki bakis acilarmin gesitliligini ve ebeveynlerin kaynastirma
egitiminden farkli beklentilerini vurgulamaktadir.

Aslinda bu ¢ocuklarin birebir derse hig ihtiyact yok. Birebir verdiklerinde bu tiir ¢cocuklarin
zekasim koreltiyorlar. Ciinkii bu ayrimcilik demektir. Bire bir egitimde bu tiir ¢ocuklardan
beklenti de azaliyor. (E2)

Ancak c¢ocuklarinin okullartyla ilgili olumsuz deneyimler yasasalar bile bu ebeveynlerin higbiri
cocuklarinin okulunu veya egitim tiiriinii degistirmeyi diisiinmedi. Ebeveynler halihazirda siirmekte olan
bir siireci tercih etme egilimindeydiler; ¢iinkii bu siiregle ilgili aginalik ve rahatlik, tatminsizlik
olasiligini ve yeni deneyimlere uyum saglama zorlugunu azaltryordu.

Okul degistirmeyi diistinmedim. Okul evimize yakin. Ayrica tiim ¢ocuklar Ali'yi taniyor ve
seviyor. Okula alismigti ve dort yildir aymi okula gidiyor. (E1)
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Su an bize biraz uzak olsa da okul degistirmeyi diisiinmiiyorum. Dedigim gibi Yaman'in
arkadaglart var orada, bir siire¢ basladi, 6gretmenler onu ¢ok iyi taniyor, ne yapacagini ¢ok iyi
biliyor, onun igin tiim planlar yapilyyor. Bu yiizden okulumuzu degistirmeyi hi¢ diigiinmedim.
(E4)

Okul degistirmeyi diisiinmiiyorduk. Zaten besinci siiftaydi ve anaokulundan beginci sinifa
kadar bu okula gitmisti ve ayni siniftaki tiim arkadaslart Doruk'a yardim ediyordu. (E2)

Ebeveynler, kaynastirma egitiminin 6zel gereksinimli ¢ocuklarin {izerindeki, 6zellikle normallesmeyi
ve kendini kabullenmeyi tesvik etme acisindan olumlu etkilerini vurguladilar.

Bence Edip kendini her zaman normal gormek ister. Yani eger farkl bir okula gitseydi Edip'in
kendisi hakkindaki hisleri pek iyi olmazdi. Kendisiyle barisik olmadig icin kendi ozelliklerini
sevemiyordu. Eger ozel egitim okuluna gitseydi her zaman benim otizmim var diye diisiiniirdi.
(E3)

Ebeveyn Katilimi

Ebeveynler, OEG olan gocuklarmin egitimine katilimlarinin kaynastirma egitimi deneyimlerine etkisini
de tartismuslardir. Bu arastirmada, ebeveynler ¢ocuklarinin egitimine katilimmin bir yolu olan
Ogretmenleriyle iletisimlerine iliskin olarak egitimcilerle etkilesimlerinin sinirh veya etkisiz oldugunu
ifade etmislerdir.

Veli toplantilarina geliyoruz ve sadece bes dakikamiz var. Sadece bes dakika istemiyorum.
Velilerin konugmak istedigi bir konu varsa dersler bittikten sonra okula gelmemiz gerektigini ve
ogretmenlerimizin miisait olacagini soylemelerini tercih ediyorum. Biraz daha zamana
ihtiyacimiz var... ve yarim saate sahip olmak daha iyi. (E3)

Sadece yilda bir kez goriisiiyoruz. (E1)
Swnif 6gretmeniyle pek iletisimim olmadi. Bu konuda pasifti. (E4)

Bununla birlikte katilimcilar, sinif mevcutlarinin yiiksek olmasindan kaynaklanan sinirlamalar da dahil
olmak iizere ebeveynlerin katilimina ydnelik ek engeller belirlediler. Ogretmenlerin agir1 is yiikiine
maruz kaldiklarin1 ve bunun da c¢ocuklarmin egitimine aktif katilimlarmin Oniinde bir engel
olusturdugunu vurguladilar.

Swnif ogretmeni daha once de belirttigimiz gibi bir¢ok ogrenciden sorumlu oldugu icin velileri
yeterince bilgilendirmiyor. Ancak diger sinifta (ozel egitim sinifina atifta bulunarak) égretmen
daha az sayida ¢cocuga ev sahipligi yapiyor. Daha fazla bilgi verebilir ¢iinkii Yaman'a daha fazla
konsantre olabilir. (E4)

Mesela ¢ok sey bilen suif 6gretmenleri vardi. Ama burada ogretmen on swiniftan sorumiu. Cok
isi var. Her ogrenciyle ilgilenebilir mi? Yani bu durumda isler hi¢ bitmeyecek. (E3)

Ayrica, Tiirk ebeveynler, dil engelini gocuklarinin egitimine katilimlarinin dniinde ek bir engel olarak
belirtmislerdir. Bu engel, ¢cocuklarinin akademik deneyimlerine ve okulla ilgili faaliyetlere tam olarak
katilimlarina belirgin bir zorluk katmaktadir.

Cok fazla Ingilizcem yok. Ben ona hicbir sey séyleyemedim, o da bana séylemedi. Sorunlarimi
Ingilizce tartisamiyorum. (E1)

Katilimcilara ayrica o6zel egitimin onemli bir pargast olan ve OEG olan gocuklarmnin egitimine
ebeveynlerin katilimi igin bagka bir yol sunan Bireysellestirilmis Egitim Programi (BEP) toplantilariyla
ilgili deneyimleri de soruldu. Bu toplantilara atfedilen énem ve ebeveynlerin karar alma siirecinde
paydaslar olarak kabul edildigini One siiren yasal haklar tarafindan zorunlu olmasma ragmen,
katilimcilar, bu 6nemli tartigmalarin diginda kaldiklarini hissettiklerini bildirdiler.

Bu tiir toplantilara hi¢bir zaman davet edilmedim. BEP' den hi¢ bahsetmediler, bu konuda
bilgim yok. (E4)
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Doruk altinct sinifta evde egitim goriiyordu. Haberimiz olmadan karar verdiler. Bizi telefonla
arayip evimize bir ogretmenin gelecegini soylediler. (E2)

Buna ilave olarak, ebeveynler, ¢ocuklarinin egitimiyle ilgili kararlara yasal olarak itiraz etme hakkina
sahip olmasina ragmen, bu hakkin pratikte uygulanmasimin etkisiz oldugunu diisliniiyor. Aslinda,
ebeveynlere, ¢ocuklarinin egitimiyle ilgili kararlara aktif olarak katilma firsati saglamak amaciyla
mevzuatin zorunlu kildigi resmi mekanizmanin amaglandigi gibi ¢alismadigi sdylenebilir.

Ilkokul bitiminde, dénem bitmeden tim velilere, c¢ocuklarinin ortadgretim okullarin
secgebilmeleri igin bir liste verilmektedir. Dort okul secebilirler. Bazi okullara gittik,
cocugumuzun durumuna uyum saglayip kabul edip edemeyeceklerini sorduk. Evet diyenler
arasidan segip tercih listemizi verdik ama segimlerimiz goz ardy edildi ve bize ¢ocugumuzun
ozel egitim okuluna gitmesi gerektigi soylendi. Bu karara itiraz ettim ama ise yaramadi. (E2)

Kendi iilkelerinin disinda yasamanin ebeveynlerin deneyimleri iizerindeki etkileri

Bu tema, ebeveynlerin yabanci bir iilkede yasamanin ¢ocuklarimin kaynastirma egitimi deneyimlerini
etkileyip etkilemedigi soruldugunda verdikleri yanitlardan ortaya ¢ikmustir. Ilging bir sekilde bu tema,
diger temalarla karsilastirildiginda katilimcilar arasinda en az ortak goriisiin bulundugu tema olmustur.
Ebeveynlerin bu temada yakinlasma noktasi ise, Tiirkiye'deki deneyimlerine iliskin hicbir sey
sorulmamasma ragmen Ingiltere ve Tiirkiye'nin kaynastirma egitim politika ve uygulamalarmi
karsilagtirmalartydi.

Buraya zaten Yaman'in egitimi icin geldim. Ciinkii Tiirkiye'de basima gelecegi biliyorum.
Ogretmenlerin Yaman't okulda diizeni bozan yaramaz bir ¢ocuk olarak etiketlemesini istemedim.
(E4)

Hayir hayir olumsuz bir etkisi yok. Burada olmanin daha iyi oldugunu diistintiyorum ¢iinkii bu
konular Tiirkive'den daha uzun siiredir burada ele aliniyor ve Ingiltere onde. Tiirkiye'de
insanlar daha yeni uyanmaya basladi. Edip'in orada fark edilecegini sanmiyorum. Bunun onun
dogasi oldugunu soylerlerdi. (E3)

i egitim veriyorlar. Her seye onlar bakiyor. Ancak Tiirkiye'de olsaydim bunu basarmak zor
olurdu. Muhtemelen faydalarin yarisint alamazdim. Bunun i¢in ekonomik kosullarin iyi olmas:
gerekiyor. Ozel okullar... 6zel doktorlar... bunlar burada ulasilabilir. (E1)

Genel olarak Tiirk ebeveynler, 6zel gereksinimli gocuklara saglanan hizmetler agisindan Ingiltere'nin
Tiirkiye'den ¢ok daha gelismis oldugu inancindaydi. Ebeveynlerin Ingiltere'de yasarken kaynastirma
egitimine iliskin genel deneyimleri olumluydu. Ancak en az bir ebeveynin Ingiltere'deki egitim
sistemine agina olmamasi nedeniyle olumsuz deneyimler yasadigini belirtmekte fayda var.

Burada yasamak, sistemi bilmemek... egitimimizi burada almadigimiz icin... bunlar bize zarar
veriyordu. Bunlar bizim sanssizligimiz. (E2)

Esasen bu karsilastirmalar, bireylerin farkli iilkelerdeki deneyimlerinin memnuniyet diizeylerini nemli
Olciide etkiledigini vurgulamaktadir. Baslangicta olumsuz beklentilere sahip olan aileler, olumlu
durumlarla karsilastiklarinda daha yiiksek memnuniyet bildirme egiliminde olmuslardir.

Sanirim bir zamanlar spor yaparken olmugstu. Beni okuldan aradilar. Ogretmenini yordugu ve
tizdiigii icin gelip Yaman't almam istediler. Okula gittim ve ogretmene zorluk ¢ikardigi igin
ertesi giin Yaman't getirmeyecegimi soyledim ve oziir diledim. Tiirkiye'de boyle olsaydi
ogretmenler getirmeyin derlerdi, ben de boyle bir sey bekliyordum. Ama ogretmen hayir ded;,
bu bizim gorevimiz, yani evet Yaman bizi yorabilir ama biz isimizi yapiyoruz ve hiperaktivitesi
olan bir ¢cocuga bakmak kolay degil dedi. Bunu biliyoruz ve dinlenmeye hakkiniz var, liitfen
Yaman getirin dedi. Cok mutluydum. (E4)

Katilimeilar, Ingiltere'de yasamanin Tiirk ebeveynlerin OEG olan ¢ocuklari i¢in kaynastirma egitiminde
karsilagtiklar1 durumlar tizerindeki etkisinin yani sira, yabanci kokenlerinin &gretmenlerin hem
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cocuklara hem de ebeveynlere yonelik tutumlari iizerindeki etkisini de tartistilar. Bu konuda
ebeveynlerin farkli goriisleri vardi. Bazi veliler, 6gretmenlerin etnik kokenlerine veya gecmisglerine
yonelik olumsuz tutum sergilemediklerini, kiiltiirel kdkenlerine gére onlara farkli davranmadiklarini
ileri stirdii.

Bazi Tiirkler hep yabanciyiz, bizim i¢in farkli bir sey yapiyorlar diyor. Hi¢ boyle hissetmedim.
Yillardwr Ingilizlerle ¢alistyorum, 6yle hissetmedim. (E3)

Giizeldi... Eger bir Ingiliz cocugu bu durumda olsaydi okulda ona da aynt muamele yapilirdi. Herhangi
bir ¢ocuga oldugu gibi Yaman'a da davraniyorlar. Bu beni mutlu ediyor. (E4)

Ote yandan bir veli, yabanci kokenlerinin ve farkli bir dil konusmalarmin dgretmenler tarafindan
ayrimciliga yol actigini belirtti.

Doruk'un bir raporu olmadigi icin dislandi. Raporu olmayan diger ¢cocuklar ise devam etti. Bize
ayrimceulik yaptilar. (E2)

Yeni yonetim geldikten sonra okulun notlarim yiikseltmek igin 6zel egitim gereksinimi olan
cocuklart okuldan uzaklastirmak istedi. ... Cocugumuzia ayni durumda olan Giirkan'in (takma
isim) anne ve babast, ana dilleri Ingilizce oldugu icin avukata gittiler. Avukat okula bir mektup
gonderdi ve yomnetim onu okula geri aldi. Cocuk okulda kaldi. Doruk'un durumu
Giirkan'imkinden daha iyi olmasina ragmen onu kaynastirma egitiminden ¢ikardilar. (E2)

Bu deneyim, etnik kdkenin profesyonellerin algi, tutum ve davraniglarinda gesitli degisikliklere neden
olabilecegine isaret etmektedir. Bu degisiklikler, profesyonellerin kdkenlerine, bolgelerine ve hatta
kullandiklar dile bagli olarak ortaya ¢ikabilir. Profesyoneller iizerinde etkili faktorler konusunda ortak
bir sonuca ulagilmamastir.

Tartisma

Bu ¢aligmanin temel amaci, Tiirk ebeveynlerin Ingiltere'de 6zel gereksinimli gocuklarma saglanan
kaynastirma egitimine iligkin algilarin1 ve memnuniyetlerini, kendi iilkeleri digsinda yasayan ebeveynler
olarak deneyimlerinden yola ¢ikarak incelemektir. Caligma, ebeveynlerin memnuniyet diizeylerini
dogrudan olgmese de bakis acilart ve yorumlari, c¢ocuklarinin kaynastirma egitimine iliskin
memnuniyetleri ve endiseleri hakkinda degerli gdstergeler sunmustur. Caligmanin temel bulgusu, 6zel
gereksinimli gocuklar1 Ingiltere'de egitim géren bu Tiirk ebeveynlerin deneyimlerinin, &nceki
calismalardaki yerli ebeveynlerin deneyimleriyle yakindan uyumlu oldugunu gdstermektedir. Bununla
birlikte, OEG’li gocuklar1 olan Tiirk ebeveynlerin Ingiltere'de kaynastirma ile ilgili ek sorunlarla
karsilastiklari gdsteren onemli zorluklar tespit edilmistir. Ebeveynler, Ingiltere'deki kaynastirma
egitiminin sunulan imkanlar agisindan Tiirkiye'dekinden daha gelismis oldugunu diisiindiikleri i¢in
genel olarak kaynastirma egitiminden memnun olduklarmi belirtirken, bazilar1 uygulamalardaki
iyilestirilebilir yonler nedeniyle daha az memnuniyet yasasalar da yine de kaynastirma egitim
uygulamalarini desteklemektedirler.

Tiirk ebeveynler igin tanilama siireci, kaynastirma egitimine yonelik ¢cok dnemli bir ilk adim olarak
ortaya ¢ikmaktadir. Bazilar1 baglangicta bu adimdan rahatsizlik duysa da bircogu tanilamay1 bir
rahatlama kaynagi, kendini suglamaktan kaginmanin bir yolu olarak gérmektedir. Tan1 alma eylemi,
belirsizligi ortadan kaldirmaya hizmet ederek ebeveynler, egitimciler ve hatta ¢cocuklarin kendileri i¢in
kaygiy1 azaltmaktadir (Lauchlan ve Boyle, 2007). Tanilamanin bir diger 6nemli etkisi de ebeveynlerin
kendilerini g¢aresiz hissetmelerini 6nleme, karar verme ve eylemlerine rehberlik etme potansiyelidir.
Ebeveynlerin yorumlari, bir sorunu o sorunun kok nedenine baglamanin, o durumu gocuk, aile ve genel
olarak toplum i¢in daha anlasilir hale getirebilecegini gostermektedir. Bu anlayis, insanlarin bir
topluluga ait olma hissi duyma ihtiyaciyla baglantili olabilir; bu da tan1 yoluyla saglanan kabuliin tesvik
ettigi bir baglantidir (Cline ve Frederickson, 2009). Ancak, Stevens ve Wurf’un (2020) belirttigi gibi
ebeveynlerin tanilama siirecinde 6gretim elemanlarindan yiliksek diizeyde destek almasinin aksine,
Ingiltere’deki tanilama siirecinde dgretmenlerin yonlendirmede yardimer olmadigini hatta gocuklarinm
durumunu fark eden aileleri dikkate almadiklar1 ortaya ¢ikmustir. Ayrica, Arishi ve digerlerinin (2007)
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vurguladigi gibi, tan1 konulmasi, bu 6grencilerin bagka tiirlii alamayacagi temel hizmetleri saglamak
icin gerekli devlet fonlara erisim igin bir 6n kosul olabilir. Sonug olarak, tan1 koyma eylemi, 6zel
gereksinimli 6grencilere kaynaklarin adil bir sekilde dagitilmasi icin gerekli olan politik bir gereklilik
olarak gortilebilir.

Veliler genellikle 6gretmenlerin ¢cocuklarini siniflarina kabul etme konusunda misafirperver oldugunu
diisiiniirken, 6gretmenlerin ¢ocuklarin basari potansiyeline olan inanglarinda ¢ekinceleri oldugunu ifade
etmislerdir. Bu endise, 6gretmenlerin 6zel gereksinimli 6grencilerin 6grenme yeteneklerine iliskin
olumlu beklentilere sahip olmamalar1 durumunda, onlara etkili bir sekilde 6gretim icin yeterli ¢cabay1
gosteremeyecekleri anlayisindan kaynaklaniyor olabilir. Bu durum, velilerin, kaynastirma siniflarindaki
ogretmenlerin bilgi diizeyi ve bireysellestirilmis 6gretim yetenekleri hakkinda olumsuz algilara sahip
oldugunu belirten Stevens ve Wurf' un (2020) calismasiyla uyumludur. Bir kaynastirma sisteminin
basarili sayilabilmesi i¢in, ebeveynlerin, okullarin tiim ¢ocuklarin ihtiyaglarin1 anlama ve karsilama
yeterliligine giivenmesi gerekir (Elkins vd., 2003). Dolayisiyla, 6zel gereksinimli g¢ocuklarin yari
zamanli ya da tam zamanl kaynastirma ortamlarinda egitim gérmesi, toplum i¢inde egitimin kalitesine
yonelik bir giiven eksikligine yol agiyorsa, bu tiir egitim uygulamalarinin etkililigi konusunda soru
isaretleri dogurur. Normal simiflara fiziksel olarak dahil olmak, 6zel gereksinimli 6grencilerin basarili
bir sekilde katilimini artirmak icin yeterli degildir (Nepi vd., 2013).

Ogretmenlerin kaynastirma egitimine yonelik yaklasimlarinda gdzlemlenen farklilik birkag faktore
baglanabilir. 11k olarak, farkli dzelliklere ve ihtiyaclara sahip gesitli bir grup ¢ocugu yénetmeyi iceren
kaynastirma egitimi silireci, Ogretmenlerin belirli becerilere ve egilimlere sahip olmasini
gerektirmektedir. Ayni sekilde, cok kiiltlirlii egitim ortami olusturmak, Ogretim ortamlarini ve
programlarini ¢esitlendirmeyi, farkli kiiltiirlere ve 6grenci ihtiyaglarina uygun olarak adapte etmeyi
gerektirir (Cirik, 2008). Ayrica, onlarin geleneksel 6gretim yontemlerini uyarlamaya istekli olmalarini
gerektirmektedir ki bu durum, kaynastirma egitimini is yiiklerini artirabilecek bir tehdit olarak algilayan
bircok Ogretmen tarafindan hos karsilanmayabilir (Hassenein, 2015; Knight, 1999). Kaynastirma
smiflarinda ¢alismalarina ragmen, 6gretmenlerin engellere iligkin bakis agilari, kaynastirmaya yonelik
tutumlarini etkileyebilir. Ornegin, engelleri dogustan gelen bir durum olarak géren ve etkilerinin
degistirilemeyecegine inanan Ogretmenler, kaynastirma smiflarinda 6gretim tarzlarini degistirmeye
direnebilirler. Whitaker'm (2007) Birlesik Krallik'taki aragtirmasinda da benzer duygular dile getirilmis
ve kaynastirma yoluyla 6gretim uygulamalarinin hayata gecirilememesi ile engellilik anlayisindaki
eksiklik arasindaki baglanti vurgulanmigtir. Bu durum, Runswick-Cole (2008) tarafindan belirtildigi gibi
Ingiltere nin kaynastirma egitimi dniinde bariyer kurmaya devam ettigini, sorunu gocuklarin kendisinde
goren bir yaklagimda bulunduklarini desteklemektedir. Bu tiir 6grencilerin haklarini korumak igin onlar1
kaynastirma smiflarina ve okullarina yerlestiren yasal zorunluluklara ragmen, bu diizenlemeler
Ogretmenler arasindaki Onyargilar1 engelleyememistir. Sonu¢ olarak, Ogretmenlerin kaynastirma
egitimine ve Ogrencilere yonelik tutumlarinin, ailelerin bu tiir egitim baglamlarindaki deneyimlerini
onemli dl¢ilide etkiledigi sdylenebilir.

Elkins ve digerlerine (2003) benzer sekilde, Tiirk ebeveynler de ingiltere’deki kaynastirma egitimine
yonelik sinif mevcudu ve 6gretmenlerin gocuklarin 6zel ihtiyaglarina yonelik tutumlar1 konusunda bazi
endiselerini dile getirmektedir. Ancak, bu ¢ekincelere ragmen, ebeveynlerin higbiri ¢cocuklarinin mevcut
okulunu veya programini degistirme istegini dile getirmemistir. Bu ¢aligmanin bulgulari, ebeveynlerin
kaynastirma tercihlerine 151k tutmakta ve kaynastirma ortamlariin 6zel gereksinimli 6grencilere gercek
yasam durumlarma hazirlanma, arkadaslik kurma ve sosyal olarak gelisme firsatlar1 sundugunu
vurgulamaktadir. Bu sonuglar, ebeveynlerin kaynastirma egitimini 6ncelikle olumlu sosyal sonuglari
nedeniyle destekledigini gdsteren mevcut literatiirle uyumludur (Duhaney ve Salend, 2000; Kogyigit,
2015; Narumanchi ve Bhargava, 2011). Ayrica, Elkins ve digerlerinin (2003) gézlemleri dogrultusunda,
Tiirk ebeveynler de kaynastirma egitiminin ¢ocuklara yonelik beklentileri artirdigina ve zihinsel
uyarimi artirarak akademik ve iglevsel becerilerin gelisimine katkida bulunduguna inanmaktadir. Bu
durum, kaynastirma egitiminin 6zel gereksinimli 6grenciler i¢in sadece sosyal degil, aym1 zamanda
akademik ve biligsel gelisimi tesvik etme potansiyeline iligkin olumlu bir bakis agisinin altini
cizmektedir.
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Ebeveynler tarafindan dile getirilen kaynastirmaya yonelik ortak destege ragmen, ¢ogu, 6zel egitime
ihtiyact olan g¢ocuklarinin akademik gelisiminden memnun degildir. Bu 6nemli bir bulgu olup,
ebeveynlerin 6zel gereksinimli ¢ocuklari i¢in ek akademik destege ihtiya¢ duyduklarimi gostermektedir.
Bu durum, ebeveynlerin genel sinif 6gretmenlerinin bireysellestirilmis akademik egitimi yeterince
saglamadigina ve gocuklarimin akademik ihtiyaclarinin ayristirilmis ortamlarda daha iyi karsilandigina
inandiklarin1 bildiren Palmer ve digerleri (2001) ile Gilmore ve digerlerinin (2010) bulgularyla
ortiismektedir. Ayrica galisma, ¢ocuklari yar1 zamanli kaynastirmada olan ebeveynlerin, cocuklari tam
zamanl programlarda olanlara kiyasla kaynastirma egitimine daha sicak baktigimi ortaya koymustur.
Yar1 zamanh kaynastirmanin tercih edilmesi, bu tiir hibrit programlarin daha fazla 6gretimsel uyum ve
uzmanlagmis 6gretim sundugu ve ebeveynlerin tamamen kaynastirma egitimiyle ilgili temel endiselerini
giderdigi inancina baglanmistir (Leyser ve Kirk, 2011). Esasen, kaynastirma egitimini ¢ocuklarimin
sosyal olarak “normallesmesi” i¢in bir arag olarak goriirken, akademik gelisim icin 6zel destegin
gerekliligini de kabul etmektedirler. Bu hassas bakis acgisi, 6zel egitime ihtiyact olan ¢ocuklar i¢in
kaynastirma egitimi baglaminda sosyal ve akademik hususlari karmasik etkilesimini vurgulamaktadir.

Down Sendromlu ¢ocuklarin ebeveynlerinin tam zamanl kaynastirma egitimini destekleme egiliminde
olabilecegini, otizmli ¢ocuklarin ebeveynlerinin ise yar1 zamanlh kaynastirmay: tercih edebilecegini
belirten bazi1 ¢aligmalarin aksine (Kasari vd., 1999), mevcut calisma bu Oriintiiyli desteklememistir.
Bulgular, ebeveynlerin kaynastirma egitimine bakis agilariin belirli tanilardan ziyade (Zanobini vd.,
2018), c¢ocuklarmin engelinin ciddiyetinden etkilenme olasiliginin daha yiiksek oldugunu
gostermektedir. Bu durum, Leyser ve Kirk'in (2004) ¢calismasindan elde edilen sonuglarla értiismektedir.
Ornegin, bu arastirmada, Down Sendromu tanis1 almis ¢cocuklari olan iki ebeveyn farkli goriisler dile
getirmis ve otizmli ¢ocugu olan bir ebeveyn, Down Sendromlu ¢ocugu olan ebeveynlerden birinin
tercihiyle uyumlu olarak, ¢ocugu i¢in tam zamanli kaynastirmayi tercih etmistir. Bu gozlem, Tiirk
ebeveynlerin kaynastirma egitiminden memnuniyetinin, belirli bir engel tilirlinden ziyade engelin
ciddiyetine gore belirlenebilecegini ima etmektedir.

Literature paralel olarak (6rn. Burke, 2013; Fish, 2008), Tiirk ebeveynlerin ¢ocuklarinin egitim siirecine
katilmi ile kendi memnuniyet diizeyleri arasinda genellikle olumsuz bir iliski bulunmaktadir.
Ebeveynlerin toplantilara katilabildigi ancak katilimlarnin gostermelik oldugunu diisiindiikleri
literatiiriin aksine (Burke, 2013), Tiirk ebeveynler bu tiir toplantilara davet bile edilmemistir ve bu da
daha temel bir soruna igaret etmektedir. Freeman ve digerleri (1999) egitim seviyesi yliksek ebeveynlerin
cocuklarinin egitimine daha fazla katihm gosterdigini kesfetmistir. Ancak, mevcut ¢aligmanin bulgular
bununla uyumlu degildir. Egitim ge¢mislerine bakilmaksizin, tiim katilimci ebeveynler katilim firsatlari
ve bu konuda kendilerine nasil davranildigi konusunda hosnutsuzluklarini dile getirmistir. Bilgisiz ve
diglanmis hissetmek, Ingiltere'deki yerli ebeveynlere kiyasla kendilerinin ve g¢ocuklarinin egitim
uzmanlar tarafindan kabul gérmedigi veya deger verilmedigi inancina yol agabilir. Ancak, kabuliin
basarili bir kaynastirma egitiminde ¢ok onemli bir faktdr oldugu tespit edilmistir (Frazeur-Cross vd.,
2004; Lovitt ve Cushing, 1999; Soodak ve Erwin, 2000). Ebeveynlerin ¢ocuklarinin egitimine aktif
katilmimi engelleyen diger onemli bir bariyer, profesyonellerin iistiin bilgi ve uzmanliga sahip
olduklarina yonelik algilar olabilir. Bu inang, profesyonellerin ebeveynlerin katkilarina daha az agik
olmalarina ve katilimlarim belgeleri imzalamak gibi rutin konularla siirlandirmalarina yol agabilir
(Fish, 2008). Bu durum, BEP siirecinde ebeveyn katiliminin teorik 6nemi ile pratikteki uygulamasi
arasinda bir ugurum olduguna isaret etmekte ve politikanin amaci ile ebeveynlerin bu toplantilardaki
deneyimleri arasinda potansiyel bir kopukluk oldugunu gostermektedir. Ayrica, ebeveyn katilimimin
anlami ve iglevleri hakkindaki farkli fikirler nedeniyle ebeveynler ve dgretmenler arasinda potansiyel
bir ¢atigsma kaynagi oldugu 6ne stiriilmektedir. Ebeveynler daha aktif bir katilim arzularken, 6gretmenler
katilim1 sadece onay almak ve belgeleri imzalamak olarak yorumlayabilir.

Bir bagka tartisma konusu da ebeveynlerin 6zel egitime ihtiyacit olan ¢ocuklarinin egitimine iliskin
tercihlerinin dikkate alinmadig1 yoniindeki iddialaridir. Bu durum, biirokratik engeller, gecikmeler ya
da ebeveynlerin gercek hayatta itiraz hakkin etkin bir sekilde kullanmasini engelleyen diger engeller
anlamina gelebilir. Yasal hiikiim ile pratik uygulama arasindaki kopukluk, ¢cocuklarinin egitimiyle ilgili
kararlara katilma g¢abalarinda ebeveynler i¢in itiraz siirecinin erisilebilirligi ve islevselligi konusunda
endiselere yol agmaktadir. Bu eksiklik, ebeveynler arasinda memnuniyetsizlige yol agabilir. Ayrica,
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profesyoneller ve aileler arasindaki dil farkliliklar1 ebeveyn katiliminin oniinde bir engel olarak
tamimlanmaktadir.  Burke (2013), ebeveynlerin memnuniyetsizliklerini ifade  etmekten
cekinebileceklerini  ve endiselerini paylagsmaya calistiklarinda bile karsit bir tutumla
karsilagabileceklerini iddia eder. Baz1 kiiltiirlerde ise otorite figlirlerine ve profesyonellere karsi elestiri
ve sikayetlerin hos karsilanmayacag diislincesiyle, ebeveynler sorunlarimi dile getirmek istemeyebilir.
Etnik koken ve dil farkliliklar1 bu ¢ekincelerin daha da fazlalagmasina neden olabilir. Profesyoneller, dil
bariyeri nedeniyle etkili sekilde duygu ve diisiincelerini anlatamayan ebeveynlerin ihtiya¢ ve sorunlarim
anlamada eksiklik gosterebilir. Bu nedenle, okullarda terciiman bulunmamasi, dikkat edilmesi gereken
onemli bir sorun olarak vurgulanmaktadir. Bu ¢alisma, farkli kiiltiirlerden gelen ebeveynler arasindaki
deneyimleri dogrudan karsilastirmamis olsa da Ingiltere'deki Tiirk ebeveynler ve dgretmenler arasindaki
kiiltiirel farkliliklar, iletisimi etkileyen bir faktor olarak tespit etmistir. Bu gdzlem, Sontag ve Schact'in
(1994) Kiiltiirel farkliliklarin ebeveynler ve egitimciler arasindaki iletisimi olumsuz etkiledigini ve
bunun da ebeveyn katilimmin azalmasina yol agtigini bildiren bulgularyla ortiismektedir. Dolayisiyla,
bu Tirk ebeveynlerin memnuniyetinin, kaynastirma programinin tartisilan yoniine bagli olarak
dalgalandig1 sdylenebilir.

Mevcut literatiir bulgular agikca desteklemese veya karsi ¢cikmasa da bu ¢alisma yabanci bir tilkede
yasamanin Tiirk ebeveynlerin 6zel egitim gerektiren ¢ocuklarinin kaynastirma egitimi deneyimleri
iizerinde hem olumlu hem de olumsuz etkileri oldugunu gdstermektedir. Ingiltere'de yasamanin,
ozellikle de 6zel gereksinimli gocuklar igin kaynastirma egitimi a¢isindan avantajlart konusunda olumlu
duygular ifade edilmistir. Bu olumlu tepkiler, 6zellikle kendi {ilkelerindeki onceki deneyimleri
olumsuzsa, ebeveynlerin baglangigtaki beklentilerini ve su anda ikamet ettikleri iilkedeki ¢ocuklarinin
kaynastirma egitiminden memnuniyetlerini etkileyen c¢ok kiiltiirlii baglama sahip olmanin bir sonucu
olabilir. Bagka bir deyisle, ebeveynler ¢cocuklarinin kaynastirilmasina yonelik daha diisiik beklentilerle
baglamislarsa, normal kosullara gore daha yiiksek bir memnuniyet diizeyi yasayabilirler.

Buna karsilik, galisma, Tiirk ve Ingiliz egitim sistemleri arasmdaki farkliliklarin uyum konusunda
zorluklara yol agabilecegini ve bunun da ebeveynler i¢in olumsuz deneyimlerle sonuglanabilecegini
ortaya koymaktadir. Bu durum, kiiltiirel ve egitimsel farkliliklarin, 6zel gereksinimli gocuklarin
ebeveynlerinin kaynastirma egitimi ortamlarindaki deneyimleri iizerindeki hassas etkisini
vurgulamaktadir.

Katilmcer Tirk ebeveynlerin ¢ocuklarinin devam ettikleri okullarm konumlarindaki farkliliklara
ragmen, ¢cocuklarinin kaynastirilmasiyla ilgili deneyimleri 6nemli 6l¢iide farklilik gostermemistir. Etnik
kokene dayali bu galigmanin ilk beklentileri, Tiirk ebeveynlerin daha olumsuz deneyimler bildirecegi ve
yerlestirme siirecinde daha fazla zorlukla karsilasacag: yoniindeydi. Ancak ¢alisma, sikayetleri olsa da
katilime1 ebeveynlerin deneyimlerinin biiyiik 6l¢iide benzer oldugunu ortaya koymustur. Rapor edilen
deneyimler, profesyonellerin farkl etnik kdkenlerden gelen bireylere yonelik tutumlarinin ebeveynlerin
genel deneyimlerini etkiledigini gostermistir.

Simirhiliklar ve Oneriler

Tiirk ebeveynlerin Ingiltere’de dzel egitim ihtiyaci olan ¢ocuklarinin kaynastirma egitimi hakkindaki
tecriibelerini igeren karmasik ve son derece duygusal durumu niteliksel olarak incelemek igin,
ebeveynlerin deneyimlerini anlatirken kullandiklar kendi climleleri veri olarak kullanilmistir. Bununla
birlikte, bazi1 sinirlamalar kabul edilmelidir. Veriler yalnizca goriismeler yoluyla toplanmis, ebeveynlerin
anlatimlarinin  gilivenilirligini dogrulayacak gozlemsel verilerden yoksun birakilmistir. Ayrica, bu
calismada Ingiltere'de dzel egitime ihtiyaci olan cocuklari olan sadece dért Tiirk ebeveynle goriisiilmiis
ve bu da farkli engellerin aragtirilmasini sinirlandirmistir. Bununla birlikte, katilimcilarin ¢ocuklarinin
farkli yas gruplarina ve farkli engel tiirlerine sahip olmasi da ¢alismanin kapsamini daraltmistir. Farkli
yas gruplarindan ve engel tiirlerinden ¢ocuga sahip olan ailelerin, ¢ocuklarinin egitimi konusundaki
goriisleri onemli Ol¢iide farklilik gosterebilir. Sonuglar, bu deneyimlerle ilgili yeni bir bakis agismin
gelistirilmesine katkida bulunsa da 6zel egitime muhtag¢ ¢cocuklar1 olan tiim Tiirk ebeveynlere ve diger
gdcmen niifuslara genellenemez.
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Bu sinirlamalara ragmen, calisma gelecekteki arastirmalar igin Oneriler sunmaktadir. Karsilagtirmal
caligmalar, Ingiltere'de yasayan farkli etnik kokenlerden ebeveynlerin deneyimlerini kesfedebilir.
Arastirmanin diger yabanci iilkelerdeki Tiirk ebeveynleri de kapsayacak sekilde genisletilmesi daha
genis bir bakis ag1s1 saglayabilir. Ingiltere'deki Tiirklerin kaynastirma egitimiyle ilgili goriislerini almak,
0zel egitim politikalarinin belirlenmesi i¢in de 6nemli bir kaynak olabilir. Belirli etnik gruplardan gelen
ailelerin kaynastirma egitimiyle ilgili deneyimleri, politika yapicilarina ve egitim uzmanlarma cesitli
bakis agilar1 sunabilir. Bu veriler, kaynastirma egitim politikalarinin daha kapsayici, etkili ve kiiltiirel
acidan duyarl bir sekilde gelistirilmesine yardimci olabilir. Daha gesitli tiirde engellerin ve diizeylerinin
dahil edilmesi, ebeveynlerin tam tiiriine dayali deneyimlerinin ve memnuniyetlerinin anlasilmasini
derinlestirecektir. Farkli arastirma yontemleri ve daha biiylik katilmci Ornekleri kullanilarak
genellenebilirlik artirilabilir.

Sonuc¢

Sonugclar, kaynastirma egitiminde daha iyi politika ve uygulamalar1 tesvik etmek igin yararli olabilecek
bulgular sunmaktadir. Bu bulgular, ebeveynlerin ¢ocuklarmin kaynastirilmasina iligskin algilarim ve
memnuniyetlerini etkileyen farkli degisken tiirleri ve farkli kaynaklar arasindaki énemli baglantilarin
iligkilerini ortaya koymaktadir. Sonuglar, ebeveynlik deneyimleri {izerine yapilan diger arastirmalarla
baz1 benzerlikler gosterse de arastirma Ingiltere’deki Tiirk ebeveynlerin kaynastirma egitimi konusunda karsilastig1 6zel
zorluklari ortaya koymasi yoniiyle énemli goriilmektedir. Tanilama siirecinin, rahatlama, anlayis ve gerekli destek
hizmetlerine erisim saglayan gok énemli bir bilesen oldugu ortaya ¢ikmigtir. Ogretmenlerin grencilerin
potansiyeline olan inanglar1 ve ek akademik destege duyulan ihtiya¢ konusundaki endiseler, kaynastirma
egitim sisteminde iyilestirilmesi gereken alanlara isaret etmektedir.

Vurgulanmasi gereken bir diger sonug¢ da ebeveynlerin yasalar geregi ¢cocuklarinin yerlestirilmesinde
karar mercii olarak kabul edilmelerine ragmen (Duhaney ve Salend, 2000), ingiltere kaynastirma egitim
sisteminde Tiirk ebeveynlerin goriislerinin goz ardi edilmis olmasidir. Bu durum, egitim sistemlerindeki
esitsizliklerden kaynaklanan zorluklarin altin1 ¢izmekte, iletisim eksikliklerini ve kiiltiirel farkliliklar
ele almak i¢in proaktif tedbirlere duyulan ihtiyac1 vurgulamaktadir.

Burke (2013), ebeveyn katilimi olmadan, 6zel egitime ihtiyac1 olan Ogrencilerin yetersiz ve/veya
uygunsuz hizmet alma ihtimalinin daha yiiksek olduguna dikkat ¢ekmektedir. Calisma, ebeveynlerin
aktif katilim istekleri ile 6gretmenlerin uygulamalar1 arasindaki potansiyel ¢eligkileri tespit ederek, BEP
stirecinde ebeveyn katilimmin pratikte uygulanmasmin yeniden diizenlenmesi ihtiyaci1 ortaya
koymaktadir.

Bu calisma, kendi tilkeleri disinda yasayan 6zel gereksinimli cocuklari ebeveynlerinin deneyimlerini
ve bakis agilarini etkileyen faktorlerin anlasilmasina katkida bulunmaktadir. Daha kapsayici bir normal
okul anlayis1 olusturmak igin 0gretmenlerin ve politika yapicilarin bu faktorleri daha iyi anlamasi
gerektiginin altim ¢izmektedir. Kiiltlirel duyarliligin arttirilmasi, miidahale arastirmalarinda biiytik bir
oneme sahiptir. Sonug olarak, farkli bir kiiltiirden gelen ebeveynlerin okul kaynastirmasina iliskin
goriislerini dikkate almak, aileler i¢cin hangi unsurlarin daha 6nemli oldugunu ve hangilerinin
iyilestirilmesi gerektigini belirlemeye yardime1 olabilir. Bulgular, Tiirk ebeveynlerin 6zel baglaminin
Otesinde, diinya capinda kaynastirma egitim sistemlerinin iyilestirilmesi i¢in gerekli onerileri ortaya
koymaktadir. Bu yaklagim, kaynastirma egitimini daha kapsayici ve etkili hale getirebilir.
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Abstract

The purpose of this research is to determine the effect of the use of the demonstration
method in the learning area of people, places, and environments in social studies classes
on academic success and attitudes towards the course. The sample of this research
consists of four classes at the fifth-grade level continuing their education in a middle
school located in the center of Mus province during the first semester of the 2021-2022
academic year. This study was conducted using a quantitative research method. It
employed a quasi-experimental design with pretest-posttest control group. The data
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Social studies is a subject area taught at the elementary level in Turkey. The primary goal of this course
is to cultivate individuals who are described with attributes such as effective, active, or qualified (Sever
etal., 2018). Sonmez (2005) defines social studies as the process of establishing a connection with social
reality based on evidence, ultimately resulting in living knowledge. Doganay (2005) describes social
studies as a field of study that leverages the content and methods of social and human sciences to help
students acquire democratic values and become qualified citizens. According to Sozer (1998), social
studies is a course at the elementary level that integrates findings from various fields through an
interdisciplinary approach, adapting them to suit students' global perception. Safran (2008) emphasizes
that social studies is a curriculum designed by making the knowledge obtained from numerous
disciplines accessible to children's levels. Erden (1997) states that social studies is a field focused on
raising good and responsible citizens while providing students with essential knowledge, skills,
attitudes, and values related to life. Tay et al. (2013) highlight that social studies, in a globalizing world,
is a course that facilitates the ability of citizens of a democratic society to make effective decisions,
consider the public good, and possess the knowledge and skills necessary to meet the fundamental
requirements of contemporary life. After briefly summarizing social studies and its objectives in the
context of the relevant literature, detailed information about the demonstration method and its role in
social studies, which is another topic of this study, is presented below.

The demonstration method, generally based on the principles of showing and displaying, involves
teaching by using certain materials and designing various activities appropriate to the content of the
subject, concept, event, or lesson. This method aims to make it easier for students to learn a skill, subject,
or concept during the teaching-learning process, and various tools and materials are used to achieve this
goal (Ramadhan & Surya, 2017). The demonstration method is one of the many pedagogical practices
and activities employed to increase students' interest in the lesson, keep their motivation high, and make
them active participants in the learning environment. More generally, this method significantly enhances
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learning, motivation, and attitudes. Additionally, the demonstration method positively impacts students'
curiosity, reasoning skills, and academic success (Basheer et al., 2016).

In the demonstration method, teachers use various materials and practices to impart skills or convey
specific concepts, topics, or phenomena. Additionally, during these practices, teachers can design
student-centered and collaborative activities to make students more active and enhance the efficiency of
the lesson. In this context, after using the demonstration method to present a topic or concept, or to
demonstrate a technique or skill, teachers can form student groups in the classroom, initiate discussions
among these groups, assign tasks and projects, and design various collaborative activities. Thus, this
method can be transformed from a purely teacher-centered approach to one where students actively
participate in the lesson, and student-teacher interaction reaches its highest level (Eilks et al., 2013).

The social studies course adopts an interdisciplinary approach. Social studies, encompassing a wide
range of topics from many disciplines, includes numerous verbal concepts, principles, and social
science-based knowledge. The fact that the subject areas of social studies are predominantly verbal in
content, resulting in a structure that emphasizes intellectual skills, brings the risk of turning this course
into an abstract and complex mass of information. This situation leads to the perception of social studies
as a rote-learning subject. Indeed, Ata (2015) states that social studies is seen by students as a boring,
memorization-heavy, unappealing course filled with unassimilated, unexplained information that
belongs to the adult world.

Based on all these explanations, it can be said that the social studies course needs to be restructured to
escape its image as a boring, monotonous, rote-learning subject and to be reshaped in line with the
constructivist education approach. Teachers should effectively use appropriate teaching strategies,
methods, and techniques to achieve this goal.

The demonstration method is considered one of the effective teaching methods. It also offers an
appropriate area of use for the general structure, objectives, and skills of social studies. Indeed, Basheer
et al. (2016), Deese et al. (2000), and Thahir et al. (2019) emphasize that the demonstration method
moves lessons away from rote learning, relieves the learning environment from boredom and monotony,
and makes lessons rich and enjoyable. Therefore, it can be said that the demonstration method is
significant for an effective social studies course.

In this research, the impact of the demonstration method was examined not only on academic
achievement but also on attitudes. Attitude, a concept related to the effectiveness of teaching, is defined
as individuals' positive or negative feelings towards other individuals, events, objects, or subjects
(Erkan, 2004). Additionally, attitude is a tendency that has cognitive, affective, and behavioral aspects
(Baykara Pehlivan, 2008; Erkus et al., 2000). When referring to students' attitudes toward the
demonstration method, it implies their positive or negative thoughts regarding this approach.

Using the demonstration method at the elementary and middle school levels positively influences
students' academic achievement and attitudes towards the course, as students in the concrete operational
stage struggle significantly with learning abstract and complex concepts and topics. Therefore,
instructional activities for students in this stage should be made concrete and simplified to their level.
In this context, the demonstration method plays a crucial role in both creating effective learning
experiences and ensuring the retention of learned knowledge (Furo et al., 2014).

A review of the relevant literature reveals that numerous studies have been conducted on the
demonstration method both domestically (Aydin, 2016; Azizoglu, 2004; Bal incebacak, 2017; Celikgi,
2000; Demiralp, 2006; Erdogan, 2010; Gedik, 2001; Gogebakan, 2008; Giilcan, 2010; Hacioglu, 1989;
Iplik¢i, 2006; Sever, 2011; Tosun, 2003; Uyanik, 2006; Yavuz, 2005) and internationally (Basheer et
al., 2016; Daluba, 2013; El-Sayed et al., 2017; Hidayat, 2020; Ichsan and Mulyani, 2018; Idris, 2019;
Inuwa et al., 2018; Muhammad et al., 2016; Ramadhan and Surya, 2017; Ramsey et al., 2000; Saragih,
2019; Soe and Nyunt, 2018; Sola and Ojo, 2007; Thahir et al., 2019; Vijayakumari and Umashree, 2016;
Wahyuni, 2016; Zulfahmi et al., 2019). Despite the effectiveness of the demonstration method, it is
observed that most studies related to this method have been conducted in the field of natural sciences.
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No studies directly using the demonstration method in social studies education have been encountered.
This study aims to address this gap in the literature.

The primary objective of this research is to determine the impact of using the demonstration method in
teaching the people, places and environments learning area in social studies on students' academic
achievement and attitudes towards the lesson. To achieve this primary goal, the following hypotheses
are proposed:

1. Ho: There is no significant difference between the pre-test and post-test scores of the
achievement test for the experimental group.

2. Ho: There is no significant difference between the pre-test and post-test scores of the
achievement test for the control group.

3. Ho: There is no significant difference between the post-test scores of the achievement test for
the experimental and control groups.

4. Ho: There is no significant difference between the pre-test and post-test scores of the social
studies attitude scale sub-dimensions for the experimental group.

5. Ho: There is no significant difference between the pre-test and post-test scores of the social
studies attitude scale sub-dimensions for the control group.

6. Ho: There is no significant difference between the post-test scores of the social studies attitude
scale sub-dimensions for the experimental and control groups.

Methods
Model

In this study, an experimental model was employed. Within this framework, a pre-test and post-test
control group quasi-experimental design was used. The experimental design used in the research is
presented in Table 1.

Table 1. Experimental Design of the Study

Groups Pre-Tests Teaching Method Post-Tests
Control People, Places and Current Learning People, Places and
Group Environments Achievement Methods Environments Achievement
Test Test
Social Studies Attitude Scale Social Studies Attitude Scale
Experimental People, Places and Demonstration Insanlar, Yerler ve Cevreler
Group Environments Achievement Method Basar1 Testi
Test Sosyal Bilgiler Dersi Tutum
Social Studies Attitude Scale Olgegi

As can be seen from Table 1, the People, Places, and Environments Achievement Test (PPEAT) and the
Social Studies Attitude Scale (SSAS) were administered as pre-tests and post-tests to both the
experimental and control groups.

Sample

The sample of this study consists of four classes of 5th grade students from a middle school located in
the central district of Mus province during the first semester of the 2021-2022 academic year. The study
group comprises four operational groups: two experimental groups using the demonstration method in
the "People, Places and Environments" learning area of social studies and two control groups applying
existing methods. The cluster sampling method, a type of probability sampling, was used to determine
the study group. In the experimental group, there were 78 participants, with 37 (47.4%) being female
and 41 (52.6%) being male. In the control group, there were 82 participants, with 38 (46.3%) being
female and 44 (53.7%) being male.

From this data, it is observed that the gender distributions of students in the experimental and control
groups are similar. Therefore, it can be said that the groups are homogeneous in terms of the gender
variable.
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Research Process

To conduct the implementation at the middle school in Mus province, the necessary permissions were
obtained from the Mus Provincial Directorate of National Education. The parents of the students in the
experimental group filled out and signed informed consent forms. To determine the social, economic,
and cultural levels of the students in the experimental and control groups and to check the equivalence
of the groups, the students were asked to complete a personal information form.

The lessons for students in the experimental group were conducted in the context of the fundamental
principles, techniques, and activities of the demonstration method. The implementation was carried out
over a period of six weeks (18 class hours). In the experimental group, techniques and activities such as
demonstrations, dramatizations and educational games (e.g., puzzles, riddles) were used. Educational
materials, visuals and models were utilized to make the lessons more understandable and concrete. The
People, Places and Environments Achievement Test (PPEAT) and the Social Studies Attitude Scale
(SSAS) were administered as pre-tests and post-tests both before and after the implementation to the
students in the experimental group.

During the implementation period (six weeks, 18 class hours), the lessons were conducted in the
classrooms of the control groups. The physical conditions of the classrooms for both the experimental
and control groups were identical. No intervention was made to the students in the control group during
the implementation process. The lessons for the control group were conducted according to the existing
curriculum. The PPEAT and SSAS were administered as pre-tests and post-tests both before and after
the implementation to the students in the control group.

Data Collection Tools

In this study, the People, Places and Environments Achievement Test (PPEAT) developed by the
researcher and the Social Studies Attitude Scale (SSAS) developed by Gomleksiz and Ulkii Kan (2013)
were used as data collection tools.

People, Places and Environments Achievement Test

The achievement test was developed specifically for this research. Before developing the PPEAT, the
relevant learning area and its associated achievements were examined in detail. Subsequently, a test
consisting of 40 multiple-choice questions was created. The clarity, expression style, appropriateness
for student level, and scope of the test were reviewed by a total of 12 experts, including three faculty
members from the field of social studies education, four doctoral students, one Turkish language teacher,
and four social studies teachers. Based on the feedback and suggestions of the experts, three questions
deemed to have content or structural errors were removed from the draft version of the PPEAT. Thus,
following the experts' opinions, suggestions, and overall evaluations, the PPEAT was finalized with a
total of 37 questions.

The 37-item achievement test was piloted with 404 Sth grade students attending various middle schools
in Mus province during the second semester of the 2020-2021 academic year.

Item analyses of the PPEAT were conducted using the Test Analysis Program (TAP) and evaluated
based on item difficulty and discrimination indices. As a result of the analyses, items 2, 6 and 27 were
found to be unsuitable and removed from the test, resulting in a final version of the PPEAT with 34
items. The reliability of the test was determined by calculating the KR-20 value, which was found to be
0.84, indicating a high level of reliability.

Attitude Scale

To determine the attitudes of 5th grade students towards the social studies course before and after the
implementation at a middle school in Mus, the SSAS was used. This scale consists of 29 items measuring
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14 positive and 15 negative attitudes across 5 sub-dimensions. The validity of the scale was tested using
factor analysis, with a KMO value of 0.96 and a significant Bartlett's test result, indicating a robust
structure. For reliability, the Cronbach Alpha coefficient was determined to be 0.93, indicating high
internal consistency. Additionally, the scale's consistency over time was verified using the test-retest
method. The scale is supported by expert opinions and item analyses, suggesting that it is a
comprehensive and reliable measurement tool (Gomleksiz & Ulkii Kan, 2013).

Data Analysis

The data collected during the study were analyzed using the SPSS program. To compare the mean scores
of pre-tests and post-tests for both the experimental and control groups, a two-factor analysis of variance
for repeated measures was initially planned. However, due to significant differences in covariance
among measurement groups as indicated by Box's Test of Equality of Covariance Matrices, it was
deemed inappropriate to conduct the two-factor analysis of variance for repeated measures. Therefore,
to compare the mean scores of the pre-tests and post-tests for the experimental and control groups,
parametric tests including paired samples t-test and One-Way Analysis of Variance (ANOVA) were
used.

To ensure the appropriateness of the analysis methods, normality tests were conducted to check if the
data followed a normal distribution. Kolmogorov-Smirnov (K-S) and Shapiro-Wilk (S-W) normality
tests were performed, and it was determined that the data were normally distributed. Consequently,
parametric analysis methods were used for both the pre-tests and post-tests of the achievement test and
the attitude scale. In this context, paired samples t-test and One-Way ANOVA were applied to the
achievement test and attitude scale.

In the interpretation of the pre-test and post-test results for the achievement test and attitude scale,
arithmetic means, standard deviations, percentages, frequencies, and effect sizes (d and n?) were
calculated.

Results
Results Related to the First Hypothesis

This section examines whether there is a significant difference between the pre-test and post-test scores
of the students in the experimental groups. The normality of the pre-test and post-test scores for the
students in the Experimental Group 1 (5-E) and Experimental Group 2 (5-H) was assessed using
Kolmogorov-Smirnov (K-S) and Shapiro-Wilk (S-W) tests, as well as skewness and kurtosis values. It
was determined that the data followed a normal distribution. To determine if there was a statistically
significant difference between the pre-test and post-test mean scores of the experimental groups on the
People, Places and Environments Achievement Test (PPEAT), paired samples t-tests were conducted.
The results for Experimental Group 1 (5-E) are presented in Table 2.

Table 2. Results of the Paired Samples T-Test for Pre-Test and Post-Test Scores of Experimental Group
1 (5-E)
Tests Groups N X SS sd t p d
Pre-Test  Experimental 1 (5-E) 38 4543 16,53

Post-Test Experimental 1 (5-E) 38 83,12 9,24

37 -17,01 .000 2.81

Table 2 shows that the paired samples t-test results for Experimental Group 1 (5-E) indicate a significant
difference between the pre-test mean score (X = 45.43) and the post-test mean score (X = 83.12),
favoring the post-test (t37 =-17.01, p < .05). Given this significant difference, the effect size (Cohen’s
d) for the pre-test and post-test scores was examined, revealing a large effect size. Consequently, it can
be stated that the demonstration method implemented in Experimental Group 1 (5-E) yielded effective
results. The paired samples t-test results for Experimental Group 2 (5-H) are provided in Table 3.

160



[ ’ MSKU Journal of Education
ISSN 2148-6999 Volume 11, Issue 2, (2024) November

Table 3. Results of the Paired Samples T-Test for Pre-Test and Post-Test Scores of Experimental Group
2 (5-H)
Tests Groups N X SS sd t p d
Pre-Test  Experimental 2 (5-H) 40 39,92 13,93

39 -20.76 .000 3.75

Post-Test Experimental 2 (5-H) 40 82,13 7,72

Table 3 shows that the paired samples t-test results for Experimental Group 2 (5-H) indicate a significant
difference between the pre-test mean score (X = 39.92) and the post-test mean score (X = 82.13),
favoring the post-test (t39 = -20.76, p < .05). Given this significant difference, the effect size (Cohen’s
d) for the pre-test and post-test scores was examined, revealing a large effect size. These results suggest
that the demonstration method implemented in Experimental Group 2 (5-H) was highly effective.

Results Related to the Second Hypothesis

This section examines whether there is a significant difference between the pre-test and post-test scores
of the control groups. The normal distribution of the pre-test and post-test scores for students in Control
Group 1 (5-A) and Control Group 2 (5-D) was assessed using K-S and S-W tests, as well as skewness
and kurtosis values and it was found that these scores follow a normal distribution. To determine if there
is a statistically significant difference between the pre-test and post-test mean scores of the control
groups, paired samples t-tests were conducted. The results for Control Group 1 (5-A) are presented in
Table 4.

Table 4. Results of the Paired Samples t-Test for Control Group 1 (5-A) Pre-Test and Post-Test Scores
Tests Groups N X SS sd t p d

Pre-Test Control 1 (5-A) 41 45,76 14,76
Post-Test Control 1 (5-A) 41 59,11 14,95

40 -8.69 .000 0.89

As seen in Table 4, the paired samples t-test results for Control Group 1 (5-A) indicate a significant
difference between the pre-test (X = 45.76) and post-test scores (X = 59.11), favoring the post-test (t40
=-8.69, p <.05). Given the significant result, the effect size (Cohen’s d) for the difference between pre-
test and post-test scores was examined, revealing a large effect size. Consequently, it can be concluded
that while the existing teaching methods in Control Group 1 (5-A) were not as effective as the
demonstration method used in the experimental groups, they still significantly improved students'
academic success. The paired samples t-test results for Control Group 2 (5-D) are presented in Table 5.

Table 5. Results of the Paired Samples t-Test for Control Group 2 (5-D) Pre-Test and Post-Test Scores
Tests Groups N X SS sd t p d

Pre-Test Control 2 (5-D) 41 39,02 12,59
Post-Test Control 2 (5-D) 41 56,59 10,33

40 -12.11 .000 1.52

Table 5 shows that the paired samples t-test results for Control Group 2 (5-D) reveal a significant
difference between the pre-test (X = 39.02) and post-test scores (X = 56.59), with a significant difference
favoring the post-test (t40 =-12.11, p <.05). The effect size (Cohen’s d) was found to be large, indicating
a substantial effect. Therefore, it can be concluded that although the existing teaching methods in
Control Group 2 (5-D) were not as effective as the demonstration method applied in the experimental
groups, they still led to a significant improvement in students' academic performance.

Results Related to the Third Hypothesis

This section investigates whether there is a significant difference in the post-test scores of the
achievement test between the experimental and control groups. The normal distribution of the post-test
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scores for students in both the experimental and control groups was assessed using K-S and S-W tests,
as well as skewness and kurtosis values, confirming that the data follows a normal distribution. Levene’s
test showed that there was no significant difference in the variances of the post-test scores between the
experimental and control groups. Subsequently, a One-Way Analysis of Variance (ANOVA) was
conducted to determine if there were significant differences in the achievement test post-test scores
between the experimental and control groups. The results of the ANOVA are presented in Table 6.

Table 6. Results of One-Way ANOVA Comparing Post-Test Achievement Scores of Experimental and
Control Groups

Groups N X SS sd F p n
Experiment 1 (5-E) 38 83,12 9,24

Experiment 2 (5-H) 40 82,13 7,72 159 68.583  .000 1.416
Control 1 (5-A) 41 59,11 14,95

Control 2 (5-D) 41 56,59 10,33

Table 6 reveals that the One-Way Analysis of Variance (ANOVA) results indicate a significant
statistical difference between the post-test scores of the experimental and control groups. Specifically,
the post-test scores of Experiment 1 (5-E) (X = 83.12) and Experiment 2 (5-H) (X = 82.13) were
significantly higher compared to the post-test scores of Control 1 (5-A) (X = 59.11) and Control 2 (5-
D) (X = 56.59) (F159 = 68.583, p < .05). The effect size (n2) was calculated, showing a substantial
difference between the post-test scores of the experimental and control groups.

Fourth Hypothesis Results

In this section, it was examined whether there were statistically significant differences between the pre-
test and post-test scores of the sub-dimensions of the Attitude Scale towards Social Studies (SSAS)
namely liking, utility, interest, desire, and confidence — for students in the experimental groups. The
normal distribution of the pre-test and post-test scores for the sub-dimensions of SBDTO in the
experimental groups was assessed using Kolmogorov-Smirnov (K-S) and Shapiro-Wilk (S-W) tests, as
well as skewness and kurtosis values. It was determined that the data followed a normal distribution.

To determine if there were statistically significant differences between the pre-test and post-test mean
scores of the sub-dimensions of SSAS, paired-samples t-tests were conducted. The t-test results
indicated significant differences (p <.05) in favor of the post-test for all sub-dimensions. Following this,
the effect size (Cohen’s d) for the differences between the pre-test and post-test scores was calculated
for the Experiment 1 (5-E) group. The effect sizes for the sub-dimensions of SSAS in the Experiment 1
(5-E) group were as follows: liking Cohen’s d = 2.59, utility Cohen’s d = 2.06, interest Cohen’s d =
2.05, desire Cohen’s d = 1.55, and confidence Cohen’s d = 2.36. These results indicate that the effect
sizes for all sub-dimensions of SSAS were very large. Based on these results, it can be concluded that
the demonstration method and activities implemented in the Experiment 1 (5-E) group significantly and
positively improved students' attitudes towards the subject.

For the Experiment 2 (5-H) group, the paired-samples t-test results revealed statistically significant
differences (p < .05) in favor of the post-test for all sub-dimensions of SSAS. The effect sizes for the
sub-dimensions of SSAS in the Experiment 2 (5-H) group were as follows: liking Cohen’s d = 2.09,
utility Cohen’s d = 2.08, interest Cohen’s d = 2.11, desire Cohen’s d = 1.66, and confidence Cohen’s d
= 2.50. These results also indicated that the effect sizes for all sub-dimensions of SSAS were very large.
Therefore, it can be concluded that the demonstration method and activities conducted in the Experiment
2 (5-H) group significantly and positively improved students' attitudes towards the subject.

Fifth Hypothesis Results
This section examines whether there were statistically significant differences between the pre-test and

post-test scores for the sub-dimensions of the Attitude Scale towards Social Studies (SSAS) — namely
liking, utility, interest, desire and confidence — for students in the control groups. The normal distribution
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of the pre-test and post-test scores for the sub-dimensions of SSAS in the control groups was assessed
using Kolmogorov-Smirnov (K-S) and Shapiro-Wilk (S-W) tests, as well as skewness and kurtosis
values. It was determined that the data followed a normal distribution.

To determine if there were statistically significant differences between the pre-test and post-test mean
scores of the sub-dimensions of SSAS, paired-samples t-tests were conducted. The t-test results
indicated significant differences (p <.05) in favor of the post-test for all sub-dimensions. For the Control
1 (5-A) group, the effect size (Cohen’s d) for the differences between the pre-test and post-test scores
was calculated. The effect sizes for the sub-dimensions of SSAS in the Control 1 (5-A) group were as
follows: liking Cohen’s d = .38, utility Cohen’s d = .18, interest Cohen’s d = .28, desire Cohen’s d =
.25, and confidence Cohen’s d = .34. In this context, the effect size for the utility sub-dimension in the
Control 1 (5-A) group was small, while all other sub-dimensions showed a moderate effect size. Based
on these results, it can be concluded that the attitudes of the experimental groups, which were taught
using the demonstration method and activities, were higher and had a more positive and significant
impact compared to the control groups taught with the existing instructional methods.

For the Control 2 (5-D) group, the paired-samples t-test results also revealed significant differences (p
<.05) in favor of the post-test for all sub-dimensions of SSAS. The effect sizes for the sub-dimensions
of SSAS in the Control 2 (5-D) group were as follows: liking Cohen’s d = .38, utility Cohen’s d = .25,
interest Cohen’s d = .23, desire Cohen’s d = .17, and confidence Cohen’s d = .28. The effect size for the
desire sub-dimension in the Control 2 (5-D) group was small, while all other sub-dimensions showed a
moderate effect size. Based on these results, it can be concluded that the attitudes of the experimental
groups, which were taught using the demonstration method and activities, were significantly higher and
had a more positive and substantial impact compared to the control groups taught with the existing
instructional methods.

Sixth Hypothesis Results

This section examines whether there are statistically significant differences between the mean scores of
the sub-dimensions of the Attitude Scale towards Social Studies (SSAS) —namely liking, utility, interest,
desire and confidence — obtained from the post-test for students in the experimental and control groups.
The normal distribution of the post-test scores for the sub-dimensions of SSAS in the experimental and
control groups was assessed using Kolmogorov-Smirnov (K-S) and Shapiro-Wilk (S-W) tests, as well
as skewness and kurtosis values. It was determined that the data followed a normal distribution.

Levene's test revealed no statistically significant difference in the variances of the post-test scores
between the experimental and control groups. Subsequently, a One-Way Analysis of Variance
(ANOVA) was conducted to determine whether there were statistically significant differences between
the mean post-test scores of the sub-dimensions of SSAS for the experimental and control groups.

The results indicated statistically significant differences in favor of the experimental groups across all
sub-dimensions of SSAS. Upon finding significant differences, the effect sizes (n?) for the post-test
scores between the experimental and control groups were calculated. The effect sizes were as follows:
for the liking sub-dimension (n?) = .472, for the utility sub-dimension (n?) = .382, for the interest sub-
dimension (n?) = .453, for the desire sub-dimension (n?) = .333, and for the confidence sub-dimension
(m?) = .509. These effect sizes indicate a high level of difference between the post-test scores of the
experimental and control groups.

Discussion and Recommendations

A statistically significant difference was found between the pre-test and post-test mean scores of the
experimental group in favor of the post-test. Therefore, it can be said that the demonstration method
used in the experimental group yielded significantly effective results in terms of academic success. The
experimental group's scores showed nearly a two-fold increase between the pre-test and post-test. These
findings reject the null hypothesis (1.Ho) stating, "There is no significant difference between the pretest
and posttest scores of the experimental group on the achievement test" and support the opposite
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hypothesis. A statistically significant difference was also found between the pre-test and post-test mean
scores of the control group in favor of the post-test. As a result, it was observed that the social studies
textbook and activities used in the control group significantly increased the students' academic success.
These findings reject the null hypothesis (2.Ho) stating, "There is no significant difference between the
pretest and posttest scores of the control group on the achievement test" and support the opposite
hypothesis. A statistically significant difference was found between the post-test scores of the
experimental and control groups in favor of the experimental group. Consequently, it can be said that
the social studies lessons conducted with the demonstration method and activities in the experimental
group were more effective in terms of academic success compared to the social studies lessons
conducted with the textbook and activities in the control group. These findings reject the null hypothesis
(3.Ho) stating, "There is no significant difference between the posttest scores of the experimental and
control groups on the achievement test" and support the opposite hypothesis.

Numerous studies, both domestically and internationally, confirm the positive impact of the
demonstration method on academic success. Domestic studies can be summarized as follows: Uyanik
(2006), Demiralp (2006) and Iplikgi (2006) examined the use of the demonstration method in geography
lessons; Aydin (2016), Erdogan (2010), Gedik (2001) and Azizoglu (2004) explored its use in science
and chemistry lessons; Gogebakan (2008) investigated its application in art history teaching; Tosun
(2003) looked at its use in physical education; and Giilcan (2010), Sever (2011), Celik¢i (2000), Bal
Incebacak (2017), Hacioglu (1989) and Yavuz (2005) studied its effects on various concepts and
subjects. All these studies found that the demonstration method positively affected students' academic
success.

International studies also support the positive impact of the demonstration method on academic success.
Ramsey et al. (2000), Basheer et al. (2016), Hidayat (2020), Soe and Nyunt (2018) and Sola and Ojo
(2007) examined its use in physics, chemistry, and biology lessons; Thahir et al. (2019) and Ramadhan
and Surya (2017) investigated its application in mathematics; Daluba (2013) explored its use in
agricultural sciences; Muhammad et al. (2016) looked at its effects on economics concepts;
Vijayakumari and Umashree (2016) studied its impact on developing ecocentric attitudes; Inuwa et al.
(2018) assessed its influence on financial accounting success; Ichsan and Mulyani (2018) investigated
its effects on recycling waste with low motor skills; El-Sayed et al. (2017) examined its use in partograph
skills; Wahyuni (2016) looked at its impact on speaking skills; Idris (2019) studied its effects on using
electrical materials; Zulfahmi (2019) explored its impact on basic movement dance skills; and Saragih
(2019) examined its use in citizenship education. These international studies also found significant
positive effects of the demonstration method on students' academic success and various knowledge and
skills.

In conclusion, the findings of this study, which investigated the use of the demonstration method in
social studies and its impact on academic success, are consistent with the results of various studies
conducted both domestically and internationally across different fields. These studies collectively
support the positive impact of the demonstration method on academic achievement.

Another subproblem of this research is to examine the impact of the demonstration method on students'
attitudes towards the lesson.

A significant difference was observed in favor of the post-test scores across all sub-dimensions of the
Attitude Scale towards Social Studies (SSAS) in the experimental group. Based on these results, it can
be said that the demonstration method and its applications used with the experimental group have
significantly and positively improved the students' attitudes towards the lesson. These findings reject
the null hypothesis (4.Ho) stating, "There is no significant difference between the pretest and posttest
scores of the experimental group on the sub-dimensions of the social studies course attitude scale" and
support the opposite hypothesis.

A significant difference was also observed in favor of the post-test scores across all sub-dimensions of
the SSAS in the control group. Based on these results, it can be said that the attitudes towards social
studies in the control group, where the lesson was taught using the textbook and activities, were higher
and had a more positive and significant effect compared to the experimental group. These findings reject
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the null hypothesis (5.Ho) stating, "There is no significant difference between the pretest and posttest
scores of the control group on the sub-dimensions of the social studies course attitude scale" and support
the opposite hypothesis.

A statistically significant difference was found in favor of the experimental group across all sub-
dimensions of the SSAS between the experimental and control groups. Based on these results, it can be
expressed that the social studies lesson taught with the demonstration method and activities in the
experimental group was more effective in terms of students' attitudes towards the lesson compared to
the social studies lesson taught with the textbook and activities in the control group. These findings
reject the null hypothesis (6.Ho) stating, "There is no significant difference between the posttest scores
of the experimental and control groups on the sub-dimensions of the social studies course attitude scale"
and support the opposite hypothesis.

While there are numerous studies both nationally and internationally indicating that the demonstration
method positively impacts academic achievement, studies focusing on the effect of this method on
students' attitudes towards the lesson are relatively limited. Literature review reveals some studies that
investigate the impact of the demonstration method on students' attitudes towards the lesson. These
studies include those by Gedik (2001), Yavuz (2005) and Basheer et al. (2016). This research has found
that demonstration-based activities positively impact both students' academic achievements and their
attitudes towards the lesson. The findings of this study, which explored the use of the demonstration
method in social studies and its impact on students' academic achievements and attitudes towards the
lesson, align with the results of the mentioned studies. However, a study by Azizoglu (2004) found no
significant effect of the demonstration method on attitudes, which contradicts the findings of this
research.

While some studies examining the effect of the demonstration method or visual materials on students'
attitudes towards the lesson have found positive and significant effects, others have found no significant
or positive differences. One possible reason for these discrepancies between studies could be the
different approaches in implementations and by practitioners.

Based on the results obtained from this study, the following recommendations can be made:

v" It has been determined that the demonstration method and activities increase students' academic
achievements and positively develop their attitudes towards the lesson. Therefore, it is
recommended to use the demonstration method and activities in social studies lessons.

v' It is recommended that educational materials and various tools prepared for the demonstration
method be of a size that all students can easily see and positioned so that all students can
comfortably view them during presentations.

v" Instead of maintaining a purely teacher-centered approach, it is recommended to conduct
activities that engage students and increase teacher-student and student-student interactions.

v" This research is a quasi-experimental study involving experimental and control groups. The
study compared lessons taught using the demonstration method and activities with those taught
using the existing teaching program. Other researchers could compare the demonstration
method with other teaching methods. This way, the effectiveness of different teaching methods
can be compared.

v This research examined the impact of the demonstration method on students' academic
achievements and attitudes towards the lesson. Future research could also explore the impact of
the demonstration method on retention, critical thinking, and creative problem-solving skills.
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Arastirma Makalesi

Sosyal Bilgiler Dersinin Gosteri Yontemi ile Islenmesinin Ders
Basarisina ve Derse Yonelik Tutuma Etkisi!

Murat SALUR? Zafer CAKMAK3

Makale Hakkinda Ozet
Bu aragtirmanin amaci, sosyal bilgiler dersi insanlar, yerler ve ¢evreler ogrenme
Gonderim Tarihi: 20.09.2022  glaminda gosteri yonteminin kullanilmasinin ders basarist ve derse yonelik tutum
Kabul Tarihi: 22.03.2024 tizerindeki etkisini belirlemektir. Bu arastirmanin érneklemi 2021-2022 egitim-
Yayin Tarihi: 01.10.2024 ogretim yumn birinci doneminde, Mus ili merkezinde yer alan bir ortaokulda
ogrenim hayatina devam eden 5. sunif diizeyindeki dort subeden olusmaktadir. Bu
calisma nicel arastirma yontemiyle yiiriitiilmiistiir. Arastirma deneme modelinde olup
arastirmada 6n ve son test kontrol gruplu yari deneysel desen kullanilmistir. Veri
toplama aract olarak; “Insanlar, Yerler ve Cevreler Basari Testi” ile “‘Sosyal Bilgiler

Anahtar Kelimeler Dersi Tutum Olgegi” kullanilmistir. Basari testi ve tutum olgegine yonelik olarak

Sosyal Bilgiler parametrik testlerden iligkili gruplar icin t testi ve Tek Yonlii Varyans Analizi

Gosteri Yontemi (ANOVA) uygulanmustir. Bu arastirmanin sonuglart kapsaminda; gosteri yonteminin

Akademik Basar sosyal bilgiler dersinde ogrencilerin ders basarisint 6nemli 6l¢iide arttirdigi ve derse
yonelik tutum tizerinde olumlu etki olugturdugu saptanmistir.

Tutum

Atif icin: Salur, M. ve Cakmak, Z. (2024). Sosyal Bilgiler Dersinin Gosteri Yontemi ile

Islenmesinin Ders Basarisina ve Derse Yonelik Tutuma Etkisi. MSKU Egitim
Fakiiltesi Dergisi, 11(2), 156-181. DOI: 10.21666/muefd.1174195

Sosyal bilgiler dersi Tiirkiye’de ilkogretim diizeyinde okutulan bir ¢aligma alanidir. Bu dersin temel
hedefi ise etkin, aktif veya nitelikli 6n eklerle tanimi yapilan bireyler yetistirmektir (Sever vd., 2018).
Sénmez (2005) sosyal bilgileri, toplumsal gergekle kanitlanmaya dayali bag kurma siireci ve bunun
nihayetinde ulagilan dirik bilgiler seklinde tanimlamaktadir. Doganay (2005) sosyal bilgileri, sosyal ve
beseri bilimlerin icerik ve yontemlerinden istifade ederek bunlar1 6grencilerin demokratik degerler
kazanmasini ve nitelikli vatandas olarak yetismesini saglayan bir ¢aligma alani olarak ifade etmektedir.
Sozer’e (1998) gore sosyal bilgiler, pek ¢ok alandaki ¢caligmalardan elde edilen bulgulari disiplinler arasi
bir anlayisla se¢ip yogurarak olusturulmus bilgileri iginde biitiinlestiren ve 6grencilerin kiiresel algilama
ozelligine uygun duruma getirilmis ilkdgretim diizeyindeki bir derstir. Safran (2008) sosyal bilgilerin,
cok sayida disiplinden elde edilen bilgileri cocuklarin seviyesine uygun hale getirerek olusturulmus bir
miifredat programi oldugunu vurgulamistir. Erden (1997) sosyal bilgilerin, iyi ve sorumlu vatandag
yetistirmeyi ve 6grencilere yasamla ilgili temel bilgi, beceri, tutum ve deger kazandirmayi temele alan
bir ¢aligma alan1 oldugunu ifade etmistir. Tay vd., (2013) ise sosyal bilgilerin, kiiresellesen bir diinyada
demokratik bir toplumun vatandaslarinin; etkili kararlar almasini, kamu yararimi gézetmesini ve ¢agdas
yasaminin temel gereklerini yerine getirecek bilgi ve beceriye sahip olmasim kolaylastiran bir ders
oldugunu vurgulamistir. lgili literatiir baglaminda sosyal bilgileri ve amaglarini kisaca ifade ettikten
sonra bu caligmanin bir diger konusu olan gosteri yontemi ve bunun sosyal bilgiler dersindeki yerine
iligkin detayl bilgiler agagida ifade edilmistir.

Genel olarak gosterme ve sergileme esasina dayanan gosteri yontemi; konunun, kavramin, olaym veya
dersin igerigine uygun olarak birtakim materyaller kullanilarak ve cesitli etkinlikler tasarlanarak
Ogretimin yapilmasini kapsayan bir yontemdir. Bu yontemde, 6grencilerin 6grenme-6gretme siirecinde
bir beceriyi, konuyu ya da kavrami daha kolay bir sekilde O6grenmeleri amaglanir ve bu amag
dogrultusunda ¢esitli arag-geregler kullanilir (Ramadhan ve Surya, 2017). Gosteri yontemi, 6grencilerin
derse olan ilgilerini artirmak, motivasyonlarini canli tutmak ve dgrenme ortamda Ogrencileri aktif
kilmak i¢in pek ¢ok pedagojik uygulamalardan ve etkinliklerden biridir. Daha genel bir ifadeyle bu

1Bu makale birinci yazarin doktora tezinden Uretilmistir.
2 Firat Universitesi — murat.salur.4949@gmail.com - ORCID: 0000-0002-2569-4788
3 Firat Universitesi — zcakmak@firat.edu.tr - ORCID: 0000-0002-0612-814X
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yontem; 6grenmeyi, motivasyonu ve tutumlart olduke¢a gelistirir. Ayrica gosteri yontemi; 6grencilerin
merak duygulari, akil yiiriitme becerileri ve akademik basarilan tizerinde de olumlu etkilere sahiptir
(Basheer vd., 2016).

Gosteri yonteminde, 6gretmenler, beceri kazandirmak veya belli kavramlari, konular1 veya olgular
aktarmak icin cesitli materyaller ile uygulamalar yaparlar. Ayrica, 6gretmenler, bu uygulamalar
esnasinda 6grencileri daha aktif hale getirmek ve dersi daha verimli kilmak i¢in 6grenci merkezli ve is
birligine dayal etkinlikler de tasarlayabilirler. Bu baglamda, 6gretmenler, gosteri yontemini kullanarak
konu veya kavrami aktardiktan; teknigi veya beceriyi gosterdikten sonra sinif ortaminda 6grenci gruplari
olusturup; bu gruplar arasinda tartigmalar baglatabilir, birtakim gorevler ve projeler verebilir, ig birligine
dayali ¢esitli aktiviteler tasarlayabilirler. Boylece, bu yontem salt 6gretmen merkezli bir yaklasimdan;
ogrencinin aktif olarak derse katildig1 ve 6grenci-6gretmen etkilesiminin en {ist seviyeye ¢iktig1 bir
yaklagim haline getirilebilir (Eilks vd., 2013).

Sosyal bilgiler dersi, disiplinleraras1 bir yaklasim sergilemektedir. Pek ¢ok disiplinden, ¢ok sayida konu
alanlarini igerin sosyal bilgiler, biinyesinde; sdzel nitelik tasiyan ¢ok sayida kavramlar, ilkeler ve sosyal
bilim temelli bilgiler barindirilmaktadir. Sosyal bilgilerin konu alanlar1 daha ziyade s6zel bir igerik
tagimasi ve bunun bir neticesi olarak diistinsel beceri agirlikli bir yap1 6n plana ¢ikmasi; bu dersi, soyut
ve kompleks bilgi yigimi haline getirme riskini dogurmaktadir. Bu durum da sosyal bilgiler dersinin,
ezber bir ders olarak algilanmasina neden olmaktadir. Nitekim, Ata (2015), sosyal bilgiler dersinin,
Ogrencilerin goziinde; sikici, ezber gerektiren, sevimsiz, hazmedilmemis, anlamlandirilmamis ve
yetiskinlerin diinyasina ait bilgiler ile dolu bir ders olarak goriildiigiinii ifade etmistir.

Tim bu aciklamalardan hareketle; sosyal bilgiler dersinin, sikici, monoton, ezberci bir ders
goriiniimiinden kurtarilmasi, yapilandirmaci egitim anlayis1 dogrultusunda yeniden sekillendirilmesi ve
Ogretmenlerin bunun i¢in uygun Ogretim strateji, yontem ve teknikleri etkili bir sekilde kullanmasi
gerektigi soylenebilir.

Gosteri yontemi ise etkili dgretim yontemlerinde biri olarak degerlendirilmektedir. Ayrica sosyal
bilgilerin genel yapisi, kazanimlar1 ve becerileri i¢in de uygun kullanim alan1 sunmaktadir. Nitekim,
Basheer vd. (2016), Deese vd. (2000) ve Thahir vd. (2019), gosteri yonteminin; dersleri ezber olmaktan
cikarttigini, 6grenme ortamim sikicilik ve monotonluktan kurtardigini ve dersleri zengin ve eglenceli
bir hale getirdigini vurgulamaktadir. Dolayisiyla, etkili bir sosyal bilgiler dersi i¢in gosteri yontemin
onem tasidig1 sOylenebilir.

Bu aragtirmada, gosteri yonteminin sadece ders basarisi tizerindeki etkisi incelenmedi, ayn1 zamanda
gosteri yonteminin tutum iizerindeki etkisi de incelendi. Ogretimin etkililigi ile iliskili bir kavram olan
tutum; bireylerin baska bireylere, olaylara, objelere veya konulara kars1 olumlu ya da olumsuz duygulari
seklinde ifade edilmektedir (Erkan, 2004). Ayrica tutum; biligsel, duyussal ve davranigsal yonleri de
bulunan bir egilimdir (Baykara Pehlivan, 2008; Erkus vd., 2000). Ogrencilerin gdsteri yontemine iliskin
tutumlan denildiginde ise bu duruma iliskin olumlu veya olumsuz diisiinceleri kastedilmektedir.

Gosteri yonteminin, ilk ve ortaokul diizeyinde kullanilmasi, 6grencilerin ders basarisini ve derse yonelik
tutumlarini olumlu yonde etkilemektedir; zira somut islemler doneminde bulunan &grenciler, soyut ve
karmasik kavramlar ve konulan 6grenmekte oldukga zorlanirlar. Dolayisiyla, bu dénemde bulunan
Ogrencilere yonelik 0gretim etkinlikleri somutlastirilmali ve onlarin seviyelerine indirgenmelidir. Bu
baglamda hem etkili 6grenmelerin olusturulmasinda hem de Ogrenilen bilgilerin kalicili olmasinda
gosteri yontemi biiyiik 6nem tasir (Furo vd., 2014).

[lgili literatiir tarandiginda gosteri yontemi ile ilgili hem yurt iginde (Aydin, 2016; Azizoglu, 2004; Bal
Incebacak, 2017; Celik¢i, 2000; Demiralp, 2006; Erdogan, 2010; Gedik, 2001; Gogebakan, 2008;
Giilcan, 2010; Hacioglu, 1989; Iplik¢i, 2006; Sever, 2011; Tosun, 2003; Uyanik, 2006; Yavuz, 2005)
hem de yurt disinda (Basheer vd., 2016; Daluba, 2013; El-Sayed vd., 2017; Hidayat, 2020; Ichsan ve
Mulyani, 2018; Idris, 2019; Inuwa vd., 2018; Muhammad vd., 2016; Ramadhan ve Surya, 2017; Ramsey
vd., 2000; Saragih, 2019; Soe ve Nyunt, 2018; Sola ve Ojo, 2007; Thahir vd., 2019; Vijayakumari ve
Umashree, 2016; Wahyuni, 2016; Zulfahmi vd., 2019) ¢ok sayida ¢aligmanin yapildig1 goriilmiistiir.
Gosteri yonteminin etkililigine ragmen, bu yontem ile ilgili yapilan ¢caligmalarin daha ¢ok fen bilimleri
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alaninda yapildig1 goriilmektedir. Sosyal bilgiler egitiminde ise dogrudan gdsteri yontemi kullanilarak
yapilan bir caligmaya rastlanilmamistir. Bu c¢alismada ise literatlirdeki bu eksikligin giderilmesi
amaglanmustir,

Bu arastirmadaki temel amag, sosyal bilgiler dersinde insanlar, yerler ve gevreler 6grenme alanimin
gosteri yontemi ile islenmesinin ders basarist ve derse yonelik tutum {izerindeki etkisini ortaya
koymaktir. Bu temel amag kapsaminda asagida yer alan hipotezlere yer verilmistir.

1. Ho: Deney grubunun, basari testinin 6n test ve son test puanlar1 arasinda anlamli bir fark
yoktur.

2. Ho: Kontrol grubunun, basar testinin on test ve son test puanlar1 arasinda anlaml bir fark
yoktur.

3. Ho: Deney ve kontrol grubunun, basari testi son test puanlari arasinda anlamli bir fark yoktur.
4. Ho: Deney grubunun, sosyal bilgiler dersi tutum 06l¢egi alt boyutlarinin 6n test ve son test
puanlari arasinda anlaml bir fark yoktur.

5. Ho: Kontrol grubunun, sosyal bilgiler dersi tutum 6lcegi alt boyutlarinin 6n test ve son test
puanlari arasinda anlaml bir fark yoktur.

6. Ho: Deney ve kontrol grubunun, sosyal bilgiler dersi tutum Slgegi alt boyutlarmin son test
puanlari arasinda anlaml bir fark yoktur.

Yontem
Arastirmanin Modeli

Bu aragtirmada deneme modeli kullanilmigtir. Bu ¢ergevede 6n test ve son test kontrol gruplu yari
deneysel desen kullanilmistir. Arastirmada kullanilan deneysel desen ise Tablo 1’de sunulmustur.

Tablo 1. Arastirmanin Deneysel Deseni

Gruplar On Testler Ogretim Yontemi Son Testler
Kontrol Insanlar, Yerler ve Cevreler Mevcut Ogrenme Insanlar, Yerler ve Cevreler
Grubu Basar1 Testi Yontemleri Basar1 Testi
Sosyal Bilgiler Dersi Tutum Sosyal Bilgiler Dersi Tutum
Olgegi Olgegi
Deney Insanlar, Yerler ve Cevreler Gosteri Yontemi Insanlar, Yerler ve Cevreler
Grubu Basar1 Testi Basar1 Testi
Sosyal Bilgiler Dersi Tutum Sosyal Bilgiler Dersi Tutum
Olgegi Olgegi

Tablo 1°den de anlasilacag iizere insanlar, Yerler ve Cevreler Basar1 Testi (IYCBT) ve Sosyal Bilgiler
Dersi Tutum Olgegi (SBDTO) deney ve kontrol gruplarinda &n test ve son test seklinde uygulanmustir.

Orneklem

Bu aragtirmanin drneklemi, 2021-2022 egitim-6gretim yilinin birinci ddneminde, Mus ili merkezinde
bulunan bir ortaokulda 6grenimlerine devam eden 5. smif diizeyindeki dort subeden olusmaktadir.
Aragtirmanin ¢alisma grubu, 5. sinif diizeyinde sosyal bilgiler dersinde insanlar, yerler ve ¢evreler
O0grenme alaninda, gosteri yonteminin kullamildigi iki deney grubu ile mevcut uygulamadaki
yaklagimlarin uygulandig iki kontrol grubu olarak toplamda dort islem grubundan olugmaktadir. Bu
arastirmada ¢aligma grubunun belirlenmesinde olasiliga dayali 6rneklem tiirlerinden biri olan, kiime
orneklem yontemi kullanilmistir. Deney grubunda yer alan katilimcilarin cinsiyet dagilimi su sekildedir:
Toplam 78 katilimecinin 37’si (%47.4) kiz iken, 41°1 (%52.6) erkektir. Kontrol grubundaki katilimcilarin
cinsiyet dagilimi ise sdyledir: Toplam 82 katilimcinin 38’1 (%46.3) kiz iken, 44’1 (%53.7) erkektir.

Bu veriden hareketle, deney ve kontrol gruplarinda bulunan 6grencilerin cinsiyet dagilimlarinin benzer
oldugu goriilmiistiir. Dolayisiyla, gruplarin cinsiyet degiskeni agisindan homojen oldugu sdylenebilir.
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Arastirma Siireci

Mus ili merkezinde yer alan bir ortaokulda uygulamanin yiiriitilmesi i¢in, Mus il Milli Egitim
Midiirliigiinden gerekli olan izinler alinmistir. Deney grubunda bulunan 6grencilerin velileri,
ogrencilerin bilgilendirilmis gonilli olur formunu doldurup imzalamislardir. Deney ve kontrol
grubunda bulunan Ogrencilerin sosyal, ekonomik ve kiiltiirel diizeylerini tespit etmek ve gruplarin
denkligini kontrol etmek amaciyla 6grencilerden kisisel bilgi formu doldurmalar istenmistir.

Deney grubunda yer alan 6grencilere yonelik dersler, gdsteri yonteminin temel ilkeleri, teknikleri ve
etkinlikleri baglaminda iglenmistir. Uygulama toplamda alti haftalik (18 ders saati) bir siireyle
ylriitilmiistiir. Deney grubunda; gosteri (demonstrasyon), dramatizasyon ve egitsel oyunlar (bulmaca,
bilmece vb.) gibi teknik ve etkinliklerin yapilmistir. Derslerin daha anlagilir ve somut hale getirilmesi
icin egitsel materyallerden, gorsellerden ve maketlerden yararlanilmistir. Deney grubunda yer alan
grencilere hem uygulama yapilmadan 6nce hem de uygulama bittikten sonra I'YCBT ve SBDTO én
test ve son test olarak uygulanmustir.

Uygulama siiresince (alt1 hafta, 18 ders saati) dersler kontrol gruplarinin bulundugu sinifta islenmistir.
Gerek deney grubunun gerekse de kontrol grubunun bulundugu simiflarin biitiin fiziki sartlar1 aynidir.
Uygulama siirecinde kontrol grubunda yer alan Ogrencilere yonelik herhangi bir miidahale
yapilmamuistir. Kontrol grubundaki dersler, mevcut 6gretim programi ¢ercevesinde islenmistir. Kontrol
grubunda yer alan &grencilere uygulama yapilmadan énce ve uygulama bittikten sonra [YCBT ve
SBDTO 6n test ve son test seklinde uygulanmistir.

Veri Toplama Araclar

Bu arastirmada, arastirmacimin gelistirdigi IYCBT ve Gomleksiz ve Ulkii Kan (2013) tarafindan
gelistirilen SBDTO veri toplama araclar1 olarak kullanilmistir.

Insanlar, Yerler ve Cevreler Basar: Testi

Bu basari testi bu arastirma igin gelistirilmistir. I'YCBT gelistirilmeden 6nce, ilgili dgrenme alan1 ve bu
kapsamda bulunan kazanimlar ayrintili bir sekilde incelenmistir. Daha sonra 40 sorudan miitesekkil ve
coktan se¢meli bir test niteliginde olan basar1 testi olusturulmustur. Ardindan, bagari testinin
anlagilirhgl, ifade bigimi, 6grenci diizeyine uygunlugu ve kapsam ile ilgili sosyal bilgiler egitimi
alanindan {i¢ 6gretim iiyesi, dort doktora Ogrencisi, bir Tiirkce Ogretmeni ve dort sosyal bilgiler
ogretmeni olmak {izere toplam 12 uzmana sunulmustur. Ilgili alan uzmanlarmin gériis ve Onerileri
dogrultusunda igeriksel ya da yapisal olarak hata teskil edebilecegi diisiiniilen 3 soru I'YCBT nin taslak
metninden ¢ikarilmigtir. Dolayisiyla, tiim uzman goriisleri, onerileri ve genel degerlendirmeler
neticesinde IYCBT ye toplam 37 soru ile son sekli verilmistir. Toplamda 37 sorudan olusan basar1 testi,
2020-2021 egitim-0gretim yilinin ikinci doneminde Mus ili merkezde bulunan gesitli ortaokullarda
Ogrenimlerine devam eden 404 5. siif 6grencisine pilot uygulamasi seklinde yiiriitilmistiir.

[YCBT'nin madde analizleri TAP (Test Analysis Program) kullanilarak yapilmis ve madde giigliik ve
ayirt edicilik indekslerine gore degerlendirilmistir. Analizler sonucunda, 2, 6 ve 27 numarali maddeler
uygun bulunmadigindan testten ¢ikarilms, bdylece I'YCBT 34 maddelik son haline kavusmustur. Testin
giivenilirligini belirlemek i¢in KR-20 degeri hesaplanmig ve 0.84 bulunmustur, dolayisiyla testin yiiksek
derecede giivenilir oldugu sdylenebilir.

Tutum Ol¢egi

Uygulamanin yapildigt Mus Merkez’deki bir ortaokulun 5. sinif 6grencilerinin uygulama dncesinde ve
sonrasinda sosyal bilgiler dersine iliskin tutumlarimi belirlemek amaciyla SBDTO kullanilmistir. Bu
olgek, 14’1 olumlu, 15’1 olumsuz tutumlari 6lgen toplam 29 maddeden ve 5 alt boyuttan olugsmaktadir.
Olgegin gegerliligi, faktdr analizi kullanilarak test edilmis ve KMO degeri 0.96, Bartlett testi sonucu ise
anlamli bulunmustur. Bu durum 6l¢egin yapisinin saglam oldugunu gosterir. Giivenilirlik agisindan,
Cronbach Alpha katsayis1 0.93 olarak belirlenmistir. Dolayisiyla lcegin yiiksek i¢ tutarliliga sahip
oldugunu sdylenebilir. Ayrica, test-tekrar test yOntemiyle de oOlgegin zamanla tutarli oldugu
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dogrulanmistir. Olgek, uzman goriisleri ve madde analizleri ile desteklenmistir. Buradan hareketle
dlcegin kapsamli ve giivenilir bir 6l¢iim araci oldugunu ifade edilebilir (Gomleksiz ve Ulkii Kan, 2013).

Verilerin Analizi

Caligma stiresince toplanilan veriler SPSS programiyla analize tabi tutulmustur. Analizde hem deney
hem de kontrol gruplarinin 6n ve son testten aldiklar1 puan ortalamalarini kiyaslamak icin tekrarl
olgtimler i¢in iki faktorlii varyans analizi yapilmasina karar verilmistir. Ancak arastirmada Box’s Test
of Equality Covariance Matrices sonucu dl¢lim gruplarinin kovaryanslari arasinda anlamli fark
oldugu icin tekrarli dlgtimler igin iki faktorlii varyans analizi yapilmasi uygun gorilmemistir.
Dolayisiyla, deney ve kontrol gruplarinin 6n test ve son test puan ortalamalarini karsilagtirmak amaciyla
parametrik testlerden iligkili gruplar igin t testi ve Tek Yonlii Varyans Analizi (ANOVA) yapilmasina
karar verilmistir.

Elde edilen verilere uygun analiz islemlerini kullanabilmek amaciyla verilerin normal dagilip
dagilmadiklarma bakilmigstir. Bu kapsamda, verilerin normal dagilim gosterip gostermediklerine iliskin
Kolmogorov-Smirnov (K-S) ve Shapiro-Wilk (S-W) normallik testi yapilmistir. Netice itibariyle
verilerin normal dagilima sahip olduklar1 saptanmistir. Bu sebeple hem basar1 testinin hem de tutum
Olceginin On testleri ve son testleri {izerinde parametrik analiz iglemleri kullanilmistir. Bu kapsamda
basar1 testi ve tutum Olgegine yonelik olarak parametrik testlerden iliskili gruplar igin t testi ve Tek
Yonli Varyans Analizi (ANOVA) uygulanmistir. Bagar1 testinin ve tutum Slgeginin 6n testin ve son
testin yorumlanmasinda: Aritmetik ortalama, standart sapma, ylizde, frekans ve etki biiytikliikleri (d ve
1) hesaplanmustir.

Bulgular
Birinci Hipoteze Yonelik Bulgular

Bu baslik altinda, deney gruplarinda yer alan dgrencilerin basari testinin, on test ve son test puanlar
arasinda manidar bir farkliligin olup olmadig1 kontrol edilmistir. Deney 1 (5-E) ve Deney 2 (5-H)
gruplarinda yer alan 6grencilerin 6n test ve son test puanlarin normal dagilip dagilmadiklarina yonelik
K-S ve S-W test sonuglar1 ve carpiklik ve basiklik degerleri incelenmis olup bu verilerin normal dagilim
gosterdikleri tespit edilmistir. Deney gruplarmin IYCBT nin 6n test ve son test puan ortalamalart
arasinda istatistiksel olarak manidar bir farkliligin bulunup bulunmadigim belirlemek amaciyla iliskili
gruplar i¢in t testi uygulanmistir. Deney 1 (5-E) grubunun iliskili gruplar i¢in t testi sonuglar1 Tablo 2’°te
sunulmustur.

Tablo 2. Deney 1 (5-E) Grubunun On Test ve Son Test Basari Testi Puan Ortalamalarina Iliskin T Testi
Sonuclari
Testler Gruplar N X SS sd t p d

On Test Deney 1 (5-E) 38 45,43 16,53
Son Test Deney 1 (5-E) 38 83,12 9,24

37 -17,01 .000 2.81

Tablo 2 incelediginde, Deney 1 (5-E) grubunun IYCBT nin 6n test ve son test puan ortalamalar1 arasinda
manidar bir farkliligin bulunup bulunmadigin test etmek maksadiyla yapilan iligkili gruplar igin t testi
sonucunda; Deney 1 (5-E) grubunun &n testten aldig1 puan ortalamasi (X=45,43) ile Deney 1 (5-E)
grubunun son testten aldig1 puan ortalamasi (X=83,12) arasinda son test lehine anlamli bir farklilik
goriilmistiir (t37=-17.01, p <.05). Farkin anlamli ¢ikmasi sonucunda Deney 1 (5-E) grubunun 6n test ve
son test puanlari arasindaki etki biiytlikliigiine (Cohen’d) bakilmistir. Bunun sonucunda deney grubunun
On-test ile son-test puanlar1 arasindaki farkin etki biiyiikliigiiniin biiyiik oldugu saptanmistir. Sonug
olarak Deney 1 (5-E) grubunda uygulanan gosteri yonteminin etkili sonuglar verdigi sdylenebilir. Deney
2 (5-H) grubunun iligkili gruplar i¢in t testi sonuglar1 Tablo 3’te verilmistir.
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Tablo 3. Deney 2 (5-H) Grubunun On Test ve Son Test Basar: Testi Puan Ortalamalarina Iliskin T Testi
Sonuclari
Testler Gruplar N X SS sd t p d

On Test Deney 2 (5-H) 40 39,92 13,93

39 -20.76 .000 3.75

Son Test  Deney 2 (5-H) 40 82,13 7,72

Tablo 3 incelediginde, Deney 2 (5-H) grubunun IYCBT nin 6n test ve son test puan ortalamalar
arasinda manidar bir farkliligin bulunup bulunmadigini test etmek maksadiyla yapilan iligkili gruplar
igin t testi sonucunda; Deney 2 (5-H) grubunun 6n testten aldig1 puan ortalamasi (X=39,92) ile Deney 2
(5-H) grubunun son testten aldig1 puan ortalamasi (X=82,13) arasinda son test lehine anlamli bir farklilik
goriilmiistilir (t3o= -20.76, p < .05). Farkin anlaml1 ¢ikmasi sonucunda Deney 2 (5-H) grubunun 6n test
ve son test puanlari arasindaki etki biiyiikliigiine (Cohen’d) bakilmigtir. Bunun sonucunda deney
grubunun On-test ile son-test puanlari arasindaki farkin etki biiyiikliigliniin biiyiik oldugu saptanmstir.
Elde edilen bu sonuglar neticesinde Deney 2 (5-H) grubunda uygulanan gosteri yonteminin oldukga
etkili sonuglar verdigi sdylenebilir.

ikinci Hipoteze Yonelik Bulgular

Bu baslik altinda, kontrol gruplarinda bulunan 6grencilerin basari testinin, 6n test ve son test puanlari
arasinda manidar bir farkliligin bulunup bulunmadigi kontrol edilmistir. Kontrol 1 (5-A) ve Kontrol 2
(5-D) gruplarinda yer alan 6grencilerin on test ve son test puanlarin normal dagilip dagilmadigina
yonelik K-S ve S-W test sonuglar1 ve garpiklik ve basiklik degerleri incelenmis olup bu verilerin normal
dagilim gosterdikleri tespit edilmistir. Kontrol gruplarmin IYCBT’nin 6n test ve son test puan
ortalamalar1 arasinda istatistiksel olarak manidar bir farkliligin bulunup bulunmadigini belirlemek
amaciyla iliskili gruplar i¢in t testi uygulanmistir. Kontrol 1 (5-A) grubunun iligkili gruplar i¢in t testi
sonuglar1 Tablo 4’te gosterilmistir.

Tablo 4. Kontrol 1 (5-A) Grubunun On Test ve Son Test Basari Testi Puan Ortalamalarina Iliskin T
Testi Sonuclart
Testler Gruplar N X SS sd t p d

OnTest Kontrol 1 (5-A) 41 4576 14,76
Son Test Kontrol 1 (5-A) 41 59,11 1495

40 -8.69 .000 0.89

Tablo 4 incelediginde, Kontrol 1 (5-A) grubunun IYCBT nin 6n test ve son test puan ortalamalar
arasinda manidar bir farkliligin bulunup bulunmadigini test etmek maksadiyla yapilan t testi sonucunda;
Kontrol 1 (5-A) grubunun 6n testten aldig1 puan ortalamasi (X=45,76) ile Kontrol 1 (5-A) grubunun son
testten aldig1 puan ortalamasi (X=59,11) arasinda son test lehine manidar bir farklilik goriilmiistiir (tso=
-8.69, p <.05). Farkin anlamli ¢ikmas1 sonucunda Kontrol 1 (5-A) grubunun 6n test ve son test puanlari
arasindaki etki biiyiikliigiine (Cohen’d) bakilmigtir. Bunun sonucunda kontrol grubunun 6n-test ile son-
test puanlar arasindaki farkin etki bilyiikliigiiniin biiyiik oldugu saptanmistir. Elde edilen bu sonuglar
neticesinde; Kontrol 1 (5-A) grubunda mevcut 6gretim yontemleriyle uygulanan sosyal bilgiler dersinin,
gosteri yonteminin uygulandigi deney gruplarindaki kadar etkili olmasa da ogrencilerin akademik
basarilarin1 dnemli 6l¢iide artirdigr goriilmiistiir. Kontrol 2 (5-D) grubunun iligkili gruplar i¢in t testi
sonuclar1 Tablo 5’da sunulmustur.

Tablo 5. Kontrol 2 (5-D) Grubunun On Test ve Son Test Basar: Testi Puan Ortalamalar: Farkina Iliskin
T Testi Sonuclart
Testler Gruplar N X SS sd t p d

OnTest  Kontrol2(5-D) 41 39,02 12,59
Son Test  Kontrol 2(5-D) 41 56,59 10,33

40 -12.11 .000 1.52
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Tablo 5 incelediginde, Kontrol 2 (5-D) grubunun IYCBT’nin 6n test ve son test puan ortalamalar
arasinda manidar bir farkliligin bulunup bulunmadigin1 test etmek maksadiyla yapilan t testi sonucunda;
Kontrol 2 (5-D) grubunun 6n testten aldiklar1 puan ortalamasi (X=39,02) ile Kontrol 2 (5-D) grubunun
son testten aldiklar1 puan ortalamas1 (X=56,59) arasinda son test lehine manidar bir farklilik gériilmiistiir
(ta=-12.11, p <.05). Farkin anlamli ¢ikmasi sonucunda Kontrol 2 (5-D) grubunun 6n test ve son test
puanlar arasindaki etki biiytlikliigiine (Cohen’d) bakilmistir. Bunun sonucunda kontrol grubunun 6n-test
ile son-test puanlar arasindaki farkin etki biiyiikliigiinlin biiylik oldugu saptanmistir. Elde edilen bu
sonuglar neticesinde; Kontrol 2 (5-D) grubunda mevcut 6gretim yontemleriyle uygulanan sosyal bilgiler
dersinin, gosteri yonteminin uygulandigi deney gruplarindaki kadar etkili olmasa da &grencilerin
akademik basarilarini 6nemli 6l¢iide artirdig1 goriilmiustiir.

Uciincii Hipoteze Yonelik Bulgular

Bu baglik altinda, deney ve kontrol gruplarinda yer alan 6grencilerin basar1 testinin son test puanlar
arasinda manidar bir farkliligin bulunup bulunmadigi kontrol edilmistir. Deney ve kontrol gruplarinda
bulunan &grencilerin son testten elde ettikleri puanlarin normal dagilim gosterip gdstermediklerine
yonelik K-S ve S-W test sonuglar1 ve garpiklik ve basiklik degerleri incelenmis olup bu verilerin normal
dagilim gosterdikleri tespit edilmistir. Levene testi sonucunda deney ve kontrol gruplariin son test
puanlarinin varyanslari arasinda manidar bir farkliligin bulunmadigi saptanmistir. Daha sonra, deney ve
kontrol gruplarinda bulunan dgrencilerin IYCBT son test puanlar1 arasinda manidar bir farkliligin
bulunup bulunmadigim belirlemek amaciyla Tek Yonlii Varyans Analizi (ANOVA) yapilmistir. Bu
baglamda Tek Yonlii Varyans Analizi (ANOVA) sonuglar1 Tablo 6’de gosterilmistir.

Tablo 6. Deney ve Kontrol Gruplarinin Son Test Basart Puanlarimin Karsilastiriimasina Iliskin Tek
Yonlii Varyans Analizi (ANOVA) Sonuglart

Gruplar N X SS sd F p n’
Deney 1 (5-E) 38 83,12 9,24

Deney 2 (5-H) 40 82,13 7,72 159 68.583  .000 1.416
Kontrol 1 (5-A) 41 59,11 14,95

Kontrol 2 (5-D) 41 56,59 10,33

Tablo 6 incelediginde, deney ve kontrol gruplarinin IYCBT nin son test puan ortalamalar1 arasinda
manidar bir farkliligm bulunup bulunmadigim test etmek maksadiyla yapilan Tek Yonli Varyans
Analizi (ANOVA) neticesinde; Deney 1 (5-E) grubunun son testten aldiklar1 puanlar (X=83,12) ve
Deney 2 (5-H) grubunun son testten aldiklari puanlar (X=82,13) ile Kontrol 1 (5-A) grubunun son testten
aldiklar1 puanlar (X=59,11) ve Kontrol 2 (5-D) grubunun son testten aldiklari puanlar (X=56,59)
arasinda istatistiksel olarak deney gruplar1 lehine manidar bir farklilik gériilmistiir (fiso= 68.583, p <
.05). Farkin anlamli ¢ikmasi sonucunda deney ve kontrol gruplar1 son test puanlar1 arasindaki etki
biiyiikliigiine (%) bakilmistir. Bunun sonucunda deney ve kontrol gruplari son test puanlar arasinda
yliksek diizeyde bir farkin oldugunu saptanmaistir.

Dordiincii Hipoteze Yonelik Bulgular

Bu baslik altinda, deney gruplarinda bulunan égrencilerin SBDTO’niin sevme, fayda, ilgi, istek ve
giiven alt boyutlarinin 6n test ve son test puanlari arasinda manidar bir farkliligin bulunup bulunmadig
kontrol edilmistir.

Deney gruplarinin SBDTO alt boyutlarinda 6n test ve son test puanlarinin normal dagilim gosterip
gostermediklerine yonelik K-S ve S-W test sonuglar1 ve carpiklik ve basiklik degerleri incelenmis olup
bu verilerin normal dagilim gosterdikleri tespit edilmistir.

Deney gruplarmin SBDTO alt boyutlarmin 6n test ve son test puan ortalamalar arasinda istatistiksel
olarak manidar bir farkliligin bulunup bulunmadigim belirlemek amaciyla iligkili gruplar igin t testi
uygulanmstir.

Yapilan t testi sonucunda; tiim alt boyutlar arasinda son test lehine manidar (p < .05) bir farklilik
saptanmistir. Farkin anlamli ¢ikmasi sonucunda Deney 1 (5-E) grubunun 6n test ve son test puanlari
arasindaki etki biiyiikliigiine (Cohen’d) bakilmistir. Deney 1 (5-E) grubunun etki biiyiikligii
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incelendiginde; sevme alt boyutu Cohen’d= 2.59, fayda alt boyutu Cohen’d= 2.06, ilgi alt boyutu
Cohen’d=2.05, istek alt boyutu Cohen’d= 1.55, giiven alt boyutu Cohen’d= 2.36, olarak hesaplanmuistir.
Bu sonuglar kapsaminda SBDTO’niin tiim alt boyutlarmin etki biiyiikliigiiniin ¢ok biiyiik oldugu tespit
edilmistir. Tim bu sonuglardan hareketle, Deney 1 (5-E) grubunda yiiriitiilen gosteri yontemi ve
etkinliklerin 6grencilerinin derse yonelik tutumlarini ¢ok yiiksek diizeyde anlamli ve olumlu bir yonde
gelistirdigi soylenebilir.

Deney 2 (5-H) grubunun SBDTO alt boyutlarmin 6n test ve son test puanlar arasinda istatistiksel olarak
manidar bir farkliligin bulunup bulunmadigini belirlemek maksadiyla yapilan t testi sonucunda ise; tim
alt boyutlar arasinda son test lehine anlamli (p < .05) bir manidar saptanmistir. Farkin anlamli ¢ikmasi
sonucunda Deney 2 (5-H) grubunun 6n test ve son test puanlar1 arasindaki etki biiyiikliigiine (Cohen’d)
bakilmistir. Deney 2 (5-H) grubunun etki biiyiikliigli incelendiginde; sevme alt boyutu Cohen’d= 2.09,
fayda alt boyutu Cohen’d= 2.08, ilgi alt boyutu Cohen’d= 2.11, istek alt boyutu Cohen’d= 1.66, giiven
alt boyutu Cohen’d= 2.50 olarak hesaplanmigtir. Bu sonuglar kapsaminda; Deney 2 (5-H) grubunun
SBDTO’niin tiim alt boyutlarnin etki biiyiikliigiiniin ¢ok biiyiik oldugu tespit edilmistir. Tiim bu
sonuglardan hareketle; Deney 2 (5-H) grubunda yiiriitiilen gosteri yontemi ve etkinliklerinin
ogrencilerinin derse yonelik tutumlarin ¢ok yiiksek diizeyde anlamli ve olumlu bir yonde gelistirdigi
sOylenebilir.

Besinci Hipoteze Yonelik Bulgular

Bu baslik altinda, kontrol gruplarinda bulunan dgrencilerin SBDTO’niin sevme, fayda, ilgi, istek ve
giiven alt boyutlarinin 6n test ve son test puanlari arasinda manidar bir farkliligin bulunup bulunmadigi
kontrol edilmistir.

Kontrol gruplarmin, SBDTO alt boyutlarinin 6n test ve son test puanlarinin normal dagilim gosterip
gostermediklerine yonelik K-S ve S-W test sonuglar1 ve carpiklik ve basiklik degerleri incelenmis olup
bu verilerin normal dagilim gosterdikleri tespit edilmistir.

Kontrol gruplarinin SBDTO alt boyutlarinin 6n test ve son test puan ortalamalar1 arasinda istatistiksel
olarak manidar bir farkliligin bulunup bulunmadigim belirlemek amaciyla iligkili gruplar igin t testi
uygulanmstir.

Yapilan t testi sonucunda; tiim alt boyutlar arasinda son test lehine manidar (p < .05) bir farklilik
saptanmistir. Farkin anlamli ¢ikmasi sonucunda Kontrol 1 (5-A) grubunun 6n test ve son test puanlari
arasindaki etki biiytlikligiine (Cohen’d) bakilmistir. Kontrol 1 (5-A) grubunun etki biiyiikligi
incelendiginde; sevme alt boyutu Cohen’d=.38, fayda alt boyutu Cohen’d=.18, ilgi alt boyutu
Cohen’d=.28, istek alt boyutu Cohen’d=.25, giiven alt boyutu Cohen’d= .34 olarak hesaplanmistir. Bu
baglamda, Kontrol 1 (5-A) grubunun fayda alt boyutunda Cohen’d kii¢iik diizeyde; geri kalan tiim alt
boyutlarda ise orta diizeyde bir etki biiytlikliigiine sahip oldugu goriilmiistiir. Bu sonuglardan hareketle;
gosteri yontemi ve etkinlikleriyle ders islenen deney gruplarinin sosyal bilgiler dersine yonelik
tutumlari; mevcut 6gretim yontemleriyle ders islenen kontrol gruplarina gore daha yiiksek diizeyde
oldugu ve daha olumlu ve anlaml1 bir etkiye sahip oldugu sdylenebilir.

Kontrol 2 (5-D) grubunun SBDTO alt boyutlarinin 6n test ve son test puanlar1 arasinda istatistiksel
olarak manidar bir farkliligin bulunup bulunmadigim belirlemek maksadiyla yapilan t testi sonucunda
ise; tlim alt boyutlar arasinda son test lehine manidar (p <.05) bir farklilik saptanmigtir. Farkin anlaml
¢ikmas1 sonucunda Kontrol 2 (5-D) grubunun 6n test ve son test puanlar arasindaki etki biiyiikliigiine
(Cohen’d) bakilmistir. Kontrol 2 (5-D) grubunun etki biiyiikliigii incelendiginde; sevme alt boyutu
Cohen’d=.38, fayda alt boyutu Cohen’d= .25; ilgi alt boyutu Cohen’d=.23, istek alt boyutu Cohen’d=
.17, gliven alt boyutu Cohen’d=.28 olarak hesaplanmistir. Kontrol 2 (5-D) grubunun istek alt boyutu
Cohen’d kiiciik diizeyde; geri kalan tiim alt boyutlarda ise orta diizeyde bir etki biiyiikliigiine sahip
oldugu goriilmistiir. Bu sonuglardan hareketle; gosteri yontemi ve etkinlikleriyle ders islenen deney
gruplarmin sosyal bilgiler dersine yonelik tutumlari; mevcut 6gretim yontemleriyle ders islenen kontrol
gruplarina gore daha belirgin bir diizeyde bulundugu ve daha olumlu ve anlamli bir etkiye sahip oldugu
sOylenebilir.
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Altinc1 Hipoteze Yonelik Bulgular

Bu baslik altinda, deney ve kontrol gruplarinda yer alan égrencilerin SBDTO niin sevme, fayda, ilgi,
istek ve giliven alt boyutlarinin son testten aldiklar1 puan ortalamalar1 arasinda manidar bir farkliligin
bulunup bulunmadig: kontrol edilmistir.

Deney ve kontrol gruplarimin SBDTO alt boyutlarmin son test puanlarmin normal dagilim gosterip
gostermediklerine yonelik K-S ve S-W test sonuglar1 ve carpiklik ve basiklik degerleri incelenmis olup
bu verilerin normal dagilim gosterdikleri tespit edilmistir.

Levene testi sonucunda deney ve kontrol gruplarinin son test puanlarinin varyanslar arasinda istatistiki
olarak manidar bir farkliligin bulunmadigi saptanmistir. Daha sonra deney ve kontrol gruplarinin
SBDTO alt boyutlarmin son test puan ortalamalar1 arasinda istatistiki olarak manidar bir farkliligin
bulunup bulunmadigim belirlemek maksadiyla Tek Yonli Varyans Analizi (ANOVA) uygulanmistir.
Bunun sonucunda; SBDTO niin tiim alt boyutlarinda deney ve kontrol gruplari arasinda deney gruplart
lehine istatistiki olarak manidar bir fark tespit edilmistir. Farkin anlamli ¢gikmasi sonucunda deney ve
kontrol gruplarinin son test puanlari arasindaki etki biiyiikliigiine (n?) bakilmustir. Etki biiyiikliigiiniin
SBDTO sevme alt boyutunda (n?)=.472, fayda alt boyutunda (n?)=.382, ilgi alt boyutunda (n*)=.453,
istek alt boyutunda (n?)=.333 ve giiven alt boyutunda (n%)=.509 olmas1 deney ve kontrol gruplari son
test puanlar arasinda yiiksek diizeyde bir farkin oldugunu gostermektedir.

Sonug, Tartisma ve Oneriler

Deney grubunun 6n test puan ortalamasi ile son test puan ortalamasi arasinda son test lehine manidar
bir farklilik saptanmistir. Dolayisiyla deney grubunda kullanilan gosteri yonteminin akademik basar1
anlaminda oldukga etkili sonuglar verdigi sdylenebilir. Zira deney grubunun 6n test ve son test puanlari
arasinda yaklagik iki kat bir artis yagsanmistir. Bu bulgular, “Deney grubunun basari testinin 6n test ve
son test puanlar arasinda anlaml bir fark yoktur” seklindeki yokluk hipotezini (1.Ho) reddederek, bu
hipotezin karsitin1 desteklemektedir

Kontrol grubunun 6n testten aldig1 puan ortalamasi ile son testten aldig1 puan ortalamasi arasinda son
test lehine manidar bir farklilik saptanmistir. Netice itibariyle; kontrol grubunda sosyal bilgiler ders
kitab1 ve etkinlikleri kapsaminda islenen derslerin 6grencilerin akademik basarilarin1 énemli oranda
artirdign gortilmistiir. Bu bulgular, “Kontrol grubunun, basar1 testinin 6n test ve son test puanlari
arasinda anlaml bir fark yoktur.” seklindeki yokluk hipotezini (2.Ho) reddederek, bu hipotezin karsitim
desteklemektedir.

Deney grubunun son testten aldiklar1 puanlari ile kontrol grubunun son testten aldiklar1 puanlar arasinda
istatistiki olarak deney grubu lehine manidar bir farklilik saptanmistir. Netice itibariyle; deney grubunda
gosteri yontemi ve etkinlikleri ile islenen sosyal bilgiler dersinin, kontrol grubunda ders kitab1 ve
etkinlikleriyle islenen sosyal bilgiler dersine kiyasla akademik basari anlaminda daha etkili oldugu
sOylenebilir. Bu bulgular, “Deney ve kontrol grubunun, basar1 testi son test puanlar1 arasinda anlamli
bir fark yoktur” seklindeki yokluk hipotezini (3.Ho) reddederek, bu hipotezin karsitin1 desteklemektedir.

Gosteri yonteminin akademik basariy1 olumlu yonde etkiledigine iliskin gerek iilke i¢inde gerekse de
iilke diginda pek ¢ok ¢alisma mevcuttur. Yurt i¢indeki ¢aligmalar kisaca su sekilde 6zetlenebilir: Uyanik
(2006), Demiralp (2006) ve Iplikci (2006) gdsteri yonteminin cografya dersinde kullaniminin; Aydin
(2016), Erdogan (2010), Gedik (2001) ve Azizoglu (2004) gosteri yonteminin fen ve kimya derslerinde
kullaniminin; Goégebakan (2008) gosteri yonteminin sanat tarihi 6gretiminde kullanimimin; Tosun
(2003) gosteri yonteminin beden egitimi dersinde kullaniminin; Giilcan (2010), Sever (2011), Celikgi
(2000), Bal Incebacak (2017), Hacioglu (1989) ve Yavuz (2005) gosteri yonteminin cesitli kavramlar
ve konular tlizerinde kullaniminin 6grenci basarist iizerindeki etkisini incelemislerdir. Yurt icinde
yapilan tiim bu ¢aligmalarda, gdsteri yonteminin 6grencilerin akademik basarilarma olumlu yonde bir
etki sagladig1 saptanmstir.

177



:’ MSKU Egitim Fakiiltesi Dergisi
v ISSN 2148-6999 Cilt 11, Say1 2, (2024) Kasim

Gosteri yonteminin akademik basariy1r olumlu yonde etkiledigine dair yurt digindaki galigmalar ise
kisaca su sekilde 6zetlenebilir: Ramsey vd. (2000), Basheer vd. (2016), Hidayat (2020), Soe ve Nyunt
(2018) ve Sola ve Ojo (2007), gosteri yonteminin fizik, kimya ve biyoloji derslerinde kullaniminin;
Thahir vd. (2019), Ramadhan ve Surya (2017), gosteri yonteminin matematik dersinde kullanimimin;
Daluba (2013), gosteri yonteminin tarim bilimleri {izerinde kullaniminin; Muhammad vd. (2016),
gosteri yonteminin iktisat kavramlar tizerinde kullanimimin; Vijayakumari ve Umashree (2016), gosteri
yonteminin ekosantrik tutum gelistirme iizerinde kullaniminin; Inuwa vd. (2018), gdsteri yonteminin
finansal muhasebe basarisi iizerinde kullaniminin; Ichsan ve Mulyani (2018), gdsteri yonteminin atiklar
geri doniistirmede diisiik motor becerileri {lizerinde kullanimimin; El-Sayed vd. (2017), gosteri
yonteminin Partograph kullanimindaki bilgi ve becerileri iizerinde kullanimmin; Wahyuni (2016),
gosteri yonteminin konugma becerisi iizerinde kullaniminin; Idris (2019), gdsteri yonteminin elektrik
malzemesi kullanma becerisi {izerinde kullaniminin; Zulfahmivd. (2019), gosteri ydnteminin basit
hareket dans becerileri lizerinde kullanimmin ve Saragih (2019), gosteri yonteminin vatandaslik
egitiminde kullaniminin 6grenci basarisi tizerindeki etkisini incelemiglerdir. Yurt disinda yapilan tiim
bu caligmalarda, gosteri yonteminin 6grencilerin akademik basarilart ve cesitli bilgi ve yetenekleri
iizerinde anlamli ve olumlu etkilere sahip oldugu saptanmistir.

Sonug itibariyle; sosyal bilgiler dersinde gosteri yonteminin kullanildigi ve bunun akademik basari
iizerindeki etkisinin incelendigi bu ¢alismada ulasilan bulgular ile yukarida zikredilen hem {ilke iginde
hem de iilke disinda birbirinden farkli alanda yapilmis ve gdsteri ydonteminin akademik basarty1 olumlu
yonde etkiledigine dair arastirmalarin bulgular1 birbiriyle paralellik arz etmektedir.

Bu aragtirmanin alt problemlerinden bir digeri ise, gosteri yonteminin Ogrencilerin derse yonelik
tutumlar tizerindeki etkisini incelemektir.

Deney grubunun SBDTO’niin tiim alt boyutlar: arasinda son test lehine manidar bir farklilik
goriilmiistiir. Tim bu sonuglardan hareketle, deney grubunda yiiriitillen gosteri yonteminin ve
uygulamalarinin deney grubu 6grencilerinin derse yonelik tutumlarini ¢ok yiiksek diizeyde; anlaml ve
olumlu bir yonde gelistirdigi sOylenebilir. Bu bulgular, “Deney grubunun, sosyal bilgiler dersi tutum
Olgegi alt boyutlarinin 6n test ve son test puanlar1 arasinda anlaml bir fark yoktur” seklindeki yokluk
hipotezini (4.Ho) reddederek, bu hipotezin karsitin1 desteklemektedir.

Kontrol grubunun SBDTO’niin tiim alt boyutlar1 arasinda son test lehine manidar bir farklilik
goriilmiistlir. Bu sonuglardan hareketle; gdsteri yontemi ve etkinlikleriyle ders islenen deney grubunun
sosyal bilgiler dersine yonelik tutumlari; ders kitab1 ve etkinlikleriyle ders islenen kontrol grubuna
kiyasla daha yiiksek seviyede oldugu ve daha olumlu ve anlamli bir etkiye sahip oldugu sdylenebilir.
Bu bulgular, “Kontrol grubunun, sosyal bilgiler dersi tutum 06lgegi alt boyutlarmin 6n test ve son test
puanlar arasinda anlamli bir fark yoktur” seklindeki yokluk hipotezini (5.Ho) reddederek, bu hipotezin
karsitin1 desteklemektedir.

Deney ve kontrol grubunun SBDTO niin tiim alt boyutlarinda deney ve kontrol gruplari arasinda deney
grubu lehine istatistiki olarak manidar bir farklilik saptanmigtir. Elde edilen bu sonuglar neticesinde;
deney grubunda gosteri yontemi ve etkinlikleriyle ile islenen sosyal bilgiler dersinin, kontrol grubunda
ders kitab1 ve etkinlikleriyle islenen sosyal bilgiler dersine gore Ogrencilerin derse karsi tutumlar
bakimindan daha etkili oldugu ifade edilebilir. Bu bulgular, “Deney ve kontrol grubunun, sosyal bilgiler
dersi tutum 6lgegi alt boyutlarinin son test puanlari arasinda anlamli bir fark yoktur” seklindeki yokluk
hipotezini (6.Ho) reddederek, bu hipotezin karsitin1 desteklemektedir.

Gosteri yonteminin akademi basarty1 olumlu yonde etkilediginde dair hem iilke i¢inde hem de {ilke
disinda pek ¢ok calisma mevcut iken; bu yontemin derse karsi tutumlarini konu edinen ¢aligmalar ise
olduk¢a simirhidir. Literatiir incelendiginde gosteri yonteminin Ogrencilerin derse karsi tutumlar
iizerinde etkisini arastiran birtakim ¢aligmalar mevcuttur. Bu ¢alismalar; Gedik (2001), Yavuz (2005),
Basheer vd. (2016) tarafindan yapilan ¢aligmalardir. Bu ¢aligma neticesinde; gdsteri temelli etkinliklerin
ogrencilerin hem akademik basarilarin1 hem de derse yonelik tutumlarini olumlu manada etkiledigi
saptanmistir. Sosyal bilgiler dersinde gdsteri yonteminin kullanildigi ve bunun 6grencilerin akademik
basarilarina ve derse karsi tutumlarina olan etkisinin arastirildigi bu ¢alismada ulasilan bulgular ile
yukarida zikredilen c¢alismalarda ulasilan bulgular birbiriyle ortiismektedir. Buna karsin Azizoglu
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(2004) tarafindan yapilan ¢aligmada ise gdsteri yonteminin tutum {izerinde anlamli bir etkisinin olmadigi
tespit edilmistir. Dolayisiyla bu bulgu, bu arastirmada elde edilen bulgularla ¢elismektedir.

Gosteri yonteminin veya gorsel materyaller ile Ogretimin, Ogrencilerin derse yonelik tutumlar
iizerindeki etkisini inceleyen kimi caligmalarda olumlu ve anlamli etkiler tespit edilirken; kimi
calismalarda ise herhangi anlamli veya olumlu bir farklihk tespit edilmemistir. Ilgili caligmalar
arasindaki bu farkliligin olugsmasimin olasi1 bir nedeni; uygulamalar ve uygulayicilar arasindaki farkl
yaklasimlar olarak gdsterilebilir.

Yapilan bu ¢alisma elde edilen sonuglar baglaminda su 6neriler sunulabilir:

v Bu arastirma sonucunda; gdsteri yontemi ve etkinliklerinin 6grencilerin akademik bagarilarimi
artirdig1 ve derse yonelik tutumlarimi olumlu yonde gelistirdigi tespit edilmistir. Bu sebeple
gosteri yontemi ve etkinliklerinin sosyal bilgiler dersinde kullanilmas1 6nerilmektedir.

v Gosteri yontemi kapsaminda hazirlanacak olan egitsel materyaller ve gesitli arag-geregler tim
ogrencilerin kolay bir sekilde gorebilecekleri biiyiikliikkte olmasi ve sunumlart esnasinda tiim
ogrencilerin rahatlikla izleyebilecekleri bir konumda bulunmasi 6nerilmektedir.

v" Gosteri yonteminin salt 6gretmen merkezli bir anlayisla siirdiiriilmesi yerine 6grencileri de aktif
kilacak etkinliklerin ve Ogretmen-6grenci, Ogrenci-O6grenci etkilesimini artiracak egitsel
faaliyetlerin yapilmasi 6nerilmektedir.

v Bu aragtirma, deney ve kontrol grubundan olusan yar1 deneysel bir ¢alisma niteligindedir. Bu
arastirma kapsaminda gdsteri yontemi ve etkinlikleri ¢cergevesinde islenen dersler ile mevcut
Ogretim programi g¢ercevesinde islenen dersler karsilastirilmistir. Bagka aragtirmacilar, gosteri
yontemini diger 6gretim yontemleri ile mukayese edebilir. Boylece birbirinden farkli 6gretim
yontemlerinin etkililigi kiyaslanabilir.

v Bu aragtirmada, gosteri yonteminin grencilerin akademik basarilar ve derse yonelik tutumlar
iizerindeki etkisi incelenmistir. Bagka aragtirmalarda, gosteri yonteminin kalicilik, elestirel ve
yaratici diisiinme becerileri lizerindeki etkisi de incelenebilir.
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Examining the Effect of Whether the Item Contains Visuals
or Not on the Item and Test Statistics'
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Abstract

About the article The purpose of the current study is to examine the effect of whether the items in
an achievement test contain visuals or not on item and test statistics. In this
Received: 15.02.2022 context, a form consisting of items with visuals and another form consisting of
Accepted: 29.05.2024 items without visuals were created. These forms were administered to 237 sixth
Published: 22.10.2024 grade students attending seven different middle schools twice at a three-week
interval. The findings of the study showed that as a result of the Exploratory
Factor Analysis of the data collected with the forms the structure of the items in
Keywords the form with visuals changed compared to that of the items in the form without
Achievement Test visuals. In addition, the reliability coefficient of the measurements of the form
Ttem Writing with visuals was significantly higher than the reliability coefficient of the
. measurements of the form without visuals. Moreover, it was concluded that the
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items in the form with visuals were significantly easier and more discriminating.
In addition, it was found that the correct answer rates of the upper group students
were higher for the items with visuals than those without visuals.
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When the achievement tests used in Turkey are examined, it is seen that the multiple choice item (MC)
type is used in almost all large-scale tests and in a considerable number of teacher-made tests due to
certain advantages such as being easy to score and objective. One of the most fundamental steps in the
development of any achievement test is writing the test item (Haladyna & Downing, 1989). Writing a
good multiple-choice item requires mastery of the relevant subject area and creativity, as well as some
knowledge and skills related to measurement and evaluation in education, which make item writing a
difficult process. In achievement tests, the difficulty of writing a good multiple choice test item is
perhaps the most important disadvantage, because it requires being very careful and meticulous (Tan,
2012). In a study conducted by Gelbal and Kelecioglu (2007), teachers ranked the tests consisting of
multiple-choice items first in terms of the “difficulty of preparation” compared to other measurement
tools.
Certain principles must be followed when writing multiple-choice items for both large-scale and teacher-
made achievement tests. In many sources in the literature, principles are given under the name of what
to consider or rules to follow when writing multiple choice items (Ebel, 1951; Frey, Petersen, Edwards,
Pedrotti & Peyton, 2005; Gronlund, 1985; Haladyna & Dowling, 1989; Haladyna, Downing &
Rodriguez, 2002; Milton & Eison, 1983; Nunnally, 1972). When these principles are examined, it is
seen that they are generally grouped under the umbrella terms of the general writing of the multiple
choice item, the writing of the item stem, and the writing of the correct option and distractors.
Haladyna and Downing (1989) conducted an analysis of 46 authoritative textbooks and other sources in
the educational measurement literature and developed a taxonomy of 43 multiple-choice item-writing
rules. Among these 43 rules, they classified 6 that pertain to the construction of the item stem as follows:

1. Formulate the stem either as a question or a completion statement.

2. In the completion format, ensure there are no blanks for completion at the beginning or middle

of the stem.
3. Ensure that the stem's instructions are clear and that the wording precisely conveys the question
to the examinee.
4. Eliminate unnecessary verbiage (window dressing) from the stem.

! A part of this study was presented as paper at the 28th International Conference on Educational Sciences.
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5. Phrase the stem positively; avoid using negative constructions.

6. Incorporate the central idea and the majority of the essential phrasing within the stem.
When the rules given above are examined, it can be inferred that it is necessary to be clear,
understandable and precise in writing the stem of any item. On the other hand, there is no direct mention
of whether the stem should contain a visual (picture, photograph, diagram, graph, table or figure).
However, the order of the test items, the vocabulary and grammar structures used, as well as the role of
the visuals used in the item and the measurement of the readability of the text are seen as important
issues (Shorrock-Taylor & Hangravesgen; 1999).
Visuals are frequently used in large-scale tests designed to evaluate international and national student
achievement. For example, when the numerical section booklet of the Central Exam for Secondary
Education Institutions to Admit Students by Exam, known as the High School Entrance Exam (HSEE)
in our country and conducted by the Ministry of National Education (MoNE) in 2023, was examined, it
was determined that visuals were used in 19 out of 20 mathematics questions (95% of the mathematics
test) (MEB, 2023). In the study examining science questions in HSEE in terms of visual content, Kayretli
(2023) found that 494 (81%) of the 610 items asked between 1999 and 2022 contained visuals. More
than twenty years ago, Bowen and Roth (2002) reported that on average, there were 1.46 visuals per
page in scientific journal articles, 1.75 in university textbooks, and 1.38 in high school science textbooks.
Since then, in order to ensure that exams and educational content are original and intertwined with
current life, and with the help of technological advances in printing and visual software, the frequency
and variety of complex diagrams and visual representations have been increasing both in exams taken
by students and in educational materials.
In many institutions, such as the Ministry of National Education, which conducts important exams,
students take the exam with forms that include and do not include visuals, for the same purpose and with
equivalent questions. The justification for using different forms of a test administered at the same time
and for the same purpose may be to fairly measure the relevant characteristics of the individuals taking
the exam. For example, in the Free Boarding and Scholarship Exam (PYBS), visually impaired students
are subjected to equivalent questions instead of questions containing pictures, figures and graphics,
without any question exemption (MEB, 2013). In creating these equivalent questions, mostly, though
not all, visual questions asked to normal students were asked only in writing, without visuals, using
suitable verbal expressions for the visually impaired. Figure 1 shows the visual and non-visual versions
of an item taken from the PYBS Mathematics subtest to exemplify this situation.

Bir arsa, sekildeki gibi es karesel bolgelere
ayrilarak ortadaki karesel bolgenin tamami-
na havuz yapihyor.

Kare geklindeki bir arsa, birbirine eg olan
9 karesel bolgeye aynhyor. Bu bolgelerden
Havec birinin tamamina havuz yapiliyor. Havuzun
cevresinin uzunlugu 32 metre olduguna

gore, havuz yapiimadan once arsanin alani

Havuzun gevre uzunlugu 32 metre oldugu- kag metrekaredir?
na gore, arsanin havuz yapilmadan onceki
alani kag metrekaredir?

A)900 B)576 C) 256 D) 144
A)900  B)576 C) 256 D) 144

Figure 1. Versions of the item with and without visuals
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As seen in Figure 1, the same problem is written differently in terms of including or not including
visuals. However, the items express the same problem situation. In these items, the correct options and
distractors are the same. Especially in testing used in numerical courses such as mathematics and
science, items can be written in different ways, with the stem of the item being visually based or with
the stem of the item being expressed verbally. However, it is worth investigating whether the tests
formed by the different versions of same items differing just on the basis of including or not including
visuals are equivalent.

Mathematics is used in many situations that individuals are engaged in their daily lives, such as counting
and weighing, interpreting time, giving money or receiving change while shopping, understanding visual
shapes, and performing simple arithmetic operations (Isik, 2008). Mathematics is a branch of science
that is suitable for the use of visual shapes, and in order to be successful in this branch of science, the
ability to interpret and visualize the shape one sees is very important. Visualization also has an important
place in the processes of reasoning used to solve problem situations in mathematics (Cuoco & Curcio,
2001). In large-scale experimental studies, a high level of correlation has been found between spatial
perception and the ability to correctly draw the shape asked in the question and problem-solving skill
(Edens & Potter, 2007).

The National Council for Teachers of Mathematics (NCTM) emphasized the importance of visualization
in the principles and standards of school mathematics by stating that students need to develop a wide
variety of representations in modelling problem situations, that they need a wide variety of
representations according to the characteristics of the problem, and that these representations can help
students solve problems and think (NCTM, 2000). Beckmann (2004) investigated the reasons for the
success of Singaporean children, who had the highest scores in mathematics among 38 countries
participating in the 1999 Trends in International Mathematics and Science Study (TIMSS) and found
that the intensive use of pictures and diagrams to present the content in a concise manner in the primary
school mathematics texts used for the education of these children contributed to their improved problem-
solving skills.

How does visualization, which is closely related to many subjects in education, including mathematics,
affect the features of a developed test? This issue attracts the attention of test developers and educators.
Obtaining clues about how presenting questions with visuals affects students’ response behaviours may
be of great educational importance. In one of the studies conducted on this subject, Beckmann (2004)
stated that the use of simple pictures and diagrams in the problems in the education of Singaporean
children who performed high in terms of TIMSS 1999 mathematics achievement was not designed as
simple procedural aids designed to help them produce quick solutions without understanding, but rather
to help them make sense of the problem and use solution strategies that could be based on solid
conceptual foundations. He also reported that the pictures were never used for the purpose of decoration.
In a study conducted by Vorstenbosch, Klaassen, Kooloos and Bolhuis (2013), the effects of using an
answer list or visuals on item statistics in a test developed to measure the learning outcomes of a heart
anatomy course were examined. The study concluded that different types of images affected item
statistics differently. Vorstenbosch et al. (2013) emphasized that visuals used for decorative purposes
do not have a significant effect on question statistics, while visuals used for non-decorative purposes are
effective.

SaBl, Wittwer, Senkbeil and Koller (2012) investigated whether there was a significant difference in
terms of response correctness and response time when the item stem was expressed under one of six
experimental conditions. The experimental conditions varied according to whether or not pictures were
presented in the stem and in the answer options of the test items. They concluded that the item difficulty
was significantly affected depending on the item stem containing a visual or only a text. The researchers
concluded that questions containing visuals had a higher item difficulty index (easier items). Dalton,
Morocco, Tivnan and Rawson (1994) conducted a study on students with and without learning
disabilities. In their study they used multiple-choice type items including schemes and not including
schemes. They concluded that although the test containing schemes resulted in differences in terms of
structuring knowledge and reaching correct responses for low and medium-achieving students in terms
of the measured feature compared to the test not containing schemes, it did not cause a significant
difference for high-achieving students.

Aybek, Kula-Kartal, and Yildirim (2022) examined the compliance of multiple-choice test items
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prepared for the seventh grade by the Ministry of National Education with the item writing principles in
terms of measurement and evaluation. Their results showed that some items included pictures, tables
and visuals that were not necessary to find the correct answer and that these sections contained clues
that would guide students to the correct answer. In this case, it is not known whether the students who
answered the item correctly reached the correct answer by using the relevant knowledge and skills or by
noticing the clue. If a question is answered on the basis of a clue, then a variance that is not due to the
psychological structure measured by the item occurs (Messick, 1989) and it is stated that this may reduce
the validity of the item scores (Aybek et al., 2022). In addition, many factors such as the length or
shortness of the item, whether it contains visuals, the length and number of options can be effective in
the psychometric properties of multiple-choice items, such as item difficulty and item discrimination.
Therefore, how these factors affect the properties of an item and the test characteristics are worth
investigating. In the current study, the effect of the presence of visuals in the item on the test and the
item was examined. Thus, it was attempted to obtain findings regarding the importance of using visuals
in writing items.

The purpose of the current study is to reveal how asking a question containing a visual by removing the
visual or expressing the visual verbally affects the psychometric properties of the item and the test in
which the item is included in the field of mathematics. In this context, the study was conducted to
examine whether the inclusion or not inclusion of a visual in the stem of a multiple-choice test item
affects test and item statistics. In this regard, answers were sought to the following research questions.

1. Do the Exploratory Factor Analysis, item total correlation and item difficulty index findings of
the data belonging to the forms containing items with visuals and items without visuals show
differences?

2. Is there a difference between the correct response rates of the students in the lower and upper
groups when the forms containing items with visuals and items without visuals are applied?

3. Is there a statistically significant difference between the reliability coefficients of the
measurements obtained from the forms containing items with visuals and items without visuals?

4. s there a statistically significant difference between the total scores of the students using the
forms containing items with visuals and items without visuals?

Method

Research Model

This study is a research comparing the item and test-related psychometric properties of two forms consisting of
the items assumed to be equivalent but one with visuals and the other without. Since the purpose of the study is to
reveal whether the inclusion or not inclusion visuals in items affects the item and test statistics, the study is
designed as a relational survey design. Relational survey aims to reveal the existence and degree of co-variance
between variables (Karasar, 2016).

Study Group

Data collected from 237 sixth grade students attending seven middle schools affiliated to the Ministry of National
Education were used in the study. While 114 (48%) of the study group were female students, 123 (52%) were male
students.

Data Collection Tools

The Primary and Secondary Education Institutions Scholarship Exam (PSEISE) is an exam administered by the
Ministry of National Education for 5%, 6t 7t 8" 9t 10t and 11% grades (MEB, 2024). In the current study, ten
randomly selected questions from the mathematics test of the PSEISE 5" grade exams held between 2012 and
2014 were used in the creation of a form consisting of items with visuals (Form A) and a form consisting of items
without visuals (Form B). In this context, while all of the items in Form A contain visuals such as pictures, figures,
graphs or tables, Form B consists of items that do not contain visuals but are assumed to be equivalent to the items
in Form A and Form B include items asked to visually impaired students. The year the items belong to in PSEISE
and the question number in the test are given in the appendix. While the stems of the related items express the
same problem, the distractors and correct answer option are the same for each item pair. In order to ensure that the
items containing visuals in these exams are accessible to the visually impaired, experts write items that include
verbal expressions of the items containing visuals and are assumed to be equivalent. Ten of these items were
randomly selected for this study.
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Data Collection Process

Although Form A and Form B used in the study were at the fifth-grade level, the data were collected from sixth
grade students. In this way, it was aimed to keep variables that were not included in the study, such as the covering
of the subjects, as constant as possible. Two applications were conducted, with half of the students being given
Form A and the other half being given Form B. During this process, the forms were applied with approximately
three weeks between the applications.

Data Analysis

In order to find an answer to the first research question, an Exploratory Factor Analysis (EFA), item total
correlation and item difficulty analyses were conducted on the data obtained from the forms. For EFA, Principal
Component Analysis (PCA) based on a tetrachoric correlation was applied as the factor extraction method in both
forms and Promax was preferred as the rotation method. The reason for using PCA as a factor extraction method
is to obtain a higher explained variance. While the error term is neglected in calculating the common variance in
PCA, the error variance not explained by the common factors is taken into account in FA. Tabachnick and Fidell
(2001) recommend using PCA if a summary of the data set is desired (as cited in Biiyiikoztiirk, 2002). The reason
for using Promax as the rotation method is that the factors are interrelated. To decide on the number of dimensions,
dimensions with eigenvalues greater than 1 were preferred. In this method proposed by Kaiser (1960), factors with
eigenvalues greater than 1 are considered as important factors. PCA was conducted in the FACTOR program. In
the calculation of the item total correlation, the point-biserial correlation coefficient was used. While the
relationship between the answer given to an item in a test and the total score can be calculated with biserial
correlation (Cakan, Celikten, & Giindiiz, 2020), the point-biserial correlation coefficient is also used in the
literature to determine the level of this relationship (Kogar & Sayin, 2019). The item difficulty index was calculated
based on the item score matrix (using the response patterns of all the students). In order to determine whether there
is a significant difference between the item difficulties and item discrimination obtained from the items in the
forms having items with and without visuals, the Wilcoxon Signed Ranks test was run since the parametric test
assumptions were not met (Biiytikoztiirk, Cokluk & Koklii, 2012). In addition, the calculated item difficulties were
evaluated according to the following criteria: 0-0.19 is very difficult; 0.20-0.39 is difficult; 0.40-0.59 is moderately
difficulty; 0.60-0.79 is easy and 0.80-1 is very easy (ilhan, 2019). For the second research question, the correct
response rates of the items in the upper 27% and lower 27% groups determined according to the total score were
calculated. TAP (Test Analysis Program, v.14.7.4) (Brooks & Johanson, 2003) was used to calculate item and test
statistics. In the third research question, Omega reliability coefficients were calculated via Excel and the Feldt test
was used to examine whether there was a significant difference between the reliability coefficients obtained from
the overall test. It was not tested whether there was a significant difference between the reliability coefficients
calculated for the sub-dimensions of the test because the sub-dimensions consisted of different items. For the fourth
research question, since parametric assumptions were met, whether there was a statistical difference between the
total scores obtained by the students from both forms was tested with the dependent samples t-test and the effect
size (Cohen's d) was calculated for the obtained result. The effect size obtained for the magnitude of the difference
between two measurements was calculated by dividing the difference between the means of the measurements by
the standard deviation of the difference scores (Green & Salkind, 2005, p.163). SPSS was used in the analyses
conducted for the first and fourth research problems. In the analyses, the significance level was taken as 0.05.

Findings

In this part of the study, the findings of the study are presented for the four research questions, respectively.

1. Do the Exploratory Factor Analysis, item total correlation and item difficulty index findings of the data
belonging to the forms containing items with visuals and items without visuals show differences?

In the analysis made with the data obtained from the administration of Form A and Form B, it was determined that
the items were collected under three dimensions. Table 1 shows the factor loading and rate of explained variance
of each item to the dimension it belongs to. As seen in Table 1, Form A, which consists of items containing visuals,
explains 51.22% of the variance in three dimensions. The total variance explained in three dimensions by Form B
was found to be 41.3%. The fact that the explained variance is almost 25% more with the application of the form
containing visuals can be interpreted as an indication that the same structure was better measured, in other words,
better represented. Moreover, when the factor loadings in each dimension were examined, it was seen that inclusion
of visuals led to differences in terms of the loading the items gave to the dimension they were under. In addition,
it was observed that the items assumed to be equivalent were clustered under different dimensions in the data
obtained from the two forms. This may constitute evidence that the construct measured by the items changed.

186



=i ’ MSKU Journal of Education
L ISSN 2148-6999 Volume 11, Issue 2, (2024) November

It was observed that the item difficulty indices calculated for the items containing visuals varied between 0.14 and
0.81, and for the items not containing visuals, they varied between 0.09 and 0.73. It was seen that the item difficulty
indices of the items without visuals decreased compared to the items with visuals (except for one item, item 4). In
other words, using visuals in writing the items generally makes the items easier. In addition, when the item
difficulty indices were examined qualitatively (very easy/easy/moderately difficult/difficult/very difficult), it was
seen that the items in the test not containing visuals were more difficult or at the same difficulty level than the
items in the form containing visuals. In this case, it can be said that the items without visuals are either more

difficult or remain at the same difficulty level compared to the equivalent items containing visuals.

Table 1. PCA, item discrimination and item difficulty findings for Form A and Form B

Factor load

Item discrimination

Item difficulty index

index
Form A Form B Form B
(With Visuals) (Without Visuals) (Without
Form A FormB Form A
. . . Visuals)
Ttem i . i . (With (Without (With
E E E E Visuals)  Visuals) Visuals)
% T i T % T E T
— N £ o — N £ o

1 0.827 0.669 0.44 0.37 0.58 0.40(moderat
(easy) ely difficult)

2 0.506 0.574  0.62 0.41 0.60 0.59(moderat
(easy) ely difficult)

3 0.658 0.469 0.49 0.35 0.44(moder  0.22
ately (difficult)
difficult)

4 0.512 0.729 0.58 0.49 0.43(moder  0.55(moderat
ately ely difficult)
difficult)

5 0.811 0.727 0.45 0.45 0.81(very 0.73(easy)
easy)

6 0.719 0.734 0.43 0.41 0.73 0.42(moderat
(easy) ely difficult)

7 0.777  0.352 0.47 0.37 0.39 0.36
(difficult) (difficult)

8 0.386 0.757 048 0.28 0.14(very 0.09(very
difficult) difficult)

9 0.699 0.424 0.65 0.42 0.36 0.30
(difficult) (difficult)

10 0.515 0417  0.68 0.52 0.33 0.28
(difficult) (difficult)

Explained 2899 1148 1074 1744 1291 1095
variance %

Explained

total variance 51.22 41.30

For the items with and without visuals, the most difficult item remained the same as the eighth item, while the
easiest item was the fifth item for both forms. According to the results of the Wilcoxon Signed Ranks test, which
was conducted to determine whether there was a significant difference between the item difficulties calculated for
the items in the forms containing and not containing visuals, a significant difference was observed between the
item difficulties between the two forms [z=-2.09, p<0.05]. The difference scores being in favour of negative ranks
is an indication that the item difficulty indices of the items containing visuals are higher. This makes items with
visuals significantly easier than those without visuals.
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The discrimination indices calculated for the items containing visuals ranged from 0.43 to 0.68, while for the items
not containing visuals they ranged from 0.28 to 0.52. While equal discrimination indices were obtained in both
forms in the fifth item, in the other items, the items containing visuals had higher discrimination power than those
without visuals. The Wilcoxon Signed Rank test was conducted to determine whether the discrimination indices
calculated for the items with and without visuals were significantly different. According to the test results, it can
be said that the discrimination indices of the items containing visuals were significantly higher [z=-2.67, p<0.05].
2. Is there a difference between the correct response rates of the students in the lower and upper groups when the
forms containing items with visuals and items without visuals are applied?

The number of individuals who answered the item correctly from the students in the upper and lower groups after
the application of Form A and Form B and the correct response rates are given in Table 2.

Table 2. Numbers and Percentages of the Correct Responses to the Items in the Upper and Lower Groups as a
result of the Application of Form A and Form B

Form A Form B
(With Visuals) (Without Visuals)
Item Upper Group Lower Group Upper Group Lower Group

1 73 (0.87) 33 (0.38) 47 (0.61) 21(0.21)
2 80 (0.95) 21(0.24) 60 (0.78) 42 (0.41)
3 60 (0.71) 20 (0.23) 28 (0.306) 12 (0.12)
4 66 (0.79) 13 (0.15) 64 (0.83) 26 (0.25)
5 83 (0.99) 51 (0.58) 72 (0.94) 55(0.54)
6 79 (0.94) 47 (0.53) 54 (0.70) 29 (0.28)
7 52 (0.62) 14 (0.16) 42 (0.55) 19 (0.19)
8 25(0.30) 0 (0.00) 14 (0.18) 7 (0.07)
9 61 (0.73) 5(0.06) 43 (0.56) 13 (0.13)
10 62 (0.74) 5(0.06) 46 (0.60) 10 (0.10)

As seen in Table 2, the correct response rate of the students in the upper group formed by the application of Form
A is higher in all the items than the correct response rate of the students in the upper group formed by the
application of Form B. For example, item 6 in Form A was answered correctly by 94% of the students in the upper
group, while in Form B it was answered correctly by 70% of the students in the upper group. The correct response
rate of the students in the lower group answering the items correctly in Form A containing visuals is higher in four
items (items 1, 3, 5 and 6) while it is higher for the other items in Form B. This may mean that while the use of
visuals in the items has a positive effect on the correct response rates in the upper groups, it has a varying effect
on the correct response rates in the lower groups. This may have arisen from a tendency to respond randomly in
the lower groups.

3. Is there a statistically significant difference between the reliability coefficients of the measurements obtained
from the forms containing items with visuals and items without visuals?

For the third research question, omega reliability coefficients were calculated for each dimension separately and
in total in each form that was decided to be three-dimensional.

Table 3. Omega Reliability Coefficients

Form A Form B
lst 2nd 3rd lst 2nd 3rd
dimension dimension dimension dimension dimension dimension
Omega 75 .66 72 .65 53 73
Omega Total .88 .84

As seen in Table 2, when the total reliability estimates are taken into account, it is seen that the reliability of the
measurements obtained from Form A is 0.88, while the reliability of the measurements obtained from Form B is
0.84. When Feldt statistics were calculated to compare the reliabilities, the Omega coefficient obtained from Form
A was found to be significantly different from the Omega coefficient obtained from Form B.

4. Is there a statistically significant difference between the total scores of the students using the forms containing
items with visuals and items without visuals?

In order to test whether the total scores of the 237 students who participated in the application from the test
forms containing and not containing visuals were significantly different from each other, the dependent samples
t-test was used and the findings are presented in Table 4.
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Table 4. Results of the Dependent Samples t-test Conducted to Compare the Results Obtained Form A and Form
B Form

N X S sd t P
Form A 237 4381 2.44 236 6.184 0.000
Form B 237 3.95 1.86

When Table 4 is examined, it is seen that the mean score the students got from the test containing visuals is
Xwithvisuars = 481, while the mean score they got from the test without visuals is X, itnoutvisuais= 3-95. As a result
of the dependent samples t-test conducted to determine whether the scores of the students from the two tests were
different from each other, a statistically significant difference was found between the means in favour of the test
containing visuals [t,3=-6.18, p<0.05].

The effect size calculated as a result of the test (d=0.40) shows that this difference is of medium effect size.

Discussion

In the current study, two forms assumed to be equal were created and administered. According to the findings
based on the factor analytical approach, the items were clustered under different dimensions, that is, the structure
was differentiated. Therefore, whether or not the items contain visuals affects the construct validity of the test in
which they are found. Shorrock-Taylor and Hangravesgen (1999) emphasize that conveying the same content in a
shorter form with appropriate visuals contributes positively to the validity of the item and the test, as this prevents
errors that may arise from lack of understanding.

It is an expected situation that when the stem of an item contains visuals; that is, when the item is supported with
pictures, photographs, diagrams, graphs, tables or figures, understanding will be facilitated. In addition, the fact
that the stem of the item does not contain visuals, meaning it is expressed only in writing, may necessitate drawing
a figure to solve the problem, making it expectedly more difficult compared to one that includes visuals. On the
other hand, Inaltekin and G&ksu (2020) stated that items with visual content require students to use their
interpretation, analysis, reasoning, problem solving and deep thinking skills. In the findings obtained as a result of
the current study, a significant difference was found between the difficulty indices of the two prepared forms in
favour of the test containing visuals. In addition, the reliability of the test containing visuals was found to be
significantly higher. Balta (2014) however found that the reliability of the test consisting of items containing
visuals (0.63) was lower than the test consisting of items without visuals (0.84). It is thought that one of the possible
reasons for this contradiction may be the difference in the quality of the visuals used.

A significant difference was observed between the item discrimination indices of the forms containing visuals and
not containing visuals in favour of the form containing visuals. If these two forms are examined in terms of their
psychometric properties, it can be said that the form containing visuals provides more appropriate measurements.
However, the conclusion here should not be that tests that include visual should be preferred over those that do not
include visuals. An important dimension of a developed test is its psychometric properties. However, the
characteristics to be measured by the test and the feedback it will provide are also an indispensable dimension.
Tests that do not include visuals are important in terms of developing students’ visual thinking skills and providing
educators with feedback on how competent students are in this regard.

Except for one item in the tests (the fourth item), the items containing visuals were answered correctly by more
students than the items without visuals. In general, items containing visuals were easier for students because they
had a higher item difficulty value. In their study, Saf et al. (2012) concluded that the item difficulty index of
questions containing visuals was higher. A similar finding was obtained in the current study. This may be due to
the fact that expressing the content in different ways with symbols, tables, graphics and visuals plays a very
important role in understanding problems (Artut & Ildiri, 2013). In an experimental study conducted by Peeck
(1974) with fourth-grade students, the experimental group was made to read storybooks containing visuals that
also included some situations contradicting the text, while the control group was made to read books of the same
story without visuals. As a result of the study, it was determined that the experimental group who read texts
containing visuals had higher performance in the knowledge test than those who read texts without visuals. In the
study conducted by Washington and Godfrey (1974) on the US Air Force specialist exam and in the study
conducted by De Melo (1980) on the science exam, it was concluded that items containing visuals were more
advantageous than those without visuals.

Alpayar and Giilleroglu (2017) identified a significant difference in test scores and response times between the
two forms, one including visuals and the other not including visuals, in favour of the visual form of math questions.
In addition, the difference between item statistics varied depending on the function of the visual in the study. These
findings are parallel with the findings of the current study. According to the interview results conducted in their
study, Alpayar and Giilleroglu (2017) found that students had positive views on the questions including visuals.
Suh and Grant (2014) descriptively analyzed 246 history questions, 49 of which contained visuals and 197 of
which did not, administered in the NAEP (National Assessment of Educational Progress) exam in 2001, 2006, and
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2010. Parallel to the results of the current study, they also concluded that questions without visuals were
statistically more difficult than questions with visuals.

While Dalton et al. (1994) concluded that the use of visuals did not make a significant difference for students at
higher achievement levels, the current study found that the students in the upper group had a higher rate of correct
response to the questions that included visuals. The reasons for this may include the quality of the visual, the
contribution of the visual to the solution of the problem, or the differentiation of the type of the visual. This may
also be due to the difference in the skill levels of the groups to whom the tests were administered. Holland,
O'Sullivan, and Arnett (2015) reported that adding drawings to multiple-choice item stems in histology did not
have an effect on item difficulty or item discrimination in undergraduate students.

Yeh and McTigue (2009) conducted a study examining nearly a thousand items and their graphical representations
in order to determine the extent to which visual literacy is necessary for success on standardized science tests at
the end of elementary school and middle school. The researchers found that the vast majority of the visuals (79.5%)
in the items they examined contained the information necessary to answer the item correctly. Beckmann (2004)
emphasized that the quality of the visual elements used in problems has a positive effect on problem-solving
performance. In this context, as mentioned before, the quality of the images used in the visual materials is also
seen as an important factor. While the majority of studies have presented a common finding that the use of visuals
contributes to the solution of the item, it should not be forgotten that the use of visuals that do not contribute to the
answering of the item cannot contribute to the psychometric properties of the item and the test.

Supporting the results of the current study, Edens and Potter (2007) found a high level of correlation between
drawing the shape required for the question and mathematical success. In addition, they examined item difficulties
and concluded that items containing visuals were easier than items written only as text without visuals.

One of the reasons why there is such a difference between the visual and non-visual forms of the test may be the
age group of the students. Students in this age group may be better at comprehending questions that are presented
concretely. Therefore, it can be investigated whether similar conclusions can be obtained by researching this issue
in older age groups. In addition, only the items created for mathematics were used in the current study. In future
research, items from different subject areas can be used.

This study was conducted under the Classical Test Theory (CTT) primarily because the sample size of the study
group was not large enough for the Item Response Theory (ITT). If larger samples can be reached, studies can be
conducted under ITT. Studies can also examine whether items with and without visuals lead to item bias among
participants belonging to different subgroups of the same ability level. In the current study, the item stems were
divided into only two groups according to whether they contained visuals or not. Other researchers can conduct
more comprehensive studies by making different classifications, such as schematic / non-schematic or visuals that
are necessary / not necessary for the solution.
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Arastirma Makalesi

Maddenin Gorsel Icerip icermemesinin Madde ve Test
Istatistiklerine Olan Etkisinin Incelenmesi’

Sibel AYDOGAN?, Tuba GUNDUZ?

Ozet

Bu ¢aliymamin amaci basart testinde yer alan maddelerin gorsel icerip

icermemesinin madde ve test istatistiklerine olan etkisini incelemektir. Bu

Gonderim Tarihi:15.12.2022  dogrultuda madde kokiinde gorsel kullanilan maddelerden olusan bir form ile

Kabul Tarihi: 29.05.2024 gorselleri ¢ikarilmig veya yazi ile ifade edilmis; esdeger kabul edilen

Yayn Tarihi: 22.10.2024 maddelerden olusan baska bir form olusturulmugstur. Bu formlar Milli Egitim
Bakanligi’na bagl yedi farkli ortaokulda ogrenim géren 237 altinci simif
ogrencisine ti¢ hafta arayla uygulanmustir. Calismanin bulgulart iki formun
A¢imlayict Faktor Analizi sonucu gorsel iceren formun maddelerin gorsel

icermeyenlere gére yapularmin degistigi noktasinda bulgu vermektedir. Ayrica

Makale Hakkinda

Anahtar Kelimeler gorsel iceren formun dlgiimlerine ait giivenirlik katsayisi gorsel icermeyen
Bagari testi formun olgiimlerinin  giivenirlik katsayisindan anlamly bir sekilde yiiksek
Madde yazimi ctkmustir. Dahasi gorsel iceren formdaki maddelerin anlaml bir sekilde daha
Gorsel kullanimi kolay ve daha aywrt edici oldugu sonucuna ulasumistir. Ek olarak iist grupta

gorsel iceren maddelerin icermeyenlere gore dogru cevaplama oranlarinin
daha yiiksek oldugu tespit edilmistir

Aydogan, S. ve Giindiiz, T. (2024). Maddenin gorsel igerip igermemesinin
madde ve test istatistiklerine olan etkisinin incelenmesi. MSKU Egitim Fakiiltesi
Dergisi, 11(2), DOIL: 10.21666/muefd.1219489

Atif icin:

Tiirkiye’de kullanilan basar testleri incelendiginde, puanlanmasinin kolay ve objektif olmas1 gibi sahip oldugu
birtakim {istiinliikklerden dolay1, genis Olgekli testlerin neredeyse hepsinde ve &gretmen yapimi testlerin de
azimsanmayacak kisminda ¢oktan se¢gmeli madde (CS) tiirii kullanilmaktadir. Bir basar1 testini gelistirmede ise,
en temel basamaklardan biri madde yazimidir (Haladyna ve Downing, 1989). Iyi bir ¢oktan segmeli madde yazimu,
ilgili konu alanina hakim olunmasi ile yaraticilig1 gerektirmesinin yani sira egitimde 6lgme ve degerlendirmeyle
ilgili baz1 bilgi ve becerilere de hakim olunmasini gerektirebilir, bunlar da madde yazimini zorlagtirir. Basari
testlerinde, iyi bir ¢oktan segmeli test maddesi yazilmasin zor olmasi, belki de bu madde tiiriiniin en 6nemli
dezavantajidir; ¢ok dikkatli ve titiz olmay1 gerektirir (Tan, 2012). Gelbal ve Kelecioglu’nun (2007) yaptigi
calismaya gore, Ogretmenler ¢oktan se¢meli maddelerden olusan testleri “hazirlanmasinin zorlugu” sorunu
bakimindan, caligmadaki diger 6l¢me araglari ile kiyaslandiginda ilk siraya koymustur.

Gerek genig 6lgekli, gerekse 6gretmen yapimi basari testlerine yazilacak ¢oktan se¢meli maddelerin yaziminda
birtakim ilkelere uyulmasi gerekir. Alan yazindaki bircok kaynakta, coktan segmeli madde yaziminda dikkat
edilmesi gerekenler ya da uyulmasi gereken kurallar adi altinda 6zellikler verilmistir (Ebel, 1951; Frey, Petersen,
Edwards, Pedrotti ve Peyton, 2005; Gronlund, 1985; Haladyna ve Dowling, 1989; Haladyna, Downing ve
Rodriguez, 2002; Milton ve Eison, 1983; Nunnally, 1972). Bu dzellikler incelendiginde, genellikle ¢coktan segmeli
maddenin genel yazimi, madde kokiiniin yazimi ve dogru segenek ile geldiricilerin yazimi c¢atisi altinda
obeklesmistir.

Haladyna ve Downing (1989) egitimde 6l¢me literatiiriindeki 46 yetkin ders kitab1 ve diger kaynaklar1 incelemis
43 maddelik ¢oktan se¢gmeli madde yazma kuralmin smiflandirmasini yapmstir. Bu 43 madde iginde madde
kokiiniin yazimu ile ilgili olan 6’s1m1 su sekil siralamiglardir:

1. Madde kokiinii ya soru formunda ya da bosluk doldurma formunda belirleyin.

2. Bosluk doldurma formatini kullanirken, gévdenin basinda veya ortasinda bosluk birakmayin.

3. Madde kokii i¢indeki talimatlarin net oldugundan ve maddeyi cevaplayan kisinin neyin soruldugunu tam
olarak anlamasini sagladigindan emin olun.

4. Madde kokiinde gereksiz siislemelerden (asirt s6zciik kullanimindan) kaginin.

! Bu galigmanin bir boliimii, 28. Uluslararasi Egitim Bilimleri Kongresi’nde 6zet bildiri olarak sunulmustur.
2 Mugla Sitki Kogman Universitesi — sibeldemirbilek@mu.edu.tr - ORCID: 0000-0002-0699-6510
3 Mugla Sitki Kogman Universitesi — tubagunduz@mu.edu.tr - ORCID: 0000-0002-0921-9290
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5. Madde kokiinii olumlu bir sekilde ifade edin; olumsuz ifadelerden kaginin.
6. Ana fikri ve ifadelerin ¢ogunu madde kokiine dahil edin.

Yukarida verilen kurallar incelendiginde madde kokiiniin yazilmasinda agik, anlasilir ve net olunmasi gerekliligi
ile ilgili bir ¢ikarim yapilabilir. Ote yandan, madde kokiiniin gérsel (resim, fotograf, sema, grafik, tablo veya sekil)
icerip icermemesi gerekliligi ile ilgili dogrudan bir hususa deginilmemistir. Ancak test maddelerinin diizeni,
kullanilan kelime ve dil yapilarimin yaninda maddede kullanilan gorsellerin rolii ve metnin okunabilirliginin
Ol¢tilmesi 6nemli birer husus olarak goriilmektedir (Shorrock-Taylor ve Hangravesgen; 1999).

Uluslararast ve ulusal 6grenci basarilarini degerlendirmeye yonelik yapilan genis Olgekli testlerde gorsel
kullamimina oldukga sik yer verilmektedir. Ornegin iilkemizde Liselere Giris Smavi (LGS) olarak bilinen ve Milli
Egitim Bakanligi (MEB) tarafindan 2023 yilinda yapilan Sinavla Ogrenci Alacak Ortadgretim Kurumlarma fliskin
Merkez1 Smav sayisal boliim kitapgig1 incelendiginde 20 matematik sorusunun 19’unda (matematik testinin %95)
gorsellerden yararlanildig: tespit edilmistir (MEB, 2023). Kayretli (2023) LGS’de fen bilimleri sorularini gorsel
icerik bakimindan inceledigi ¢alismasinda 1999-2022 yillari arasinda ¢ikmis 610 madde arasindan 494’iiniin
(%81) gorsel igerdigini tespit etmistir. Glinlimiizden yirmi yili agkin siire 6ncesinde Bowen ve Roth’un (2002)
yaptig1 arastirmasinda ortalama olarak sayfa basina bilimsel dergi makalelerinde 1,46; tiniversite ders kitaplarinda
1,75 ve lise fen bilimleri ders kitaplarinda 1,38 gorsel kullaniminin oldugunu belirtilmistir. O donemlerden bugiine,
smavlarin ve egitim igeriklerinin 6zgiin, giincel yasamla i¢ i¢e olmasini saglamak adina ve baski ile gorsel
yazilimdaki teknolojik ilerleme sayesinde hem 6grencilerin girdikleri sinavlarda hem de egitim materyallerinde
karmasik diyagramlarin, gorsel temsillerin siklig1 ve ¢esitliligi git gide artmaktadir.

Onemli smavlari yiiriiten MEB gibi birgok kurumda, 6grenciler ayni amag i¢in ve ayni sorularin es degerlikleriyle
gorsel igeren ve igermeyen formlar ile sinava girerler. Ayni anda ve ayni1 amaca yonelik uygulanan bir testin farkli
formlarinin kullaniminin gerekgesi olarak ise sinava girecek olan bireylerin ilgili 6zelliklerini adil olarak 6lgme
girisiminde bulunma cabasi olabilir. Ornegin Parasiz Yatililik ve Bursluluk Smavi (PYBS)’nda gérme engelli
ogrenciler soru muafiyeti yapilmadan resim, sekil ve grafik igeren sorular yerine es deger sorulara tabi tutulurlar
(MEB, 2013). Bu es deger sorularin olusturulmasinda, hepsinde olmamakla birlikte ¢ogunlukla, normal
ogrencilere sorulan gorselli sorular, gorme engelliler igin sozel ifade edilise uygun olarak gorsel olmadan yalnizca
yaziyla sorulmustur. Sekil 1’de bu durumu 6rnekleyen ve PYBS Matematik alt testinden alinan bir maddenin
gorsel iceren ve gorsel icermeyen versiyonu yer almaktadir.

Bir arsa, sekildeki gibi es karesel bolgelere Kare geklindeki bir arsa, birbirine es olan
aynilarak ortadaki karesel bélgenin tamami- 9 karesel bolgeye aynhyor. Bu bolgelerden
na havuz yapihyor. birinin tamamina havuz yapiliyor. Havuzun

cevresinin uzunlugu 32 metre olduguna
gore, havuz yapilmadan once arsanin alani
kac metrekaredir?

Havuz A)900  B)576 C) 256 D) 144

Havuzun ¢evre uzunlugu 32 metre oldugu-
na gore, arsanin havuz yapilmadan onceki
alani kag metrekaredir?

A)900  B)576 C)256 D) 144

Sekill. Maddenin gorsel igeren ve icermeyen versiyonlari
Sekil 1 incelendiginde ayn1 problem gorsel icermesi bakimindan farkli yazilmistir. Ancak maddeler ayni problem

durumunu ifade eder. Bu maddelerde dogru segenek ve geldiriciler yine aynidir. Ozellikle matematik, fen bilimleri
gibi sayisal agirlikli derslerde test etme durumlarinda madde kokiiniin gorsele dayali olmasi ile bu madde kokiiniin
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sozel olarak ifade edilmesi ile ilgili farkli sekillerde madde yazilabilir. Ancak gorsel icerme ve igermeme
bakimindan farklilagsan bir madde ve bu maddelerin olusturdugu testlerin vurgulandig1 gibi es deger olup olmama
durumu arastirilmaya deger bir konu olarak goriilmektedir.

Bireylerin giinliik hayatta yaptiklar: sayma ve tartma, zamani yorumlama, aligveris yaparken para verme veya para
istli alma, gorsel sekilleri anlama, basit aritmetiksel islemleri yapabilme gibi bir¢ok durumda matematik
kullanilmaktadir (Isik, 2008). Matematik gorsel sekillerin kullanilmasina elverigli bir bilim dalidir ve bu bilim
dalinda basarili olabilmek i¢in gordiigii sekli yorumlama ve gorsellestirme becerisi olduk¢a Onemlidir.
Matematikte problem durumlarimni ¢dzerken kullanilan akil ytiriitme siireclerinde de gorsellestirmenin bilyiik yeri
vardir (Cuoco ve Curcio, 2001). Genis ¢apli olarak yiiriitiilen deneysel ¢alismalarda uzamsal algilama ve soruda
istenen sekli dogru bir sekilde ¢izebilme ile problem ¢6zme becerisi arasinda yiiksek diizeyde korelasyon tespit
edilmistir (Edens ve Potter, 2007).

Matematik Ogretmenleri Ulusal Konseyi (National Council for Teachers of Matematics-NCTM) gérsellestirmenin
onemini okul matematiginin prensipleri ve standartlarinda 6grencilerin problem durumlarini modellemede gok
gesitli gosterimler gelistirmeye ihtiyag duyduklarini, problemin 6zelligine gore ¢ok ¢esitli temsillere ihtiyaglari
oldugunu ve bu temsillerin 6grencinin problemi ¢ézmesine ve diisiinmesine yardimer olabilecegi vurgulanmistir
(NCTM, 2000). Beckmann (2004) 1999 Uluslararas1 Matematik ve Bilim Egilimleri Caligmasina (TIMSS) katilan
38 iilke arasindan matematikte en yiiksek puani alan Singapurlu ¢ocuklarin basarili olma nedenlerini arastirdig
calismasinda bu ¢ocuklarin egitimi i¢in kullanilan ilkogretim matematik metinlerinde igerigi kisa ve 6z bir sekilde
sunmak icin resim ve diyagramlarin yogun sekilde kullanilmasinin onlarin problem ¢ézme becerilerinin gelismis
olmasina katki sagladigini bulmustur.

Matematikte dahil olmak iizere egitimindeki birgok konuyu yakindan ilgilendiren gorsellestirme gelistirilen bir
testtin 6zelliklerini nasil etkilemektedir? Bu konu test gelistirici ve egitimcilerin dikkatini ¢gekmektedir. Sorulari
gorselle birlikte sunmanin 6grencilerin cevap verme davranislarini nasil etkiledigi konusunda ipuglari elde etmek
egitim agisindan biiylik 6nem arz edebilir. Bu konu iizerine yapilan ¢alismalardan birinde Beckmann (2004)
TIMSS 1999 matematik basarisi agisindan yiiksek performans gosteren Singapurlu ¢ocuklarin egitiminde yer alan
problemlerde basit resimler ve diyagramlarin kullanilmasi onlarin anlamadan hizli ¢éziimler iiretmelerine yardimet
olmak i¢in tasarlanmis basit prosediir yardimcilar1 olmadigim1 daha ziyade, problemi anlamlandirmalarina ve
saglam kavramsal temellere dayandirilabilecek ¢6ziim stratejilerini kullanmalarina yardimer olmak igin
tasarlandigini belirtmistir. Bunun yaninda resimlerin hi¢bir zaman siisleme i¢in kullanilmadigini da raporlamistir.
Vorstenbosch, Klaassen, Kooloos ve Bolhuis (2013) tarafindan ytriitiilen bir arastirmada ise, kalp anatomisi
dersinin kazanimlarin1 6lgmek amaciyla gelistirilen bir testte, yanit listesi veya gorsel kullaniminin madde
istatistikleri {lizerindeki etkileri incelenmistir. Aragtirmada, farkli gorsel tiirlerinin madde istatistiklerini farklt
sekilde etkiledigi sonucuna vartlmigtir. Vorstenbosch ve arkadaslart (2013) dekoratif amagli gorsellerin soru
istatistikleri ilizerinde anlamli etki etmedigini vurgularken, dekoratif amach olmayan gorsellerin etkili oldugu
sonucuna ulagmistir

SaB3, Wittwer, Senkbeil ve Koller (2012) yaptiklari ¢alismada madde kokii ile segeneklerin resim ve yazidan biri
ya da her ikisiyle (alt1 kosul) ifade edilisinin dogru yapilma ve cevaplama siiresi bakimimdan anlamli farklilik olup
olmadigimi arastirmis ve madde kokiiniin resim igermesinin, sadece yazi igermesine gore madde giigliigilinii anlaml
etkiledigi sonucuna varmigtir. Aragtirmacilar gorsel igeren sorularin madde giicliik indeksinin daha yiiksek (daha
kolay madde) oldugu sonucuna varmistir. Dalton, Morocco, Tivnan ve Rawson (1994) 6grenme giigliigii olan ve
ogrenme gligliigii olmayan 6grenciler ile sema igeren ve icermeyen ¢oktan se¢meli madde tiirii tizerinde yaptigi
caligmasinda sema igeren maddelerden olusan testin dlgiilen 6zellik bakimindan disiik ve orta bagari seviyesindeki
Ogrenciler i¢in sema icermeyen maddelerden olusan teste gore bilgilerini yapilandirmada ve dogru sonuca
ulagsmada farklilik gosterse de yiiksek basari seviyesindeki Ogrenciler i¢in anlamli bir farklilik dogurmadigi
sonucuna varmistir.

Aybek, Kula-Kartal ve Yildirim (2022) caligmasinda Milli Egitim Bakanligi (MEB) tarafindan yaymlanan yedinci
siif diizeyi i¢in hazirlanan ¢oktan se¢meli test maddelerinin 6lgme ve degerlendirme agisindan madde yazim
ilkelerine uygunlugunu incelemistir. Arastirma sonuglar1 arasinda bazi maddelerde maddeyi yanitlamak icin
gerekli olmayan resim, tablo ve gorsellere yer verildigi ve bu kisimlarda dogru yanita yonlendirecek ipuglarimin
bulundugu yer almaktadir. Bu durumda maddeyi dogru yanitlayan 6grencilerin ilgili bilgi ve becerileri kullanarak
mi1, yoksa ipucunu fark ederek mi dogru yanita ulastig1 bilinememektedir. Ipucuna dayali yanit verme durumu
olusursa, madde ile dlgiilen psikolojik yapidan kaynakli olmayan bir varyans olusur (Messick, 1989), bunun da
madde puanlarinin gecerligini distirebilecegi belirtilmektedir (Aybek vd, 2022). Ayrica coktan se¢meli
maddelerin, madde giigliigli ve madde ay1rt ediciligi gibi psikometrik 6zelliklerinde maddenin uzunlugu-kisaligi,
iginde gorsel bulunup-bulunmadigi, segeneklerin uzunlugu ve sayist gibi birgok faktor etkili olabilir. Bu nedenle
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bu faktorlerin maddenin 6zellikleri ile test 6zelliklerini nasil etkiledigi arastirilmaya deger konulardir. Bu ¢aligma
kapsaminda maddenin iginde gorsel bulunup bulunmasmin test ve madde {iizerindeki etkisi incelenmistir.
Boylelikle madde yaziminda gorsel kullaniminin 6nemine iliskin bulgular elde edilmeye ¢alisiimigtir.

Calismanin amact matematik alaninda gorsel igeren bir soruyu, gorseli ¢ikararak veya gorseli sozel olarak ifade
ederek sormanin, madde ve maddenin dahil oldugu test psikometrik ozelliklerini nasil etkiledigini ortaya
koymaktir. Bu dogrultuda arastirma, basari testlerinde ¢oktan se¢meli test maddesi kokiiniin gorsel igerip
icermemesinin test ve madde istatistikleri agisindan incelenmesi i¢in yapilmigtir. Arastirmada asagidaki arastirma
problemlerine cevap aranmustir.

1. Gorsel igeren ve gorsel icermeyen maddelerden olusan formlara ait verilerin Agimlayici Faktdr Analizi,
madde toplam korelasyon ve madde giicliik indeksi bulgular: farklilik géstermekte midir?

2. Gorsel iceren ve gorsel icermeyen maddelerden olusan formlarin uygulanmasiyla alt ve iist gruptaki
Ogrencilerin soruyu dogru yanitlama oranlari farklilik gostermekte midir?

3. Gorsel iceren ve gorsel icermeyen maddelerden olugan formlardan elde edilen 6lgiimlere ait giivenirlik
katsayilar1 arasinda istatistiksel olarak anlamli fark var midir?

4. Gorsel igeren ve gorsel icermeyen maddelerden olugan formlarin uygulanmasiyla 6grenci toplam puanlari
arasinda istatistiksel olarak anlamli fark var midir?

Yontem

Arastirmanin Modeli

Bu ¢aligma madde kokiinde gorsel igeren ve igermeyen esdeger varsayilan maddelerden olusan iki formun madde
ve teste iligkin psikometrik 6zelliklerini karsilastiran bir arastirmadir. Calismada maddelerin gorsel igerip
icermemesinin madde ve test istatistiklerini nasil etkilediginin ortaya koyulmasi amaglandig1 igin arastirma,
iligkisel tarama diizeyindedir. Iliskisel tarama, degiskenler arasindaki degisimin varligini ve derecesini ortaya
¢ikarmay1 amaglar (Karasar, 2016).

Calisma Grubu
Arastirmada Milli Egitim Bakanligi’na bagli yedi ortaokulda 6grenim goren 237 altinci sinif 6grencisinden elde
edilen veriler kullanilmistir. Caligma grubunun 114’1 (%48) kiz 6grenci iken, 1231 (%52) erkek 6grencidir.

Veri Toplama Araclar

PYBS; simdiki adiyla IOKBS (ilkdgretim ve Ortadgretim Kurumlar1 Bursluluk Sinavi) 5, 6, 7, 8, lise hazirlik
smift, 9, 10 ve 11’inci smiflara yonelik MEB tarafindan uygulanan bir sinavdir (MEB, 2024). Arastirma
kapsaminda gorsel iceren maddelerden olusan form (Form A) ve gorsel igermeyen maddelerden olusan formun
(Form B) olusturulmasinda PYBS 5. sinif diizeyindeki 2012 ve 2014 yillar1 arasinda ¢ikmis sinavlarin matematik
testinden tesadiifi secilen on sorudan yararlanilmistir. Bu kapsamda Form A’daki maddelerin tamami resim, sekil,
grafik veya tablo gibi gorsel icerirken; Form B, gorme engelli 6grencilerin tabi tutuldugu gorsel icermeyen ancak
Form A’daki maddeler ile es deger oldugu varsayilan maddelerden olusmaktadir. Maddelerin PYBS’de hangi yila
ait oldugu ve testte kaginci soru olarak yer aldig1 ekte sunulmustur. ilgili maddelerin kokleri ayni problemi ifade
ederken, ¢eldiriciler ve dogru cevap segenegi her madde cifti igin aynidir. Bu sinavlarda gorsel igeren maddelerin
gorme engelliler i¢in de erisilebilirliginin saglanmasi i¢in uzmanlar tarafindan gorsel igeren maddelerin sozel
ifadesini igeren ve esdeger oldugu varsayillan maddeler yazilmaktadir. Bu maddelerden 10’u, arastirma
kapsaminda rastgele se¢ilmistir.

Veri Toplama Siireci

Calisma kapsaminda kullanilan Form A ve Form B, besinci sinif diizeyinde olmasina ragmen veriler altinct sinif
ogrencilerinden toplanmistir. Boylelikle konularin islenme durumu gibi arastirmaya dahil olmayan degiskenlerin
olabildigince sabit tutulmasi amaglanmistir. Veri toplamada maddelerin 6nce ¢dziilmesinin hatirlama kaynakl bir
avantaj saglamasini engellemek adina, 6grencilerin yarisina Form A, diger yarisina ise Form B 6nce verilerek iki
uygulama yapilmistir. Bu siirecte iki uygulama arasinda yaklasik ii¢ hafta birakilarak formlar uygulanmistir.
Boylece sira etkisinin bertaraf edildigi varsayilmistir.

Verilerin Analizi

Her iki formun uygulanmasi sonucu elde edilen veriler {izerinde 6ncelikle birinci alt problem i¢in Agimlayici
Faktor Analizi (AFA), madde toplam korelasyon ve madde gii¢liik indeksi bulgularina yer verilmistir. AFA igin
her iki formda faktor ¢ikarma yontemi olarak tetrakorik korelasyona dayali Temel Bilesenler Analizi (TBA)
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uygulanmis ve dondiirme yontemi olarak Promax tercih edilmistir. Faktor ¢ikarma yontemi olarak TBA
kullanilmasinin sebebi daha yiiksek aciklanan varyans elde edilmesidir. TBA'da ortak varyansin hesaplanmasinda
hata terimi ihmal edilirken, FA'da ortak faktorlerce agiklanmayan hata varyansi dikkate alinmaktadir. Tabachnick
ve Fidell (2001) veri setinin bir 6zeti isteniyorsa TBA'nin kullanilmasini 6nermektedir (akt. Biiytlikoztiirk, 2002).
Dondiirme yontemi olarak Promax kullanilmasinin sebebi ise faktorlerin birbiri ile iligkili olmasidir. Boyut
sayisina karar vermek i¢in 6zdegeri 1’den biiylik olan boyutlar tercih edilmistir. Kaiser (1960) tarafindan dnerilen
bu yontemde 6zdegeri 1’den biiyiikk olan faktorler dnemli faktorler olarak ele alinmaktadir. TBA, FACTOR
programinda yapilmistir. Madde toplam korelasyonun hesaplanmasinda nokta ¢ift serili korelasyon katsayisindan
yararlanilmistir. Bir testteki maddeye verilen cevap ile toplam puanin iligkisi ¢ift serili korelasyon ile de
hesaplanabilirken (Cakan, Celikten ve Giindiiz, 2020) bu iliski diizeyinin belirlenmesinde alanyazinda nokta ¢ift
serili korelasyon katsayist da kullanilmaktadir (Kogar ve Sayim, 2019). Madde giicliik indeksi ise madde puan
matrisi lizerinden (tlim Ogrencilerin yanit Oriintiileri) kullanilarak hesaplanmistir. Gorsel igeren ve gorsel
icermeyen formlardaki maddelerden elde edilen madde giicliikleri ile madde ayirt edicilikleri arasinda anlamli bir
fark bulunup bulunmadiginin ortaya koyulmasinda, parametrik test varsayimlar1 karsilanmadig1 i¢in, Wilcoxon
Isaretli Siralar testi uygulanmistir (Biiyiikdztiirk, Cokluk ve K&klii, 2012). Buna ek olarak madde hesaplanan
madde giigliikleri 0-0,19 aras1 ¢ok zor; 0,20-0,39 aras1 zor, 0,40-0,59 arasi orta giigliikte 0,60-0,79 aras1 kolay ve
0,80-1 aras1 ¢ok kolay &lgiitlerine gore de degerlendirilmistir (Ilhan, 2019). Ikinci alt problem igin ise toplam puana
gore belirlenmis tist %27 ve alt %27’lik gruplarin maddeleri dogru yanitlama oranlar1 hesaplanmistir. Madde ve
test istatistiklerinin hesaplanmasinda TAP’tan (Test Analysis Program, v.14.7.4) (Brooks ve Johanson, 2003)
yararlanilmistir. Ugiincii alt problemde Excel araciliftyla Omega giivenirlik katsayilari hesaplanmis ve testin
geneli iizerinden elde edilen giivenirlik katsayilarmin aralarinda anlamli fark olup olmadigi Feldt testi ile
incelenmistir. Testin alt boyutlar1 i¢in hesaplanan giivenirlik katsayilar1 arasinda ise alt boyutlar farkli maddelerden
olustugu i¢in anlaml farklilik olup olmadig: test edilmemistir. Dordiincii alt problem igin dgrencilerin her iki
formdan elde ettikleri toplam puanlar arasinda istatistiksel olarak fark olup olmadig1 parametrik varsayimlar
saglandigi i¢in bagimh gruplar t-testi ile test edilmis ve elde edilen sonug¢ i¢in etki biiyiikliigli (Cohen d)
hesaplanmistir.  Iki 6lgim arasindaki farkin biiyiikliigii igin elde edilen etki biiyiikliigii dlgiimlerin
ortalamasi aras1 farkin, fark puanlarinin standart sapmasina boliinerek hesaplanmistir (Green ve Salkind,
2005, s.163). 1lk alt problem ile birlikte bu analizin yapiimasinda ise SPSS’ten yararlamlmistir. Alt
problemlerde hesaplanan istatistiklerin anlamlilig1 0,05 diizeyinde test edilmistir.

Bulgular

Bu bdliimde aragtirmanin bulgular dort arastirma problemi i¢in sirasiyla sunulmustur.
1. Gérsel igeren ve gorsel icermeyen maddelerden olugan formlara ait verilerin Acimlayici Faktor Analizi, madde
toplam korelasyon ve madde gii¢liik indeksi bulgulari farklilik géstermekte midir?

Form A ve Form B’nin uygulanmasiyla elde edilen veriler ile yapilan analizde maddelerin ii¢ boyut altinda
toplandig1 tespit edilmistir. Tablo1’de her bir maddenin ait oldugu boyuta verdigi faktor yiikii ve agiklanan varyans
orani yer almaktadir.

Tablo 5. Form A ve Form B’ye iliskin TBA, madde ayiricilik ve madde giicliik bulgulari

Faktor ytikii Madde ayirt Madde giicliik
edicilik indeksi indeksi
Form A Form B Form B
(Gérsel iceren) (Gérsel Icermeyen) Form A (Gorsel Form A Form B
Madde - - - - - - (Gérsel . (G6r861 (Gél‘sel
2, 2, 2, 2, 2, SO fgerme . .
A A A A A A Igeren) [geren) Igermeyen)
- % I i ~ o yen)
1 0827 0,669 044 037 0,58(kolay)  0,40(orta)
2 0,506 0,574 0,62 041  060(kolay)  0,59(orta)
3 0,658 0,469 0,49 0,35 0,44 (orta) 0,22(zor)
4 0512 0,729 0,58 049  043(orta)  0,55(orta)
5 0,811 0,727 045 045  081(cok 0,73(kolay)
kolay)
6 0,719 0,734 043 041  073(kolay)  042(orta)
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7 0,777 0,352 0,47 0,37 0,39(zor) 0,36(zor)
8 0,386 0,757 0,48 0,28 0,14(¢ok 0,09(¢ok
ZOr) ZOr)
9 0,699 0,424 0,65 042  036(zor) 0,30(zor)
10 0,515 0417 0,68 0,52  033(zor) 0,28(zor)
Aciklan
an 28,99 1148 10,74 17,44 1291 10,95
Varyans
%
Aciklan
an
Toplam 51,22 41,30
Varyans

Tablo 1 incelendiginde gorsel igeren maddelerden olusan Form A ii¢ boyutta %51,22 oraninda varyans
aciklamaktadir. Form B i¢in {i¢ boyutta agiklanan toplam varyans orani ise %41,3 olmustur. Ag¢iklanan varyansin
gorsel iceren formun uygulanmasiyla neredeyse %25 daha fazla olmasi, ayni yapinin daha iyi 6l¢iildiigii, diger bir
deyisle daha iyi temsil edildiginin bir gdstergesi olarak yorumlanabilir. Ancak her bir boyuttaki faktor yiikleri
incelendiginde maddelerin gorsel igerip icermemesinin, altinda oldugu boyuta verdigi yiik acisindan farklilastig
goriilmiistiir. Bununla birlikte es deger oldugu varsayilan maddelerin iki formdan elde edilen verilerde farkli

boyutlar altinda kiimelendigi goriilmiistiir. Bu da maddelerin 6l¢tiigii yapinin degistigine kanit olusturabilir.

Gorsel iceren maddeler i¢in hesaplanan madde giigliik indekslerinin 0,14 ile 0,81 arasinda, gorsel igermeyen
maddeler i¢in 0,09 ile 0,73 arasinda degistigi goriilmiistiir. Gorsel icermeyen maddelerin, madde giicliik indeksleri,
gorsel iceren maddelere gore (bir madde hari¢ madde 4) azaldig1 goriilmiistiir. Diger bir deyisle genel anlamda
maddelerin yaziminda gorsel kullanilmasi maddeleri kolaylastirmaktadir. Bununla birlikte madde giigliik
indeksleri nitel olarak incelendiginde (¢ok kolay/kolay/orta/zor/cok zor) gorsel igeren testteki maddeler gorsel
icermeyen maddelere gore daha zor ya da ayni zorluk diizeyinde oldugu goriilmiistiir. Bu durumda gorsel
icermeyen maddelerin gorsel igeren es deger yazilmis maddelere gore gligliigiiniin ya daha zorlastig1 ya da aym

zorlukta kaldig1 yorumu yapilabilir.

Gorsel igeren ve gorsel igermeyen maddeler i¢in en zor madde degismeyip sekizinci madde olurken, en kolay
madde her iki form i¢in besinci madde olmustur. Gorsel igeren ve gorsel igermeyen formlardaki maddelerden elde
edilen madde giigliikleri arasinda anlamli bir fark bulunup bulunmadigini ortaya koymak i¢in yapilan Wilcoxon
Isaretli Siralar testinin sonucuna gére gorsel iceren ve gorsel igermeyen testlerdeki madde giigliikleri arasinda
anlamli bir fark gozlenmistir [z= -2,09, p<0,05]. Fark puanlarinin negatif siralar lehine olmas1 gorsel igeren
maddelerin madde giicliik indekslerin daha yiiksek ¢iktiginin gostergesidir. Bu da gorsel igeren maddeleri gorsel
icermeyen olanlara gore anlamli bir sekilde daha kolay yapar.

Gorsel igeren maddeler i¢in hesaplanan ayirt edicilik indeksleri 0,43 ile 0,68 arasinda degisirken, gorsel icermeyen
maddeler i¢in 0,28 ile 0,52 arasinda degismistir. Besinci maddede her iki formda esit ayirt edicilik indeksleri elde
edilirken diger maddelerde gorsel igeren maddeler, gorsel igermeyenlere gore daha yiiksek ayirt edicilik giiciine
sahip olmustur. Gorsel igeren ve gorsel icermeyen maddeler i¢in hesaplanan ayirt edicilik indekslerinin anlamli
bir sekilde farkli olup olmadigini ortaya koymak adina da Wilcoxon Isaretli Siralar testi uygulanmugtir. Test
sonucuna gore gorsel iceren maddelerin ayirt edicilik indekslerinin anlamli bir sekilde daha yiiksek oldugu
sOylenebilir [z=-2,67, p<0,05].

2. Gorsel iceren ve gorsel icermeyen maddelerden olusan formlarim uygulanmasiyla alt ve iist gruptaki
ogrencilerin maddeyi dogru yanitlama oranlar: farkliik gostermekte midir?

Form A ve Form B’nin uygulanmasiyla iist ve alt grupta bulunan 6grencilerden maddeyi dogru cevaplayan birey
say1s1 ve dogru cevaplama oranlar1 Tablo 2’de verilmistir.

Tablo 6. Form A ve Form B'nin uygulanmasiyla Ust ve Alt Grupta Maddelerin Dogru cevaplanma Sayilar1 ve
Oranlari

Fom_l A Fo_rm B
(Gorsel Igeren) (Gorsel Igermeyen)
Madde Ust Grup Alt Grup Ust Grup Alt Grup
1 73 (0,87) 33(0,38) 47 (0,61) 21(0,21)
2 80 (0,95) 21(0,24) 60 (0,78) 42 (0,41)
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3 60 (0,71)  20(0,23) 28(036)  12(0,12)
4 66 (0,79)  13(0,15) 64 (0,83)  26(0,25)
5 83(0,99)  51(0,58) 72(0,94)  55(0,54)
6 79(0,94)  47(0,53) 54(0,70)  29(0,28)
7 52(0,62)  14(0,16) 42(0,55)  19(0,19)
8 25(0,30)  0(0,00) 14 (0,18)  7(0,07)

9 61(0,73)  5(0,06) 43(0,56) 13 (0,13)
10 62(0,74)  5(0,06) 46 (0,60) 10 (0,10)

Tablo 2 incelendiginde Form A’nin uygulanmasiyla olusan iist gruptaki 6grencilerin maddeyi dogru cevaplama
oranlar1 tim maddelerde, Form B’nin uygulanmasiyla olusan iist gruptaki 6grencilerin maddelere dogru cevap
verme oranina gore daha yiiksektir. Ornegin Form A’daki 6. madde madde {ist grubundaki dgrencilerin %94’ii
tarafindan dogru yanitlanmisken, Form B’de tist gruptaki dgrencilerin %70’1 tarafindan dogru yanitlanmistir. Alt
gruptaki 6grencilerin maddeyi dogru cevaplama oranlari ise dort madde de (1, 3, 5 ve 6. maddeler ) gorsel igerende
daha fazla diger maddelerde, gorsel igermeyende daha fazladir. Bu da su anlama gelebilir, maddelerde gorsel
kullanimu iist grupta dogru yapilma oranlarini olumlu yonde etkilerken, alt grupta genel olarak maddenin dogru
cevaplanma oranlari {izerinde degisken bir etkiye sahiptir. Bu durum alt grupta rasgele cevap verme egilimi
kaynakl1 da olusmus olabilir.

3. Gorsel iceren ve gorsel icermeyen maddelerden olusan formlardan elde edilen olgiimlere ait giivenirlik
katsayilari arasinda istatistiksel olarak anlaml fark var midwr?

Ugiincii alt problem igin ii¢ boyutlu olduguna karar verilen her bir formda her bir boyut igin ayr1 ayr1 ve toplam
icin omega giivenirlik katsayilar1 Tablo 2’deki gibi hesaplanmustir.

Tablo 7. Omega Giivenirlik Katsayilar

Form A Form B
1. boyut 2. boyut 3. boyut 1. boyut 2. boyut 3. boyut
Omega 0,75 0,66 0,72 0,65 0,53 0,73
Omega Toplam 0,88 0,84

Tablo 2 incelendiginde toplam giivenirlik kestirimleri g6z 6niinde bulunduruldugunda Form A’dan elde
edilen Slgtimlerin giivenirligi 0,88 iken, Form B’den elde edilen 6l¢limlerin giivenirliginin 0,84 oldugu
gorlilmistiir. Giivenirlikleri karsilagtirmak icin Feldt istatistigi hesaplandiginda ise Form A’danelde
edilen Omega katsayis1 Form B’den elde edilen Omega katsayisindan anlamli derecede farkli
bulunmustur.

4. Gorsel iceren ve gorsel icermeyen maddelerden olusan formlarda ogrenci toplam puanlari istatistiksel olarak
farklilasmakta midir?

Uygulamaya katilan 237 6grencinin gorsel iceren ve gorsel igermeyen test formlarindan aldiklari toplam
puanlarinin birbirinden anlamli derecede farkli olup olmadigini test etmek amaciyla iligkili 6rneklemler igin t
testinden faydalanilmis ve bulgular Tablo 4’te sunulmustur.

Tablo 8. Form A ve Form B nin Uygulama Sonuglarinin Karsilastirilmasina Iliskin liskili Orneklemler igin t-testi
Sonuglari

N X S sd t p
Form A 237 481 2,44 236 6,184 0,000
Form B 237 3,95 1,86

Tablo 4 incelendiginde &grencilerin gorsel igeren testten aldiklari puan ortalamalart Xggpce; iceren — 4,81 iken
gorsel igermeyen testten aldiklar1 puan ortalamalarinin X, icermeyen= 3,95 oldugu goriilmektedir. Ogrencilerin

iki testten aldiklar1 puanlarin birbirinden farkli olup olmadigin belirlemek igin hesaplanan bagimli gruplar t-testi

sonucunda ortalamalar arasinda gorsel igeren test lehine istatistiksel olarak anlamli bir fark bulunmustur [t,5¢=-
6,18, p<0,05].
Test sonucu hesaplanan etki biiyiikliigii (d=0,40) bu farkin orta etki biiyiikliigiinde oldugunu géstermektedir.
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Tartisma

Bu arastirma ile maddelerin gorsel iceren ve igermeyen versiyonlarmin es deger oldugu varsayilarak, es deger
oldugu varsayilan formlar olusturulmus ve uygulanmistir. Elde edilen faktor analitik yaklagima dayali bulgulara
gore, maddelerin farkli boyutlar altinda kiimelendigi yani yapimin farklilastigi goriilmistiir. Bu durumda iki
formun yapisal olarak esdeger olmadig1 sdylenebilir. Dolayisiyla maddelerin gorsel igerip igermemesi bulundugu
testin yap1 gecerligini etkilemektedir. Shorrock-Taylor ve Hangravesgen (1999) ayn1 igerigin uygun gorsellerle
daha kisa bir sekilde aktarilmasinin, anlama eksikliginden kaynaklanabilecek hatalarin engellenmesi sebebiyle
maddenin ve testin gegerliligine olumlu bir katki sagladigin1 vurgulamaktadir.

Madde kokiiniin gorsel icermesi yani resim, fotograf, sema, grafik, tablo veya sekillerden yararlanarak ifade
edilmesinin anlamay1 kolaylastirmasi beklenen bir durumdur. Bununla birlikte; madde kokiiniin gorsel igermemesi
yani sadece yazi ile ifade edilmesi problemin ¢ozlimii i¢in sekil ¢cizmeye de ihtiyag olusturabileceginden dolay1
gorsel igerene gore daha zor gelmesi beklenen bir durumdur. Ote yandan Inaltekin ve Goksu (2020) gorsel ierige
sahip maddelerin 6grencilerin yorumlama, analiz etme, akil yiiriitme, problem ¢6zme ve derinlemesine diisiinme
becerilerini kullanmalarini gerektirdigini belirtmistir. Bu arastirmanin sonucunda ulagilan bulgularda ise
hazirlanan iki formun gii¢liik indeksleri arasinda gorsel igeren test lehine anlamli bir fark bulunmustur. Ayrica
gorsel iceren testtin gilivenirligi de anlaml bir sekilde daha yiiksek ¢ikmistir.Buna kargin, Duran ve Balta (2014)
calismasinda gorsel iceren maddelerden olusan testin giivenirliginin (0,63), gorsel igermeyen maddelerden olugan
teste (0,84) gore daha diisiik oldugunu tespit etmistir. Ortaya ¢ikan bu tezatligin olasi sebeplerinden biri maddede
kullanilan gorselin niteliginin farklilig1 olabilecegi diistiniilmektedir.

Gorsel igeren ve gorsel icermeyen testlerden elde edilen madde ayirt edicilik indeksleri arasinda da gorsel igeren
test lehine anlaml1 bir fark gozlenmistir. Bu iki form psikometrik 6zellikler baglaminda incelenirse gorsel igeren
formun daha uygun Olciimler sagladigi soylenebilir. Fakat buradan ¢ikan sonug gorsel igeren testler, gorsel
icermeyen olanlara tercih edilmelidir yoniinde olmamalidir. Gelistirilen bir testin dnemli bir boyutu psikometrik
ozellikleridir. Fakat bununla birlikte testle Olglilmek istenen Ozellikler ve saglayacagi doniitler de
vazgecilemeyecek bir boyuttur. Gorsel igermeyen testler 6grencinin gorsel diisiinme becerisini gelistirmesi ve
egiticilere 6grencilerin bu konuda ne kadar yeterli oldugu noktasinda doniit saglamasi agisindan dnemlidir.

Testlerde yer alan bir madde hari¢ (doérdiincii madde) diger maddelerde gorsel igeren maddeler, gorsel icermeyen
maddelere gore daha ¢ok dgrenci tarafindan dogru olarak cevaplanmistir. Dolayisiyla genel anlamda, gorsel igeren
maddelerin madde giicliik degeri daha yiiksek oldugundan bu maddeler 6grencilere daha kolay gelmistir. Saf ve
arkadaglar1 (2012) yaptiklari ¢aligmada gorsel igeren sorularin madde giicliik indeksinin daha yiiksek oldugu
sonucuna varmistir. Bu ¢alismayla da benzer bir bulgu elde edilmistir. Bunun sebebi problemlerin anlagilmasinda
igerigin sembol, tablo, grafik ve gorsellerle farkli bicimlerde ifade edilmesinin ¢gok 6nemli bir yol oynamasindan
kaynaklanabilir (Artut ve Ildir1, 2013). Peeck (1974) tarafindan dordiincii sinif 6grencileri ile yapilan deneysel bir
calismada, deney grubuna metin ile ¢eliskili durumlar1 da igeren gorsel iceren hikaye kitaplari okutulmusken
kontrol grubuna ayni hikdyenin gorsel icermeyen kitaplar1 okutulmustur. Calismanin sonucunda gorsel igeren
metinleri okuyan deney grubunun, gorsel igermeyen metni okuyanlara gore bilgi testindeki performansinin daha
yiiksek oldugu tespit edilmistir. Washington ve Godfrey (1974) Amerikan Hava Kuvvetleri uzmanlik sinavi
iizerine yaptig1 ¢alismada, De Melo’nun (1980) fen bilimleri sinavi iizerine yaptig1 ¢alismada, gorsel igeren
maddelerin gorsel igermeyenlere gore daha avantajli oldugu sonucuna ulasilmiglardir.

Alpayar ve Giilleroglu (2017) olusturduklart gorsel igeren ve igermeyen formlardan olusan matematik sorularinda,
gorsel form lehine iki formun test puanlar1 ve yanit siiresi arasinda anlamli fark tespit etmislerdir. Ayrica ¢caligmada
gorselin islevine bagli olarak madde istatistikleri arasindaki fark degiskenlik gostermistir. Bu bulgular bu ¢aligma
ile paralellik gostermektedir. Alpayar ve Giilleroglu (2017) ¢alismalarinda yaptiklar: miilakat sonuglarina gore ise,
Ogrencilerin gorsel sorulara karsi pozitif goriislere sahip oldugunu bulmuslardir. Suh ve Grant (2014), NAEP
(National Assessment of Educational Progress) sinavinda 2001, 2006, 2010 yillarinda uygulanmis 49’u gorsel
igeren,197’si igermeyen 246 tarih sorusunu betimsel olarak analiz etmigtir. Bu arastirmanin sonuglarina paralel
olarak ilgili arastirma sonuglar1 da, gorsel igcermeyen sorularin gorsel igeren sorulara kiyasla istatistiksel olarak
daha zor oldugu sonucuna ulagmistir.

Dalton ve digerleri (1994) ¢aligmasinda, gorsel kullaniminin yiiksek basari seviyesindeki dgrenciler i¢in anlaml

bir farklilik dogurmadigi sonucuna ulagsmisken bu ¢alismada iist gruptaki 6grencilerin gorsel igeren sorularda daha
fazla dogru yanitlama oranina sahip oldugu tespit edilmistir. Bunun sebepleri arasinda gorselin niteligi, gorselin
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maddenin ¢oziimiine sagladig1 katki veya gorselin ¢esidinin farklilagmasi olabilir. Bu durum uygulanan gruplarin
yetenek diizeyleri arasindaki farkliliktan da kaynaklaniyor olabilir. ilgili galismaya benzer sekilde Holland,
O'Sullivan, ve Arnett (2015) lisans diizeyindeki bireylerde histoloji alanindaki ¢oktan segmeli madde kdklerine
¢izim eklenmesinin, madde gii¢liigii veya madde ayirt edicilikleri tizerinde bir etkisi olmadigini belirtmislerdir.

Yeh ve McTigue (2009) ilkokul sonlart ile ortaokul siif diizeylerinde standartlastirilmis fen testlerindeki basari
icin gorsel okuryazarligin ne Olgiide gerekli oldugunu belirleme amaciyla bine yakin maddeyi arastirma
kapsaminda ele almis ve yaklasik bes yliz maddeyi grafiksel gosterimleri hakkinda inceleyen bir ¢aligma
yiiriitmiislerdir. Arastirmacilar inceledikleri maddelerde yer alan gorsellerin biiylik ¢ogunlugunun (%79,5)
maddenin dogru cevaplanmasi igin gerekli bilgileri igerdigini tespit etmistir. Bununla birlikte Beckmann (2004)
problemlerde kullanilan gorsel unsurlarin niteliginin problem ¢dzme performansi lizerinde olumlu etkisi oldugunu
vurgulamistir. Bu baglamda, daha 6nceden de belirtildigi gibi gorsel igeren maddelerde kullanilan gorsellerin
niteligi de Onemli bir faktor olarak goriilmektedir. Calismalarin ¢ogunlugu gorsel kullaniminin maddenin
¢ozlimiine katki sagladi sonucunda ortak bir bulgu sunmusken maddenin cevaplanmasina katki saglamayan gorsel
kullanimin madde ve test psikometrik 6zelliklerine katki saglayamayacagi unutulmamalidir ().

Bu arastirmanin sonuglarini destekleyici ¢caligmalariyla Edens ve Potter’in (2007) soru i¢in gerekli sekli uygun bir
sekilde ¢izilmesi ile matematik basaris1 arasinda yiiksek diizeyde iliski bulmuslardir. Bununla birlikte ilgili
arastirmada madde giigliikleri incelenmis ve gorsel iceren maddelerin gorsel igermeden yalnizca metin olarak es
deger yazilan maddelere gore daha kolay oldugu sonucuna ulagilmistir.

Testin gorsel iceren veya gorsel igermeyen formu arasinda bu kadar fark olmasinin nedenlerinden biri 6grencilerin
yas grubu olabilir. Bu yas grubundaki 6grenciler somut olarak sunulan sorular1 daha net anlamlandiriyor olabilir.
Bu nedenle bu konunun daha biiyilik yas gruplarinda ¢alisilarak benzer ¢ikarimlar elde edilip edilemeyecegi
arastirilabilir. Bunun yaninda arastirma kapsaminda sadece matematik dersine yonelik olusturulmus maddelerden
yararlanilmistir. ileride yapilacak arastirmalarda farkli derslere ait maddelerden yararlanilabilir.

Bu ¢aligma, oncelikle ¢aligma grubunun 6rneklem biiyiikligiiniin Madde Tepki Kurami (MTK) i¢in yeterince genis
olmamasindan dolay1 KTK altinda yiiriitiilmiistiir. Daha biiyiik 6rneklemlere ulasilabildigi takdirde MTK altinda
caligilabilir. Arastirmalarda gorsel igeren ve icermeyen maddelerin ayni yetenek diizeyindeki farkli alt gruplara
ait olan katilimcilar arasinda madde yanliligina yol agip agmadig1 da incelenebilir.

Calismada madde kokleri sadece gorsel igerip icermemesine gore ikiye ayrilmigtir. Bagka aragtirmacilar daha

kapsaml1 bir ¢alisma ile sematik olan / olmayan ya da ¢6ziim i¢in gerekli olan /olmayan gorsel gibi farkli
siniflamalar veya farkli derecelendirmeler yaparak incelemelerde bulunabilirler.
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Ek. Kullanilan Ol¢me Araglar

FORM A-(GORSEL iCEREN MADDELERDEN OLUSAN TEST)
PYBS 5. smif diizeyindeki simnav kitapgiklarindan derlenmistir.

1. SORU (2012-6. soru) 3. SORU (2012-21. soru)
Sekildeki bog kolonya sisesi,
en fazla kag litre kolonya alir? 1m
Kolonya Q
2m
50 mf] Sekilde olgiileri verilen dikdortgen panoya,
kisa kenar uzunlugu 30 cm, uzun kenar
A)25 B) 0,25 ’
C)) 0025 D)) 00025 uzunlugu 40 cm olan 5 tane dikdortgen

biciminde kagit, sekildeki gibi asilmigtir.
Panoda kalan bos alan ka¢ metrekaredir?

2. SORU (2012-11. soru)
Liifer baliginin avlanabilmesi igin boyu- A 17 B)16
nun en az 20 cm olmasi gerekmektedir. C)14 D)1.2
Buna gore agagidaki balikginin, boylarinin
uzunluklar santimetre olarak verilen lifer
tv)?llklanf\d.af\ avlayabileceklerinin en kiigii- 4. SORU (2012-22. soru)
gii hangisidir? . o gexs S
Bir ressam, sergiledigi tablolarin her birini
M~ 80 TL'den satarak 1440 TL gelir saglamay:

hedefliyor.

Sergi sonunda sadece yukarndaki tablolar
kaldigina gore, ressamin kag tablosu satil-

migtir?
A13  B)18 C)20  D)23
- 20,08
5. SORU (2013-6. soru)
A) =770,
") - w0

Geyrek altin Yanm altin
C) *'.1135\'( 150 lira 300 lira

. % Yukarnida, ceyrek ve yarim altinin cuma giin-
D) =120, ( kii fiyatlan goriillmektedir.

Bir kuyumcu, cuma giinii 120 ceyrek,
75 yanm altin sattigina gore, bu satigtan
kag lira elde etmigtir?

A) 35500 B) 40 500
C) 61250 D) 73 350
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FORM A-(GORSEL iCEREN MADDELERDEN OLUSAN TEST)
PYBS 5. smif diizeyindeki simnav kitapgiklarindan derlenmistir.

6. SORU (2013-15. soru)

ARPA

A'4 =
T T

Yukandaki sekilde bir giftginin tarlasina ek-
tigi iriinler gosterilmigtir. Bu tarlanin yiizde
kagina arpa ekilmistir?

A) 25 B) 35 C) 40 D) 65

7. SORU (2013-18. soru)

,3, @ j
Faeasnal

5 metre

Zemini dikdortgen geklinde olan bir salona
kenar uzunluklari 4 m ve 5 m olan dikdort-

gen seklinde bir hali seriliyor. Hali, sekilde-
ki gibi salonun zeminini ortaladiginda, her

bir duvarnin haliya uzakhigi 1 m oluyor.

Buna gore, zeminde hal serili olmayan alan
kac metrekaredir?

A)10 B) 12 C)15 D) 22
8. SORU (2014-5. soru)

K

-

0 2

Yukaridaki say1 dogrusunda 0 ile 2 nokta-
lari arasi 10 es pargaya boliinmiistiir. Buna
gore, K ile gosterilen noktaya karsilik gelen
sayinin ondahk gosterimi agagidakilerden
hangisidir?

A0S  B)13 C)16 D)1,8

9. SORU (2014-14. soru)

220 cm| II

[
=TT

Sekildeki dolabin yiiksekligi masanin yiik-
sekliginden kag santimetre fazladir?

A)300  B)228 C)212  D)140

10. SORU (2014-19. soru)

Bir arsa, sekildeki gibi es karesel bolgelere
aynlarak ortadaki karesel bélgenin tamami-
na havuz yapiliyor.

Havuzun gevre uzunlugu 32 metre oldugu-
na gore, arsanin havuz yapilmadan onceki
alani kag metrekaredir?

A)900  B)576 C)256 D) 144

205



FORM B-(GORSEL ICERMEYEN MADDELERDEN OLUSAN TEST)
PYBS 5. smif diizeyindeki sinav kitapgiklarindan derlenmistir.

1. SORU (2012-6. soru)
Hacmi 250 mililitre olan kolonya sisesinin
uizerine, litre cinsinden hacmi yazilmak
istenirse, kag litre yazilir?

A) 25
B) 0,25

C) 0,025

D) 0,0025

2. SORU (2012-11. soru)

Liifer baliginin avlanabilmesi i¢in boyunun
en az 20 santimetre olmasi gerekmektedir.

Bir balik¢i, asagida boylarinin uzunluklan
santimetre olarak verilen liifer baliklarindan
en kiiciik hangisini avlayabilir?

A) 20,15

B) 19,75

C) 21,05

D) 20,08

3. SORU (2012-21. soru)
Kenar uzunluklan 1 metre ve 2 metre olan
dikdortgen seklindeki bir panoya, kenar
uzunluklan 30 santimetre ve 40 santimetre
olan dikdortgen seklinde 5 afis asilmigtir.
Afigler birbirleriyle cakigmayacak ve pa-
nodan tagsmayacak sekilde asildigina gore,
panoda kalan bos alan ka¢ metrekaredir?

A) 1,7
B) 1,6
C) 14
D) 1,2
4. SORU (2012-22. soru)
Bir ressam, sergiledigi tablolarin her birini
80 liradan satarak 1440 lira gelir saglamay:
hedefliyor. Sergi sonunda satilmayan
5 tablo kaldigina gore, ressamin kag tablosu

satilmistir?

A)13 B) 18 C) 20
5. SORU (2013-6. soru)
Bir kuyumcu cuma giinii geyrek altinin
tanesini 150 liradan, yarim altinin tanesini
300 liradan satmistir. Bu kuyumcu cuma
giinii 120 geyrek, 75 yanim altin sattigina
gore, bu satistan kag lira elde etmigtir?

D) 23

A) 35500
C) 61250

B) 40 500
D) 73 350

6. SORU (2013-15. soru)

Bir ciftci tarlasinin yansina bugday ekiyor.
Bu ciftci, tarlasinin diger yansinin yiizde
20'sine yulaf, geri kalanina arpa ektigine
gore, bu tarlanin tamaminin yiizde kagina
arpa ekmistir?

A) 25 B) 35 C) 40 D) 65

7. SORU (2013-18. soru)
Zemini dikdortgen seklinde olan bir salona
kenar uzunluklarn 4 metre ve 5 metre olan
dikdortgen seklinde bir hali seriliyor. Hali
salonun zeminini ortaladiginda, her bir du-
varin haliya uzakhg: 1 metre oluyor.

Buna gore, zeminde hali serili olmayan alan
kac metrekaredir?

A) 10 B) 12 C)15 D) 22

8. SORU (2014-5. soru)
Sayi dogrusunda 0 ile 2 arasi, noktalarla
10 es pargaya boliuintiyor. Bu noktalardan,
sifinn sagindaki sekizinci noktaya karsilik
gelen sayinin ondalik gosterimi agagidaki-
lerden hangisidir?

A) 0,8 (0 tam, onda 8)
B)1,3 (1tam, onda 3)
C)1,6 (1tam, onda 6)
D)1,8 (1tam, onda 8)

9. SORU(2014-14. soru)
Canan’in odasindaki dolabin yerden yiik-
sekligi 220 santimetre, ¢galigma masasinin
yerden yiiksekligi ise 0,8 (sifir tam, onda 8)
metredir. Dolabin yiiksekligi, caigma masasi-
nin yiiksekliginden kag santimetre fazladir?
A) 300 B) 228 C) 212 D) 140

10. SORU(2014-19. soru)

Kare geklindeki bir arsa, birbirine eg olan
9 karesel bolgeye aynliyor. Bu bolgelerden
birinin tamamina havuz yapihyor. Havuzun
cevresinin uzunlugu 32 metre olduguna
gore, havuz yapilmadan once arsanin alani
kac metrekaredir?

A) 900 B) 576

C) 256 D) 144
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Research Article

Extensive Writing in Tertiary Education

Behget Erden !, Perihan Korkut 2

About the Article Abstract:
The current study seeks to find out whether Extensive Writing (EW) practices has
Received: 03.08.2024 an effect on attitudes of students towards writing and if their attitudes towards

Accepted: 22.09.2024 writing differ by gender. The study was conducted withtwo groups of intermediate
Published: 23.10.2024 level English language preparatory class students at a state university in Turkey.
In the study, explanatory sequential design of mixed methods research was used
for data collectionand analysis procedures. In order to collect data, a four-week
research lesson cycle was planned. Together with learners’ written works, a
Keywords questionnaire and learning reflection questions were used. The findings of the
L2 Writing study revealed a notable improvement of writing performance in the experimental
group. As for gender differences in attitudes and writing scores, there appeared

Extensive Writin .o : . .
& significant differences in test scores of the control group, with males

Writing Attitude outperforming females. In the experimental group, however, there was no
Gerllcller indication of gender-based difference neither in test scores nor in their attitudes
Writing regarding writing. By analyzing learning reflection questions, it was concluded

that the participants were mostly positive about this new practice. These findings
collectively suggest that while observable gains in writing skills are evident, the
treatment did nothave an effect on gender-related differences in writing.

For Citation Erden, B. & Korkut, P. (2024). Extensive Writing in Tertiary Education. MSKU
Journal of Education, 11(2),207-228. DOI: 972010.21666/muefd.1509720

Learning English at high proficiency levels has become necessary since it is the leading language of
instruction at the majority of universities. Owing to the fact that this is the last stage of education, there
will be no such a setting in which university students can boost their writing skills. As Raimes (2002)
states, one of the obvious benefits of second language (L2) writing is that it enhances learners’ critical
thinking skills by encouraging them to think. Zemelman, Daniels, and Hyde (1998) point out that L2
writing may boost the acquisition of other skills and subjects. It may also help individuals organize their
thoughts and enhance their capacity for summarizing, analyzing, and reviewing, which in turn results in
improved language use. According to Graham and Perin (2007), along with reading comprehension,
writing proficiency is a sign of academic success and is seen as a fundamental skill in all spheres of life.
However, not sufficient significance is given to this valuable skill before university education in the
Turkish context although it is perceived as the most difficult skill to acquire (Cakir, 2010).

For the last decades, it has been suggested that improvement of L2 learners’ writing abilities need to be
emphasized. According to Haneda (2007), the reason for this is that foreign language departments at
universities place priority on reading and speaking skills, while they underestimate the role of writing
in language development. At this point, it is anticipated that EW, which involves conducting free writing
activities on a variety of topics, may affect students' attitudes for writing and improve their writing
grades. There are two main concerns of the study. The former is to figure out if EW has an effect on
learners’ attitudes towards writing, and the latter is to discover if there are gender differences in terms
of learners’ attitudes towards writing. It is believed that instruction via EW will turn learners into more
efficient writers and affect their current attitudes in a positive way. The results of the study should be
helpful to English teachers and instructors who work for both public and private institutions. As a result,
they might be able to make use of the results of the study and modify their lesson accordingly.

! Gebze Technical University — berden@gtu.edu.tr — ORCID: 0000-0003-4339-2385
2 Assoc. Dr. Mugla Sitki Kocman University — pkocaman@mu.edu.tr — ORCID: 0000-0002-5037-0267
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Theoretical Background

L2 Writing

Writing in L2 has drawn a lot of attention since it is a communication tool as well. Supporting this
perspective, Leki (2001) contends that English is gaining significance even in non-English speaking
nations, particularly in professional writing contexts. Rao (2007) further emphasizes the cognitive
benefits of writing in L2, asserting that it enhances students' thinking skills while generating and
summarizing ideas. However, the challenge arises when learners' overall mastery of L2, which
significantly affects their ability to write, is considered. Silva (1993) points out that L2 learners often
struggle to produce appropriate texts due to deficiencies in their grammatical and lexical abilities.
Weigle (2002) reinforces this perspective by stating that effective writing depends on the acquisition of
essential grammar and vocabulary skills.

Many scholars have asserted that L2 learners' writing abilities in tertiary education need to be enhanced.
Haneda (2007) ascribed this to the fact that university foreign language programs place a greater
emphasis on reading comprehension and spoken proficiency than they do on writing in language
teaching. However, writing as a productive skill is extremely important for enhancing one's language
skills while learning a second language. In this regard, academic divisions at universities were able to
update their curricula to include more writing studies. According to Heilenman (1991), the inclusion of
L2 writing in university programs must improve students' proficiency any language. In other words, L2
writers need to be able to increase their level of cognitive and metalinguistic awareness in order to think
about and reflect on their own learning experience. In light of this, the curricula need to include this
feature of L2 writing.

Extensive Writing

Free writing, as defined by Elbow (1998), is a style of informal writing in which the writer starts writing
and continues to do so in order to record thoughts and produce ideas. Elbow (1998) thinks that engaging
in regular free writing exercises is the most useful approach to improving writing. However, extensive
writing has not been defined precisely in previous research because it has not always been stressed in
second or foreign language education. Using Sun's (2010) descriptions as a guide, extensive writing can
be defined as writing on a wide range of topics, highlighting the presentation of ideas instead of the
form, and respecting learners' preference to decide on the format or style. As in extensive reading, the
focus of foreign language learners is directed toward fluency with extensive writing. Extensive writing
in an EFL environment gives students the chance to practice their language skills in real-world settings,
so these two notions are used interchangeably.

Although its benefits are obvious, extensive writing has certain drawbacks. According to Brown (2004),
creating written content entails following organizational patterns and having well-organized thoughts.
Harmer (2004) supports Brown by stating that writing calls for precise language use, which fosters
language development and students struggle to find solutions while they are writing. Piltch (1979) also
claims that writing can only be considered valuable if learners fully benefit from the editing and
rewriting phases, which are not seen as essential in EW settings. Moreover, Bonzo (2008) states that
while students' free writing can influence their production, persistent grammatical errors may impede
future writing if not addressed through teacher feedback.

Writing Attitudes

For students, writing is frequently seen as a difficult skill. In order to assist students in developing their
writing abilities, teachers use a range of strategies that students can learn and apply while they are
writing. In this context, they are advised to further understand the attitudes of students towards writing
since attitude plays a vital role in students’ literacy learning. As highlighted by Unal & Iseri (2012), the
most prominent factor, which directly influences reading and writing skills, is the attitude of learners
toward these skills. This recognition has given rise to the idea that creating suitable educational
environments is imperative for fostering positive attitudes and, consequently, improving the overall
educational process.

There exist studies showing the immediate relationship between attitude and success in writing. In a
study, Sarkhoush (2013) found that students who have positive attitudes did significantly better on
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writing tasks compared to those with lower levels of attitudes. As Harris et al (1998) state, to detect the
troubles while writing, it is necessary to consider learner attitudes, emotions and worries. Then, it is
possible to have a clear vision of the causes of problems with this skill. In line with this, Buhrke,
Henkels, Klene, and Pfister (2002) carried out a research study with the aim of finding ways to enhance
their learners’ writing capabilities and attitudes. The results revealed that students showed similar
improvement through process writing. Additionally, in another study, Paker & Erarslan (2015)
concluded that the writing attitudes of learners directly affect their capabilities in this skill.

On the other hand, it is understandable that attitude does not remain static, but can be changed through
the process; thus, understanding attitude and its impact on the development of learners as writers is
essential while leading the instruction of writing. When teachers discover this, their teaching practices
will favorably be affected.

Gender and Writing

One of the most important things about language is that men and women use it in different ways. Due
to the gender differences, they think differently, so they produce languages differently. To support this
claim, Soori & Zamani (2012) stated that to have a more thorough comprehension of the link between
language and gender, the differences between genders can be detected via writing. Sunderland (2000)
found only a few studies on writing while synthesizing various studies on gender differences in language
education. This could be explained by the fact that speaking ability is frequently used to assess linguistic
ability; however, still cannot be an excuse for ignoring the value of writing.

There is increasing evidence in the literature (Camarata & Woodcock, 2006; Gibb, Fergusson, &
Horwood, 2008) that girls outperform boys in academic achievement. More specifically, Peterson
(2000) found that girls' writing was superior to boys' in addition to being more elaborate and in line with
writing conventions. In a different study conducted by Kamari et al. (2012), the findings demonstrated
that male students were better writers of opinion essays while female students were better writers of
descriptive essays. Considering the issue comprehensively, teachers should be aware of the unique
features of their students so as to adapt their teaching to meet their needs, especially because learner-
centered instruction is the actual focus of education. One of the areas connected to the traits and abilities
of students may be the impact of gender on earning, and specifically, the ability to write.

This study endeavors to address the scarcity of research on extensive writing. Additionally, the study
will also contribute to second language research by expanding the scope of the ongoing discussion
regarding the use of extensive writing. By providing a real-world context for the application of extensive
writing strategies, the research aims to offer insights and practical considerations for educators and
institutions interested in conducting similar studies. In line with these, the research questions that guide
this study are as follows:

1. Does EW have an effect on students' attitudes?

2. Does attitude towards writing differ by gender?

Methodology
Research design
Prior to the study, ethical approval was obtained from Mugla Sitki Kogman University Social Sciences
and Humanities Ethics Committee with protocol number 230014 and resolution number 27 on
15.02.2023. All the participants took part in this study on a voluntary basis, and their identity was kept
confidential.
In the current study, explanatory sequential design of mixed methods research was used for data
collection and analysis procedures. As Creswell & Clark (2017) state, such a design can yield a more
complete understanding of the phenomenon in question. Moreover, the study utilizes a convenience-
sampling method in which the participants are selected according to convenience and availability
(Creswell 2014).
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Setting and Participants

The study was conducted at a state university in Turkey and the department of foreign languages students
were the target population. The participants were the students of two intermediate classes consisting of
30 students, 15 of whom were assigned as the experimental group and the other 15 as the control group.
The difference in the distribution of gender in the groups was calculated with the chi-square test. The
gender distributions in both groups were similar.

Table 1. Distribution of Gender Within Groups

Gender Group . p
Control Experiment
n 5 7
Male % 41.7% 58.3% .
Femmal n 10 8 .
emate % 55.6% 44.4%

Data Collection Instruments

In the study, learners’ actual written works were used as the actual source of data. Together with these,
a Likert-scale questionnaire, consisting of 18 items, designed by Erdogan (2013) was also benefited.
Cronbach Alpha reliability coefficient of the tool was calculated as .92. Initially, the questionnaire was
administered as a pre-test to discover the writing attitudes of students, and at the end of the four-week
study, it was given out once more to determine whether there had been any changes in participants'
attitudes through EW. As for the qualitative part of the study, learning reflection questions were
administered in order to collect more in-depth data.

Data Collection Procedure

The study was conducted in the spring term of 2022 — 2023 academic year. In order to collect data, a
four-week research lesson cycle was planned. In the beginning phase of the lesson, as mentioned
previously, a writing attitude questionnaire was administered in both classes and after that, subjects of
the experimental group were asked to choose a topic among the three topics provided and write an
opinion essay so that the preliminary scores could be determined. In order to obtain reliable data,
students were asked to write four different types of essays, which were analysis, argumentative, effect,
and cause. Each week, the students participated in some sample brainstorming activities in the classroom
to generate ideas for their writing, as they had not yet engaged in EW activities. This helped them write
more easily. Although there is no evaluation in extensive writing, in order to follow the developmental
process in detail, feedback was provided during the process. At the end of the fourth week, the
questionnaire was administered again to figure out if there were any changes in learner attitudes.
Following this, students in the experimental group were again given a set of opinion topics and asked to
write an opinion essay with the aim of gathering their post-test scores. After the study, five students
from the experimental group were chosen and asked to respond to learning reflection questions about
the treatment.

Data Analysis Procedure

The students’ papers were graded by two instructors to meet the criteria of inter-rater reliability. As the
second rater, a colleague, who has over ten years of teaching experience at various higher education
settings, was asked for help and companied the researcher. Together with the participants' writing scores,
data gathered from learners' written works and the attitude questionnaire were also analyzed to draw a
conclusion. As for the qualitative part of the study, learning reflection questions were used and gathered
data was analyzed accordingly.

Beginning with the opinion essay and for the following writing sessions, the written outputs of students
were graded by two teachers and the criteria reliability was met by Cohen’s Kappa (k: .742). In addition,
while grading the papers, a reliable and valid rubric, being used at the same institution, was used to
ensure the objectivity. In addition, responses to the questionnaire were statistically analyzed via SPSS

25.0. Descriptive statistics were shown as mean + standard deviation values for continuous variables.
The Kolmogorov-Smirnov test was employed to find out if the data met normality criteria. In the study,
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non-parametric methods were used because the data measured did not comply with normal distribution
(p =0.01), and the number of groups was below n = 30. In addition, Mann Whitney U test was applied
for comparisons between groups. Wilcoxon sign test analysis was used to determine the pre-and post-
test attitude levels within the groups. In the study, p <0.05 was accepted as the critical decision-making
value. In addition to these, students’ answers to the reflection questions were analyzed to visualize how
the treatment affected them.

Findings
The first research question was “Does EW have an effect on students’ attitudes? ”. In order to reach a

conclusion, students’ pre-test and post-test scores were analyzed, and the results are shown below in
Table 2.

Table 2. Writing Scores and Attitudes Within Groups

Group
Measurement Control Experiment p
X+sd X+sd
Pre-EW writing score 68.53+12.05 73.2+11.29 18
Post-EW writing score 70.93+10.87 80.87+10.34 01*
Pre-EW attitude 2.79+.79 2.85+.93 32
Post-EW attitude 3.06+.69 3.11+.73 29

In the control group, the pre-test scores, initially at 68.53, showed a modest increase to 70.93 in the post-
test, but this increase did not show statistical significance (p = .18). However, in the experimental group,
writing scores showed a significant increase of 73.2 to 80.87 which revealed a notable difference within
the experimental group with higher scores (p = .01, p < 0.05). These findings collectively suggest that
EW was an effective application in increasing students' writing scores (p < .05). However, considering
the writing attitude scale scores, it can be seen that the treatment did not yield a significant improvement.
The second research question was “Does attitude towards writing differ by gender? ”. After gathering
the necessary data, students' pre-test and post-test scores were analyzed by gender and the results are
shown below as Table 3.

Table 3. Writing Scores and Attitudes by Gender

Gender
Groups Measurement Male Female p
X+sd X+sd

Pre-EW writing score 75.6+£9.71 65+11.93 01*
Control Post-EW writing score 77.6+8.14 67.6+10.82 01
Experiment Pre-EW wriﬁng score 69.43+11.15 76.5£11.03 .06
Post-EW writing score 78.14+11.57 83.25+9.24 .19
Control Pre-EW atti.tude 23+£.10 25+.12 74
Post-EW attitude 25+.13 27+.14 .62
) Pre-EW attitude 23+.11 24+.15 .81
Experiment — po¢ EW attitude 25+.12 28+.19 38

Within the control group, statistically significant differences in gender were identified in both pre and
post-test writing scores, with males outperforming females (p = .01*). However, no significant gender
differences were found in attitudes towards writing. On the contrary, in the experimental group, there
were no significant gender-based differences in pre- or post-test scores or attitudes regarding writing.
These findings suggest that the treatment did not have an effect on gender-related differences in writing
performance, particularly within the experimental group. (p>.05).
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In addition, the score and attitude improvement levels of both control and experimental group
individuals were calculated before and after the EW application. In the calculation, improvement scores
were found by subtracting pre-test attitudes from post-test success levels. High scores indicate high
progress.

Table 4. The level of improvement within groups

Measurement Group
Control Experiment p
X+sd X+tsd
Score Improvement 2.40+1.88 7.67£2.85 O1*
Attitude Improvement 26+.12 25+.13 .88

Table 4 shows a statistically significant difference in score improvement (p = .01*), which suggests that
the writing scores of the experimental group improved notably far more than that of the control group.
However, attitude improvement exhibited no significant difference within the groups. According to
these results, the experimental group showed an average improvement of 7.67+2.85, while the control
group showed an average improvement of 2.40+1.88. This indicates that the development of the
experimental group is significantly higher than the control group. This finding underlines the
effectiveness of EW practices (p = .01) in improving writing abilities. As for writing attitudes, the
participants in both the experimental and control groups did not show statistically significant changes
(p = -88), which suggests that the EW application may not be a useful strategy for enhancing writing
attitudes.

On top of that, to have a clear picture of the issue, Table 5 below shows the level of improvement by
gender.

Table 5. The level of improvement by gender

Measurement Group - Male Female p
X+sd X+sd
Writing S Control 2.00£1.73 2.60+2.01 .67
ring score Experiment 8.71+1.98 6.75+3.28 04%
. ] Control 24+.12 27+.12 .73
Writing Attitude Experiment 24+.12 26+.18 1

The examination of writing attitudes and scores for all groups and genders is presented in Table 5. The
findings presented no significant differences in the writing development levels among male and female
students in the control group (p = .67). However, in the experimental group, male participants'
development significantly outpaced that of their female counterparts, indicating that male students
benefited more from the EW practices (p = .04). Gender did not appear to have a significant effect on
the development of writing attitudes, since the levels of development for male and female students in
the control group (p = .73) and the experimental group (p =.71) were similar.

In conclusion, the results indicate that the EW practices are mostly effective in improving writing skills,
especially for the experimental group. Thus, the results of the study may assist teachers in enhancing
their students’ writings. Although it was found out that EW treatment improved writing ability, it did
not have an impact on attitude levels of the subjects. Therefore, it would not be wrong to say that
additional research is needed regarding writing attitudes.

Analysis of Learning Reflection Questions

Following the study, four learning reflection questions were administered to five students of the
experimental group. Their responses to the questions revealed that even though they mentioned some
drawbacks, most of them appreciated the study.

S1 stated that he liked the activity, and he became more self-confident while writing. On the other hand,
he stated that the activity began to make him feel monotonous. S2 claimed that she began to write quicker
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and more comfortably, but as a drawback, she found the activity boring due to its being repetitive. S3
mentioned that in addition to writing confidence developed by writing in different essay types, the
activity enlarged her vocabulary knowledge and developed her grammatical skills. S4 valued the
treatment and stated that it helped him develop his language through feedback he received. He also
added that he began to write more often.S5 claimed that she liked the activity and wished to have more
writing in various other styles. She further stated that she could observe how her writing developed in
time.

In general, the students stated that the novel writing approach was beneficial in enhancing their writing
abilities, elevating their language comprehension, and yielding diverse individual advantages like
enhanced vocabulary, precision in grammar, and self-assurance when writing. Furthermore, the students'
feedback emphasized how well the EW practice supported their language development and promoted a
positive learning environment. These findings also imply that the treatment's advantages were above
any possible disadvantages, which include occasional boredom during EW.

Analysis of Weekly Selected Topics
Following the four-week EW treatment, T-S discussion sessions, during which students were asked
about their topic preferences, was organized. Table 6 below shows the topics provided each week.

Table 6: Weekly topics.
Week 1:
e Analysis: "Why do people want to learn foreign languages?"
e Analysis: "Why do we need to respect people?"
e Analysis: "How does the internet shape the way we think?"
Week 2:
e Argumentative: "Is it ethical to replace human workers with automation?"
e Argumentative: "Is there too much focus on diets today?"
e Argumentative: "Should climate change be a governmental issue?"
Week 3:
e Effect: "What are the effects of social media on adolescent development?"
o Effect: "What are the effects of tablet use on children?"
o Effect: "What are the effects of overpopulation on the environment?"
Week 4:
e Cause: "What are the reasons for social media to be popular?"
e (Cause: "What are some of the reasons of bullying?"
e Cause: "What are the effects of the invention of the internet on technology?"

With ten students choosing it in Week 1, "How does the internet shape the way we think?" was the topic
that was mostly chosen. Due to the internet's widespread influence in today's society, this topic probably
grabbed the interest of the students. There was a moderate amount of interest in the topics "Why do
people want to learn foreign languages?" and "Why do we need to respect people?" by the two and three
selections respectively.

In Week 2, the topic "Is it ethical to replace human workers with automation?" gathered the highest
number of selections with eight students. In their essays, most probably as it is an up-to-date topic,
students mainly discussed the consequences of automation and loss of employment together with
technological advancement. The topics "Should climate change be a governmental issue?" and "Is there
too much focus on diets today?" received five and two selections respectively, suggesting varying
degrees of interest in these issues.

In Week 3, eight students chose the topic "What are the effects of overpopulation on the environment ".
It is likely that this topic captured students' attention because of the growing concerns about the effect
of rapid population growth on environment. The topics "What are the effects of social media on
adolescent development?" and "What are the effects of tablet use on children?" received four and three
selections respectively, showing a moderate level of interest in exploring the influence of technology on
the younger generation.

In Week 4, the topic "What are the reasons for social media to be popular?" was the most popular
choice, with eleven students. Students might have driven to this issue due to their familiarity with social

213



i ’ MSKU Journal of Education
L ISSN 2148-6999 Volume 11, Issue 2, (2024) November

media platforms and their eagerness to better understand it. There were four responses to the question
"What are the effects of the invention of the internet on technology?" indicating interest in discussing
the internet's effect on technology. There was a lack of interest to the topic "What are some of the reasons
of bullying?” as nobody chose it.

Analyzing the topics, it is apparent that the popularity of topics varied across the weeks. The topics
related to the impact of technology, the internet, and societal issues received higher interest, which
suggests that learners were mostly interested in technology and its various effects on people. It is a well-
known fact that learners as individuals have different interests, so what appeals one may not attract the
attention of the other. Therefore, it is important to provide a range of topics considering learner
differences if the aim is to create a more engaging learning environment.

Discussion
The focus of the current study was to figure out whether EW has an effect on learners’ attitudes and if
attitudes towards writing differ by gender. The results proved that in addition to traditional methods of
writing instruction, when they are given a chance, students can do better via EW as it enables repeated
practice.
The results of the study are beneficial in that they provide perspective to the effectiveness of EW in
enhancing learners’ writing skills. Despite the improvement in writing scores of the control group due
to ongoing writing lessons, the level of improvement was higher in the experimental group, which can
be attributed to EW treatment. In addition, the results are consistent with the previous research by Zhang
and Guo (2016) and Li et al. (2015) which also highlight the effect of EW on writing ability.
Analysis of learners' writing scores and attitudes towards writing revealed that pre-test scores in the
control group, which started at 68.53, showed a slight increase to 70.93 in the post-test; however, this
increase did not reach statistical significance (p = .18). On the other hand, there was a notable increase
in writing scores in the experimental group from 73.2 to 80.87, confirming a significant improvement
(p=.01,p<.05).
As for gender differences in attitudes and writing scores, the analysis revealed an evident
difference between the experimental and control groups. Within the control group, there were significant
differences in the pre- and post-test writing scores, with males outperforming females (p = .01%).
Nonetheless, there were no noticeable gender differences in this group's attitudes towards writing. What
is more, there were no gender-based differences in the experimental group's writing scores or attitudes.
In addition, calculating the improvement levels, a significant improvement in writing scores was
observed in the experimental group (p = .01%*), with an average improvement of 7.67+2.85 compared to
the control group's 2.40+1.88. On the other hand, neither group's attitudes regarding writing significantly
changed (p = .88). Gender specific analysis also revealed that, although there were no gender-based
differences in the improvement of writing scores for the control group, male participants in the
experimental group showed an improvement of p = .04*.
Following the study, four learning reflection questions were used to elicit reflective insights from five
participants in the experimental group. The results showed that the participants largely had positive
feelings regarding the EW intervention, noting the utility of the EW practice in boosting writing skills,
enhancing language proficiency, and providing diverse personal benefits, such as improved vocabulary,
grammar accuracy, and increased confidence in writing. Although they acknowledged the advantages,
a few participants reported experiencing times of monotony and boredom due to the practice's repetitive
nature. Notwithstanding the drawbacks, learners' opinions were mostly positive and they emphasized
the efficacy of the new writing technique in promoting language development. The comments
also highlight the potential advantages of the EW practice that make considerable contribution to
students’ language abilities and writing confidence. Analyzing student choices regarding the topics
chosen, the variation in topic popularity from week to week highlights the value of having a range of
topics that appeal to individual preferences and support a more engaging learning environment that
covers different interests, experiences, and learning styles.
One reason why EW is effective could be that it gives students the chance to write and get feedback on
their work. According to Hinkel (2004), this kind of education enables students to participate in the
writing process in a more comprehensive manner, which could aid in their development of a better
comprehension of the writing process as well as an improvement in their writing abilities. Additionally,
EW can help learners develop their vocabulary and grammar skills, as well as their ability to express
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their ideas clearly and coherently (Silva & Matsuda, 2002). In addition, by using indirect uncoded
feedback, the learners are forced to activate their previous knowledge to correct their own mistakes.
Moreover, it leads learners to collaborate while trying to figure out what their mistakes are. It is
impossible to overlook the positive effects of corrective feedback since it helps language learners
recognize their mistakes. Teachers should therefore be aware of the potential of the various forms of
corrective feedback, use them appropriately, and benefit from these tactics in raising their students’
language awareness. Additionally, students feel less restricted and may write better when given the
freedom to choose the topic they are expected to write about. This can lead to a shift in their
attitudes from negative to positive. According to Heaton and Pray (1982), when students have freedom
to select their own topics, they feel less restricted and develop more positive attitudes towards writing.
Moreover, in terms of grammar and vocabulary, learners had a chance to write without worrying about
grammar and vocabulary. This also made them aware of the joy of writing, as one of the key features of
EW is to help learners write in a way through which writers have the pleasure of writing.

In sum, all of the aforementioned outcomes demonstrate how effective EW is in improving learners
writing scores. The positive feedback from students reinforces the value of the EW practice in fostering
a positive learning experience. Furthermore, understanding individual preferences, as demonstrated by
subject choices, highlights the importance of providing a variety of learning opportunities to engage
students effectively. These findings highlight the need for specific strategies that focus on both the
cognitive and affective dimensions of language learning to ensure a comprehensive improvement in
students' overall writing experiences.

Conclusion

The results of this study reveal that the implementation of EW technique has a positive impact on
students’ writing skills despite the limitations of the study, including the small sample size, but no impact
on their attitudes towards writing. The majority of students expressed satisfaction with the writing
practice and highlighted the benefits they experienced; including improved expression of ideas,
vocabulary usage, grammar accuracy, and overall confidence in writing. These results are consistent
with previous research that emphasizes the importance of structured approaches to writing instruction
(Jones, 2018). From this perspective, EW practice is necessary for the sake of making students
accustomed to the habit of writing. As for the teachers’ role, curriculum design may be impossible, but
designing lessons accordingly is in their control, so an action plan that a teacher can take will yield more
fruitful results in the long run regarding writing achievement.

Limitations

Although the activity has been quite useful on the part of learners, there are some limitations for teachers.
First of all, it could be hard for teachers to engage students whose level is beginner or elementary.
Especially, the correct type of feedback should be considered in detail. Another one is that extensive
writing does not include assessment, but, because of school policies, teachers may have to assess
students’ papers. In addition, due to time constraints, teachers might not implement such a writing
activity fruitfully. In addition, the sample size should be considered as it may limit the generalizability
of the findings. Besides these, not checking grammar, spelling and vocabulary could lead to some
problems in terms of accuracy in the long run. The participants' opinions and experiences regarding the
new practice could be influenced by their own perceptions and expectations, which may conflict with
objective measures of improvement. More importantly, students can develop a sense of giving positive
feedback regarding the activity because they may want to meet the researcher's expectations, and as a
result, this belief may have affected learners’ answers negatively.

Implications for Teaching Writing
EW can be approved as an integrated teaching method as it fosters not only vocabulary and grammar,
but overall language proficiency as well. Unlike intensive writing, EW aims to improve writing fluency
via various topics and styles that address different learner traits. Teachers can benefit from this method
of writing instruction in their classes by integrating free writing activities into their lesson plans. When
students write without worrying about being evaluated and feel the freedom, they will become more
relaxed and engaged, and as a result, positive outcomes will emerge. As for the feedback, providing
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uncoded forms will aid their critical thinking skills and contribute to collaboration in the classroom. In
sum, it is anticipated that with the aid of EW, learners become more proficient writers and language
users.

Suggestions for Further Studies

This research study aims to contribute to further studies by providing actual implications of EW in a
tertiary level-learning environment by revealing the effects of EW on gender and attitude towards
writing. In line of this, further studies may specifically explore language aspects such as vocabulary and
grammar. In addition, it would be beneficial for all teachers and instructors to conduct similar studies
about the impacts of EW in different educational settings, with students at different levels. On top of
this, further studies may also focus on the long-term effects of EW on attitudes towards writing and
integrated with other skills, success in general language proficiency. Conducting studies on these aspects
would help us understand on a large scale how EW affects writing instruction and what innovations it
will bring about in language education.
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Arastirma Makalesi

Universite Egitiminde Kapsamh Yazma

Behget Erden !, Perihan Korkut 2

Makale Hakkinda Ozet

Mevcut ¢alisma, Kapsamli Yazma (KY) wuygulamalarimin ogrencilerin
Gonderim Tarihi: 03.08.2024  yazmaya yénelik tutumlari iizerinde bir etkisi olup olmadigini ve yazmaya
Kabul Tarihi: 22.09.2024 yonelik tutumlarmin cinsiyete gore farklilasip farklilasmadigimi bulmay
Yayin Tarihi: 23.10.2024 amaglamaktadir. Calisma, Tiirkiye'de bir devlet iiniversitesinde orta diizeyde
Ingilizce hazirlik siifinda ogrenim géren iki grup ogrenci ile yiiriitiilmiigtiir.
Calismada, veri toplama ve analiz prosediirleri icin karma yontem
arastirmalarmin agiklayici ardisik tasarimi kullamilmistir. Veri toplamak igin
dort haftalik bir arastrma ders dongiisii planlanmistir. Ogrencilerin yazili
calismalarryla birlikte bir anket ve ogrenme yansitmasorulart kullanilmistir.
Calismanin bulgular, deney grubunda yazma performansinda dikkate deger
bir iyilesme oldugunu ortaya koymugtur. Tutumlar ve yazma puanlarindaki
cinsiyet farkliliklarina gelince, kontrol grubunun test skorlarinda erkeklerin
kadinlardan daha iyi performans gosterdigi onemli farkliliklar ortaya
ctkmistir. Ancak deney grubunda, netest skorlarinda ne de yazmaya iliskin
tutumlarinda cinsiyete dayali bir fark belirtisi bulunamamistir. Ogrenme
yansitma sorulart analiz edilerek, katilimcilarin bu yeni uygulama konusunda
cogunlukla olumlu olduklari sonucuna ulasilmigtir. Bu bulgular toplu olarak,
yazma becerilerinde gozlemlenebilir kazanmimlar oldugu halde, uygulamanin
yazma becerisindeki cinsiyete bagl farkliiklar iizerinde bir etkisinin
olmadigimigostermektedir.

Anahtar Kelimeler
ikinci Dilde Yazma
Kapsamli Yazma
Yazma Tutumu
Cinsiyet

Yazma

Atficin Erden, B. ve Korkut, P. (2024). Universite Egitiminde Kapsamli Yazma. MSKU
Egitim Fakiiltesi Dergisi, 11(2),207-228. DOI: 10.21666/muefd.1509720.

Ingilizceyi ileri yeterlilik seviyelerinde 6grenmek, iiniversitelerin ¢ogunda Ingilizcenin egitim dili
olmasindan dolay1 gerekli hale gelmistir. Egitimin son asamasi olmasi nedeniyle, iniversite
Ogrencilerinin yazma becerilerini artirabilecekleri baska bir ortam daha olmayacaktir. Raimes'in (2002)
belirttigi gibi, ikinci dilde yazmanin bariz faydalarindan biri, 6grencileri diisiinmeye tesvik ederek
elestirel diistinme becerilerini gelistirmesidir. Zemelman, Daniels ve Hyde (1998), ikinci dilde yazmanin
diger becerilerin ve konularin edinimini artirabilecegini belirtmektedir. Ayrica, bireylerin diisiincelerini
organize etmelerine ve dzetleme, analiz etme ve gdzden gecirme kapasitelerini gelistirmelerine yardime1
olabilir ve bu da gelismis dil kullanimiyla sonuglanir. Graham ve Perin'e (2007) gore, okudugunu
anlama ile, yazma yeterliligi akademik basarinin bir igaretidir ve yasamin her alaninda temel bir beceri
olarak goriilmektedir. Ancak Tiirkiye’de iiniversite oncesi donemde edinilmesi en zor beceri olarak
algilanan bu degerli beceriye yeterli onem verilmemektedir (Cakir, 2010).

Son on yillarda, yabanc dil 6grencilerinin yazma becerilerinin gelistirilmesinin vurgulanmasi gerektigi
One siiriilmektedir. Haneda'ya (2007) gore bunun nedeni, iiniversitelerdeki yabanci dil boliimlerinin
okuma ve konusma becerilerine Oncelik vermesi, yazmanin dil gelisimindeki roliinii goz ardi
etmeleridir. Bu noktada, cesitli konularda serbest yazma etkinlikleri yiiriitmeyi iceren kapsamli
yazmanin (KY), Ogrencilerin yazmaya yonelik tutumlarini etkileyebilecegi ve yazma notlarm
iyilestirebilecegi Ongdriilmektedir. Caligmanin iki temel kaygist vardir. Birincisi, KYnin 6grencilerin
yazmaya yonelik tutumlar tizerinde bir etkisi olup olmadigini anlamak, ikincisi ise Ogrencilerin
yazmaya yonelik tutumlan agisindan cinsiyet farkliliklar1 olup olmadigim kesfetmektir. KY yoluyla
Ogretimin, Ogrencileri daha etkili yazarlar haline getirecegine ve mevcut tutumlarini olumlu yonde
etkileyecegine inanilmaktadir. Calismanin sonug¢lart hem kamu hem de 6zel kurumlarda calisan

! Gebze Teknik Universitesi — berden@gtu.edu.tr — ORCID: 0000-0003-4339-2385
2 Dog. Dr., Mugla Sitki1 Kogman Universitesi — pkocaman@mu.edu.tr — ORCID: 0000-0002-5037-0267
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Ingilizce 6gretmenleri ve egitmenleri igin yararli olmasi beklenmektedir. Sonug olarak, galismanin
sonuglarindan yararlanabilir ve derslerini ¢aligmanin sonuglarina gore revize edebilirler.

Kuramsal Cerceve

Ikinci Dilde Yazma

Ikinci dilde yazma, bir iletisim arac1 oldugu icin ¢ok fazla ilgi cekmistir. Bu bakis agisin1 destekleyen
Leki (2001), Ingilizcenin Ingilizce konusulmayan iilkelerde bile, ozellikle profesyonel yazma
baglamlarinda 6nem kazandigini ileri siirmektedir. Rao (2007), ikinci dilde yazmanin biligsel faydalarim
vurgulayarak, oOgrencilerin fikir tretirken ve Ozetlerken diisiinme becerilerini gelistirdigini ileri
stirmektedir. Ancak, zorluk, 6grencilerin yazma becerilerini dnemli 6lgiide etkileyen ikinci dildeki genel
yetkinlikleri dikkate alindiginda ortaya ¢ikmaktadir. Silva (1993), yabanc dil 6grencilerinin genellikle
dil bilgisi ve sozciik dagarcigindaki eksiklikler nedeniyle uygun metinler liretmekte zorlandiklarini
belirtmektedir. Weigle (2002), etkili yazmanin temel dil bilgisi ve kelime dagarcigi becerilerinin
edinilmesine bagli oldugunu belirterek bu bakis agisim1 desteklemektedir.

Bir¢ok bilim insani, yiiksekdgretimde yabanci dil dgrencilerinin yazma becerilerinin gelistirilmesi
gerektigini ileri siirmiistiir. Haneda (2007), bunu iiniversite yabanci dil programlarinin dil 6gretiminde
yazmaya kiyasla okudugunu anlama ve konugma yeterliligine daha fazla 6nem vermesine baglamistir.
Ancak, iretken bir beceri olarak yazma, ikinci bir dil 6grenirken kisinin dil becerilerini gelistirmek i¢in
son derece onemlidir. Bu baglamda, iiniversitelerdeki akademik boliimler miifredatlarini daha fazla
yazma c¢alismas1t igerecek sekilde gilincelleyebilmislerdir. Heilenman'a (1991) gore, iiniversite
programlarina ikinci dilde yazmanin dahil edilmesi, 6grencilerin herhangi bir dildeki yeterliligini
gelistirmelidir. Bagka bir deyisle, ikinci dilde yazanlarin kendi 6grenme deneyimleri hakkinda diisiiniip
bunlar1 yansitabilmek icin biligsel ve iist dilbilimsel farkindalik diizeylerini artirabilmeleri gerekir.
Bunun 15181nda, mevcut miifredatlarin ikinci dilde yazmanin bu 6zelligini de icermesi gerekmektedir.

Kapsamh Yazma

Elbow (1998) tarafindan tanimlanan serbest yazma, yazarin yazmaya basladigi ve diisiincelerini
kaydetmek ve fikir liretmek i¢in yazmaya devam ettigi resmi olmayan bir yazma tarzidir. Elbow (1998),
diizenli serbest yazma alistirmalar1 yapmanin yazmay1 gelistirmek i¢in en yararli yaklasim oldugunu
diistinmektedir. Ancak, kapsamli yazma, ikinci veya yabanci dil egitiminde her zaman vurgulanmadigi
icin 6nceki arastirmalarda kesin bir sekilde tanimlanmamigtir. Sun'in (2010) tanimini bir rehber olarak
kullanarak, kapsamli yazma, ¢ok cesitli konularda yazmak, bi¢imden ziyade fikirlerin sunumunu
vurgulamak ve Ogrencilerin bigime veya stile karar verme tercihlerine saygi gostermek olarak
tanimlanabilir. Kapsamli okumada oldugu gibi, yabanci dil 6grencilerinin odagi kapsamli yazmada
akiciliga yoneliktir. Yabanci dil olarak Ingilizce baglaminda kapsamli yazma, &grencilere dil
becerilerini gergek diinya ortamlarinda uygulama sansi verir, bu nedenle bu iki kavram birbirinin yerine
kullanilabilir.

Faydalar1 agik olsa da kapsamli yazmanin bazi dezavantajlar1 vardir. Brown'a (2004) gore, yazili igerik
olusturmak orgiitsel kaliplar takip etmeyi ve iyi organize edilmis diislincelere sahip olmay1 gerektirir.
Harmer (2004), yazmanin dil gelisimini destekleyen dogru dil kullanimim gerektirdigini ve 6grencilerin
yazarken ¢6ziim bulmakta zorlandigini belirterek Brown'1 destekler. Ayrica Piltch (1979), yazmanin
ancak 6grencilerin KY ortamlarinda énemli goriilmeyen diizenleme ve yeniden yazma asamalarindan
tam olarak yararlanmalar1 durumunda degerli kabul edilebilecegini iddia eder. Dahasi, Bonzo (2008),
Ogrencilerin serbest yazilariin tiretimlerini etkileyebilecegini, ancak 6gretmen geri bildirimleriyle ele
alinmadig takdirde kalic1 dil bilgisi hatalarinin gelecekteki yazilar1 engelleyebilecegini belirtir.

Yazma Tutumlar:

Ogrenciler igin yazma siklikla zor bir beceri olarak goriiliir. Ogretmenler dgrencilerin yazma becerilerini
gelistirmelerine yardimci olmak icin 6grencilerin yazarken 6grenebilecekleri ve uygulayabilecekleri bir
dizi strateji kullanir. Bu baglamda, tutum Ogrencilerin okuryazarlik 6greniminde hayati bir rol
oynadigindan, 6gretmenlere §grencilerin yazmaya yonelik tutumlarini daha iyi anlamalari 6nerilir. Unal
& Iseri (2012) tarafindan vurgulandigi gibi, okuma ve yazma becerilerini dogrudan etkileyen en belirgin
faktor, 6grencilerin bu becerilere yonelik tutumudur. Bu durum, olumlu tutumlan tesvik etmek ve
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dolayistyla genel egitim siirecini iyilestirmek i¢in uygun egitim ortamlar1 yaratmanin zorunlu oldugu
fikrinin ortaya ¢ikmasina neden olmustur.

Tutum ve yazma basarisi arasindaki dogrudan iliskiyi gosteren caligmalar mevcuttur. Sarkhoush (2013)
yaptig1 bir calismada, olumlu tutumlara sahip 6grencilerin, tutumlar1 daha diisiik olanlara kiyasla yazma
gorevlerinde 6nemli dlcilide daha iyi performans gosterdigini bulmustur. Harris vd. (1998) belirttigi gibi,
yazarken yaganan sorunlari tespit etmek i¢in, 6grencinin tutumlarini, duygularini ve endiselerini dikkate
almak gerekir. Daha sonra, bu beceriyle ilgili sorunlarin nedenlerine dair net bir vizyona sahip olmak
miimkiindiir. Buna paralel olarak, Buhrke, Henkels, Klene ve Pfister (2002), 6grencilerinin yazma
yeteneklerini ve tutumlarii gelistirmenin yollarini bulma amaciyla bir aragtirma ¢alismasi yiiriitmiistir.
Sonuglar, 6grencilerin siire¢ yazma yoluyla benzer bir gelisme gosterdigini ortaya koymustur. Ek olarak,
bagka bir calismada, Paker ve FErarslan (2015), 6grencilerin yazma tutumlariin bu becerideki
yeteneklerini dogrudan etkiledigi sonucuna varmistir.

Ote yandan, tutumun statik kalmamas, ancak siire¢ yoluyla degistirilebilmesi anlasilabilir bir durumdur;
bu nedenle, tutumu ve dgrencilerin yazar olarak gelisimi tizerindeki etkisini anlamak, yazma egitimine
liderlik ederken onemlidir. Ogretmenler bunu kesfettiklerinde, dgretim uygulamalar1 olumlu ydnde
etkilenecektir.

Cinsiyet ve Yazma

Dil hakkinda en 6nemli seylerden biri, erkeklerin ve kadinlarin dili farkli sekillerde kullanmasidir.
Cinsiyet farkliliklar1 nedeniyle farkli diisliniirler, bu nedenle dilleri farkli {retirler. Bu iddiay1
desteklemek i¢in Soori ve Zamani (2012), dil ve cinsiyet arasindaki baglantiy1 daha kapsamli bir sekilde
anlamak i¢in cinsiyetler arasindaki farkliliklarin yazma yoluyla tespit edilebilecegini belirtmistir.
Sunderland (2000), dil egitimindeki cinsiyet farkliliklar1 iizerine ¢esitli caligsmalar1 sentezlerken yazma
tizerine yalnizca birkag ¢alisma bulmustur. Bu, konugma becerisinin dil becerisini degerlendirmek igin
siklikla kullanilmasiyla agiklanabilir; ancak yine de yazmanin degerini gérmezden gelmek icin bir
bahane olamaz.

Literatiirde (Camarata ve Woodcock, 2006; Gibb, Fergusson ve Horwood, 2008) kizlarin akademik
basarida erkeklerden daha basarili olduguna dair kanitlar artmaktadir. Daha spesifik olarak, Peterson
(2000) kizlarin yazilarmin daha ayrintili ve yazim kurallarina uygun olmasmin yam sira erkek
yazilarindan daha {istiin oldugunu bulmustur. Kamari vd. (2012) tarafindan yiiriitiilen farkli bir
caligmada, bulgular erkek Ogrencilerin daha iyi fikir yazis1 yazarken, kiz 0grencilerin ise daha iyi
betimleyici yazi yazarlar1 oldugunu gostermistir. Konuyu kapsaml bir sekilde ele almak gerekirse,
Ogretmenler Ogrencilerinin benzersiz Ozelliklerinin farkinda olmalilar ve 6zellikle 6grenci merkezli
Ogretimin egitimin ger¢ek odak noktasi olmasi nedeniyle, 6gretimlerini 6grencilerinin ihtiyaclarim
karsilayacak sekilde uyarlayabilmelidirler. Ogrencilerin &zellikleri ve yetenekleriyle baglantili
alanlardan biri, cinsiyetin kazanimlar {izerindeki etkisi, 6zellikle yazma yetenegi, olabilir.

Bu calisma, kapsamli yaz1 lizerine mevcut arastirma eksikligini gidermeyi amaglamaktadir. Ayrica,
kapsaml1 yaz1 kullanimina dair mevcut tartismalarin kapsamim genisleterek ikinci dil arastirmalarina da
katkida bulunacaktir. Kapsamli yazi stratejilerinin uygulamasia gercek diinya baglami saglayarak,
benzer c¢aligmalan yiiriitecek egitimciler ve kurumlar i¢in i¢goriiler ve pratik Oneriler sunmay1
hedeflemektedir. Bu dogrultuda, ¢alismay1 yonlendiren arastirma sorulari sunlardir:

1. Kapsamli yazmanin 6grencilerin tutumlari tizerinde bir etkisi var midir?

2. Yazmaya kars1 tutum cinsiyete gore farklilik gdsterir mi?

Yontem
Arastirma Modeli
Calisma 6ncesinde Mugla Sitki Kogman Universitesi Sosyal ve Beseri Bilimler Etik Kurulu'ndan
15.02.2023 tarih, 230014 protokol numarasi ve 27 karar numarasi ile etik onay1 alindi. Tiim katilimcilar
goniilliiliik esasima gore bu ¢alismaya katildi ve kimlikleri gizli tutuldu.
Mevcut ¢alismada, veri toplama ve analiz prosediirleri i¢in karma yontemler arastirmasinin agiklayict
ardigik tasarimi kullanilmistir. Creswell ve Clark'in (2017) belirttigi gibi, bu tiir bir tasarim, incelenen
fenomenin daha kapsamli bir sekilde anlagilmasini saglayabilir. Ayrica, ¢calisma, katilimeilarin
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erigilebilirlik ve uygunluklarina gore secildigi kolaylik drnekleme yontemini kullanmaktadir (Creswell
2014).

Ortam ve Katimcilar

Calisma Tiirkiye'deki bir devlet iiniversitesinde yiiriitiilmiistiir ve yabanci diller boliimii dgrencileri
hedef kitledir. Katilimcilar, 15'1 deney grubu ve diger 15'i kontrol grubu olarak atanan 30 dgrenciden
olusan iki orta smifin Ogrencileridir. Gruplardaki cinsiyet dagilimindaki fark ki-kare testi ile
hesaplanmistir. Her iki gruptaki cinsiyet dagilimlarinin benzer oldugu goriilmiistiir.

Tablo 1. Gruplar arasi cinsiyet dagilimi

Cinsiyet Crup P
Kontrol Deney
n 5 7
Erkek % 41.7% 58.3%
- 0 3 0.47
Kadin % 55.6% 44.4%

Veri Toplama Araclar

Calismada, 6grencilerin yazma ¢aligmalar1 asil veri kaynagi olarak kullanilmistir. Bunlarla birlikte
Erdogan (2013) tarafindan gelistirilen 18 maddeden olusan Likert 6l¢ekli anketten de yararlanilmistir.
Aracm Cronbach Alpha giivenirlik katsayis1 .92 olarak hesaplanmistir. Anket ilk olarak 6grencilerin
yazma tutumlarmi kesfetmek amaciyla on test olarak uygulanmig, dort haftalik ¢alismanin sonunda
katilimcilarin  tutumlarimda KY uygulamasindan sonra herhangi bir degisiklik olup olmadigim
belirlemek amaciyla bir kez daha uygulanmistir. Caligmanin nitel kisminda ise daha derinlemesine veri
toplamak amaciyla 6grenme yansitma sorular1 uygulanmistir.

Veri Toplama Prosediirii

Calisma 2022-2023 egitim Ogretim yili bahar doneminde yiiriitiilmiistiir. Veri toplamak amaciyla dort
haftalik bir arastirma ders dongiisii planlanmistir. Dersin baslangic agsamasinda, daha 6nce de belirtildigi
gibi, her iki simifta da bir yazma tutumu anketi uygulanmis ve ardindan deney grubu katilimeilarindan
verilen {i¢ konu arasindan bir konu segmeleri ve 6n test puanlarin belirlenebilmesi i¢in bir diislince yazisi
yazmalar istenmistir. Giivenilir veriler elde etmek amaciyla 6grencilerden analiz, tartigmaci, etki ve
neden olmak iizere dort farkli tiirde kompozisyon yazmalari istenmistir. Ogrenciler daha énce KY
etkinliklerine katilmadiklar i¢in, her hafta yazilar i¢in fikir liretmek amaciyla sinifta bazi 6rek beyin
firtmasi etkinliklerine katilmiglardir. Bu, onlarin daha kolay yazmalarina yardimci olmustur. Her ne
kadar kapsamli yazmada degerlendirme olmasa da, gelisimsel siireci ayrintili olarak takip edebilmek
icin siire¢ boyunca geri bildirim saglanmistir. Dordiincti haftanin sonunda, 6grenen tutumlarinda
herhangi bir degisiklik olup olmadigim anlamak i¢in ilgili anket yeniden uygulanmigtir. Bunu takiben,
deney grubundaki 6grencilere tekrar bir dizi konu verilmis ve son test puanlarini toplamak amaciyla bir
diisiince yazisi yazmalar istenmigtir. Caligmadan sonra, deney grubundan bes Ogrenci secilmis ve
uygulama ile ilgili 6grenme yansitma sorularina yanit vermeleri istenmistir.

Veri Analiz Prosediirii

Ogrencilerin kagitlar, degerlendiriciler arasi giivenilirlik kriterlerini karsilamak icin iki 6gretim
gorevlisi tarafindan degerlendirilmistir. Ikinci degerlendiren olarak, gesitli yiiksekdgretim kurumlarinda
on yildan fazla 6gretim deneyimine sahip bir meslektastan yardim istenmis ve bu kisi arastirmaciya eslik
etmigtir. Katilimcilarin yazma puanlariyla birlikte, 0grencilerin yazili ¢alismalarindan ve tutum
anketinden toplanan veriler de bir sonuca varmak i¢in analiz edilmistir. Caligmanin nitel kismi iginse
O0grenme yansitma sorulari kullanilmig ve toplanan veriler bu dogrultuda analiz edilmistir.

Diisiince yazisiyla baglamak suretiyle ve sonraki yazma oturumlarinda 6grencilerin yazili ¢iktilar iki
Ogretmen tarafindan degerlendirilmis ve kriterlerin giivenilirligi Cohen Kappa (x: .742) tarafindan
karsilanmistir. Ayrica, makaleler degerlendirilirken, nesnelligi saglamak i¢in ayn1 kurumda kullanilan
giivenilir ve gecerli bir degerlendirme 6lgegi kullanilmigtir. Buna ek olarak ankete verilen yanitlar SPSS
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25.0 araciligiyla istatistiksel olarak analiz edilmistir. Tanimlayici istatistikler, siirekli degiskenler i¢in
ortalama + standart sapma degerleri olarak gosterilmistir.

Verilerin normallik 6lgiitlerini karsilayip karsilamadigini bulmak i¢in Kolmogorov-Smirnov testi
kullanilmistir. Calismada oOlgiilen verilerin normal dagilima uymamasi (p=.01) ve grup sayisinin
n=30’un altinda olmas1 nedeniyle parametrik olmayan yontemler kullanilmigtir. Ayrica gruplar arasi
karsilagtirmalar icin Mann Whitney U testi uygulanmistir. Gruplar igindeki 6n test ve son test tutum
diizeylerini belirlemek icin Wilcoxon Isaret Testi analizi kullanilmistir. Calismada kritik karar verme
degeri olarak p<.05 kabul edilmistir. Bunlara ek olarak &grencilerin yansitma sorularina verdikleri
yanitlar da uygulamanin onlar1 nasil etkiledigini gosterebilmek amaciyla analiz edilmistir.

Bulgular
Ik arastirma sorusu “Kapsamli yazmanin dgrencilerin tutumlar {izerinde bir etkisi var mi?” seklinde
idi. Sonuca ulagmak i¢in 6grencilerin On test ve son test puanlar analiz edilmis ve bulgular asagida
Tablo 2'de gosterilmistir.

Tablo 2: Gruplar icindeki yazma puanlari ve tutumlar

Grup
Olgiim Kontrol Deney p
X+ss Xtss
On-KY Yazma Puani 68.53+12.05 73.2+11.29 18
Son-KY Yazma Puam 70.93+10.87 80.87+10.34 O1*
On-KY Tutum 2.79+.79 2.85+.93 32
Son-KY Tutum 3.06+.69 3.11+.73 29

Kontrol grubunda 6n test puanlar1 baglangicta 68.53 iken son testte 70.93'e hafif bir artig gostermis,
ancak bu artis istatistiksel olarak anlamli bulunmamistir (p=.18). Deney grubunda ise yazma puanlari
73.2'den 80.87'ye anlaml1 bir artig gdstermis ve daha yiiksek puanlara sahip deney grubu i¢inde belirgin
bir fark ortaya ¢ikmistir (p=.01, p<.05). Bu bulgular toplu olarak K'Y'nin 6grencilerin yazma puanlarim
artirmada etkili bir uygulama oldugunu gostermektedir (p<.05). Ancak yazma tutumu 6lgek puanlart
dikkate alindiginda, uygulamanin anlamli bir iyilesme saglamadig gortilmektedir.

Ikinci aragtirma sorusu "Yazmaya yonelik tutum cinsiyete gore farklilik gdsteriyor mu?" idi. Gerekli
veriler toplandiktan sonra Ogrencilerin 6n test ve son test puanlar cinsiyete gore analiz edilmis ve

sonuglar asagida Tablo 3'te gosterilmistir.

Tablo 3. Cinsiyete gdre yazma puanlari ve tutumlar

Cinsiyet
Grup Olgiim Erkek Kadin p
X+ss X+ss

Kontrol On-KY Yazma Puani 75.619.71 65+£11.93 01*
Son-KY Yazma Puani 77.6+8.14 67.6+10.82 01*

Deney On-KY Yazma Puani 69.43+11.15 76.5+11.03 .06

Son-KY Yazma Puani 78.14+11.57 83.25+9.24 .19

Kontrol On-KY Tutum 23+.10 25+.12 74

Son-KY Tutum 25+.13 27+.14 .62

Deney On-KY Tutum 23+.11 24+.15 .81

Son-KY Tutum 25+.12 28+.19 38

Kontrol grubunda hem 6n hem de son test yazma puanlarinda cinsiyete gore istatistiksel olarak anlaml
farkliliklar belirlenmis ve erkeklerin kadinlardan daha iyi performans gosterdigi ortaya ¢ikmistir
(p=.01%). Ancak, yazmaya yonelik tutumlarda anlamh cinsiyet farkliliklar1 bulunamamistir. Deney
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grubunda, 6n veya son test puanlarinda veya yazmaya yonelik tutumlarda anlamli cinsiyete dayali
farkliliklar bulunamamigtir. Bu  bulgular, uygulamanin 6zellikle deney grubunda, yazma
performansindaki cinsiyete bagl farkliliklar tizerinde bir etkisi olmadigin1 gostermektedir. (p > .05).
Ayrica hem kontrol hem de deney grubu bireylerinin KY uygulamas1 dncesi ve sonrasi puan ve tutum
gelisim diizeyleri hesaplanmistir. Hesaplamada, gelisim puanlari, test Oncesi tutumlar test sonrasi bagari
diizeylerinden ¢ikarilarak bulunmustur. Yiiksek puanlar yiiksek gelisimi gostermektedir.

Tablo 4: Gruplar icindeki gelisme diizeyi.

Grup
Olgiim Kontrol Deney P
X+ss Xtss
Puan Gelisimi 2.40+1.88 7.67+2.85 01*
Tutum Gelisimi 26+.12 25+.13 .88

Tablo 4 puan gelisiminde istatistiksel olarak anlaml bir fark gostermektedir (p =.01*), bu da deney
grubunun yazma puanlarinin kontrol grubundan belirgin sekilde daha fazla gelistigini gostermektedir.
Ancak tutum gelisimi gruplar arasinda anlamli bir fark gostermemistir. Bu sonuglara gére deney grubu
ortalama 7.67+2.85 gelisme gosterirken, kontrol grubu ortalama 2.40+1.88 gelisme gostermistir. Bu da
deney grubunun gelisiminin kontrol grubundan anlamli derecede daha yiiksek oldugunu gostermektedir.
Bu bulgu, KY uygulamalarinin yazma becerilerini gelistirmede etkili oldugunu (p=.01)
vurgulamaktadir. Yazma tutumlarma gelindiginde hem deney hem de kontrol grubundaki katilimeilar
istatistiksel olarak anlamli degisiklikler gdstermemistir (p=.88), bu da KY uygulamasinin yazma
tutumlarini gelistirmek i¢in yararh bir strateji olmayabilecegini diisiindiirmektedir.

Bunun yani sira konuya iliskin daha net bir resim elde etmek i¢in asagidaki Tablo 5’te cinsiyete gore
gelisim diizeyleri gosterilmektedir.

Tablo 5. Cinsiyete gore gelisim diizeyi

Olgiim Grup Erkek Kadin p
Xs.s. Xs.s.
Kontrol 2.00£1.73 2.60+2.01 .67
Yazma Puam Deney 8.71%1.98 6.7543.28 04
Kontrol 24+.12 27+.12 73
Yazma Tutumu Deney 2412 2618 2

Tiim gruplar ve cinsiyetler i¢in yazma tutumlar1 ve puanlarinin incelenmesi Tablo 5'te sunulmustur.
Bulgular, kontrol grubundaki erkek ve kiz dgrenciler arasinda yazma gelisimi diizeylerinde anlaml bir
fark gostermemistir (p = .67). Ancak, deney grubunda, erkek katilimeilarin gelisimi, kiz katilimcilarin
gelisimini 6nemli 6l¢lide geride birakmistir ve bu, erkek dgrencilerin KY uygulamalarindan daha fazla
yararlandigin1 gostermektedir (p = .04). Cinsiyetin, yazma tutumlariin gelisimi {izerinde anlaml1 bir
etkisi olmadig1 goriilmektedir, ¢linkii kontrol grubundaki (p =.73) ve deney grubundaki (p =.71) erkek
ve kiz 6grencilerin gelisim diizeyleri benzerdir.

Sonug olarak, sonuglar EW uygulamalarinin 6zellikle deney grubu i¢in yazma becerilerini gelistirmede
cogunlukla etkili oldugunu gostermektedir. Bu nedenle, calismanin sonuglart Ogretmenlerin
Ogrencilerinin yazilarin1 gelistirmelerine yardimer olabilir. EW uygulamasinin yazma becerisini
gelistirdigi bulunmus olsa da deneklerin tutum diizeyleri {izerinde bir etkisi olmamistir. Bu nedenle,
yazma tutumlar1 konusunda ek arastirmalara ihtiya¢ oldugunu sdylemek yanlis olmayacaktir.

Ogrenme Yansitma Sorularimin Analizi

Caligmanin ardindan, deney grubundaki bes Ogrenciye dort 6grenme yansitma sorusu yoneltildi.
Sorulara verdikleri yanitlar, baz1 dezavantajlardan bahsetmelerine ragmen ¢ogunun caligmay1 takdir
ettigini ortaya koymustur.
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01, etkinligi begendigini ve yazarken daha dzgiivenli hale geldigini belirtti. Ote yandan, etkinligin
kendisini monoton hissettirmeye basladigin1 belirtti. 02, daha izl ve daha rahat yazmaya basladigin
ancak bir dezavantaj olarak, tekrarlayici olmasi nedeniyle etkinligi sikici buldugunu iddia etti. O3, farkl
kompozisyon tiirlerinde yazmanin yazma Ozgiivenini gelistirmesinin yani sira, etkinligin kelime
dagarcigim genislettigini ve dil bilgisi becerilerini gelistirdigini belirtti. O4, uygulamay: degerli
buldugunu ve aldig1 geri bildirimlerin dil becerisinin gelismesine yardime1 oldugunu belirtti. Ayrica
daha stk yazmaya basladigini da sdzlerine ekledi. O3, etkinligi begendigini ve diger tiirlerde daha fazla
yaz1 yazmak istedigini ifade etti. Ayrica yazisinin zamanla nasil gelistigini gozlemleyebildigini belirtti.
Genel olarak, 6grenciler bu yeni yazma yaklasiminin yazma becerilerini gelistirmesi, dil anlayislarim
yiikseltmesi ve gelismis kelime dagarcigi, dogru dilbilgisi ve 6z giivenli yazma gibi ¢esitli bireysel
avantajlar saglamas1 bakimindan yararli oldugunu belirtmislerdir. Dahasi, &grenciler geri
bildirimlerinde KY uygulamasinin dil gelisimlerini ne kadar destekledigini ve olumlu bir 6grenme
ortamini ne kadar tesvik ettigini vurgulamislardir. Bu bulgular ayrica uygulamanin avantajlarinin KY
esnasinda ara sira sikilma gibi olas1 dezavantajlarinin tizerinde oldugunu gostermektedir.

Haftalik Secilen Konularin Analizi
Dort haftalik KY uygulamasinin ardindan, 6grencilere konu tercihlerinin soruldugu 6gretmen-6grenci
tartisma oturumlar diizenlendi. Asagidaki Tablo 6 her hafta verilen konular1 gostermektedir.

Tablo 6. Haftalik konular.
Hafta 1:
e Analiz: "Insanlar neden yabanci dil 6grenmek isterler?"
e Analiz: "1nsanlara neden saygi duymaliy1z?"
e Analiz: "Internet diisiinme bi¢cimimizi nasil sekillendiriyor?"
Hafta 2:
e Tartismact: "Insan iscileri otomasyonla degistirmek etik midir?"
e Tartigmact: "Giiniimiizde diyetlere ¢ok fazla mi odaklaniliyor?"
e Tartigmaci: "lklim degisikligi bir hiikiimet meselesi mi olmal1?"
Hafta 3:
o Etki: "Sosyal medyanin ergen gelisimi tizerindeki etkileri nelerdir?"
e Etki: "Tablet kullaniminin ¢ocuklar iizerindeki etkileri nelerdir?"
e Etki: "Asir1 niifusun ¢evre iizerindeki etkileri nelerdir?"
Hafta 4:
e+ Neden: "Sosyal medyanin popiiler olmasinin nedenleri nelerdir?"
e <+ Neden: "Zorbaligin nedenleri nelerdir?"
e+ Neden: "Internetin icadmin teknoloji lizerindeki etkileri nelerdir?"

Birinci haftada on dgrencinin sectigi "Internet diisiinme bicimimizi nasil sekillendiriyor?" konusu en
cok secilen konu olmustur. Muhtemelen internetin giiniimiiz toplumundaki yaygin etkisi nedeniyle, bu
konu dgrencilerin ilgisini gekmistir. "Insanlar neden yabanci dil 6grenmek ister?" ve "Insanlara neden
saygt duymaliy1z?" konularinda ise sirasiyla iki ve {i¢ se¢im ile orta diizeyde ilgi ortaya ¢ikmustir.
Ikinci haftada, "Insan isgileri otomasyonla degistirmek etik midir?" konusu sekiz dgrenciyle en fazla
segilen konu olmustur. Ogrenciler, biiyiik ihtimalle giincel bir konu oldugu igin, yazilarinda gogunlukla
otomasyonun sonuglarmi ve teknolojik ilerlemeyle birlikte is kaybini tartismislardir. "Tklim degisikligi
bir hiikiimet meselesi mi olmali?" ve "Glinlimiizde diyetlere ¢cok fazla m1 odaklaniliyor?" konular
sirastyla bes ve iki 6grenci tarafindan segilmistir ve bu da bu konulara olan ilginin farkli derecelerde
oldugunu gostermektedir.

Ucgiincii haftada, sekiz 6grenci "Asir1 niifusun cevre iizerindeki etkileri nelerdir" konusunu se¢mistir. Bu
konunun, hizli niifus artisinin gevre iizerindeki etkisine dair artan endiseler nedeniyle 6grencilerin
dikkatini cekmis olmas1 muhtemeldir. "Sosyal medyanin ergen gelisimi iizerindeki etkileri nelerdir?" ve
"Tablet kullaniminin ¢ocuklar tizerindeki etkileri nelerdir?" konulari sirastyla dort ve ii¢ secim almigtir
ve bu da teknolojinin geng nesil iizerindeki etkisini kesfetmeye yonelik orta diizeyde bir ilgi oldugunu
gostermektedir.

Dordiincii haftada, "Sosyal medyanin popiiler olmasinin nedenleri nelerdir?" konusu, on bir 6grenciyle
en popiiler se¢im olmustur. Ogrenciler, sosyal medya platformlarina aginaliklar1 ve bunu daha iyi anlama
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istekleri nedeniyle bu konuya yonelmis olabilirler. "Internetin icadinin teknoloji iizerindeki etkileri
nelerdir?" sorusuna, internetin teknoloji lizerindeki etkisini tartismaya ilgi duyduklarini gosteren dort
secim yapilmistir. "Zorbaligin bazi nedenleri nelerdir?" konusuna kimsenin ilgisini ¢ekmedigi i¢in bu
konuyu secen olmamustir.

Konular1 analiz ettigimizde, konularin popiilerliginin haftalara gore degistigi agiktir. Teknolojinin etkisi,
internet ve toplumsal sorunlarla ilgili konular daha fazla ilgi ¢ekmistir, bu da 6grencilerin ¢cogunlukla
teknoloji ve insanlar iizerindeki gesitli etkileriyle ilgilendiklerini gdstermektedir. Ogrencilerin bireyler
olarak farkli ilgi alanlarma sahip oldugu bilinen bir gercektir, dolayisiyla birine hitap eden sey digerinin
dikkatini ¢ekmeyebilir. Bu nedenle, daha ilgi ¢ekici bir 6grenme ortami yaratmak amaclaniyorsa,
ogrenci farkliliklarii géz 6niinde bulundurarak bir dizi konu sunmak énemlidir.

Tartisma
Mevcut calismanin odak noktasi, KY nin 6grencilerin tutumlar {izerinde bir etkisi olup olmadigini ve
yazmaya yonelik tutumlarin cinsiyete gore farklilik gosterip gostermedigini anlamaktir. Sonugclar,
geleneksel yazma 6gretim yontemlerine ek olarak, dgrencilere sans verildiginde, tekrarlanan pratige
olanak tan1dig1 i¢in KY yoluyla daha iyi sonuglar elde edilebilecegini kanitlamaktadir.
Caligmanin sonuglari, 6grencilerin yazma becerilerini gelistirmede KY nin etkililigine dair bir bakig
acis1 saglamasi bakimindan faydalidir. Devam eden yazma dersleri nedeniyle kontrol grubunun yazma
puanlarinda iyilesme olmasina ragmen, deneysel gruptaki iyilesme diizeyi daha yiiksek bulunmustur ve
bu KY uygulamasina atfedilebilir. Ayrica, sonuglar Zhang ve Guo (2016) ve Li vd. (2015) tarafindan
yapilan ve K'Y nin yazma becerisi iizerindeki etkisini vurgulayan 6nceki aragtirmalarla da tutarhidir.
Ogrencilerin yazma puanlart ve yazmaya yonelik tutumlarinin analizi, kontrol grubunda on test
puanlarinin 68,53'ten baslayarak son testte 70,93'e hafif bir artig gosterdigini; ancak bu artigin
istatistiksel olarak anlaml1 olmadigin1 (p = .18) ortaya koymustur. Ote yandan, deney grubunda yazma
puanlarinda 73.2'den 80.87'ye belirgin bir artig olmus ve anlamli bir iyilesmeyi dogrulamistir (p = .01,
p <.05).
Tutum ve yazma puanlarindaki cinsiyet farkliliklarina gelince, yapilan analiz deney ve kontrol gruplar
arasinda belirgin bir fark oldugunu ortaya koymustur. Kontrol grubunda, 6n test ve son test yazma
puanlarinda anlaml farkliliklar oldugu ortaya ¢ikmis ve erkeklerin kadinlardan daha iyi performans
gosterdikleri bulunmustur (p = .01%*). Bununla birlikte, bu grubun yazmaya yonelik tutumlarinda gozle
goriiliir bir cinsiyet farki olugsmamistir. Dahasi, deney grubunun yazma puanlarinda veya tutumlarinda
cinsiyete dayali bir fark bulunamamistir. Ayrica, gelisme diizeyleri hesaplandiginda, deney grubunda
yazma puanlarinda anlaml bir gelisme ortaya ¢iktigi (p = .01%*), kontrol grubunun 2.40+1.88'ine kiyasla
ortalama 7.67+2.85'lik bir gelisme oldugu bulunmustur. Ote yandan, hicbir grubun yazmaya iliskin
tutumlar1 anlamli bir sekilde degismemistir (p = .88). Cinsiyete 6zgli analiz ayrica, kontrol grubunda
yazma puanlarindaki iyilesmede cinsiyete dayali bir fark olmamasina ragmen, deney grubundaki erkek
katilimeilari p = .04* diizeyinde bir iyilesme gosterdigini ortaya koymustur.
Calismanin ardindan, deney grubundaki bes katilimcidan yansitict i¢ goriiler elde etmek igin dort
Ogrenme yansitma sorusu kullanilmistir. Sonuglar, katilimcilarin KY uygulamast ile ilgili biiyiik dlciide
olumlu duygulara sahip olduklarmi, bu uygulamanin yazma becerilerini artirma, dil yeterliligini
gelistirme ve gelismis kelime bilgisi, dil bilgisi dogrulugu ve yazmaya olan giivenin artmasi gibi ¢esitli
bireysel faydalar1 oldugunu gostermistir. Avantajlarin1 kabul etmelerine ragmen, birka¢ katilimci
uygulamanin tekrar eden dogasi nedeniyle zaman zaman tekdiizelik ve sikilma yasadiklari
bildirmislerdir. Dezavantajlarina ragmen, O6grencilerin gorlisleri ¢ogunlukla olumlu oldugu ortaya
cikmis ve 0grenciler yeni yazma tekniginin dil gelisimini desteklemedeki etkinligini vurgulamiglardir.
Yorumlar ayrica, Ogrencilerin dil becerilerine ve yazma giivenine Onemli katki saglayan KY
uygulamasinin potansiyel avantajlarini da vurgulamaktadir. Ogrencilerin segilen konularla ilgili
secimlerini analiz ederek, konu popiilerligindeki haftalik degisim, bireysel tercihlere hitap eden ve farkli
ilgi alanlarmi, deneyimleri ve O0grenme stillerini kapsayan daha ilgi ¢ekici bir 6grenme ortamini
destekleyen bir dizi konuya sahip olmanin degerini vurgulamaktadir.
KY’nin etkili olmasinin bir diger nedeni, 6grencilere yazma ve ¢aligmalar1 hakkinda geri bildirim alma
sans1 vermesi olabilir. Hinkel'e (2004) gore, bu tiir bir egitim 6Zrencilerin yazma siirecine daha kapsamli
bir sekilde katilmalarini saglar, bu da yazma siirecini daha iyi anlamalarina ve yazma becerilerinde bir
gelismeye yardimci olabilir. Ek olarak, KY 6grencilerin kelime dagarcigini ve dil bilgisi becerilerini
gelistirmelerine ve fikirlerini agik ve tutarli bir sekilde ifade etme yeteneklerini gelistirmelerine yardimci
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olabilir (Silva ve Matsuda, 2002). Ayrica, dolayli kodlanmamis geri bildirim kullanilarak, 6grenciler
kendi hatalarim diizeltmek i¢in dnceki bilgilerini etkinlestirmeye zorlanirlar.

Dahasi, 6grenciler hatalarimin ne oldugunu anlamaya g¢alisirken is birligi yapmalarin1 saglar. Dil
ogrencilerinin hatalarini fark etmelerine yardime1 oldugu i¢in diizeltici geri bildirimin olumlu etkilerini
goz ardi etmek imkansizdir. Bu nedenle Ogretmenler cesitli diizeltici geri bildirim bigimlerinin
potansiyelinin farkinda olmali, bunlar1 uygun sekilde kullanmali ve 6grencilerinin dil farkindaliklarim
artirmada bu taktiklerden yararlanmalidir. Heaton ve Pray'e (1982) gore, 6grenciler kendi konularini
se¢cme Ozgiirliigline sahip olduklarinda daha az kisitlanmis hissederler ve yazmaya karst daha olumlu
tutumlar gelistirirler. Dahasi, dil bilgisi ve kelime bilgisi agisindan, 6grenciler endiselenmeden yazma
sansina sahip oldular. Bu ayrica onlara yazmanin keyfinin farkina varmalarini sagladi, ¢linkii KY nin
temel 6zelliklerinden biri 6grenicilere yazarken keyif almalarina yardime1 olmaktir.

Ozetle, yukarida belirtilen tiim sonuglar K'Y nin dgrencilerin yazma puanlarmi iyilestirmede ne kadar
etkili oldugunu gostermektedir. Ogrencilerden gelen olumlu geri bildirimler, KY uygulamasinin olumlu
bir 6grenme deneyimi gelistirmedeki degerini pekistirmektedir. Dahasi, konu segimleriyle gosterildigi
gibi bireysel tercihlerin anlasilmasi, 6grencilere etkili bir sekilde ulasmak i¢in ¢esitli grenme firsatlar
sunmanin 6nemini vurgulamaktadir. Bu bulgular, 6grencilerin genel yazma deneyimlerinde kapsamli
bir iyilesme saglamak i¢in dil 6greniminin hem biligsel hem de duygusal boyutlarina odaklanan belirli
stratejilere olan ihtiyaci ortaya koymaktadir.

Sonuc¢

Bu ¢alismanin sonuglari, kiigiik 6rneklem biiyiikliigii de dahil olmak {izere ¢alismanin sinirhliklarina
ragmen KY tekniginin uygulanmasinin 6grencilerin yazma becerileri {izerinde olumlu bir etkiye sahip
oldugunu, ancak yazmaya yonelik tutumlan iizerinde higbir etkisi olmadigini ortaya koymaktadir.
Ogrencilerin ¢gogunlugu yazma uygulamasindan memnuniyet duyduklarini dile getirerek fikirlerin ifade
edilmesinde, kelime dagarciginin kullaniminda, dil bilgisi dogrulugunda ve yazmaya iliskin genel
giivende iyilesme konusunda deneyimledikleri faydalari belirtmislerdir. Bu sonuglar, yazma egitiminde
yapilandirilmis yaklagimlarin 6nemini vurgulayan onceki arastirmalarla tutarlidir (Jones, 2018). Bu
bakis acis1 ile KY wuygulamasi Ogrencilere yazma aligkanhigi kazandirmak adina gereklidir.
Ogretmenlerin roliine gelince, miifredat tasarimi1 imkansiz olabilir, ancak dersleri buna gore tasarlamak
onlarin kontroliindedir, bu nedenle bir 6gretmenin alabilecegi bir eylem plani, yazma basarist ile ilgili
olarak uzun vadede daha verimli sonuglar verecektir.

Kisitlamalar

Etkinlik o6grenciler acisindan oldukga faydali olsa da ogretmenler agisindan bazi siirlamalar
bulunmaktadir. Oncelikle, dgretmenlerin baslangig veya temel seviyedeki o&grencilerle etkilesim
kurmast zor olabilir. Ozellikle dogru geri bildirim tiirii ayrmtil olarak ele almmalidir. Bir diger kisitlama
ise kapsamli yazmanin degerlendirme icermemesidir, ancak okul politikalar1 nedeniyle 6gretmenler
ogrencilerin kagitlarimi degerlendirmek zorunda kalabilirler. Ayrica, zaman kisitlamalari nedeniyle
ogretmenler boyle bir yazma etkinligini verimli bir sekilde uygulamayabilirler. Ek olarak, bulgularin
genellenebilirligini sinirlayabileceginden 6rneklem biiyiikliigii dikkate alinmalidir. Bunlarin yani sira,
dilbilgisi, yazzim ve kelime dagarciginin kontrol edilmemesi uzun vadede Ogrenimin dogrulugu
acisindan baz1 sorunlara yol acabilir. Katilimcilarin yeni uygulama hakkindaki gortisleri ve deneyimleri,
kendi algilar1 ve beklentileri tarafindan etkilenebilir; bu da nesnel gelisim 6lgiileriyle gelisebilir. Daha
da 6nemlisi, 6grenciler arastirmacinin beklentilerini kargilamak isteyebilecekleri i¢in etkinlikle ilgili
olumlu geri bildirim verme duygusu gelistirebilirler ve bunun sonucunda bu inang Ogrencilerin
cevaplarini olumsuz yonde etkileyebilir.

Yazma Og@retimi icin Oneriler
KY, yalnzca kelime dagarcigini ve dilbilgisini degil, ayn1 zamanda genel dil yeterliligini de gelistirdigi
icin biitiinlesik bir 6gretim yontemi olarak kabul edilebilir. Yogun yazmanin aksine, KY farkli 6grenci
oOzelliklerine hitap eden cesitli konular ve stiller aracilifiyla yazma akiciligimi gelistirmeyi amaglar.
Ogretmenler, ders planlarina serbest yazma etkinlikleri entegre ederek siniflarinda bu yazma gretimi
yonteminden faydalanabilirler. Ogrenciler degerlendirilme endisesi duymadan yazdiklarinda ve bu
Ozgiirliigii hissettiklerinde, daha rahat ve ilgili hale gelirler ve bunun sonucunda olumlu gelismeler
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ortaya ¢ikar. Geri bildirime gelince, kodlanmamis formlar saglamak elestirel diisinme becerilerine
yardimci olacak ve siniftaki is birligine katkida bulunacaktir. Ozetle, KY nin yardimiyla 6grencilerin
daha yetenekli yazarlar ve dil kullanicilar1 haline gelmeleri beklenmektedir.

Gelecek Calismalar icin Oneriler

Bu arasgtirma, EW'nin iiniversite seviyesindeki 6grenme ortamindaki gercek ¢ikarimlarini sunarak ve
EW'hin cinsiyet ve yazma konusundaki tutum iizerindeki etkilerini ortaya koyarak, gelecekteki
caligmalara katkida bulunmay1 hedeflemektedir. Buna paralel olarak, gelecek caligsmalarda 6zellikle
kelime bilgisi ve dil bilgisi gibi dil yonleri incelenebilir. Ek olarak, tim 6gretmenlerin ve egitmenlerin
farkli egitim ortamlarinda, farkli seviyelerdeki 6grencilerle KY nin etkileri hakkinda benzer ¢aligmalar
yiirlitmesi faydali olacaktir. Bunun yam sira, gelecekteki calismalar, EW'nin yazma konusundaki
tutumlar iizerindeki uzun vadeli etkilerine ve diger becerilerle entegrasyonu ile genel dil yeterliligindeki
bagariya odaklanabilirler. Bu konularda aragtirma yapmak, K'Y nin yazma egitimini nasil etkiledigini ve
dil egitiminde ne gibi yenilikler getirecegini genis dlgekte anlamamiza yardimei olacaktir.

Kaynakc¢a

Bonzo, J. D. (2008). To assign a topic or not: Observing fluency and complexity in intermediate foreign
language writing. Foreign Language Annals, 41(4), 722-735. DOI:10.1111/j.1944-
9720.2008.tb03327.x

Brown, H. D. ve Abeywickrama, P. (2004). Language assessment. Principles and Classroom Practices.
White Plains, NY: Pearson Education.

Buhrke, L., Henkels, L., Klene, J. ve Pfister, H. (2002). Improving Fourth Grade Students' Writing Skills
and Attitudes.

Camarata, S. ve Woodcock, R. (2006). Sex differences in processing speed: Developmental effects in
males and females. Intelligence, 34(3), 231-252. DOI:10.1016/j.intell.2005.12.001

Creswell, J. W. ve Clark, V. L. P. (2017). Designing and conducting mixed methods research. Sage
publications.

Creswell, J. W. ve Creswell, J. D. (2014). The selection of a research approach. Research design:
Qualitative, quantitative, and mixed methods approaches, 2014, 3-24.

Cakir, 1. (2010). Why is writing skill difficult to gain in foreign language teaching. Institute of Social
Sciences Journal, 28, 165-176.

Elbow, P. (1998). Writing without teachers. Oxford University Press, USA.
DOI:10.1093/0s0/9780195120165.001.0001

Erdogan, T. (2013). The effect of creative drama method on preservice classroom teachers' writing skills
and attitudes towards writing. Australian Journal of Teacher Education (Online), 38(1), 45-61.
DOI: 10.14221/ajte.2013v38n1.5

Gibb, S. J., Fergusson, D. M. ve Horwood, L. J. (2008). Gender differences in educational achievement
to age 25. Australian Journal of Education, 52(1), 63-80. DOI: 10.1177/000494410805200105

Godwin-Jones, R. (2018). Second language writing online: An update. Language Learning &
Technology, 22(1), 1-15. DOIL: 10125/44574

Graham, S. ve Perin, D. (2007). A meta-analysis of writing instruction for adolescent students. Journal
of educational psychology, 99(3), 445. DOI: 10.1037/0022-0663.99.3.445

Haneda, M. (2007). Modes of engagement in foreign language writing: An activity theoretical
perspective. Canadian Modern Language Review, 64(2), 297327. DOI: 10.3138/cmlr.64.2.297

Harmer, J. (2004). How to teach writing. London: Longman

Harris, K. R., Schmidt, T. ve Graham, S. (1998). Every child can write: Strategies for composition and
self-regulation in the writing process. Advances in teaching and learning, 2, 131-167.

Heaton, H. ve Pray, P. (1982). Writing anxiety: Reasons and reduction techniques. Wisconsin English
Journal, 24(3), 2-7.

Heilenman, L. (1991). Writing in foreign language classrooms: process and reality. In: Georgetown
University Round Table on Languages and Linguistics (pp. 273-288). Washington, DC:
Georgetown University Press

227



i ’ MSKU Egitim Fakiiltesi Dergisi
4 ISSN 2148-6999 Cilt 11, Say1 2, (2024) Kasim

Hinkel, E. (2004). Teaching academic ESL writing: Practical techniques in vocabulary and grammar.
Routledge. DOI: 10.4324/9781410609427

Kamari, E., Gorjian, B. ve Pazhakh, A. (2012). Examining the effects of gender on second language
writing proficiency of Iranian EFL students: Descriptive vs. opinion one-paragraph
essay. Advances in Asian Social Sciences (AASS), 3(4), 217-226.

Leki, I. (2001). Material, educational, and ideological challenges of teaching EFL writing at the turn of
the century. International Journal of English Studies, 1(2), 197-209.

Li, J., Link, S. ve Hegelheimer, V. (2015). Rethinking the role of automated writing evaluation (AWE)
feedback in ESL writing instruction. Journal of second language writing, 27, 1-18.
DOI:10.1016/j.jslw.2014.10.004

Paker, T. ve Erarslan, A. (2015). Attitudes of the preparatory class students towards the writing course
and their attitude-success relationship in writing. Journal of Language and linguistic
Studies, 11(2), 1-11.

Peterson, S. (2000). Fourth, sixth, and eighth graders' preferred writing topics and identification of
gender markers in stories. The Elementary School Journal, 101(1), 79-100. DOI: 10.1086/499660

Piltch, Charles. (1979). Problems with Freewriting [microform] / Charles Piltch. [Washington, D.C.] :
Distributed by ERIC Clearinghouse

Raimes, A. (2002). Ten steps in planning a writing course and training teachers of writing. Methodology
in language teaching: An anthology of current practice, 306-314.
DOI:10.1017/cbo9780511667190.043

Rao, Z. (2007). Training in brainstorming and developing writing skills. ELT journal, 61(2), 100-106.
DOI: 10.1093/elt/ccm002

Sarkhoush, H. (2013). Relationship among Iranian EFL Learners' Self-efficacy in Writing, Attitude
towards Writing, Writing Apprehension and Writing Performance. Journal of Language
Teaching & Research, 4(5). DOIL: 10.4304/j1tr.4.5.1126-1132

Silva, T. (1993). Toward an understanding of the distinct nature of L2 writing: The ESL research and
its implications. TESOL quarterly, 27(4), 657-677. DOI: 10.2307/3587400

Silva, T. ve Matsuda, P. K. (2002). Writing. In N. Schmitt (Ed.), An introduction to applied linguistics
(pp. 251-266). London: Arnold.

Soori, A. ve Zamani, A. A. (2012). Language features in the writing of male and female students in
English and Persian. European Journal of Social Sciences, 33(2), 324-329.

Sun, Y. C. (2010). Extensive writing in foreign-language classrooms: A blogging approach. Innovations
in Education and Teaching International, 47(3), 327-339. DOI: 10.1080/14703297.2010.498184

Sunderland, J. (2000). Issues of language and gender in second and foreign language
education. Language teaching, 33(4), 203-223. DOI: 10.1017/s0261444800015688

Weigle, S. C. (2002). Assessing writing. Ernst Klett Sprachen.

DOI: 10.1017/CB0O9780511732997

Zemelman, S., Daniels, H. ve Hyde, A. A. (1998). Best practice: New standards for teaching and
learning in America's schools.

Zhang, W. L. (2016). A Peer Response Writing Activity for College Level Japanese Classes. Japanese
Learning and Research, 182, 86-91.

* Mevcut calisma icin Mugla Sitki Kogman Universitesi Sosyal ve Beseri Bilimler Etik Kurulu'ndan
15.02.2023 tarih, 230014 protokol numaras1 ve 27 karar numarasi ile etik onay alindi. Tiim katilimecilar
goniilliiliik esasia gore bu ¢alismaya katildi ve kimlikleri gizli tutuldu.

** Yazarlarin bu makaleye katki oranlar esittir.

228



MSKU Journal of Education

ISSN 2148-6999 Volume 11, Issue 2, (2024) November

Review Article

On the Relationship of Sociolinguistics to Language

Teaching

Mehmet Karaman'

About the Article

Received: 17.11.2022
Accepted: 01.10.2024
Published: 25.10.2024

In social life, language and society have a decisive role in the linguistic
activities of individuals. This role is based on professional jargon and
provides the opportunity to explain the relationship between Language
teaching and Sociolinguistics in many ways. The basic claim of
Sociolinguistics is based on the thesis that "language is diverse and
constantly changing". In language teaching, the differences between the

taught register (official language) and the learned register (used
language) can be taught to the extent of the sociolinguistic awareness
of the instructor. What kind of relationships can be established between
Sociolinguistics and language teaching and what contributions can be
made; By considering the language within the framework of
Kevwords communicative com;?etence, social g’lass and cqltural contexts, it may be
_-LSOCiolinguistics possible to show it in uses depel?dmg on so.czal factors Sych as class,
Social Role age, gender and ethnicity. This study aims to examine how the
relationship between Sociolinguistics subjects and language teaching
can be established. In this research, qualitative research method was
used and scanning, compilation and observation methods were used. In
language teaching, it is important to recognize the situation, context,
environment and social factors that play a role in native or
second/foreign language acquisition or teaching, as well as the basic
factors affecting language choices, and to discuss how they can be used
in contemporary language teaching environments.
For Citation Karaman, M. (2024). On the relationship of sociolinguistics to language
teaching. MSKU Journal of Education, 11(2), 229-260. DOI:
10.21666/muefd.1206315

Situation
Context
Language teaching

Language, as a system of communication and a tool for conveying messages, is central to social life
in all societies and is shaped according to the society in which one lives and the geographical areas
in which one resides. Language and society have the power to influence and construct each other
through mutual interaction. In other words, while language guides social interactions, social
interactions also shape language and lead to the emergence of new forms. As a tool for inter-personal
agreement, language can also serve as a means for constructing social culture and passing it down to
future generations (Gemalmaz et al., 2010).

Language learning and teaching encompass process-based diverse learning experiences that can occur
through explicit or implicit, formal or informal educational activities, and are influenced by
sociocultural contexts and linguistic variables, which affect the learner’s success. Therefore, an
instructor should not overlook the impact of sociocultural contexts of various languages and
participants in teaching native, second, or foreign languages. Especially, social and cultural contexts,
as well as societal roles, can help language learners achieve outcomes aligned with their learning
objectives.

Examining education and teaching through the lens of sociolinguistic data can provide educators with
new perspectives. Sociolinguistic data, such as language acquisition, language development,
sociocultural contexts, and language variations, offer essential frameworks for teachers and provide
opportunities to utilize linguistic phenomena and events to benefit students in the classroom. To better
understand teaching and learning activities, it is necessary to have knowledge not only of foreign
language teaching methods, approaches, techniques, and assessment but also of linguistics,
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sociolinguistics, sociology, and psycholinguistics. In this regard, the significance of the relationships
between the conditions surrounding teaching and students' motivations for language learning has been
validated in large-scale studies conducted with foreign language learners at various levels (Nansy &
Sandra, 2010).

Sociolinguistics concerns how language is produced, used, and imbued with contextual meanings in
the real world. This practical knowledge can significantly contribute to teachers' lesson delivery. Key
contributions include diversifying teaching activities with sociolinguistic data and selecting and
applying different inputs in teaching and learning processes. According to sociolinguistic approaches,
in addition to issues like nationhood, official language selection, and prestige languages, language
also has many controversial areas specific to both popular culture and academia; it is essential to
avoid such controversial areas in language teaching. Furthermore, within this framework, the problem
of defining languages and cultures around concepts such as society, state, nation, language, and terms
like subordinate language, superordinate language, receptor language, transmitter language, and
language variables should also be considered.

It is significant that researchers have pointed out that sociolinguistic data are often overlooked by
educators in the language teaching process. At this point, while educators spend more time on
teaching vocabulary, grammar, and speaking in a foreign language, sociolinguistic data can provide
opportunities for students to experience where, with whom, when, and how to speak according to
their contextual language use needs.

Theoretical Framework

Researchers point out the close relationship between language use and linguistic communities,
suggesting that the fundamental reason for linguistic variability within language is social change, as
examined through a sociolinguistic approach (Konig, 1985). Here, the shift from viewing language
merely as a structure to examining the processes and contexts causing the "phenomenon of change"
that emerges in various dimensions of language represents a transition from an individualistic to a
sociocultural perspective on the phenomenon of language.

Regardless of which language individuals learn, they ultimately undergo a process of linguistic
acquisition beyond merely learning a language. During this acquisition, it is impossible for the first
language the individual learned not to influence the new language being learned. Language and
society are two significant phenomena that continuously affect and shape each other. In other words,
"to be human is to speak, but to speak is, in many respects, to be a part of society" (Vardar, 2007).
Therefore, understanding the contextual impact of language through its "usage feature" constitutes an
important aspect for both language learners and educators.

In 20th-century linguistics, the structuralist approach of Saussure and the generative-transformational
grammar approach of Chomsky have been influential. Saussure's approach distinguishes between the
social aspect of language, which he refers to as 'langue,’ and the individual aspect of speech, which
he refers to as 'parole' (Saussure, 2000). Chomsky's focus on the conceptual dimension of sentences
and the establishment of the speech-act dichotomy (Chomsky, 1978: 14) has laid the groundwork for
the emergence of significant approaches and methods in language teaching.

In the Common European Framework of Reference for Languages (CEFR), instead of the traditional
approach of teaching structural rules of language based on standard language, the "Action-Oriented
Approach" has been adopted. This approach evaluates language as a social phenomenon connected
with external factors, taking into account the aspect of language use (Giinday, 2013). In the past,
communication in foreign languages was primarily based on written texts, but with the increase in
trade and transportation opportunities following the Industrial Revolution, there has been a growing
need for oral communication. Consequently, oral communication has gained more importance in
educational activities. Today, with the rapid development and diversification of communication tools,
oral communication has evolved into a multifaceted, multicultural, and multidimensional structure.
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Language teaching is a learning and teaching activity that progresses through teacher-student
interactions, is supported by teaching materials, and is shaped by teacher-student and student-student
interactions, encompassing certain constraints such as curriculum, time, and space. Language
education, on the other hand, is a comprehensive process that spans from "cradle to grave," without
constraints related to curriculum, time, or space. It includes learning activities experienced naturally
in various attitudes, behaviors, and linguistic intuitions/predictions within a natural environment,
recognizing and experiencing language diversity (varieties/registers), and acquiring knowledge
through natural means.

Society is a large structure composed of families. The language within this structure is learned in the
family and is referred to as the mother tongue. The area where linguistic diversity (variation) is
learned is called a sociolect. The language formed by individuals' unique choices from the national
code is referred to as personal language and is central to language acquisition.

Regardless of the social background students come from or the level of language awareness and
acquisition they have reached within their family, they all need sociolinguistic skills to become
confident, communicative, questioning, and thinking individuals. These needs aim to relate some
fundamental characteristics of sociolinguistic principles to the context of foreign language teaching
through research. Initially, the practical applications of sociolinguistic data collection related to
phonology and syntax are addressed. Then, the inconsistency between actual language use and typical
learning materials should be focused on, and finally, the goal should be to expand language learning
to include sociolinguistic research (Zhengheng, 2006).

Linguistics

Sociolinguistics, as the name suggests, focuses on the relationships between society and language.
Vardar defines sociolinguistics as a multidisciplinary field that examines the relationships between
linguistic phenomena and social phenomena, how they influence each other, and how they emerge as
variables of each other; in other words, the interchangability between these two types of phenomena
(Vardar, 2007).

According to Imer (2001), sociolinguistics is "an interdisciplinary field at the intersection of language
and society." As a subfield of linguistics, sociolinguistics seeks to answer questions about how
individuals speak, which language they use, and why they speak in particular ways. Sociolinguistics
studies the relationship between language behavior and social categories, with language as the
dependent variable and social categories as the independent variables. Sociolinguists examine more
detailed measurements of an individual's linguistic performance and explore various language
variations in conjunction with extralinguistic phenomena. The field emphasizes the multifaceted
connections between language, society, and culture.

Hymes (1972) emphasizes that, in addition to linguistic competence, language users possess an
intuitive system independent of grammatical rules. This aspect, influenced by factors such as context
and interpersonal relationships, points to the sociolinguistic competence required for teaching and
learning language. The intuitive linguistic knowledge individuals possess is referred to as
sociolinguistic competence (Huber, 2008). These linguistic attitudes lead to the emergence of social
groups, with each group creating its own language use. The standard language variables associated
with linguistic actions, such as group and professional language, gender language, youth language,
elderly language, and educational language, can be considered within a broad framework that includes
various language acquisitions.

These linguistic attitudes contribute to the formation of social groups, with each group developing its
own language use. The linguistic forms resulting from these linguistic actions are referred to as
language varieties. Language variables are classified into categories such as professional or domain-
specific language, language of women, language of men, youth language, political language, and
educational register. Fundamentally, these variables are determined by phonetic or lexical differences.
However, syntactic, pragmatic, and morphological differences can also contribute to these variables.
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As seen in these definitions, sociolinguistics examines how groups within a society differ based on
specific social variables such as ethnic origin, language, religion, politics, social status, gender, age,
and education. It also shows how individuals within these social groups use language variables
according to these variables. The study of language as a social phenomenon is a modern linguistic
paradigm (Bell, 1976). Individuals exist within society through roles that are either acquired or
learned. The education that shapes this existence creates distinct differences in individuals' language
use. Sociolinguistics is the field that examines these differences.

The core topics addressed by Sociolinguistics can be listed as follows:
1. Language types and change,
Variation and style,
Language attitudes,
Language and culture,
Language and interaction,
a) Interaction analysis,
b) Discourse analysis,
¢) Social networks and language interaction,
d) Politeness rules as a variable in speech,
Bilingualism, multilingualism, and multiculturalism,
Social class and language use,
Language theme,
Language and gender,
0. Language planning and policy,
a) Language education and second language acquisition,
b) Curriculum development,
c¢) Teacher training (Holmes, 2013).

nhkwbd

= 0 0~

The fundamental proposition of sociolinguistics is that "language is diverse and constantly changing."
As a result, language is not a uniform or fixed register; rather, it continuously varies for both
individual users and language communities. This variability is not just a part of discussions related to
sociolinguistic phenomena in language teaching but is an integral part of academic discourse. When
seeking more information about language, it must be examined in all contexts, including its
relationships, usage situations and times, sociocultural impacts, and linguistic diversity.

Sociolinguistics is the interdisciplinary research field where linguistics and sociology intersect,
examining the relationships between language and social structures. It is divided into two main areas:
macro and micro. Micro areas are fundamental to linguistics and investigate all structures of the
system referred to as language.

Generally, micro sociolinguistics focuses on:
a) The study of language phenomena within social contexts symbolized by micro factors,
including interpersonal communication,
b) The acquisition and development of communicative competence,
c¢) Language attitudes.

Additionally, broader variables such as population, language distribution, or language continuity are
examined as sociolinguistic phenomena. This includes topics like monolingualism, multilingualism,
bilingualism, language attitudes, planning, diversity, choice, accent, and other related issues (Holmes,
2013).

Language Teaching and Sociolinguistics

Language teaching is an educational activity that takes place in various dimensions, such as native,
second, or foreign language, and requires different processes. Generally, language teaching is based
on two primary foundations: philology and grammar, and psychology and educational sciences.
Historically, language teaching was grounded in philology and grammar, but our knowledge of the
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quality of the learned language has evolved to include perspectives from psychology and learning
theories (Kocaman, 1983).

Textbooks and curricula have been developed under the influence of these two foundations, and these
core foundations continue to be significant today. However, a new approach has been added, which
suggests that linguistics should be considered from a broader perspective. This perspective
emphasizes that language teaching should not only draw from areas such as phonetics, vocabulary,
and discourse but also benefit from fields like semantics, sociolinguistics, and psycholinguistics.

When considering teacher-student and student-student interactions in the learning and teaching
process, starting communication between the instructor and students in formal or informal settings,
and teaching using everyday language, can contribute to lasting learning and positive linguistic
development. This approach can directly support the development of integrated language skills and
improve learning outcomes. Functional use of language is not solely dependent on specific language
structures or grammar rules but also refers to how context is understood and whether linguistic goals
are achieved.

Since the late 1960s, sociolinguists have naturally begun focusing their attention on natural language
use. Consequently, foreign language or second language specialists have prioritized sociolinguistic
research to develop teaching methodologies and broaden the aims and scope of language education
(Scarcella et al., 1990). Especially, it has become necessary for educators to view language education
not just as detailing grammar systems, but also as a tool for learning and as a skill for adapting to
changing contexts. This perspective requires consideration of both the function of language and its
communicative uses.

Communicative Competence

The term "communicative competence”" was first introduced by American sociolinguist Hymes
(1972). This concept was partly proposed to highlight the limitations of Chomsky's notion of
linguistic competence. According to Chomsky's perspective, linguistic competence can be viewed as
an innate biological function of the mind that allows individuals to produce an infinite number of
sentences that constitute their language. However, an increasing number of researchers regard it as
an idealized concept and thus emphasize its inadequacy.

In Hymes' view, the concept of competence should include not only sentence formation but also the
use of language in communication. A speaker needs to know how to be communicatively competent
within a speech community. At this point, while linguistic competence is highly abstract,
communicative competence focuses on practicality and is more concrete. Thus, it refers to different
levels of language acquisition and use. Hymes' theory of communicative competence has profoundly
impacted the field of language teaching and challenged traditional teaching approaches (1972). In our
country, the communicative language teaching approach began to be developed in the 1960s.

Canale and Swain (1980) emphasized four fundamental areas of competence and highlighted the
importance of communicative competence. They also discussed the following types of competence:
a) Grammatical Competence: This involves mastery of phonological rules, lexical items, formal
syntactic rules, and sentence formation rules. It refers to what Chomsky termed linguistic
competence.
b) Discourse Competence: This includes the ability to combine grammatical forms and meanings
to produce coherent spoken or written texts in various genres, such as narratives, argumentative
essays, scientific reports, or business letters.
c¢) Strategic Competence: This refers to the use of verbal and non-verbal strategies to manage
communication breakdowns and enhance communication effectiveness. It also encompasses
certain linguistic attitudes and behaviors.
d) Sociolinguistic Competence: This involves understanding the requirements of communication
within its social context, including role relationships, and how individual message elements,
shared knowledge, and meaning are represented in relation to the entire discourse or text.
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While the perspectives on communicative competence are generally satisfactory, it is conceivable
that teachers may oscillate between traditional approaches and communicative approaches due to the
limited time available for focusing on grammar and vocabulary. These oscillations might result in
students succeeding in speaking and listening skills but having weak learning outcomes, with
deficiencies in using language in various contexts, information transfer, and communication
maintenance.

Educational Context

The educational context encompasses all environments where educational activities are carried out.
Research based on educational psychology defines the educational context as an integral part of
educational institutions and the environments in which learning and teaching activities take place
(Bloome & Green, 1992). In the context of foreign/second language development, the educational
context also refers to the language policy, language planning, and most importantly, the learning
opportunities provided to the second language learner. According to Kamaravadivelu (2001), it is
almost impossible to shield learning "opportunities and classroom life" from the influences of
political, educational, and social institutions. The experiences that participants bring to the classroom
are not limited to the learning and teaching elements encountered within the class but also include the
knowledge from outside the class and the social, political, economic, and educational environment in
which they grew up.

The primary goal of instructional activities is to enable linguistic (oral-written) communication. The
aim of language teaching is to create a common written language that can be used for communication
and interaction among individuals within a society. From the perspective of communication skills,
Sociolinguistic skills can be seen as language variables and their contextual uses. In language
teaching, students' use of broad codes, selection of contextually appropriate language, and awareness
of syntactic, pragmatic, and discursive uses that create semantic distinctions can be emphasized. This
educational context positions the relationship between the native language and the language of
instruction, as well as the relationship between "standard language" and "non-standard language"
variants. According to the decisions made by language teaching policymakers, learners of a second
or foreign language may choose between monolingualism or "bilingualism" while having the
opportunity to become active users of the language.

This educational context positions the relationship between the native language and the language of
instruction, as well as between "standard" and "non-standard" language variants. Based on decisions
made by language teaching policymakers, learners of a second or foreign language often have to
choose between being active users of a monolingual or bilingual environment.

Researchers acknowledge the presence of acquisition in both native and foreign languages. In second
language acquisition, the 'Identity Theory' argues that learners' identities are central to second
language learning. This acquisition is socially constructed through unequal power relations that
change over time and in different contexts, and can exist in potentially conflicting ways within a
single individual (Norton, 2010). During second language acquisition, individuals may maintain their
native language while simultaneously developing proficiency and confidence in their second
language, potentially leading to a gradual loss of their first language. This situation reflects the
complex interplay of power, status, and identity and signifies a speaker status without access to native
language resources. While these perspectives are fundamentally different, various field studies and
research have shown that they are inextricably linked. Based on the above explanation, it has been
demonstrated that individual factors play a decisive role in triggering and enhancing learners' mastery
of the language.

Sociocultural Context

Social factors significantly contribute to the diversification of languages. Social groups use language
in ways that are unique to them, creating distinct forms of communication that set them apart from
others. These variants, stemming from social reasons, can be described within a dialectological
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hierarchy as group languages (sociolects) or local languages (zonelects), reflecting the social use of
languages within groups or social strata (Imer, 2001).

Social Context in Language Teaching
In language teaching, the social context refers to a range of language acquisition/learning
environments such as home, neighborhood, classroom, and broader societal settings. Recent research
indicates that the transition from a native language to a foreign language involves more than just
psycholinguistic abilities; it is also connected to historical, political, and social forces. Social context
is highlighted as a crucial variable in examining foreign language development as a result of linguistic
diversification (Bybee, 1983; Fillmore, 1989). Additionally, the norms of social context include:

a) Motivation for learning a foreign language,

b) The purpose of learning a foreign language,

c) Expected functions of the foreign language and performing linguistically in the community,

d) Availability of input for the learner,

e) Diversity of input,

f) What is considered acceptable proficiency for the speaking community.

Research by Fillmore (1989) explores how social contexts can create opportunities for both learners
and proficient speakers to achieve effective communication and maximize learning potential. The
social context in which an educational activity is presented, along with the discourse context, plays a
role in facilitating linguistic development and enhancing cognitive skills.

In the context of Turkish language teaching, Kahraman (2019) compared the societal contexts of
language teaching centers and Turkish language courses outside Turkey, as well as Turkish Studies
departments at universities, from a sociolinguistic perspective. He found that the outcomes in these
three different social contexts varied significantly. Specifically, he noted that conditions in foreign
countries, which facilitate the emergence of various communicative competencies and functions,
negatively impacted the development of the language’s communicative ability.

Communicative Context

In the communicative context, the language used encompasses standard/formal language, high-
register language, lower-register variants, and variations, which are studied under dialectology and
language diversity (Aktas, 2005). In an educational setting, the ways in which participants address
each other, make requests, express thanks, and other speech acts differ. The language used in
education is referred to as "layered languages" and is examined in terms of narrow code and broad
code contexts (Bertstein, cited in Imer, 2001).

In this context, regardless of which layer of language the students possess, the aim should be to elevate
them to a higher level of language proficiency during education. Teachers, in language teaching, not
only impart vocabulary and grammar but also teach the principles of communication, incorporating
cultural background and various social factors. Introducing culture is crucial in language teaching
because it is directly related to the appropriateness of students' language use. To learn a language
successfully, one must thoroughly understand its social and cultural background. Thus, it is possible
to say that learning a language is essentially a process of understanding its culture.

For individuals to effectively utilize their communication skills, the communication tool,
communication environment, and communication context are crucial. In the communication
environment, the triad of sender, receiver, and context is influenced by fundamental factors such as:

a) The social identity of the speaker,

b) The social identity of the listener,

¢) The linguistic diversity of the context (Calvet, 2012).

In linguistic analysis, language variations are categorized into three types:
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a) Standard Varieties: These are forms of language that do not change according to individuals
or social environments and serve as the common communication tool for society. The standard
language is the official and uniform form used in formal contexts.

b) Local Varieties: These are language forms specific to particular geographic areas or
communities, reflecting regional linguistic features influenced by local social and cultural
characteristics.

¢) Social Varieties: These are language forms used within specific social groups, influenced by
factors such as social status, profession, and age. Social varieties reflect the linguistic
characteristics associated with social identity and interactions.

In society, since the general goal of individuals speaking a common language is to convey their
messages, errors made during speech become less significant, and these errors are often tolerated with
leniency. There is usually no special effort to correct them. For example, when a person learning
Turkish as a foreign language asks for bread at the bakery by saying, "Ben iki ekmek ver-" (correctly,
"Can you give me two loaves?"), they are likely to get the bread without being told, "You made a
mistake." This tolerance is valid for self-directed language learning in natural settings. However, in
language teaching, the prevailing view is that immediate feedback is a correct and effective learning
method. In this context, feedback is essential when language is used incorrectly. Feedback can
encourage individuals to express themselves accurately and improve. Language learning achieves its
goal when it is applied in connection with and concretized by real life. Therefore, immediate feedback
and correction are necessary for effective language learning, though this should be done with a
tolerant approach and suitable style to encourage the student to learn the language.

Cultural Context

Culture is defined as "what must be known and believed" by members of a society in order to engage
in acceptable activities and use them in any context (Wardhaugh, 2013). In terms of the relationship
between language and culture, language is defined as a social sign that encompasses culture (Cakir,
2011, citing Ditmar). What individuals must know and believe is acquired socially, learned as
behavioral patterns, and does not come from any genetic code. We learn language as a skill and culture
as knowledge. Therefore, culture represents the behavioral patterns that a person needs to fulfill their
daily life tasks and adds strength to communicative competence in language use. In fact, education
serves as a tool for cultural assimilation and aims to teach individuals scientific, linguistic, and social
behavioral patterns in the classroom. Education in the context of language and culture can be defined
as reaching a level where individuals can create value for themselves and their surroundings. Tanilli
(2004) defines it as "developing the human capabilities that everyone possesses." He views education
as the process of nourishing one's personality or as an investment in human capital. Based on these
definitions, education is one of the tools for transmitting revised values, knowledge, and skills, as
well as social heritage to new generations. On the other hand, as Fidan and Erden (1996) also point
out, education is a type of "desired cultural assimilation" process. The reciprocal relationship between
language and culture is based on a reality emphasized by many scholars.

The Relationship Between Sociolinguistics and Language Teaching

Huber (2008), who discusses the relationship between sociolinguistics and language teaching, refers
to the different manifestations of language use as ‘language varieties.” Kasap (2020) suggests that in
language teaching, it is important to consider "socio-cultural contexts and linguistic variations" both
when teaching and learning the target language. Sociolinguistics attempts to explain how language
varies from one context to another and how people in one context communicate with those in another.
In essence, socio-cultural contexts focus on how students transition from one context to another and
how they can communicate effectively. Sociolinguistics also views language learning and teaching
as tendencies to facilitate such transitions between different contexts. Wardhaugh (2013) discusses
the existence of anthropological linguistics, which examines how language and culture are related,
how language is transferred to and used in different social contexts, and recommends the study of
formal and social variables of language.
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Sociolinguistics involves studying the language in conjunction with its socio-cultural context,
including cultural norms, expectations, and context, focusing on any part or all aspects of society in
relation to language use (Hornberger 2011). During the transfer of culture in language teaching, it is
important to foster the perception that no culture is superior or inferior, and to make students aware
of intercultural differences. Bringing this relationship and awareness into the educational
environment, within the teacher's knowledge, can lead to positive outcomes.

Sociolinguistics and Language Teaching

Sociolinguistics is the branch of linguistics that investigates the impact of society on language and
the influence of language on society, focusing on its theories. Sociolinguistics views language
varieties within specific boundaries, considering them as patterns where meaning is comprehensively
understood in spontaneous communication environments (Ferguson, 1972). This perspective
encompasses how linguistic messages reach the recipient and how various content is realized as
communicative value. It also touches on the traditional values of a language that may remain
incomprehensible or unknown to an individual. This interaction forms an integral part of researching
the impact of a common language and society on language and constitutes a significant portion of the
field of language studies.

Recently, it has been observed that teachers, during language instruction, often fail to perceive
communication as a whole, focusing more on words, grammar, and text contents, while neglecting
essential skills and cultural values necessary for teaching the target language. One of the primary
reasons for students’ inability to speak fluently in the target language is the disregard for language
varieties. Just as languages are used differently in various contexts, by different people, and for
different purposes, different structures are also employed in the context of language learning for
various reasons. The fundamental aim of language teaching is to establish effective communication
with others. Although this may seem like a complex term in this academic field, having some
awareness of sociolinguistic topics can help language learners understand the nature of language as a
social structure, thereby facilitating more effective use of the language in communication and
interaction.

Sociolinguistics has been prominently highlighted through the work of scholars such as William
Labov (1972/1983) from the United States, Basil Bernstein (2000) from England, and Ditmar (1976).
Post-2000 developments in foreign language teaching have examined bilingualism, multilingualism,
and multiculturalism from a sociolinguistic perspective (Giinday, 2013). Initially, the social aspects
of language were explored under the umbrella of linguistic anthropology. Early sociolinguistics
primarily focused on exotic cultures and languages, while the use and functions of language in
educational contexts were often overlooked.

One area that has been somewhat neglected in linguistic research is the social dimension of language
within sociolinguistics. In other words, it involves understanding how individual and group language
use, differences in language, and changing attitudes towards language are influenced by societal
dynamics. Education is one such field. For example, differences in the ways men and women speak,
word and discourse choices, and variations in speech among children, teenagers, and even the elderly
reflect communication differences among social classes. Being unaware of social politeness rules can
lead to deficiencies and awkward situations for language learners. For instance, in our country,
pointing at something (person or object) with a finger is considered rude and impolite. Additionally,
using slang and offensive language in society is associated.

Language is the system of subjective signals used by different linguistic communities through sounds,
gestures, and expressions, as well as written symbols, to convey thoughts and emotions. On the other
hand, society is a community or large social group that shares the same geography and living space,
is subject to the same political authority and dominant cultural expectations, and is related to each
other through enduring relationships. In this context, in a linguistic perspective, the relationship
between language teaching and society is increasingly highlighted by language use and language
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diversity. Non-linguistic "factors" such as profession, social status, age, gender, geography, social
class, and occupational roles play a decisive role in language teaching, and these non-linguistic factors
have been addressed and examined under the following headings.

Age Factor

There is a direct connection between language use and a person's age. This connection manifests in
various ways: the first is related to a person’s physiological development and the operational capacity
of the "language acquisition device" (e.g., critical period, attrition). The second connection pertains
to vocabulary. The third connection involves language use and its variability, which can differ from
one society to another. For instance, when focusing on the relationship between language use and
respect, in Turkish culture, children do not address their parents by their first names. However in
European cultures, a child might address their father by his first name, such as Benjamin (Demirci
2014). Generally, it is believed that the age at which students begin learning a second or foreign
language affects their ultimate grammatical abilities. Hornberger (2011) argues that languages are
best learned before adolescence, and that after this period, individuals face limitations in language
development. While it is more advantageous for adolescents, he notes that the second language
development processes of children and adults can indeed be different. Particularly, individuals use
their innate abilities in second language acquisition as they do in first language acquisition, followed
by the engagement of problem-solving skills. Thus, the developmental trajectory of mental and
physical growth also takes into account the different effects of age.

Ethnicity Factor

Ethnicity refers to a group of people living within certain geographic boundaries who have distinct
linguistic and cultural practices from others (Holmes, 2013). In our country, individuals from different
ethnicities use the national common code in communication environments, but when addressing
someone from their own ethnicity, they may use both the national code and the ethnic code in a mixed
manner. This phenomenon is referred to as code-switching and code-mixing in Sociolinguistics.
Individuals use a different language associated with their ethnic identity. When there is a choice of
language for communication, individuals are observed to opt for their ethnic language. In situations
where full communication in an ethnic language is not possible, people may use short expressions
like “Benim (papa) eve yok™ or verbal fillers or language markers like “tak/Tax” used by Russian
students that indicate their ethnic background. Consequently, interactions that appear to be in Turkish,
such as “iye solay/uo comaii/evet dyle,” may contain linguistic signals of the speakers’ ethnic identity.

Ethnic origin can lead to significant linguistic differences (Holmes, 2001). The adaptation of
sentences and grammatical structures from the second language to the first language symbolizes the
language of many ethnic minorities. Studies on language variation due to colonization generally
conclude with the theory that the vocabulary of the dominant group’s language provides the greatest
evidence in places where two languages blend to create a pidgin, and the subordinate group’s
language provides the least evidence (Fishman, 1998). Some researchers identify a linguistic common
ground referred to as "interlanguage." The term “interlanguage” is used to describe the state where
the speaker becomes proficient in the second language following the first language-second language
competition. However, the idea that “interlanguage” is always temporary and represents the
simplification of the second language is open to debate. Labov (1972) shows that language can have
continuous sub-dialect variations; in his study of Black youth in New York, he notes that while their
language use is inconsistent and against grammatical rules, it is nonetheless consistent and effective.
In other words, the communication system is adequate; its rules differ from any standardized language
but serve the same function. In summary, history and politics can affect language development, but
they are not always clear and predictable. Language communities use language intentionally to
maintain and define their differences. Language teaching should be aware of such language variations
and ensure that this awareness is reflected in the teaching activities, even if only at the level of
awareness.
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Gender Factor

The gender factor encompasses more than the simple biological distinction between male and female.
The status of being male or female, and the associated meanings attached to being a boy or girl, begin
with roles assigned to women and men. In fact, biological differences among individuals transform
into variations shaped by gender roles, which in turn take on a social identity directed by education
(Sarag, 2013). The concept of gender generally refers to the biological differences between men and
women (Wardhaugh, 2013). However, in Sociolinguistics, there are two types of gender: biological
and social gender (Colak, 2019).

There are noticeable differences in how men and women use language. These differences can be
observed in various linguistic variables. Lakoff’s (1975) observations suggest that women are
considered to be less competent linguistically. Nonetheless, regardless of the value placed on
language skills in society, there is a persistent tendency to perceive men as possessing these skills and
women as lacking them. The core issue might be that societies have different expectations of genders.
These differences are not limited to lexical and grammatical variations but are also clearly evident in
certain behavioral patterns. Corbett (2005) categorizes 256 languages into five groups based on the
number of gender categories:

a) Languages with no gender: 144,

b) Languages with a binary gender system: 50,

c) Languages with a trinary gender system: 26,

d) Languages with a quaternary gender system: 12,

e) Languages with five or more gender categories: 24.

Languages show significant variation in marking gender differences. For instance, German uses three
types of gender markers: masculine, feminine, and neuter. In contrast, French marks gender with a
binary system: masculine and feminine. Another group, the Altaic language family, lacks gender
categories. It is clear that instructors aware of these details can subtly incorporate this awareness into
their teaching, even at a level of subtlety.

Geographical Factor

In all languages, geographical factors indicate a great deal of diversity (Holmes, 2013). Regional
differences can manifest as strong or weak dialectal features (see Variationist Linguistics). The
underlying causes of geographical mobility include migration, invasion, political pressure, or poverty.
In societies where this situation is prevalent, the issue becomes even more complex. Some languages
have such strong regional differences that they become problematic enough to hinder understanding
(e.g., Northern and Bavarian German). It is important to distinguish between "dialects," which refer
to regional variations in vocabulary and grammar (Regional Dialects; Holmes, 2013), and
"accent/diction," which refers to pronunciation. In practice, these two factors often combine to create
what most people recognize as a regional variation. Various studies have shown that people often
respond less positively to those with different accents. Pronunciation changes due to geographical
location (Labov, 1976). A teacher working in the Turkish Studies department in Germany or India
may face difficulties due to accent differences in teaching Turkish. However, these difficulties can be
more easily overcome as students encounter the language use of native speakers. Nevertheless, native
speakers in their own country need to pay more attention and effort to overcome regional dialect
features and reach the standard language. Additionally, among speakers of contemporary Turkic
languages, geographical/regional accent differences are a major source of difficulty in language
learning and teaching activities, with secondary issues arising from quoted words, such as the example
of "yedi/jeti," which pose problems in both pronunciation and meaning. For example, in our classes
with speakers of contemporary Turkic languages (between 1996 and 2004), we observed that
incorporating "language variables" based on Sociolinguistic variation into the teaching activities
positively contributed to more successful learning.
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Social Class Factor

Society is composed of social classes, and the languages used by these classes have been studied in
recent years through the lens of variation theory, focusing on social environments and contexts. Labov
(2001/2010) identified the "universal laws of linguistic change and variation" in his studies, and
researchers such as Kiesling (2011), Serrano (2011a), and Tagliamonte (2006) have made various
additional findings. According to these findings, observable differences across social boundaries in a
language are always evident. Just as higher social groups in everyday life use standard language to
distinguish themselves, some groups intentionally use lower-register or informal structures to separate
themselves from standard language users. It is assumed that members of the upper strata of society
label language as "correct," which is then referred to as the "standard" form by government,
educational institutions, and the media. In contrast, members of the lower strata are considered to
label language as "incorrect." The non-standard or substandard language variations mentioned here
meet the communication needs of individuals (see Theory of Separation) but are considered to lack
prestige. Individuals using non-standard or substandard language forms maintain their distinctiveness
from other groups as long as they adhere to these forms, even under political, social, and economic
pressures. In first language instruction, members of lower strata (migrants, minorities, refugees, and
those from ghettos and suburbs) who use non-standard variations may exhibit varying degrees of
effort, resistance, or detachment while learning the country's official language, which can have
significant effects on their educational experience. However, in foreign language teaching, having
instructors with Sociolinguistic awareness and a tolerant approach to negative feedback can be a
crucial strategy to engage such individuals. If not managed carefully, these students may find excuses
to disengage from the educational environment. Instructors with Sociolinguistic skills can evaluate
the class, educational environment, students, and teaching materials within the context of both macro
and micro linguistic structures.

Occupational and Role Factors

Individuals can have different roles based on their abilities, education, and professions, in addition to
the biological characteristics of race and gender acquired at birth. Within a society, individuals take
on various roles, which can be categorized into ascribed and achieved roles. The choice of language
appropriate to the role an individual assumes in their life is viewed as a social acquisition. Variations
in language, which occur in everyday events, relate to the functionality of language variations
according to need and context. A commonly overlooked point here is the "principle of language
variability." Language variations emerging from a speaker's profession or social relationships
manifest as communicative acquisitions. Achieved roles refer to professions and expertise that
individuals obtain through education. People take on roles such as clergyman, advertiser, journalist,
doctor, politician, or taxi driver depending on their work, and nowadays, many individuals shape their
languages according to the professions they practice and the jobs they earn money from (Imer, 2001).
Consequently, it is observed that there are noticeable differences in the use of language among people
from various professions. In this context, regional language, gender, and class characteristics are often
akin to the clothes one "puts on" in the morning and "takes off" at the end of the day. The language
spoken can establish new meaning relationships based on profession-specific roles and the contexts
in which it is used.

Teaching Turkish involves specialized language (i.e., Turkish for specific purposes) and educational
activities related to various professions such as doctors, engineers, bankers, etc. This aspect also
emerges as a significantly activity-based experience due to practical variations in language teaching.
People from various professions require different language skills and guidance in language education.
This need is not limited to professions with formal or technical differences like law or science but
should cover all aspects of life. The effect of roles is evident in the language used by groups such as
teachers, engineers, workers, students, salespeople, as well as politicians and sports commentators.
Of course, the effects of roles are not independent of the situations created by context and
environment. When individuals assume roles such as mother, sibling, neighbor, or customer in social
life, the behaviors associated with these roles also influence language. Sociolinguistic studies can
provide new perspectives on learning by emphasizing "the learning of language alongside phenomena
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and events." Indeed, the fundamental proposition of Sociolinguistics is the thesis that "language is
diverse and constantly changing," which points to the diversity and continuous change of learning
units. Consequently, language systems are neither uniform nor fixed records. Therefore, individual
language preferences occur as language variations according to situation, context, society, and the
environment in which they are used. These language variations, which deserve to be researched,
should also be evaluated in educational activities.

Based on the fundamental proposition of Sociolinguistics—that language is diverse and constantly
changing—Ilanguage teaching should include appropriate language uses that align with roles
influencing language, thought, and even behavior, rather than relying solely on uniform, fixed
records.

Sociolinguistics and Teaching of Foreign Language Tests (YDT)

Teaching Turkish as a Foreign Language has begun to appear on global language learning needs lists
relative to our country's political, social, and economic power. The functionality of the language
learned depends on its ability to meet personal or professional needs in the individual’s society,
qualify for education abroad, and work in international companies. Individuals need to learn a foreign
language to communicate with colleagues in professional environments, compete, travel, and prepare
for their careers. To understand this need, it is crucial to have specific knowledge about the processes
of native language acquisition, second language acquisition or foreign language teaching,
sociolinguistics, linguistics, psycholinguistics, foreign language teaching techniques, and assessment
and evaluation methods. Additionally, information produced in the field of sociolinguistics aids
teachers at various levels in teaching YDT (Foreign Language Test), while students have the
opportunity to become aware of and use different language variables depending on the target
language, its purpose, and context, thus acquiring and appropriately applying different variables
within the communication system while learning basic language skills.

In contemporary language teaching, the focus is on four fundamental language skills, while linguistic
competence and performance, communicative skills, language diversity, and the concept of register
are emphasized. Linguistic abilities pertain to vocabulary, phonology, and syntax knowledge, skills,
and the use of language as a system, relating to the macro aspects of linguistics (Council of Europe,
2001). Teaching Turkish as a Foreign Language (YDT) involves teaching Turkish to speakers of other
languages. For example, in Bosnia and Herzegovina, which consists of three ethnicities, the first
language is Bosnian, and the second language is Serbian. Similarly, for a Serbian student, the first
language is Serbian, and the second language is Bosnian; for a Croatian student, the second language
might be Bosnian/Serbian. Language teaching classes can consist of children or adults with different
abilities, language levels, and cultures. The key is to organize classes according to language levels.
On the other hand, grouping students based on the same ethnicity, culture, or geographic criteria may
not yield positive results. Based on our 28 years of experience in teaching Turkish as a foreign
language, we can say that creating ethnically-based classes definitely leads to delays in students'
speaking proficiency in the target language.

Bayburt (2013) examined the importance of Sociolinguistics in foreign language teaching from three
dimensions:

a) Attitudes towards learning a foreign language,

b) The inclusion of culture in foreign language classes,

¢) The contribution of language planning to foreign language education.

Curricula and instructional arrangements can be designed to encourage positive attitudes towards the
foreign language to be learned and the nationalities associated with the language. Incorporating
cultural elements into the curricula of teaching Turkish as a Foreign Language (YDT) can help
students understand the concepts of the newly learned language while providing new contexts for its
correct usage. The theoretical framework and practical context of Sociolinguistics can enrich foreign
language education with a rich social content. For example, when considering language teaching in a
course or lesson context, elements such as dialect, gender variables, ethnicity, and language variation
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can easily be integrated into the lesson, alongside the basic components of the language (Holmes,
2013). In teaching Turkish as a foreign language, incorporating formal and informal structures related
to the functions of communication into the classroom environment and applying them can contribute
to the development of linguistic skills and the transformation of other acquired skills into lasting
learning.

When teaching Turkish as a foreign language, using Turkish in ways that are appropriate for social
and societal contexts can add vibrancy, diversity, and interest to the lesson. If this is achieved, students
will not only be able to express themselves but will also have the ability to determine the correct
expression for different social contexts, such as class, social layer, age, and gender, based on the
appropriate situation, context, and usage features.

Conclusion, Discussion and Recommendations

In this article, the relationships between sociolinguistics and language teaching are examined in terms
of language use and language diversity in different contexts, considering factors such as age, gender,
ethnicity, geography, and class as subcomponents of sociolinguistics. The potential contributions of
these factors to the classroom environment and in-class activities are analyzed. The historical
development of sociolinguistics and its relationship with education are then addressed (Bernstein,
2000; Ditmar, 1976). While the social aspects of language are approached from an anthropological
perspective, focusing on historical anthropology as language and culture, the use and functions of
language in the educational field have been overlooked. In contrast, this study discusses the
educational and cultural dimensions of language use and functions.

It can be said that sociolinguistics generally considers learning as a part of skill acquisition and
enculturation. In parallel with the statement by Bagki (2006:218) that "we learn language as a skill,
we learn culture as knowledge," in the classroom environment, while students learn linguistic skills,
the accompanying cultural values manifest themselves as verbal skills. Many verbal skills are shaped
in the dimension of language use. The variability in the use of language is also examined by
sociolinguistics. As Bayburt (2013) stated, "the main subject of sociolinguistics is verbal
communication among people,” which emerges in the classroom environment as verbal
communication skills through the use of pragmatic skills during language use, with factors such as
the speaker's choice of language according to their interlocutors, context-appropriate syntactic
preferences, and language variables such as gender and age being decisive. In the language teaching
environment, these kinds of variables flow from the teacher to the learner, and in the stages of
selection and sequencing within the teaching/learning hierarchy, accuracy and acceptability at the
knowledge level; morality, discipline, and life skills at the cultural level play a determining role.

Starting from the point that sociolinguistics can make significant contributions to language teaching,
the focus is placed on linguistic communication and contextual content. In society, there are positive
and negative attitudes and behaviors towards various uses of language. For example, during a lesson,
interrupting the teacher and speaking without permission are considered negative behaviors.
Language provides a context/environment that contributes to the formation of speakers' attitudes
about themselves and others. From an anthropological perspective, culture is a system consisting of
shared beliefs, ideas, values, traditions, behaviors, and artistic values (Bates and Plog, 1991). Within
this view, culture is a static concept transmitted from generation to generation. However,
sociolinguists have a more dynamic perspective: culture is continuously reconstructed according to
the knowledge and experiences gained from interactions in different contexts (Baker, 2009). Studies
on linguistic attitudes, behaviors, and diversity, which are indicators of the connection between
language and society, offer various possibilities for learning and teaching. In language learning, the
appropriate use of language can provide suitable experiences and practices in the communication
environment and societal context, with the appropriate choice of language varieties.

Ko6nig (1991) emphasizes the phenomenon of variability in language, drawing attention to individuals'
preferences among language types during communication. In this sense, transitions between language
types are possible with good sociolinguistic competence. This is because individuals who have
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acquired sociolinguistic skills know communication strategies and communicate by considering the
"receiver-sender and context." For instance, teachers and students can understand the significance of
someone speaking when the other is silent or interpreting compliments and apologies through "speech
act theory."

According to Bagaran (1982), the educational environment is the setting where educational activities
take place, bringing together elements such as personnel, tools, facilities, and organization for
educational communication and interaction. This environment is the classroom that considers
individual differences and presents the practice of language in different contexts. In language classes,
instructors may not focus on how to speak fluently in lessons; however, there is a need to experience
skills such as taking turns appropriately, interrupting correctly, and concluding conversations. Indeed,
an instructor's sociolinguistic awareness can provide these and demonstrate that merely knowing
vocabulary and grammar is not enough for real communication; understanding and conveying
communicative language, culture, and context are necessary for achieving fluency in a foreign
language.

As Colak (2019) states, "language varieties are used in different contexts, by different people, for
different reasons.”" In language teaching classrooms, if language varieties are presented alongside
fundamental language skills, students can gain and effectively use features that will help them
communicate effectively with others. This opportunity can allow teachers in language teaching to
determine all aspects of a language's oral or written use and provide opportunities to experience
different uses such as raising one's voice appropriately, addressing others softly, and speaking to both
adults and children. Consequently, if sociolinguistic data are used in language teaching environments,
it allows students to form knowledge, observations, and experiences regarding linguistic diversity,
contextual differences, and content references.

Recommendations

e A functional link should be established between sociolinguistics and educational science and
learning materials.

e The sociolinguistic knowledge and awareness levels of instructors should be increased.

e Rather than expecting to develop sociolinguistic competence in a short time, process-based
approaches should be adopted.

e (Contextual relationships and social and cultural factors of language use should be regularly
considered during presentations and activities (in lessons), with more emphasis on daily
language uses (suitable to environment and context).

e The goal should be to increase the sociolinguistic knowledge, skills, and awareness of
students.

e Language uses should not be presented as disconnected/remote activities and applications
from life, but rather as activities and applications based on sociolinguistic data.

e In-class activities, practices, and examples should be presented in a manner appropriate to
the social environment, culture of the language being learned, and lifestyle.

e Fach theme addressed should become part of daily linguistic activities as a verbal
communication system.

e When selecting lesson materials, care should be taken to ensure they have qualities that will
help students discover or raise awareness of the existence of linguistic diversity and variables
(spoken and written language, slang, formal language).
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Derleme Makalesi

Toplum Dil Bilimin Dil Ogretimiyle iliskisi Uzerine

Mehmet Kahraman'

Ozet
Makale Hakkinda Toplumsal yasamda, dil ve toplum bireylerin dilsel etkinliklerinde
belirleyici role sahiptir. Bu rol mesleki jargona dayanir ve dil 6gretimi ile
Gelis Tar.: 17.11.2022 toplumdilbilim arasindaki iliskiyi bir¢ok yonden aciklama imkani verir.
Kabul: 01.10.2024 Toplum dil bilimin temel iddiasi, *‘dilin cesitli oldugu ve siirekli degistigi”’
Yayin: 25.10.2024 tezine dayanmaktadir. Dil ogretiminde, ogretilen kayit (resmi dil) ile

ogrenilen kayit (kullanilan dil) arasinda olusan farklar, ogreticinin
Toplum dil bilimsel farkindaligi nispetinde 6gretilebilir. Toplum dil bilim
ile dil 6gretimi arasinda ne gibi iliskiler kurulabilecegini ne gibi katkilar
sunulabilecegini; dili iletisimsel yeterlik, toplumsal simif ve kiiltiirel
baglamlar ¢ercevesinde ele almak suretiyle sinif, yas, cinsiyet, etnik
koken gibi sosyal etkenlere bagh kullanimlarda géstermek miimkiin

dAnahtar Ke{zmeler olabilir. Bu ¢alisma Toplum dil bilim konulart ile dil 6gretimi arasindaki
Toplumdilbilim e o .

iliskinin  nasil  kurulabilecegini incelemeyi amaglamaktadir. Bu
Toplumsal Rol . .. .

arastirmada nitel arastirma yontemi kullanilmig, tarama, derleme ve
Durum . . . AT .
Baglam gozlem yontemlerinden yararlanilmistir. Dil ogretiminde ana dil veya

ikinci/yabanct dil edinimi veya 6gretiminde rol oynayan durum, baglam,
ortam ve sosyal etkenler ile dil secimlerini etkileyen temel faktorleri
tammak ve ¢agdas dil ogretim ortamlarmmda nasil kullanilabilecegini
tartismak onemlidir.

Atif icin: Karaman, M. (2024). Toplum dil bilimin dil d6gretimiyle iliskisi {izerine.
MSKU  Egitim  Fakiiltesi  Dergisi  11(2), 229-260. DOI:
10.21666/muefd.1206315

Dil 6gretimi

Dil, bir iletisim dizgesi ve bildirisim araci olarak biitlin toplumlarda sosyal hayatin merkezinde yer alir
ve i¢inde bulunulan topluma ve yaganilan cografyalara gore sekillenir. Dil ve toplum karsilikli etkilesim
sonuncunda birbirlerini etkileme ve inga etme giicline sahiptir. Yani dil sosyal etkilesimlere yon verirken
sosyal etkilesimler de dili sekillendirip yeni formlarin ortaya ¢ikmasini saglar. Bireyler aras1 anlagma
araci olan dil, toplumsal kiiltiirlin insas1 ve ayn1 zamanda gelecek nesillere miras birakilmasi i¢in de
aracilik edebilir (Gemalmaz vd. 2010).

Dil 6grenimi ve Ogretimi; acik veya Ortiikk, Orgiin veya yaygm egitim-6gretim etkinlikleriyle
gerceklesebilen siireg temelli farkli 6grenmeleri kapsar ve sosyokiiltiirel baglamlar ile dil degiskeleri,
dil 6grenenin basarisinda etkili olur. Bu yiizden bir 6gretici; anadil, ikinci veya yabanci dil 6gretiminde
cesitli dillerin ve katilimcilarmn sosyokiiltiirel baglamlarm etkilerini gz ardi etmemelidir. Ozellikle
sosyal ve kiiltiirel baglamlar ile toplumsal rollerin dil dgrenenlerin 6grenme amaglarma uygun
kazanimlar1 elde etmelerine yardimer olabilir.

Genel olarak egitim Ogretime Toplumdilbilimsel veriler 15181inda bakmak Ogreticilere yepyeni bakis
acilar1 kazandirabilir. Dil edinimi, dil gelisimi ve sosyokiiltiirel baglamlar ile dilin varyasyonlar1 gibi
toplum dilbilim verileri, 6gretim elemanina gerekli altyapilar1 6nermekte ve dilsel olgu ve olaylar1 siif
ortaminda 6grencilerin lehine kullanabilme imkani vermektedir. Ogrenme ve dgretme etkinliklerini
daha iyi anlamak i¢in yabanci dil 6gretim yontem, yaklasim, teknikleri ile 6l¢me ve degerlendirmeye
yaninda dil bilimi, toplumdilbilim, sosyoloji ve ruh dil bilime iligkin bilgilere ihtiya¢ vardir. Bu agidan
ogretimi cevreleyen kosullar ile 6grencilerin dil 6grenmeye yonelik giidiilenmeleri arasindaki iligkilerin
onemi farkli seviyelerdeki yabanci dil Ogrencileri iizerinde yiiriitiilen biiyiikk ol¢ekli caligmalarda
dogrulanmistir (Nansy ve Sandra, 2010).

Toplumdilbilim dilin gercek diinyada nasil iiretildigi, nasil kullanildigi ve nasil baglamsal anlamlarin
yiiklendigi ile ilgilenir. Bu kullanimsal bilgiler, 6gretmenlerin ders sunumuna énemli katki saglayabilir.
Bu katkilarin baginda, 6gretim etkinliginin Toplumdilbilimsel verilerle cesitlendirilmesi, 6grenme
ogretme siireglerinde farkli girdi se¢imi ve uygulamalarn sayilabilir. Nitekim Toplumdilbilimsel
yaklagimlara gore ulus olma, resmi dil se¢imi, prestij dili olma sorunu yaninda dilin hem popiiler kiiltiire

246



Ni ’ MSKU Egitim Fakiiltesi Dergisi
AL ISSN 2148-6999 Ciltl1, Say1 2, (2024) Kasim

hem de akademik alana 6zgii pek ¢ok tartigmali alan1 vardir; dil 6gretiminde bu tiir tartigmali alanlardan
kacinmak gerekir. Yine bu ¢ercevede toplum, devlet, millet, dil kavramlar etrafinda; alt dil, {istdil, alict
dil, verici dil, dil degiskeleri gibi terimler iizerinden dillerin ve kiiltiirlerin tanimlanmas1 sorununu da
buraya dahil etmek gerekir.

Arastirmacilarin dil 6gretimi siirecinde Toplumdilbilimsel verilerin 6greticiler tarafindan goz ardi
edildigine isaret etmesi onemli bir veridi. Bu noktada Ogreticiler, 6gretim esnasinda yabanci dilde
sozciik, dilbilgisi ve konusma Ogretimine daha fazla zaman ayirirken 6grencilerin baglamsal dil
kullanimi ihtiyaclar1 dogrultusunda nerede, kiminle, ne zaman, nasil konusulacagini deneyimleme
firsatin1 Toplumdilbilimsel veriler saglayabilir.

Kuramsal Cerceve

Arastirmacilar, dil kullanimi ile dilsel topluluk arasindaki siki iliskiye isaret ederek, dildeki degisim
olgusuna, Toplumdilbilimsel yaklasimi uygulayarak dilin blinyesinde var olan degiskenligin temel
nedeninin sosyal degisim oldugunu ileri stirmektedir (Konig, 1985). Burada’’ dilin sadece bir yap1™’
olarak algilanmasindan &te, dilin farkli boyutlarda ortaya ¢ikan ‘‘degisim olgusu’’na neden olan siire¢
ve baglamlarin incelenmeye baglanmasi, dil olgusuna bakista bireysellikten toplumsalliga dogru bir
gecis olmustur.

Bireyler hangi dili 6grenirse 6grensin, sonugta bir dil 6grenmenin Stesinde dilsel bir edinim siireci
yasamaktadir. Bu edinim esnasinda bireyin ilk 6grendigi dilin, yeni &grendigi dili etkilememesi
miimkiin degildir. Zira dil ve toplum hi¢ durmadan birbirini etkileyen ve birbirini bi¢imlendiren iki
onemli olgudur. Baska bir deyisle “insan, demek dil demektir, ama dil demek de birgok bakimdan
toplum demektir.” (Vardar, 2007). Zira dilin baglamsal etkisini “kullanim 6zelligi” izerinden gérmek,
dil 6grenen ve 6greten bireyler agisindan 6nemli bir boyutu olusturmaktadir.

20. yy. dilbilim c¢alismalarinda yapisalct Saussauré yaklasimi ve liretici doniisiimsel dilbilgisiyle
Chomsky yaklasimi belirleyici olmustur. Ozellikle bir olgu olarak ‘dil yetisi’ i¢cinde toplumsal niteligi
‘dil’, bireysel niteligi ‘s6z’ temsil ederken (Saussaure, 2000) climlenin kavramsal boyutu ile konusma
ve yazmanin gergeklesmesi sdzce, edim-eding ikili karsithigin kurulmasi (Chomsky, 1978), dil 6gretimi
icin de onemli yaklasim ve yontemlerin ortaya ¢ikisina zemin hazirlamistir.

Avrupa Dilleri Ortak Bagvuru Metni’inde (ADOBM), geleneksel yontemlerle dilin yapisal kurallarinin
oOl¢linlii (standart) dile bagl kalinarak 6gretilmesi yaklasimi yerine, dil-toplum iliskisinden hareketle dili
dis etkenlerle baglantili toplumsal bir olgu olarak degerlendirirken dilin kullanim boyutunun 6gretimini
gozeten ‘‘Eylem Odakli Yaklagim’” benimsenmistir (Giinday, 2013). Gegmis donemlerde yabanci dilde
iletisim, yazili metinler {izerine kurulurken sanayi devriminden sonra ticaret ve ulagim imkanlarinin
artmasiyla birlikte sozlii iletisime daha ¢ok ihtiya¢ duyulmaya baslanmisg, bu nedenle de egitim-0gretim
faaliyetlerinde de daha c¢ok Onem kazanmistir. Giiniimiizde iletisim araglarinin hizli gelismesi ve
cesitlenmesiyle birlikte sozIii dilde iletisim ¢ok yonlii, ¢ok kiiltlirlii ve ¢ok boyutlu yapiya evrilmis
durumdadir.

Dil 6gretimi, plan-program, zaman-mekan gibi belli kisitlar1 kapsayan, 6gretmen 6grenci etkinligi ile
ilerleyen, 6gretim aracglan ile desteklenen, 6gretmen-6grenci, 6grenci-0grenci etkilesimiyle sekillenen
bir 6grenme ve 6gretme faaliyetidir. Dil egitimi, ‘ ‘besikten mezara kadar’’ siiren, plan-program, zaman-
mekan kisiti bulunmayan, dili dogal ortamda c¢esitli tutum, davranigs ve dilsel Onsezi/Ongoriileri
kapsayan, dil ¢esitliliginin (kesitlerin/register) farkina varilarak deneyimlenen ve dogal yolla kazanilan
Ogrenme aktivitelerinin biitiiniinii kapsamaktadir.

Toplum, ailelerden olusan biiyiik bir yapidir. Bu yapi i¢inde var olan dil, ailede 6grenilir ve anadil
olarak adlandirilir. Yine dilsel gesitliligin (varyasyon) 6grenildigi alan grup dili (sociolect) olarak
adlandirilir. Kisilerin ulusal koddan kendine 6zgii secimiyle olusan dil, bireysel dil olup dil edinimin
merkezide yer alir. Ogrenciler hangi toplumsal konumdan gelirse gelsinler ailede ne diizeyde dil bilinci
ve dil edincine ulagmis olursa olsunlar, hepsinin kendine giivenen, bildirisimde aktif olan, sorgulayan
ve diigiinen bireyler olmasi i¢in toplumbilimsel yetilere ihtiyaglar1 vardir. Bu ihtiyaglar, dil 6gretimini
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etkileyen Toplumdilbilimsel ilkelerin bazi temel 6zelliklerini iliskilendirmeye yonelik arastirmalarda,
durumlarm genel olarak yabanci dil 8gretimiyle iliskilendirilmesini amaglar. i1k énce Toplumdilbilimsel
veri toplamanin fonoloji ve sozdizimiyle ilgili pratik kullanimlar1 ele alinir, sonra gergek dil kullanimi
ile tipik 0grenme materyalleri arasindaki tutarsizliga odaklanilmali en sonunda da dil 6grenimini
Toplumdilbilim arastirmalarini igerecek sekilde genisletilmesi amaglanmalidir (Zhengheng, 2006).
Vlack (2011), Toplumdilbilim teorik yonlerine bakarak dil kullaniminin altinda yatan bazi temel
fikirlere odaklanmis, smirli sdylem analizine ve dilleraras1 edim bilime dayanarak, 6grencilerin dil
kullaniminin nasil gelistirilecegine ve 6zellikle ikinci dil ediniminde nasil degerlendirilip 6gretilecegine
dair biitlinciil bir ¢cergeve ¢izmis ve bu ¢ercevede sosyal baglamlarda dile maruz kalmalarini 6nermistir.
Boylece ikinci dil ediniminde (D2E) gerekli olan teoriler ile dil kullanimina yonelik pratikleri
birlestirmeyi 6nermistir. Ornegin farkli “formalite diizeyine” sahip kelimelerin segimi, farkli
baglamlarda dile maruz kalmalar1 i¢in 6grencilerin farkli “formalite diizeylerine” sahip kayitlarin
derslerde kullanilmasi dnerilebilir.

Dil Bilimi

Toplumdilbilim, adindan da anlasilacag: iizere toplum ile dil arasindaki iliskilere odaklanir. Vardar,
Toplumdilbilim’i dil olgulariyla toplumsal olgular arasindaki iligkileri, bunlarin birbirini etkilemesini,
birbirinin degiskeni olarak ortaya ¢ikmasini, bir bagka deyisle bu iki tiir olgu arasindaki es degisebilirligi
inceleyen karma dal olarak tanimlamaktadir (Vardar, 2007).

Imer (2001)’e gore Toplumdilbilim, ‘“dil ile toplumun kesisme noktasinda yer alan bir disiplinlerarasi
daldir’’. Dil bilimin bir alt dal1 olarak Toplum dil bilim, bireylerin nasil konustugu, hangi dili kullandigs,
neden bdyle konustugu gibi sorulara cevaplar arar. Toplumdilbilim, dil davranisi ile sosyal kategoriler
arasindaki iligkiyi incelerken bagimli degiskeni dil; bagimsiz degiskeni ise sosyal kategoriler temsil
eder. Toplumdilbilimciler, bir kisinin dilsel performansinin daha ayrintili 6l¢limlerini ele alir. Dildeki
cesitli varyasyonlar1 dil dis1 olgularla birlikte irdeler. Dil, toplum ve kiiltiir arasinda ¢ok yonlii bir baga
vurgu yapilir.

Hymes (1972), dilsel yeterlilige ek olarak, dil kullanicisinin dilbilgisi kurallarindan bagimsiz bir sezgisel
sisteme sahip oldugunu vurgular ki bu konu, durum ve insan iligkileri gibi etkenlere gore dil 6gretme ve
ogrenme Toplum dil bilimsel yeterlige isaret etmektedir. Bireylerin sahip oldugu sezgisel dil bilgisi,
Toplum dil bilimsel yetiler (Huber, 2008). So6zii edilen dil tutumlar toplumsal gruplarin ortaya
cikmasina sebep olmakta ve her toplumsal grup kendi dil kullanimim yaratmakta ve dilsel edimlere bagl
olusan standart dil degiskeleri grup ve meslek dili, cinsiyet dili, genglik, yash dili, egitimde kullanilan
dil olarak farkli dil edinimlerini de kapsayacak sekilde genis bir ¢cergevede diisiiniilebilir. Sozii edilen
dil tutumlan toplumsal gruplarin ortaya ¢ikmasina sebep olmakta ve her toplumsal grup kendi dil
kullanimin1 yaratmaktadir. Bu dilsel edimlere bagli olusan dil goriiniimleri dil degiskesi olarak
adlandirilir. Dil degiskenleri, meslek ya da alan dili, kadin, erkek dili, genglik dili, politik dil, egitimde
katman dilleri seklinde siniflandirilir. Temelde bu degiskenleri belirleyen fonetik veya sozciiksel
farklardir. Ancak kimi durumlarda s6zdizimsel, edim bilimsel ve biiriinsel farkliliklar da bu degiskelere
sebep olabilir.

Biitlin bu tanimlarda goriilecegi iizere Toplumdilbilim, bir toplumdaki gruplarin etnik koken, dil, din,
siyaset, toplumsal statii, cinsiyet, yas ve egitim gibi belirli sosyal degiskenlerle nasil farklilagtigini ve
bu degiskenlere bagli bireylerin ayni zamanda sosyal gruplar i¢inde dil degiskenini nasil kullanildigini
da gosterir. Dilin bir sosyal vaka olarak incelenmesi, bir modern dilbilim paradigmasidir (Bell, 1976).
Bireyler toplum ic¢inde edinilmis veya kazanilmis roller araciligiyla var olurlar. Bu var olusu
sekillendiren egitim bireylerin dil kullaniminda belirgin farklar yaratir. Yine bu yaratilan farklar ele
alip inceleyen Toplumdilbilimdir.

Toplumdilbilim’in ele aldig1 temel konular su sekilde siralanabilir:
1) dil tiirleri ve degigimi,
2) varyasyon ve stil,
3) dil tutumlari,
4) dil ve kiiltiir,

248



Ni ’ MSKU Egitim Fakiiltesi Dergisi
AL ISSN 2148-6999 Ciltl1, Say1 2, (2024) Kasim

5) dil ve etkilesim,

a) etkilesim analizi,

b) sdylem analizi,

¢) sosyal ag ve dil etkilesimi,

d) konusmada bir degisken olarak nezaket kurallari,
6) iki dillilik, ¢cok dillilik ve ¢ok kiiltiirliliik,
7) sosyal sinif ve dil kullanimi1
8) dil temasi,
9) dil ve cinsiyet,
10) dil planlamas:1 ve politikasi

a) dil egitimi ve ikinci dil edinimi

b) miifredat gelistirme

¢) 6gretmen egitim (Holmes, 2013).

Toplumdilbilim’in temel 6nermesi, ‘‘dilin ¢esitli oldugu ve siirekli degistigi’’ tezine dayanir. Neticede,
dil tek tip veya sabit bir kayit (register) degil, aksine hem bireysel kullanicilar i¢in hem de dil topluluklar
icin siirekli degisiklik gosterir. Bu degisebilirlik Toplumdilbilimsel bir olgu olarak dil 6gretimiyle ilgili
tartigmalarin bir parcast degil, akademik tartigmanin bir parcasidir. Fakat dil hakkinda daha fazla bilgi
edinmek istedigimizde, onun iligki bigimlerini, kullanim durumunu ve zamanini, sosyokiiltiirel etki ile
dilsel ¢esitlilik gibi tiim baglamlarla birlikte ele alinip incelenmesi gerekir.

Toplumdilbilim, dil ve sosyal yapilar arasindaki iliskileri inceleyen dilbilim ile sosyolojinin kesistigi
ortak arastirma alani olup mokro ve mikro olmak {izere ikiye ayrilir. Mikro alanlar, dilbilimin temel
alanlar1 olup dil denilen sistemin tiim yapilarini inceler.

Genel olarak mikro Toplumdilbilim:
a) mikro faktorlerle sembolize edilen sosyal baglamda dil olgusunun incelenmesine, kisilerarasi
iletisimin kapsamina dair kisiler arasiliga,
b) iletisimsel yetkinligin edinilmesi ve gelistirilmesine,
(c) ve dil tutumlarina gonderim yapar. Buna ilaveten, daha genis degiskenler; niifus, dil dagilim1
veya dilin stirekliligi dahil olmak {izere Toplumdilbilim olgusu olarak inceleme egiliminde olup
tek dillilik, ¢ok dillilik ve iki dillilik, dil tutumlar1, planlama, ¢esitlilik, se¢im, aksan vb. konularini
da ele alip inceler (Holmes, 2013).

Dil Ogretimi ve Toplumdilbilim

Dil 6gretimi; esas olarak anadil, ikinci veya yabanci dil olmak tizere farkli boyutlarda gergeklesen, farkl
stirecler gerektiren 6grenme ve dgretme etkinligidir. Genelde dil 6gretimi, filoloji ve dilbilgisi temelli;
ruhbilim ve egitimbilim temelli olmak iizere iki temele dayanir. Bu eskiden filoloji ve dilbilgisi temelli
iken Ogrenilen dilin niteligine dair bilgilerimiz ruhbilim ve 6grenim kuramlarinin gelismesine iliskin
goriislerden olusur (Kocaman, 1983). Ders kitaplar1 ve izlenceler, bu iki dayanagin etkisinde
hazirlanirken giintimiizde de bu temel dayanaklar biiyiik 6l¢tide varligin1 korumaktadir. Ancak buna
yeni bir yaklagim boyutu eklenmis olup dilbilimin daha genis a¢idan ele alinmastyla dilbilimde sadece
ses, sozciik ve sdylem gibi dilbilim alanlarinda degil; anlambilim, Toplumdilbilim, ruh dil bilim gibi
alanlardan da yararlanilmasi gerektigi ortaya konulmustur.

Dil, 6grenme ve 6gretme siirecinde dgretmen-6grenci, 6grenci-ogrenci etkilesimi dikkate alindiginda
formel veya informel ortamlarda 6gretici ile 6grenciler arasi iletisimle baslayip gilinliik dille 6gretim
yapilacak olursa kalic1 6grenme ve olumlu dilsel gelisime katkida bulunabilir; 6grencilerin biitiinlesik
dil becerilerinin gelismesine dogrudan katki saglayabilir; 6grenme c¢iktis1 daha basarili olabilir. Dilin
islevsel kullanimi, yalmizca belirli dil yapisina veya dilbilgisi kurallarina dayanmaz, baglamin nasil
anlagildigina ve bu dilsel amagclar1 gergeklestirip gerceklestirmedigine de gonderim yapar.

1960'larin  sonlarindan itibaren toplum dilbilimciler dikkatlerini dogal olarak dil kullanimina

odaklanmaya baslamistir. Bu vesileyle yabanc1 dil veya ikinci dil uzmanlari, 6gretim metodolojilerini
gelistirmek ve dil egitiminin amag ve alanlarini genigletmek i¢in Toplum dil bilim arastirmalari ncelikli
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konu haline gelmistir (Scarcelle vd. 1990). Ozellikle egitimcilerin dil egitimini sadece dilbilgisi
sisteminin detaylandirilmasi degil, ayn1 zamanda dili bir 6grenme araci ve degisen baglamlara uygun
kullanim becerisi olarak gérmesi, dilin islevini ve iletisimsel kullanimlarimi da dikkate almay1 gerekli
kilmagtir.

Iletisimsel Baglam

Iletisimsel yeterlilik terimi ilk olarak Amerikali Toplumdilbilimci Hymes (1972) tarafindan ortaya
atilmistir. Bu terim kismen Chomsky'nin dilsel yetkinlik kavraminin ¢elisikligini ortaya koymak i¢in
ortaya atilmigtir. Chomsky'nin bakis agisina gore, dilsel yeterlilik, bireylerin kendi dillerini olugturan
siursiz sayidaki climleleri liretmelerine izin veren, zihnin dogustan gelen biyolojik bir islevi olarak
goriilebilir. Ancak giderek artan sayida arastirmact onu idealize edilmis bir kavram olarak gérmekte ve
bu nedenle yetersiz olugsuna vurgu yapmaktadir. Hymes’in goriisiine gore, yeterlilik kavrami climle
olusturmanin yani sira dil kullanimini da igermelidir ve bir konugsmacinin bir konugma toplulugunda
iletisimsel olarak nasil yetkin olacagii bilmesi gerekir. Bu noktada dilsel yeterlilik son derece soyuttur,
iletisimsel yeterlilik ise pratiklige odaklanir ve daha somuttur. Bu nedenle, farkli seviyelerde dil edinimi
ve kullanimini ifade eder. Hymes (1972)'in iletisimsel yeterlilik teorisi, dil 6gretimi alanim1 derinden
etkiler ve geleneksel dgretim yaklagimlarina meydan okur. Ulkemizde iletisimsel dil 6gretim yaklagim
1960’11 yillarda gelistirilmeye baglanmistir.

Canale ve Swain (1980), dort temel beceri alanina vurgu yapmis ve bu beceri alanlarim tanimlarken
iletisim yeterliligine dikkat cekmistir. Bunun yam sira dilbilgisi yeterliligi, sdylem yeterliligi, stratejik
yeterlilik ve Toplumdilbilimsel yeterlilikten de s6z edilir:
a) Dilbilgisi yeterliligi, sesbilgisel kurallara, sozciiksel 6gelere, bicimsel s6zdizimsel kurallara ve
climle olusturma kurallarma hakim olmay1 kapsar. Chomsky'nin dilsel yeterlilik dedigi seye atifta
bulunur.
b) Soylem yeterliligi, anlati, tartigmact deneme, bilimsel rapor veya is mektubu gibi farkl: tiirlerde
sozlii veya yazili bir metin elde etmek i¢in dilbilgisi bigimlerinin ve anlamlarin nasil
birlestirilecegine dair beceri/performanst igerir.
c) Stratejik yeterlilik, aksakliklar1 telafi etmek ve iletisimin etkisini artirmak i¢in sozlii ve sdzsiiz
stratejilere hakim olmayi ve kimi dilsel tutum ve davraniglar igerir.
d) Toplumdilbilimsel yeterlilik, rol iliskileri de dahil olmak iizere iletisimin gergeklestigi sosyal
baglamin, birbirine bagl olmalar1 agisindan bireysel mesaj dgelerinin paylasilan bilgilerin ve tim
sOylem veya metinle iligkili olarak anlamin nasil temsil edildiginin anlagilmasinin gereklerini igerir.

Temelde iletisimsel yeterlilik goriisleri tatmin edici goriinse de Ogretmenler dilbilgisi ve kelime
dagarcigi ile ugrasmak i¢in yeterli zamanlar1 olmadig: diisiiniilecek olursa, geleneksel yaklagimlar ile
iletisimsel yaklagim arasinda gidip geleceklerini diislinmek miimkiindiir. Bu gidis gelisler 6grencilerin
konusma ve dinlemede becerisinde basariliyken 6grenme ¢iktisinin zayif olmasi, dili farli baglamlarda
kullanma ve bilgi aktariminda zayif, iletisim kurma ve siirdiirmede yetersizlik s6z konusu olabilir.

Egitimsel Baglam

Egitim baglami, egitim Ogretin etkinliginin yapildigi biitiin ortamlar kapsar. Egitim psikolojisine
dayanan egitim baglami iizerine yapilan arastirmalar, egitim kurumlarimin ve 6grenme ve Ggretme
etkinliklerinin yapildig1 ortamlarin ayrilmaz bir parcasi olarak tanimlanir (Bloome ve Green, 1992).
Yabanci/Ikinci dil gelisimi baglaminda, dil politikasmm, dil planlamasini ve en énemlisi, ikinci dil
Ogrenen kisiye sunulan O0grenme firsatlarimi sekillendiren egitim baglamini da ifade etmektedir.
Kamaravadivelu (2001)’a gore 6grenme *‘firsatlarin1 ve smif yasamini’’ siyasal, egitsel ve toplumsal
kurumlarin etkilerinden korumak neredeyse imkansizdir. Derse katilimcilarin simifa getirdikleri
deneyimler, sadece sinifta karsilagtiklar1 6grenme ve 6gretme unsurlariyla sinirli degildir, sinif disindaki
bilgiler ile i¢inde biiyiidiikleri sosyal, politik, ekonomik ve egitimsel ¢evre tarafindan sunulanlar da
kapsamaktadir.

Ogretim etkinliginin birincil amaci dilsel (s6zlii-yazil)iletisim kurabilmeyi saglamaktir. Dil gretiminin

amact da toplumu olusturan bireyler arsinda iletisim ve etkilesimde kullanilabilecek ortak yazi dili
olusturmaktir. Konuya iletisim becerileri baglaminda bakacak olursak, Toplumdilbilimsel beceriler, dil
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degiskeleri ve bunlarin baglamsal kullanimlar olarak goriilebilir. Dil 6gretiminde 6grencilerin genis
kod kullanmasi, baglama uygun dil se¢mesi ile anlamsal fark yaratan s6zdizimsel, edim bilimsel,
biirlinsel kullanimlarin farkina varilmasi olarak ifade edilebilir. Bu egitimsel baglam, ana dil ile egitim
dili arasindaki, "standart dil" ile "standart dig1 dil" varyantlar1 arasindaki iligkiyi konumlandirmaktadir.
Dil 6gretim politikas1 yapicilarinin aldigi kararlar dogrultusunda ikinci veya yabanci dil 6grenenler, dilin
aktif kullanicilar1 olma firsatina sahip olduklan tek dillilik veya *’iki dillilik’” arasinda bir se¢im yapmis
olurlar.

Aragtirmacilar anadilde oldugu gibi yabanci dilde de bir edinimin varligin1 kabul ederler. Ikinci dil
ediniminde ‘6zdeslik teorisi (Identity theory)’, dgrencilerin kimliklerinin ikinci dil 6greniminin
merkezinde oldugunu savunur. Bu edinimin zaman igerisinde ve yasanilan mubhitte gore degisen,
muhtemelen tek bir bireyde c¢elisik sekillerde bir arada var olan, esit olmayan gii¢ iliskileri i¢inde
toplumsal olarak insa edilirler (Norton, 2010). Bireyler ikinci dil edinimi sirasinda anadillerini korurken,
ayn1 zamanda birinci dillerinden daha ¢ok ikinci dillerinde yeterlilik ve giliven gelistirebilirler ki burada
ilk dillerini yavas yavas kaybetme s6z konusu olabilir. Bu durum, “dilsel ve eylemsel kaynaklara
anadiliyle erisimi olmayan konusur statiisiine’’ igaret eder ve giic, statii ve kimlik arasindaki karmasik
iligkiyle sekillenir. Her iki bakis, temelde farkli kabul edilse de ¢esitli saha caligmalar1 ve aragtirmalar
bunlarin ayrilmaz ikili oldugunu gostermistir. Yukaridaki aciklamaya dayanarak, bireysel faktorlerin
Ogrenicilerin dile hakim olmalarini tetiklemede ve verimli hale getirmede belirleyici bir role sahip
oldugunu ortaya koymustur.

Toplumsal Baglam

Toplumsal etkenler dillerde 6nemli olgiide cesitlenmeye sebep olmaktadir. Sosyal gruplar, dili
kendilerine 6zgii bir bicimde kullanir. Bireyler kendi sosyal cevrelerine has, yine kendilerini
baskalarindan ayiran bir dil yaratirlar. Sosyal nedenlerden kaynaklanan bu varyantlar, diyalektolojik bir
hiyerarsi i¢inde grup dili (sosyolekt) veya yerel dil (zonelekt) olarak da tanimlanmakta, toplumsal
kullanim y6niinden grup veya ziimre dillerini ifade etmektedir (imer, 2001).

Dil o6gretiminde sosyal baglam, ev, mahalle, smif ve genel olarak toplum gibi bir dizi dil
edinme/0grenme ortamini ifade etmektedir. Son zamanlarda bilim insanlari, hareketin birinci dilden
yabanci dile dogru gecisin psikolinguistik yeteneklerden fazlasi igerdigini ve bunun ayni zamanda
tarihsel, politik ve sosyal giiglerle de baglantili oldugunu ifade etmektedir. Dilsel g¢esitlenmenin bir
sonucu olarak yabanci dil gelisimini incelemeye yonelik caligmalari 6nemli bir degiskeni olan sosyal
baglama dikkat ¢ekilmektedir (Bybee 1983; Fillmore, 1989). Yine bunlara ek olarak, sosyal baglamin
normlart:

a) Yabanci dil 6grenme motivasyonu,

b) Yabanci dil 6grenmenin amaci,

¢) Yabanci dilden beklenen islevler ve topluluk karsisinda dilsel performans sergilemek,

d) Ogrenci igin girdinin mevcudiyeti,

e) Girdideki gesitlilik,

f) S6z konusu konugma toplulugu i¢in kabul edilebilir yeterlik olarak sayilabilir.

Fillmore (1989) tarafindan yiiriitiilen arastirmalarda toplumsal baglamlarin hem 6grenenler hem de
yetkin konusurlar arasinda yetkin iletisim kurma firsatlar yaratilmasi ve 6grenme potansiyelini en iist
diizeye ¢ikarilmasi tartigilmistir. Bir 0gretim etkinliginin sunuldugu sosyal baglam ile sdylemsel
baglam, dilsel gelisimi kolaylastirma yaninda biligsel becerileri de gelistirme role sahiptir.

Tiirkgenin 6gretimi, dil 6gretim merkezlerinde ve Tiirkiye disindaki YEE’’nin dil kurslarinda veya
iiniversitelerin Tiirkoloji boliimlerinde yer verilecek bilgilerin Toplumdilbilimsel goriiniimlerini
karsilagtiran Kahraman (2019), bu tii¢ farkli sosyal baglamin sonuglarmin da farli bigimlerde
goriildiigiinii ifade etmistir. Ozellikle yabanci iilkelerde cesitli iletisimsel yeterliliklerin ve islevlerin
ortaya ¢ikmasini saglayan (maruz kalma) sartlarin dilin iletisim yetisinin gelisimini olumsuz ydnde
etkiledigini belirtmistir.
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Iletisimsel Baglam

Iletisimsel baglamda kullanilan dil, él¢iinlii/resmi dil, {ist dil, alt degiske ve varyasyon degiskesi olup
diyalektoloji ve dil ¢esitliligi olarak incelenir (Aktas, 2005). Egitim ortaminda, iletisimde bildirisimin
katilimcilart birbirlerine hitap edisi, rica etme, tesekkiir etme gibi s6z edimlerinin ifade edilis bigimleri
farklilik gosterir. Egitimde kullanilan dil, katman dilleri olarak adlandirilir ve dar kod, genis kod
baglaminda ele almnip incelenir (Berstain, 1971°den aktaran Imer, 2001). Bu baglamda 6grencilerin sahip
oldugu dil, katman dillerinden hangisi olursa olsun egitim-6gretim sirasinda onu {iist katman konusuru
seviyesine ¢ikarmayi amaglamalidir. Ogretmenler dil dgretiminde, 6grencilere sadece kelime ve dil
bilgisi 6gretmekle kalmazlar, ayn1 zamanda kiiltiirel arka plan ve ¢esitli toplumsal faktorlerle bilesen
iletisim ilkelerini de ogretirler. Kiiltiirii tanitmak, dil 6gretiminde ¢ok dnemlidir, ¢iinkii bu durum
ogrencilerin dil kullaniminin uygunlugu ile dogrudan ilgilidir. Bir dili basarili bir sekilde 6grenmek igin
onun sosyal ve kiiltlirel gecmisini tam olarak anlamak gerekir. Bu nedenle bir dili 6grenmenin o dilin
kiiltiirlinii anlama siireci oldugunu séylemek miimkiindiir.

Bireylerin iletisim yetisini kullanabilmesi i¢in iletisim araci, iletisim ortami ve iletisim baglami ¢ok
onemlidir. Iletisim ortaminda, gonderici-alic1 ve baglam {igliisii:

a) Konusmaciin sosyal kimligi,

b) Dinleyicinin sosyal kimligi,

¢) Baglamin dilsel ¢esitliligi temel faktorlerdendir (Calvet, 2012).

Dilbilimsel analiz ¢caligmalarinda dil varyasyonlari:
a) Standart ¢esitler,
b) Yerel ¢esitler,
¢) Sosyal gesitler olmak tizere tige ayrilir.

Standart dil, kisi ve sosyal cevreye gore degismeyen, toplumun ortak iletisim araci olan, resm1 kullanim
sekli olan ortak dildir.

Toplumda, ortak dili konusan bireylerin genel hedefi mesajlarimi iletmek oldugu igin, konusma
esnasinda yaptiklart hatalar daha Onemsiz hale gelmekte ve toplumda bu hatalar1 hoggoriiyle
karsilamakta, hatta diizeltme i¢in de 6zel bir gayret sarf edilmemektedir. Ornegin, Tiirk¢eyi yabanci dil
olarak 6grenen bir kisi, firrndan ekmek alirken “Ben iki ekmek ver-"" (dogrusu verir misin?) dediginde,
muhtemelen iki ekmegi alabilecek ve firmei da “Sen hatali konustun.” demeyecektir. Bu durum dogal
ortamda kendi kendine dil 6grenme i¢in gegerlidir. Ancak dil 6gretiminde aninda geri bildirim yapmanin
dogru ve etkili bir 6grenme yontemi oldugu goriisii hakimdir. Bu baglamda dil yanlis kullandiginda geri
bildirim sarttir. Geri bildirim bireyi kendini dogru ifade etmeye ve kendini gelistirme tesvik edebilir.
Zaten dil 6grenimi, gercek yasam ile bagdastirilarak ve somutlastirilarak uygulamaya konuldugunda
amacina ulagmis olacaktir. Bu nedenle dogru ve hizli bir dil 6grenimi i¢in aninda geri bildirim ve
diizeltme yapilmali; tabi ki bu, 6grenciyi dil 6grenmeye 6zendirecek hosgoriilii bir yaklasim ve uygun
bir iislup ile gerceklesmelidir.

Kiiltiirel Baglam

Kiiltiir, toplumun tyeleri tarafindan kabul edilebilir bir faaliyet gostermek ve bunu herhangi bir
baglamda kullanmak i¢in ‘‘bilmek ve inanmak zorunda olunan sey’’dir (Wardhaugh,2013). Dil, kiiltiir
iligkisi noktasinda, dil, kiiltiirii iginde barindiran sosyal gosterge olarak tanimlanir (Ditmar’dan aktaran
Cakar, 2011). Bireylerin bilmek ve inanmak zorunda oldugu seyler sosyal olarak edinilir, davranis
kaliplar1 olarak 6grenilir ve herhangi bir kalitsal koddan gelmezler. Bizler, dili beceri olarak, kiiltiirii ise
bilgi olarak 6greniriz. Bu nedenle kiiltiir, bir kisinin gilinliik yasamsal gérevlerini yerine getirmek i¢in
sahip olmas1 gereken davranig kaliplari olup dil kullanimi i¢in iletisimsel yeterlige giic katar. Aslinda
egitim, bir kiiltiirlenme araci olup sinifta de bireylere bilimsel, dilsel ve toplumsal davranis kaliplar
ogretmeyi hedefler. Dil, kiiltiir baglaminda egitim, bireylerin kendisi ve ¢evresi i¢in deger yaratabilecek
diizeye gelme olarak tanimlanabilir. Tanilli (2004), ‘‘herkesin kendisinde tasidigi insan olma
yeteneklerini gelistirmek’’ olarak tanimlar. Egitimi, insanin kisiligini besleme siireci veya insan
sermayesine yapilan yatirim olarak goriir. Bu tanimlara bakarak egitim, gézden gecirilmis degerlerin,
bilgi ve becerilerin, toplumsal mirasin yeni nesillere aktarilmasim saglayan araglardan biridir. Diger
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yandan Fidan ve Erden (1996) nin de isaret ettigi gibi egitim bir tiir bireylerin ‘istendik kiiltiirlenme’’
stirecidir. Dil ve kiiltiir arasindaki karsilikli iliski bir¢ok aydin tarafindan vurgulanan bir gergeklige
dayanmaktadir.

Toplumdilbilimle dil 6gretimi arasindaki iliskiye deginen arastirmacilardan Huber (2008), dil
kullaniminin farkl goriiniimlerine ‘dil degiskesi’ adini verir. Kasap (2020), dil 6gretiminde hedef dil,
ogretilirken de Ogrenilirken de ‘‘sosyokiiltiirel baglamlar ile dil farkliliklari’’nin dikkate alinmasini
onerir. Toplum dil bilim, cografi sinirlar boyunca bir baglamdan digerine nasil farklilagtigin1 gésteren
ve bir baglamdaki insanlarm diger baglamdaki insanlarla nasil iletisim kurdugunu agiklamaya caligir.
Aslinda sosyokiiltiirel baglamlar, 6grencilerin bir baglamdan digerine nasil gectikleri, nasil iletisim
kurabildiklerine odaklanir. Toplumdilbilim, dil 6grenme ve 6gretmeyi de bu tiir baglamlar aras1 gegisleri
gergeklestirme egilimi olarak ele alir. Wardhaugh (2013), dil ve kiiltiiriin nasil iligkili oldugunu, dilin
farkli sosyal baglamlara nasil tagindigini ve kullanildigini inceleyen antropolojik dilbilimin varligindan
s0z eder; dilin bigcimsel ve sosyal degiskelerinin incelenmesini onerir.

Toplumdilbilim, dilin sosyokiiltiirel baglamiyla birlikte incelenmesi, kiiltiirel normlar, beklentiler ve
baglam da dahil olmak iizere toplumun herhangi bir kismmi ya da tiim ydnlerinin dilin kullanim
boyutuyla incelenmesidir (Hornberger, 2011). Dil 6gretiminde hedef dile ait kiiltiir aktarim1 sirasinda
higbir kiiltiiriin iyi ya da kotii olamayacag: gibi iistte veya altta olamayacagi algisint olusturmak ve
kiiltiirleraras1 farkliliklarin varligini 6grencilere hissettirmek onemlidir. Bu iliski ve o6zelliklerin
Ogreticinin bilgisi ddhilinde farkindalik yaratmak i¢in egitim ortamina taginabilmesi olumlu sonuglar
dogurabilir.

Toplumdilbilim ve Dil Ogretimi

Toplumdilbilim, toplumun dil {izerindeki etkisini, dilin de toplum iizerindeki etkisini aragtiran ve bunun
teorisiyle ilgilenen dilbilim dalidir. Toplumdilbilim, dil tiirlerini belirli smirlar ¢ercevesinde,
bildirisimin kendiliginden gergeklestigi ortamlarda anlamin eksiksiz anlasildig1 kaliplar olarak ele alir
(Ferguson, 1972). Bu her tiirlii iletisim ortaminda dilsel gonderimlerin aliciya ulagsmasi ve bildirigim
degeri olarak ¢esitli icerigin gerceklesmesi olarak goriilebilir. Bu yoniiyle, bir dilin birey i¢in anlagilmaz
hatta bilinmez kalacak olan geleneksel degeriyle de temas kurulur. Bu temas, ortak dilin ve toplumun
dil tizerindeki etkisinin arastirilmasinin ayrilmaz bir pargasi olup dil ¢alisma alanlarinin da 6nemli bir
kismini olusturur. Son zamanlarda 6gretmenlerin dil 6gretimi esnasinda iletisimi bir biitlin olarak
algilamamalari, daha ¢ok kelimelere, dilbilgisine ve metin igeriklerine odaklandigi, hedef dili 6gretirken
en gerekli beceri ve kiiltiirel degerleri dikkate alamadiklar1 bilinmektedir. Ogrencilerin hedef dilde akici
konusamama durumunu ortaya g¢ikaran sebeplerin basinda dil kesitlerinin de dikkate alinmamasi
gelmektedir. Her dil, farkli baglamlarda, farkli insanlar tarafindan ve farkli amaglar i¢in kullanildig: gibi
dil 6grenim baglaminda da farkli nedenlerle farkli dizgeler kullanilir. Dil &gretiminin temel amact
baskalariyla etkili iletisim kurmaktir. Bu akademik alana ait karmasik bir terim gibi goriinse de her dil
ogrenenin Toplumdilbilim konular1 hakkinda biraz olsun farkindaliginin olmasi, iletisim kurma ve
etkilesim yaratma dilin dogas1 geregi sosyal bir yap1 olarak anlagilmasini saglarken dili daha etkili
kullanmay1 da saglayabilir.

Toplumdilbilim, &zellikle kita Amerika’sindan William Labov (1972/1983) ile Ingiltere’den Basil
Bernstein (2000)’in ve Ditmar (1976), ¢alismalariyla 6ne ¢ikmiglardir. 2000 sonras1 gelismeler yabanci
dil 6gretiminde iki veya gokdillilik ve cok kiiltiirliliik Toplumdilbilimsel boyutuyla incelenirken
(Giinday, 2013), dilin sosyal taraflar1 ilk olarak dilsel antropoloji basligi altinda ele alinip incelenmistir.
Onceleri tarihsel antropoloji gibi, daha egzotik kiiltiirler ve diller, toplum dilbilimcilerin birincil calisma
alani olustururken, dilin egitim alaninda kullanimi ve islevleri géz ardi edilmistir.

Dilbilim arastirmalarinda arka planda kalan konulardan biri Toplumdilbilim dilin sosyal tarafina mercek
tutar. Diger bir deyisle, bireysel ve grup dili kullanimindan, dildeki farkliliklardan ve dile kars1 degisen
tutumlardan toplumsal dinamiklerden nasil etkilendigini anlama cabasi olarak goriilebilir. Egitim alan1
da bunlardan biridir. Ornegin, bireylerin dil kullanimlar1 baglaminda erkek ve kadimlarin konusma
bigimleri, sdzciik ve sdylem segimleri, cocuklarin, genglerin hatta yaslilarin konusma big¢imleri farkli
sosyal siniflarin iletisim bigimleri arasindaki farklar1 igerir. Burada sosyal nezaket kurallarindan
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habersiz olmak, dil 8grenenler igin bir eksiklige ve komik durumlara diismeye neden olabilir. Ornegin,
iilkemizde bir seyi (kisi veya nesneyi) parmak isaretiyle gostermek kaba ve ayip kabul edilir. Yine
toplum i¢inde argo ve kiifiirlii dil kullanmanin cahillik ve kabalik anlamina geldigi bilinmelidir. Tiirkge
Ogrenen birisinin bu tiirden edimsel/davranigsal dil tercihlerini dikkate almasi gerekir. Yine selamlagma,
hal hatir sorma basliginda, ‘nasilsin? Sorusuna tag gibi, turp gibi, aslan gibi drnekleri kullanir ama hedef
dil Tiirkge 6grenen bir Rus bu baglamda “‘ay1 gibiyim’’ diyebilir ¢iinkii Rus kiiltlirlinde ‘ay1’ iyi, glizel
ve sans anlaminda kullanilmaktadir.

Dil, farkli dil topluluklari tarafindan kullanilan ses, jest ve mimik ile yazili semboller gibi 6znel sinyaller
sistemi aracihigiyla diisiince ve duygularm iletilmesidir. Ote yandan toplum, aym siyasi otoriteye ve
baskin kiiltiirel beklentilere tabi olan, ayn1 cografya ve yasam alanin1 paylasan, kalici iliskiler yoluyla
birbirleriyle iligkili topluluk veya biiyiik sosyal gruptur. Bu baglamda Toplumdilbilimsel perspektifte
dil 6gretimiyle iligkilerin belirlenmesinde dil kullanimi ve dil ¢esitliligi biraz daha 6ne ¢ikmaktadir. Bu
baglamda meslek, toplumsal statii, yas, cinsiyet cografya, sosyal sinif ve mesleki roller gibi dil dis1
“‘etkenler’” dil 6gretiminde belirleyici bir role sahiptir ve bu dil dis1 etkenler asagidaki basliklar altinda
ele alinip incelenmistir.

Yas Etkeni

Dil kullanimi ile insanin yas1 arasinda dogrudan baglanti vardir. Bu baglantinin farli gériintimleri vardir;
ilk baglant1 insanin fizyolojik gelisimiyle ilgili olup ‘‘dil edimim cihaz1’’ isleyis kapasitesi (kritik esik,
korelme vb.) yasla ilgilidir. Ikinci baglanti sdzciik dagarcigiyla ilgili, iigiincii baglanti toplumdan
topluma farklilik gosterebilen “dil kullanimi ve dil degiskesidir. Ornegin dil kullanimi ve saygr iliskisine
odaklandigimizda, Tiirk kiiltiiriinde anne ve babaya adiyla hitap edilmez. Ama Avrupa kiiltiirlerinde bir
cocuk babasina Benjamin diye adiyla hitap edebilir (Demirci, 2014). Genel olarak &grencilerin ikinci
veya yabanci dili 6grenmeye basladiklar1 yasin, dil bilgisel yeteneklerin nihai kazanimlarii etkiledigine
inanilmaktadir. Hornberger (2011), dillerin en iyi ergenlikten Once 6grenildigini ve bundan sonra
herkesin dil gelisiminde kisitlamalarla kars1 karsiya kaldigini savunur. Genglerin lehine daha iyi olmakla
birlikte, cocuk ve yetigkinlerin ikinci dil gelisiminin ashinda farkli siiregler igerebilecegini
belirtmektedir. Ozellikle bireyler, cocuklarin ana dil ediniminde oldugu gibi ikinci dil ediniminde de
dogustan gelen yetilerini kullanirlar; ardindan problem ¢6zme becerileri devreye girer. Bdylece zihinsel
gelisim ile fiziksel gelisim ¢izgisi yasin farkli etkilerini de hesaba katmis olur.

Etnisite Etkeni

Etnisite, belli cografi sinirlar igerisinde yasayan ve diger insanlardan dilsel ve kiiltiirel olarak farkli
pratiklere sahip bir grup insami tamimlamak igin kullanildigimi belirtmektedir (Holmes, 2013).
Ulkemizdeki her etnisite mensubu bireyler iletisim ortaminda ulusal ortak kodu kullanirken, muhatabi
kendi etnisitesinden ise hem ulusal kodu hem de etnik kodu karigik kullanabilirler. Buna
Toplumdilbilim’de kod degistirme (code change), kod karigtirma (code mixing) denmektedir. Bireyler
etnik kimlikleriyle baglantili farkli bir dil kullanir. iletisim igin bir dil se¢iminin mevcut oldugu
durumlarda, bir bireyin etnik dilini kullanmay1 sectigi goriiliir. Etnik bir dilde tam bir konugma miimkiin
olmadig1 durumlarda da insanlar etnik kdkene isaret eden ‘Benim (papa) eve yok’’ gibi kisa ifadeler ya
da Rus 6grencilerin ‘tak/rax’ gibi sozlii dolgular veya dil etiketleri kullanabilirler. Bu nedenle, Tiirkge
gibi goriinen etkilesimler ‘‘iye solay/ua comnaii/evet 0yle’’ gibi, konugmacilarin etnik kimliginin dilsel
sinyallerini igerebilir.

Etnik koken, 6nemli dilsel farkliliklara neden olabilir (Holmes, 2001). Ikinci dildeki tiimcelerin ve
gramer yapilarmin birinci dile uyarlanmasi, bir¢ok etnik azinhigin dilini simgelemektedir.
Somiirgelesmeye baglh dil varyasyonu ¢aligsmalari, iki dilin pidgin olusturmak i¢in harmanlandigi yerde,
baskin grubun dilinin kelime dagarciginda en biiyiik kanit oldugu ve tabi grubun dilinin en fazla kanit
oldugu teorisinin genel olarak kabul edilmesiyle sonug¢lanir (Fishman, 1998). Kimi arastirmacilar, “ara
dil” olarak adlandirilan bir dilsel ortak yol belirlerler. “Ara dil” terimi, ikinci dilin konugurunun birinci
dil-ikinci dil rekabetinin sonunda konugurun ikinci dilde yetkin hale gelmesini ifade etmek igin
kullanilir. Ancak “ara dilin” her zaman gegcici oldugu ve ikinci dilin basitlestirilmesini temsil ettigi fikri
tartigmaya aciktir. Dilin stirekli alt dil degigkeleri olabilecegi gosterir ki Labov (1972), New York'taki
sehrindeki siyahi genglerle ilgili ¢alismasinda, dil kullanimlarinin 6zensiz ve gramer kurallara aykir
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olmakla beraber, tutarli ve etkili oldugunu belirtir. Yani iletisim dizgesi yeterli, kurallar1 herhangi bir
olgiinlii dilden farkli ama islevi aymdir. Ozetle, tarih ve siyaset, dilin gelisimini etkileyebilir, ancak her
zaman belirgin ve 6ngoriilebilir degildir, dil topluluklar1 kendi ayriliklarini korumak ve tanimlamak igin
kasith olarak dili kullanirlar. Dil 6gretilerinin bu tiir dil degiskelerin farkinda olmali ve 6gretim etkinligi
icinde hi¢ olmazsa farkindalik diizeyinde bile olsa derslere yansimasini bilmelidir.

Cinsiyet Etkeni
Cinsiyet etkeni, fizyolojik farkliliklara sahip basit eril, disil ayrimindan daha fazla alamlar tagimaktadir.
Erkek ve kadin olma durumu, kiz ve erkek cocuk olma durumuna yiiklenen anlamlar araciligiyla
edinilmis roller, kadinlara ve erkelere bicilen rollerle baslar. Aslinda insanlar arasindaki biyolojik
farkliliklar, toplumsal cinsiyet rolleriyle sekillenen farkliliklara doniisiip egitimle sosyal hayata yon
veren bir hiiviyete biirinmektedir (Sarag, 2013).  Cinsiyet (gender) kavrami, genel olarak kadin ve
erkler arasindaki biyolojik farkliliklar1 ifade eder (Wardhaugh, 2013). Ancak Toplum dil bilimde
biyolojik ve toplumsal cinsiyet olmak {izere iki tiir cinsiyetten soz edilir (Colak, 2019).  Erkek ve
kadinlarin dili kullanma sekillerinde dikkat ¢ekici farkliliklar mevcuttur. Bu farkliliklar, bir dizi dilsel
degiskende gozlemlenebilir. Lakoff (1975)’un gozlemleri, kadinlarin dilsel olarak daha az yeterli
olduklarimi fikrini belirtir. Bununla birlikte toplumda dil becerileri ne kadar degerli olursa olsun,
toplumun erkekleri bu becerilere sahip, kadinlar1 eksik olarak algilama egilimi hep mevcuttur. Asil
mesele, toplumlarin cinsiyetlerden farkli beklentilere sahip olmasi olabilir. Bu farkliliklar sozciiksel ve
dilbilgisel farkliliklarla smirli olmayip, kimi davranis kaliplarinda da agikg¢a goriilmektedir. Corbett
(2005), cinsiyet baglaminda ele aldig1 256 dili cinsiyet kategorisinin sayisina gore bes grupta inceler.
Bunlar:

a) Cinsiyet bulunmayan diller: 144,

b) Ikili cinsiyet kategorisi bulunan diller: 50,

¢) Uglii cinsiyet kategorisi bulunan diller: 26,

d) Déortlii cinsiyet kategorisi bulunan diller: 12,

e) Bes ve daha fazla sayida cinsiyet kategorisi bulunan diller: 24 tiir.

Diller, cinsiyet farkliliklarinin isaretlenmesinde onemli Olgiide farklilik gosterdigi bilinmektedir.
Ornegin Almancada cinsiyet eril, disil, yansiz olmak iizere iic tiir dilsel isaret kullanilir. Buna karsin
Fransizcada eril-disil olmak tizere ikili cinsiyet isaretlenmektedir. Bir diger grup Altay dil ailesi
iiyelerinin cinsiyet kategorisi yoktur. Bu bilgilere sahip olan 6greticilerin cinsiyeti farkindalik diizeyinde
de olsa ders igerisinde sezdirim yoluyla verilebilecegi agiktir.

Cografi Etken

Tiim dillerde cografi etken cok cesitliligi isaret eder (Holmes, 2013). Bolgesel farkliliklar diyalektolojik
olarak giiclii veya zayif agiz ozellikleri olabilir (Bkz. Varyasyon dilbilim). Cografi hareketliligin
temelinde goc, istila, politik baski veya yoksulluk vardir. Bu durumun yaygin oldugu toplumlarda
mesele daha da karmagiktir. Baz1 diller, anlamay1 giiclestirecek derecede bir sorun haline gelecek kadar
giiclii bolgesel farkliliklara sahiptir (6rnegin Kuzey ve Bavyera Almancasi gibi). Standart dilin
sozciiksel ve dilbilgisel varyasyonlarina atifta bulunan “agiz” olarak bilinen bdlgesel varyasyon
(Regional Dialects; Holmes, 2013) ile telaffuz tiirline atifta bulunan “aksan/diksiyon” arasinda ayrim
yapmak onemlidir. Uygulamada, bu iki faktdr ¢ogu insanin tanimabilir bir bolgesel varyasyon olarak
kabul ettigi seyi olusturmak i¢in siklikla birlesir. Cesitli arastirmalar, insanlarin aksanlar1 kendilerinden
farkli olan kisilere genellikle daha az olumlu tepki verdigini gostermistir. Cografi konum nedeniyle
telaffuz degisir (Labov, 1976). Almanya’da veya Hindistan’da Tiirkoloji boliimiinde gorev yapan bir
ogretici, Tirkge 0gretiminde 0grencilere aksan farkindan dolay1 kimi zorluklar yasayabilir. Ama bu
zorluklar anadil konusurlarinin dil kullanimiyla kars1 karsiya kalindik¢a daha kolay asilabilir. Ne var ki,
anadil konusurlarinin kendi {ilkesinde bolgesel agiz (Regional Dialects) 6zelliklerini agma ve standart
dile ulagsma ¢aligmasinda daha fazla dikkat ve daha fazla ¢aba gdstermesi gerektirmektedir. Yine ana
Tiirk¢enin kollarini olusturan ¢agdas Tiirk dilleri konusurlarinin kendi aralarindaki dil 6grenme ve
ogretme etkinliklerinde ortaya ¢ikan giicliiklerin baginda cografi/ bolgesel aksan farklar1 gelmekte ve
yedi/jeti 6rneginde oldugu gibi ikincil olarak alintilanan sozciikler hem telaffuz hem anlam yoniinden
sorunlar ¢ikarmaktadir. Ornegin gagdas Tiirk dilleri konusurlar1 ile yapilan derslerimizde (1996-2004
yillar1 arasinda) bu sorunlar1 agmak i¢in Toplumdilbilimin dil varyasyonlarina bagh ‘dil degiskeleri’ nin
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ogretim etkinligine katilmasi 6grenmeyi daha basarili kilmaya olumlu katkilar verdigi tarafimizca
gbzlemlenmistir.

Sosyal Sinif Etkeni

Toplum, sosyal simiflardan olusur; bu siniflari kullandig: diller, varyasyon kurami aracilifiyla son
yillarda dil degiskeleri sosyal ortam ve baglam yonleriyle arastirilmaktadir. Labov (2001),
calismalarinda “‘dilsel degisim ve varyasyonun evrensel yasalarmi’’ tespit etmis, ardindan Kiesling
(2011), Serrano (201 1a), Tagliamonte (2006) gibi arastirmacilar da farkl tespitlerde bulunmuslardir. Bu
tespitlere gore bir dilde, toplumsal smirlar1 asan goézlemlenebilir farkliliklar her zaman goriilebilir.
Giinliik hayatta nasil ki daha yiliksek sosyal gruplar kendilerini ayirt etmek i¢in standart iist dili
kullaniyorsa, bazi gruplar da kendilerini standart dil kullanicilarindan kendilerini ayirmak i¢in kasith
olarak alt degiskeleri ya da informal yapilar1 kullanirlar. Toplumlarin tist katman tyeleri dili “dogru”
olarak etiketledikleri varsayilir ve hiikiimet, egitim kurumlar1 ve medya tarafindan “standart” bigim
olarak refere edilir. Buna karsin, toplumlarin alt katman iiyeleri dilleri “yanlis” olarak etiketledigi kabul
edilir. Burada s6zii edilen standart dis1 veya standart alt1 olarak goriilen dil degiskeleri bireylerin iletisim
ihtiyacim karsilar (Bkz. Ayrilik kurami) ama prestij dis1 dildir. Standart dis1 veya alt1 olarak goriilen bu
dili kullanan bireyler, kendilerini diger gruplardan ayirt etmenin bir yolu olarak bu formlara sadik
kaldikga, siyasi, sosyal ve ekonomik baskilar altinda bile varliklarini siirdiirtirler. Anadil 6gretiminde
iilke icinde standart dis1 degiske kullanan alt katman (g¢menler, azinliklar, siginmacilar ve getto ve
varos) iiyeleri iilkenin resmi dilini 6grenirken gosterdikleri kimi zaman g¢aba, kimi zaman direng, kimi
zaman da ayriks1 olma tutmalari, onlarin egitim hayatini etkileyecek boyutta sonuglara yol agmaktadir.
Ancak YDT o6gretiminde bu tiir bireyleri kazanmak adima 6greticinin Toplumdilbilimsel farkindaligi
olmas1 ve ders etkinliklerinde olumsuz doniitlerde hosgoriili davranmasi bile 6nemli bir yaklagim
olabilir. Ciinkii dikkat edilmezse, bu tiir 6grenciler kolaylikla egitim-6gretim ortamindan uzaklagacak
bahaneler bulabilirler. Toplumdilbilimsel yetiler kazanmig 6greticiler dilbilimin makro ve mikro
yapilarin1 gozeterek sinifi, egitim ortamini, 6grencileri ve ders araglarini baglamsal gerceklik icinde
degerlendirebilirler.

Meslek ve Rol Etkeni

Bireyler, dogumla edinilen 1rk ve cinsiyet gibi biyolojik 6zellikler yaninda yeteneklerine, egitimlerine,
mesleklerine gore farkli rollere sahip olabilmektedir. Toplum iginde bireyler ¢esitli roller iistlenirler. Bu
roller edinilmis ve kazanilmis roller olmak {izere ikiye ayrilir. Bireylerin yasantisinda iistlendigi role
uygun dil tercihi, toplumsal eding olarak goriiliir. Gilindelik bir olay olan dildeki tiim varyasyonlar
arasinda ihtiyaca ve ortama gore gidip gelmeler, dil degiskelerinin islevselligi ile ilgilidir. Burada en
cok gozden kacirilan nokta ‘‘dilin degisebilirligi ilkesi’’dir. Konusurun meslegi veya toplumsal
iligkileriyle ortaya ¢ikan dil degiskeleri iletisimsel eding olarak kendini gosterir. Kazanilmis roller,
bireylerin egitim yoluyla elde ettikleri meslek ve uzmanliklardir. Bireyler toplumlarda yaptiklari iglere
gore din adami, reklamci, gazeteci, doktor, politikact ya da taksi soforii rollerine biiriiniirler, hatta
giliniimiizde binlerce insan, dillerini ger¢eklestirmekte olduklar1 meslek ve para kazandiklar islere gore
sekillendirir (Imer, 2001). Neticede ¢esitli mesleklere mensup kisiler tarafindan kullanilan dilin
kullaniminda bariz farkliliklar oldugu goriilir. Bu baglamda bolgesel dil, cinsiyet ve sinifsal 6zellikler
genellikle sabah ige giderken “giyilen” ve giiniin sonunda “¢ikarilan” elbise gibidir. Konusulan dil,
meslege 6zgii roller ile kullanildig1 baglamlara gore yeni anlam iligkileri kurabilir.

Tiirkge 6gretimi, 6zel dil (yani belirli bir amag¢ igin Tiirk¢e), doktorlar, miithendisler, bankacilar,
miihendisler vb. gibi farkli mesleklerle baglantili egitim etkinliklerini kapsar. Bu goriiniim ayn1 zamanda
dil 6gretiminin pratik varyasyonlar1 nedeniyle énemli 6lgiide etkinlik temelli bir deneyim olarak ortaya
cikar. Cesitli mesleklerden insanlar, ¢esitli dil bilgilerine ve dil egitimi ve yonlendirmesine ihtiyag
duyarlar. Bu farkliliklar1 hukuk ya da bilim gibi bigimsel ya da teknik farkliliklar1 olan mesleklerle sinirl
degil, hayatin her alanin1 kapsayacak bigimde 6gretmek gerekir. Roliin etkisi, 6gretmenler, miihendisler,
isciler, 6grenciler ve tezgahtarlarin yam sira politikacilar ve spor yorumcularindan olusan gruplarin
dilinde ¢ok belirgin farklar goriiliir. Elbette roliin etkileri, baglam ve ortamim meydana getirdigi
durumlardan bagimsiz degildir. Bireyler toplumsal yasamda anne, kardes, komsu, miisteri gibi rolleri
iistlenirken, roliin igerdigi iligkilere uygun davraniglar da dili etkiler. Toplumdilbilim ¢aligmalari, ‘‘dilin
olgu ve olaylarla birlikte 6grenilmesi’’ 6grenmeye dair yeni bakis agilar1 gelistirilmesini saglayabilir.
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Nitekim Toplumdilbilim n temel 6nermesi, ‘dilin ¢esitli oldugu ve siirekli degistigi’ tezi 6grenme
birimlerinin de ¢esitliligine ve siirekli degisimine isaret etmektedir. Neticede dil dizgeleri tek tip veya
sabit bir kayit da degildir. Bu yiizden bireysel dil tercihleri durum, baglam, toplum ve kullanildigi ortama
gore dil degiskeleri olarak gerceklesir. Bu dil degigkeleri olarak arastirilmay:1 hak ettigi gibi egitim
etkinliklerinde de degerlendirilmesi gerekmektedir.

Toplumdilbilim’in temel 6nermesi, dilin ¢esitli oldugu ve siirekli degistigi tezinden hareketle, dili tek
tip sabit kayitlar iizerinden degil, stirekli degisen, gelisen materyaller {izerinden Ggretilirken dile,
diistinceye ve hatta davraniglara yon veren rollere uygun dil kullanimlar1 da egitim etkinliklerine dahil
edilebilir.

Toplumdilbilim ve YDT Ogretimi

Yabanci Dil Olarak Tiirkge Ogretimi, iilkemizin siyasi sosyal ve ekonomik giicii nispetinde diinyada dil
ogrenme ihtiyaci listelerine girmeye baslamistir. Ogrenilen dilin islevselligi, bireylerin yasadiklart
toplumda kisisel veya mesleki ihtiyaclarina cevap verecek, yurtdisinda egitim-6gretim almaya yetecek,
uluslararas1 sirketlerde is yapacak nitelikte olmasiyla miimkiiniidiir. Bireyler, is ortamlarinda
meslektaslari ile iletisim kurmak, rekabet etmek, seyahate ¢gikmak ve meslege hazirlanma durumlarinda
yabanci bir dil 6grenmeye ihtiya¢ duyarlar. Bu ihtiyac1 anlamak i¢in anadil edinimi siireci, ikinci dil
edinimi veya yabanci dil 6gretimi, Toplumdilbilim, dilbilim, ruh dil bilim ve yabanci dil 6gretim
teknikleri ve 6lgme ve degerlendirme yontemlerine iliskin 6zel bilgiler ¢ok 6nemlidir. Bunun yaninda
Toplum dil bilim alaninda iiretilen bilgiler de YDT 6gretiminde 6greticiye ¢esitli diizeylerde yardimci
olurken, 6grencilerin de temel dil becerilerini 6grenirken hedef dili, kullanim amaci ve ortama baglh
farkli dil degiskelerinin de farkina vararak iletisim dizgesinde yer alan farkli degiskeleri edinme ve yerli
yerinde kullanma imkan1 bulmus olurlar.

Glinlimiizde dil 6gretimi dort temel dil beceri lizerine odaklanirken, dilsel eding ve edim, iletisimsel
beceriler ile dil cesitliligi ve register kavramlar1 6n plana ¢ikmaktadir. Dilsel yetiler sozciiksel,
sesbilimsel ve sozdizimsel bilgi, beceriler ve bir sistem olarak dil kullanimi, dilin makro dilbilim
boyutlariyla ilgilidir (Council of Europe, 2001). Yabanci Dil Olarak Tiirkce 6gretimi (YDT), diger
dillerin konusurlarina Tiirkge dgretmeyi kapsar. Ornegin {i¢ etnisiteden olusan Bosna Hersek te birinci
dil Bosnakga, ikinci dil Sirpgadir. Ayn1 sekilde Sirp 6grenci icin birinci dil Sirpga, ikinci dil Bognakga;
Hirvat 6grenci icin de ikinci dil Bosnakga/Sirpga 6rnegi verilebilir. Dil 6gretimi siniflari, farkh
yeteneklere, farkli dil seviyelerine ve farli kiiltiirlere sahip ¢ocuk veya yetiskinlerden olusabilir. Burada
asil olan smiflan dil seviyelerine gore diizenlemektir. Onun diginda ayni etnisite, ayni kiiltlir veya ay1
cografya Olciitlerinden hareketle 6grencileri bir sinifa toplamak olumlu sonuglar vermeyebilir. 28 yillik
YDTO smif tecriibemize dayanarak sdyleye biriz ki etnisite bazli sinif olusturma kesinlikle dgrencileri
hedef dilde konusma geriligine sebep olmaktadir. Bayburt (2013), yabanci dil 6gretiminde Toplum Dil
Bilim’in 6nemini ii¢ boyutta incelemistir:

a) Yabanci dil 6grenmeye yonelik tutumlar,

b) Yabanci dil derslerinde kiiltiiriin yer almas1 ve

¢) Dil planlamasimin yabanci dil egitimine katkisi.

Ogrenilecek yabanci dile ve dil ile iliskilendirilen milliyetlere kars1 olumlu tutumlar1 tesvik etmek icin
miifredat ve 6gretim diizenlenebilir. Kiiltiirel unsurlarmm YDT &gretimi miifredatlarina dahil edilmesi,
ogrencilerin yeni 0grenilen dilin kavramlarimi anlamalarina yardimer olabilirken dogru kullanim igin
yeni bir baglamlar sunabilir. Toplum Dil Bilim’in kuramsal ¢ercevesi ve uygulama baglami, yabanci dil
egitimine zengin bir toplumsal igerik kazandirabilir. Ornegin, bir kurs veya ders baglaminda dil gretimi
diistiniildiigiinde, dilin temel bilesenlerinin yam sira diyalekt, cinsiyet degiskeni, etnisite, dil degisimi
gibi dil dis1 ogeler kolaylikla derse dahil edilebilir (Holmes, 2013). Tiirk¢enin yabanci dil olarak
ogretiminde iletisimin islevleriyle ilgili olarak forlmel ve informel yapilarin ders ortamina taginmasi,
uygulanmasi dilsel becerilerin gelistirilmesinde ve edinilen diger becerilerin kalic1 6grenmeye
donilismesine katki verebilir.

Tiirkgeyi yabanci dil olarak ogretirken, Tiirk¢enin sosyal ve toplumsal baglamlara uygun kullanim
sekilleri derse canlilik, gesitlilik ve ilgi ¢ekicilik katabilir. Bunlar yapilabilirse 6grenciler sadece ifade
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etmekle kalmazlar, ayn1 zamanda uygun durum, baglam ve kullanim 6zelliklerini simif, katman, yas,
cinsiyet gibi sosyal baglam i¢in de dogru ifadeyi belirleme becerisine de sahip olmalari miimkiin olabilir.

Sonug, Tartisma ve Oneriler

Bu makalede Toplumdilbilim ile dil 6gretimi arasindaki iligkilerin belirlenmesinde farkli baglamlardaki
dil kullanimi ve dil ¢esitliligi yaninda yas, cinsiyet, etnisite, cografya, sinif faktorleri Toplumdilbilimin
alt bilesenleri olarak ele alinip sinif ortaminda ve ders ici etkinliklerde ne gibi katkilar sunabilecegi
incelenmistir. Ardindan Toplum dil bilimin tarihi gelisimi ve egitimle iliskisine deginilmis (Bernstein,
2000; Ditmar, 1976), dilin sosyal yonleri antropolojik bakis ¢er¢evesinde ilk kez tarihsel antropoloji dil
ve kiiltiir olarak meseleye yaklasirken dilin egitim alaninda kullanim1 ve islevleri goz ardi edilmistir.
Buna karsin bu ¢aligmada dilin egitsel, kiiltiirel boyutlar1 ile kullanimi ve islevleri tartisilmastir.

Toplumdilbilimin genel olarak 6grenmeyi beceri kazanma ve kiiltiirlenmenin bir pargas1 olarak ele
aldigini soyleyebiliriz. Baskan (2006) 1 ifade ettigi ““dili beceri olarak 6greniriz, kiiltiirii ise bilgi olarak
Ogreniriz.”’ ifadesine paralel olarak smif ortaminda 6grenciler dilsel becerileri 6grenirken ona eslik eden
kiiltiirel degerler sozel beceri olarak kendini gosterir. S6zel becerilerin pek ¢ogu dillin kullanim
boyutunda sekillenir. Dilin kullanim boyutundaki degiskenligi de Toplumdilbilim ele alip inceler.
Bayburt (2013)’un ifade ettigi ‘ ‘sosyolinguistik’in temel konusu insanlar arasindaki sozlii iletisim’” sinif
ortaminda sozel iletisim becerileri olarak bireylerin dil kullanimi sirasinda pragmatik beceriler
yardimiyla ortaya c¢ikar ve konusmacilarim muhataplarina gore dil se¢imi, baglama uygun s6zdizimi
tercihi ve cinsiyet ve yas gibi dil degiskeleri belirleyici olur. Dil 6gretim ortaminda bu tiir degiskeler
Ogreticiden Ogreniciye dogru bir akis izlerken segme ve siralama basamaginda 6gretme/0grenme
hiyerarsisi iginde bilgi diizeyinde dogruluk, kabul edilebilirlik; kiiltiir diizeyinde ahlak, terbiye ve yasam
becerileri belirleyici role sahiptir.

Meseleye toplumdilbilimin dil dgretimine 6nemli katkilar saglayacagi noktasindan hareketle dilsel
iletisim ve baglamsal icerige odaklanilmistir. Toplumda dilin ¢esitli kullanimlarina yonelik
olumlu/olumsuz tutum ve davranislar vardir. Ornegin ders sirasinda 6grenciler tarafindan 6greticinin
soziinii kesmek, izin almadan konugsmak olumsuz bir tutundur. Dil, konusmacilarin kendileri ve
baskalar1 hakkindaki tutumlarinin olusumuna katkida bulunan bir baglam/ortam sunar. Antropolojik bir
bakis acisindan kiiltlir, paylasilan inanclar, fikirler, degerler, gelenekler, davranislar ve sanatsal
degerlerden olusan bir sistemdir (Bates ve Plog, 1991). Bu goriis cercevesinde, kiiltiir nesilden nesile
aktarilan statik bir kavramdir. Ancak sosyolinguistler daha dinamik bir bakis agisina sahiptir: kiiltiir,
farklh baglamlardaki etkilesimler sonucunda edinilen bilgi ve deneyimlere gore siirekli olarak yeniden
inga edilir (Baker, 2009). Dil ve toplum arasindaki baglantinin gostergesi olan dilsel tutum, davranis ve
cesitlilik incelemeleri 6grenme ve dgretmeye dair farkli imkanlar sunmaktadir. Dil 6grenmede, dilin
uygun kullanimi iletisim ortami ve toplumsal baglam ile dil gesitlerinin tercihinde uygun deneyim ve
kullanimlar sunulabilir.

Konig (1991), dildeki degiskenlik olgusuna vurgu yaparken iletisim sirasinda bireylerin dil tiirleri
arasindaki tercihlerine dikkat ¢eker. Bu anlamda dil tiirleri arasinda gegisler, iyi bir Toplumdilbilimsel
yeterlilige sahip olmakla miimkiindiir. Cilinkii Toplumdilbilim becerilerini kazanmig bireyler iletigim
stratejilerini bilmekte ve “‘alici-verici ve baglami’” gozeterek iletisim gergeklestirmektedirler. Mesela
ogretmen ve Ogrenciler bu anlamda birisi sustugunda digeri konusur; birisine iltifat ettiginde ve oziir
dilediginde ne anlama geldigini ‘s6zdimi ve sdzeylem kurami’ndan hareketle yorumlayabilir.

Basaran (1982)’a gore egitim ortami, egitim etkinliklerinin olustugu alan, personel, arag-gereg, tesis ve
organizasyon gibi Ogelerin egitsel iletisim ve etkilesim i¢in bir araya getirildigi ¢evredir. Bu gevre
bireysel farkliliklar1 gozeten, farkli baglamlarda dilin pratigini sunan siif ortamidir. Dil simiflarinda
ogreticiler derslerde akici bicimde nasil konusulacagina odaklanmayabilirler; ama uygun yerde, uygun
sekilde s6z alma, s6zii kesme, konusmay1 sonlandirma gibi becerileri deneyimlemeye ihtiyag vardir.
Nitekim 6greticinin Toplum Dil Bilimsel farkindalig1 bunlar1 saglayabilir ve gercek iletisim i¢in sadece
kelime ve dilbilgisini bilmenin yeterli olmayacagini, iletisimsel dil, kiiltiir ve baglam gibi yonlerinin
kavranmasi/kavratilmasiyla yabanci dilde akici konusma gerceklestirilebilir.
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Colak (2019)’1n belirttigi ““dil tiirleri (gesitleri), farkli baglamlarda, farkli insanlar tarafindan farkl
nedenlerle kullanilir.”” Dil 6gretim siniflarinda, temel dil becerileri yaninda dil tiirleri de bu becerilerle
birlikte sunulmasi halinde 6grencilerin bagkalartyla etkili iletisim kurmaya yarayacak ozellikleri
kazanmas1 ve bunlar1 etkili kullanmasi miimkiin olabilir. Nitekim bu imkan dil 6gretiminde
ogretmenleri, bir dilin szlii veya yazili kullanimina iliskin tiim yonleri belirlemek ve uygun zeminde
sesini yiikseltmek, kisik sesle hitap etmek, biiyiik ve kiigliklere seslenmek gibi farkli kullanimlar
deneyimleme firsat1 sunabilir. Netice itibariyle toplum dil bilimsel veriler dil 6gretim ortamlarinda
kullanilmas1 durumunda, 6grencilerin dilsel ¢esitlilige, baglamsal farklara, iceriksel gonderimlere dair
bilgi, gbzlem, deneyimlerinin olugsmasini saglar.

Oneriler
e Toplum Dil Bilim ile egitimbilim ve 6grenme materyalleri arasinda mutlaka islevsel bir bag
kurulabilmeli,

e Ogreticilerin Toplum dil bilimsel bilgi ve farkindalik diizeyleri artirilmals,

e Toplum Dil Bilimsel yeterliligi kisa stirede gelistirmeyi beklemek yerine siire¢ temelli yaklagimalar
benimsenmeli,

e Dil kullamim1 baglamsal iliski, sosyal ve kiiltiirel etkenler diizenli olarak (ders i¢inde) sunum ve
etkinlikler esnasinda gozetilerek giinliik dil kullanimlarina (ortama ve baglama uygun degiskelere)
daha ¢ok yer verilmeli,

e Ogrencilerinin Toplum dil bilimsel bilgi, beceri ve farkindaliklarin artirilmasi hedeflemeli,

e Dil kullanimlar1 yasamdan kopuk/uzak etkinlik ve uygulamalar seklinde degil, Toplum Dil
Bilimsel verilere dayanan etkinlik ve uygulamalara yer verilmeli,

e Ders i¢i etkinlik, uygulama ve drnekler sosyal ortama, 6grenilen dilin kiiltiiriine, yasam tarzina
uygun sekilde sunulmali,

e Ele alinan her tema, sozlii iletisim dizgesi olarak giinliik dilsel etkinligin bir parcasi haline
gerilmeli,

e Ders materyali se¢ciminde, 6grencilere dil cesitliligi ve dil degiskenlerinin varligin1 kesfettirecek
veya farkindalik yaratacak niteliklere (sozlii ve yazil dil, argo dil, resmi dil) sahip olmasina 6zen
gosterilmelidir.
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About the Article Abstract

This study aims to explore the effect of using augmented reality technology
Received: 10.02.2024 in the 7th-grade science lesson "pure substances and mixtures"” theme on
Accepted: 05.11.2024 the student's academic achievements and their motivations towards the
Published: 16.11.2024 course. The study was carried out with 76 7th graders in the 2019-2020

academic year. A mixed method which consisted of the qualitative and
quantitative approaches was employed in the research. In the research,

Iﬁ% achievement the quantitative data were collected with the pre-test and post-test control

. group semi-experimental design; the qualitative data were collected with
Au.gmented rea.hty the semi-structured interviews with the students. While the courses for the
Science education control group were given according to the MoNE Curriculum,
Pure substances and mixtures experimental group were held with augmented reality applications

besides the practices in the curriculum. "The Pure Substance and
Mixtures Theme Academic Achievement Test" and "The Motivation Scale
for the Science Course" were applied for the pre-and post-test. In
obtaining the qualitative data, the interviews were held using the
"Augmented Reality Student Interview Questions" which were developed
by the researcher. At the end of the research, it was determined that using
the augmented reality learning material in courses increased the students’
academic achievements and their attitudes towards the course. In
addition, the interviews which were held with the students indicated that
using the augmented reality applications in the courses was entertaining,
remarkable, intriguing and easy to comprehend.
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Introduction

Science, which is a part of daily life, is a discipline that enables one to understand the environment, the
value of science and its effect on life, think through the scientific method and acquire problem-solving
skills (Hanger et al., 2003; Korkmaz & Kaptan, 2001). While the need for individuals with science
literacy increases day by day, it becomes difficult to attract the attention of students who are exposed to
multiple stimuli to science. Current textbooks and other course materials are becoming insufficient to
attract the student's attention. This situation, which has become a more important problem, especially in
matters that students cannot concretize and do not have the opportunity to observe, encourages teachers,
who give science education, to use innovative methods in their courses (Ketchen, 2014). Since there are
subjects that include many abstract concepts and terms, events and situations that cannot be experienced
in a science course, using education technologies in learning environments gives a lot of opportunities
to the students.

Today, the changing and developing technology has become commonly applied in every field of our life
by changing our several habits. Even education is one of these fields. This change, which has emerged
as the concept of "Education technologies", refers to associating technology pedagogically with an
approach, learning model or method. It is predicted that several benefits will be provided by the effective
use of technology in the teaching processes (Anil & Batdi, 2020).
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One of the most used and prominent technological applications in education currently is Augmented
Reality (AR) technology. Augmented reality, aims to make our job easier in every side of our lives and
is one of the technological applications that have begun to be used in almost every field from advertising
to industry, from sports to entertainment, from health to military, from archaeology to education, from
media to design depending on the increasing interest (Sabah & Simsek, 2018; 38). According to the
definition of Azuma (1997), augmented reality is the placing of virtual objects in the real world. In other
words, augmented reality combines real-world images by transferring virtual images in real-time with
the help of a technological tool such as a computer, tablet or phone (Ozarslan, 2011). Milgram and
Kishino (1994) defined augmented reality as "the real environment is the place in which the digital
environment objects are used instead of the real world objects." Augmented reality is, according to the
definition by Ozaslan (2011), the combination of virtual images on real images with a computer, tablet
or a technological device by transferring them in real-time.
Augmented reality technology is the combination of four different environment units. These
environment units include primarily a camera, secondly a computer, thirdly a pointer and finally the real
world. The augmented reality visualized by locating these four different units in the real world in 3D
(Cakal and Eymirli, 2012).
The learning environments which are structured with AR, provide natural communication between
students, offer the opportunity to experience three-dimensional virtual images of objects in the physical
environment, and create entertaining and remarkable learning environments (Kesim and Ozarslan,
2012).
By using the augmented reality material in courses, the learning environment, and we can transform the
teaching environment into an augmented reality laboratory on subjects that are difficult for the student
to learn, experiment and examine. Particularly in a science course, concretizing abstract concepts,
directing students to research and question, and benefiting from technological applications for qualified
science teaching appear to be essential requirements.
In this study, we investigated the effect of using augmented reality in the "Pure Substances and
Mixtures" unit in the 7" class Science course on the students' academic achievements and their
motivations for to course. In the study, we think that using augmented reality applications in science
courses will contribute to the literature. We expect that determining the positive and negative situations
of using augmented reality applications in learning environments will shed light on further research.
In this scope, we determined the research question as "What is the effect of using the augmented reality
applications in the Pure Substances and Mixtures unit of the 7™ class on students’ academic
achievements and motivations. The sub-problems are:

1. Does using augmented reality applications affect the students' science achievement?

2. Does using augmented reality applications as teaching material affect students' motivations?

3. What are the students' thoughts about using augmented reality applications as teaching material

in teaching?

Literature Review

Augmented reality offers environments enabling users to interact both with the real world and virtual
objects by transferring virtual data and objects to the physical environment. There are studies in the
literature on which using AR, which ensures a new point of view on the teaching environment, in
education. Herein, Di Serio et al., (2013) investigated the effect of the augmented reality-based learning
environment with a presentation-based learning environment on student motivation. At the end of the
reviews, they found that the students' satisfaction levels with the courses in the augmented reality-based
learning environment were higher and they attended the courses more focused. Similarly, when the
studies in the literature were reviewed, we determined that the AR supported teaching environment
increased the students’ active participation to the course activities, increased their motivations
(Giasiranis & Sofos, 2016; Chang & Hwangy, 2018), made the difficult subjects to be learned that the
student approaches with bias easier (Ivanova & Ivanov, 2011; Enyedy et al., 2015; Kamarainen et al.,
2013; Yuen et al., 2011), contributed to the sudents’ cooperations with their environment (Billinghurst,
2002 Dunleavy, Dede & Mitchell, 2009), raised the student's creativity and scientific thinking skills by
developing their imagination and gaining different perspectives (Klopfer & Yoon, 2005; Squire & Jan,
2007), that the AR applications made the courses more fun (Dunleavy, Dede & Mitchell, 2009; Ibanez
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et al., 2014; Rambli, Matcha & Sulaiman, 2013), increased the students’ academic achievements (Hsiao
et al., 2016; Huang et al., 2016; Sommerauer & Miiller, 2014; Estapo & Nadolny, 2015).

In the literature, with the integration of AR into the learning-teaching processes, the significance of AR
and its contributions to different areas have also been put forth. However, it was noticed that the AR
research that can be applied particularly in science teaching was not sufficient in some subjects. It is
thought that the use of augmented reality learning material, which is one of the innovative technological
tools, increases the interest in the course, facilitates learning by appealing to more than one sensory
organ, and thus increases the success of the course since there are many abstract concepts in a science
course, that there are subjects which are difficult to be experimented and investigated (Kapucu, 2020).
In teaching human anatomy among the subjects of the science course, augmented reality applications
allow the students to examine by enabling three-dimensional visualisations and by the student's
interaction in the physical environment. For instance, it enables one to examine a lung model by touching
it with his/her hands. On Solar System subjects, interaction with three-dimensional simulations of the
solar system can be achieved in the real world with augmented reality applications. Thus, the objects
that cannot be examined in the learning environment can be concretized with visualisations based on the
interaction in different perspectives in the teaching environment (Nielsen et al., 2016). In one of these
studies, Sentlirk (2018) investigated the effects of the teaching activities supported with AR in the
subjects of the seventh-grade science course "Solar System and Beyond Unit" on the student's academic
achievement towards science teaching, their motivation toward science, their science attitudes, their
attitudes towards technology and their attitudes towards AR applications. In the results, it was reported
that there was a significant difference in favour of the experimental group in terms of the student's
academic achievement, motivation and attitudes towards technology.

When the relevant literature was reviewed, in the studies on the effect of using augmented reality
applications the science courses commonly focused on units such as Space Explorations, Sun, Earth and
Moon, Solar System and Beyond: Celestial Objects, Systems in Our Body, Let's Get to Know Living
Things. In the current research, there are abstract concepts, the effects of augmented reality on the use
of augmented reality in lessons were investigated by considering the subject of the Particulate Structure
of Matter and Pure Substances in terms of including the subjects and acquisitions that students were
curious about and that were difficult to conduct experiments and examinations.

Method
Research Design

We employed a mixed method, in which the quantitative and qualitative data were used together, in the
research. The mixed method is to get results by applying both the quantitative and qualitative research
methods (Johnson and Onwuegbuzie, 2004). In the research, we applied a pre-test post-test control group
semi-experimental design which is among the quantitative research methods. The content analysis was
used for the qualitative part of the research. The content analysis is based on the classification system
of a large number of texts under certain categories. The main purpose of content analysis is to organize
the data and determine their themes (Yavuz & Yavuz, 2017).

Participants

The study group of this research consisted of 76 students who were in the 7th grade of a secondary
school of the Directorate of National Education in a province located in the Eastern Anatolia Region in
the 2019-2020 educational year. The semi-structured interviews were held with 16 students in the
experimental group.

Data Collection Tool and Process

In this study, we investigated the effect of using augmented reality technology in the 7th grade Science
course "Pure Substances and Mixtures" unit on the student's academic achievement and motivations
towards the course. The research was carried out with four classes consisting of two classes as the
experimental group, and two classes as the control group. While determining the experimental and
control groups, the homogeneity of the student achievement was taken into consideration.

Consisting of the subject for each group, we used the "Particulate Structure of Matter and Pure
Substances Subject Area Achievement Test" prepared by Erden Alan and Okur Akgay (2020). We
applied to the achievement tests published by the MoNE by considering the achievements and functions
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of 46 units in preparing the tests. We constituted the validity and reliability work by applying it to 65
8"-grade students who had learned the subject. We calculated the KR-20 reliability coefficient of the
test with 25 multiple-choice questions as 0,762. We performed the pre-test by applying the academic
achievement test to the groups before the lecture. Then, for the experimental and control groups, the
determined subject parts of the Pure Substances and Mixtures Unit were taught to the experimental
group for three weeks by adding the augmented reality application together with the normal course
curriculum. We decided the applications that would be used as “Armolvis”, “Rapp Chemistry”, “Atom
Modeli”, “Chemistry AR”, “Molecul AR Experience” and “Atoms Revealed AR” which could be
downloaded and used on mobile devices and tablets with Android and IOS operating system and
included the achievements best. We specified the augmented reality applications containing materials
covering the determined subject on their tablets or phones, downloaded and prepared to come to the next
lesson by informing the students in the experimental group one week earlier. In the control group, the
determined subject parts were taught with the course curriculum as stipulated by the MoNE curriculum.
The difference between the groups was that the course was given with augmented reality applications
as teaching material. We aimed to reach the most efficient results by minimising other negative effects
that will affect the research. In this scope, in addition to the class homogeneity in the experimental and
control groups, the same teacher gave the courses to the four classes; thus, we tried to eliminate the
teacher-originated influences. To examine the effect of augmented reality applications on the motivation
status towards the course, we used the "Motivation Scale for Science Course"- developed by Dede and
Yaman (2008). We applied the test in 5 5-point Likert-type consisting of 23 items applied to 421 students
in the secondary school and created the final form. We performed the exploratory factor analysis to
determine the validity of the scale and found the Cronbach Alpha reliability coefficient as 0.80. This
scale was applied to the experimental and control groups as the pre-test and post-test. By examining the
data obtained, the relationship between the motivation for the course was determined statistically. In
obtaining the qualitative data of the research, in the experimental group, one-to-one interviews were
conducted with the students who were chosen impartially after we taught the lesson with the augmented
reality application along with the curriculum prescribed by the Ministry of Education. In this interview,
the "Augmented Reality Interview Questions", developed by the researcher, were asked to the students
related to giving courses with the augmented reality application and their answers were included in the
study. We paid attention to creating the interview questions appropriate to the research problem and
purpose. We carried out the reliability tasks for using the scale. We provided the reliability of the scale
by considering the separate coding by two coders. Two different researchers coded the same interviews
separately and checked the coding by comparing the results. We found the reliability coefficient as 86%
in the reliability study. We applied the Reliability= (Consensus/(Consensus+Discord))x100, developed
by Miles and Huberman (1994). In the literature, related to coder reliability, the fit rate between two
coders over 70% is considered to be sufficient (Batdi and Oral, 2020).

Data Analysis

We applied the "Pure Substance and Mixture Unit Academic Achievement Test", "Motivation Scale for
Science Learning" and "Augmented Reality Interview Questions" to obtain the research data by
determining appropriate statistical methods. According to the normality analysis results of the "Pure
Substance and Mixtures Unit Academic Achievement Test" and "Motivation Scale for Science
Learning", we performed the analysis by using the appropriate ones among the parametric and
nonparametric tests.

In the analysis of the "Augmented Reality Interview Questions", we analyzed the semi-structured
interviews with the students with the content analysis method. In evaluating the obtained data, the
interviews made by giving the numbers S1, S2, S3, ............. , and S16 to the students were analyzed
by transferring them to paper. The answers given to the questions during the analysis stage were divided
into themes and codes according to the question types and answers. The answers given were transferred
to the created theme and code table and analyzed with frequency and percentage values. In addition, the
analysis process was also carried out by giving a few examples from the answers given by the students
to the questions about the use of augmented reality learning material in the lessons.
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Findings

Findings Related to the First Sub-problem

The first sub-problem of the research was to investigate the effect of using augmented reality
applications on students' academic achievement. According to this purpose, we did relevant evaluations
related to the question "Is there a significant difference between the pre-test augmented reality
achievement scores of the students in the experimental and control groups?" by analysing the academic
achievement tests with the statistical methods within the light of the methods in the experimental and
control groups

Is there a significant difference between the pre-test augmented reality achievement scores of

the students in the experimental and control groups?
To determine the analysis method, appropriate to the research problem, we applied firstly the normality
tests related to the pre-test augmented reality scores of the experimental and control groups. The
parametric tests can be applied if the data distribution is normal at the end of the analysis (Can, 2016).
When the significance value (p) of the quantitative data was evaluated, we concluded that the pre-test
achievement scores of the experimental and control groups demonstrated a normal distribution. After
determining that the variances of the experimental and control groups had a normal distribution, we
applied an independent samples t-test to determine whether there was a significant relationship between
the pre-test achievement scores. The independent samples t-test is applied to test whether there is a
significant difference between the averages obtained from two different sample groups (Biiyiikoztiirk,
2011). As a result of the independent samples t-test, the obtained findings are presented in Table 1.

Table 1. The relationship between the experimental and control group pre-test achievement scores

Groups N X Ss T Sd b
Experimental 38 28.21 6.53

Control 36 2972 969 -974 58.80 334%*
*p>.05

As a result of the independent samples t-test applied to determine the relationship between the pre-test
achievement scores obtained from the experimental and control groups' Pure Substances and Mixture
Achievement Test, we found the p-significance value as .334. Since the significance value was greater
than 0,05, we concluded that there was not a significant difference between the experimental and control
groups' pre-test achievement scores. This case is significant in terms that there was no difference
between the pre-test academic scores of the experimental and control groups.

Is there a significant difference between the post-test augmented reality achievement scores of

the students in the experimental and control groups?
To determine the analysis method suitable for the research problem, we performed firstly the normality
tests related to the post-test augmented reality scores appropriate to the research problem. When the
obtained descriptive statistics values were examined, we concluded that the scores demonstrated normal
distribution considering the skewness and kurtosis values and significance values in the experimentas
and control groups. After the post-test achievement scores of the groups were determined to be normal,
the independent samples t-test was applied to determine whether there was a significant difference
between them. The obtained findings were transferred to Table 2.

Table 2. The relationship between the post-test achievement scores of the experimental and control
groups

Groups N X Ss T Sd P
Experimental 40 50.23 16.17

1 2.46 67.55 .017*
Contro 36 42.61 10.49
*n<.05

265



=i ’ MSKU Journal of Education
‘ ISSN 2148-6999 Volume 11, Issue 2, (2024) November

When the post-test academic score findings of the experimental and control groups were evaluated, it
was found that the experimental group's post-test academic score average value was 50.23 and the
control group's academic average score was 42.61. The significance value was found as .017. That the
p-value is below 0.05 indicates that there is a significant difference in favour of the experimental group
between the post-test academic scores between the experimental and control groups.

Findings Related to the Second Sub-problem

We intended to investigate the effect of augmented reality applications on student motivations in the
second sub-problem of the research. According to this purpose, we analyzed the data obtained from the
"Augmented Reality Motivation Scale" applied as a pre-test and post-test to the experimental and control
groups with the appropriate statistical methods.

To determine the statistical method during the analysis stage of the data, first of all, we performed
normality analysis on the pre-test and post-test data of the experimental and control groups, and it was
decided whether the scores met the parametric test assumptions. As a result of the analysis, we
determined while the pre-test scores of the experimental group and the pre-test motivation scores of the
control group demonstrated normal distribution, the experimental group post-test and control group
post-test motivation scores did not demonstrate normal distribution.

Is there a significant difference between the pre-test motivation scores of the students in the
experimental and control groups?
The independent samples test was applied to analyse the relationship between the pre-test motivation
scores of the students in the experimental and control groups since it met the parametric test
assumptions. The obtained statistical results are indicated in Table 3.

Table 3. The relationship between the experimental and control group pre-test motivation scores,
independent groups' t-test results

Groups N X Ss r Sd P
Experimental 38 96.42 9.03

-.644 72 522
Control 36 97.83 9.82
p>.05

As a result of the statistical analysis, in addition, we found the motivation score averages to be close to
each other (Xexperimental- 96.42 and X control- 97.83), the significance value was calculated as p .522,
and since it was greater than 0.05 value, we noticed that there was no significant difference between the
pre-test motivation scores between the experimental and control groups, that is, the pre-motivation levels
of the students in the groups were at a similar level.

Is there a significant relationship between the post-test motivation scores of the students in the
experimental and control groups?
As the post-test motivation scores of both groups did not have a normal distribution, the non-parametric
Mann-Whitney U test was applied (Can, 2016). The data obtained as a result of the statistical analysis
are presented in Table 4.

Table 4. The results of the Mann-Whitney U test show the relationship between the experimental and
control group post-test motivation scores

Groups

N Rank Average  Rank Total U P
Experimental 40 43.53 1741 519 036
Control 36 32.92 1185 ‘
p<.05

As a result of the analysis, since the significance value is lower than 0.05 value, it was concluded that
there was a significant difference between the post-test motivation scores of the experimental and control
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groups (p=0.036; p<0.05; Kul, 2014). Considering the average rank values, it was seen that the students
in the experimental group had higher motivation.

The Opinions of the Students in the Experimental Group related to the Augmented
Reality Applications

Interviews were held with the experimental group of students related to augmented reality applications.
The data obtained by asking the interview questions consisting of eight semi-structured items to the 16
students were analysed with the content analysis method according to the order below.

Have you known or used augmented reality applications before? If used, with what purpose
have you used it?
As a result of the interviews which were held with 16 students selected from the experimental group, 15
students claimed that they had never known, or heard about augmented reality applications before, and
they used it in the course first. Only one student stated that he had seen it in the application store in the
communication tool, he downloaded it but did not use it as he did not know how to use it.

How did teaching using the augmented reality application affect your learning? Why?
All of the students who participated in the interview stated that using the augmented reality application
in the course contributed positively to their learning. To the question why they stated that the lessons
were fun, they saw the contents of the subject visually in 3D, they increased their curiosity, and they
increased their interest in the lesson by seeing the granular structure of the materials and contributed to
learning easily.

Table 5. The students’ Opinions Related to The Question "How did teaching using the AR application
affect your learning? Why? "

Theme Code Frequency (f) Rate (%)
Entertaining 4 25
classroom

. ) ) environment
Positive sides of wusing AR 3D visuality 5 313
applications in the courses Interest increase ) 12' 5
Easy learning 3 18.8
Arousing curiosity 2 12.5

When the answers were examined, in general, the students who participated in the interview stated that
using the AR applications in the courses contributed to their learning positively. The reason for this is
they referred to the statements that the lesson was more fun, arousing curiosity, increasing interest by
providing 3D visuals, and providing easy learning.

Some of the students expressed their thoughts related to the question "How did teaching using the
augmented reality application affect your learning? Why? "

Si: "... Easier now. Normally it was boring. It’s more fun like this..."

So: ... Good... I saw their shapes in 3D and it increased my interest even more. I learned better..."
S3: ... I'learned easier. I did not understand the teacher in the course. I saw the atomic model as real.
It is more fun now..."

S4: ... Good... There was an entertaining classroom environment, I learned easily in 3D with visuals
and pictures. ..."

Ss: "... Iunderstood better. I am interested in the topic. It made it easier to understand. I could answer

the questions..."

How did you feel while using the AR applications?
In the interview, the question "How did you feel while using the AR applications?" was asked of the
students and their answers were analyzed and presented in Table 6.
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Table 6. Students’ opinions related to the question "How did you feel while using the AR applications?"

Theme Code Frequency (f) Rate (%)
Excitement 5 31.3
Feeling toward the AR application Happ 1n§s§ 3 18.8
Entertaining 4 25
Interesting 2 12.5
Curiosity 2 12.5

Table 6 consists of the students' answers related to the question "How did you feel while using the AR
application in the course?" during the interviews. When the answers were analysed, they stated that their
interest in the course increased most (f=5). The students’ answers were coded as fun (f=4), happiness
(f=3), interesting (f=2) and arousing curiosity (f=2).
Some students’ opinions related to the question "How did you feel while using the AR application in
the course?" are given below.

S,: ... I was excited, happy and had fun ..."

Ss: ... I was excited, curious..."

S4: ... Icurious..."

S7:"... I'm excited and happy ..."

Siz: "... It was interesting, I had fun, I was curious... "
Sie: "... It was interesting, I was curious, I was happy ..."

Did you have difficulty using the AR application?
We asked the students "Did you have difficulty using the AR application?" analyzed their answers and
presented in Table 7.

Table 7. Students’ opinions related to the question "Did you have difficulty using the AR application?"
Theme Code Frequency (f) Rate (%)

Partly 4 25

The status of having difficulty in
using the AR application

No 12 75

The students’ opinions related to the question "Did you have difficulty using the AR application?" are
presented in Table 7. 4 of the interviewed students stated that they had difficulty a bit, and 12 students
claimed that they did not have difficulty.
Some students’ opinions related to the question "Did you have difficulty using the AR application?" are
presented below.

Si:"... A bit... I had difficulty reading the QR code ..."

S4"... No..."

Ss:"... Abit..."

Ss: ... I bit in using the application in the course..."
Sio: "... A bit... In using the phone..."
Si3:"...No..."

Sis:"...No..."

Do you want to use the AR application even in the other course? Why?
While the students' answers related to the question "Do you want to use the AR application even in the
other course? Why?" were analysed, among 16 students 15 students, except 1, claimed they wanted to
use it.
Some students’ answers related to the question "Do you want to use the AR application even in the
other course? Why?" are presented below.

S4: ... I want to. It is more fun and efficient... It made it easier for me to understand ..."

Ss: "... No. Only in the Science course. It cannot be as the contents in other courses..."
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Ss: "... Isterim... Normally I like... The course is more fun if there..."

Siz: "... I would like to... It allows us to learn permanently, my success increases ..."

Si3: "... Yes... I understand the topics better... Because I saw it as real, it enabled me to participate
in the lesson more effectively in a 3-dimensional way. My motivation increased as I understood..."

Sia:"... Yes... Because I understood better when I was doing it in science course... I can understand
better if it is used in other lessons ..."

Sis: "... Yes... Because, as the teacher was explaining, I understood better the points that I did not

understand. I would like it to be especially in Social Studies and English courses..."

In the students’ answers to the question "Do you want to use the AR application even in the other
course? Why?" asked to determine whether the students wanted to use the augmented reality
applications even in other courses, the students stated that they wanted to use it in other lessons as it
was fun, provided three-dimensional visualizations, facilitated their learning, and understood better.

Did the use of AR application on the atom, molecule, and element subjects make it easier for
you to learn? Why?
All of the 16 students who participated in the interview, answered the question "Did the use of AR
application on the atom, molecule, and element subjects make it easier for you to learn?" as "Yes". Their
answers for the reason for this were evaluated and are presented in Table 8.

Table 8.
The Students’ answers related to the question "Did the use of AR application on the atom, molecule,
and element subjects make it easier for you to learn?" Why? "

Theme Code Frequency (f) Rate (%)

3D reality 8 50

Reasons for using AR applications

to facilitate learning Arousing curiosity 1 6.3

Visuality 7 43.8

In Table 8, there are the students’ answers to the question "Did the use of AR application on the atom,
molecule, and element subjects make it easier for you to learn?" "Why?" When their answers were
analyzed, the codes 3D reality (f-8), visuality (f-7) and arousing curiosity (f-1) codes emerged. In
general, they claimed that since the element, atom, and molecule topics are abstract and difficult to
understand, with the use of augmented reality teaching material, these concepts were provided with the
opportunity to interact with virtual images in a real environment as if they are real, learning was provided
by concretising, their interest in the lesson increased and their curiosity about the subject increased and
they understood better.

There are some student opinions related to the question "Did the use of AR application on the atom,
molecule, and element subjects make it easier for you to learn?" "Why?"

Si:"... Yes... I understood the elements better by seeing the atomic particles ..."

Ss: "... Yes ... I sat the atomic particles... It was a fun environment. I understood better as it was in
3D...”

Se: "... Yes. Because thanks to its being in 3D, I learned easier, [ saw the atomic models..."

Ss: "... Yes. It was difficult to understand when only my teachers taught it. I saw it in 3D with this
application, it became more permanent in my mind... "

Sio:"... Yes ... We analysed the particulate structure of matter in 3D... It was not eye-catching when
our teachers wrote on the blackboard, but it increased my interest in this application to the course..."
Si2: "... Yes... It increased my curiosity, even more, I understood the points that my teacher taught
thanks to the application..."

Sis:"... Yes ... Because I saw the particulate structure of matter in 3D as if it were real. My teacher

drew on the board, I didn't understand, but I understood better thanks to the application..."

Do you think you can learn the subjects that you have difficulty learning more easily with the
AR application?
All of the students who participated in the interview stated that they would learn the subjects with the
AR application more easily (f=16)
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Is there anything that you want to add related to the use of AR applications in lessons?
The question "Is there anything you would like to add regarding the use of AR application in lessons?"
was directed to the students who participated in the interview. The answers from the students were
examined and presented in Table 9.

Table 9. The students’ opinions related to the question "is there anything you would like to add regarding
the use of AR applications in lessons?"

Theme Code Frequency (f) Rate (%)

It should be more 5 313
common

Student suggestions regarding the [t should be used even

use of AR applications in other courses. 8 >0
Tablet and phone
needs should be met 2 125
The usability of the
applications should be 1 6.2

improved

In Table 9, the students’ opinions related to the question "Is there anything you would like to add
regarding the use of AR application in lessons?" are presented. When their answers were analyzed, they
claimed that the AR applications should be used even in the other courses (f=8), that their use should be
more common (f=5), tablet and mobile phones, etc. materials should be brought to the classroom (f=2),
and the usefulness of the applications should be increased a little more (f=1).

Some students’ opinions related to the question "Is there anything you would like to add regarding the
use of AR application in lessons?" are presented below.

Ss: "... We can use it in the courses we have difficulty with. It can be more common..."

Ss: "... It was a good application, I learned better. I am pleased. It better be used in other lessons, it
will be more efficient... "

Sg: "... It would be better if everyone had a mobile phone."

Sii: "... It should be used even in other courses, it affected positively, we saw it as it was real, and
we experienced permanent learning..."

Si3: "... It would be better if there was a direct display without scanning the picture..."

Sis: "... Everyone should use a phone or tablet... It would be much better if it was found in school

and everyone used it..."
Conclusion and Discussion

We applied the "Pure Substance and Mixtures Unit Academic Achievement Test" as the pre-test and
post-test to the experimental and control groups to explore the effect of using the augmented reality
application as the teaching material on the academic achievement of the students. In the results of the
analyses, while the pre-test academic achievement scores of the experimental and control groups were
at a similar level, there is a significant difference in favour of the experimental group in terms of the
post-test academic achievement scores indicated that the augmented reality teaching material during the
learning and teaching process affected the student's academic achievements in science education
positively. Similarly, reviewing the literature, we realized that there were studies that supported the
result that using the augmented reality learning material in the courses increased the students' academic
achievement. Demirel (2019) found that using the augmented reality applications in the 7th grade
Science course "Cells and Organelles" unit affected the student's academic achievements positively. In
Giingordii's (2018) study, in which the effect of using the augmented reality materials in the "Atomic
Structure and Atomic Models" unit on the secondary school students’ achievements and attitudes, it was
found that the students in the experimental group were more successful compared with the students in
the control group. Enyedy, Danish and DeLiema (2015), who conducted a study to investigate the effect
of augmented reality on students' academic achievement, found that the augmented reality application
increased the students' achievements by making it easier to learn abstract concepts. Using the augmented
reality applications during the teaching process enabled the students' active participation in the courses
and enabled them to be examined in three dimensions of the real world by concretising abstract concepts
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that are difficult to learn. The study by Klopfer and Squire, (2008) supports this view. Thanks to all
these opportunities, a student-centred learning environment was provided and the students had the
chance to express themselves comfortably. By actively participating in the lesson in a collaborative
learning environment with their peers, they were able to ask what they were curious about and the points
they did not understand without hesitation. We observed that this situation increased the students’
academic achievements by making their learning easy. Matcha and Rambli, (2013), in their study in
which they tried to investigate the relationship between augmented reality and collaborative interaction
in science learning, concluded that augmented reality is an application that supports collaborative
activities by providing a natural communication environment between groups.

We applied to the "Augmented Reality Motivation Scale" to the experimental and control groups before
and after the application to investigate the effect of using augmented reality applications in the teaching
process on lesson motivation. As a result of the analyses, we concluded that the augmented reality
applications in the teaching process affected the students' motivations positively. Erbas (2016) reached
out in a study carried out with high school ninth-grade students that using augmented reality learning
materials in Biology courses increased the student's motivations towards the course. An experimental
study was carried out by Ersoy et al., (2016) and investigated the effect of augmented reality applications
on students' achievements and motivations. At the end of the study, they found that the students'
motivations in the experimental group were higher than the students' motivations in the control group.
Onal (2017), who investigated the effect of using augmented reality applications in Mathematics courses
on the students' motivations, found that having the course with the augmented reality learning materials
affected the control group students' motivations positively. izgi-Onbasil1 (2018) observed in the research
conducted on primary school 4th-grade students using augmented reality applications, it was seen that
there was an increase in students' motivation. In the present study, we encouraged the students to attend
the course more willingly by providing a fun learning environment with the use of augmented reality
teaching material in the teaching environment. Atom, atomic particles, element, compound, and
molecule models were embodied and learning was facilitated. The concepts, experiments or historical
places that are difficult to observe in the classroom can be experienced interactively in the real physical
environment in three dimensions thanks to the augmented reality applications. We observed that there
was a remarkable increase in the in-class performance of the students with the educational activities
carried out with augmented reality applications. They had the opportunity to interact with virtual objects
in three dimensions by increasing the motivation for their performance as if they were a part of the
existing environment, with their tablets or phones, atom, molecule, and element models in cooperation
with their peers. With this aspect, the student's sensitivity towards communicating developed and they
were able to express themselves easily in the learning environment with their friends and teacher. They
had the chance to discuss the points that they did not understand, and both asked the questions in their
minds to their friends and their teachers. Thus, we observed that their motivations related to research
from different points of view to the events by developing their critical thinking. Individuals will be able
to learn while having fun, and with augmented reality applications, more detailed information on the
subject will be carried out easily without much difficulty. Individuals who research, question, and turn
to different sources to reach information will also gain science course target behaviours.

In the study, we held interviews with the experimental group of students related to augmented reality
applications. As a result of the interviews, nearly all of the students stated that they did not know about
augmented reality applications before. They claimed that giving the course with the augmented reality
applications contributed positively to their learning, and made their learning easy as they learned the
concepts relevant to the subjects in 3D. By using the augmented reality learning material in the course,
it is seen that the courses became more entertaining and increased the motivation of the learners towards
the course. In the relevant literature, the opinions of the secondary school seventh and eighth graders
related to augmented reality applications were examined by Durak and Karaoglan-Yilmaz (2019), and
they reached the results that support this study. As a result of the interviews, the students claimed that
using the augmented reality materials in the courses contributed positively and made their understanding
better by making the learning process interesting and effective. In the interviews, the students in the
experimental group claimed that they became more excited while they were using the augmented reality
application, and became more curious and happy. Another result obtained from the interviews was that
the students used the augmented reality learning material easily and they did not have difficulty while
they were using it. Accordingly, in the study conducted by Kiiciik et al., (2015), they investigated the
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opinions of the students at the faculty of medicine related to the use of augmented reality applications
in anatomy education and their opinions that the augmented reality applications in learning created a
sense of reality in learning, concretized the subject, increased the interest in the lesson, provided a
flexible learning environment and was beneficial in individual studies supported the results of this study.
The students claimed that they also wanted to use augmented reality applications in other courses. They
stated that they were bored in the courses normally or had difficulty understanding, but they learned
with fun and ease with this application. They stated that especially in social studies and English classes,
it would be much more productive to teach with augmented reality learning materials. This situation
coincides with the findings of the study of izgi-Onbasili (2018). In the study conducted by Bursztyn et
al., (2017) a field trip of a large canyon was carried out using augmented reality application in the
learning environment. The study emphasized that the augmented reality field trip increased the interest
in learning by increasing the motivation towards the course. This situation also supports the belief that
using augmented reality applications in other courses creates positive effects. In addition, in the study
by Giasiranis and Sofos (2017), using augmented reality applications in class environments increases
the students' participation in the classes by finding the course more entertaining. They determined that
using the augmented reality learning materials in the atom, molecule, and element subjects which are
the abstract subjects of science since the use of learning materials facilitates learning by providing three-
dimensional visualizations' in the real world. The students claimed that they understood this subject
better with the augmented reality applications and their interest in the lesson increased by claiming that
they had difficulty understanding what the teacher said about this subject and that they could not
understand the visuals during the lesson. Another significant point that came forth in the interviews was
that all of the students stated that they could learn easily what they had difficulty with the augmented
reality applications. In general, the students were satisfied with the use of augmented reality learning
material in the lessons. They expressed their thoughts related to its use even in other courses by
expanding its use. They reported that their interest and curiosity towards the lesson increased, the lesson
was productive, they learned by having fun and their participation in the lesson increased. When we
review the relevant literature, we can see that there are research results similar to the results of this study
(Winkler et al., 2002; Finkelstein et al., 2005; Demirci & Cirkinoglu, 2004; Dori & Belcher, 2005; Kye
& Kim, 2008; Lee, 2012; Abdiisselem, 2014; Baysan, Uluyol, 2016; Sayginer & Seferoglu, 2017). In
the interviews with the students in the experimental group, most of the students claimed that it was
beneficial when the question "Is there anything that you want to add related to the use of the augmented
reality application in the courses?" was asked to them. The students referred to its beneficial side that
the use of augmented reality applications in lessons should be used even in other courses to increase
interest and participation in the course, to facilitate the teaching of abstract and difficult subjects in daily
life, and to provide an enriched teaching environment. In addition, they stated that it would be more
effective for everyone to use it individually during this application in the learning environment by
providing the necessary technological equipment in schools in the use of augmented reality teaching
material in the course.
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Makale Hakkinda Ozet
. N Bu calismamin amact 7. simif Fen Bilimleri dersi "Saf Madde ve
Gonderim Tarihi: 10.02.2024 Karisimlar" dinitesinde artirilmis gergeklik teknolojisi kullanilmasinin
Kabul Tarihi: 05.11.2024 ogrencilerin akademik basarilarina ve derse karsi motivasyonlarina
Yaymn Tarihi: 16.11.2024 etkisini arastirmaktir. Calisma 2019-2020 egitim-ogretim yilinda 7.
swifta 6grenim goren 76 ogrenci ile gerceklestirildi. Arastirmada nicel ve
Anahtar Kelimeler nitel yaklasimlarin birlikte yer aldigi karma yontem kullanild:.
Akademik basart Izrzgtzrlmad]? é’nl test.—lson test {;ontfflol gruplu lya;z ldeneys"el" deslen
Artirilms gerceklik ullamilarak nicel veriler, grenciler ile yart yapilandrilmis gériismeler

yapilarak da nitel veriler elde edildi. Kontrol grubunda dersler MEB
miifredat programinin ongordigii sekilde iglenirken, deney grubunda
Saf madde ve karigimlar programin 6ngordiigii seklin yaninda artirilmis gerceklik uygulamalari da
eklenerek islendi. On test ve son test olarak "Saf Madde ve Karisimlar
Unitesi Akademik Basari Testi", "Fen Bilimleri Dersine Yonelik
Motivasyon Olgegi" kullamildi. Nitel verilerin elde edilmesinde ise
arastirmact tarafindan olusturulan "Artirilmis  Gergeklik Ogrenci
Goriisme Sorulart"  kullanilarak yari  yapilandwilmis  bir  sekilde
goriismeler gerceklestirildi. Arastirma sonucunda derslerde artirilmuis
gerceklik  ogrenme materyali  kullammunmin  ogrencilerin - akademik
basarilarini ve derse karsi olan motivasyonlarini artirdigi tespit edildi.
Ayrica ogrencilerle yapilan goriismeler, derslerde artirilmig gerceklik
uygulamasinin kullanilmasini eglenceli, dikkat ¢ekici, merak uyandirict ve
anlamay: kolaylastirict olarak bulduklarin gostermektedir.
For Citation Sartyildiz, S., Yalgin, P. ve Altun Yalgin, S. (2024). Artirilmis gergeklik
teknolojisi kullaniminin fen egitiminde 6grenci bagarilarina ve derse karst
motivasyonlarina etkisi. MSKU Egitim Fakiiltesi Dergisi, 11(2),261-292.
DOI: 10.21666/muefd.1384620

Giris

Fen egitimi

Giinliik hayatin bir parcasi olan fen bilimleri, bilgi ve teknoloji caginda bireyin iginde bulundugu
gevreyi, bilimin degerini ve yasanti lizerindeki etkisini anlamasini, bilimsel yontem siireciyle diisiinme
ve problem ¢6zme becerilerinin kazandirildig: bir disiplindir (Hanger vd., 2003; Korkmaz ve Kaptan,
2001). Giin gectikce fen okuryazari bireylere olan ihtiya¢ artmaktayken birden ¢ok uyariciya maruz
kalan 6grencilerin ilgisini fen bilimlerine ¢ekmek zorlasmaktadir. Mevcut ders kitaplar ve diger konu
anlatim materyalleri dgrencilerin ilgisini ¢ekmekte yetersiz kalmaktadir. Ozellikle ogrencilerin
somutlastiramadiklari, gézlem yapma imkaninin olmadigi konularda daha énemli bir sorun haline gelen
bu durum, fen egitimini veren 6gretmenleri de yenilik¢i yontemleri derslerinde kullanmaya tesvik
etmektedir (Ketchen, 2014). Fen Bilimleri dersinde bir¢ok soyut kavram ve terim, deneyimlenemeyecek
olay ve durumlari i¢ceren konularin bulunmasindan dolay1 6grenme ortamlarinda egitim teknolojilerinin
kullanilmasi 6grencilere pek ¢ok firsat sunmaktadir.

Glinlimiizde degisen ve gelisen teknoloji bir¢cok aliskanligimizi degistirerek hayatimizin hemen her
alaninda yaygin olarak kullanilir duruma gelmistir. Egitimde bu alanlardan biri olarak karsimiza
¢ikmaktadir. "Egitim teknolojileri" kavrami olarak ortaya ¢ikan bu degisim teknolojiyi bir yaklagim,

! Bu makale birinci yazarin yiiksek lisans tezinden iiretilmistir.
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ogrenme modeli ya da bir yontemle beraber pedagojik olarak iligkilendirmeyi ifade etmektedir.
Teknolojinin 6gretim siireclerinde etkin bir sekilde kullanilmasiyla pek cok fayda saglayacagi
ongoriilmektedir (Anil ve Batdi, 2020).

Son zamanlarda egitimde kullanilan ve en ¢ok dikkat ¢eken teknolojik uygulamalardan biri de Artirilmig
Gergeklik (AG) olarak ifade edilen Augmented Reality (AR) teknolojisidir. Hayatimizin her alaninda
isimizi kolaylastirmay1 hedefleyen teknolojik uygulamalardan biri olan artirilmig gergeklik artan ilgiye
bagl olarak reklamciliktan sanayiye, spordan eglenceye, sagliktan askeriyeye, arkeolojiden egitime,
medyadan tasarima hemen hemen her alanda kullanilmaya baglanmistir (Sabah ve Simsek, 2018; 38).
Azuma’'nin (1997) tamimima gore artirllmis gergeklik, gercek diinya {izerine sanal nesnelerin
yerlestirilmesidir. Bir bagka ifade ile artinlmis gerceklik (augmented realiyt), gercek diinya
goriintiisiinlin lizerine bilgisayar, tablet ya da telefon gibi teknolojik bir ara¢ yardimiyla sanal
goriintiilerin gercek zamanl olarak aktarilmasiyla bir araya getirilmesidir (Ozarslan, 2011). Milgram ve
Kishino (1994), artirllmig gercekligi "Ger¢ek diinya nesneleri yerine dijital ortam firiinlerinin
kullanildig1 gergeklik ortamidir" seklinde ifade etmistir. Ozaslan’in (2011) yaptig1 tanima gore artirilmis
gerceklik; gercek diinya goriintiisiiniin iizerine bilgisayar, tablet ya da telefon gibi teknolojik bir arag
yardimiyla sanal goriintiilerin ger¢ek zamanli olarak aktarilmasiyla bir araya getirilmesidir.

AG (Augmented reality) teknolojisi 4 farkli ¢evre biriminin kombinasyonudur. Bu ¢evre birimleri;
oncelikli olarak kamera, ikinci olarak bilgisayar alt yapisi, {iglincii olarak bir isaretleyici ve son olarak
gercek diinyadan olusmaktadir. Artirilmis gerceklik bu farkli dort birimin 3D olarak gercek diinyada
konumlandirilmas olarak goriilebilir (Cakal ve Eymirli, 2012).

AG ile yapilandirilan 6grenme ortamlar1 6grenciler arasinda dogal iletisim saglamakta, nesnelerin {i¢
boyutlu sanal goriintiilerini fiziksel ortam {izerinde deneyimleme firsati sunmakta, eglenceli ve dikkat
cekici 6grenme ortamlarinin olusmasini saglamaktadir (Kesim ve Ozarslan, 2012).

Artirnnlmis gerceklik 6grenme materyali derste kullanilarak 6grencinin 6grenmekte zorlandigi, deney
yapilmasi ve incelenmesi zor olan konularda 6gretim ortami bir artirilmis gergeklik laboratuvarina
cevirebilir. Ozellikle fen bilimleri dersinde, soyut kavramlar1 somutlastirmak, grencileri aragtirma ve
sorgulamaya yoneltmek ve nitelikli fen 6gretimi i¢in teknolojik uygulamalardan faydalanmak 6nemli
bir gereklilik olarak goziikmektedir.

Bu c¢aligmada 7. smif fen bilimleri dersi "Saf Madde ve Karigimlar" iinitesinde artirilmig gergeklik
teknolojisi kullanilmasinin 6grenci akademik basarilarina ve derse karsi motivasyonlarina etkisini
arastirildi. Yapilan caligsmada artirilmis gergeklik uygulamalarinin fen bilimleri dersinde kullanilmasinin
Ogrenci akademik basarilarina ve motivasyonlarina etkisinin arastirilmasi bakimindan literatiire katki
saglayacag diisiiniilmektedir. Ogrenme ortaminda teknolojik iiriinlerden biri olan artirilmis gergeklik
uygulamalarinin kullanilmasinin saglayacagi olumlu ya da olumsuz durumlarin belirlenerek gelecek
caligmalara 151k tutmasi beklenmektedir.

Bu kapsamda arastirmanin problemi "7. Smif Fen Bilimleri Dersi Saf Madde ve Karisimlar iinitesinde
artirllmig gergeklik uygulamalarinin kullanilmasmin 6grenci akademik basarilarina ve derse yonelik
motivasyonlarina etkisi nedir?" seklinde belirlendi. Alt problemler olarak ise:

1. “Artirnllmig gergeklik uygulamalarinin kullanimi fen bilimleri ders basarisimi etkiler mi?”

2. “Artirilmig gergeklik uygulamalarinin 6gretim materyali olarak kullanimi 6grencilerin derse karsi
motivasyonlarini etkiler mi? “

3. “Ogrencilerin dgretimde artirilmis gergeklik uygulamalarinm 6gretim materyali olarak kullanimina
iligkin diisiinceleri nelerdir?”” sorularina yanit aranmigtir.

Literatiir Incelemesi

Artirilmis gergeklik sanal veri ve nesnelerin fiziki ortam iizerine aktarilmasiyla kullanicinin hem gergek
diinya nesneleriyle hem de sanal nesnelerle etkilesim iginde bulunmasini saglayan ortamlar
sunmaktadir. Ogretim ortamima yeni bir bakis agis1 saglayan AG’ nin egitimde kullamimi iizerine
literatiirde yapilan ¢alismalar bulunmaktadir. Bu noktada Di Serio vd., (2013) tarafindan sunum temelli
O0grenme ortamiyla artirilmis gerceklik temelli 6grenme ortamimin 6grenci motivasyonuna etkisi
aragtirllmigtir. Arastirma sonucunda artirilmis gergeklik temelli 6grenme ortamindaki 6grencilerin derse
karst memnuniyet diizeylerinin daha fazla oldugu ve derse daha dikkatli katildiklar1 yapilan
arastirmalarla gosterilmistir. Benzer sekilde alanyazinda yapilan caligmalar incelendiginde AG destekli
ogretim ortaminin; 6grencilerde ders etkinliklerine aktif olarak katilimi artirdigi, motivasyonu artirdigi
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(Giasiranis ve Sofos, 2016; Chang ve Hwangy, 2018), 6grencinin 6n yargtyla yaklastig1 zor konularin
ogrenilmesini kolaylastirdigi (Ivanova ve Ivanov, 2011; Enyedy vd., 2015; Kamarainen vd., 2013; Yuen
vd., 2011), ogrencilerin ¢evresiyle is birligi igerisinde olmasina katki sagladig1 (Billinghurst, 2002
Dunleavy, Dede ve Mitchell, 2009), 6grencinin hayal giiciinii gelistirdigi ve farkli bakis acilar
kazandirarak yaratici ve bilimsel diisiinme becerisi kazanmasina katki sagladigi (Klopfer ve Yoon, 2005;
Squire ve Jan, 2007), AG uygulamalartyla derslerin daha eglenceli olarak ge¢mesi saglandigi
(Dunleavy, Dede ve Mitchell, 2009; Ibanez vd., 2014; Rambli, Matcha ve Sulaiman, 2013). 6grencilerin
ders basarilarini artirdigi (Hsiao vd., 2016; Huang vd., 2016; Sommerauer ve Miiller, 2014; Estapo ve
Nadolny, 2015) gibi tespitlere ulagilmistir. Alanyazinda 6grenme-6gretme siireglerine AG’nin entegre
edilmesi ile farkli alanlardaki uygulamalarina iliskin yapacagi katkilar ve AG nin Onemi ortaya
konulmustur. Ancak o6zellikle fen 6gretiminde kullanilabilecek AG arastirmalarinin bazi1 konularda
yeterli diizeyde olmadig1 goriilmiistiir. Fen bilimleri dersinde soyut kavramlarin fazla olmasi, deney
yapilmasi ve incelemesi zor olan konularin bulunmasi sebebiyle yenilikei teknolojik araglardan biri olan
artirilmig gerceklik 6grenme materyalinin kullanilmasiyla derse yonelik ilginin artmasini sagladigi,
birden fazla duyu organina hitap ederek 6grenmeyi kolaylastirdig1 ve boylelikle ders basarisini artirdigi
diistiniilmektedir (Kapucu, 2020).
Fen bilimleri konularindan insan anatomisinin 6gretiminde artirilmis gergeklik uygulamalar ii¢ boyutlu
gorsellestirmeler saglayarak Ogrencinin fiziksel ortamda etkilesime girerek incelemesine olanak
saglamaktadir. Ornegin bir akciger modelini avug iginize alarak inceleyebilme imkani sunulmaktadir.
Giines Sistemi konularinda artirilmis gerceklik uygulamalariyla gergek diinya iizerinde giines sistemine
ait i¢ boyutlu simiilasyonlarla etkilesim saglanabilmektedir. Boylelikle 6grenme ortaminda incelenmesi
miimkiin olmayan cisimler &gretim ortaminda degisik perspektiflerde etkilesime dayali olarak
gorsellestirmelerle somutlasgtirilmaktadir (Nielsen vd., 2016). Bu ¢aligmalarin bir tanesinde Sentiirk
(2018), yedinci simf fen bilimleri dersi "Giines Sistemi ve Otesi Unitesi" kapsaminda AG ile
desteklenen 6gretim etkinliklerinin 6grencilerin fen 6gretimine yonelik akademik bagarilarina, fen
bilimlerine kars1 motivasyonlarina, fen tutumlarina, teknolojiye yonelik tutumlarina ve AG
uygulamalarina yonelik tutumlaria etkisini aragtirmistir. Caligmadan elde ettigi sonuglarda 6grenci
akademik basarisi, motivasyon, teknolojiye kars1 tutum yoniinden deney grubu lehine anlamli farklilik
oldugunu rapor etmistir.
Ilgili alan yazim incelendiginde fen bilimleri dersinde artirilmis gergeklik uygulamalari kullaniminin
etkisi iizerine yapilan ¢alismalarda 6zellikle Uzay Arastirmalari, Giines, Diinya ve Ay, Giines Sistemi
ve Otesi: Gok Cisimleri, Viicudumuzdaki Sistemler, Canlilar1 Tantyalim {initeleri {izerine yogunlastig
goriilmiistlir. Yapilan bu arastirmada da soyut kavramlarinin olmasi, 6grencilerin merak ettigi ayrica
deney yapilmasi ve incelenmesi zor olan konu ve kazanimlari igermesi bakimindan Maddenin Tanecikli
Yapist ve Saf Maddeler konusu ele alinarak artirilmis gercekligin derslerde kullanimi {izerine olan
etkileri aragtirilmustir.

Yontem
Arastirma Deseni
Arastirmada nicel ve nitel verilerin birlikte yer aldig1 karma yontem kullanildi. Karma ydntem nicel ve
nitel arastirma yontemlerinin birlikte verilerin kullanilarak sonuglarin elde edilmesidir (Johnson ve
Onwuegbuzie, 2004). Aragtirmada nicel aragtirma yontemlerinden 6n test-son test kontrol gruplu yari
deneysel desen kullamldi. Arastirmanin nitel kismi igin ise igerik analizi kullanildi. Icerik analizi, fazla
sayidaki metinlerin belli kategoriler altinda smiflandirilmasi sistemine dayanmaktadir. Igerik

analizlerinin temel amaci eldeki verileri diizenleyip temalarin1 saptayabilmektir (Yavuz ve Yavuz,
2017).

Katihmeilar

Bu aragtirmanin ¢aligma grubunu 2019-2020 egitim dgretim yilinda Dogu Anadolu Bélgesinde bulunan
bir ilde Milli Egitim Miidiirliigiine bagli bir ortaokulda 7. smifta 6grenim goéren 76 Ogrenci
olusturmaktadir. Yar1 yapilandirilmig goriismeler ise deney grubu drnekleminin igerisinde yer alan 16
ogrenci ile gergeklestirilmistir.
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Veri Toplama Araclar ve Siire¢

Bu ¢aligma da fen bilimleri dersi "Saf Madde ve Karigimlar" {initesinde artirilmig gergeklik teknolojisi
kullanilmasmin grenci akademik basarilarina ve derse yonelik motivasyonlar1 arastirildi. Iki sube
deney grubu ve iki sube kontrol grubu olarak toplamda dort sube ile aragtirma gergeklestirildi. Deney
ve kontrol gruplar1 belirlenirken gruplarda 6grenci basar1 homojenligi g6z 6niinde bulunduruldu.

Her iki grup i¢in de konuyu kapsayan Erden Alan ve Okur Akcay (2020) tarafindan hazirlanan
"Maddenin Tanecikli Yapisi ve Saf Maddeler Konu Alan1 Basar1 Testi" uygulandi. Test hazirlanirken
46 Ttnite konu kazamimlar1 dikkate almarak MEB’in yaymmlamis oldugu kazanim testlerinden
yararlanildi. Hazirlanan sorularin gecerlik ve giivenirlik ¢aligmasi konuyu daha 6nceden 6grenmis olan
65 kisiden olusan 8. siif 0grencilerine uygulanarak yapildi. 25 tane ¢oktan segmeli sorudan olugan
testin KR-20 giivenirlik katsayisi 0,762 olarak bulundu. Akademik basar1 testi gruplara konu
anlatimindan 6nce uygulanarak 6n test yapildi. Ardindan deney ve kontrol gruplarinin amacina yonelik
olarak deney grubuna ii¢ haftalik siire boyunca Saf Madde ve Karigimlar Unitesi’nin belirlenen konu
kisimlar1 normal ders miifredati ile birlikte artirlmis gergeklik uygulamasi eklenerek islendi.
Kullanilacak olan artirtlmis gerceklik uygulamalar1 konu kazanimlarimi en iyi kapsayacak sekilde
secilerek bu amacgla Android ve 10S isletim sistemine sahip mobil cihazlarda, tabletlerde rahatlikla
indirilip kullanilabilecek uygulamalar olan “Armolvis”, “Rapp Chemistry”, “Atom Modeli”,
“Chemistry AR”, “Molecul AR Experience” ve “Atoms Revealed AR” uygulamalarina karar verildi.
Deney grubunda bulunan 6grencilere bir hafta dncesinde gerekli bilgilendirmeler yapilarak tablet ya da
telefonlarina belirlenen konuyu kapsayan materyalleri iceren artirillmis gerceklik uygulamalar
belirtilerek indirilmis sekilde gelecek derse hazir olarak gelmeleri saglandi. Kontrol grubunda ise
belirlenen konu kisimlart MEB programinin 6ngordiigii sekliyle ders miifredatina uygun bir sekilde
islendi. Her iki grup arasinda da tek farkliligin artirllmis gergeklik uygulamalarinin 6gretim materyali
olarak kullanilma durumunun olmasina dikkat edildi. Aragtirmay1 etkileyecek diger olumsuz etkiler en
aza indirilerek en verimli sonuglara ulagilmasi hedeflendi. Bu kapsamda deney ve kontrol gruplarindaki
snif homojenliginin yanm sira dort smifa da ayni 0gretmenin ders islemesi saglanarak ogretmen
faktoriinden kaynaklanacak etkilerde ortadan kaldirilmaya caligildi.

Caligmada artirilmis gergeklik uygulamalarinin derse karsi olan motivasyon durumunu incelemek igin
Dede ve Yaman (2008) tarafindan gelistirilen "Fen Bilimleri Dersine Yonelik Motivasyon Olgegi"
kullanildi. Besli likert tipinde 23 maddeden olusan test ilkogretim II. kademede bulunan 421 6grenciye
uygulanarak son hali elde edilmistir. Olgegin gecerligini belirlemek i¢in agimlayici faktdr analizi
yapilmis ve 6lgegin Cronbach Alfa giivenirlik katsayis1 0,80 olarak bulunmustur. Gelistirilmis bu 6lgek
deney ve kontrol gruplarina 6n test son test olarak uygulandi. Elde edilen veriler incelenerek derse karsi
olan motivasyon durumlar arasindaki iligki istatiksel olarak belirlendi. Aragtirmanin nitel verileri elde
edilirken ise deney grubunda belirlenen siire icinde MEB’ in dngordiigii ders miifredati ile birlikte
artirllmig gergeklik uygulamasi ile ders islendikten sonra yansiz olarak segilen 6grencilerle bire bir
gorlismeler yapildi. Bu goriismede 6grencilere artirtlmig gerceklik uygulamasiyla ilgili ders iglenmesi
hakkinda arastirmaci tarafindan gelistirilen "Artirilmis Gergeklik Gorlisme Sorulari” sorularak miilakat
gergeklestirilerek 6grencilerden gelen doniitler calismaya dahil edildi. Arastirmada goriisme sorulart
olusturulurken ¢alismanin problemine ve amacina uygun aragtirma sorulari olusturulmaya dikkat edildi.
Olgegin kullanimu ile ilgili olarak giivenirlik ¢aligmalari yapildi. Goriisme sorularinin giivenirligi farklt
kodlayicilarin ayri1 ayri yaptiklari kodlamalar arasindaki uyuma bakilarak saglandi. Farkli iki aragtirmaci
ayn1 goriismeleri ayr ayr1 kodladi ve ardindan sonuglar karsilastirilarak kontrol kodlamasi yapildi.
Yapilan giivenirlik ¢aligmasinda goriisme sorular igin giivenirlik katsayist %86 olarak bulundu. Bu
katsaymin hesaplanmasinda Miles ve Huberman (1994) tarafindan gelistirilen Glivenirlik=(Goriis
birligi/(Goriis birligi+Goris ayriligl))x100 bagmtis1 kullanildi. Alan yazinda kodlayici giivenirligine
yonelik olarak iki kodlayici arasindaki uyusma yiizdesinin %70 den yiiksek olmasinin yeterli oldugu
kabul edilmistir (Batd1 ve Oral, 2020).

Verilerin Analizi

Arastirma verilerini elde etmek amaciyla kullanilan "Saf Madde ve Karigimlar Unitesi Akademik Basari
Testi", "Fen Ogrenmeye Yonelik Motivasyon Olgegi" ve "Artirilmis Gergeklik Goriisme Sorular”
uygun istatiksel yontemler belirlenerek yapildi. "Saf Madde ve Karisimlar Unitesi Akademik Basari
Testi" ve "Fen Ogrenmeye Ynelik Motivasyon Olcegi" verilerinin normallik analizleri sonuclarina gore
parametrik veya parametrik olmayan testlerden uygun olanlar1 kullanilarak analiz edildi.
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"Artirtlmis Gergeklik Gorligme Sorular" verilerinin analizinde 6grencilerle yapilan yar1 yapilandirilmis
goriismeler icerik analizi yontemiyle degerlendirildi. Elde edilen veriler degerlendirilirken 6grencilere
01,02,03, ............. ,016 numaralar1 verilerek yapilan goriismeler kigida aktarilarak analiz edildi.
Analiz agamasinda sorulara verilen cevaplar soru tiirline ve verilen cevaplara gore tema ve kodlara
ayrildi. Verilen cevaplar olusturulan tema ve kod tablosuna aktarilarak frekans ve yilizde degerleriyle
analizi gergeklestirildi. Ayrica Ogrencilerin artirilmis gergeklik 6grenme materyalinin derslerde
kullanilmasiyla ilgili sorulara verdigi cevaplardan birkag Ornek verilerek de analiz siireci
gergeklestirildi.

Bulgular
Birinci Alt Probleme iliskin Bulgular
Arastirmanin birinci alt problemi derste artirilmis gergeklik uygulamalar1 kullanilmasinin &grenci
akademik basarisina etkisini incelemektir. Bu amag¢ dogrultusunda deney ve kontrol gruplarinda
belirtilen yontemler 15181nda yapilan akademik basart testlerinin istatiksel yontemlerle analizi yapilarak
"Deney ve kontrol gruplarinda bulunan 6grencilerin 6n test artirilmis gergeklik basar1 puanlar arasinda
anlamli bir farklilik var midir?" sorusuna iliskin degerlendirmeler yapildi.

Deney ve kontrol gruplarinda bulunan égrencilerin o6n test artirilmis gerceklik basar1 puanlar:
arasinda anlamh bir farkhihk var midir?

Arastirma problemine uygun analiz yontemini belirlemek i¢in 6ncelikle deney ve kontrol gruplarinin 6n
test artirtlmis gergeklik puanlarina iliskin normallik testleri yapildi. Yapilan analiz sonucunda verilerin
dagilimi normal ¢ikarsa parametrik testler yapilabilir (Can, 2016). Elde edilen nicel verilerin anlamlilik
degeri (p) degerlendirildiginde deney ve kontrol gruplarinin 6n test basar1 puanlarinin normal bir dagilim
gosterdigi sonucuna ulasildi. Deney ve kontrol gruplarinin varyanslariin normal bir dagilima sahip
oldugu belirlendikten sonra 6n test basar1 puanlar1 arasinda anlaml bir iliski olup olmadigini belirlemek
amaciyla bagimsiz gruplar t testi (independent samples test) yapildi. Bagimsiz gruplar t testi, iki farkl
orneklem grubundan elde edilen ortalamalar arasinda anlaml bir farkin olup olmadigini test etmek i¢in
kullanilir (Biiyiikoztiirk, 2011). Yapilan bagimsiz gruplar t testi sonucunda elde edilen bulgular Tablo
1’e aktarilda.

Tablo 1. Deney ve kontrol grubu 6n test basar1 puanlari arasindaki iligki

Gruplar N X Ss T Sd p
Deney 38 28.21 6.53

- *
Kontrol 36 29.72 9.69 974 58.80 334

*p> .05Deney ve kontrol gruplarmin Saf Madde ve Karigimlar Basar1 Testi” nden 0n test basari
puanlan arasindaki iligkiyi belirlemek igin yapilan bagimsiz gruplar t testi sonucunda p anlamlilik
degerinin .334 oldugu goriilmektedir. Anlamlilik degeri 0.05’den biiyiik oldugu icin deney ve kontrol
gruplarmin 6n test bagar1 puanlari arasinda anlamh bir farklilik olmadigi sonucuna ulasildi. Bu durum
deney ve kontrol gruplarinin 6n test akademik puanlari arasinda fark olmamasi agisindan 6nem
tagimaktadir.

Deney ve kontrol gruplarinda bulunan égrencilerin son test artirllmis gerceklik basari puanlarn
arasinda anlamh bir farkhihk var midir?

Arastirma problemine uygun analiz yontemini belirlemek i¢in 6ncelikle deney ve kontrol gruplarinin
son test artirllmis gerceklik puanlarma iliskin normallik testleri yapildi. Elde edilen betimsel istatistik
degerleri incelendiginde deney ve kontrol gruplarinda carpiklik ve basiklik degerleri ve anlamlilik
degerlerinden yola ¢ikilarak puanlarin normal dagilim gosterdigi sonucuna ulasildi. Gruplarin son test
basar1 puanlarinin normal oldugu belirlendikten sonra aralarinda anlaml bir farklilik olup olmadigim
belirlemek amaciyla bagimsiz gruplar t testi yapildi. Elde edilen bulgular Tablo 2’ ye aktarildi.
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Tablo 2. Deney ve kontrol grubu son test bagar1 puanlar arasindaki iligki

Gruplar N X Ss T Sd P
Deney 40 50.23 16.17

2.46 67.55 017*
Kontrol 36 42.61 10.49
*p<.05

Deney ve kontrol gruplar1 son test akademik puanlar1 bulgular1 degerlendirildiginde deney grubu son
test akademik basar1 puani ortalama degerinin 50.23 oldugu kontrol grubunun ortalama degerinin 42.61
oldugu goriilmektedir. Anlamlilik degeri ise .017 olarak elde edilmistir. P degerinin 0.05’den kiigiik
olmasi deney ve kontrol gruplar1 arasinda son test akademik basari puanlar1 arasinda deney grubu lehine
anlamli bir fark oldugunu gdstermektedir.

ikinci Alt Probleme iliskin Bulgular

Aragtirmanin ikinci alt probleminde artirilmis gergeklik uygulamalarimin 6grenci motivasyonuna
etkisini aragtirmak amaclandi. Bu amag¢ dogrultusunda deney ve kontrol gruplarina 6n test ve son test
olarak uygulanan "Artirilmis Gergeklik Motivasyon Olgegi"nden elde edilen veriler uygun istatiksel
yontemlerle analiz edildi.

Verilerin analiz agamasinda hangi istatiksel yontemin uygulanmasina karar verebilmek amaciyla
oncelikle deney ve kontrol grubu 6n test son test verilerine normallik analizi yapilarak puanlarin
parametrik test varsayimlarm karsilayip karsilamadigina karar verildi. Yapilan analizler neticesinde
deney grubunun 6n test ve kontrol grubunun 6n test motivasyon puanlar1 normal dagilim gosterirken
deney grubu son test ve kontrol grubu son test motivasyon puanlarinin normal dagilim gostermedigi
sonucuna ulasildi.

Deney ve kontrol grubu 6grencilerinin 6n test motivasyon puanlar1 arasinda anlamh bir iliski
var midir?

Parametrik test varsayimlarmi karsiladigi icin deney ve kontrol grubundaki Ogrencilerin 6n test
motivasyon puanlar1 arasindaki iliskiyi analiz etmek amaciyla bagimsiz gruplar t testi (independent
samples test) uygulandi. Elde edilen istatistiki sonuglar Tablo 3¢ aktarildi.

Tablo 3. Deney ve kontrol grubu 6n test motivasyon puanlar1 arasindaki iliski bagimsiz gruplar t testi
sonugclari

Gruplar N X Ss T Sd p
Deney 38 96.42 9.03
-.644 72 522
Kontrol 36 97.83 9.82
p>.05

Yapilan istatistiki analiz sonucunda motivasyon puan ortalamalarinin birbirine yakin oldugu (Xdeney-
96.42 ve Xiontro- 97.83) goriilmekle birlikte anlamlilik degeri p .522 olarak hesaplanarak 0.05 degerinden
biiyiik oldugu i¢in deney ve kontrol gruplar1 arasinda 6n test motivasyon puanlari arasinda anlamli bir
farklilik olmadig1 yani gruplardaki 6grencilerin 6n motivasyon diizeylerinin benzer diizeyde oldugu
goriilmektedir.

Deney ve kontrol grubu 6grencilerinin son test motivasyon puanlari arasinda anlamh bir iliski
var midir?

Her iki grubun son test motivasyon puanlarinin normal dagilima sahip olmamasi sunucunda parametrik
olmayan testlerden mann-whitney u testi uygulandi (Can, 2016). Yapilan istatistiki analiz sonucunda
elde edilen veriler Tablo 4’ e aktarilda.
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Tablo 4. Deney ve kontrol grubu son test motivasyon puanlari arasindaki iliskiyi gosteren mann-whitney u
testi sonuglari

Sira Sira
Gruplar N Ortalamasi Toplam v P
Deney 40 43.53 1741
519 .036
Kontrol 36 32.92 1185

p<.05

Yapilan analiz sonucunda anlamlilik degeri 0.05 degerinden kiigiik oldugu i¢in deney ve kontrol
gruplarinin son test motivasyon puanlar1 arasinda anlamli bir farklilik oldugu sonucuna ulasilmaktadir.
(p=0.036; p<0.05; Kul, 2014). Sira ortalamasi degerlerine bakildiginda deney grubu 6grencilerinin daha
yliksek motivasyona sahip oldugu goriildii.

Deney Grubu (")grencilerinin Artirllmis Gergeklik Uygulamalarina Mliskin Goriisleri
Deney grubu 6grencileriyle artirilmig gergeklik uygulamalarina iliskin goriismeler gergeklestirildi. On
alt1 6grenciyle yar1 yapilandirilmis bir sekilde sekiz maddeden olusan gorligme sorular1 6grencilere
sorularak elde edilen veriler igerik analizi yontemiyle asagidaki verilen siraya gore sorularak
degerlendirildi.

Artirilmis gerceklik uygulamalarimi daha once biliyor muydunuz veya kullanmis miydimiz?
Kullandiysaniz hangi amacla kullanmistimz?

Deney grubundan secilen on alti 6grencileriyle yapilan goriismeler sonucunda on bes 6grenci artirilmis
gerceklik uygulamalarin1 daha 6nce hi¢c duymadiklarini, bilmediklerini ifade ederek ilk defa derste
kullandiklarini belirtmiglerdir. Sadece bir 6grenci iletisim araglarinda bulunan uygulama magazasinda
gordiigiinii, ne oldugunu merak edip indirdigini fakat nasil kullanildigin1 anlamadig1 i¢in kullanmadigini
sOylemistir.

Artirilmis gerceklik uygulamasim kullanarak ders islemek 6grenmenize nasil etki etti? Nicin?
Gorlismeye katilan tiim Ogrenciler artirllmis gergeklik uygulamasmi kullanarak ders islemenin
ogrenmelerine olumlu katki sagladigini belirtmislerdir. Nigin sorusuna ise derslerin eglenceli olmasi,
konuya ait igerikleri gorsel bir sekilde 3 boyutlu olarak gérmeleri, meraklarinin artmasini sagladigin,
maddelerin tanecikli yapisini gorerek derse olan ilgilerinin artmasi, kolay bir sekilde 6grenmeye katki
saglamasi olarak dile getirmislerdir.

Tablo 5. "Artirilmis gergeklik uygulamasini kullanarak ders islemek 6grenmenize nasil etki etti?
Nigin?" sorusuna iligkin 6grenci goriisleri

Tema Kod Frekans (f) Yiizde (%)

Eglenceli sinif ortamu 4 25
3 boyutlu gorsellik 5 313

AG uygulamalarin1  kullanarak — ‘oyu = EOISE

. . .t Ilgiyi artirma 2 12.5

ders islemenin olumlu yonleri —
Kolay 6grenme 3 18.8
Merak uyandirma 2 12.5

Cevaplar incelendiginde; genel olarak goriismeye katilan 6grenciler AG uygulamasini kullanarak ders
islemenin 6grenmelerine olumlu katki sagladigimi belirtmislerdir. Bunun nedeni olarak da dersin daha
eglenceli gegmesi, merak uyandirmast, 3 boyutlu gorseller saglayarak ilgiyi artirmasi, kolay 6grenmeyi
sagladigini belirten ifadelere yer verilmistir.

"Artirllmis gergeklik uygulamasimi kullanarak ders islemek Ogrenmenize nasil etki etti? Nigin?"
sorusuna iligkin 6grencilerin bazilar diislincelerini asagidaki sekilde ifade etmistir.

Ol: "... Daha kolay. Normalde sikici oluyordu. Boyle daha eglenceli..."
02: "... lyi... Sekillerini 3 boyutlu gérdiim merakim daha da artti. Iyi 6grendim..."
03: "... Kolay 6grendim. Ogretmeni anlatirken anlamiyordum. Gergek gibi atom modellerini

gordiim. Daha eglenceli oldu..."
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O4: "... lyi... Eglenceli bir simf ortam1 vard: gorsellerle resimlerle 3 boyutlu olarak kolaylikla
ogrendim..."

O5: "... Daha iyi anladim. Konuya ilgi duydum. Ogrenmemi kolaylastirdi. Sorulara cevap
verebildim... "

Derste AG uygulamasi kullanirken neler hissettin?
Yapmis oldugumuz goriismede 6grencilere "AG uygulamasini kullanirken neler hissettin?" sorusu
yoneltildi verilen cevaplar incelenerek Tablo 6’ ya aktarildi.

Tablo 6. "Derste AG uygulamasi kullanirken neler hissettin?" sorusuna iligkin 6grenci goriisleri

Tema Kod Frekans (f) Yiizde (%)
Heyecan 5 313
AG uygulamasina kars1 hissedilen Mvutluluk. 3 18.8
duyeu Eglenceh 4 25
Ilging 2 12.5
Merak 2 12.5

Tablo 6’ da yapilan goriismelerdeki "Derste AG uygulamasi kullanirken neler hissettin?" sorusuna
iligkin 6grenci cevaplarina yer verilmistir. Cevaplar incelendiginde 6grencilerden en ¢ok derse karsi
olan heyecanlarinin artig1 goriisii alimmustir (f=5). Eglenceli (f=4), mutluluk (f=3), ilging (f=2) ve merak
uyandirdigi (f=2) 6grencilerin verdigi cevaplar olarak kodlanmistir.
"Derste AG uygulamas1 kullanirken neler hissettin?" sorusuna iliskin baz1 6grenci goriislerine asagida
yer verilmistir:

02:"... Heyecanlandim, mutlu oldum, eglendim..."

03:"... Heyecanlandim, merak ettim..."

04:"... Merak ettim..."

07:"... Heyecanli ve mutlu oldum..."

012: "... liging geldi, eglendim, merak ettim... "

016: "... iiging geldi, meraklandim, mutlu oldum..."

AG uygulamasini kullanirken zorlandin mi?
Ogrencilere "AG uygulamasini kullanirken zorlandin mi?" sorusu yénlendirildi ve alman cevaplar
incelenerek Tablo 7’ye aktarildi.

Tablo 7. "AG uygulamasimi kullanirken zorlandin m1?" Sorusuna iligkin 6grenci goriisleri

Tema Kod Frekans (f) Yiizde (%)
AG uygulamasini kullanirken Kismen 4 25
zorlanma durumu Hayir 12 75

Tablo 7°de "AG uygulamasini kullanirken zorlandin mi?" Sorusuna iligkin 6grenci goriislerine yer
verilmistir. Gorlisme yapilan 6grencilerden 4 6grenci biraz zorlandigini 12 6grenci ise zorlanmadiklarini
kolaylikla kullandiklarini ifade etmistir.

"AG uygulamasini kullanirken zorlandin mi?" sorusuna iliskin bazi1 6grencilerin goriislerine asagida yer

verilmistir:
O1:"... Biraz... Kare kodu okuturken zorlandim..."
O4:"... Hayir..."
05:"... Biraz..."
08: "... Biraz konu iginde uygulamay1 kullanirken..."
010: "... Biraz... Telefonu kullanirken..."
013:"... Hayir..."
O15:"... Hayir..."
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Diger derslerde de AG uygulamasini kullanmak ister misiniz? Nicin?
Ogrencilere sorulan "Diger derslerde de AG uygulamasimi kullanmak ister misiniz? Ni¢in?" sorusuna
verilen cevaplar incelendiginde 16 6grenciden 1 6grenci haric diger 15 6grenci evet kullanmak isterim
cevabini vermistir.
"Diger derslerde de AG uygulamasini kullanmak ister misiniz? Nigin?" sorusuna iliskin bazi
Ogrencilerin goriislerine asagida yer verilmistir:

O4: "... Isterim. Daha eglenceli ve verimli... Anlamami kolaylagtirdi..."

O5: "... Hayir. Sadece Fen Bilimleri dersinde olsun. Baska derslerde igerik olarak olamaz gibi..."
08: "... Isterim... Normalde de hosuma gidiyor... Derste de olursa daha eglenceli gegiyor..."
012: "... Isterim... Kalic1 6grenmemizi saglar, basarim artar..."

O13: "... Evet... Daha iyi anlarim konular... Ciinkii gercekmis gibi gérdiim 3 boyutlu bir sekilde
derse daha etkili sekilde katilmami sagladi. Anladigim i¢in derse motivasyonum artti..."
O14: "... Evet... Ciinkii Fen Bilimleri dersinde yaparken daha iyi anladim... Diger derslerde de
olsa daha iyi anlayabilirim..."
015: "... Evet... Clnkii 6gretmen anlatirken anlamadigim noktalarda daha iyi anladim. Ozellikle
Sosyal Bilgiler ve ingilizce dersinde olsun isterim..."
Ogrencilerin diger derslerde de artirilmus gergeklik uygulamalarmi kullanmay: isteyip istemediklerini
tespit etmek amaciyla sorulan "Diger derslerde de AG uygulamasini kullanmak ister misiniz? Nigin?"
sorusu altinda alinan cevaplarda dgrencilerden eglenceli oldugu, ii¢ boyutlu gorsellestirmeler sagladigi,
ogrenmelerini kolaylastirdigi, daha iyi anladiklan i¢in diger derslerde de kullanmak istediklerini
belirtmiglerdir.
Atom, molekiil, element konularinda AG uygulamasi kullanilmas1 6grenmenizi kolaylastirdi m1? Nigin?
Gorlismeye katilan 16 6grencinin tamami "Atom, molekiil, element konularinda AG uygulamasi
kullanilmas1 6grenmenizi kolaylastirdi mi1?" sorusuna "Evet" olarak cevap vermislerdir. Bunun sebebi
olarak verilen cevaplar degerlendirilerek Tablo 8’e aktarildi.

Tablo 8. "Atom, molekiil, element konularinda AG uygulamasi kullanilmas1 6grenmenizi kolaylagtirdi
mi1? Ni¢in?" sorusuna iligkin 6grenci goriisleri
Tema Kod Frekans (f) Yiizde (%)

3 boyutlu gergeklik 8 50

AG uygulamalarinin
kullanilmasinin 6grenmeyi
kolaylagtirma sebepleri

Merak uyandirma 1 6.3
Gorsellik 7 43.8

Tablo 8’de "Atom, molekiil, element konularinda AG wuygulamasi kullanilmasi 6grenmenizi
kolaylagtirdi mm? Nigin?" sorusuna iligkin Ogrencilerin cevaplarina yer verilmistir. Cevaplar
incelendiginde 3 boyutlu gerceklik (f-8), gorsellik (f-7) ve merak uyandirma (f-1) kodlar1 ortaya
cikmaktadir. Genel olarak element, atom, molekiil konularinin soyut olmasindan dolay1 anlagilmasinin
giic oldugu fakat artirilmig gergeklik 6gretim materyalinin kullanilmasiyla bu kavramlarin gercek ortam
lizerinde sanal goriintiilerle gergekmis gibi etkilesime girme imkami sunulmasiyla &grenmelerin
somutlastirilarak saglandigi, derse yonelik ilgilerinin artarak konuya olan meraklarinin arttigini ve daha
iyi anladiklarim ifade etmislerdir.
"Atom, molekiil, element konularinda AG uygulamasi kullanilmas1 6grenmenizi kolaylastirdi m?
Nigin?" sorusuna iligkin bazi 6grencilerin goriislerine asagida yer verilmistir.

O1: "... Evet... Elementleri, atom taneciklerini gérerek daha iyi anladim..."

O5:"... Evet... Atom taneciklerini gérdiim... Eglenceli bir ortam oldu. 3 boyutlu oldugu icin daha
iyi kavradim..."

06: "... Evet. Clinkii 3 boyutlu olmas1 sayesinde daha kolay 6grendim atom modellerini gérdiim..."

08: "... Evet. Ogretmenim sadece anlattiginda anlamak zordu. Bu uygulamayla 3 boyutlu gérdiim
aklimda daha kalic1 oldu... "

010: "... Evet... Ciinkii 3 boyutlu olarak maddelerin tanecikli yapisini inceledik... Ogretmenim
tahtaya yazdiginda ¢ok dikkatimizi cekmiyordu ama bu uygulamayla derse ilgim artt1 dikkatimi ¢ekti..."

O12: "... Evet... Merakim daha da artt1 dgretmenim anlatirken anlamadigim noktalar1 uygulama

sayesinde daha iyi anladim... "
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O15: "... Evet... Ciinkii maddelerin tanecikli yapisim gergekmis gibi 3 boyutlu olarak gérdiim.
Ogretmenim tahtaya gizmisti anlamamistim ama uygulama sayesinde daha iyi anladim..."

Sizce 6grenmede zorlandiginiz konular1 AG uygulamasiyla daha kolay 6grenebilir misiniz?
Gorlismeye katilan 6grencilerin tamami AG uygulamasiyla konular1 daha kolay 6grenebileceklerini
ifade etmislerdir (f-16).

Derslerde AG uygulamasi kullanilmasiyla ilgili olarak eklemek istediginiz bir sey var m?
Gorlisme yapilan Ogrencilere "Derslerde AG uygulamasi1 kullanilmasiyla ilgili olarak eklemek
istediginiz bir sey var m?" sorusu yonlendirildi. Ogrencilerden gelen cevaplar degerlendirilerek Tablo
9’ a aktarild.

Tablo 9. "Derslerde AG uygulamasi kullanilmasiyla ilgili olarak eklemek istediginiz bir sey var mi?"
sorusuna iligkin 6grenci goriisleri

Tema Kod Frekans Yiizde
® (“o)
Yayglastirilmali 5 313
AG uygulamalar: Diger derslerde de kullanilmal 8 50
kullanimina iliskin Tablet, telefon ihtiyaci giderilmeli 2 12.5
grenci onerileri Uygulamalarin kullanighlig 1 6.2
gelistirilmeli

Tablo 9’ da "Derslerde AG uygulamasi kullanilmasiyla ilgili olarak eklemek istediginiz bir sey var m1?"
sorusuna iliskin Ogrenci gorliglerine yer verilmistir. Cevaplar incelendiginde; Ogrenciler diger
derslerinde de AG uygulamalarinin kullanilmasimi istediklerini (f=8), kullaniminin yayginlastirilmasi
gerektigini (f=5), tablet, telefon vb. kullanim materyalinin sinif ortaminda tedarik edilmesi gerektigini
(f=2) ve uygulamalarin kullanighligimin biraz daha artirilarak kolaylastirilmasi gerektigini (f=1) belirten
ifadeler vermislerdir.
"Derslerde AG uygulamas1 kullanilmasiyla ilgili olarak eklemek istediginiz bir sey var mi1?" sorusuna
iligkin baz1 6grenci goriislerine agagida yer verilmistir.

03: "... Zorlandigimiz derslerde kullanabiliriz. Yaygmlastirilabilir..."

05: "... Giizel bir uygulama oldu daha iyi 6grendim. Memnun kaldim. Diger derslerde de kullanilsa
iyi olur, daha verimli geger..."

08: "... Herkesin telefonu ya da tableti olsa daha iyi bir ders olurdu."

O11: "... Diger derslerde de kullanilmali olumlu etkisi oldu, gercekmis gibi gordiik 6grenmemiz
kalict oldu..."
013: "... Resim okutmadan direkt gdsterim olsa daha iyi olabilirdi..."

O15: "... Tablet ya da telefon herkeste olabilsin... Okulda bulunsa herkes kullansa ¢ok daha iyi
olur..."

Tartisma ve Sonug¢
Artirllmig gergeklik uygulamalarmin dgretim materyali olarak kullanilmasiin 6grencilerin akademik
basarisina olan etkisini aragtirmak icin deney ve kontrol grubuna 6n test ve son test olarak "Saf Madde
ve Karisimlar Unitesi Akademik Basar1 Testi" uygulandi. Yapilan analiz sonuglarinda deney ve kontrol
gruplarinin 6n test akademik basar1 puanlar1 benzer diizeydeyken son test akademik basar1 puanlar
arasinda deney grubu lehine anlamhi bir farkliligin tespit edilmesi artirilmis gergeklik Ogretim
materyalinin 6grenme 6gretme siirecinde kullanilmasimin fen egitiminde akademik basariy1 olumlu
yonde etkiledigi sonucuna ulasildi. Benzer sekilde alan yazin incelendiginde derslerde artirilmig
gerceklik 6grenme materyalinin kullanilmasinin akademik basarty1 artirdig1 sonuglarini ortaya koyarak
caligmay1 destekler nitelikte olan arastirmalarin oldugu goriilmektedir. Demirel (2019), caligmasinda 7.
simif Fen Bilimleri dersinde "Hiicre ve Organelleri" konusunda artirilmis gergeklik uygulamalarinin
ogrencilerin akademik basarilarina olumlu olarak etki ettigi sonucuna ulagmistir. Glingérdii’ niin (2018),
"Atom Yapisi ve Atom Modelleri" {initesinde artirilmis gergeklik 6grenme materyalinin kullaniminin
ortaokul ogrencilerinin bagarilarina ve tutumlarina olan etkisini inceledigi g¢aligmasinda deney
grubundaki 6grencilerin kontrol grubundaki 6grencilere gore daha basarili oldugu sonucuna ulagilmistir.
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Artirilmis gergekligin 6grencilerin akademik bagarilarina etkisini aragtiran Enyedy, Danish ve DeLiema
(2015) yaptiklarn ¢aligma sonucunda artirilmig gerceklik uygulamalarinin soyut kavramlart 6grenmeyi
kolaylagtirarak basariyr artirdigini tespit etmistir. Artirilmis gergeklik uygulamalarinin  6gretim
stirecinde kullanilmas1 6grencilerin derse daha aktif olarak katilmalaria imkan tanimis ve 6grenilmesi
zor olan soyut kavramlari somutlastirarak gergek diinya iizerinde ii¢c boyutlu olarak incelenmesini
saglamistir. Klopfer ve Squire, (2008) tarafindan yapilan ¢alisma da bu goriisii destekler niteliktedir.
Tiim bu firsatlar sayesinde 6grenci merkezli bir 6grenme ortami sunulmus 6grenciler kendilerini rahat
bir sekilde ifade etme imkan1 bulmustur. Akranlariyla birlikte igbirlikli olarak 6grenme ortaminda etkin
olarak derse katilarak merak ettiklerini, anlamadiklari noktalar1 g¢ekinmeden sorabilmislerdir. Bu
durumun 6grenmelerini kolaylagtirarak akademik basarilarini da artirdigi gozlendi. Matcha ve Rambli,
(2013) fen 6greniminde artirilmig gergeklikle isbirlikgi etkilesim arasindaki iligkiyi incelemek amaciyla
yaptiklar1 calismada gruplar arasi dogal iletisim ortami saglayarak artirlmis gercekligin isbirlikli
etkinlikleri destekler bir uygulama oldugunu ortaya koyan sonuca ulagmislardir.

Artinlmis gerceklik uygulamalarinin 6gretim siirecinde kullanilmasinin ders motivasyonuna olan
etkisini aragtirmak amaciyla deney ve kontrol grubuna uygulama oncesi ve sonrasinda “Artirilmis
Gergeklik Motivasyon Olgegi” uygulandi. Yapilan analizler sonucunda artirilmis gerceklik
uygulamalarinin  gretim siirecinde kullanilmasinin 6grencilerin  motivasyonlarint olumlu yonde
etkiledigi derse kars1 olan motivasyonlarim artirdigi sonuglarina ulasildi. Erbas (2016), ortadgretim
dokuzuncu sinif ogrencileriyle gerceklestirdigi calismasinda Biyoloji dersinde artirilmig gergeklik
Ogrenme materyali kullaniminin 8grencilerin derse karst olan motivasyonlarmi artirdigi sonucuna
ulagsmistir. Ersoy vd., (2016) tarafindan deneysel bir calisma gerceklestirilerek artirllmis gergeklik
uygulamalarinin 6grenciler iizerindeki basari ve motivasyonlarina etkisi incelenmistir. Caligma
sonucunda deney grubundaki 6grencilerin derse karst motivasyonlarinin kontrol grubuna gore daha
yliksek oldugu belirtilmistir.

Artirllmis gergeklik uygulamalarinin Matematik dersinde kullanilmasinin dgrencilerin motivasyonlari
lizerindeki etkisini arastiran Onal (2017), artirilmus gergeklik 6grenme materyali ile ders islenen deney
grubunun motivasyon diizeyine olumlu yonde etki ettigi sonucuna ulasmistir. Izgi-Onbasili (2018)
tarafindan ilkokul 4. simif &grencileri iizerinde artirilmis gerceklik uygulamalarn kullanilarak yapilan
aragtirmada Ogrencilerin motivasyonlarinda artis oldugu goriilmiistiir. Bu c¢alismada da Ogretim
stirecinde artirllmis gergeklik 0gretim materyalinin kullanilmasiyla eglenceli bir 6grenme ortam
saglanarak 0grenciler derse kars1 daha istekli hale getirildi ve aktif bir sekilde derse katilmalari saglandi.
Atom, atom parcaciklari, element, bilesik, molekiill modelleri somutlastirilarak 6grenmeleri
kolaylastirildi.

Artinlmis gerceklik uygulamalan sayesinde simif ortaminda gozlemlenmesi zor olan kavramlar,
deneyler ya da tarihi mekanlar li¢ boyutlu olarak gergek fiziki ortam iizerinde etkilesimli olarak
deneyimlenebilir. Artirllmis gergeklik uygulamalariyla gergeklestirilen egitim 0gretim faaliyetleriyle
Ogrencilerin ders i¢i performanslarinda fark edilebilir Olglide artis meydana geldigi izlendi.
Performansina yonelik motivasyonu artirarak akranlartyla isbirlikli olarak tablet ya da telefonlariyla
atom, molekiil, element modellerini var olan ortam iizerinde sanki o ortamin bir pargastymis gibi ii¢
boyutlu olarak sanal nesnelerle etkilesime gegme firsat1 yakalamislardir. Bu yoniiyle 6grencinin iletisim
kurmaya yonelik duyarliligi geliserek arkadaslariyla ve Ogretmeniyle 6grenme ortaminda kendini
rahatlikla ifade edebildiler. Anlamadig1 noktalari, aklina takilan sorular1 hem arkadaslariyla tartisma
imkan1 buldular hem de 6gretmenine rahatlikla sorabildiler. Boylelikle elestirel bakis yonii geliserek
olaylara farkli bakis acilarindan bakarak arastirma yapmaya yonelik motivasyonlar1 arttig1 gozlendi.
Bireyler eglenirken 6grenebilecek ve artirilmig gergeklik uygulamalariyla konuya dair daha ayrintili
bilgilendirmeler ¢cok zorlanmadan rahatlikla gergeklestirilebilecektir. Arastiran, sorgulayan, bilgiye
ulagmak i¢in farkli kaynaklara yonelebilen bireyler fen bilimleri dersi hedef davranislarini da kazanmis
olacaktir.

Calismada deney grubu Ogrencileriyle artirilmis gerceklik uygulamalarina iliskin goriismeler
gergeklestirildi. Yapilan goriismeler sonucunda Ggrencilerin tamamina yakint daha once artirilmig
gergeklik uygulamalarini bilmedikleri ifade etmislerdir. Artirilmig gerceklik uygulamasi kullanarak ders
islemenin 0grenmelerine olumlu yonde katki sagladigini, konuyla ilgili olan kavramlan {i¢ boyutlu
olarak gorerek Ogrenmeyi kolaylastirdigim1 belirtmislerdir. Derste artirilmis gergeklik 6grenme
materyalinin kullanilmasiyla derslerin daha eglenceli oldugu ve Ogrenenlerin derse karst olan
meraklarmin daha da arttign goriilmektedir. ilgili alan yazinda Durak ve Karaoglan-Yilmaz (2019),
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tarafindan ortaokul yedinci ve sekizinci smif 6grencilerinin artirilmig gergeklik uygulamalarina dair
goriligleri incelenmis ve bu galigmay1 destekler nitelikte olan sonuglara ulasilmistir. Goriismeler
sonucunda 6grenciler, artirtlmis gerceklik 6grenme materyalinin derslerde kullanilmasimin olumlu katki
sagladigini, Ogrenme siirecini dikkat c¢ekici ve etkili yaparak anlamalarimi kolaylastirdigini
belirtmislerdir. Yapilan goriismelerde deney grubundaki 6grenciler artirilmis gerceklik uygulamasim
kullanirken derse karsi heyecanlandiklarini, merak ettiklerini ve mutlu olduklarini belirtmislerdir.
Gorilismelerden elde edilen bir diger sonug artirilmis gergeklik 6grenme materyalini kullanirken zorluk
yasanmadig1 ve kolay bir sekilde ders materyali olarak &grenciler tarafindan kullanildigi yoniindedir.
Bu dogrultuda Kiiciik vd., (2015) tarafindan calismalarinda tip fakiiltesi Ggrencilerinin anatomi
egitiminde artirilmig gerceklik uygulamalarinin kullanilmasina iligkin goriislerini incelemis ve artirilmig
gerceklik uygulamalarimin 6grenmede gerceklik hissi olusturdugunu, konuyu somutlagtirdigini, derse
kars1 ilgiyi artirdigini, esnek bir 6grenme ortami saglayarak bireysel ¢aligmalarinda faydali oldugunu
ifade eden goriisler caligmay1 destekler niteliktedir.

Ogrenciler diger derslerde de artirilmis gerceklik uygulamalarmin kullanilmasini istediklerini ifade
etmislerdir. Normal ders sirasinda sikildiklarini ya da anlamakta zorlandiklarini sdylerken bu uygulama
sayesinde daha kolay bir sekilde eglenceli olarak dgrendiklerini sdylemislerdir. Ozellikle sosyal bilgiler
ve Ingilizce derslerinde artirilmis gergeklik 6grenme materyali ile ders islemelerinin ¢ok daha verimli
olacagim belirtmislerdir. Bu durum Izgi-Onbasili (2018)’nin ¢alismasinin bulgulari ile drtiismektedir.
Bursztyn vd., (2017) tarafindan yapilan ¢alismada 6grenme ortaminda artirilmis gerceklik uygulamasi
kullanilarak biiyiik bir kanyonun saha gezisi gerceklestirilmistir. Artirilmis gergeklik saha gezisinin
derse kars1 olan motivasyonu artirarak 6grenmeye olan ilgiyi artirdig1 vurgulanmistir. Bu durum diger
derslerde artirillmis gergeklik uygulamalarmin  kullanilmasinin - olumlu etkiler olusturdugunu
desteklemektedir. Ayrica Giasiranis ve Sofos, (2017) tarafindan yapilan calismada sinif ortaminda
artirilmig gergeklik uygulamalarmin kullanimmin 6grencilerin dersi eglenceli bularak katilimlarini
artirdigina dair sonuglara ulasilmistir.

Fen bilimlerinin soyut konularindan olan atom, molekiil, element konularinda artirilmis gerceklik
O0grenme materyali kullanilmasmin gergek diinya tizerinde ii¢ boyutlu olarak gorsellestirmeler
saglamasiyla 6grenmelerini kolaylastirdig: tespit edildi. Ogrenciler ders sirasinda dgretmenin bu konu
hakkinda anlattiklarin1 anlamakta zorlandigini gorselleri anlayamadigini sdyleyerek artirilmis gergeklik
uygulamalariyla bu konuyu daha iyi anladiklarini derse karsi olan ilgilerinin arttigini belirtmiglerdir.
Gorilismelerde 6ne ¢ikan bir diger 6nemli nokta ise Ogrencilerin tamaminin 6grenmede zorlandigi
konularda artirilmis gergeklik uygulamalartyla daha kolay 6grenebileceklerini ifade etmeleridir.

Genel olarak dgrenciler artirilmig gerceklik 6grenme materyalinin derslerde kullanilmasindan memnun
kaldiklarin1 belirtmislerdir. AG yaygmlastirilarak diger derslerde de kullanilabilecegi ydniinde
isteklerini sdylemislerdir. Derse karsi olan ilgi ve meraklarmin arttigini, dersin verimli gegtigini,
eglenerek Ogrendiklerini ve derse olan katilimlarmin arttigini sdylemislerdir. ilgili alan yazm
incelendiginde bu ¢alismadan elde edilen sonuglara benzer sonuglar ortaya koyan ¢aligmalarin yer aldigi
gorlilmektedir (Winkler vd., 2002; Finkelstein vd., 2005; Demirci ve Cirkinoglu, 2004; Dori ve Belcher,
2005; Kye ve Kim, 2008; Lee, 2012; Abdiisselem, 2014; Baysan ve Uluyol, 2016; Saygmer ve
Seferoglu, 2017). Deney grubu 6grencileriyle yapilan goriismelerde 6grencilere "Derslerde artirilmis
gerceklik uygulamast kullanilmasiyla ilgili olarak eklemek istediginiz bir sey var mu?" sorusu
yonlendirildiginde 6grenci cevaplari ¢ogunluk ile olumludur. Cogu 06grenci derslerde artirilmig
gerceklik uygulamalarinin kullanilmasinin derse olan ilgi ve katilim1 artirmasi, soyut ve giinliik hayatta
uygulanmasi zor olan konularin 6gretimini kolaylastirmasi ve zenginlestirilmis 6gretim ortami sunmasi
acisindan diger derslerde de kullanilarak yaygilastirilmas1 gerektigini belirtmislerdir. Ayrica artirtlmis
gerceklik 0gretim materyalinin derste kullaniminda okullarda gerekli teknolojik donanimin saglanarak
O0grenme ortaminda bu uygulama sirasinda herkesin bireysel olarak kullanmasinin daha etkili olacagini
vurgulamiglardir.

Cikar Catismasi

Makalenin yazarlar1 arasinda, arastirma kapsaminda herhangi bir kisisel ve finansal g¢ikar ¢atigmasi
bulunmamaktadir. Soyadi benzerliginde, akrabalik veya kan bagi iligkisi olamay1p tamamen tesadiifidir.
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About the Article Abstract

Life science is a lesson in which students acquire the characteristics
Received: 09.03.2024 necessary for their adaptation to the natural and social environment.
Accepted: 07.11.2024 Teachers' self-efficacy beliefs and thoughts may be decisive in the use of
Published: 26.11.2024 out-of-school learning, which includes learning in both natural and

social environments, in life science lesson. Therefore, in this study, it
was aimed to determine the self-efficacy belief levels of primary school
teachers to organize educational trips to out-of-school learning
environments and their views on out-of-school learning within the scope
of life science lesson. This study, designed with a mixed-method
approach, was conducted with the quantitative dimension using a cross-
sectional survey model and the qualitative dimension using a case study
model. The samples of the study consisted of 324 and 20 primary school
teachers determined by criterion sampling. Nonparametric tests were
used to analyze quantitative data and content analysis was used to
Primary school teachers analyze qualitative data. It was found that primary school teachers' self-
efficacy beliefs in organizing educational field trips to out-of-school
learning environments were positively high. Characteristics such as
suitability for learning outcomes, transportation opportunities, financial
dimension, the principle of relevance to the student, and security status
are factors that should be considered when choosing out-of-school
learning environments. Qut-of-school learning environments provide
concrete learning, the development of students' personal characteristics,
eliminate monotony, facilitate the teacher's work and ensure that
learning is permanent with the opportunity of wide observation.
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For Citation

According to Montessori, education is not realized through what teachers tell children with words, but
through the experiences children have in the physical and social environment. There is a need to
diversify learning environments for children to experience the physical and social environment. From
past to present, the first place that comes to mind when it comes to learning environment has been the
classroom. Classrooms can be defined as learning environments that are spatially located within the
school, where teaching activities are carried out and where there are usually desks, tables, blackboards
and other necessary materials. Although gymnasiums, laboratories and workshops within the school
are also considered as classrooms, it is seen that classrooms remain popular as learning environments
(Tay, 2020). It is known that these classroom environments are not sufficient for all learning. For this,
it is important to utilize out-of-school learning environments. Out-of-school learning is one of the
active learning methods that start outside the classroom, outside the boundaries of the school with the
school's garden and its surroundings, center student experiences, provide learning by doing, require
students to engage their sensory organs, and adopt an interdisciplinary approach to natural and social
issues. Through active learning, children are constantly changing, adapting to situations that are new
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to them, restructuring and making sense of information and concepts. This process takes place through
children's experiences, experiments, constructions and learning by playing. In this context, active
learning exists through experiences and experiences (Tay & Ucgus Giildali, 2017). For example,
children learn the seasons by experiencing and observing weather changes rather than listening to
stories (Williams-Siegfredsen, 2012). Out-of-school learning and out-of-school learning environments
can be effective in the realization of active learning. For this, the trainings to be realized in out-of-
school learning environments should have individual, social, educational, remedial and environmental
goals (Halligan, 2006). Therefore, it is clear that a systematic teaching process should be employed in
the realization of out-of-school learning. In the literature, it is suggested that out-of-school learning
should be carried out in three steps: preparation activities, education and training activities in the out-
of-school learning environment, and measurement and evaluation activities (Lagin Simsek, 2011; Tay,
2020). The first thing that teachers who want to teach their lessons with out-of-school learning should
do before these three steps is a decision-making process. This decision is to determine the most
appropriate out-of-school learning environment that can be used to achieve the purpose of the lesson.
By following these steps, many benefits of out-of-school learning can emerge. Out-of-school learning
involves an active and movement-based process, supports the development of cognitive, affective and
kinesthetic domains and learning, provides real opportunities for students to participate in voluntary
organizations, to become active citizens and to learn and experience their contributions to democratic
society, and contributes to the construction of leadership skills for students (Priest, 1986; Beames,
Higgins, & Nicol, 2012; Quay & Seaman, 2013; Dyment, Morse, Shaw, & Heidi Smith, 2014; Ho,
2014). The lesson in which characteristics such as raising effective citizens, participating in voluntary
organizations, being an active citizen, participating in a democratic society, and adapting to the natural
and social environment will be developed is life science.

When the curriculum of life science, the first lesson of the citizenship education program designed to
provide children with the knowledge of life by bringing together information from different scientific
fields to help children understand and recognize themselves (Tay, 2017), is examined, it can be seen
that in all curricula except the 1998 program, out-of-school learning is emphasized. Particularly, after
2005, out-of-school learning is evaluated within the framework of a constructivist approach.
Constructivism is based on learning rather than teaching. It can be said that this learning process will
be initiated through a problem, realized through active learning and supported by the principles of
social learning. In other words, the adoption of constructivism requires learning to take place within
the framework of problem solving, active learning and cooperative learning. Conducting the life
science lesson with learning approaches that include these three features at the same time necessitates
the operation of processes that include out-of-school learning. The self-efficacy beliefs of primary
school teachers should be taken into account in the utilization of out-of-school learning in the life
science lesson. Bandura (1995) and Pajares (2002) emphasize four basic elements as the source of
individuals' self-efficacy beliefs. These elements are defined as direct experiences, indirect
experiences, verbal persuasion and psychological state of the individual. Classroom teachers' own and
their colleagues' experiences related to out-of-school learning, the reactions they receive to the
activities they carry out related to out-of-school learning, and their psychological states towards these
reactions will form their self-efficacy beliefs towards out-of-school learning.

The thoughts that individuals have about the results of an action they perform are effective in forming
and developing their belief in their own abilities to perform tasks similar to this action (Pajares, 2002).
For example, teachers' competencies in life science teaching and their beliefs about their competency
levels play an effective role in their decision mechanisms about what they can do in the teaching
process. These decision-making mechanisms are put to work with their competencies in order to
realize a qualified life science teaching in specific and to carry out the whole education process in a
healthy and effective way in general. As a matter of fact, self-efficacy beliefs have been found worthy
of discussion in the literature in the context of out-of-school learning within the scope of this study.
The literature on out-of-school learning indicates that the topic is particularly addressed within the
scope of science education (Karademir, 2013; Erten & Tasg1, 2016; Bostan Sarioglan & Kiiciikozer,
2017; Giirsoy, 2018; Cebi & Arslan, 2019; Arabact & Akgiil, 2020; Yildirim Polat & Giirsoy, 2023).
Regarding primary school teaching, it is understood that a study was conducted with pre-service
primary school teachers (Ay, Anagiin, & Demir, 2015), there are studies examining teachers' self-
efficacy beliefs for organizing educational trips to out-of-school learning environments in terms of
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different variables (Sontay, Tutar, & Karamustafaoglu, 2016; Cicek & Sarag, 2017; Uzbilir Ozgelik,
2018; Islek, 2019; Temel & Kolemen, 2021) and studies with primary school teachers (Uzbilir
Ozgelik, 2018; Simsek, & Kayacik, 2024). In this context, there is no research on self-efficacy beliefs
in organizing out-of-school learning or field trips in life science. This research is expected to fill the
gap in the field. In addition, it is thought that this study, in which mixed method was used, will
contribute to the literature with this dimension. Based on these considerations, the aim of the study is
to determine the self-efficacy belief levels of primary school teachers to organize educational trips to
out-of-school learning environments through different variables and to reveal the views of primary
school teachers about out-of-school learning within the scope of life science lesson. In order to achieve
this aim, the following questions were sought to be answered.
In the life science lesson, primary school teachers';
1. What are their self-efficacy belief levels for organizing excursion, and do these belief levels
vary according to gender and professional seniority?
2. What are their evaluations regarding the situations that limit the utilization of out-of-school
learning environments?
3. What are their evaluations regarding what needs to be done in the steps of utilizing out-of-
school learning environments?
4. What are their evaluations regarding what to consider when choosing out-of-school learning
environments?
5. What are their evaluations regarding the benefits and limitations of the use of out-of-school
learning environments for students?
6. What are their evaluations regarding the benefits and limitations of the use of out-of-school
learning environments for teachers?

Method

This mixed-method design research falls under equal status according to the dominance status and
sequential type according to the time order (Greene, Caracelli, & Graham, 1989; Morgan, 2007
Creswell, 2011; Creswell, 2014; Creswell & Creswell, 2018). Since qualitative and quantitative data
were given the same weight in the study, equal status was used, and since quantitative and qualitative
data were collected first, the sequential type was employed. The quantitative dimension of the study
was conducted with cross-sectional survey. The cross-sectional survey model is one of the survey
models and in this model, the data collection phase takes place at one time (Sonmez & Alacapinar,
2013). In this study, data were collected from primary school teachers at one time and descriptions
were made based on these data. In the qualitative part of the study, the case study design was
employed. The most basic feature of case studies is the in-depth investigation of one or more
situations. In other words, the factors related to the situation are investigated with a holistic approach
and how they affect this situation and how they are affected by the effective situation are detailed
(Yildirim & Simsek, 2011). In this study, out-of-school learning environments were considered as a
case within the scope of life science course.

Study Groups

The study population of the research consists of 608 primary school teachers working in Kirsehir
province in the 2020-2021 academic year. From the study population, 324 primary school teachers
were sampled by using the criterion sampling method from the purposeful sampling method. The
criterion determined in accordance with the purpose was determined as the primary school teachers to
be selected as teaching 1%, 2™ or 3™ grade. In determining the sample size, it is stated that it is
appropriate to select at least 278 people from a universe of 1000 people with a confidence interval of
.05 (Biiyiikoztiirk, Kilig Cakmak, Akgiin, Karadeniz & Demirel, 2008). However, according to the
calculation tool developed by QuestionPro (https://www.questionpro.com/sample-size-calculator/), it
was calculated that 237 people should be selected from a population of 608 people. These values show
that the sample of 324 people in the study is appropriate to reflect the population.

The qualitative dimension of the study consists of 20 classroom teachers working in Kirsehir city
centre in the 2020-2021 academic year. The study group of the research was determined by criterion
sampling method, one of the purposive sampling methods, in accordance with the research design and
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the structure of the subject. In this context, the study group consisted of primary school teachers who
teach the 1%, 2" or 3" grade life science lesson and whose data were collected in the quantitative
dimension of the study.

Table 1. Distribution of Primary School Teachers Participating in the Study According to Gender and
Professional Seniority

1-5 6-10 11-15 16-20 21 years Total
years years years years and over

Female 17 16 25 28 63 149
Quantitative Male 8 8 26 22 111 175

Total 25 24 51 50 174 324

Female 1 1 1 - 4 7
Qualitative  Male 1 1 3 - 8 13

Total 2 2 4 - 12 20

It is seen that the distribution of primary school teachers in the sample of the quantitative dimension of
the research is close to each other according to gender and approximately 54% of them have a
professional seniority of 21 years or more. It is seen that approximately 60% of the primary school
teachers in the sample of the qualitative dimension of the research have a professional seniority of 21
years or more.

Data Collection Tools and Data Collection Process

Quantitative data were collected with the “Self-Efficacy Belief Scale for Planning and Organizing
Educational Trips to Out of School Settings” (Bozdogan, 2016). The scale, which has a Cronbach
Alpha reliability coefficient of .93, has 30 items and 5-point Likert type. In this study, the Cronbach
Alpha value of the scale was calculated as .89. The scale was applied to the sample group after the
necessary permissions were obtained by the researchers. The applications took place between 25 and
30 minutes.

Four focus group interviews were conducted to collect qualitative data and each of these interviews
lasted approximately two hours. According to Yildirnm and Simsek (2011), focus group interviews
consist of seven intertwined stages. The study was conducted by taking these stages into consideration.
The purpose of the research showed that it was appropriate to collect data with the focus group method
and focus group questions were prepared based on the research questions. The literature on out-of-
school learning environments was reviewed and a semi-structured interview form consisting of 16
questions was developed. The form was sent to four academicians from Kahramanmaras Siitcii imam
(1), Kirsehir Ahi Evran (2) and Rize Recep Tayyip Erdogan (1) Universities. The academics were
asked for their opinions and evaluations regarding the appropriateness of each question (appropriate,
can be corrected and used, not appropriate). The feedbacks were compared with their own categories
for each category and the free-marginal kappa value was calculated. The value obtained (.88) showed
that there was sufficient inter-rater agreement. Within the framework of expert opinions, the questions
were finalized by editing the meaning and spelling. Care was taken to ensure that the questions were
appropriate for the types of questions to be used in focus group interviews: introductory (question 1),
transitional (questions 2 and 3), main (questions 4, 5, 6, 7, 8, 9, 10, 11, 12, 13, 14 and 15) and closing
questions (question 16). In this article, the analysis of some of the focus group questions is not
included due to the word limit in the articles.

After the preparation of the questions, the location of the focus group interview was determined. One
of the focus group interviews took place in the school principal's office, while the remaining three
interviews took place in the seminar room of the university. The focus group interviews were recorded
with a video and a voice recorder. While 5 primary school teachers took part in the pilot
implementation, 20 primary school teachers took part in the actual implementation. Participants were
invited to the participants by specifying the purpose of the interview, when, where, at what time,
place, time and day of the interview.Rather than being a collection of simultaneous individual
interviews, a focus group is a group discussion in which the conversation flows thanks to the
moderator's nurturing role (Patton, 2018). Based on the definition, it can be said that the moderator has
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an important place in a focus group interview as much as the speakers, and that his/her management in
the process can affect the research data. Glesne (2012) stated that researchers should have moderator
qualities in focus group interviews and that it is challenging to both manage the interview and take
notes during the interview. The pilot study of this research was moderated by the second author (thesis
advisor) and the remaining four focus group discussions were moderated by the first author (thesis
student).

Data Analysis

As a result of the analyzes, it was determined that the data did not show normal distribution. Based on
this result, Mann Whitney U test, Chi-square (x?) test and Kruskal Wallis H test, which are non-
parametric tests, were used to analyze the quantitative data. In the interpretation of the calculated mean
values, the group value range was determined. With the formula a = Range / Number of Groups to be
Made (Tasdemir, 2000), 4.20 to 5 is “always”, 3.39 to 4.19 is “usually”, 2.58 to 3.38 is “sometimes”,
1.77 to 2.57 is “rarely”, 1 to 1.76 is “never”.

The data obtained in the qualitative dimension of the research were transcribed and content analysis
was performed through MAXQDA 12 program. Codes and themes were created by adopting an open
approach in content analysis. These codes and themes were made separately by two researchers and
the categories belonging to the units of analysis were compared with their own categories. In these
comparisons, the reliability of the codes and themes was calculated as .93 using Miles and Huberman's
(1994) formula. The findings obtained in this step were presented and interpreted with frequency
graphs and tables. During the interpretation, codes such as “Teacher Burak” or “Teacher Dudu” were
used when quoting the participants' statements. The names in the codes refer to the pseudonyms given
to the participants.

Findings

The self-efficacy belief levels of primary school teachers to organize educational field trips to out-of-
school learning environments were determined both by the weight and quality group limits of the data
and by the significance level. The reason for analyzing the data in two ways is to predict, explain,
compare and integrate qualitative and quantitative data sets since the study was conducted with a
mixed design.

Primary School Teachers' Self-Efficacy Belief Levels for Organizing Excursions (Weight
and Quality Group Limits of Data)

The results of the answers given to the items of the scale in which the self-efficacy belief levels of
primary school teachers to organize educational trips to out-of-school learning environments are
determined are given in Table 2.

Table 2. Teachers' Self-Efficacy Belief Levels for Organizing Excursions

Self-Efficacy Belief Items for Organizing Excursions M  SD Level

I have difficulty in guiding students at the excursion place” 414 94 Usually

I find it dlfﬂcul*t to get students to answer the worksheets while on a 403 1.03 Usually
field excursion
I can enable students to gain practical skills by ensuring their active

participation in the field excursion
I can ensure that students have social interaction during the trip 4.19 1.14 Usually

397 124 Usually

I have difficulty in providing students with the opportunity to learn by

having fun at the excursion place” 405 114 Usually

I can maintain control in the excursion field even if the number of

students is high 3.81 1.20 Usually

After the trip, I have difficulty in determining the extent to which the

objectives of the excursion were achieved” 43195 Always
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Table 4. (continued)

I know the necessary steps to organize an effective field excursion to

out-of-school environments 404 118 Usually
I have difficulty in assomatmg* the overall excursion site or the objects to 429 98 Always
be focused on with the lesson
Iam not sure thgt [ will be abl.e to provide students with concrete 495 105 Always
experiences during the excursion
I can develop students' critical thinking skills during the excursion 420 .93 Always
I thmk'I V&iﬂl not be sufficient in determining student needs before the 416 126 Usually
excursion
Iam cgnﬁdent that I can approach students positively and warmly in the 445 96 Always
excursion field
I think I will have difficulty in preparing a pre-trip plan (route, duration,
means of transportation, departure times, number of students, excursion 427 1.10 Always
fees, etc.)”
After r'eturm'ng from the excursion, I have no difficulty in .evaluatlng the 381 146 Usually
excursion with my students (discussion, project, composition, etc.)
I do not have difficulty in the preparation of the tools to be used in the
excursion process (introductory brochure, worksheets, knowledge tests, 3.65 1.38 Usually
etc.)
I am not confident that I can meet students' accommodation needs for

. . x 3.75 1.18 Usually
excursions lasting more than one day
Iam cgnﬁdent n guldlng. students with various quest.lons in the 449 8 Always
excursion field and enabling them to access information
I be}leve that I can easily organize excursions to out-of-school 431 91 Always
environments
I can 1pforrp the necessary people (stu.dent parents, school 465 75 Always
administration, etc.) before the excursion
I have difficulties in obtaining the necessary permissions for the trip
(student parents, school administration, etc.)" 431102 Always
I may be inadequate in making the necessary explanations (why to go,
what kind of work to do, rules to be followed, etc.) to the students before 4.40 1.07 Always
the excursion”
I have filfﬁcult}: in keeping students' motivation at a high level in the 444 88 Always
excursion field
I can meet the nutritional needs of students for excursions lasting more 415 118 Usually
than one day
I have filfﬁculty in displaying t?e photographs taken during the 450 95 Always
excursion on the school boards
I can meet the need for a guide before the excursion 4.19 1.02 Usually
Ido nqt have difficulty in informing the students' families about the 370 1.59 Usually
excursion
I do not have difficulty in making appointments (if any) and informing
the authorities at the excursion place (students number, excursion day, 3.77 148 Usually
time, etc.)
With the knowledge and experience gained from the excursion, I can put
forward effective ideas and thoughts for future excursions. 448 83 Always
I th1.nk I have enough experience to organize excursions to out-of-school 435 87 Always
environments
Total 4.17 54 Usually

*Items with negative expressions and include test-transformed results.
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According to Table 2, the mean of the self-efficacy belief scores of primary school teachers for
organizing excursions is 4.17 and according to this, the level of belief is at the level of “usually”. It is
understood that 15 of the 30 questions in the data collection tool used in this study were answered
“always” and the other 15 questions were answered “usually”. However, the item with the highest
arithmetic mean was “I can inform the necessary people (student parents, school administration, etc.)
before the trip” (4.65=Always). It was determined that the item with the lowest weighted average was
“I do not have difficulty in preparing the tools (introductory brochure, worksheets, knowledge tests,
etc.) to be used in the excursion process” (3.65=Always). In this case, it was determined that primary
school teachers' self-efficacy belief levels for organizing excursions were in the “usually” dimension.

Primary School Teachers' Self-Efficacy Beliefs in Organizing Excursions (Level of
Significance)

The mean scores of primary school teachers' self-efficacy beliefs for organizing excursions were
subjected to Chi-square (?) test. Related data are presented in Table 3.

Table 3. Teachers' Self-Efficacy Belief Levels for Organizing Excursions

Observed n Expected n Surplus df o p
Lowest 1 54 -4.4
59 117.111 .000
Highest 16 5.4 10.6

According to Table 3, the Chi-square value calculated to determine the self-efficacy belief levels of
primary school teachers to organize excursions was found to be significant (%°= (s - 50, - 304y 117.111,
p<.05). According to this, the self-efficacy beliefs of primary school teachers to organize educational
excursions to out-of-school learning environments are positively high.

Primary School Teachers' Self-Efficacy Belief Levels for Organizing Excursions by
Gender

The significant difference between the mean scores of primary school teachers' self-efficacy beliefs for
organizing field trips according to gender was tested and the results are presented in Table 4.

Table 4. Results Related to Gender

Gender N Mean Rank Rank Sum U P
Female 149 159.13 23710.00

12535. .
Male 175 165.37 28940.00 535.000 530

According to Table 4, there is no significant difference between primary school teachers' self-efficacy
belief level scores for organizing educational excursions to out-of-school learning environments and
their gender (U=12535.000; p>.05). It was concluded that primary school teachers' self-efficacy belief
level scores for organizing educational field trips to out-of-school learning environments did not
change according to whether they were male or female.

Primary School Teachers' Self-Efficacy Belief Levels of Organizing Excursions
According to Their Professional Seniority

Table 5 presents the results of the significant difference test of the mean scores of primary school
teachers' self-efficacy beliefs for organizing excursions according to seniority.

Table 5. Results Related to Professional Seniority

Seniority N Mean Rank df r p Dunn's Paired Pairs Test
1-5 years 25 103.00 4 17.015 .002

6-10 years 24 181.15 1-5 years<6-10 years
11-15 years 51 185.83 1-5 years <11-15 years
16-20 years 50 181.34 1-5 years <16-20 years
21 years and over 174 156.22
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According to Table 5, there is a significant difference between primary school teachers' self-efficacy
belief level scores for organizing educational excursions to out-of-school learning environments and
their seniority (x*=17.015; p<.05). According to Dunn's paired pairs test, which is one of the
nonparametric multiple comparison tests to determine between which seniority levels there is a
significant difference, it was determined that the significant difference between teachers with 1-5 years
of seniority and teachers with 6-10 years, 11-15 years and 16-20 years of seniority was in favor of
teachers with 6-10 years, 11-15 years and 16-20 years of seniority. It can be said that the self-efficacy
belief in organizing excursions increases as seniority increases, except for those with the highest
seniority.

Conditions Limiting the Benefit of Out-of-School Learning Environments in Life
Science Lesson

The findings regarding the conditions that limit the benefit of out-of-school learning environments in
the life science lesson are presented in Figure 1:

Materiality (13)
Official Procedure (10) Teacher traits (10)
Parents' attitudes (9) School management (9)
Curriculum (7) Transportation (7)

Conditions Limiting Benefit

K \ )
Social opinion (4) Risks (4)
Apathy of institutions (3) Not meeting expectations (1)
Class sizes (2) Student traits (2)

Experiencing negative behaviors ~ Limited
out of learning outcomes (2) opportunities (2)

Figure 1. Conditions Limiting the Benefit from Out-of-School Learning Environments

Among the factors limiting the use of out-of-school learning environments in life science teaching by
primary school teachers, “materiality” emerged as the most frequently mentioned category, cited 13
times. The categories of “official procedure” and “teacher traits” were each mentioned 10 times,
followed by “parents' attitudes” and “school management” each cited 9 times. The categories of
“curriculum” and “transportation” were mentioned 7 times each, while “social opinion” and “risks”
were cited 4 times each. “Institutional indifference” was mentioned 3 times, and the category of “not
meeting expectations” was subdivided into the subcategory “failure of activities” and was mentioned
twice. The least mentioned categories, cited only twice each, included “limited opportunities,” “class
sizes,” “experiencing negative behaviors out of learning outcomes,” and “student traits”.

Examples of primary school teachers' views are as follows:

Ismail Teacher: “Curriculum, subject intensity, economic problems, bureaucratic permissions,
transportation, service problems, the obligation imposed by the system.”

Ramazan Teacher: “... the indifferent attitudes of the institutions and organizations organizing the
trips.”

Nur Teacher: “Security, unwillingness of teachers and administrators to take risks, financial problems,
negative attitude of the school administration, negative attitude of the teacher are the limitations we
face.”
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Huriye Teacher: “...student characteristics, parental permissions, financial problems, bureaucracy,
teacher reluctance are among the limiting factors.”

Hamza Teacher: “Lack of sufficient out-of-school learning environments in the regions where they
live, being out of attainment, the fact that educational trips are not perceived correctly by the society,
the perspective of the trip...”

Dudu Teacher: “Parent attitude, not meeting expectations...”

Steps to Utilizing Out-of-School Learning Environments

The findings regarding the evaluations of primary school teachers about what needs to be done in the
steps of utilizing out-of-school learning environments in life science lesson are presented in Figure 2:

1

| )
[ Educational Activities in Out- Measurement and Evaluation

Preparation Stage

_LMaves ( Parent and executive leaves) -8

_LContacting the destination -8
_I_.Arrange a excursion guide -4

of-School Learning
Environment

L.Adhcring to planning -8
Taking security measures -6

lMeeting basic needs -5

Activities in Out-of-School
Learning

_LMaking an evaluation -17

lTo enable them to describe the
excursion in written form -8

l_.Making planning -11 lGiving space for fun -4 — Composition -2
: : : Picture -2
lProviding preliminary information about _]_.Usmg question answer technique -4 N

the destination -8 l - . | Letter -1
Making the teacher active -4 -

_leentify the topic and purpose -6 Following the rules -3 — Diary -1

1> Poem -1

_I_.Arrange transportation -4
_]_.Adjusting the budget -3
_LTaking security measures -3

lMaking the process flexible -2
_LGetting parent help -2
j—.Ensuring that notes are taken -2
lMaking use of the excursion guide -1

— Newspaper -1

lPresendng the documents collected
during the excursion to the class -3

j—oDctermining the rules of the excursion -2 . —
j_.Opemng an exhibition -3
—]—.Involving students in the process -2 Ensuring photo and video recordings are

taken -1 _]_.Using the drama technique -2

—Identifying student characteristics -1
j—»Acting with small groups of students -1

__ Conducting an oral examination -1

\— Providing information from time to time -1

Figure 2. Steps to Utilizing Out-of-School Learning Environments

According to primary school teachers, the things to be done at the preparation stage in utilizing out-of-
school learning environments are described in 11 categories, the things to be done in education and
training activities in out-of-school learning environments are described in 14 categories, and the things
to be done in measurement and evaluation activities in out-of-school learning are described in 6
categories. The things to be done at the preparation stage are making planning, obtaining leaves,
contacting the destination, providing preliminary information about the destination, identify the topic
and purpose, arranging transportation, arranging the budget, taking security measures, determining the
rules of the excursion, involving students in the process and identifying student characteristics.

Things to do when making use of out-of-school learning environments are to adhering to planning,
taking security measures, meeting basic needs, giving space for fun, making questions and answers,
making the teacher active, following the rules, making the process flexible, getting parent help,
ensuring that notes are taken, making use of the guide, ensuring photo and video recordings are taken,
acting with small groups of students and providing information.

What to do after making use of out-of-school learning environments is to making an evaluations, to
enable them to describe the excursion in written form, write compositions and pictures, letters, diaries,
poems and newspapers, presenting the documents collected during the excursion to the class, opening
an exhibition, using drama techniques and conducting an oral examination.
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Examples of primary school teachers' statements about the categories created from their thoughts:
Zeynep Teacher: “The place to eat for students should be prepared in advance, plans should be made,
and permissions should be obtained from the necessary places.”

Ismail Teacher: “The goal should be set, parental and administrative permissions should be obtained, a
trip plan should be prepared and personal needs should be met. The weather should be checked in
advance and the teacher should visit the excursion site in advance and check the physical conditions.”
Bengisu Teacher: “Parental permission should be obtained and necessary correspondence should be
made. The place to be visited should be suitable for the level of the students. The teacher should make
preliminary preparations and take precautions against possible situations. Expectations from the place
to be visited should be notified to the relevant places and a guide should be arranged. Students' prior
knowledge should be checked.”

Neziha Teacher: “The plan should be followed, flexibility should be exercised when necessary, and
the trip should be made fun.”

Hamza Teacher: “Information should be given during the trip, the order of the planning should not be
deviated from, and small groups should be formed.”

Murat Teacher: “I take care to take photos and videos during the excursion. Attention should be paid
to safety. A guide should be used and notes should be taken during the trip.”

Yunus Teacher: “Students should not be too bored in the process, the dimension of pleasure and
entertainment should not be forgotten.”

Burak Teacher: “You can have them draw pictures, write poems or compositions, or do drama.”

Hasan Teacher: “I ask the children to write down what they feel when they go home and bring it to
me. [ try to determine whether the trip achieved its purpose, whether there are things we missed.”
Simge Teacher: “Letters can be written, albums can be made.”

Hatice Teacher: “Imagination should be made, a diary can be kept, a travel corner can be created, a
newspaper can be published.”

Ramazan Teacher: “I ask questions to get feedback and determine whether the goal was achieved or
not. [ ask them to tell about the most memorable places during the excursion.”

Nur Teacher: “Drama can be made and presented to other classes. Painting work can be done. An
exhibition can be opened at school.”

Considerations when Choosing Out-of-School Learning Environments

Findings related to considerations when choosing out-of-school learning environments are presented
in Figure 3:

Compliance with learning outcomes (11)

Transportation facilities (9) Financial dimension (6)

Student relevance (5) Being safe (5)

—

Considerations When Choosing

&~ ~—a
Being functional (4) Being fun(3)

Weather (2) Historical dimension (1)
Procedure dimension (1) Being close to life (1)
Figure 3. Considerations when choosing out-of-school learning environments
According to Figure 3, primary school teachers take into account the features gathered under 11

categories when choosing out-of-school learning environments. Among these categories, the
expression “compliance with the learning outcomes” was the most frequently mentioned category with
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11 times. This category was followed by “transportation facilities” with 9 times, “financial dimension”
with 6 times, “student relevance” with 5 times, “being safe” with 4 times, “being functional” with 4
times, “being fun” with 3 times, “weather” with 2 times, while “being close to life”, “historical
dimension” and “procedure dimension” were the least expressed categories with 1 time.

Examples of primary school teachers' statements about the categories created from their thoughts:
Yunus Teacher: “First of all, I make sure that it is appropriate for the learning outcomes.”

Murat Teacher: “I make sure that it is instructive, close to life and current visits. Trips can be
organized to places that are on the agenda.”

Zeynep Teacher: “First of all, I pay attention to the places that are economical, safe and relevant to the
curriculum.”

Derya Teacher: “I make sure that it is safe, close and relevant to the curriculum.”

Benefits and Limitations of Using Out-of-School Learning Environments for Students
and Teachers

The findings related to the fourth and fifth sub-problem of the study (What are the evaluations of
primary school teachers on the benefits and limitations of the use of out-of-school learning
environments for students and for teachers in the life science lesson?) are presented in Figure 4:

Benefits and Limitations of Out-of-School Learning

Benefits

( 1
For Student For Teacher For Student For Teacher

—_
—
-/

L
i

(T

Figure 4. Benefits and Limitations of Using Out-of-School Learning Environments for Students and
for Teachers
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According to Figure 4, it is seen that primary school teachers' opinions about the benefits of using out-
of-school learning environments in life science lessons for students are gathered under 15 categories
and their opinions about the limitations are gathered under 13 categories. Among the categories related
to the benefits, personal characteristics develop and concrete learning takes place are the most
frequently expressed. These were followed by the categories of social development, permanence of
knowledge, interest and motivation, increases the sense of curiosity, research skills, desired behaviors,
develops leadership skills, facilitates learning, learning by having fun, recognizes the environment,
new learning occurs, adds vision and reinforces learning.

The limitations of primary school teachers' use of out-of-school learning environments in the life
science course in terms of students were as follows: acquisition of misinformation, financial problems,
physical fatigue, presence of students who could not participate, time constraints, security problems,
being exposed to intervention, students with health problems, not attracting their interest, not being
suitable for students, negatively affecting the development of self-confidence in students, going
beyond the acquisition, and crowded classes.

Examples of primary school teachers' statements about the categories created from their thoughts:
Muhammed Teacher: “It makes what they see and experience more permanent, improves their self-
confidence, makes it easier for them to focus, improves their research and investigation skills.”

Hatice Teacher: “Their sense of empathy develops, their perceptions become more open. Their social
skills improve. It contributes to personal development. Leadership skills improve. It allows passive
students to be more active.”

Dudu Teacher: “Students may get wrong information and students with health problems may have
problems in the environment.”

Hasan Teacher: “Since we expose children to the social environment, we also expose them to negative
examples.”

Hatice Teacher: “Even though we try to keep them under control, they may face negative
environments. When we give free time, it can create negative situations if the child eats harmful things
without supervision.”

Zeynep Teacher: “There may be problems for students who cannot participate.”

Mehmet Teacher: “Depending on the student's interest, the subject may go beyond the learning
outcome.”

Primary school teachers' opinions on both the benefits and limitations of using out-of-school learning
environments in life science lessons for teachers were grouped under 9 categories.

The categories related to the benefits were; eliminates monotony, facilitates the teacher's work, learns
new information, observes behaviors, time wins, provides permanent learning, becomes a role model
for students, increases motivation, appeals to more students. The categories for its limitations are
limited opportunities, being exhausting, responsibility, group dominance, bureaucracy, security
problems, unpredictability of negativity, transportation problems and not having enough information.
Examples of primary school teachers' statements about the categories created from their thoughts:
Ahmet Teacher: “It facilitates the teacher's work, eliminates monotony.”

Murat Teacher: “It makes learning fun, permanent learning takes place and saves the teacher from
preparing materials.”

Burak Teacher: “It enables the teacher to improve himself/herself.”

Dudu Teacher: “The teacher can also find the opportunity to learn new information on these trips and
at the same time realize active learning as a model for students.”

Huriye Teacher: “She has the opportunity to get to know the students better. They realize what they do
not know.”

Mustafa Teacher: “Saves time, gets the chance to observe behaviors.”

Ismail Teacher: “Being tiring, economic inadequacies, not meeting basic needs, transportation,
problems in getting permits.”

Neziha Teacher: “Financial, physical fatigue, we may not have the chance to control everything in the
external environment.”

Hatice Teacher: “Responsibility, financial obligation.”

Bengisu Teacher: “Financial obligation, in some trips, when the student does not bring it, I personally
can't stand it and give it myself, the responsibility imposed on the teacher.”

Hasan Teacher: “Problems arise when obtaining permits.”
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Mustafa Teacher: “When adequate facilities are not provided, the teacher may be left alone.”
Ahmet Teacher: “Control becomes difficult in group learning.”

Conclusion and Discussion

Primary school teachers' self-efficacy beliefs in organizing educational field excursions to out-of-
school learning environments are at a positive level and according to the general arithmetic mean
obtained from the scale, their self-efficacy beliefs are in the “generally” dimension. While it was
concluded that the self-efficacy beliefs of primary school teachers in organizing educational field trips
to out-of-school learning environments did not change significantly according to their gender, it was
determined that it changed significantly according to the seniority levels of the teachers in the
profession. In the study, it was seen that the self-efficacy belief of organizing excursions increased as
the seniority increased, except for those with the highest seniority. This result overlaps with the results
of Temel and Koélemen's (2021), Pekin and Bozdogan's (2021) studies in the literature, but not with the
results of Sontay, Tutar and Karamustafaoglu's (2016) and Uzbilir Ozgelik's (2018) studies.

Bandura (1995) and Pajares (2002) explain the source of self-efficacy beliefs as direct experiences,
indirect experiences, verbal persuasion and psychological states of individuals. From this point of
view, it is thought that it would be appropriate to discuss these four elements that are the source of
self-efficacy beliefs in order to understand the conclusions drawn from the findings more clearly.

It is seen that primary school teachers with 1-5 years of experience have the lowest mean ranks. At this
point, the reason for the significant difference between the self-efficacy beliefs of teachers with 1-5
years of seniority and teachers with 6-10 years, 11-15 years and 16-20 years of seniority in organizing
field trips for educational purposes may be the direct experience and indirect experiences of teachers,
which are the source of self-efficacy beliefs. As a matter of fact, it can be inferred that for teachers
who are in the early years of their professional life, direct experience and indirect experiences have not
yet matured and do not provide them with sufficient experiential resources. Usher and Pajares (2008)
emphasize that existing self-efficacy beliefs are related to past experiences. Similarly, Bandura (1986)
states that the experiences that individuals gain as a result of their performance increase their self-
efficacy belief levels positively. However, there are studies in the literature that describe that
professional experience and teacher self-efficacy are related (Chester & Beaudin, 1996; Cousins, Ross,
& Gadalla, 1996; Kartal, Temelli & Sahin, 2018). When the results obtained from the findings of this
study are examined, it can be inferred that the fact that the mean score of the item “with the knowledge
and experience gained from the excursion, I can put forward effective ideas and thoughts for future
excursions.” in the scale is always at the level of always supports the assertion that the self-efficacy
belief level put forward in the literature is directly proportional to the experiences that individuals
have. In addition, there are also studies in the literature showing that there is no significant relationship
between professional experience and self-efficacy (Sahin, Gokkurt & Soylu, 2014; Kaya, 2019). The
fact that the self-efficacy levels in these studies were not directly related to the self-efficacy beliefs of
organizing educational field trips to out-of-school learning environments may indicate that new
research on the relationship between self-efficacy and professional experience is needed.

On the other hand, it is seen that the self-efficacy belief levels of teachers with 21 years and over
seniority are lower than those of teachers with 6-10 years, 11-15 years and 16-20 years seniority. From
this point of view, the fact that the acceleration in the self-efficacy belief levels of teachers' ability to
organize trips for educational purposes has been negative since their professional life after 20 years
can be explained by the fact that teachers reach the point of burnout and professional satisfaction. In a
study conducted by Tiirk (2008), it was found that the self-efficacy levels of classroom teachers
differed according to their professional experience and there was a low-level inverse relationship
between self-efficacy beliefs and professional satisfaction. As a matter of fact, individuals are by
nature a creature that can be affected by concrete or abstract, verbal or non-verbal communication,
events, facts and conflicts (Kulualp, 2019; Karagiil, 2018). In this context, it has been revealed in the
literature that teachers are psychologically affected by many factors throughout their professional lives
(Korkut & Babaoglan, 2012; Kagar & Beycioglu, 2017; Uline, Miller & Tschannen Moran, 1998).
Considering that teachers with 20 years or more of professional experience are exposed to professional
deformation more than teachers with less experience, it can be said that the findings of the study
overlap with the literature. As a matter of fact, Bandura (1995) and Pajares (2002) listed psychological
state as one of the main factors that lead to self-efficacy belief while explaining the elements that lead
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to self-efficacy belief. From this point of view, when primary school teachers with a professional
seniority of 20 years or more are considered, the reason for the downward acceleration in the self-
efficacy belief levels of organizing educational trips may be the negative situations that primary school
teachers have experienced and faced throughout their professional lives. As a matter of fact, it can be
inferred that every setback and negative experience they experience in this process negatively affects
their psychological state. When considered within the scope of the study, it can be said that the
negative experiences of the teachers in the process had an effect on the items with low mean scores.
According to primary school teachers, the situations that limit the use of out-of-school learning
environments in the life science lesson are materialism, official procedures, teacher characteristics,
parents' attitudes, school management, curriculum, transportation, social opinion, risks, indifference of
institutions, not meeting expectations, limited opportunities, class size, negative behaviours outside the
learning outcomes and student characteristics.

The primary school teachers who participated in the research stated that the first one of the situations
that limit the utilization of out-of-school learning environments is financial and the second one is the
official procedure. As a matter of fact, Kaspar (1998) found in a study that one of the obstacles that
prevented primary school teachers, especially in public schools, from conducting scientific field trips
was budget issues. Regarding this issue, the teacher coded Derya said, “Economic problems,
curriculum, bureaucratic permissions, transportation, parents' expectations, administrators not being on
the side of teachers... When we want to do this kind of activity, the teacher alone is not enough.”, the
teacher coded Ismail said, “Curriculum, subject density, economic problems, bureaucratic
permissions, transportation, service problem, the obligation brought by the system.”, the teacher coded
Simge said, “Financial problems are the biggest problem. Then bureaucracy comes into play. People's
attitudes towards excursions, the perspective of administrators and their attitudes towards learning are
also among the limitations. In small districts, I also feel that children are not considered worthy of
organizing trips outside the province. We request a field trip before the learning outcomes are taught,
and months go by before we receive a response, so the time for the learning outcome has passed.” In
some studies where teachers' opinions about out-of-school learning environments were taken, similar
findings were found and it is seen that the limitations that teachers face when they want to benefit
from out-of-school learning environments regardless of their branch are financial dimension, official
procedure, time shortage, curriculum intensity and parent attitude (Sahin, 2019; Pekin & Bozdogan,
2021; Torun, 2021; Yasar Cetin, 2021).

One of the important results of the research is the work and procedures to be done in the
implementation steps of out-of-school learning. Primary school teachers stated 12 main topics in the
preparation stage of utilizing out-of-school learning environments in the life science course, 14 main
topics in educational activities in out-of-school learning environments, and 6 main topics in
measurement and evaluation activities in out-of-school learning. According to primary school
teachers, the implementation steps in utilising out-of-school learning environments are as follows.

The preparations to be made during the preparation phase are as follows: leaves (parental and
administrative leaves), contacting the destination, arrange a excursion guide, making planning,
providing preliminary information about the destination, identify the topic and purpose, arrange
transportation, adjusting the budget, taking security measures, determining the rules of the excursion,
involving students in the process and identify student characteristics,

Education and training activities in out-of-school learning environment are as follows: adhering to
planning, taking security measures, meeting basic needs, giving space for fun, using question answer
technique, making the teacher active, following the rules, making the process flexible, getting parent
help, ensuring that notes are taken, making use of the excursion guide, ensuring photo and video
recordings are taken, acting with small groups of students and providing information from time to
time.

Measurement and evaluation activities in out-of-school learning are as follows: making an evaluation,
to enable them to describe the excursion in written form (composition, picture, letter, diary, poem,
newspaper), presenting the documents collected during the excursion to the class, opening an
exhibition, to use the drama technique and conducting an oral examination.

It is understood that all of the elements that primary school teachers stated above about what needs to
be done before making use of out-of-school learning environments in the life science course are
described in the literature as what needs to be done before making use of out-of-school learning
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environments (Ata, 2002; Bozdogan, 2007; Lagin Simsek, 2011; Tay, 2020). However, it is seen that
the title of “permissions” ranks first among the things to be done by primary school teachers before
making use of out-of-school learning environments. The fact that there is a book chapter on
permissions in the literature (Akdag, 2015) shows how appropriate the teachers' emphasis is. As a
matter of fact, it was observed that teachers emphasized the issue of permissions in all focus group
interviews and teachers Muhammed, Huriye, Burak, Zeynep, Hasan, Murat, Ismail, Yunus, Yunus,
Ramazan, Bengisu and Simge specifically mentioned this issue.

In the study, it was determined that teachers responded to the item “I think I will not be sufficient in
determining student needs before the excursion” with “rarely”; to the item “I think I will have
difficulty in preparing a pre-trip plan (route, duration, means of transportation, departure times,
number of students, excursion fees, etc.)” with “never”; to the item “I may be inadequate in making
the necessary explanations (why to go, what kind of work to do, rules to be followed, etc.) to the
students before the excursion” with “never”; to the item “I can meet the need for a guide before the
excursion” with “usually”; and to the item “I do not have difficulty in making appointments (if any)
and informing the authorities at the excursion place (number of students, excursion day, time, etc.)”
also with “usually.” In this context, it can be understood that primary school teachers can put into
practice what needs to be done before making use of out-of-school learning environments with the
answers they give to the related items in the self-efficacy level. In other words, it can be said that
primary school teachers have sufficient self-efficacy level regarding what needs to be done before the
activities to be carried out in out-of-school learning environments.

It is seen that primary school teachers expressed what should be done while utilizing out-of-school
learning environments in the life science lesson in 14 items. Among these items, the title “planning”
was expressed eight times by primary school teachers. As a matter of fact, the fact that the trip is
within the framework of the plan prepared by the teacher ensures that it is carried out more
systematically (Tay & Ucgus, 2015). Burak Teacher, one of the teachers who participated in the focus
group interview: “The plan should be followed. Students should be given the comfort to ask questions,
and when necessary, the teacher should ask questions in accordance with the outcomes to attract their
attention and arouse curiosity.” and Huriye Teacher: “The plan should be followed and stretches
should be made when necessary. When time is limited, priority should be given to important places to
be seen.” Giirsoy (2018) states in his study that the problems experienced before the excursion cause
the excursion to be unenjoyable and the excursion process to be seen as unnecessary. From this point
of view, it can be said that the pre-trip should be well planned in order for the trip to be a good
moment. The following statements of teacher Hatice can be given as an example of the pre-trip
process affecting the excursion process. Hatice Teacher: “The teacher should be well rested before the
trip. The teacher and his/her partners (parents, administrator, guide) should be positive during the trip.
Necessary directions during the trip should be well arranged. Questions appropriate to the gains should
be asked when appropriate and explanations should be made. Unnecessary explanations should be
avoided. In some trips, students can be given opportunities to take notes, but in out-of-province trips, it
can be a waste of time and a burden to carry notebooks and pens.” DeWitt and Storksdieck (2008)
stated that in scientific field trips, it is of great importance that the trip design should be original, the
steps of the trip should be carefully determined, the readiness levels of the students should be taken
into consideration and the trip plan should be prepared and the trip plan should be implemented
completely. It is seen that these characteristics were also expressed by primary school teachers.

In the study, it was determined that teachers responded to the item “I have difficulty in guiding
students at the excursion place” with “rarely”; to the item “I have difficulty in providing students with
the opportunity to learn by having fun at the excursion place” with “rarely”; to the item “I can enable
students to gain practical skills by ensuring their active participation in the field excursion” with
“usually”; to the item “I can ensure that students have social interaction during the trip” with
“usually”; to the item “I can maintain control in the excursion field even if the number of students is
high” with “usually”; to the item “I am not sure that I will be able to provide students with concrete
experiences during the excursion” with “never”; to the item “I can develop students' critical thinking
skills during the excursion” with “always”; to the item “I am confident that I can approach students
positively and warmly in the excursion field” with “always”; to the item “I am confident in guiding
students with various questions in the excursion field and enabling them to access information” with
“always”; and to the item “I have difficulty in keeping students' motivation at a high level in the
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excursion field” with “never.” It can be said that the answers given by primary school teachers to the
items in the self-efficacy belief scale and the characteristics they stated in the focus group interviews
support each other. As a matter of fact, the fact that primary school teachers correctly described what
should be done while benefiting from out-of-school learning environments and their belief levels
about what should be done during the trip in the self-efficacy scale for organizing trips to out-of-
school learning environments explain each other. In other words, it can be said that primary school
teachers have sufficient self-efficacy level about what to do in outdoor learning environments.

It is stated that it is very important to support trips to out-of-school learning environments with pre-
and post-visit activities in order to provide the most appropriate learning experience (Kisiel, 2003).
Based on the explanation, primary school teachers stated that they did what should be done after the
excursion to increase the effectiveness of the excursions to out-of-school learning environments in
accordance with the literature (Ata, 2002; Bozdogan, 2007; Lac¢in Simsek, 2011; Tay, 2020).
However, it is seen that teachers used the expression “evaluation should be done” 17 times. This
evaluation is not just about giving grades, as Hasan Teacher said, “I ask the children to write down
what they feel when they go home and bring it to me. I try to determine whether the trip achieved its
purpose, whether there are things we missed.” As Hasan stated, it will also be important in terms of
understanding whether the trip achieved its purpose. The fact that the evaluation dimension is not one-
dimensional “Evaluation (at the time of the excursion, between excursions, after the excursion)” as
stated by Mustafa Teacher can also be considered as an experience for the next excursions by ensuring
that the events are evaluated in the heat of the moment.

When the discourses of primary school teachers are analyzed, Teacher Burak: “You can have them
draw pictures, write poems or compositions, and have them do drama.” Nur Teacher: “Drama can be
made and presented to other classes. Painting work can be done. An exhibition can be opened at
school.” and Murat Teacher: ”Presenting the photos taken during the trip in the classroom, opening an
exhibition. It is necessary to make evaluations with questions and answers in the classroom and
determine what kind of an effect it has on children.” It is seen that they suggested interdisciplinary
studies to support the social development of students.

In the study, it was determined that teachers responded to the item “After the trip, I have difficulty in
determining the extent to which the objectives of the excursion were achieved” with “never”; to the
item “After returning from the excursion, I have no difficulty in evaluating the excursion with my
students (discussion, project, composition, etc.)” with “usually”; and to the item “I have difficulty in
displaying the photographs taken during the excursion on the school boards” with “never.” In this
context, it was observed that primary school teachers' self-efficacy levels regarding post-excursion
tasks aligned with the descriptions provided during focus group interviews, supporting one another.
According to primary school teachers, the factors to be taken into consideration when choosing out-of-
school learning environments in life science lesson are; suitability for learning outcomes, accessibility,
financial dimension, relevance to students, being safe, being functional, being fun, weather, being
close to life, historical dimension and procedural dimension.

According to the findings of the study, it is seen that primary school teachers emphasize the feature of
“compliance with the outcomes” among the features that should be considered when choosing out-of-
school learning environments. According to Tay and Ugus (2015), some abstract concepts that contain
learning themes or situations that are not sufficiently internalized and made meaningful for children
can be learned and internalized in depth through field trips. Abstract concepts in the learning themes
indicate that the learning outcomes contain abstract concepts. The importance of out-of-school
learning environments in the internalization of these abstract concepts in the learning outcomes by
students is emphasized. In this context, it can be said that when choosing out-of-school learning
environments, the dimension of suitability to the learning outcomes should be taken into
consideration. For example, Bengisu Teacher said, “In terms of outcomes, by looking at the benefit
and loss relationship, I mean, I can gain this outcome in school or out of school, which would be more
efficient.” It is understood that the first feature to be considered when choosing out-of-school learning
environments is the suitability to the outcomes. In addition, in some studies in the literature where
teachers' opinions about out-of-school learning environments were taken, similar findings were found
and it was determined that teachers preferred places that are suitable for course subjects and student
level, support learning, provide active learning opportunities, and are easy to access while choosing
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out-of-school learning environments regardless of branch (Cetin, Kus, & Karatekin, 2010; Malko¢ &
Kaya, 2015; Yasar Cetin, 2021).

Primary school teachers described the benefits of out-of-school learning environments to be used in
life science lessons as: developing personal characteristics and desired behaviours, concrete learning,
learning with fun and new learning, social development, permanence of knowledge, sense of curiosity,
increasing interest and motivation, developing research skills and leadership skills, facilitating
learning, getting to know the environment, adding vision and reinforcing learning.

The limitations in terms of students were expressed as wrong information acquisition, financial
problems, physical fatigue, the presence of students who could not participate, time constraints,
security problems, being exposed to intervention, students with health problems, not attracting their
interest, not being suitable for students, self-confidence development in students, going beyond the
acquisition and crowded classes.

After utilizing out-of-school learning environments, some benefits and limitations may be encountered
for students. It is seen that primary school teachers describe the first of the benefits that the use of out-
of-school learning environments in the life science lesson will provide for students as “personal
characteristics develop”. Simsek and Kaymakci (2015) stated that out-of-school teaching contributes
to the cognitive, affective and kinesthetic development of students while ensuring the realization of the
general objectives and achievements of the course. When we look at the discourses of primary school
teachers, Bengisu Teacher: “Develops self-confidence. Recognizes the environment and dominates the
environment he/she lives in. Improves communication skills. Provides socialization. It helps to
concretize the subjects. Develops thinking skills. Develops the ability to act together.” and Mustafa
Teacher: "The student gains a leader identity, learns to talk and discuss, develops desired behaviors,
gets to know the environment, learns real life, not virtual, and develops skills." It is seen that they list
the personal characteristics they expect to develop in students. Other benefits described by the teachers
are: concrete learning takes place, social learning develops, retention of knowledge increases, interest
and motivation increase, and they learn by having fun. Charmaraman (2013) states that the importance
of out-of-school learning can be increased by supporting students not only in terms of academic
achievement but also in socio-cultural terms. It can be said that improving students' social learning and
giving them the opportunity to get to know the environment, which are among the benefits of out-of-
school learning described by the teachers, provide them with socio-cultural support and thus the
importance of out-of-school learning is described.

Primary school teachers stated that they did not want to benefit from out-of-school learning
environments from time to time due to the limitations of out-of-school learning environments. It is
seen that they described these limitations as financial dimension, physical fatigue, wrong information
acquisition, and being time consuming. Regarding the limitations, the teacher coded Ismail said,
“Acquiring negative behaviors because the program is not effective. The fact that not all students can
get permission creates a limitation for the students who are left behind.”, teacher coded Murat said,
"There are security problems, they are faced with wrong examples.” and teacher coded Derya said,
“We limit the children (by making too many warnings, for example, don't go here, don't do that, etc.)”.
When the related literature studies are examined, it is seen that the benefits and limitations of out-of-
school learning environments are determined by taking the opinions of teachers, administrators,
students and parents in many studies. In these studies, the benefits for students can be listed as
providing value teaching, gaining research and questioning skills, strengthening communication
between teacher and student, being remarkable, being fun, informative and permanent learning,
development in knowledge, skills and affective dimensions, learning by doing and experiencing,
having the opportunity to reinforce and repeat the lesson, concretizing abstract subjects, gaining
scientific process skills. The limitations are long legal procedures, various risks, high class size, high
curriculum intensity, limited time, insufficient class hours, lack of parental support, limited
transportation facilities (Cetin, Kus & Karatekin, 2010; Behrendt & Fraklin, 2014; Selanik Ay &
Kurtdede Fidan, 2014; Ay, Anagiin & Demir, 2015; Malko¢ & Kaya, 2015; Tosun, 2015; Yildizhan,
2015; Selanik Ay & Erbasan, 2016; Topcu, 2017; Uzbilir Ozgelik, 2018; Cacan, 2019; Oztiirk, 2019;
Sahin, 2019; Yarar Kaptan & Beldag, 2019; Karbeyaz & Kurt, 2020; Nalkiran & Karamustafaoglu,
2020; Karbeyaz & Karamustafaoglu, 2021; Kaya, 2021; Torun, 2021; Pekin & Bozdogan, 2021; Yasar
Cetin, 2021). It is understood that the above-mentioned results obtained in these studies overlap with
the results of this study.
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Primary school teachers expressed the benefits of out-of-school learning environments to be used in
life science lesson as eliminating monotony, facilitating the teacher's work, learning new information,
observing behaviours, saving time, providing permanent learning, being a role model for students,
increasing motivation and appealing to more students and the limitations for teachers as limited
opportunities, tiring, responsibility, group dominance, bureaucracy, security problems, unpredictability
of negativities, transportation problems and not having enough information.

Although out-of-school learning activities are carried out for students, it has been determined that
there are benefits that teachers gain at the end of the process and limiting situations they experience
during the process. Primary school teachers stated that out-of-school learning environments used in
life science lessons would save the lessons from monotony. As a matter of fact, Mehmet Teacher
reveals this situation with the words “It saves the subjects from boredom and monotony, and keeps
them motivated.” Primary school teachers stated that they learned new information, saved time, had
the chance to observe students better, reached more students and increased their motivation thanks to
out-of-school learning. They expressed the limitations they encountered during the process as being
tiring, having limited opportunities, having a high burden of responsibility, and unpredictability of
negativities. For example, Ismail Teacher: “Being tiring, economic inadequacies, not meeting basic
needs, transportation, problems arising while obtaining permits.”, Neziha Teacher: “Financial,
physical fatigue, we may not have the chance to control everything in the external environment.”,
Bengisu Teacher: “Financial obligation, in some trips, when the student does not bring it, I personally
cannot stand it and give it myself, the responsibility imposed on the teacher.” With their opinions, they
expressed the limitations for teachers in benefiting from out-of-school learning environments.

When the related literature studies were examined, no benefits for teachers were found. However, they
expressed that the legal procedures take a long time, they have various risks, they are boring, they do
not master the application methods, and they encounter limitations (Cetin, Kus & Karatekin, 2010;
Selanik Ay & Kurtdede Fidan, 2014; Ay, Anagiin, & Demir, 2015; Malko¢ & Kaya, 2015; Tosun,
2015; Selanik Ay & Erbasan, 2016; Topcu, 2017; Uzbilir Ozgelik, 2018; Cacan, 2019; Sahin, 2019;
Karbeyaz & Kurt, 2020; Nalkiran & Karamustafaoglu, 2020; Torun, 2021; Pekin & Bozdogan, 2021;
Yasar Cetin, 2021). It is seen that the results of the above research describing the limitations overlap
with the limitations described by the teachers in this study.

Recommendations

1. In this study, although the self-efficacy beliefs of primary school teachers in organizing educational
field trips to out-of-school learning environments were found to be positively high, according to the
general arithmetic mean obtained from the scale, the self-efficacy beliefs of primary school teachers in
organizing educational field trips to out-of-school learning environments were found to be in the
“usually” dimension. In order to increase primary school teachers' self-efficacy beliefs in organizing
educational field trips to out-of-school learning environments from usually to always, information can
be given to administrators (school administrators, MoNE administrators, provincial administrations,
etc.) who have responsibilities in minimizing the problems they encounter in organizing field trips. In
addition, primary school teachers can be given information or in-service trainings about what should
be done before, during and after the trip, especially guidance services in organizing educational trips to
out-of-school learning environments. In addition, some of the situations that prevent primary school
teachers from benefiting from out-of-school learning environments, such as materialism, official
procedures, school administration, curriculum, transportation, lack of interest of institutions, are not
caused by the teacher. Institutions that can be mentioned as the cause of these situations can be
informed about their responsibilities regarding out-of-school learning.

2. In the study, it was determined that elementary school teachers' self-efficacy beliefs in organizing
educational field trips to out-of-school learning environments varied according to their seniority levels
in the profession and it was seen that the self-efficacy beliefs in organizing field trips increased as
seniority increased, except for those with the highest seniority. The reasons for the downward
acceleration of self-efficacy beliefs in organizing educational field trips to out-of-school learning
environments in the last years of the profession can be determined through qualitative research.
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Arastirma Makalesi

Ilkokul Ogretmenlerinin Hayat Bilgisi Dersinde Gezi
Diizenlgyebilme Oz Yeterlik Inanclar1 ve Okul Dis1
Ogrenmeyle Ilgili Degerlendirmeleri!

Gamze Nur Dogan 2, Bayram Tay’

Makale Hakkinda Ozet

Hayat bilgisi, 6grencilerin dogal ve toplumsal ortama uyumunda gerekli
Gelig Tar.: 09.03.2024 olan ozelliklerin kazandwildigi bir derstir. Hem dogal hem de toplumsal
Kabul: 07.11.2024 cevrede ogrenmeyi iceren okul disi 6grenmenin, hayat bilgisi dersinde
Yayin: 26.11.2024 kullanilmasinda ogretmenlerin 0z yeterlik inanglart ve diisiinceleri

belirleyici  olabilecektir. ~ Bundan  dolayt  arastirmada  ilkokul
ogretmenlerinin okul disi ogrenme c¢evrelerine egitim amagh gezi
diizenleyebilme oz yeterlik inang diizeyleri ile hayat bilgisi dersi
kapsaminda okul disi ogrenme ile ilgili goriislerinin belirlenmesi
amaglanmistir. Karma yontemle desenlenen bu ¢alismanin nicel boyutu
kesitsel tarama modeli, nitel boyutu durum c¢alismasi modeli ile
yiiritiilmiistiir. Calismanin orneklemleri, 6l¢iit 6rnekleme ile belirlenen
324 ve 20 ilkokul o&gretmeninden olusturulmustur. Nicel verilerin
- ] analizinde parametrik olmayan testler, nitel verilerin analizinde icerik
QZ yeterlik analizi ige kosulmustur. Ilkokul égretmenlerinin okul disi Ggrenme
Ilkokul 6gretmenleri cevrelerine egitim amach gezi diizenleyebilme oz yeterlik inanglarinin
olumlu diizeyde yiiksek oldugu tespit edilmistir. Kazanmimlara uygunluk,
ulagim imkdnlar, maddi boyut, ogrenciye gorelik ilkesi, giivenlik
durumu gibi ozellikler, okul disi 6grenme ¢evrelerini tercih ederken
dikkat edilmesi gereken unsurlardir. Okul disi ogrenme cevreleri; somut
ogrenmeyi, ogrencilerin kisisel ozelliklerinin gelismesini saglamakta,
tekdiizeligi ortadan kaldirp, ogretmenin isini kolaylastirarak genis
gozlem olanagi ile ogrenmelerin kalici olmaswn saglamaktadr.

Anahtar Kelimeler
Hayat bilgisi dersi

Okul dis1 6grenme

Dogan, G. N. ve Tay, B. (2024). ilkokul &gretmenlerinin hayat bilgisi
dersinde gezi diizenleyebilme 06z yeterlik inanglart ve okul dig1
ogrenmeyle ilgili degerlendirmeleri. MSKU Egitim Fakiiltesi Dergisi,
11(2), 293-336. DOI: 10.21666/muefd.1449563

Atif igin

Montessori’ye gore egitim, Ogretmenlerin ¢ocuklara sozciiklerle anlattiklariyla degil, gocuklarin
fiziksel ve sosyal ¢evrede gecirdikleri yasantilarla gergeklesir. Cocuklarin fiziksel ve sosyal ¢evrede
yasanti gecirebilmesi i¢in 6grenme ortamlarinin ¢esitlendirilmesine ihtiyag vardir. Gegmisten
giiniimiize 6grenme ortami denildiginde akla gelen ilk yer sinif olmustur. Sinif; mekénsal olarak okul
icinde yer alan, 6gretim etkinliklerinin yapildigi, genellikle sirasi, masasi, yazi tahtas1 ve diger gerekli
materyallerin yer aldig1 6grenme ortamlar olarak tanimlanabilir. Okul i¢inde yer alan spor salonlari,
laboratuvarlar ve islikler (atdlye) de simif olarak diisiiniilse de smiflarin 6grenme ortamlari olarak
popiilerligini korudugu goriilmektedir (Tay, 2020). S6z konusu sinif ortamlarinin tiim égrenmeler i¢in
yeterli olmadiklan bilinmektedir. Bunun i¢in okul dis1 6grenme cevrelerinin ise kosulmasi énemlidir.
Okul dis1 6grenme; sinifin disinda baslayan, okulun bahgesi ve civari ile okulun sinirlari disinda kalan,
Ogrencinin deneyimlerini merkeze alan, yaparak yasayarak dgrenmenin saglandigi, 6grencilerin duyu
organlarimi ige kosmasini gerektiren, dogal ve toplumsal konularda disiplinleraras1 anlayigin
benimsendigi aktif 6grenme yontemlerinden biridir. Cocuklar aktif 6grenme ile siirekli degisirler,
onlar i¢in yeni olan durumlara uyum gosterirler, bilgileri ve kavramlan tekrar yapilandirirlar ve
anlamlandirirlar. Bu siire¢ ¢ocuklarin deneyimleri, denemeleri, yapilandirmalari, oynayarak
ogrendikleri ile geger. Bu kapsamda, aktif 6grenme, yasantilar ve deneyimlerle var olmaktadir (Tay ve

' Bu caligma birinci yazarin ikinci yazar danismaliginda Kirsehir Ahi Evran Universitesi Sosyal Bilimler
Enstitiisii Sinif Egitimi Anabilim Dali'nda hazirladig: yiiksek lisans tezinden tiretilmistir.

2 Milli Egitim Bakanlig1 - nurgamzedogan@gmail.com - ORCID: 0000-0002-3923-1848

3 Kirsehir Ahi Evran Universitesi - bayramtay@ahievran.edu.tr - ORCID: 0000-0003-2466-1527
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Ugus Giildali, 2017). Ornegin ¢ocuklar mevsimleri, hikdye dinleyerek ogrenmektense hava
degisimlerini deneyimleyerek, gozleyerek 6grenirler (Williams-Siegfredsen, 2012). Aktif 6grenmenin
gerceklesmesinde okul digi 6grenme ve okul dis1 6grenme cevreleri etkili olabilecektir. Bunun i¢in
okul dis1 6grenme ortamlarinda gerceklestirilecek egitimlerin bireysel, toplumsal, egitimsel, iyilestirici
ve cevresel hedeflere sahip olmasi1 gerekmektedir (Halligan, 2006). Bundan dolay1 okul dis1
O0grenmenin hayata gecilmesinde sistematik bir 0gretim siirecinin ise kosulmasi gerektigi aciktir.
Literatlirde okul dis1 6grenmenin hazirlik etkinlikleri, okul disi 6grenme ¢evresinde egitim dgretim
etkinlikleri ve Olgme ve degerlendirme etkinlikleri olmak iizere {i¢ adimda gergeklestirilmesi
onerilmektedir (Lacin Simsek, 2011; Tay, 2020). Okul dist 6grenme ile dersini islemek isteyen
ogretmenlerin s6z konusu bu {i¢ adimdan 6nce yapmasi gereken ilk is bir karar verme siirecidir. Bu
karar, dersin amacina ulagsmada kullanilabilecek en uygun okul dig1 6grenme ¢evresini belirlemektir.
Bu adimlarin izlenmesi ile okul dis1 6grenmenin bir¢ok yarari ortaya cikabilecektir. Okul disi
O0grenme, aktif ve hareket temelli bir siireci igermekte, biligsel, duyussal ve devinigsel alanlarin
gelisimini ve 6grenmeyi desteklemekte, goniillii organizasyonlara katilma, aktif vatandas olma ve
demokratik topluma katkilarin1 6grenmede ve deneyimlemede 6grencilere gercek olanaklar sunmakta
ve dgrenciler icin liderlik becerilerinin yapilandirilmasina katki saglamaktadir (Priest, 1986; Beames,
Higgins ve Nicol, 2012; Quay ve Seaman, 2013; Dyment, Morse, Shaw ve Heidi Smith, 2014; Ho,
2014). Etkili vatandas yetistirme, goniilli organizasyonlara katilma, aktif vatandas olma ve
demokratik topluma katilim, dogal ve toplumsal ¢evreye uyum saglama gibi 6zelliklerin gelistirilecegi
ders, hayat bilgisi dersidir.

Cocugun kendini bilmesi ve tanimasi amaciyla farkli bilim alanlarindan bilgiler bir araya getirilerek
olusturulmus ve ¢ocuklara hayatin bilgisini kazandirmaya calisan, vatandaslk egitim programimin ilk
dersi olan hayat bilgisi dersinin (Tay, 2017) 6gretim programlart incelendiginde; 1998 programi
disindaki tiim Ogretim programlarda okul dis1 6grenmeye vurgu yapildigi, ozellikle 2005 yili ve
sonrasinda okul dis1 6grenmenin yapilandirmact anlayis gercevesinde degerlendirildigi anlagilabilir.
Yapilandirmacilik, 6gretmeden ¢ok &grenmeye dayanmaktadir. Bu 6grenme siirecinin bir problem
iizerinden baglatilacagi, aktif Ogrenmelerle gerceklesecegi ve sosyal Ogrenmenin prensipleriyle
desteklenecegi sOylenebilir. Bir baska ifade ile yapilandirmaci anlayisin benimsenmesi problem
¢ozme, aktif 6grenme ve isbirlikli 6grenme catisinda 6grenmelerin ger¢ceklesmesini gerektirmektedir.
Bu ii¢ 6zelligi ayn1 anda igeren 6grenme anlayislartyla hayat bilgisi dersinin yiiriitiilmesi okul dist
O0grenmeyi de icine alan siireclerin isletilmesini gerekli kilmaktadir. Hayat bilgisi dersinde okul dis1
O0grenmenin ise kosulmasinda sinif 6gretmelerinin 6z yeterlik inanglar1 hesaba katilmalidir. Bandura
(1995) ve Pajares (2002) bireylerin 6z yeterlik inancinin kaynagi olarak dort temel dgeye vurgu
yapmaktadir. Bu 6geler dogrudan deneyimler, dolayli yasantilar, sdzel ikna ve bireyin psikolojik
durumu olarak tamimlanmaktadir. Smf O6gretmelerinin okul dist 6grenme ile ilgili hem kendi
deneyimleri hem de meslektaglarinin deneyimleri, okul dist 6grenme ile ilgili gerceklestirdikleri
etkinliklere aldiklar tepkiler ve bu tepkilere yonelik psikolojik durumlari, onlarin okul dis1 6grenmeye
kars1 6zyeterlik inanglarini olusturacaktir.

Bireylerin yaptiklar1 bir eylemin sonuglarina yonelik olarak sahip olduklar diigiince, onlar1 bu eyleme
benzeyen gorevleri gerceklestirmede kendi yeteneklerine olan inancini olusturmada ve geligtirmede
etkili olmaktadir (Pajares, 2002). Ornek olarak; ogretmenlerin hayat bilgisi 6gretimine iliskin
yetkinlikleri ve yetkinlik diizeylerine olan inanglar1 onlarin 6gretim siirecinde neler yapabileceklerine
iligkin karar mekanizmalarinda etkili bir rol oynamaktadir. Bu karar mekanizmalar1 sahip olduklar
yetkinliklerle 6zelde nitelikli bir hayat bilgisi 6gretimi gerceklestirebilmeleri icin genelde ise tiim
egitim siirecini saglikli ve etkili bir sekilde yiiriitmeleri icin ise kosulmaktadir. Nitekim 6z yeterlik
inanclar1 bu c¢aligma kapsaminda okul dis1 6grenme oOzelinde, alan yazinda tartisilmaya deger
bulunmustur.

Okul dig1 6grenme ile ilgili alan yazin, konunun ozellikle fen egitimi kapsaminda ele alindigim
(Karademir, 2013; Erten ve Tas¢i, 2016; Bostan Sarioglan ve Kiiciikdzer, 2017; Giirsoy, 2018; Cebi ve
Arslan, 2019; Arabaci ve Akgiil, 2020; Yildirim Polat ve Giirsoy, 2023) gostermektedir. Ilkokul
ogretmenligi ile ilgili olarak simif 6gretmen adaylar ile bir ¢caligmanin yapildigi (Ay, Anagiin ve
Demir, 2015), 6gretmenlerin okul dis1 6grenme ¢evrelerine egitim amaclh gezi diizenleme 6z yeterlik
inanclarinin farkli degiskenler agisindan incelendigi ¢aligmalarin da oldugu (Sontay, Tutar ve
Karamustafaoglu, 2016; Cigek ve Sarag, 2017; Uzbilir Ozcelik, 2018; Islek, 2019; Temel ve Kdlemen,
2021) ve ilkokul &gretmenleri ile ¢alismalarin (Uzbilir Ozcelik, 2018; Simsek, ve Kayacik, 2024)
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yliriitiildiigli anlasilmaktadir. Bu baglamda hayat bilgisi 6zelinde yapilan okul dis1 6grenme ya da gezi
diizenleyebilme 6z yeterlik inanc1 ile ilgili bir aragtirmaya rastlanilmamistir. Yapilan bu aragtirma ile
alandaki boslugun doldurulmasi beklenmektedir. Bununla birlikte karma ydntemin kullanildigi bu
calismanin bu boyutu ile de alan yazina katki saglayacagi diisiiniilmektedir. Bu diisiincelerden
hareketle ¢calismanin amaci ilkokul dgretmenlerinin okul dig1 6grenme g¢evrelerine egitim amach gezi
diizenleyebilme 0z yeterlik inang diizeylerini farkli degiskenler iizerinden saptamak ve ilkokul
Ogretmenlerinin hayat bilgisi dersi kapsaminda okul disi 6grenme ile ilgili goriislerini ortaya
koymaktir. Bu amaca ulagmak i¢in asagidaki sorulara cevap aranmistir.
Hayat bilgisi dersinde ilkokul 6gretmenlerinin;
1. Gezi diizenleyebilme 6z yeterlik inang diizeyleri nedir ve bu inang diizeyleri cinsiyete ve
mesleki kideme gore degigsmekte midir?
2. Okul dis1 oOgrenme c¢evrelerinden faydalanmayr sinirlandiran durumlar ile ilgili
degerlendirmeleri nelerdir?
3. Okul dis1 6grenme cevrelerinden faydalanma adimlarinda yapilmasi gerekenler ile ilgili
degerlendirmeleri nelerdir?
4. Okul dis1 6grenme cevrelerini tercih ederken dikkat edilecekler ile ilgili degerlendirmeleri
nelerdir?
5. Okul dis1 O6grenme cevrelerinin kullanimmin 6grenci acisindan fayda ve simirliklar
konularinda degerlendirmeleri nelerdir?
6. Okul dis1 6grenme cevrelerinin kullanimmin 6gretmen agisindan fayda ve smirliklart
konularinda degerlendirmeleri nelerdir?

Yontem

Karma yontemle desenlenen bu arastirma baskinlik durumuna goére esit statiiye, zaman sirasina gore
ardisik tiire girmektedir (Greene, Caracelli ve Graham, 1989; Morgan, 2007; Creswell, 2011;
Creswell, 2014; Creswell ve Creswell, 2018). Calismada nitel ve nicel verilere ayni oranda agirlik
verildiginden esit statii, once nicel sonra nitel veri toplandigindan ardigik tiir ise kosulmustur.
Aragtirmanin nicel yontemle yliriitiilen boyutu kesitsel tarama ile gergeklestirilmistir. Kesitsel tarama
modeli, tarama modellerinden biridir ve bu modelde verilerin toplanmas1 asamasi tek seferde
gerceklesir (Sonmez ve Alacapinar, 2013). Bu arastirmada ilkokul &gretmenlerinden tek seferde veri
toplanmis ve elde edilen bu veriler ilizerinden betimlemelere gidilmistir. Arastirmanin nitel yontemle
yliriitiillen kisminda, durum g¢aligmasi deseni ise kosulmustur. Durum c¢aligmalarinin en temel 6zelligi
bir ya da birka¢ durumun derinligine arastiritlmasidir. Bir bagka deyisle ele alinan durum ile ilgili
etkenler biitlinciil bir yaklagimla arastirilir ve bu durumun nasil etkiledikleri ve etkili durumdan nasil
etkilendikleri detaylandirilir (Yildirim ve Simsek, 2011). Bu ¢alismada hayat bilgisi dersi kapsaminda
okul dis1 6grenme c¢evreleri bir durum olarak ele alinmistir.

Calisma Gruplar

Arastirmanin nicel boyutunun g¢alisma evrenini 2020-2021 egitim-6gretim yilinda Kirsehir ilinde
gorev yapmakta olan 608 ilkokul 6gretmeni olusturmaktadir. Calisma evreninden amagli 6rnekleme
yonteminden o6lgiit drnekleme yontemi kullanilarak 324 ilkokul 6gretmeni arastirmanin 6rneklemini
olmustur. Amaca uygun olarak belirlenen 0l¢iit segilecek ilkokul 6gretmenlerinin 1, 2 veya 3. sinifi
okutuyor olmasi olarak belirlenmistir. Ornek biiyiikliigiiniin belirlenmesinde .05 giiven araliginda
1000 kisilik evrenden en az 278 kisinin se¢ilmesinin uygun oldugu belirtilmektedir (Biiylikoztiirk,
Kilig Cakmak, Akgiin, Karadeniz ve Demirel, 2008). Bununla birlikte QuestionPro
(https://www.questionpro.com/sample-size-calculator/) tarafindan gelistirilen hesaplama aracina gore
608 kisilik bir evrenden 237 kisinin secilmesi gerekliligi hesaplanmistir. Bu degerler, arastirmadaki
324 kisilik 6rneklemin evreni yansitmada uygun oldugunu gostermektedir.

Aragtirmanin nitel boyutunu 2020-2021 Egitim-Ogretim Yilinda Kirsehir il merkezinde gorev
yapmakta olan 20 smif 6gretmeni olusturmaktadir. Arastirmanin ¢aligma grubu arastirma desenine ve
konunun yapisina uygun olarak amagsal ornekleme yontemlerinden 6lgiit 6rmekleme yontemi ile
belirlenmistir. Bu baglamda amaca uygun olarak hayat bilgisi dersini yliriitmekte olan 1, 2 veya 3.
sinifi okutan ve arastirmanin nicel boyutunda veri toplanan sinif 6gretmenleri galigma grubunu
olusturmustur.
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Tablo 1. Arastirmaya Katilan {lkokul Ogretmenlerinin Cinsiyete ve Mesleki Kideme Gore Dagilimi

1-5 yil 6-10y1il  11-15y1l  16-20y1l 21 yil ve iisti  Toplam

Kadin 17 16 25 28 63 149
Nicel Erkek 8 8 26 22 111 175
Toplam 25 24 51 50 174 324
Kadin 1 1 1 - 4 7
Nitel Erkek 1 1 3 - 8 13
Toplam 2 2 4 - 12 20

Aragtirmanin nicel boyutunun O&rnekleminde yer alan ilkokul Ggretmenlerinin cinsiyete gore
dagilimmin birbirine yakin ve yaklasik %54’tiniin 21 yil ve {stii mesleki kideme sahip olduklar
goriilmektedir. Arastirmanin nitel boyutunun 6rnekleminde yer alan ilkokul dgretmenlerinin yaklagik
%60’ 1m1n 21 y1l ve tistli mesleki kideme sahip olduklar1 goriilmektedir.

Veri Toplama Araclar1 ve Verilerin Toplanma Siireci

Nicel veriler, “Okul Dis1 Cevrelere Egitim Amagl Gezi Diizenleyebilme Oz-Yeterlik Inanci Olgegi”
(Bozdogan, 2016) ile toplanmistir. Cronbach Alpha giivenilirlik katsayis1 .93 olan dl¢ek, 30 madde ve
5°1i likert tipindedir. Bu ¢alismada 6lgegin Cronbach Alpha degeri .89 olarak hesaplanmistir. Olgek
arastirmacilar tarafindan gerekli izinler alindiktan sonra Omeklem grubuna uygulanmistir.
Uygulamalar 25 ile 30 dakika arasinda gergeklesmistir.

Nitel verilerin toplanmasinda dort odak grup goriismesi yapilmis ve bu goriismelerin her biri yaklagik
iki saat stirmiistiir. Yildinnm ve Simsek’e gore (2011) odak grup goriismesi birbiri igine gecmis yedi
asamadan olusmaktadir. Caligma, bu asamalar dikkate alinarak gerceklestirilmistir. Arastirmanin
amaci, odak grup yontemi ile verilerin toplanmasinin uygun oldugunu gdstermis, arastirma
sorularindan hareketle odak grup sorular1 hazirlanmistir. Okul dig1 6grenme ¢evreleri ile ilgili literatiir
taranarak igse baglanmig ve 16 sorudan olusan yar1 yapilandirilmis gériisme formu olusturulmustur. S6z
konusu form, Kahramanmaras Siitgii Imam (1), Kirsehir Ahi Evran (2) ve Rize Recep Tayyip Erdogan
(1) Universiteleri'nden dért akademisyene gonderilmistir. Akademisyenlerden her bir sorunun
uygunluguna yonelik (uygun, diizeltilip kullanilabilir, uygun degil) goriis ve degerlendirmeleri
istenmistir. Alman doniitler her bir kategori igin kendi kategorileriyle karsilastirilarak free-marginal
kappa degeri hesaplanmistir. Elde edilen deger (.88) degerlendirmeciler arasi yeterli uyumun oldugunu
gostermistir. Uzman gorlsleri ¢ercevesinde sorularda anlam ve imlaya yonelik diizenleme yapilarak
son sekli verilmistir. Belirlenen sorular; tanitma (1. soru), gegcis (2. ve 3. sorular), ana (4, 5, 6, 7, 8, 9,
10, 11, 12,13, 14 ve 15. sorular) ve kapanis sorusu (16. soru) olacak sekilde odak grup goriismelerinde
kullanilacak soru tiplerine uygun olmasina dikkat edilmistir. Bu makalede odak grup sorularindan
bazilarinin analizlerine, makalelerdeki kelime smmir1 nedeniyle yer verilmemistir. Sorularin
hazirlanmasindan sonra odak grup goériismesinin gergeklestirilecegi mekan belirlenmistir. Odak grup
goriismelerinin 1 tanesi okul miidiiriiniin odasinda gergeklesirken geriye kalan 3 goriisme ise
iiniversitenin seminer odasinda gerceklesmistir. Odak grup goriigme kayitlari bir video ve bir ses kayit
cihazi ile kayit altina alimmistir. Pilot uygulamada 5 ilkokul 6gretmeni yer alirken asil uygulamalarda
20 ilkokul 6gretmeni yer almistir. Katilimecilara goriigmenin amaci, ne zaman, nerede, saat kagta
yapilacag yeri, saati ve giinil belirtilerek katilimcilar davet edilmistir. Odak grup es zamanl bireysel
miilakatlarin bir toplam1 olmaktan ziyade moderatoriin besleyici rolii sayesinde konusmanin aktigi bir
grup tartigmasidir (Patton, 2018). Tanimdan hareketle bir odak grup goriisme sirasinda konusmacilar
kadar moderatoriin de Onemli bir yeri oldugunu, siiregteki yOnetiminin aragtirma verilerini
etkileyebilecegi sOylenebilir. Glesne (2012) odak grup goriismesinde, arastirmacilarin moderator
niteliklerine sahip olmasi gerektigini, goriisme sirasinda hem goriigmeyi yonetmenin hem de notlar
tutmanin zorlayict oldugunu ifade etmistir. Bu arasgtirmanin pilot uygulamasinin moderatdrliigiinii bu
calismadaki ikinci yazar (tez danismani), geriye kalan dort odak grup goriismesininkini birinci yazar
(tez 6grencisi) yonetmistir.

Verilerin Analizi

Aragtirmanin nicel yontem kullanilan kisminda verilerin normal dagilim gosterip gostermedigi;
varyasyon Kkatsayisi, Skewness, Kurtosis, Kolmogorov-Smirnova / Shapiro-Wilk, Histogram ve
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Detrended Grafigine bakilmistir.Yapilan analizler sonucunda verilerin normal dagilim gostermedigi
belirlenmistir. Bu sonuca bagl olarak nicel verilerin analizinde non-parametrik testlerden, Mann
Whitney U testi, Ki-kare (%2) testi ve Kruskal Wallis H testi kullanilmigtir. Hesaplanan ortalama
degerlerin yorumlanmasinda grup deger araligi belirlenmistir. a = Ranj / Yapilacak Grup Sayist
formiilii (Tasdemir, 2000) ile 4.20 ile 5 arast “her zaman”, 3.39 ile 4.19 aras1 “genellikle”, 2.58 ile
3.38 aras1 “bazen”, 1.77 ile 2.57 aras1 “nadiren”, 1 ile 1.76 aras1 “hi¢bir zaman” seklinde olusmustur.
Nitel boyutta elde edilen veriler transkript edilmis ve MAXQDA 12 programi lizerinden igerik analizi
yapmustir. Igerik analizinde agik yaklasim benimsenerek kodlar ve temalar olusturulmustur. Bu kod ve
temalar iki arastirmaci tarafindan ayr1 ayr yapilarak analiz birimlerine ait kategoriler kendi
kategorileriyle karsilagtirlmistir. Bu karsilagtirmalarda kodlar ve temalarin giivenirligi Miles ve
Huberman’in (1994) formiilii kullanilarak .93 olarak hesaplanmistir. Bu adimda elde edilen bulgular
frekans grafikleri ve tablolarla sunulmus ve yorumlanmistir. Yorumlama sirasinda katilimcilarin
ifadelerinden alintilara yer verirken “Burak Ogretmen” veya “Dudu Ogretmen” seklinde kodlar
kullanilmistir. Kodlarda yer alan isimler katilimcilara verilen takma adlar ifade etmektedir.

Bulgular

[lkokul &gretmenlerinin okul dig1 6grenme gevrelerine egitim amagh gezi diizenleyebilme 6z-yeterlik
inang diizeyleri hem verilerin agirlik ve nitelik grup sinirlart ile hem de anlamlilik diizeyi ile tespit
edilmistir. ki yolla verilerin analiz edilmesinin nedeni ¢alismanin karma desen ile yiiriitiiliiyor
olmasindan dolay1 nitel ve nicel veri setlerinin birbirini yordamasi, aciklamasi, karsilagtirmasi ve
biitiinlestirmesini yapmaktir.

Ilkokul Ogretmenlerinin Gezi Diizenleyebilme Oz-Yeterlik Inan¢ Diizeyleri (Verilerin
Agirlik ve Nitelik Grup Sinirlar)

[lkokul 6gretmenlerinin okul dig1 6grenme gevrelerine egitim amagh gezi diizenleyebilme 6z-yeterlik
inang diizeylerinin belirlendigi 6lcek maddelerine verilen cevaplara iliskin sonuglar Tablo 2°de
verilmistir.

Tablo 2. Ogretmenlerin Gezi Diizenleyebilme Oz-Yeterlik Inang Diizeyleri

Gezi Diizenleyebilme Oz-Yeterlik inang Maddeleri M SD Diizey

Gezi yerinde 6grencilere rehberlik etmekte zorlanirim” 414 94  Genellikle

Gezi yerindeyken 6grencilerin ¢aligma yapraklarini cevaplamalarini

< * 4.03 1.03 Genellikle
saglamada zorlanirim

Gezi alaninda 6grencilerin aktif katilimlarini saglayarak pratik beceriler

< o 397 1.24 Genellikle
kazanmalarimi saglayabilirim

Gev21 esn'fls'u'lda Ogrencilerin sosyal etkilesimde bulunmalarim 419 114 Genellikle
saglayabilirim

Gezi yer*mde ogrencilere eglenerek 6grenme firsat1 saglamada zorluk 405 114 Genellikle
¢ekerim
Ogrenci say1s1 fazla olsa bile gezi alaninda kontrolii saglayabilirim 3.81 1.20 Genellikle

Gezi sonrasinda gezinin amagclarina ne derece ulastiginin tespit etmede

zorluk ¢ekerim” 431 .95 HerZaman

Okul dis1 gevrelere etkili bir gezi diizenlemek i¢in gerekli adimlart 404 118 Genellikle
bilirim
Gezi yerinin genelini ya da odaklanilacak objeleri dersle

iliskilendirmede zorluk ¢ekerim” 429 98 Her Zaman
Gezi esnasinda dgrencilerin somut deneyimler kazanmalarini
saglayabilecegimden emin degilim”

Gezi esnasinda 6grencilerin elestirel diisiinme becerilerini
gelistirebilirim

425 1.05 Her Zaman

420 93 Her Zaman
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Tablo 4. (devami) M SD Diizey

Gezi Oncesi 0grenci ihtiyaclarmin belirlenmesinde yeterli

- e * 4.16 126 Genellikle
olamayacagimi diigiiniiyorum

Gezi alaninda 6grencilere olumlu ve sicak bir sekilde yaklasabilecegime

. 445 96 Her Zaman
inancim tamdir

Gezi 6ncesi plan (gidis yolu, siiresi, ulagim vasitalari, hareket saatleri,
Ogrenci sayilari, gezi licretleri vs.) hazirlamada zorlanacagim 427 1.10 Her Zaman
diisiiniiyorum”

Geziden dondiikten sonra geziyi 6grencilerimle degerlendirmede

(tartigma, proje, kompozisyon vs.) zorluk cekmem 381 146 Genellikle

Gezi surecmfle .kullanll.acak olan araglarin (tanitim brosiirii, calisma 365 138 Genellikle
yapraklari, bilgi testleri vs.) hazirlanmasinda zorlanmam

Bllj giinden fagla sur.ecekvgezﬂer igin ogreil}gllefln konaklama 375 118  Genellikle
ihtiyaglarini giderebilecegimden emin degilim

Gezi alaninda 6grencileri gesitli sorularla yonlendirip bilgiye

ulagmalarini saglamada kendime gilivenirim
Okul dis1 ¢evrelere ¢ok rahatlikla gezi diizenleyebilecegime inamyorum  4.31 .91  Her Zaman

449 82 Her Zaman

Y‘ap.llacak gezi oncesi gerekli kisileri (6grenci velileri, okul idaresi vs.) 465 75 Her Zaman
bilgilendirebilirim

G“em“l(;m ger;kl*l izinlerin alinmasinda (6grenci velileri, okul idaresi vs.) 431 102 Her Zaman
giicliik ¢cekerim

Gezi Oncesi 0grencilere gerekli agiklamalari (nigin gidilecek, ne tiir
caligmalar yapilacak, uyulmasi gereken kurallar vs.) yaparken yetersiz 4.40 1.07 HerZaman
kalabilirim"

Gezi gla*nlnda Ogrencilerin motivasyonlarini iist diizeyde tutmakta zorluk 444 88 Her Zaman
¢ekerim

B‘1r gun.dg} fazla siirecek geziler i¢in 6grencilerin beslenme ihtiyaclarim 415 118 Genellikle
giderebilirim

G“em‘(‘ie gekﬂ;n fotograﬂarm okul panolarinda sergilenmesi noktasinda 450 95 Her Zaman
giicliik ¢cekerim

Gezi Oncesi gerekli rehber ihtiyacini karsilayabilirim 4.19 1.02 Genellikle
Ogrenci ailelerine yapilmis olan geziyle ilgili bilgi vermede zorlanmam ~ 3.70  1.59  Genellikle
Gezi yerinden (varsa) randevularin alimmasi ve gezi yerindeki

yetkililerin bilgilendirilmesinde (6grenci sayisi, gezi giinii, saati vs.) 3.77 1.48 Genellikle
giicliik gekmem

Geziden elde ettigim bilgi ve deneyimle daha sonra yapilacak geziler

icin etkili fikir ve diislinceler ortaya koyabilirim 448 .83 Her Zaman

Okul dis1 ¢evrelere gezi diizenlemek i¢in yeterli tecriibeye sahip

< e 435 .87 Her Zaman
oldugumu diisiiniiyorum

Toplam 417 .54  Genellikle

*QOlumsuz ifade igerin maddelerdir ve test gevirme islemi yapilmis sonuglari igermektedir.

Tablo 2’ye gore ilkokul 6gretmenlerinin gezi diizenleyebilme 6z-yeterlik inang puanlarinin ortalamasi
4.17°dir ve buna gore inang diizeyi “genellikle” diizeyindedir. Bu ¢aligmada kullanilan veri toplama
aracindaki 30 sorudan 15’ine “her zaman”, diger 15 soruya da “genellikle” boyutunda cevaplar
verildigi anlagilmaktadir. Bununla birlikte en yiiksek aritmetik ortalamaya sahip maddenin “Yapilacak
gezi oncesi gerekli kisileri (6grenci velileri, okul idaresi vs.) bilgilendirebilirim.” (4.65=Her zaman)
oldugu goriilmektedir. En diisiik agirlikli ortalamaya sahip maddenin “Gezi siirecinde kullanilacak
olan araglarin (tanitim brosiirli, calisma yapraklari, bilgi testleri vs.) hazirlanmasinda zorlanmam.”
(3.65=Genellikle) oldugu tespit edilmistir. Bu durumda ilkokul 6gretmenlerinin gezi diizenleyebilme
0z-yeterlik inang¢ diizeylerinin “genellikle” boyutunda oldugu belirlenmistir.
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Ilkokul Ogretmenlerinin Gezi Diizenleyebilme Oz-Yeterlik Inanclar1 (Anlamhhk
Diizeyi)

[lkokul 6gretmenlerinin gezi diizenleyebilme 6z-yeterlik inang puanlari ortalamasi Ki-kare (2) testine
tabi tutulmustur. Bununla ilgili veriler Tablo 3’te sunulmustur.

Tablo 3. Ogretmenlerin Gezi Diizenleyebilme Oz-Yeterlik Inang Diizeyleri

Gozlenen n Beklenen n Artik df o p
En diistik 1 5.4 -4.4
59 117.111 .000
En yiiksek 16 54 10.6

Tablo 3’e gore ilkokul 6gretmenlerinin gezi diizenleyebilme 6z-yeterlik inang diizeylerini belirlemek
icin hesaplanan Ki-kare degerinin anlamli oldugu bulunmustur (3> = (sd = 59, n = 324) 117.111,
p<.05). Buna gore ilkokul Ogretmenlerinin okul dist 6grenme cevrelerine egitim amach gezi
diizenleyebilme 6z-yeterlik inanc¢lar1 olumlu diizeyde yiiksektir.

Cinsiyetlerine Gore Ilkokul Ogretmenlerinin Gezi Diizenleyebilme Oz-Yeterlik inan¢
Diizeyleri

[lkokul gretmenlerinin gezi diizenleyebilme &z-yeterlik inang puanlari ortalamasinin cinsiyete gore
anlamli farki test edilmis ve sonuglar Tablo 4’te sunulmustur.

Tablo 4. Cinsiyete Iliskin Sonuglar

Cinsiyet N Sira Ortalamast Sira Toplam1 U p
Kadm 149 159.13 23710.00
Erkek 175 165.37 28940.00 12535.000 530

Tablo 4’¢ gore ilkokul Ogretmenlerinin okul dis1 O0grenme ¢evrelerine egitim amach gezi
diizenleyebilme 6z-yeterlik inang diizeyleri puanlart ile cinsiyetleri arasinda anlamh diizeyde farklilik
yoktur (U=12535.000; p>.05). ilkokul dgretmenlerinin okul dis1 8grenme ¢evrelerine egitim amach
gezi diizenleyebilme 6z-yeterlik inang diizey puanlar kadin ya da erkek olmalarina gore degismedigi
sonucuna ulasilmistir.

Mesleki Kidemlerine Gore Ilkokul Ogretmenlerinin Gezi Diizenleyebilme Oz-Yeterlik
Inanc Diizeyleri

[lkokul &gretmenlerinin gezi diizenleyebilme 6z-yeterlik inang puanlari ortalamasinin kideme gore
anlamli farki testi ve sonuglar1 Tablo 5’te sunulmustur.

Tablo 5. Mesleki Kideme Iliskin Sonuglar

Kidem N Sira Ortalamast df v p Dunn’s Ikili Ciftler Testi
1-5 y1l 25 103.00 4 17.015 .002

6-10 y1l 24 181.15 1-5 y11<6-10 y1l
11-15 y1l 51 185.83 1-5 yil<11-15 yil
16-20 y1l 50 181.34 1-5 y11<16-20 y1l

21 yil ve istii 174 156.22

Tablo 5’e¢ gore ilkokul oOgretmenlerinin okul disi 6grenme ¢evrelerine egitim amach gezi
diizenleyebilme 0Oz-yeterlik inan¢ diizey puanlari ile kidemleri arasinda anlamli bir fark vardir
(x*=17.015; p<.05). Anlamli farkin hangi kidem diizeyleri arasinda oldugunu tespit etmek igin yapilan
parametrik olmayan ¢oklu karsilastirma testlerinden Dunn’s ikili ¢iftler testine gore anlamli farkin 1-5
y1l kidemdeki 6gretmenlerle 6-10 yil, 11-15 y1l ve 16-20 y1l kidemdeki 6gretmenler arasinda 6-10 yil,
11-15 y1l ve 16-20 yil kidemdeki 6gretmenler lehine oldugu tespit edilmistir. En tist kidemdekiler
hari¢ olmak tizere kidem artik¢a gezi diizenleyebilme 6z-yeterlik inancinin arttig1 sdylenebilir.
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Hayat Bilgisi Dersinde Okul Dis1t Ogrenme Cevrelerinden Faydalanmay: Simirlandiran
Durumlar

Hayat bilgisi dersinde okul dig1 6grenme ¢evrelerinden faydalanmayi sinirlandiran durumlara yonelik
bulgular Sekil 1’de sunulmustur:

Maddiyat (13)
Resmi Prosediir (10) Ogretmen Ozellikleri (10)
Velilerin Tutumu (9) Okul yonetimi (9)
Miifredat (7) Ulasim (7)

Faydalanmay: Simirlandiran Durumlar

- T Riskler (4
Toplumsal gorii (4) iskler (4)
Kurumlarin ilgisizligi (3) Beklentiyi karsilamamasi (1)
Siif Ogrenci
mevcutlari (2) ozellikleri (2)
Kazanim dis1 olumsuz Imkanlarm smirh
davraniglarin yagsanmasi (2) olmasi (2)

Sekil 1. Okul Dis1 Ogrenme Cevrelerinden Faydalanmay1 Sinirlandiran Durumlar

[lkokul &gretmenlerinin hayat bilgisi 6gretiminde okul dis1 6grenme gevrelerinden faydalanmay1
sinirlandiran durumlardan “maddiyat” on iicer kez ile en ¢ok ifade edilen kategori olmustur. “Resmi
prosediir”, “Ogretmen Ozellikleri” onar kez “velilerin tutumu”, “okul yonetimi” dokuzar kez
“miifredat”, “ulasim” yediser kez “toplumsal gorii”, “riskler” dorder kez “kurumlarin ilgisizligi” tiger
kez ifade edilirken “beklentiyi karsilamamasi” kategorisi kendi iginde “yapilan etkinliklerin basarisiz
olmas1” alt kategorisine ayrilip ikiser kez ifade edilmistir. “Imkanlarin simirli olmasi”, “simf
mevcutlar1”, “kazanim dis1 olumsuz davraniglarin yaganmasi” ve “6grenci 6zellikleri” ikiser kez ile en
az ifade edilen kategoriler olmustur.

Ilkokul 6gretmenlerinin goriislerinden érnekler asagidaki gibidir:

Ismail Ogretmen: “Miifredat, konu yogunlugu, ekonomik sikintilar, biirokratik izinler, ulasim, servis
sorunu, sistemin getirdigi zorunluluk.”

Ramazan Ogretmen: “... gezi diizenlenen kurum ve kuruluslarin ilgisiz tavirlari.”

Nur Ogretmen: “Giivenlik, dgretmenin ve idarecinin risk almak istememesi, maddi sikintilar, okul
idaresinin olumsuz tutumu, 6gretmenin olumsuz tutumu karsilastigimiz smirliliklar.”

Huriye Ogretmen: “...58renci 6zellikleri, veli izinleri, maddi sikintilar, biirokrasi, 6gretmenin isteksiz
olmasi sinirlandiran durumlar arasinda.”

Hamza Ogretmen: “Yasanilan bolgelerde yeterli okul dist 6grenme gevrelerinin bulunmamasi,
kazanim dis1 olmasi, egitim gezilerinin toplum tarafindan dogru algilanmamasi, geziye bakis agis1...”
Dudu Ogretmen: “Veli tutumu, beklentiyi karsilamamast...”

Okul Dis1 Ogrenme Cevrelerinden Faydalanma Adimlar

Hayat bilgisi dersinde ilkokul ogretmenlerinin; okul dis1 O0grenme c¢evrelerinden faydalanma
adimlarinda yapilmasit gerekenler ile ilgili degerlendirmelerine ydnelik bulgular Sekil 2’de
sunulmustur:
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|

| )
[ Okul Dis1 Ogrenme .Okul Dis1 Ogrenmede
Hazirhk Asamasi Cevresinde Egitim Ogretim Olgme ve Degerlendirme
J Etkinlikleri Etkinlikleri
lizinler (Veli ve idari izinler) -8 lPlanlamaya uymak -8 j—»Degerlendirme yapmak -17
_]—oGidilecek yer ile iletisime gegmek -8 lGﬁven]ik tedbirleri almak -6 Geziyi yazili bir sekilde
1 — anlatmalarini saglamak -8
_]_.Gezi rehberi ayarlamak -4 Temel ihtiyaglan karsilamak -5
lPlanla.ma yapmak -11 lEglenceye yer vermek -4 — Kompozisyon -2
o Resim -2

_]_,Gidilecek yer ile ilgili 6n bilgiler _I-.Soru cevap teknigini kullanmak -4 B

vermek -8 ] p — — Mektup -1

Ogretmeni aktif kilmak -4 —

_]—.Konu ve amaci belirlemek -6 | —+(Gimluk -1
1 Kurallara uymak -3 Siir -1

Ulagim aracini ayarlamak -4 o _' i
_L : : 1Surec1 esnek kilmak -2 WG oo

LT TR R ]_.Veli yardimi almak -2
1 — — Gerzi sirasinda toplanan

Givenlik tedbirleri almak -3 | Not alinmasini saglamak -2 belgeleri sinifa sunmak -3
_1—oGezi kurallarim belirlemek -2 Gezi rehberinden faydalanmak -1 1Sergi agmak -3

l_.f)grencilen' stirece dahil etmek -2 Fotograf ve video kayitlar ]“D rama felanigini kullanmak 2
alinmasimi saglamak -1 o
——So6zlii smav yapmak -1

U Ogrenci ozelliklerini belirlemek -1 ; ;
Kigiik 6grenci gruplari ile hareket
etmek -1

\— Ara ara bilgilendirmeler yapmak -1
Sekil 2. Okul Dis1 Ogrenme Cevrelerinden Faydalanmada Adimlar

Ilkokul &gretmenlerine gore okul dist 6grenme gevrelerinden faydalanmada hazirlik asamasinda
yapilmas1 gerekenler 11, okul dis1 6grenme g¢evresinde egitim Ogretim etkinliklerinde yapilmasi
gerekenler 14 ve okul dis1 6grenmede 6lgme ve degerlendirme etkinliklerinde yapilmasi gerekenler 6
kategoride betimlemislerdir. Hazirlik asamasinda yapilacaklar; planlama yapmak, izinler almak,
gidilecek yer ile iletisime gecmek, gidilecek yer ile ilgili on bilgiler vermek, konu ve amaci
belirlemek, ulasim aracinm ayarlamak, biit¢eyi ayarlamak, gilivenlik tedbirleri almak, gezi kurallarim
belirlemek, d6grencileri siirece dahil etmek ve dgrenci 6zelliklerini belirlemektir.

Okul dis1 6grenme cevrelerinden faydalanirken yapilacaklar; planlamaya uymak, giivenlik tedbirleri
almak, temel ihtiyaglar1 karsilamak, eglenceye yer vermek, soru cevap teknigini kullanmak, 6gretmeni
aktif kilmak, kurallara uymak, siireci esnek kilmak, veli yardimi almak, 6grencilerin not almasini
saglamak, gezi rehberinden yaralanmak, fotograf ve video kayitlar1 alinmasini saglamak, kiiciik
Ogrenci gruplar ile hareket etmek ve ara ara bilgilendirmeler yapmaktir.

Okul dig1 6grenme cevrelerinden faydalandiktan sonra yapilacaklar ise; degerlendirme yapmak, geziyi
yazili bir sekilde anlatmalarini saglamak, kompozisyon ve resim, mektup, giinliik, siir ve gazete, gezi
sirasinda toplanan belgeleri sinifa sunmak, sergi agmak, drama teknigini kullanmak ve sozlii sinav
yapmaktir.

Tlkokul 6gretmenlerinin diisiincelerinden olusturulan kategoriler ile ilgili olarak ifadelerine érnekler:
Zeynep Ogretmen: “Ogrenciler igin yemek yenilecek yer dnceden hazirlanmali, planlar yapilmali,
gerekli yerlerden izinler alinmalidir.”

Ismail Ogretmen: “Hedef belirlenmeli, veli, idare izinleri alinmali, gezi plani hazirlanmali ve kisisel
ihtiyaglar karsilanmalidir. Hava durumuna 6nceden bakilmali ve 6gretmen gezi yerini dnceden gidip
fiziki sartlarini kontrol etmelidir.”

Bengisu Ogretmen: “Veli izni alinmali ve gerekli yazismalar yapilmalidir. Gezi yapilacak yer dgrenci
seviyesine uygun olmalidir. Ogretmen 6n hazirlik yaparak olas1 durumlara kars: énlemler alinmalidar.
Gezi yapilacak yerden beklentiler ilgili yerlere bildirilmeli rehber ayarlanmalidir. Ogrencinin 6n
bilgileri kontrol edilmelidir.”
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Neziha Ogretmen: “Plana gore hareket edilmeli yeri geldiginde esnek davranilmali gezi eglenceli hale
getirilmelidir.”

Hamza Ogretmen: “Gezi sirasinda da bilgilendirmeler yapilmali, yapilan planlamalarin sirasinin digma
cikilmamaly, kiiciik gruplar olusturulmalidir.”

Murat Ogretmen: “Gezi aninda fotograf ve video cekmeye Ozen gosteririm. Giivenlige 6zen
gosterilmelidir. Rehber kullanilmali ve gezi sirasinda notlar alinmalidir.”

Yunus Ogretmen: “Ogrenci siiregte ¢ok sikilmamali, zevk ve eglence boyutu unutulmamali.”

Burak Ogretmen: “Resim ¢izdirilebilir, siir veya kompozisyon yazdirilabilir, drama yaptirilabilir.”
Hasan Ogretmen: “Cocuklara neler hissettiklerini eve gittiklerinde yazip bana getirmelerini isterim.
Gezi amacina ulagmis mi, eksik yaptigimiz seyler var mi bunlar belirlemeye ¢aligirim.”

Simge Ogretmen: “Mektup yazdirilabilir, albiim yaptirilabilir.”

Hatice Ogretmen: “Hayal ettirilmelidir, giinliik tutturulabilir, gezi kosesi olusturulabilir, gazete
cikarilabilir.”

Ramazan Ogretmen: “Geri doniit almak i¢in sorular yonelterek amaca ulasip ulasiimadigini tespit
ederim. Gezi sirasinda en ¢ok akillarinda kalan yerleri anlatmalarini isterim.”

Nur Ogretmen: “Drama yaptirilip diger simiflara sunulabilir. Resim calismasi yaptirilabilir. Okulda
sergi agilabilir.”

Okul Dis1 ()grenme Cevrelerini Tercih Ederken Dikkat Edilenler

Okul dis1 6grenme cevrelerini tercih ederken dikkat edilenler ile ilgili bulgular Sekil 3’te sunulmustur:

Kazanimlara uygun olmasi (11)

Ulagim olanag (9) Maddi boyutu (6)

Ogrenciye gorelik (5) Gtivenli olmasi (5)

—

Tercih Ederken Dikkat Edilenler

& T~
Islevsel olmasi (4) Eglenceli olmast (3)

Hava durumu (2) Tarihsel boyutu (1)

Prosediir boyutu (1) Yasama yakin olmasi (1)
Sekil 3. Okul Dis1 Ogrenme Cevrelerini Tercih Ederken Dikkat Edilenler

Sekil 3’e gore ilkokul 6gretmenleri okul dis1 6grenme gevrelerini tercih ederken 11 kategori altinda
toplanan ozellikleri dikkate almaktadirlar. Bu kategorilerden “kazanimlara uygunluk™ ifadesi 11 kez
ile en ¢ok ifade edilen kategori olmustur. Bu kategoriyi 9 kez ile “ulagim olanag1”, 6 kez ile “maddi
boyutu”, 5 kez ile “Ogrenciye gorelik” ve “gilivenli olmas1” 4 kez ile islevsel olmasi, 3 kez ile
“eglenceli olmas1”, 2 kez ile “hava durumu” takip ederken “yasama yakin olmas1”, “tarihsel boyutu”
ve “prosediir boyutu” 1 kez ile en az ifade edilen kategoriler olmustur.

Tlkokul 6gretmenlerinin diisiincelerinden olusturulan kategoriler ile ilgili olarak ifadelerine érnekler:
Yunus Ogretmen: “Oncelikle kazanimlara uygun olmasina dikkat ediyorum.”

Murat Ogretmen: “Ogretici olmasina, yasama yakin olmasina ve giincel ziyaretler yapmaya 6zen
gosteririm. Glindemde olan yerlere gezi diizenlenebilir.”

Zeynep Ogretmen: “Ilk olarak ekonomik, giivenli ve miifredat ile alakali yerler olmasina dikkat
ediyorum.”

Derya Ogretmen: “Giivenli olmas1, yakin olmasi ve miifredat ile alakali olmasina dikkat ederim.”
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Okul Disi Ogrenme Cevrelerinin Kullammmim Ogrenci ve Ogretmen Acisindan
Faydalar1 ve Simirhliklar

Aragtirmanin nitel veriler ile toplanan dordiincii ve besinci alt problemine (Hayat bilgisi dersinde
ilkokul 6gretmenlerinin; okul dis1 6grenme ¢evrelerinin kullaniminin 6grenci ve 6gretmen agisindan
fayda ve sinirliklar konularinda degerlendirmeleri nelerdir?) yonelik bulgular Sekil 4’te sunulmustur:

Okul Disi Ogrenmenin Faydalar ve Smirhhklar

Faydalan

|
|

( o )
Ogrenci i¢in Ogrenci i¢in Ogretmen lcin

L
L

AN

Sekil 4. Okul Dis1 Ogrenme Cevrelerinin Kullanimmin Ogrenci ve Ogretmen Agisindan Faydalari ve
Smirliliklari

Sekil 4’e¢ gore ilkokul Ogretmenlerinin hayat bilgisi dersinde okul dist1 6grenme ¢evrelerini
kullanmalarimin 6grenci acisindan faydalarina yonelik diisiincelerinin 15, smirliliklara yonelik
diisiincelerinin 13 kategori altinda toplandig1 goriillmektedir. Faydalarina iligskin kategorilerden kisisel
ozellikleri gelisir ve somut 6grenme gerceklesir en ¢ok ifade edilenlerdir. Bunlar sosyal geligimi,
bilginin kaliciligini, ilgi ve motivasyonu, merak duygusunu artirir, arastirma becerilerini, istendik
davraniglari, lider 6zelligini gelistirir, 6grenmeyi kolaylastirir, eglenerek 6grenme gerceklesir, cevreyi
tanir, yeni 6grenmeler gerceklesir, vizyon katar ve 6grenmeleri pekisir kategoriler izlemistir.

[lkokul dgretmenlerinin hayat bilgisi dersinde okul dis1 6grenme gevrelerini kullanmalarmin 6grenciler
acisindan smirhliklar; yanhs bilgi edinimi, maddi sikitilar, fiziksel yorgunluk, katilamayan
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ogrencilerin varligi, zaman sikintisi, giivenlik sorunlari, miidahaleye maruz kalmak, saglik sorunlar
olan Ogrenciler, ilgilerini ¢ekmemesi, 0grenciye gore olmamasi, &grencilerde Ozgliven gelisimini
olumsuz etkilemesi, kazanim digina ¢ikilmasi ve kalabalik siniflar seklindedir.

Tlkokul 6gretmenlerinin diisiincelerinden olusturulan kategoriler ile ilgili olarak ifadelerine érnekler:
Muhammed Ogretmen: “Gordiiklerinin ve yasadiklarinin daha kalict olmasii saglar, dzgiivenleri
gelisir, odaklanmalar1 kolaylasir, aragtirma ve inceleme becerileri gelisir.”

Hatice Ogretmen: “Empati duygusu gelismis olur, algilari daha agik hale gelir. Sosyal becerileri
geligir. Kisisel gelisimine katki saglar. Liderlik becerileri gelisir. Pasif 6grencilerin daha aktif
olmalarini saglar.”

Dudu Ogretmen: “Ogrenciler yanlis bilgiler edinebilirler ve saglik sorunu olan dgrenciler ortamda
sorun yasayabilirler.”

Hasan Ogretmen: “Cocuklar1 sosyal ¢evreye cikardigimiz icin olumsuz drnekler ile de kars: karsiya
getirmis oluyoruz.”

Hatice Ogretmen: “Biz her ne kadar kontrol altinda tutmaya calissak bile olumsuz ortamlar ile kars:
karsiya kalabilirler. Serbest zaman tanidigimizda goézetim disinda ¢ocugun zararli seyler yemesi
olumsuz durumlar yaratabilir.”

Zeynep Ogretmen: “Katilamayan &grenciler agisindan sikinti olabilir.”

Mehmet Ogretmen: “Ogrenci ilgisine gore konu, kazanim disina ¢ikabilir.”

[lkokul 6gretmenlerinin hayat bilgisi dersinde okul dis1 6grenme gevrelerini kullanmalarmin dgretmen
acisindan hem faydalarina hem de simirliliklarina yonelik diistinceleri 9’ar kategori altinda
toplanmigtir.

Faydalarna iliskin kategoriler; tekdiizeligi ortadan kaldirir, 6gretmenin isini kolaylastirir, yeni bilgiler
Ogrenir, davraniglar gézlemler, zaman kazanir, kalic1 6grenmeyi saglar, 6grencilere rol model olur,
motivasyonu arttirir, daha ¢ok Ogrenciye hitap eder olarak ortaya ¢ikmistir. Smurliliklarina yonelik
kategoriler ise imkanlarm smirli olmasi, yorucu olmasi, sorumluluk, grup hakimiyeti, biirokrasi,
giivenlik problemleri, olumsuzluklarin kestirilememesi, ulasim sorunlart ve yeterli bilgiye sahip
olmamasidir.

Tlkokul 6gretmenlerinin diisiincelerinden olusturulan kategoriler ile ilgili olarak ifadelerine érnekler:
Ahmet Ogretmen: “Ogretmenin isini kolaylastirir, tekdiizeligi ortadan kaldirir.”

Murat Ogretmen: “Ogrenmelerin eglenceli hale gelmesini saglar, kalici 6grenmeler gergeklesir ve
Ogretmeni materyal hazirlamaktan kurtarir.”

Burak Ogretmen: “Ogretmenin kendini gelistirmesini saglar.”

Dudu Ogretmen: “Ogretmende bu gezilerde yeni bilgiler grenme firsati bulabilir ve ayn1 zamanda
ogrencilere model olarak aktif 6grenmeyi gerceklestirir.”

Huriye Ogretmen: “Ogrencileri daha iyi tanima firsati bulur. Bilmediklerinin farkina varir.”

Mustafa Ogretmen: “Zaman kazanir, davranislar1 gozlemleme sansi yakalar.”

Ismail Ogretmen: “Yorucu olmasi, ekonomik yetersizlikler, temel ihtiyaglarin karsilanmamasi, ulasim,
izinler alinirken sorunlar ¢ikmasi.”

Neziha Ogretmen: “Maddi, fiziksel yorgunluk, dis ortamdaki her seyi kontrol etme sansimiz
olmayabilir.”

Hatice Ogretmen: “Sorumluluk, maddi yiikiimliiliik.”

Bengisu Ogretmen: “Maddi yiikiimliiliik baz1 gezilerde 6grenci getirmediginde sahsen dayanamayip
kendim veriyorum, 6gretmene yiiklenen sorumluluk.”

Hasan Ogretmen: “Izinlerin alinirken sorunlar gikmasi.”

Mustafa Ogretmen: “Yeterli imkanlar saglanmadiginda 6gretmen tek kalabilir.”

Ahmet Ogretmen: “Gruplarla yapilacak grenmede kontrol zorlagir.”

Sonuc¢ ve Tartisma

[lkokul &gretmenlerinin okul dig1 6grenme gevrelerine egitim amagh gezi diizenleyebilme 6z yeterlik
inanglar1 olumlu diizeyde yiiksektir ve 6lgekten elde edilen genel aritmetik ortalamaya gore de Oz-
yeterlik inanglar1 “genellikle” boyutundadir. ilkokul dgretmenlerinin okul disi 6grenme gevrelerine
egitim amach gezi diizenleyebilme Oz-yeterlik inanglarinin cinsiyetlerine gore anlamlhi diizeyde
degismedigi sonucuna ulagilirken 6gretmenlerin meslekteki kidem diizeylerine gore anlamli diizeyde
degistigi tespit edilmistir. Arastirmada en ist kidemdekiler hari¢ olmak iizere kidem artik¢a gezi
diizenleyebilme Oz-yeterlik inancinin arttigi goriilmiistiir. Bu sonucun alan yazinda Temel ve
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Koélemen’in (2021), Pekin ve Bozdogan’in (2021) ¢alisma sonuglan ile ortiistligii goriiliirken Sontay,
Tutar ve Karamustafaoglu'nun (2016) ve Uzbilir Ozgelik’in (2018) calisma sonuglari ile
ortiismemektedir.

Bandura (1995) ve Pajares (2002) bireylerin 6z yeterlik inancinin kaynagi olarak; dogrudan
deneyimleri, dolayli yasantilari, sdzel ikna ve bireylerin psikolojik durumlarn olarak agikladigi
gorlilmektedir. Bu noktadan hareket ile elde edilen bulgulardan cikarilan sonuglarin daha net
anlagilmasi i¢in 6z-yeterlik inancina kaynaklik eden bu dort oge ile tartisilmasinin yerinde olacagi
diistiniilmektedir.

1-5 yil arasi deneyime sahip ilkokul 6gretmenlerinin en diisiik diizeyde sira ortalamalarina sahip
oldugu goriilmektedir. Bu noktada 1-5 y1l kideme sahip olan 6gretmenler ile 6-10 y1l, 11-15 yil ve 16-
20 yil kideme sahip olan &gretmenlerin egitim amach gezi diizenleyebilme oz-yeterlik inanglar
arasinda ¢ikan anlaml farkliliin nedeni olarak 6z-yeterlik inancina kaynaklik eden, 6gretmenlerin
dogrudan deneyimi ve dolayli yasantilar1 gosterilebilir. Nitekim meslek hayatinin ilk yillarinda olan
ogretmenler i¢in dogrudan deneyim ve dolayli yasantilarin heniiz olgunlasmadigi ve onlara yeterli
diizeyde deneyimsel kaynak saglamadigi c¢ikarimi yapilabilir. Usher ve Pajares (2008) var olan 6z
yeterlik inanglarin ge¢cmis deneyimleri ile iligkili oldugunu vurgulamaktadir. Benzer sekilde Bandura
(1986) bireylerin sergiledikleri performans sonucu elde ettikleri deneyimlerin onlarin 6z yeterlik inang
diizeylerini olumlu yonde arttirdigini ifade ettigi goriilmektedir. Bununla birlikte alan yazinda mesleki
deneyim ile 0gretmen 6z-yeterliginin iliskili oldugunu betimleyen c¢alismalarin oldugu goriilmektedir
(Chester ve Beaudin, 1996; Cousins, Ross ve Gadalla, 1996; Kartal, Temelli ve Sahin, 2018). Bu
calismanin bulgularindan elde edilen sonuglar incelendiginde olgekte yer alan “geziden elde ettigim
bilgi ve deneyimle daha sonra yapilacak geziler icin etkili fikir ve diisiinceler ortaya koyabilirim”
maddesinin puan ortalamasinin her zaman diizeyinde ¢ikmasi ¢alisma sonucu ile alan yazinda ortaya
konan 6z yeterlik inang diizeyinin bireylerin sahip olduklari deneyimler ile dogru orantili oldugu
savini destekledigi ¢ikarimi yapilabilir. Bunun yaninda alanyazinda mesleki deneyim ile 6zyeterlik
arasinda anlamli bir iligki olmadigini gosteren ¢aligmalar da vardir (Sahin, Gokkurt ve Soylu, 2014;
Kaya, 2019). Yapilan bu caligmalardaki 6z yeterlik diizeylerinin dogrudan okul disi 6grenme
cevrelerine egitim amacgh gezi diizenleyebilme 6z yeterlik inanglan ile ilgili olmamasi, 6zyeterlik ile
mesleki deneyim arasindaki iligki iizerine yeni aragtirmalara ihtiyag oldugunu gosterebilir.

Buna karsin 21 yi1l ve iistii kideme sahip 6gretmenlerin 6z-yeterlik inang diizeylerinin 6-10 yil, 11-15
yil ve 16-20 yil kideme sahip olan 6gretmenlerden diisiik ¢iktig1 goriillmektedir. Bu noktadan hareketle
ogretmenlerin egitim amach gezi diizenleyebilme 6z-yeterlik inang diizeylerindeki ivmenin 20 yildan
sonraki meslek hayatlarindan itibaren negatif yonde seyretmesi 6gretmenlerin tiikenmislik ve mesleki
doyum noktasina erigsmesi ile agiklanabilir. Tiirk (2008), yaptig1 bir arastirmada sinif 6gretmenlerinin
0z yeterlik diizeylerinin mesleki deneyimlerine gore farklilastigimi, 6z yeterlik inanci ile mesleki
doyum arasinda diisiik seviyede ters yonlil bir iligki tespit etmistir. Nitekim bireyler dogas1 geregi
somut ya da soyut, sozel ya da sozsiiz iletisim, olay, olgu ve ¢atigmalardan etkilenebilen bir canlidir
(Kulualp, 2019; Karagiil, 2018). Bu baglamda alan yazinda 6gretmenlerinin mesleki hayatlar1 boyunca
psikolojik olarak bir¢ok faktdrden etkilendigi ortaya konmustur (Korkut ve Babaoglan, 2012; Kagar ve
Beycioglu, 2017; Uline, Miller ve Tschannen Moran, 1998). 20 yil ve {izeri mesleki deneyime sahip
olan &gretmenlerin onlara kiyasla daha az deneyime sahip Ogretmenlere gbére daha fazla mesleki
deformasyona maruz kaldigi diisiiniildiigiinde ¢alisma sonucu elde edilen bulgularin alan yazinla
ortlistiigii sOylenebilir. Nitekim Bandura (1995) ve Pajares (2002) 6z yeterlik inancina kaynaklik eden
ogeleri aciklarken psikolojik durumu 6z yeterlik inancina kaynaklik eden temel faktdrlerden biri
olarak siralamislardir. Bu noktadan hareket ile 20 yil ve {izere mesleki kideme sahip olan ilkokul
ogretmenleri disiiniildiiglinde egitim amagli gezi diizenleyebilme 6z-yeterlik inang diizeylerindeki
asag1 yonlii ivmenin sebebi olarak, ilkokul 6gretmenlerinin meslek hayatlar1 boyunca yasadiklar ve
kars1 karsiya kaldiklari olumsuz durumlar gosterilebilir. Nitekim bu siirecte yasadiklar1 her aksilik ve
olumsuz deneyim onlarin psikolojik durumlarini negatif yonde etkiledigi ¢ikarimi yapilabilir. Caligma
kapsaminda diisliniildiigiinde puan ortalamasi diisilk ¢ikan maddeler igin Ggretmenlerin siiregte
yasadiklar1 olumsuz deneyimlerin buna etki ettigi soylenebilir.

Ilkokul &gretmenlerine gére hayat bilgisi dersinde okul disi dgrenme cevrelerinden faydalanmay1
simirlandiran durumlar; maddiyat, resmi prosediir, 0gretmen Ozellikleri, velilerin tutumu, okul
yonetimi, miifredat, ulasim, toplumsal gorii, riskler, kurumlarin ilgisizligi, beklentiyi karsilamamast,
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imkanlarin sinirlt olmasi, simif mevcutlari, kazanim dig1 olumsuz davraniglarin yaganmasi ve 6grenci
ozellikleridir.

Arastirmaya katilan ilkokul 6gretmenleri, okul dis1 6grenme cevrelerinden faydalanmay1 siirlandiran
durumlardan ilkini maddiyat ikincini ise resmi prosediir olarak belirtmislerdir. Nitekim Kaspar (1998)
yaptig1 bir arastirmada Ozellikle devlet okullarindaki ilkokul 6gretmenlerini bilimsel alan gezisi
yapmaktan alikoyan engellerden birinin biitce konular1 oldugunu tespit etmistir. Konu ile ilgili olarak
Derya kodlu 6gretmen “Ekonomik sikintilar, miifredat, biirokratik izinler, ulagim, veli beklentisi,
yoneticilerin 6gretmenlerin yaninda olmamasi... Siniflar olduk¢a kalabalik bu tarz etkinlik yapmak
istedigimizde ogretmen tek bagma yeterli olmuyor.”, Ismail kodlu 6gretmen “Miifredat, konu
yogunlugu, ekonomik sikintilar, biirokratik izinler, ulagim, servis sorunu, sistemin getirdigi
zorunluluk.”, Simge kodlu 6gretmen “Maddi sikintilar en biiyiik problem iicretsiz olan gezilere herkes
katilmak isterken para devreye girdiginde katilim azaliyor. Sonra ise biirokrasi devreye giriyor.
Insanlarin gezi karsisindaki tutumlari, yoneticilerin bakis agis1 6grenmeye karsi olan tutumlarr da
siirliliklart arasinda. Kiiglik ilgelerde ayrica cocuklart il digina geziler diizenlemeye layik
goriilmedigini hissediyorum. Kazanimlar islenmeden 6nce gezi talebinde bulunuyoruz bundan aylar
gegiyor ancak cevap alabiliyoruz hali ile kazanimin zamani ge¢mis oluyor.” goriislerini ifade
etmislerdir. Okul dig1 6grenme ¢evreleri ile ilgili 6gretmen goriislerinin alindig1 baz1 ¢calismalarda da
benzer bulgularin yer aldig1 ve 6gretmenlerin brang fark etmeksizin okul dig1 6grenme ¢evrelerinden
faydalanmak istediklerinde karsilarina ¢ikan smirliliklarim maddi boyut, resmi prosediir, zaman
sikintist, miifredat yogunlugu ve veli tutumu oldugu goriilmektedir (Sahin, 2019; Pekin ve Bozdogan,
2021; Torun, 2021; Yasar Cetin, 2021).

Aragtirmanin 6nemli sonuglarindan biri okul digi 6grenmenin uygulama adimlarinda yapilmasi
gereken is ve islemlerdir. Ilkokul dgretmenleri, hayat bilgisi dersinde okul dig1 6grenme gevrelerinden
faydalanmada hazirlik agamasinda 12, okul dis1 6grenme ¢evresinde egitim 6gretim etkinlikleri 14 ve
okul dis1 6grenmede dlgme ve degerlendirme etkinlikleri 6 ana bashikta ifade etmislerdir. Ilkokul
Ogretmenlerine gore okul disi 6grenme cevrelerinden faydalanmada uygulama adimlari basliklar
halinde agagidaki gibidir.

Hazirlik asamasinda yapilacaklar sunlardir: izinler (veli ve idari izinler), gidilecek yer ile iletisime
geemek, gezi rehberi ayarlamak, planlama yapmak, gidilecek yer ile ilgili 6n bilgiler vermek, konu ve
amac1 belirlemek, ulasim aracimi ayarlamak, biit¢eyi ayarlamak, giivenlik tedbirleri almak, gezi
kurallarimi belirlemek, 6grencileri siirece dahil etmek ve 6grenci dzelliklerini belirlemek,

Okul dis1 6grenme cevresinde egitim Ogretim etkinlikleri sunlardir: planlamaya uymak, giivenlik
tedbirleri almak, temel ihtiyaglar karsilamak, eglenceye yer vermek, soru cevap teknigini kullanmak,
ogretmeni aktif kilmak, kurallara uymak, siireci esnek kilmak, veli yardimi almak, not alinmasini
saglamak, gezi rehberinden faydalanmak, fotograf ve video kayitlar1 alinmasimi saglamak, kiiciik
Ogrenci gruplart ile hareket etmek ve ara ara bilgilendirmeler yapmak

Okul dis1 6grenmede 6lgme ve degerlendirme etkinlikleri sunlardir: degerlendirme yapmak, geziyi
yazili bir sekilde anlatmalarimi saglamak (kompozisyon, resim, mektup, giinliik, siir, gazete), gezi
sirasinda toplanan belgeleri sinifa sunmak, sergi agmak, drama teknigini kullanmak ve sozlii siav
yapmak.

[lkokul gretmenlerinin hayat bilgisi dersinde okul dis1 grenme gevrelerinden faydalanmadan 6nce
yapilmas1 gerekenler ile ilgili yukarida belirttikleri unsurlarin tamamimin alan yazinda okul dist
O0grenme cevrelerinden faydalanmadan Once yapilmasi gerekenler seklinde betimlendigi
anlagilmaktadir (Ata, 2002; Bozdogan, 2007; Lagin Simsek, 2011; Tay, 2020). Bununla birlikte
ilkokul 6gretmenlerinin okul dis1 6grenme g¢evrelerinden faydalanmadan once yapilmasi gerekenlerde
ilk siray1 “izinler” basghgmnin aldig1 goriilmektedir. Alan yazinda 6zellikle izinler ile ilgili bir kitap
boliimiinlin yer aliyor olmasi (Akdag, 2015) dgretmenlerin vurgusunun ne denli yerinde oldugunu
gostermektedir. Nitekim odak grup goriismelerinin tamaminda O6gretmenlerin izinler konusunu 6n
plana c¢ikardigi ve Muhammed, Huriye, Burak, Zeynep, Hasan, Murat, ismail, Yunus, Ramazan,
Bengisu ve Simge 6gretmenlerin bu konuyu 6zellikle belirtikleri goriilmiistir.

Arastirmada kullanilan 6l¢ekte yer alan “Gezi Oncesi Ogrenci ihtiyaclarmin belirlemesinde yeterli
olmayacagimi diisiinmiiyorum.” maddesine 6gretmenlerin “nadiren” “Gezi Oncesi plan (gidis yolu,
stiresi, ulagim vasitalari, hareket saatleri, 6grenci sayilari, gezi ticretleri vs.) hazirlamada zorlanacagim
diistiniiyorum.” maddesine “higbir zaman” “Gezi Oncesi Ogrencilere gerekli aciklamalar1 (nigin
gidilecek, ne tiir caligmalar yapilacak, uyulmas: gereken kurallar vs.) yaparken yetersiz kalabilirim.”
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maddesine “hicbir zaman” “Gezi Oncesi gerekli rehber ihtiyacimi karsilayabilirim.” maddesine
“genellikle” “Gezi yerinden (varsa) randevularin alinmasi ve gezi yerindeki yetkililerin
bilgilendirilmesinde (6&renci sayisi, gezi giinii, saati vs.) giiclik cekmem.” maddesine ise “genellikle”
diizeyi ile cevap verdikleri tespit edilmistir. Bu baglamda ilkokul 6gretmenlerinin okul dig1 6grenme
cevrelerinden faydalanmadan Once yapilmasi gerekenleri uygulamaya koyabilecekleri, 6z yeterlik
diizeyindeki 1ilgili maddelere verdikleri cevaplar ile anlagilabilir. Bagka bir deyisle ilkokul
Ogretmenlerinin okul dis1 O0grenme c¢evrelerine yapilacak etkinliklerin Oncesinde yapilmasi
gerekenlerle ilgili olarak yeterli 6z yeterlik diizeyine sahip olduklari sdylenebilir.

Ilkokul 6gretmenlerinin hayat bilgisi dersinde okul dist &grenme gevrelerinden faydalanirken
yapilmasi gerekenleri 14 maddede ifade ettikleri goriilmektedir. Bu maddelerden “planlama yapmak”
bashigr ilkokul Ogretmenleri tarafindan sekiz kez ifade edilmistir. Nitekim gezinin Ogretmenin
hazirlamis oldugu plan ¢ergevesinde olmasi onun daha sistemli olarak siirdiiriilmesini saglar (Tay ve
Ugus, 2015). Odak grup goriigmesine katilan gretmenlerden Burak Ogretmen: “Plana uygun hareket
edilmeli. Ogrencilere soru sorma rahatligi verilmeli, yeri geldiginde 6gretmen dikkatlerini gekmek,
merak uyandirmak icin kazanimlara uygun soru sormalidir.” ve Huriye Ogretmen: “Plana uygun
hareket edilmeli ve yeri geldiginde esnetmeler yapilmalidir. Siire kisith oldugu durumlarda dénemli
gorlilmesi gereken yerlere Oncelik verilmelidir.” ifadelerinde bulunduklart goriilmektedir. Giirsoy
(2018) calismasinda gezi Oncesi yasanan sorunlarin, gezi esnasinda keyif alinmamasina ve gezi
stirecinin gereksiz goriilmesine neden oldugunu belirtmektedir. Buradan hareketle gezi animnin iyi
gegmesi i¢cin gezi Oncesinin de iyi planlanmasi gerektigi sOylenebilir. Asagida yer alan Hatice
Ogretmenin ifadelerinden de gezi Oncesinin gezi siirecini etkileyecegine dair 6rnek ifade olarak yer
verilebilir. Hatice Ogretmen: “Ogretmen gezi oncesinde iyi dinlenmis olmalidir. Ogretmen ve
partnerleri (veli, yOnetici, rehber) gezi esnasinda pozitif olmalidir. Gezi sirasinda gerekli
yonlendirmeler giizel ayarlanmalidir. Kazanimlara uygun sorular yeri geldiginde sorulmali agiklamalar
yapilmalidir. Gereksiz anlatimlardan kagimilmalidir. Bazi gezilerde 6grencilere not almalari igin
imkanlar verilebilir ama il dis1 gezilerde zaman kaybi ve yiik olabiliyor defter kalem tagimak.” DeWitt
ve Storksdieck (2008) bilimsel alan gezilerinde; gezi kurgusunun 6zgiin olmasmin, gezi adimlarinin
Ozenle belirlenmis olmasinin, 6grencilerin hazir bulunusluk diizeylerinin dikkate alinmasinin ve gezi
planin hazirlanmasinin biiylik 6nem tasidigini ve gezi i¢in hazirlanan kurgunun eksiksiz bir sekilde
uygulanmasi gerektigini belirtmislerdir. S6z konusu 6zelliklerin ilkokul 6gretmenleri tarafindan da
ifade edildigi goriilmektedir.

Arastirmada kullanilan 6lgekte yer alan “Gezi yerinde Ogrencilere rehberlik etmekte zorlanirim”
maddesine “nadiren” ”Gezi yerindeyken 6grencilerin ¢alisma yapraklarini cevaplamalarini saglamada
zorlanirim” maddesine “nadiren” “Gezi alaninda Ogrencilerin aktif katilimimi saglayarak pratik
beceriler kazanmalarmi saglayabilirim” maddesine “genellikle” “Gezi esnasinda 6grencilerin sosyal
etkilesimde bulunmalarini saglayabilirim” maddesine “genellikle” “Gezi yerinde 6grencilere eglenerek
ogrenme firsat1 saglamakta zorluk g¢ekerim” maddesine “nadiren” “Ogrenci sayisi fazla olsa bile gezi
alaninda kontrolii saglayabilirim” maddesine “genellikle” “Gezi esnasinda Ogrencilerin somut
deneyimler kazanmalarini saglayabilecegimden emin degilim” maddesine “hi¢cbir zaman” “Gezi
esnasinda 6grencilerin elestirel diisiincelerini gelistirebilirim” maddesine “her zaman” “Gezi alaninda
ogrencilere olumlu ve sicak bir sekilde yaklagabilecegime inancim tamdir” maddesine “her zaman”
“Gezi esnasinda Ogrencilere cesitli sorular yonlendirip bilgiye ulagmalarimi saglamada kendime
giivenirim.” maddesine “her zaman” “Gezi alaninda Ogrencilerin motivasyonlarin1 iist diizeyde
tutmakta zorluk ¢ekerim” maddesine ise “hi¢bir zaman™ diizeyi ile cevap verdikleri tespit edilmistir.
Oz yeterlik inang dlgegindeki s6z konusu maddelere ilkokul &gretmenlerinin verdikleri cevaplar ile
odak grup goriismelerinde belirttikleri 6zelliklerin birbirini destekledigi sdylenebilir. Nitekim ilkokul
ogretmenlerinin okul dist 6grenme c¢evrelerinden faydalanirken yapilmasi gerekenleri dogru
betimlemis olmalar ile okul digi 6grenme ¢evrelerine gezi diizenleyebilme 6z yeterlik dlgeginde yer
alan gezi sirasinda yapilmasi gerenlere yonelik inang diizeyleri birbirini agiklar durumdadir. Baska bir
deyisle ilkokul 6gretmenlerinin dig1 6grenme cevrelerinde yapilacaklar ile ilgili yeterli 6z yeterlik
diizeyine sahip olduklar1 sdylenebilir.

Okul dig1 6grenme ortamlarina yapilan gezilerin, en uygun 6grenme deneyimini saglamasi i¢in ziyaret
oncesi ve sonrast aktivitelerle desteklenmesinin olduk¢a 6nemli oldugu belirtilmektedir (Kisiel, 2003).
Aciklamadan hareketle ilkokul Ogretmenleri, okul dis1 Ogrenme ortamlarina yapilan gezilerin
etkililigini artirmak i¢in gezi sonrasinda yapilmasi gerekenleri literatiire uygun olarak yaptiklarini
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belirtmiglerdir (Ata, 2002; Bozdogan, 2007; Lacin Simsek, 2011; Tay, 2020). Bununla birlikte
ogretmenlerin 17 kez “degerlendirme yapilmali” ifadesini kullandiklar1 goriilmektedir. Bu
degerlendirmeyi sadece not vermek olarak diislinmeyip Hasan &gretmeninin “Cocuklara neler
hissettiklerini eve gittiklerinde yazip bana getirmelerini isterim. Gezi amacina ulagsmis mi, eksik
yaptigimiz seyler var mi bunlan belirlemeye c¢alisinm.” ifade ettigi gibi gezinin amacina ulasip
ulagsmadigini anlamak agisindan da dnemli olacaktir. Degerlendirme boyutunun Mustafa §gretmenin
belirttigi gibi “Degerlendirme (gezi aninda, aralarinda, gezi sonrasinda)” tek boyutlu olmamasi da
olaylarin sicagi sicagina degerlendirilmesini saglayip bir sonraki geziler icin tecrilbbe olacagi
diisiiniilebilir.

Ilkokul &gretmenlerinin sdylemleri incelenecek olursa Burak Ogretmen: “Resim ¢izdirilebilir, siir
veya kompozisyon yazdirilabilir, drama yaptirilabilir.” Nur Ogretmen: “Drama yaptirilip diger
siniflara sunulabilir. Resim ¢alismasi yaptirilabilir. Okulda sergi agilabilir.” ve Murat Ogretmen: “Gezi
sirasinda g¢ekilen fotograflar smifta sunmak, sergi agmak. Sinifta soru cevapl degerlendirmeler yapip
cocuklarda nasil bir etki biraktigini tespit etmek gerekir.” ifadelerinde &grencilerin sosyal gelisimini
destekleyecek ve disiplinlerarasi caligmalar yapmalarini 6nerdikleri goriilmektedir.

Arastirmada kullanilan 6lgekte yer alan “Gezi sonrasinda gezinin amaclaria ne derece ulastigini tespit
etmekte zorluk ¢ekerim” maddesine 6gretmenlerin “hi¢bir zaman”, “Geziden dondiikten sonra geziyi
ogrencilerimle degerlendirmede (tartigma, proje, kompozisyon vs.) zorluk ¢ekmem” maddesine
“genellikle” “Gezide ¢ekilen fotograflarin okul panolarinda sergilenmesi noktasinda giigliik ¢ekerim”
maddesine ise “hi¢cbir zaman” diizeyi ile cevap verdikleri tespit edilmistir. Bu baglamda ilkokul
ogretmenlerinin okul dis1 6grenme ¢evrelerinden faydalandiktan sonra yapilmasi gerekenler ile ilgili
0z yeterlik diizeylerinin odak grup goriismelerindeki betimlemeleri ile birbirini destekledigi
goriilmektedir.

Ilkokul dgretmenlerine gore hayat bilgisi dersinde okul dis1 dgrenme cevrelerini tercih ederken dikkat
edilmesi gerekenler; kazanimlara uygunluk, ulasim olanagi, maddi boyutu, 6grenciye gorelik, glivenli
olmasi, islevsel olmasi, eglenceli olmasi, hava durumu, yasama yakin olmasi, tarihsel boyutu ve
prosediir boyutudur.

Arastirmanin bulgularina gore ilkokul 6gretmenlerinin okul disi 6grenme cevrelerini tercih ederken
dikkat edilmesi gereken Ozelliklerden “kazamimlara uygunluk” 6zelligine vurgu yaptiklarn
goriilmektedir. Tay ve Ugus’a gore (2015) 6grenme temalarini iginde barindiran bazi soyut kavramlar
ya da ¢ocuklar i¢in yeterince igsellestirip anlamlandirilmayan durumlar, alan gezisi yoluyla
derinlemesine ogrenilerek igsellestirilmesi saglanabilir. Ogrenme temalar iginde yer alan soyut
kavramlar kazanimlarin soyut kavramlar1 barindirdigimi isaret etektedir. Kazanimlarda yer alan bu
soyut kavramlarin &grenciler tarafindan igsellestirilmesinde okul disi 6grenme ¢evrelerinin 6nemi
vurgulanmaktadir. Bu baglamda okul dis1 6grenme ¢evrelerini tercih ederken dikkat edilmesi gereken
ozelliklerden kazammlara uygunluk boyutunun dikkate almmasi gerektigi soylenebilir. Ornegin
Bengisu 0gretmen “Kazanimlar agisindan fayda zarar iliskisine bakarak yani bu kazanimi okulda da
kazandirabilirim okul disinda da hangisi daha verimli olur.” ifadesiyle okul dis1 6grenme ¢evrelerini
tercih ederken dikkat edilmesi gereken ilk 6zelligin kazanimlara uygunluk oldugu anlagiimaktadir.
Bununla birlikte alan yazinda okul dis1 6grenme ¢evreleri ile ilgili 6gretmen goriislerinin alindig1 bazi
calismalarda da benzer bulgularin yer aldig1 ve 6gretmenlerin brans farketmeksizin okul dis1 6grenme
cevrelerini tercih ederken ders konularia ve 6grenci seviyesine uygun, 6grenmeyi destekleyen, aktif
O0grenme imkanlar1 saglayan, ulasimi kolay yerleri tercih ettikleri tespit edilmistir (Cetin, Kus ve
Karatekin, 2010; Malkog ve Kaya, 2015; Yasar Cetin, 2021).

Ilkokul 6gretmenleri, hayat bilgisi dersinde kullamlacak okul dig1 6grenme gevrelerinin dgrencilere
saglayacag1 faydalar; kisisel ozellikleri ve istendik davramiglar gelisir, somut 0grenme, eglenerek
ogrenme ve yeni dgrenmeler gerceklesir, sosyal gelisimi, bilginin kaliciligini, merak duygusunu, ilgi
ve motivasyonu artirir, arastirma becerilerini ve lider dzelligini gelistirir, 6grenmeyi kolaylastirir,
gevreyi tanir, vizyon katar ve 6grenmeleri pekisir seklinde betimlemislerdir.

Ogrenci agisindan smirliliklart ise yanlis bilgi edinimi, maddi sikintilar, fiziksel yorgunluk,
katilamayan ogrencilerin varligi, zaman sikintisi, giivenlik sorunlari, miidahaleye maruz kalmak,
saglik sorunlar1 olan &grenciler, ilgilerini gekmemesi, 6grenciye gore olmamasi, 6grencilerde 6zgiiven
gelisimi, kazanim disina ¢ikilmasi ve kalabalik siniflar olarak ifade edilmistir.

Okul dis1 6grenme cevrelerinden faydalandiktan sonra Ogrenciler agisindan birtakim faydalar ve
sinirhiliklar ile karsilasilabilmektedir. Ilkokul égretmenlerinin hayat bilgisi dersinde okul dis1 6grenme
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cevrelerinin kullaniminin 6grenci agisindan saglayacagi faydalarindan ilkini “kisisel 6zellikleri geligir”
seklinde betimledikleri goriilmektedir. Simsek ve Kaymaker (2015) okul dis1 6gretim dersin genel
amaglarinin ve kazanimlarin gergeklesmesini saglarken 6grencilerin biligsel, duyussal ve devinigsel
yonden gelisimine katki saglamakta oldugunu ifade etmistir. Ilkokul gretmenlerinin sdylemlerine
bakildiginda ise Bengisu Ogretmen: “Ozgiiveni gelisir. Cevreyi tanir ve yasadig1 ¢evreye hakim olur.
[letisim becerilerini gelistirir. Sosyallesmeyi saglar. Konularin somutlagmasmna yardimeci olur.
Diisiinme becerilerini gelistirir. Birlikte hareket etme becerisin gelistirir.” ve Mustafa Ogretmen:
“Ogrenci lider kimlik kazanir, konusmay: tartismay: ogrenir, istendik davramslar gelisir, cevreyi
tanir, sanal degil gercek hayati 0grenir yetenekleri gelisir.” Ogrencilerde gelismesini bekledikleri
kisisel dzellikleri siraladiklar1 goriilmektedir. Ogretmenlerin betimledikleri diger faydalar ise somut
ogrenme gerceklesir, sosyal 6grenmeleri gelisir, bilginin kalicilig1 artar, ilgi ve motivasyolar1 artar,
eglenerek dgrenirler seklinde devam etmektedir. Charmaraman (2013) 6grencilerin sadece akademik
basar1 anlaminda degil, sosyo-kiiltiirel anlamda da desteklenmesini saglayarak okul dis1 6grenmenin
oneminin arttirilabilecegini  belirtmektedir. Ogretmenlerin betimledikleri okul dis1 6grenmenin
faydalar1 arasinda yer alan 6grencilerin sosyal 6grenmelerini gelistirme ve ¢evreyi tanimalarina firsat
vermenin onlarin sosyo-kiiltiirel anlamda da desteklenmesini sagladigi ve boylece okul dis
Ogrenmenin Oneminin betimlendigi sOylenebilir.

[lkokul dgretmenleri, okul dis1 6grenme gevrelerinin sahip oldugu sinirliliklari nedeniyle zaman zaman
okul dis1 6grenme ¢evrelerinden yararlanmak istemediklerini belirtmislerdir. Bu smirliliklar1 maddi
boyut, fiziksel yorgunluk, yanlis bilgi edinimleri, zaman alici olmasi seklinde betimledikleri
goriilmektedir. Sirhiliklar ile ilgili Ismail kodlu 6gretmen “Yapilan programin etkili olmamasi
sebebi ile olumsuz davraniglar kazanmasi. Tim &grencilerin izin alamamasi geride kalan 6grenciler
icin siirlilik olusturur.”, Murat kodlu 6gretmen “Gilivenlik sorunu yasanmasi, yanlis 6rnekler ile karst
karsiya kalmalari.” ve Derya kodlu &gretmen “Cocuklari siirlandirmis oluyoruz (fazla uyarilar
yaparak 0rnegin suraya gitme bunu yapma vb. sekilde)” diisiincelerini ifade etmislerdir.

Ilgili alan yazin ¢alismalan incelendiginde birgok arastirmada dgretmen, yonetici, dgrenci ve veli
goriisleri almarak okul dist 6grenme ortamlarinin faydalart ve smirhiliklarinin tespit edildigi
goriilmektedir. S0z konusu calismalarda Ogrenci agisindan faydalar; deger Ogretimi sagladigi,
arastirma ve sorgulama becerisi kazandirdigi, 6gretmen-6grenci arasindaki iletisimin gliglenecegi,
dikkat ¢ekici olmasi, eglenceli olmasi, bilgilendirici ve 6grenmelerin kalic1 olacagi, bilgi, beceri ve
duyussal boyutlarda gelisim saglanacagi, yaparak yasayarak Ogrenme firsati yakaladiklari, dersi
pekistirme ve tekrar etme sansinin yakalayacaklari, soyut konularin somutlastigi, bilimsel siireg
becerilerini kazandiklar1 seklinde siralanabilir. Sirliliklar ise; yasal islemlerin uzun siirmesi, gesitli
riskler barindirmasi, sinif mevcudunun fazla olmasi, miifredat yogunlugunun fazla olmasi, siirenin
kisitli olmasi, ders saatlerinin yetersiz olmasi, veli desteginin olmamasi, ulasim imkanlarinin kisith
olmasi gibi smirliliklardir (Cetin, Kus ve Karatekin, 2010; Behrendt ve Fraklin, 2014; Selanik Ay ve
Kurtdede Fidan, 2014; Ay, Anagiin ve Demir, 2015; Malkog¢ ve Kaya, 2015; Tosun, 2015; Yildizhan,
2015; Selanik Ay ve Erbasan, 2016; Topcu, 2017; Uzbilir Ozgelik, 2018; Cacan, 2019; Oztiirk, 2019;
Sahin, 2019; Yarar Kaptan ve Beldag, 2019; Karbeyaz ve Kurt, 2020; Nalkiran ve Karamustafaoglu,
2020; Karbeyaz ve Karamustafaoglu, 2021; Kaya, 2021; Torun, 2021; Pekin ve Bozdogan, 2021;
Yasar Cetin, 2021). S0z konusu caligmalarda elde edilen yukaridaki sonuclar ile yapilan bu
aragtirmanin sonuglariin ortiistiigli anlasilmaktadir.

Ilkokul 6gretmenleri hayat bilgisi dersinde kullanilacak okul dis1 égrenme cevrelerinin dgretmenlere
saglayacag1 faydalar; tekdiizeligi ortadan kaldirir, 6gretmenin isini kolaylastirir, yeni bilgiler 6grenir,
davraniglart gozlemler, zaman kazanir, kalici Ogrenmeyi saglar, G&grencilere rol model olur,
motivasyonu artirir ve daha ¢ok 6grenciye hitap eder olarak ve 6gretmenler agisindan sinirhiliklarini;
imkanlarin simirli  olmasi, yorucu olmasi, sorumluluk, grup héakimiyeti, biirokrasi, giivenlik
problemleri, olumsuzluklarin kestirilememesi, ulasim sorunlar1 ve yeterli bilgiye sahip olmama
seklinde ifade etmislerdir.

Her ne kadar okul dig1 6grenme etkinlikleri 6grenciler i¢in yapilsa da 6gretmenlerin de siire¢ sonunda
kazandiklar1 faydalar ve siire¢ boyunca yasadiklari sinirlandirict durumlar oldugu tespit edilmistir.
Ilkokul &gretmenleri hayat bilgisi dersinde kullanilan okul dis1 6grenme ¢evrelerinin, dersleri tek
diizelikten kurtaracagini belirtmiglerdir. Nitekim Mehmet oOgretmen “Konular sikiciliktan tek
diizelikten kurtarir, motive olmalarini saglar.” sézleriyle bu durumu gézler dniine sermektedir. Ilkokul
ogretmenleri okul dis1 Ogrenme sayesinde yeni bilgiler Ogrendiklerini, zaman kazandiklarini,
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ogrencileri daha iyi gézlemleme sans1 yakaladiklarini, daha ¢ok 6grenciye ulasip, motivasyonlarinin
arttigini ifade etmislerdir. Siire¢ boyunca karsilastiklar1 sinirliliklar ise yorucu oldugunu, imkanlarimin
kisitl oldugu, sorumluluk yiikiiniin fazla olmasi, olumsuzluklarmn kestirilmedigi seklinde ifade
etmislerdir. Ornegin Ismail 6gretmen: “Yorucu olmasi, ekonomik yetersizlikler, temel ihtiyaglarin
karsilanmamasi, ulagim, izinler alinirken sorunlar ¢ikmasi.”, Neziha Ogretmen: “Maddi, fiziksel
yorgunluk, dig ortamdaki her seyi kontrol etme sansimiz olmayabilir.”, Bengisu 6gretmen: “Maddi
yiikiimliilik baz1 gezilerde dgrenci getirmediginde sahsen dayanamayip kendim veriyorum, gretmene
yliklenen sorumluluk.” goriigleri ile okul digi 6grenme c¢evrelerinden faydalanmada Ogretmenler
acisindan sinirliliklar ifade etmiglerdir.

[lgili alan yazin ¢alismalari incelendiginde dgretmenlere saglayacag: faydalara rastlanilmamustir. Fakat
siurlilik konusunda yasal islemlerin uzun siirmesi, ¢esitli riskler barindirmast, sikici oldugu, uygulama
metodlarina hakim olmadiklari, smirliliklarla karsilagtiklarmi dile getirmiglerdir (Cetin, Kus ve
Karatekin, 2010; Selanik Ay ve Kurtdede Fidan, 2014; Ay, Anagiin ve Demir, 2015; Malkog¢ ve Kaya,
2015; Tosun, 2015; Selanik Ay ve Erbasan, 2016; Topgu, 2017; Uzbilir Ozcelik, 2018; Cagan, 2019;
Sahin, 2019; Karbeyaz ve Kurt, 2020; Nalkiran ve Karamustafaoglu, 2020; Torun, 2021; Pekin ve
Bozdogan, 2021; Yasar Cetin, 2021). Smurliliklarin betimlendigi yukaridaki arastirma sonuglar ile bu
caligmada 6gretmenlerin betimledikleri sinirliliklarin ortiistiigli goriilmektedir.

Oneriler

1. Bu calismada ilkokul ogretmenlerinin okul dis1 O0grenme c¢evrelerine egitim amagl gezi
diizenleyebilme 6z yeterlik inanglar1 olumlu diizeyde yiiksek ¢ikmasina karsin lgekten elde edilen
genel aritmetik ortalamaya gore ilkokul 6gretmenlerinin okul dis1 6grenme ¢evrelerine egitim amaglt
gezi diizenleyebilme 6z-yeterlik inanclar1 “genellikle” boyutunda oldugu ortaya ¢ikmustir. Ilkokul
ogretmenlerinin okul dis1 6grenme cevrelerine egitim amach gezi diizenleyebilme 6z-yeterlik
inanglarin1  genellikle boyutundan her zaman boyutuna yiikseltebilmek icin gezi diizenlemede
karsilastiklar1 sorunlarin en aza indirilmesinde sorumluluklar1 bulunan yoneticilere (okul idarecileri,
MEB yoneticileri, il yonetimleri vb.) bilgilendirmeler yapilabilir. Bunun yaninda 6lgekte genellikle ya
da nadiren diizeyinde ortaya ¢ikan maddeler ile ilgili olarak ilkokul &gretmenlerine okul dig1 6grenme
cevrelerine egitim amagli gezi diizenlemede rehberlik hizmetleri basta olmak iizere gezi Oncesi, sirasi
ve sonrasi yapilmasi gerekenler hakkinda bilgilendirmeler ya da hizmet i¢i egitimler verilebilir. Bunun
yaninda ilkokul Ogretmenlerinin okul dist O6grenme ¢evrelerinden faydalanmasma engel olan
durumlarin ki bunlardan bazilari maddiyat, resmi prosediir, okul yoOnetimi, miifredat, ulasim,
kurumlarn ilgisizligi gibi 6gretmenden kaynaklanmayan durumlardir. Bu durumlari sebebi olarak
belirtilebilen kurumlarin okul dis1 6grenme ile ilgili iizerlerine diisen sorumluluklar1 yapmalar
konusunda bilgilendirmeler yapilabilir.

2. Calismada ilkokul 6gretmenlerin okul dis1 6grenme cevrelerine egitim amagli gezi diizenleyebilme
Oz-yeterlik inanglarinin meslekteki kidem diizeylerine goére degistigi tespit edilmis ve en {ist
kidemdekiler hari¢ olmak {izere kidem artikga gezi diizenleyebilme o6z-yeterlik inancinin arttigi
goriilmiistiir. Meslekteki son yillarinda okul dis1 6grenme ¢evrelerine egitim amagh gezi
diizenleyebilme 0z-yeterlik inanglarinin asagi dogru ivmelenmesinin nedenleri yapilacak olan nitel
aragtirmalarla belirlenebilir.

Kaynakc¢a

Akdag, H. (2015). Okul dis1 sosyal bilgiler 6gretiminde yasal izin siirecini planlama. A. Simsek ve S.
Kaymakcei (Eds.), Okul disi sosyal bilgiler 6gretimi iginde (ss. 75-94). Pegem.

Arabaci, S. ve Akgiil, G. D. (2020). Okul dis1 6grenme ortamlarina yonelik fen bilgisi 6gretmenlerinin
goriigleri. Uluslararasi Egitim Arastirmacilar: Dergisi, 3(2), 276-291.

Ata, B. (2002). Miizelerle ve tarihi mekanlarla tarih ogretimi: tarih ogretmenlerinin “miize egitimine”
iliski goriisleri [Yaymlanmams doktora tezi, Gazi Universitesi]. Gazi Universitesi Akademik
Veri Yonetim Sistemi.

Ay, Y., Anagiin, S. S. ve Demir, Z. M. (2015). Smf 6gretmeni adaylarmin fen 6gretiminde okul dist
ogrenme hakkindaki goriisleri. Electronic Turkish Studies, 10(15), 103-118.

Bandura, A. (1986). Social foundations of thought and action: A social-cognitive theory. Prentice
Hall.

332



i ’ MSKU Egitim Fakiiltesi Dergisi
' ISSN 2148-6999 Cilt 11, Say1 2, (2024) Kasim

Bandura, A. (1995). Self-efficacy in changing societies. Cambridge University.

Beames, S., Higgins, P. ve Nicol, R. (2012). Learning outside the classroom theory and guidelines for
practice. Routledge.

Behrendt, M. ve Franklin, T. (2014). A review of research on school field trips 74 and their value in
education. International Journal of Environmental and Science Education, 9, 35-245.

Bostan Sarioglan, A. ve Kiigiikozer, H. (2017). Fen bilgisi 6gretmen adaylarinin okul dig1 6grenme
ortamlari ile ilgili goriislerinin arastirilmasi. Informal Ortamlarda Arastirmalar Dergisi, 2(1),
1-15.

Bozdogan, A. E. (2007). Bilim ve teknoloji miizelerinin fen 6gretimindeki yeri ve énemi (Tez No.
207028) [Doktora tezi, Gazi Universitesi]. Ulusal Tez Merkezi.

Bozdogan, A. E. (2016). Okul dis1 gevrelere egitim amagh gezi diizenleyebilme 6z-yeterlik inanci
Olceginin gelistirilmesi. Kuramsal Egitimbilim Dergisi, 9(1), 111-129.

Biiyiikoztiirk, S., Cakmak, E. K., Akgiin, O. E., Karadeniz, S. ve Demirel, F. (2009). Bilimsel
arastirma yontemleri. Pegem.

Charmaraman, L. (2013). Congregating to create for social change: urban youth media production and
sense of community. Learning, Media and Technology, 38(1),102-115.

Chester, M. D. ve Beaudin, B. Q. (1996). Efficacy beliefs of newly hired teachers in urban schools.
American Educational Research Journal, 33(1), 233-257.

Cousins, B., Ross, J. ve Gadalla, T. (1996). Within-teacher predictors of teacher efficacy. Teaching
and Teacher Education, 12(4), 385-400.

Creswell, J. W. (2011). Controversies in mixed methods research. In N. Denzin & Y. Lincoln (Eds.),
The Sage handbook on qualitative research (4™ ed., pp. 269-284). Sage.

Creswell, J. W. (2014). Research design: Qualitative, quantitative, and mixed methods approaches (4™
ed.). Sage.

Creswell, J. W. ve Creswell, J. D. (2018) Research design qualitative, quantitative, and mixed
methods approaches (5™ ed.). Sage.

Creswell, J. W. ve Plano Clark, V. L. (2018). Designing and conducting mixed methods research (3
ed.). Sage.

Cacan F. (2019). Sosyal bilgiler ogretmenlerinin informal 6grenme ortamlarinin kullanimi ile ilgili
goriislerinin incelenmesi (Agr1 Ili Ornegi) (Tez No. 609284) [Yiiksek lisans tezi, Agr1 Ibrahim
Cecen Universitesi]. Ulusal Tez Merkezi.

Cebi, H. ve Arslan, M. (2019). Okul dis1 6grenme ortamlarinin 6grencilerin fen bilimleri dersine karst
ilgi ve tutumlarmna etkisi. Yildiz Egitim Arastirmalari Dergisi, 4(2), 1-35.

Cetin, T., Kus, Z. ve Karatekin, K. (2010). Suuf ve sosyal bilgiler dgretmenlerinin gezi-gozlem
yontemlne iliskin goriisleri. Tokat Gaziosmanpasa Universitesi Sosyal Bilimler Arastirmalar
Dergisi, 5(2), 158-180.

Cicek, O. ve Sarag, E. (2017). Fen bilimleri 6gretmenlerinin okul dis1 dgrenme ortamlardaki
yasantilari ile ilgili goriisleri. Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi, 18(3),
504-522.

DeWitt, J. E. ve. Storksdieck, M. (2008). A short review of school field trips: Key findings from the
past and implications for the future. Visitor Studies, 11(2), 181-197.

Dyment, J., Morse, M., Shaw, S., Smith, H. (2014). Curriculum development in outdoor education:
Tasmanian teachers’ perspectives on the new pre-tertiary: Outdoor leadership course. Journal
of Adventure Education and Outdoor Learning, 14(1), 82-99.

Erten, Z. ve Tasci, G. (2016). Fen bilgisi dersine yonelik okul dis1 6grenme ortamlan etkinliklerinin
gelistirilmesi ve dgrencilerin bilimsel siire¢ becerilerine etkisinin degerlendirilmesi. Erzincan
Universitesi Egitim Fakiiltesi Dergisi, 18(2), 638-657.

Glesne, C. (2012). Nitel arastirmaya giris. A. Ersoy ve P. Yal¢inoglu (Cev.). Ani.

Greene, J. C., Caracelli, V. J. ve Graham, W. F. (1989). Toward a conceptual framework for mixed-
method evaluation designs. Educational Evaluation and Policy Analysis, 11(3), 255-274.

Giirsoy, G. (2018). Fen dgretiminde okul dis1 6grenme ortamlari. Electronic Turkish Studies, 13(11).
623-648.

Halligan, M. W. (2006). Outdoor education for middle school youth: A grant proposal project [Master
of social work thesis, California State University]. Long Beach ProQuest Dissertations
Publishing.

333



Ni ’ MSKU Egitim Fakiiltesi Dergisi
AL ISSN 2148-6999 Cilt 11, Say1 2, (2024) Kasim

Ho, S. (2014). The purposes outdoor education does, could and should serve in Singapore. Journal of
Adventure Education and Outdoor Learning, 14(2), 153-171.

Islek, D. (2019). Okul 6ncesi 6gretmen adaylarmin miizelerin egitim ortami olarak kullamlmasina
iliskin 6z-yeterlik inanglarinin ve goriislerinin incelenmesi. [lkgretim Online, 18(4), 1434-
1447.

Kagar, T. ve Beycioglu, K. (2017). Ilkogretim 6gretmenlerinin 6z yeterlik inanglarinm gesitli
degiskenler acisindan incelenmesi. //kégretim Online, 16(4), 1753-1767.

Karademir, E. (2013). Ogretmen ve égretmen adaylarinin fen ve teknoloji dersi kapsaminda okul disi
ogrenme etkinliklerini gergeklestirme amaglarimin planlanmis  davrams teorisi yoluyla
belirlenmesi (Tez No. 339042) [Doktora tezi, Hacettepe Universitesi]. Ulusal Tez Merkezi.

Karagiil, S. (2018). Tiirk¢e egitiminde proje tabanli 6grenme ydntemiyle desteklenen basamakli
dgretim programmin dgrencilerin okuma ve yazma becerilerine etkisi. [lkégretim Online,
17(2). 874-887.

Karbeyaz, A. ve Karamustafaoglu, O. (2021). Okul dis1 6grenme ortamlarmin &gretime katkisi
hakkinda smmf Ogretmenlerinin goriisleri iizerine bir inceleme. Istanbul Sosyal Bilimler
Dergisi, 29, 1-20.

Karbeyaz, A. ve Kurt, M. (2020). Hayat bilgisi dersinde okul dis1 6grenme ortamlarmin kullanimina
yonelik smif 6gretmenlerinin goriisleri. Uluslararast Sosyal Bilgilerde Yeni Yaklasimlar
Dergisi (IJONASS), 4(1), 79-93.

Kartal, O. Y., Temelli, D. ve Sahin, C. (2018). Ortaokul matematik Ogretmenlerinin bilisim
teknolojileri 6z-yeterlik diizeylerinin cinsiyet degiskenine gore incelenmesi. Kuramsal
Egitimbilim Dergisi, 11(4), 922-943.

Kaspar, M. J. (1998). Factors affecting elementary principals and teachers’ decisions to support out
door field trips [Unpublished master thesis, The University of Texas]. ProQuest Dissertations
Publishing.

Kaya Z. (2021). Suuf ogretmenlerinin ilkokulda okul disi ogrenme etkinliklerinin kullaniimasina
yonelik goriisleri (Tez No. 669144) [Yiiksek lisans tezi, Recep Tayyip Erdogan Universitesi].
Ulusal Tez Merkezi.

Kaya, I. (2019). Okul &ncesi ogretmenlerinin 6z yeterlik inanglarmin bazi degiskenlere gore
incelenmesi. OPUS Uluslararasi Toplum Arastirmalari Dergisi, 11(18), 345-363.

Kisiel, J. F. (2003). Teachers, museums and worksheets: a closer look at a learning experience.
Journal of Scince Teacher Education, 14(1): 3-21.

Korkut, K. ve Babaoglan, E. (2012). Sinif 6gretmenlerinin 6z yeterlik inanglari. Uluslararas: Yonetim
Iktisat ve Isletme Dergisi, 8(16), 269-282.

Kulualp, H. G. (2019). Tiikenmislik sendromu: Kamu kurulusu caligsanlari iizerine bir uygulama.
Siileyman Demirel Universitesi Sosyal Bilimler Enstitiisii Dergisi, (35), 211-230.

Lagin Simgek, C. (2011). Girig: Okul dis1 6grenme ortamlart ve fen egitimi i¢inde C. Lagin Simsek
(Ed.), Fen ogretiminde okul disi 6grenme ortamlari (ss. 1-24). Pegem.

Malkog, S. ve Kaya, E. (2015). Sosyal bilgiler 6gretiminde smif dis1 okul ortamlarinin kullanima.
Ilkégretim Online, 14(3). 1080-1095.

Milli Egitim Bakanligi (MEB). (2018). Hayat bilgisi dersi 6gretim programi ve kilavuzu (1.2.3.
Swiflar). https://mufredat.meb.gov.tr/ProgramDetay.aspx?PID=326

Miles, M. B. ve Huberman, M. (1994). Qualitative data analysis: A sourcebook of new methods. Sage.

Morgan, D. (2007). Paradigms lost and pragmatism regained: methodological implications of
combining qualitative and quantitative methods. Journal of Mixed Methods Research, 1(1),
48-76.

Nalkiran, T. ve Karamustafaoglu, O. (2020). Dogal afetler konusunun okul dig1 6grenme ortaminda
ogretimi: AFAD gezisi. Ogretim Teknolojileri ve Ogretmen Egitimi Dergisi, 9(2), 91-113.

Oztiirk, A. (2019). Okul disi 6grenmeye iliskin sosyal bilgiler 6gretmenlerinin gériisleri (Tez No.
588793) [Yiiksek lisans tezi, Nigde Omer Halis Demir Universitesi]. Ulusal Tez Merkezi.

Pajares, F. (2002). Gender and perceived self-efficacy in self-regulated learning. Theory into Practice,
4(2), 116-125.

Patton, M. Q. (2018). Nitel arastirma ve degerlendirme yontemleri. M. Biitiin ve S. B. Demir (Cev.).
Pegem.

334



Ni ’ MSKU Egitim Fakiiltesi Dergisi
AL ISSN 2148-6999 Cilt 11, Say1 2, (2024) Kasim

Pekin, M. ve Bozdogan, A. E. (2021). Ortaokul 6gretmenlerinin okul dis1 ¢evrelere gezi diizenlemeye
iligkin 6z yeterliklerinin farkli degiskenler agisindan incelenmesi: Tokat ili Ornegi.
Uluslararasi Tiirk Egitim Bilimleri Dergisi, 2021(17), 114-133.

Priest, S. (1986). Redefining outdoor education: A matter of many relationships. Journal of
Environmental Education. 17(3), 13-15.

Quay, J. ve Seaman, J. (2013). John Dewey and education outdoors: Making sense of the ‘educational
situation’ through more than a century of progressive reforms. Sense.

Selanik Ay, T. ve Erbasan, O. (2016). Simif 6gretmenlerinin okul dis1 dgrenme ortamlarindan
yararlanmaya iligskin goriisleri. Journal of Education and Future, (10), 35-50.

Selanik Ay, T. ve Kurtdede Fidan, N. (2014). Ogretmen adaylarinin sosyal bilgiler dersinde
miizelerden yararlanmaya iliskin goriisleri. Elektronik Sosyal Bilimler Dergisi, 13(48), 69-89.

Sontay, G., Tutar, M. ve Karamustafaoglu, O. (2016). Okul dis1 6grenme ortamlan ile fen 6gretimi
hakkinda 6grenci goriisleri: Planetaryum gezisi. Informal Ortamlarda Arastirmalar Dergisi
(IAD), 1(1), 1-24.

Sénmez, V. ve Alacapinar, F. (2013). Orneklendirilmis bilimsel arastirma yontemleri. An.

Sahin, O., Gokkurt, B. ve Soylu, Y. (2014). Ogretmenlerin ve 6gretmen adaylarinin matematik
ogretimi 6z-yeterlik inanglariin karsilastirilmasi. Dicle Universitesi Ziya Gékalp Egitim
Fakiiltesi Dergisi, 22, 120-133.

Sahin, S. (2019). Sosyal bilgiler 6gretmen adaylarinin gezi-gézlem teknigine iliskin goriisleri (Tez No.
565239) [Yiiksek lisans tezi, Giresun Universitesi]. Ulusal Tez Merkezi.

Simsek, A. ve Kaymakci, S. (2015). Okul dist sosyal bilgiler dgretiminin amaci ve kapsami. A.
Simsek ve S. Kaymakci (Eds.), Okul disi sosyal bilgiler ogretimi iginde (ss. 1-13). Pegem.

Simsek, S. ve Kayacik, G., (2024). Smif ogretmenlerinin okul dis1 6grenme ortamlari hakkindaki
goriisleri. Ahi Evran Universitesi Kirsehir Egitim Fakiiltesi Dergisi, 25(1), 747-783.

Tasdemir, M. (2000). Egitimde planlama ve degerlendirme. Ocak.

Tay, B. (2017). Hayat bilgisi: Hayatin bilgisi. Tay, B. (Ed.), Etkinlik érnekleriyle hayat bilgisi
ogretimi iginde (ss. 1-37). Pegem.

Tay, B. (2020). Okul dis1 6grenme cevrelerinde deger egitimi. A. Beldag ve Z. Geng (Ed.). Karakter
ve deger egitimi i¢inde (ss. 207-236). Pegem.

Tay, B. ve Ugus, S. (2015). Sosyal bilgiler 6gretiminde 6zel sektér kurumlari. A. Simsek ve S.
Kaymakci (Eds.), Okul disi sosyal bilgiler ogretimi iginde (ss. 303-324). Pegem.

Tay, B. ve Ucus Giildali, S. (2017). Hayat bilgisi 6gretiminde okul dig1 6grenme g¢evreleri. Tay, B.
(Ed.), Etkinlik ornekleriyle hayat bilgisi 6gretimi iginde (ss. 225-256). Pegem.

Temel, F. ve Kolemen, E. B. (2021). Okul 6ncesi 6gretmenlerin alan gezisi diizenlemeye iliskin 6z-
yeterlilik inanglarinin incelenmesi. International Primary Education Research Journal, 5(1),
46-58.

Topgu, E. (2017). Sosyal bilgiler 6gretiminde okul dis1 6grenme ortamlari: dgretmen adaylan ile
fenomenolojik bir calisma. International Education Studies, 10(7), 1-27.

Torun U. (2021). Sosyal bilgiler égretmenlerinin ve égretmen adaylarinin okul disi 6grenmeye yonelik
goriisleri (Tez No. 686917) [Yiiksek lisans tezi, Kirsehir Ahi Evran Universitesi]. Ulusal Tez
Merkezi.

Tosun, H. (2015). Hayat bilgisi dersinde gerceklestirilen miize uygulamalari (Tez No. 407795)
[Yiiksek lisans tezi, Anadolu Universitesi]. Ulusal Tez Merkezi.

Tiirk, O. (2008). [lkégretim sinif 6gretmenlerinin oz yeterlikleri ve mesleki doyumlarimn incelenmesi.
(Tez No. 220454) [Yiiksek lisans tezi, Yeditepe Universitesi]. Ulusal Tez Merkezi.

Uline, C. L., Miller, D. M. ve Tschannen-Moran, M. (1998). School effectiveness: the underlying
dimensions. Educational Administration Quarterly, 34(4), 462-483.

Usher, E. L. ve Pajares, F. (2008). Sources of self-efficacy in school: Critical review of the literature
and future directions. Review of Educational Research, 78(4), 751-796.

Uzbilir Ozgelik G. (2018). Okul éncesi ve sinif 6gretmenlerinin bilimsel alan gezisi yapmaya iliskin
oz-yeterliklerinin ve yaparken yasadiklar: zorluklar hakkinda goriislerinin incelenmesi (Tez
No. 517181) [Yiiksek lisans tezi, Istanbul Aydm Universitesi]. Ulusal Tez Merkezi.

Williams-Siegfredsen, J. (2012). Understanding the danish forest school approach early years
education in practice. Routledge.

335



Ni ’ MSKU Egitim Fakiiltesi Dergisi
AL ISSN 2148-6999 Cilt 11, Say1 2, (2024) Kasim

Yarar Kaptan, S. ve Beldag, A. (2019). Smuf 6gretmeni adaylarmin okul dig1 6grenmeye iliskin
farkindaliklarinin degerlendirilmesi. Akdeniz Egitim Arastirmalart Dergisi, 13(30), 347-366.

Yasar Cetin, B. (2021). Okul yoneticilerinin, o6gretmenlerin, ogrencilerin ve velilerin okul dist
ogrenmeye iliskin goriigleri (Tez. No. 685728) [Yiiksek lisans tezi, Hacettepe Universitesi].
Ulusal Tez Merkezi.

Yildinim, A. ve Simsek, H. (2011). Sosyal bilimlerde nitel arastirma yontemleri. Seckin.

Yildirim Polat, S. N. ve Giirsoy, G. (2023). Fen egitiminde okul dis1 6grenme ortamina iligkin yapilan
tezlerin sistematik derlemesi. /nformal Ortamlarda Arastirmalar Dergisi (IAD), 8(1), 1-20

Yildizhan, Y. (2015). Okul dwsi egitim ihtiyaglarinin belirlenmesi ve toplumun beklentisi (Ankara ili
ornegi) (Tez No.395042) [Doktora tezi, Dumlupinar Universitesi]. Ulusal Tez Merkezi.

Etik Kurul Izin Bilgileri:

Bu aragtirmada, "Yiksekogretim Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi”
kapsaminda belirtilen tiim kurallara uyulmustur. Kirsehir Ahi Evran Universitesi Sosyal ve Beseri
Bilimler Bilimsel Arastirma ve Yaym Etigi Kurulu’'ndan asagidaki tarih ve sayiyla etik onay
almmustir;

Etik Degerlendirme Karar Tarihi: 25/12/2020
Etik Degerlendirme Belge Numarasi: 2020/5
Uygulama izin Bilgileri:

Calisma icin Kirsehir Valiligi 11 Milli Egitim Miidiirliigiinden 03/11/2020 tarih ve 24512418-605.01-
E.15976388 sayili yaziyla uygulama izni alinmustir.

Cikar Catismasi:

Bu makalede ele alinan arastirmayla ilgili olarak yazarlarin hicbir kisisel veya finansal ¢ikar ¢atigmasi
bulunmamaktadir.

Yazar Katki Oranlari:

1. Yazar: %50
2. Yazar: %50

336



:’ MSKU Journal of Education
v ISSN 2148-6999 Volume 11, Issue 2, (2024) November

Research Article
Evaluation of the Curriculum Implemented in the German

Language and Literature Undergraduate Program Based on
Students' Opinions: The Case of Firat University

Fatma Karaman'

About the Article Abstract

The purpose of this study is to evaluate the German language teaching
Received: 19.08.2024 program implemented in the Firat University German Language and
Accepted: 07.10.2024 Literature undergraduate program in line with the experiences and
Published: 26.11.2024 opinions of the students and to make suggestions for the improvement or

development of the curriculum by determining the efficiency and purpose
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Literature undergraduate program at Fwrat University who have
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Introduction
In the past, learning a foreign language was considered important by country administrators, high-level
officials, and people doing scientific research or doing business with foreign countries. In our country,
including during the Ottoman Empire, there was a need for people who spoke many foreign languages.
The teaching and learning process of the German language also first coincides with the Ottoman period.
German language teaching began at the language school established in 1864 during the Ottoman Empire
(Akgiines & Sabuncuoglu, 2020). Throughout history, bilateral relations with Germany have continued
in areas such as military, politics and trade. As a result, with the intensification of political relations
between the German Empire and the Ottoman Empire in the 19th century, German was first considered
a compulsory course in the Military Academy (Can, 2020). Today, when the departments in universities
in Turkey are examined, it is seen that there are undergraduate programs in German language in three
departments: German Language Teaching, Translation and Interpreting, and German Language and
Literature. The foundations of the German Language and Literature department in our country were laid
between 1935-1936 at Ankara University Faculty of Language, History and Geography, and in 1942 at
Istanbul University Faculty of Letters (Tapan & Kuruyazici, 2020). During the process, departments
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continued to be opened at other universities in Turkey. It is understood that by 2024, there will be
undergraduate programs in German Language and Literature at 13 universities. These universities are:
Akdeniz, Ankara, Atatiirk, Aydin Adnan Menderes, Ege, Firat, Hacettepe, Istanbul, Marmara, Sakarya,
Selguk, Sivas Cumhuriyet and Tekirdag Namik Kemal University (OSYM, 2021). Most of the
undergraduate students currently studying in these departments are the same as the student profile in the
founding years. As Tapan and Kuruyazici stated in their 2020 study, “The students of this first phase
were those who had learned German in schools in Turkey, in German classes, had no experience in
Germany, and had difficulty understanding, speaking, and writing German. Since they had difficulty in
the classes, the program had to include courses that would improve their language skills in addition to
theoretical courses”. In this case, it is important to reconsider the role of the curriculum, which is
prepared by taking into account the readiness level, knowledge, skills and deficiencies of the target
audience, in order for the undergraduate program to achieve the expected outcomes. Because the content
of the curriculum and determining the rights and wrongs in its implementation are as important as the
foreign language itself.

The curriculum aims to provide students with the knowledge and skills they may need in life (Giizel &
Karadag, 2013). Achieving the targeted skills in the German Language and Literature department
depends on the correct study of the curriculum. Observation of the curriculum is necessary to determine
whether changes are made to the curriculum, because the curriculum may need to be updated or changed
over time. As Giizel and Karadag stated, if the content of the program falls short of meeting the
requirements of the age or if negative findings are obtained from observations regarding the application,
the curriculum may need to be updated or changed entirely (2013).

It is inevitable to make changes in the curriculum due to the developments in the field of education, the
change and increase in goals, and the changing needs of society, business and students (Karaman, 2018).
Due to many reasons such as renewed field knowledge, changing characteristics and expectations of the
target audience, and changes in technology and the age, the creation of new programs or improvements
on previous programs at certain intervals in the education and training process contributes to the quality
of the teaching process (Alkan & Arslan, 2014). In this context, examining the curriculum and
determining how it is evaluated from the students' perspective is necessary for the acquisition of the
targeted skills. The importance of this study is that by examining the curriculum, determining its
compatibility with the content can reveal deficiencies or incompatibilities in the program and positive
changes can be made. When evaluating the program, attention is paid to issues such as the
appropriateness of the content, meeting the needs and expectations of students and society, and the
logical framework of the content (Seker, 2013:189). In this context, the aim of this research is to
determine the opinions of undergraduate students studying in the German Language and Literature
department regarding the German Language and Literature curriculum, which is a curriculum created
by arranging the course subjects targeted to be taught at any level of education, in line with the objectives
of the curriculum, taking into account time and process elements (Kiiclikahmet, 2009; Varis, 1998).
Therefore, an attempt was made to determine the opinions of students, who are at the center of education,
about their own department courses using a 10-question semi-structured measurement tool.

Purpose of the Study

As in many other areas, renewal and development efforts require continuity in the field of education.
The German Language and Literature Department at Firat University started accepting students in 2005
and continues its education actively in 2024. From its first year of establishment, 2005, until today, it
has continued its education and training process with the same curriculum for 19 years. The hypothesis
of this research is that the curriculum implemented in the Department of German Language and
Literature at Firat University does not meet the current business world, student expectations and the
aims and objectives of the undergraduate program. Therefore, the purpose of this study is to evaluate
the German curriculum implemented in the Firat University German Language and Literature
undergraduate program in line with the experiences and opinions of the students and to contribute to
program development studies by determining the efficiency and purpose of the implemented curriculum
in line with the obtained data and making suggestions for the improvement or development of the
curriculum. The research questions of the study are as follows:

1. What are the positive views of the participants regarding the implemented curriculum?
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2. What are the negative views of the participants regarding the implemented curriculum?

3. What are their views regarding the effectiveness of the curriculum?

Method

In this study, phenomenology method was preferred among qualitative research methods.
Phenomenology is the revealing of the experiences and opinions of the participants in the research
regarding the research topic with specific data collection tools prepared in accordance with the purpose
of the research (Creswell, 2021). Data is obtained by conducting interviews with participants to reveal
their experiences and opinions on the research topic (Blyiikoztiirk et al. 2013). Therefore, in this study,
data were obtained using the interview technique. The ethics committee approval for this study was
obtained from the Firat University Social and Human Sciences Research Ethics Committee with the date
27.06.2024 number 25483 and decision 20.

Research Group

The research group of this study was formed according to the maximum diversity sampling method,
which is one of the purposeful sampling methods (Biiyiikoztiirk, et al. 2012) that allows detailed research
to be conducted by selecting comprehensive groups suitable for the purpose of the research to obtain
data. In maximum variation sampling, the topics that form the basis for the study are comprehensively
defined (Patton, 2014). In this context, the research group of this study consists of a total of 131 students,
38 from the first year, 33 from the second year, 26 from the third year and 34 from the fourth year,
studying in the German Language and Literature undergraduate program at Firat University, who have
experience related to the subject of the study. To identify the participants' grade levels and the
participants' serial numbers, each participant was named, for example, K1-5, K2-8, K3-11, K4-23.
Data Collection Tools

The data of this study, in which the curriculum implemented in the German Language and Literature
undergraduate program was evaluated in line with the opinions of the students, was obtained through a
semi-structured interview technique. The interview questions were prepared by examining the
researcher's experiences during the course of teaching students studying in the curriculum in question
and the findings and results of the research on curriculums in the literature. Expert opinions on the
interview questions were obtained by two researchers who are field experts, and then the data collection
tool was finalized. The interview questions in the semi-structured interview form are listed below:

1.Do you think that the German Language and Literature Undergraduate Curriculum contributed to your
learning of German?

2. Do you think that the courses progress from easy to difficult according to the grade level?

3. Which courses in the German Language and Literature undergraduate program do you have difficulty
learning?

4. Does the course title match what is explained in the course conducted by the instructor?

5. Do you think that the content of the course conducted by the instructor is appropriate for the purpose
of the course?

6. Do you think there are any courses that should be removed from the German Language and Literature
undergraduate curriculum?

7. Which courses or courses do you think are productive for you?

8. Which courses or courses should be added to the German Language and Literature undergraduate
curriculum?

9. Which language skills do you think the courses you took in the German Language and Literature
department contributed to the development of?

10. Which language skills do you think the courses you took in the German Language and Literature
department did not contribute to the development of?

Analysis of Data

In this study, the data obtained using the interview technique were analyzed using the descriptive
analysis method. The descriptive analysis method is the summarization of the obtained data by grouping
them under themes and their interpretation and evaluation (Kartal, 2021). The data obtained from each
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participant was given a page number and numbered. The category key was prepared in line with the
data. The answers of each participant were converted into categories. In the process of creating themes
and categories, the opinions of two researchers who are experts in the field of German language and
literature were taken and the themes and categories were finalized.

Findings

In this section, the data obtained from the interviews with the participants were analyzed using the
descriptive analysis method. The data were divided into themes, categories and subcategories and
presented in a table.

Table 1. Contributions of the German Language and Literature undergraduate curriculum to German
language teaching

Theme Categories Subcategories f
THEMET: Ist class Yes Contribution to grammar 24
Contributions of No Inability to get efficiency 22
the German Not suitable for level 25
Language and No listening or speaking lessons 31
Literature Lack of subject integrity 29
undergraduate
curriculum to 2 st class Yes Contribution to grammar 29
German language No Not suitable for level 27
teaching Not being successful in classes 30
Not need-oriented 28
Lack of correlation between 24
courses
Not developing speech 29
Classes are not carried out 27
systematically
3 st class Yes Developing grammar 21
No Not developing speaking skills 19
4 st class Yes Contribution to grammar 27
No Not developing speaking skills 30
Having unnecessary lessons 28

In the first question, participants were asked whether the German language and literature undergraduate
curriculum provided them with any gains in terms of language teaching. While it was concluded that all
participants made a positive assessment that the program contributed to grammar, it was determined that
it did not improve speaking skills, which is a common data for all classes. First graders stated that there
were no teaching environments for listening and speaking, that a holistic learning process did not take
place due to the lack of connections between lessons in general and subjects in particular, and that course
contents were not created in accordance with their levels, and that they were not productive. The reason
why the first year participants expressed negative opinions in this regard can be explained by the fact
that they did not receive preparatory education in the curriculum in question. As a matter of fact,
Karaman's (2023) research on preparatory education in German language and literature departments
concluded that the absence of preparatory education negatively affects the success of many field courses
such as grammar, literature and the acquisition of language skills. First and second graders stated that
the courses were not suitable for their levels, there was no integrity due to the lack of a spiral connection
between the courses, and they were unsuccessful because the courses were inefficient. In the context of
the questions posed to them, the 3rd graders stated that the only negative aspect of the program was that
the courses did not develop their speaking skills; while the 4th graders stated that in addition to not
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developing speaking skills, the program also included unnecessary courses. The participants' views on
this theme are given directly below.

K1-6: “It doesn't contribute much, because our level is not very good and the lessons are difficult. 1
wish we could take the easy ones according to our level and progress with a good infrastructure.” While
K1-6 stated that the course contents were above their German knowledge level and therefore they were
not productive, they suggested that it would be beneficial for them to determine the students' prior
knowledge by conducting a needs analysis and to create course contents in this direction according to
the results obtained.

K1-11: “I think some courses contribute, but some courses are very inefficient.” K1-11 stated
that there are differences in terms of efficiency between courses, and that while they are generally
efficient in some courses, they are not efficient in others.

KI1-13: “No, it does not contribute at all. At Al.1 level, we are given long paragraphs. We come not to
learn, but to be absent. If it is going to be like this, it is more logical that there is no obligation to attend,
we learn at home and give the exams ourselves.” K1-13 explained the reason for attending classes not
because the classes contribute to the learning process but because of the obligation to actually attend
classes that the education system requires. He stated that if there was no obligation to attend classes, he
could be more successful with the individual learning method by taking responsibility for his own
learning process.

K1-14: “I think it would be beneficial if we had extra lessons for listening and speaking skills.” K1-14
thinks that the program would be more beneficial for them if the listening and speaking lessons, which
are missing in the implemented curriculum, were included in practice. In fact, when the official
curriculum is examined, it is understood that there is a course called "ADE 108 Speech-Phonetics".
However, as understood from the participant opinions, in the applied curriculum, it is seen that the
students do not encounter a teaching environment suitable for the content and purpose of this course.

K1-18: “Even though it is not enough, yes. The reason why it is not enough is that it is high for our level
and most of the time we do not understand anything in the lesson.” When the participants' opinions are
examined, it is understood that even those who expressed positive opinions actually expressed the points
they saw as deficient. For example, after giving a positive answer, K1-18 stated that the learning
situations were not arranged in accordance with their levels to activate their prior knowledge, and
therefore, the course content could not be associated with the knowledge they had in their minds, and
thus it was not possible to acquire new knowledge and skills.

KI1-21: “I don’t think it contributes in terms of language skills, but I think it contributes in terms of
grammar.” In general, all participants stated that the curriculum contributed to teaching grammar. K1-
21 emphasized that although the curriculum was good in terms of grammar, the implemented curriculum
did not provide the expected output for the development of four basic language skills: listening,
speaking, reading and writing.

K1-23: “The subjects are scattered and there is no systematic progress, so efficiency cannot be
obtained.” K1-23 emphasized that the subjects constituting the content of the courses do not contribute
to the student's acquisition of knowledge and skills because they do not support each other, that the
subjects that are not associated with each other are not structured in the mind as advocated by the brain-
based approach (See Batdi, 2019), and therefore the expected learning process does not occur.

K2-5: “We had a hard time in the first year because we came with zero knowledge of German. Since we
did not have a foundation and I did not have a good command of the subjects, we had many deficiencies
and these deficiencies still continue, so the lessons are becoming more and more incomprehensible.”
They stated that they felt the deficiency caused by not receiving K2-5 preparatory education more and
more as they went up the grade level, and that they experienced difficulties because their German
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knowledge was not at the level required for the grade level they were currently attending. The participant
drew attention to the incompatibility between the target audience and the implemented curriculum.

’

K2-6: “No, I don't think so. I think I can learn German more easily and quickly with an outside course.’
K2-6 expressed his views by comparing the education he received in the German language and literature
undergraduate program with the education he would receive in any other course center. According to
him, considering the time and energy he spent on the undergraduate program, he could have achieved
better results in any foreign language course center during this period.

K2-9: “We are having trouble learning German. The aim of the department is to study literature and
culture rather than learning the language, but since we do not know the language, this is not possible.”
K2-9 emphasized that the purpose and outcomes of the program he studied were not only teaching
foreign languages, but also teaching literature, and that these purposes and outcomes could not be
fulfilled due to insufficient foreign language knowledge. Therefore, insufficient language knowledge
also negatively affects the learning of field courses.

K2-16: “In a way, yes. I can't say it completely. Because there are many deficiencies in education. This
affects us psychologically and reduces our interest in lessons.” K2-16 also expressed a positive opinion
about the contributions of the curriculum. However, he stated that there were deficiencies in the
organization of the learning environments that constituted the implementation process of the curriculum,
and that as a result of these deficiencies, an undesirable mood arose in them due to the lack of a sense
of achievement, and this decreased their interest and motivation in the lessons.

K2-22: “Yes, but I think this contribution is a bit insufficient.” K2-22 also has the same views as the
participant above. In fact, although this participant thought that the curriculum contributed, he stated
that it was not enough to achieve the expected learning outcomes at some points.

K2-29: “It contributes because the lessons are generally grammar-oriented.” K2-29 stated that the
curriculum contributes to the foreign language learning process because many courses are conducted in
line with the content of the grammar course. This situation may cause problems in some courses as it
may cause the achievements of other courses to be incomplete.

K3-1: “Yes, but I don’t think it contributes to my speaking skills. While K3-1 answered the question
positively, she stated that the implemented curriculum did not contribute to the development of speaking
skills.

K4-7: “Yes, it helps in terms of grammar. But it does not help in terms of speaking.” K4-7 also shared
the same opinion as the participant above, stating that he improved his grammar but was not productive
in terms of speaking skills.

K4-9: “No, it did not contribute, I moved forward with special support.” K4-9 stated that she made an
individual contribution to the learning process by attending private courses within her own means, rather
than the courses she took at school.

K4-18: “I think it contributes partially. I think it would contribute even more if there were no
unnecessary lessons.” K4-18 emphasized that the curriculum contributes to their learning process, but
there are unnecessary courses in the curriculum that are not productive for them, and that better results
can be obtained if these courses are removed from the program.

K4-25: “Very few because there are courses such as direct history of the period, whereas there could
be many courses that would contribute to language development instead of these.” K4-25 also
emphasized the same point as the participant above and stated that courses such as German language
and cultural history, which do not directly support language development, should be removed from the
program because they negatively affect the achievement of the curriculum outcomes.
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K4-29: “Idon’t think it provides it in some subjects, especially in reading and speaking, it is inadequate.
We always ask the question of how necessary the subjects covered in the lessons will be for us in the
future.” The opinions of the fourth-year participants are of great importance in terms of making correct
inferences about the research topic since they have experience in all courses in the curriculum and
therefore have taken all courses. For example, K4-29 emphasized that even in the fourth grade, sufficient
development was not achieved in terms of the four basic language skills such as reading and speaking,
and despite these deficiencies, they still questioned where the topics added to the course content could
be used in real life or business life.

Table 2. Progression of lessons from simple to difficult according to grade level

Theme Categories f

THEME?2: Progression of 1 st class Yes 18

lessons from simple to No 20
difficult according to class

level 2 st class Yes 12

No 21

3 st class Yes 16

No 10

4 st class Yes 12

No 22

In total, 58 participants answered yes to the question about the progression of lessons from simple to
difficult across all grade levels, while 73 participants answered no. When the results in the table above
are examined, it is understood that 95.63% of the participants stated that the lessons do not progress
from easy to difficult according to the grade level. This situation contradicts the principle of teaching
that the learning input should be arranged from simple to difficult and the topics should progress (Kutlu,
2020; Siinbiil, 2011). The participants' views on this theme are given directly below.

KI-15: “No, the courses we took at the beginning of the year and the courses we are taking now are
progressing differently, which causes a disconnection for the student and may cause the student to have
problems in the courses they will take in the future.” K15 stated that the progress between courses was
not compatible with the knowledge and skills they had regarding those courses, and that this caused
them to be unable to make connections between the new information they learned and the old
information they had, thus disrupting the learning process.

KI1-23: “No, because it seems to us that second-grade topics are covered in the first grade.”
Transferring the learning input in the curriculum to the student without considering the student's level
and without completing the student's deficiencies makes it difficult for the student to make sense of the
learning material. As advocated by the theory of complete learning, the inclusion of new knowledge into
the learning environment after the prerequisite learning of the subjects is achieved leads the process to
success (Adigiizel, 2022; Bloom, 1972; Sever, 1997). K1-23 stated that although he was in the first
grade, he felt as if he was at the second grade level because the newly learned topics were not compatible
with the knowledge he had.

K2-8: “Absolutely not. Although the class level is not at a good level, it does not contribute because
they need to progress according to the curriculum.” He emphasized that since the course flow
progresses according to the content in the K2-8 curriculum, there is a content transfer regardless of the
student's level, and an efficient teaching process does not take place because the class level is not suitable
for the transferred content.
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K2-10: “No, there is no systematic progress. If we study A1 in one lesson, we study Bl in the next lesson
and B2 in another lesson, which negatively affects the learning process. It would be much more efficient
if we progressed level by level. ” K2-10 stated that there was a level difference between the courses even
at the same grade level, and that while one course was progressing at Al level, another course was
progressing at B2 level, and therefore there was no coordinated harmony between the courses, thus they
did not experience a systematic learning process.

K2-29: “No, I don't think so. Since our teachers try to compensate for the deficiency of the preparatory
class, there is always a return to grammar in some of our lessons. This causes the level to remain fixed
at the simple level.” K2-29 emphasized the lack of preparatory education. He stated that since they did
not receive preparatory education, they had incomplete knowledge that they needed to learn at a basic
level, and that the person in charge of the course had to go beyond the content of the course to address
these deficiencies, so they could not make any progress and their level remained the same.

K3-1: “Yes, I think we are progressing step by step.” Those who answered positively to this question
did not explain the reasons for their positive thinking. In fact, K3-1 stated that they were progressing
step by step as it should be.

K3-9: “No, I think we are always progressing at the same level. ” K3-9 also has the same opinion as K3-
1. He stated that the lessons do not flow from easy to difficult, but there is a progression at the same
level.

K4-19: “Yes, I think so. Our lessons were easier in the first grade, but they became more difficult as we
went up a grade.” The fact that the fourth-grade participant, K4-19, stated that his courses became
more difficult as he went up a grade can be explained by the fact that the students could not reach the
level of readiness to comprehend the content of the next grade courses, as the achievements required
for each grade level could not be achieved at the end of the semester.

K4-28: “Since there was no preparation in the first grade, the course was mostly grammar based. And
each course was taught at a different level, so it took me longer to learn.” It is understood that there is
no systematic flow from easy to difficult due to the fact that the participants in the undergraduate
program do not receive preparatory education, the content of the courses is given mainly on the axis of
grammar, and the students cannot reach a common level and have a heterogeneous structure.

K4-33: “No, I don't think so. Since we didn't have a preparatory class, our first and second grades were
like preparatory classes, and suddenly we started taking very difficult courses in the third grade.” K4-
33 also stated that since they did not receive preparatory education, the courses did not progress from
easy to difficult, and that the course content of the 1st and 2nd grades was deviated from, and that the
course content for teaching basic German was taught at these two grades, so that when they came to the
3rd grade, they encountered courses with relatively difficult content, such as German literature and
cultural history.

Table 3. Subjects that are difficult to learn

Theme Categories f
THEME 3: 1 stclass Reading and reviewing text 21
Subjects that are Written expression 13
difficult to learn Turkish German translation 19
Language applications 25

Grammar 10

2 stclass  Speech Phonetics 24

German Turkish translation 21

Selected texts and authors 29

Turkish German translation 26
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3 st German literary history 21

class
Literary text interpretation 23
German cultural history 23
General linguistics 24
Semantics 23

4 st class History of the German Language 31
Selected texts in contemporary German 29
literature
Comparative linguistics 30

Table 3 contains data on which courses in the German language and literature undergraduate program
are difficult to learn. According to these data, it was determined that the 1st grade students had difficulty
in “text reading and analysis, written expression, translation from Turkish to German, language
practices, grammar”; the 2nd grade students had difficulty in “speech-phonetics, translation from
German to Turkish, selected texts and authors, translation from Turkish to German”; the 3rd grade
students had difficulty in “German literary history, literary text interpretation, German cultural history,
general linguistics, semantics”; and the 4th grade students had difficulty in “German language history,
selected texts in contemporary German literature, comparative linguistics”.The participants' views on
this theme are given directly below.

K1-28: “Frankly, I would like to state that our language practice, text reading and analysis, and
translation courses are very inefficient. Although we have just started, we are progressing very quickly,
and I cannot get any efficiency due to the lack of vocabulary.” K1-28 stated that they could not benefit
from language practice, text reading and analysis, and translation courses due to various reasons such
as the lack of prior knowledge and vocabulary needed to understand the course, as well as the course
not being conducted according to the learning speed of the students.

K2-1: “Frankly, there are deficiencies in all courses except grammar. Because we have not learned the
language completely, we cannot understand our field courses. What I mean is that we learn a little bit
of everything, piece by piece, we cannot create integrity.” K2-1 stated that they did not experience the
full learning process due to the lack of systematic progression due to the course contents not being
related to each other and not being conveyed holistically. It can be said that students cannot structure
the information in their minds because there is no connection between the subjects and lessons.

K2-4: “I don’t think these two, reading and analyzing texts and speaking lessons, contribute much to
our development. Because we don’t do anything about speaking in speaking lessons. We haven'’t learned
anything except how to introduce ourselves for two years, so I don’t think speaking lessons are explained
to us very well.” K2-4 stated that they had difficulties in reading and analyzing texts and speaking
lessons. The participant explained the reasons for the problems in these courses as follows; for example,
the speaking course was not conducted in accordance with the content and purpose of the course and the
course progressed with constantly repetitive activities.

K2-28: “I have difficulty in speech phonetics and translation courses. The course title does not match
what is explained in the course.” K2-28 also expressed views parallel to the thoughts of the participant
above. According to the participant, what is practically conveyed in the speech-phonetics course does
not match the content and purpose of the course. This causes students to have difficulties in the learning
process.

K2-18: “The course on selected texts and authors is very difficult. Because German literature, authors
and poets are always directly discussed. We do not know the basic things properly, so we have
difficulty.” This participant also stated that he had difficulty understanding the course on selected texts
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and authors. According to the participant, due to not having sufficient language knowledge to grasp the
content of the course, they are very inadequate in understanding and interpreting the works of verse and
prose in German literature and are unsuccessful in this process.

Table 4. The correspondence between the course title and what is taught in the course

Theme Categories f

THEME 4: The name of the 1 st class Yes 16

course matches what is No 22
explained in the course

2st class Yes 10

No 23

3 st class Yes 10

No 16

4 st class Yes 15

No 19

According to the data obtained regarding the correspondence between the content taught in the course
and the name of the course, 80 participants from all grade levels stated that the content conveyed in the
course and the name of the course did not correspond to each other, while 51 participants stated that
they did. The participants' views on this theme are given directly below.

K1-3: “No, it does not overlap. For example, text reading and analysis are not done in the text reading
and analysis course.” K1-3, who expressed a negative opinion about the theme, gave an example from
the text reading and analysis course and stated that although the name of this course is text reading and
analysis, in practice, text reading is not done in the course and as a result, text analysis is not done.

KI1-17: “Yes, the content of our courses goes parallel to the course name.” When the data of those who
responded positively to this question were examined, it was seen that no explanations or justifications
were made to support the participants' positive responses. For example, although K1-17 stated that the
courses were conducted in accordance with the course name, she did not provide any justification to
support this opinion.

K1-23: “German grammar overlaps. However, German Turkish, Language Applications, Text Reading
and Analysis do not overlap. The remaining courses also overlap.” Instead of making generalizations,
K1-23 drew attention to the differences between the courses and stated that there was overlap in
grammar courses, but the course content in translation, language practices, text reading and analysis
courses did not match the name of the course.

K2-1: “In most courses, no. Yes, we study grammar in grammar lessons, we translate in translation
lessons. But for example, in our speaking lessons, we never speak and we cannot improve ourselves.”
K2-1, a second-year participant, emphasized that although there was overlap in grammar and translation
courses, speaking activities were not included in this course, although oral communication activities
were expected in the speaking course, as the name of the course suggests.

K2-19: “No, it never overlaps, for example, in the speaking phonetics class, we are supposed to do a
speech but we study grammar.” K2-19 also has the same opinion as the participant above. According to
the participant, while we expect speaking and phonetics courses to focus on teaching, grammar is taught
in the course in question, which is not what the name of the course suggests.

K2-27: “Yes, it overlaps. But there are deficiencies in the speaking and phonetics course.” K2-27
expressed a positive opinion on the theme. However, supporting the opinions of other participants, he
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stated that there were some problems between the name of the course and the course content in practice
in the speaking and phonetics course.

’

K3-20: “Partially yes, because in some courses very irrelevant topics are covered outside of class.’
K3-20 emphasized that for some courses, the course name and the topics covered in the course are
related to each other, but in some courses, topics that have nothing to do with the course name are
covered.

K4-24: “Yes, they overlap, but except for one course, the topics covered in the Semantics course consist
of grammatical or basic level exercises. However, the content of the course is different, as the name
suggests.” K4-24 stated that the names of the courses were compatible with those taught in other courses
except for the semantics course, and that while it was expected that there would be a content transfer
focused on meaning in the semantics course, as can be understood from the name of the course, grammar
and mixed exercises at the basic level were carried out.

Table 5. Whether the content of the course conducted in practice is suitable for the purpose of the course

Theme Categories f

THEME 5: Suitability of the 1 st class Yes 13

course content to the purpose No 24
of the course

2 st class Yes 12

No 21

3 st class Yes 7

No 18

4 st class Yes 14

No 22

Another question asked the participants whether the course content and purpose of the course matched
what was taught by the instructor. 85 participants stated that the course content was not suitable for the
purpose of the course; 46 participants stated that the content of the courses conducted in practice was
different from the course content defined by the official curriculum and the outcomes accordingly. The
participants' views on this theme are given directly below.

KI1-16: “Yes, they all show that they act in accordance with the purpose. Our teacher is trying to act in
accordance with the name of the course.” K1-16 stated that the course contents and learning situations
implemented in all courses were in accordance with the determined objectives and content of the course.

K1-2: “No, I don't think so because the content of some courses does not match what is taught.” K1-2
gave a negative response to the subject, despite the positive opinion of the participant above.
Accordingly, it was emphasized that, regardless of the purpose and content of the courses in the official
curriculum, the content conveyed to them in the courses they took in the applied program was different,
and the name of the course and the learning situations in the classroom environment were not compatible
with each other.

K1-12: “Since we were in the first grade without any preparation, all the lessons were taught irrelevant
topics to begin with. It was very confusing which lesson we were responsible for and what we were
responsible for.” While expressing their opinions about the curriculum, the participants explained some
of the problems they experienced as not receiving preparatory training. In fact, K1-12 stated that in the
first grade, regardless of the name of the course, the content related to teaching German at the basic level
was transferred in almost all courses, and that they experienced confusion in associating the subjects
with the courses in question because the specific subjects of each course were not explained.
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K2-2: “I don't think so in general. Because in the first grade, all the teachers went around and around
and each one explained grammar in a different way, we couldn't make any progress. And this problem
still continues in the second grade. I think we need to improve not only in grammar but also in terms of
pronunciation, speaking and meaning.” The second graders, K2-2, stated that they could not achieve
the expected gains due to the teaching of grammar in all courses in the first grade, regardless of the
course they took, and that this negativity still continued even in the second grade, and that they were not
provided with the learning environments related to comprehension and speaking skills that make
language use possible.

K2-9: “No, for example, we need to improve our pronunciation in the speech phonetics course. But we
do not do anything in terms of speaking and pronunciation. We just proceed by adhering to the course
notes.” According to the views of K2-9, which supports the above finding, the course contents in the
real classroom environment were not conveyed in a way that was compatible with the name and content
of the course; for example, in the speaking and phonetics course, a teaching environment was created
by focusing on non-interactive lecture notes instead of how to make sounds, pronouncing words
correctly and speaking activities as expected from the aims and outcomes of the course.

K2-22: “Yes, but of course there are moments when it is not enough. For example, sometimes the teacher
of the course has to give additional information beyond what is said because we cannot understand the
subject or the text given to us due to lack of knowledge.” K2-22 stated that there was a need for
complementary training on the subjects that required prerequisites, and therefore they experienced
situations where the course content was deviated from.

Table 6. Courses to be removed from the German Language and Literature Undergraduate Curriculum

Theme Categories Subcategories f
THEME 6: 1 st Yes Speech phonetics 5
Courses class
recommended to German Turkish translation 3
be removed from German literary history 8
the undergraduate Selected texts and authors 4
curriculum Selected texts in contemporary German 6
literature
German cultural history 8
Comparative linguistics 4
Semantics 8
Language applications 6
German language history 8
No 21
2st  Yes German literary history 5
class
Selected texts and authors 6
Selected texts in contemporary German 7
literature
German cultural history 5
Language applications 4
Semantics 4
No 5
3st Yes Selected texts and authors 5
class
Semantics 7
German language history 8
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German literary history 7
German cultural history 7
Comparative linguistics 5
Language applications 7
No 14
4st  Yes Semantics 9
class
Language applications 11
Comparative linguistics 8
Selected texts in contemporary German 5
literature
German cultural history 13
German literary history 14
German language history 16
Selected texts and authors
No 10

Participants were asked whether there were any courses they thought should be removed from the
German Language and Literature undergraduate curriculum. A total of 58 participants from all grade
levels stated that there were no lessons to be removed from the curriculum; 73 participants stated that
there were lessons to be removed. According to the common opinion of all classes, the courses "language
practices, selected texts and authors, German literary history, German cultural history, selected texts and
authors" should be removed from the curriculum. When the grade levels were examined separately, it
was determined that the first-year participants made suggestions that the courses “speech phonetics,
translation from German to Turkish, selected texts in contemporary German literature, comparative
linguistics, German language history” should be removed from the curriculum, the second-year
participants “selected texts in contemporary German literature”, the third-year participants “German
language history, comparative linguistics”, and the fourth-year participants “selected texts in
contemporary German literature, German language history, comparative linguistics” should be removed
from the curriculum.

Table 7. Courses that students think are productive for them

Theme Categories f

THEME 7: I st German Grammar 38
Lessons that are class

productive Written expression 33

Reading and reviewing text 11

G-T Translation 22

Speech-Phonetics 4

Language applications 4

2 st German Grammar 31
class

Reading and reviewing text 27

G-T Translation 24

T-G Translation 26

Written expression 23

Selected texts and authors 21

General linguistics 19

Literary text interpretation 24

G-T literary text translation 21

T-G literary text translation 24
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Comparative Linguistics 19
Language Applications 5
3 st German Grammar 24
class
G-T Translation 18
T-G Translation 15
G-T Literary text translation 21
T -A Literary text translation 12
Speech- Phonetics 6
Written expression 21
Selected texts and authors 17
Literary text interpretation 19
Reading and reviewing text 22
German literary history 5
General linguistics 11
Language applications 4
German cultural history 4
Semantics 6
German language history 5
4 st German Grammar 33
class
German written explanation 28
Reading and reviewing text 2
G-T Translation 23
T-G Translation 20
Language applications 7
Selected texts and authors 25
G-T Literary text translation 21
T-G Literary text translation 26
Comparative Linguistics 18
Semantics 8
General linguistics 24
Applied linguistics 26
German language history 4
German cultural history 5
German literary history 4
Literary text interpretation 27
Speech- Phonetics 6

In Table 7, the courses that students consider to be productive are given at the level of class levels.
According to the data in this table, the courses that were productive for the first-year participants were
German grammar, written expression and translation; the courses in which they did not get the expected
efficiency were "text reading and analysis, speaking and phonetics, language practice courses."
According to the opinions of the 2nd year participants, "German grammar, text reading and analysis,
translation, written expression, selected texts and authors, literary text interpretation, literary text
translation" are productive courses, while "general linguistics, comparative linguistics and language
applications" courses are among the inefficient courses. While the 3rd grade participants evaluated the
courses "German grammar, translation courses, selected texts and authors, literary text interpretation,
text reading and analysis" as productive, they evaluated the courses "German literary history, general
linguistics, language practices, German cultural history, semantics, German language history and
language practices" as inefficient. 4th grade participants think that the courses "German grammar,
written expression, translation, comparative linguistics, applied linguistics, literary text interpretation”

350



:’ MSKU Journal of Education
v 3 ISSN 2148-6999 Volume 11, Issue 2, (2024) November

are productive for them; and that the courses "text reading and analysis, language applications,
semantics, German language history, German cultural history, German literary history, speech-
phonetics" are inefficient.

Table 8. Suggested courses to be added to the German language and literature undergraduate program

Theme Categories f
THEME 8: 1 st Reading and listening comprehension 33
Suggested courses  class
to be added to the Vocabulary 29
German language Theories and e-methods in teaching German 27
and literature Language and Culture Interaction 23
undergraduate Dramatization and theatre in German literature 21
program Country information 29
Interculturality 15
Novel in German literature 27
Comparative Culture Knowledge 18
Literary presentation techniques 16
2 st Theories and methods in teaching German 28
class
Dramatization and theatre in German literature 24
Literary presentation techniques 24
Interculturality 19
Novel in German literature 29
Language and Culture Interaction 25
Literary presentation techniques 29
Narrative Arts 21
Comparative Culture Knowledge 19
3 stclass Theories and methods in teaching German 15
Interculturality 12
Reading and listening comprehension 23
Vocabulary 21
Novel in German literature 19
Language and Culture Interaction 16
Dramatization and theatre in German literature 14
Literary presentation techniques 18
Country information 16
Comparative Culture Knowledge 13
4 st class Theories and methods in teaching German 29
Novel in German literature 25
Dramatization and theatre in German literature 18
Literary presentation techniques 26
Country information 23
Reading and listening comprehension 29
Vocabulary 27
Language and Culture Interaction 18
Comparative Culture Knowledge 26
Interculturality 19

Table 8 shows the courses that participants recommend to be added to the German language and
literature undergraduate program. All classes expressed their opinions that the courses “reading and
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listening comprehension, vocabulary, theories and methods in teaching German, language and culture
interaction, dramatization and theater in German literature, country information, interculturality, novels
in German literature, comparative culture information, literary presentation techniques” could be added
to the curriculum. When the contents of the suggested courses are examined, it is understood that the
participants want to take language skills, method courses that can be useful for field courses, and novel,
theater, language and culture courses that are directly related to literature during the education period.

Table 9. Contributions of department courses to the development of four basic language skills

Theme Categories f
THEMED9: Contributions 1 st class Listening 17
of department courses to Speaking 5
the development of four Reading 20
basic language skills Writing 18
None 18

2 st class Listening 12

Speaking 7

Reading 17

Writing 15

None 16

3 st class Listening 10

Speaking 5

Reading 12

Writing 13

None 13

4 st class Listening 13

Speaking 10

Reading 14

Writing 14

None 20

Table 9 contains data on the contribution of the curriculum implemented in the context of four basic
language skills, namely listening, speaking, reading and writing, to receptive and productive skills.
While 52 out of 131 participants stated that the curriculum contributed to listening skills, 27 to speaking
skills, 59 to reading skills, and 60 to writing skills, 67 participants stated that the curriculum did not
improve any skills.

Table 10. Language skills that department courses do not contribute to the development of four basic
language skills

Theme Categories f
THEME 10: Language 1 st class Listening 20
skills that department Speaking 33
courses do not contribute Reading 18
to the development of Writing 20
2 st class Listening 21

Speaking 26

Reading 16

Writing 18
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3 st class Listening 16
Speaking 21
Reading 14
Writing 13
4 st class Listening 21
Speaking 24
Reading 20
Writing 20

Table 10 includes data on language skills that departmental courses do not contribute to the development
of. According to Table 10, 78 participants stated that it did not contribute to the development of listening
skills, 104 participants stated that it did not contribute to the development of speaking skills, 68
participants stated that it did not contribute to the development of reading skills, and 71 participants
stated that it did not contribute to the development of writing skills. As can be understood from the data
in the table, it cannot be said that the implemented curriculum produced the expected positive results in
terms of the development of both receptive and productive language skills.

Conclusion and Discussion

It has been determined that the curriculum implemented in the German language and literature
undergraduate program generally contributes positively to German grammar according to all
participants, but does not contribute to the use of German language in communication environments.
This determination is consistent with the findings of Aslan and Balc1 (1999), Serindag, Aksdz, and Balci
(2006) and Akso6z, Serindag, and Balc1 (2006) regarding the curriculum implemented in the German
language teaching undergraduate program. It has been concluded that a holistic learning process does
not take place because there are no teaching environments for listening and speaking, no connections
are made between courses and subjects, course contents are not created by taking into account the student
level, and therefore effective learning does not take place. It was determined by the common views of
the participants at all grade levels that the lessons did not progress from simple to difficult in accordance
with the teaching principle of simple to difficult. Participants generally have difficulty in the courses of
“text reading and analysis, written expression, translation from Turkish to German, language practices,
grammar; speech-phonetics, translation from German to Turkish, selected texts and authors, history of
German literature, interpretation of literary texts, history of German culture, general linguistics,
semantics, history of the German language, selected texts in contemporary German literature,
comparative linguistics”. The learning situations of each course are prepared in accordance with the
content required by the name of the course (Aykag, 2006). However, in this study, it was determined
that this situation did not occur, that the course title was not compatible with what was explained in the
course, that there was a random content, and that in this case, a learning environment that prevented
systematic and holistic learning from taking place. Another result that supports this situation is that the
course contents are not suitable for the purpose of the course; the content of the courses conducted in
practice and the course contents defined by the official curriculum and the outcomes accordingly are
different. As a result of the common opinion of all classes, the courses "language practices, selected
texts and authors, German literary history, German cultural history, selected texts and authors" are the
courses that should be removed from the curriculum.

All participants suggested that the courses “reading and listening comprehension, vocabulary, theories
and methods in teaching German, language and culture interaction, dramatization and theater in German
literature, country information, interculturality, novel in German literature, comparative culture
information, literary presentation techniques” could be added to the curriculum. As a result, it was
determined that the participants wanted to take language skills, method courses that would be useful for
their field courses, and novel, theater, language and culture courses that are directly related to literature
during their education period.

It cannot be said that the implemented curriculum produced the expected positive results in terms of the
development of both listening and reading, which are receptive skills, and speaking and writing, which
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are productive skills. In addition to the negative results in terms of language skills, it was concluded that
the German Language and Literature undergraduate program did not serve the purpose of the curriculum
in terms of literature and linguistics courses.

Due to reasons such as the serious differences in practice between the official program and the
implemented program, the fact that the courses whose contents are clearly defined in the official
language do not match the content of the courses conducted in the teaching environments, the need for
language skills and literature courses to be conducted in a way that will serve the purpose, and the fact
that there are courses that need to be removed and added to the program, the most important conclusion
reached by this study is to update the curriculum that has been implemented for 19 years, from 2005 to
2024, when this study was conducted. In this context, it is recommended that the German Language and
Literature curriculum of Firat University be updated by taking into account the data obtained from the
study, the curriculum of other universities, and the conditions and expectations of today's business and
educational world of German language and literature.
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Arastirma Makalesi

Alman Dili ve Edebiyat1 Lisans Programinda Uygulanan
Ogretim Programinin Ogrencilerin Gortsleri
Dogrultusunda Degerlendirilmesi: Firat Universitesi Ornegi

Fatma Karaman'

Makale Haklanda Ozet

Bu calismamin amact Firat Universitesi Alman Dili ve Edebiyat: lisans
Gelis Tarihi: 19.08.2024 programinda uygulanan Almanca ogretim programini 6grencilerin
Kabul Tarihi: 07.10.2024 deneyim ve goriisleri dogrultusunda degerlendirmek ve elde edilen veriler
Yayin Tarihi: 26.11.2024 dogrultusunda uygulanan o6gretim programumin verimliligi ve amaca

hizmet etme durumunu belirleyerek ogretim programimin iyilestirilmesi
veya gelistirilmesine iliskin onerilerde bulunmaktir. Bu amaca ulasmak
icin c¢alismada nitel arastirma yéntemlerinden fenomenoloji yéntemi
tercih edilmigtir. Bu ¢alismanin arastirma grubunu ¢alismanin konusuna
iliskin deneyimleri olan Firat Universitesi Alman Dili ve Edebiyati lisans
programinda  6grenim  goren 1.,2.3., ve 4. smf ogrencileri

%e fim olusturmaktadr. Bu c¢alismanin verileri yart yapilandirilmis gériisme

. ’ teknigiyle elde edilmistir. Calismada goriisme teknigi kullanilarak elde

Ogretim program, edilen veriler betimsel analiz yontemiyle analiz edilmistir.

Alman dili ve edebiyan, Alman dili ve edebiyati lisans programinda uygulanan ogretim

Dil becerileri. programumin genel olarak tiim katilimcilara gore Almanca dilbilgisine
olumlu katkisimin oldugu ancak dil kullamimina katki saglamadig
belirlenmistir. Uygulanan égretim programi dil becerilerinin edinimi,
edebiyat ve dilbilim dersleri acisindan lisans programinin amacina hizmet
etmedigi sonucuna ulasilmistir. Resmi program ile uygulanan programin
birbirinden farkli oldugu bulgulanmistir. Bu baglamda ¢calismadan elde
edilen verilerin, diger tiniversitelerin ogretim programlart ve Alman dili
ve edebiyatinin giiniimiiz is ve egitim diinyasimin kosullar: ve beklentileri
dikkate almarak Firat tiniversitesi Alman dili ve edebiyati 6gretim
programinin giincellenmesi onerilmistir.

Atif icin Karaman, F. (2024). Alman dili ve edebiyati lisans programimnda

uygulanan Ogretim programinin &grencilerin goriisleri dogrultusunda
degerlendirilmesi: Firat Universitesi 6rnegi. MSKU Egitim Fakiiltesi
Dergisi, 11(2), 337-374. DOL: 10.21666/muefd. 1535543

Giris

Yabanci dil 6grenimi eski zamanlarda daha cok {iilke yoneticileri, {ist diizey yetkililerin, bilimsel
arastirma yapan veya dis iilkeler ile ticaret amagh ¢aligmalar yapan kisilerce dSnemsenmistir. Ulkemizde
de buna Osmanli Devleti zaman1 da dahil olmak tiizere bir¢ok yabanci dil bilen kisilere ihtiyag
duyulmustur. Alman dilinin 6gretim ve Ogrenim stireci de ilk olarak Osmanli dénemine denk
gelmektedir. Osmanli imparatorlugu doneminde 1864 yilinda kurulan dil okulunda Almanca 6gretimine
baslanilmistir (Akgilines ve Sabuncuoglu, 2020). Tarihi silirecte Almanya ile askeri, siyasi, ticaret gibi
alanlarda ikili iligkiler devam etmistir. Bunun neticesinde de Alman imparatorlugu ve Osmanli
imparatorlugu arasinda 19. yiizyilda siyasi iligkilerin yogunluk kazanmastyla ilk olarak Almanca dersi
Askeri alanda Mektebi Harbiye’de zorunlu ders olarak goriilmiistiir (Can, 2020). Giinlimiizde ise
Tiirkiye’deki iiniversitelerdeki boliimler incelendiginde Almanca Ogretmenligi, Miitercim
Terctimanlik, Alman Dili ve Edebiyati boliimleri olmak iizere bu ii¢ bolimde Alman diline yonelik
lisans programlarinin oldugu goriilmektedir. Ulkemizde Alman Dili ve Edebiyati boliimiiniin temelleri
1935-1936 yillar1 arasinda Ankara Universitesi Dil ve Tarih -Cografya Fakiiltesi basta olmak iizere 1942
yilinda ise Istanbul Universitesi Edebiyat Fakiiltesi biinyesinde atilmistir (Tapan ve Kuruyazici, 2020).
Stirec igerisinde Tiirkiye’deki diger {iniversitelerde de boliimler agilmaya devam etmistir. 2024 yilina
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gelindiginde 13 tiniversitede Alman Dili ve Edebiyati lisans programlarinin bulundugu anlasiimaktadir.
Bu tiniversiteler sunlardir: Akdeniz, Ankara, Atatiirk, Aydin Adnan Menderes, Ege, Firat, Hacettepe,
Istanbul, Marmara, Sakarya, Selcuk, Sivas Cumhuriyet ve Tekirdag Namik Kemal Universitesidir
(OSYM, 2021). Su anda bu boliimlerde egitim géren lisans dgrencilerinin cogu tipki kurulus yillarmdaki
ogrenci profili ile aynidir. Tapan ve Kuruyazict’nin 2020°deki ¢aligmasinda ifade ettikleri gibi “Bu ilk
evrenin Ogrencileri Almancayr Tiirkiye’deki okullarda, Almanca derslerinde 6grenmis, Almanya
deneyimleri olmayan, Almanca anlama, konusma ve yazmada zorluk ¢eken Ogrencilerdi. Derslerde
zorlandiklar i¢in de programda kuramsal derslerin yani sira dil becerilerini gelistirecek dersler de yer
almak zorundaydi.” Bu durumda lisans programinin beklenen c¢iktilart elde edebilmesi igin hedef
kitlenin hazirbulunusluk seviyesi, bilgi, beceri ve eksiklikleri dikkate alinarak hazirlanan &gretim
programinin roliiniin tekrar diigiiniilmesi énemli bir nokta olarak ortaya ¢ikmaktadir. Ciinkii yabanci
dilin kendisi kadar 6gretim programinin icerigi, uygulanmasindaki dogru ve yanliglarin belirlenmesi de
onemlidir.

Ogretim programi, yasamda ihtiya¢ duyulabilecek bilgi ve becerileri grencilere kazandirmay1 hedefler
(Giizel ve Karadag, 2013). Alman Dili ve Edebiyati boliimiinde hedeflenen becerilere ulasilmasi,
ogretim programmin dogru bir sekilde calismasina baghdir. Ogretim programimin gézlemlenmesi
programda degisiklige gidilip gidilmemesi agisindan gereklidir, ¢linkii zaman igerisinde Ogretim
programinin giincellenmesi ya da degistirilmesi gerekebilir. Giizel ve Karadag'in da belirtigi gibi;
program igeriginin ¢agin gereksinimlerini yerine getirebilmede eksik kalmasi ya da uygulamaya iliskin
yapilan gozlemlerde elde edilen olumsuz bulgular, dgretim programlarimm giincellenmesini veya
tiimden degistirilmesini gerektirebilir (2013).

Egitim alaninda yasanan gelismeler, hedeflerin degismesi ve artmasi, toplum, is ve Ogrenci
gereksinimlerinin degismesi nedeniyle 6gretim programlarinda degisiklik yapilmasi kaginilmazdir
(Karaman, 2018). Yenilenen alan bilgileri, hedef kitlenin &zellikleri ve beklentilerinin degismesi,
teknolojinin ve ¢agin degisimi gibi bir¢ok sebeple egitim ve 6gretim siirecinde onceki programlar
iizerinde veya yeni programlarin belirli araliklarla olusturulmasi 6gretim siirecinin niteligine katki
saglamaktadir (Alkan ve Arslan, 2014). Bu baglamda 6gretim programinin incelenmesi ve dgrenciler
acisindan nasil degerlendirildiginin belirlenmesi hedeflenen becerilerin kazanilmasi i¢in gereklidir. Bu
calismanin 6nemi dgretim programinin incelenmesiyle icerik ile uyumunun belirlenmesi programdaki
eksiklik veya uyumsuzluklar1 ortaya koyabilir ve olumlu degisikliklere gidilebilir. Programa iliskin
degerlendirme yapilirken, iceriklerin uygunlugu, 6grencilerin ve toplumun ihtiya¢ ve beklentilerine
cevap verme, i¢erigin mantiksal bir ¢ercevede olmasi gibi konulara dikkat edilir (Seker, 2013:189). Bu
baglamda bu arastirmada herhangi bir egitim kademesinde Ogretilmesi hedeflenen ders konularinin,
egitim programinin amagclari dogrultusunda zaman ve siire¢ unsurlarinin dikkate alinarak
diizenlenmesiyle olusturulan 6gretim programi (Kiigiikahmet, 2009; Varig, 1998) kapsaminda Alman
Dili ve Edebiyat1 boliimiinde 6grenim goren lisans dgrencilerinin Alman Dili ve Edebiyati 6gretim
programina dair goriiglerinin belirlenmesi amaglanmistir. Dolayisiyla egitim 6gretimin merkezinde
bulunun 6grencilere, kendi boliim derslerine dair diisiinceleri 10 soruluk yari yapilandirilmig 6lgme
aractyla tespit edilmeye calisilmistir.

Amacg

Diger bircok alanda oldugu gibi yenileme ve gelistirme calismalari egitim alaninda da siireklilik
gerektiren bir durumdur. Firat {iniversitesinde Alman Dili ve Edebiyati boliimii 2005 yilinda 6grenci
alimina baglamis ve giinlimiiz 2024 yilinda halen aktif olarak 6gretim hayatina devam etmektedir.
Kuruldugu ilk yil olan 2005 yilindan giiniimiize kadar ayni yani 19 yil boyunca ayni Ogretim
programiyla egitim-6gretim siirecini gecirmistir. Bu arastirmanin hipotezi, Firat Universitesi Alman Dili
ve Edebiyati Boliimiinde uygulanan 6gretim programinin giiniimiiz is diinyasi, 6grenci beklentileri ve
lisans programinin ama¢ ve hedeflerini karsilamadigidir. Dolayisiyla bu caligmanin amaci Firat
Universitesi Alman dili ve edebiyat: lisans programinda uygulanan Almanca dgretim programini
ogrencilerin deneyim ve goriisleri dogrultusunda degerlendirmek ve elde edilen veriler dogrultusunda
uygulanan Ogretim programinin verimliligi ve amaca hizmet etme durumunu belirleyerek 6gretim
programinin iyilestirilmesi veya gelistirilmesine iliskin Onerilerde bulunarak program gelistirme
calismalarina katkida bulunmaktir.

Calismanin aragtirma sorular1 asagidaki gibidir:

1. Katilimcilarin uygulanan 6gretim programina iligkin olumlu goriisleri nelerdir?

2. Katilimcilarin uygulanan 6gretim programina iligkin olumsuz goriisleri nelerdir?
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3. Ogretim programinin etkinligine iligkin goriisleri nelerdir?
Yontem

Bu calismada nitel arastirma yontemlerinden fenomenoloji yontemi tercih edilmistir. Fenomenoloji,
aragtirmada yer alan katilimcilarin arasgtirma konusuna yonelik deneyimlerinin ve goriislerinin
arastirmanin amacina uygun olarak hazirlanan belirli veri toplama araglari ile ortaya cikarilmasidir
(Creswell, 2021). Arastirma konusuna iliskin katilimcilarin deneyimlerini ve goriislerini ortaya
¢ikarmak i¢in katilimeilarla goriismeler yapilarak veriler elde edilir (Biiytikoztiirk vd. 2013). Dolayisiyla
bu ¢alismada da goériisme teknigi kullanilarak veriler elde edilmistir. Bu ¢alismanin etik kurul izni Firat
Universitesi Sosyal ve Beseri Bilimler Arastirmalar Etik Kurulu’nun tarih 27.06.2024 say1 25483ve
karar 20 ile alinmistir.

Arastirma Grubu

Bu ¢aligmanin arastirma grubu, veri elde etmek i¢in arastirmanin amacina uygun kapsamli gruplarin
secilerek detayli arastirma yapilmasini saglayan amagli Ornekleme (Biylkoztirk, vd., 2012)
yontemlerinden olan maksimum g¢esitlilik 6rnekleme yontemine gore olusturulmustur. Maksimum
cesitlilik 6rneklemesinde ¢alisma i¢in temel teskil eden konular kapsamli bir sekilde tanimlanir (Patton,
2014). Bu baglamda bu ¢alismanin arastirma grubunu ¢aligmanin konusuna iligkin deneyimleri olan
Firat Universitesi Alman Dili ve Edebiyati lisans programinda 6grenim géren 1. simftan 38, 2. smiftan
33, 3. smuftan 26 ve 4. smiftan 34 olmak {izere toplam 131 6grenci olusturmaktadir. Katilimcilarin sinif
diizeylerinin ve katilimcilarin sira numaralarmin tanimlanmasi igin her bir katilimci 6rnegin K1-5, K2-
8, K3-11, K4-23 seklinde adlandirilmustir.

Veri Toplama Araclan

Alman Dili ve Edebiyati lisans programinda uygulanan &gretim programimin dgrencilerin goriisleri
dogrultusunda degerlendirildigi bu ¢alismanin verileri, yar1 yapilandirilmig goriisme teknigiyle elde
edilmistir. Gorlisme sorulari, arastirmacinin s6z konusu 6gretim programinda 6grenim goren 6grencilere
egitim vermesine bagli olarak ders esnasinda edindigi tecriibelerden ve alan yazinda bulunan 6gretim
programlariyla ilgili yapilan arastirmalarin bulgular1 ve sonuglari incelenerek hazirlanmistir. Goriisme
sorularina iliskin uzman gorisii, alan uzmani olan iki arastirmaci tarafindan alinmig daha sonra veri
toplama aracina son sekli verilmistir. Yari yapilandirilmis goriisme formunda yer alan gériisme sorulari
asagida yer almaktadir:

1.Alman Dili ve Edebiyati Lisans Ogretim Programmin Almanca greniminize katki sagladigini
diistintiyor musunuz?

2.Smif diizeyine gore derslerin basitten zora dogru ilerledigini diistiniiyor musunuz?

3.Alman Dili ve Edebiyati lisans programindaki hangi dersleri 6grenmede giicliik yasiyorsunuz?
4.Ogretim elemani tarafindan yiiriitiilen derste anlatilanlar ile dersin ad1 birbiriyle drtiismekte midir?
5.0gretim elemani tarafindan yiiriitiilen dersin iceriginin dersin amacma uygun oldugunu diisiiniiyor
musunuz?

6.Alman Dili ve Edebiyati lisans 6gretim programindan ¢ikarilmasi gereken ders veya derslerin
oldugunu diisiiniiyor musunuz?

7.Sizin i¢in verimli oldugunu diistindiigiiniiz ders veya dersler hangileri?

8.Alman Dili ve Edebiyat1 lisans 6gretim programina eklenmesi gereken ders veya dersler hangileri?
9.Alman Dili ve Edebiyat1 boliimiinde gordiigiiniiz derslerin hangi dil becerilerinizin gelisimine katk1
sagladigini diistiniiyorsunuz?

10.Alman Dili ve Edebiyat1 boliimiinde gordiigiiniiz derslerin hangi dil becerilerinizin gelisimine katk1
saglamadigin diisiiniiyorsunuz?

Verilerin Analizi

Bu calismada goriisme teknigi kullanilarak elde edilen veriler, betimsel analiz yontemiyle analiz
edilmistir. Betimsel analiz yontemi, elde edilen verilerin temalar altinda gruplandirilarak 6zetlenmesi
ve yorumlanarak degerlendirilmesidir (Kartal, 2021). Katiimcilarin her birinden elde edilen verilere
sayfa numarasi verilip numaralandirilmistir. Kategori anahtari veriler dogrultusunda hazirlanmistir. Her
katilimeinin cevaplari kategorilere doniistiiriilmistiir. Tema ve kategori olusturma stirecinde Alman dili
ve edebiyat1 alaninda uzman olan iki arastirmacinin goriisleri alinarak tema ve kategorilere son hali
verilmistir.
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Bulgular

Bu boliimde katilimcilarla yapilan goriismelerden elde edilen veriler betimsel analiz yontemiyle analiz
edilmistir. Veriler temalara, kategorilere ve alt kategorilere ayrilarak tablo halinde gosterilmistir.

Tablo 1. Alman Dili ve Edebiyat1 lisans 6gretim programinin Almanca 6gretimine katkilari

Tema Kategoriler Alt kategoriler f
TEMAI: Alman 1.  Smif Evet  Dilbilgisine katki 24
Dili ve Edebiyati Hayrr Verim alamama 22
lisans 6gretim Seviyeye uygun olmamasi 25
programinin Dinleme, konugma dersinin 31
Almanca olmamasi
Ogretimine Konu biitiinliigiiniin olmamasi 29
katkilar1
2. Smf Evet  Dilbilgisine katki 29
Hayir Seviyeye uygun olmamasi 27
Derslerde basarili olmama 30
Thtiyaca yonelik olmamasi 28
Dersler arasinda iliskilendirme 24
olmamasi
Konusmay gelistirmemesi 29
Derslerin sistematik gitmemesi 27
3. Smf Evet  Dilbilgisini gelistirmesi 21
Hayir Konusma becerisini gelistirmeme 19
4. Smf Evet  Dilbilgisine katki 27
Hayir Konusma becerisini gelistirmeme 30
Gereksiz derslerin olmasi 28

[lk soruda katilimcilara Alman dili ve edebiyati lisans dgretim programimin dil gretimi agisindan onlara
kazanim saglayip saglamadigina iliskin soru yoneltilmistir. Biitiin katilimcilarin programin dilbilgisine
katki sagladig1 yoniinde olumlu bir degerlendirmede bulundugu sonucu elde edilirken yine tiim siniflarin
ortak verisi olarak konusma becerisini gelistirmedigi belirlenmistir. 1. siniflar dinleme ve konusmaya
yonelik 6gretim ortamlarinin olmadigini, genel anlamda dersler, 6zel manada ise konular arasinda
iligkilendirmenin olmamasina bagl olarak biitiinciil bir 06grenme siirecinin ger¢eklesmedigi;
seviyelerine uygun olarak ders iceriklerinin olusturulmadigini dolayisiyla verim alamadiklarini ifade
etmiglerdir. 1. smifta 6grenim goren katilimcilari bu yénde olumsuz goriis belirtmelerinin nedeni s6z
konusu 6gretim programinda hazirlik egitimi almamalartyla aciklanabilir. Nitekim Karaman’in (2023)
Alman dili ve edebiyat1 boliimlerinde hazirlik egitimine iliskin yaptig1 aragtirmada hazirlik egitiminin
olmamasinin dilbilgisi, edebiyat ve dil becerilerinin edinimi, gibi bircok alan derslerinin bagarisini
olumsuz etkiledigi sonucuna ulasmustir. 1. siif ve 2. siniflar derslerin seviyelerine uygun olmadigini,
dersler arasinda sarmal bir iligkilendirmenin kurulmamasima baglh olarak biitiinliik olmadigini, derslerin
verimsiz olmasi nedeniyle basarisiz olduklarii belirtmislerdir. 3. simiflar kendilerine yoneltilen soru
cergevesinde programdaki tek olumsuzlugun derslerin konusma becerilerini gelistirmedigini; 4. siniflar
ise konusma becerisini gelistirmemesinin yani sira programda gereksiz derslerin de yer aldigini ifade
etmiglerdir. Katilimcilari bu tema c¢ergevesindeki goriislerine asagida direkt olarak yer verilmistir.

K1-6: “Fazla katki saglamiyor, ¢iinkii seviyemiz ¢ok iyi degil ve dersler agir geliyor. Keske seviyemize
gore basitten alp giizel bir alt yapt ile ilerleyebilsek.” K1-6 ders igeriklerinin Almanca bilgi
diizeylerinin {lizerinde oldugunu bu nedenle verim alamadiklarim belirtirken; ihtiya¢ analizi yapilarak
ogrencilerin Onbilgilerinin tespit edilmesi ve elde edilen sonuglara gore ders igeriklerinin bu yonde
olusturulmasinin kendileri i¢in faydali olacagi 6nerisinde bulunmustur.
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K1-11: “Bazi derslerin katki sagladigim diistintiyorum fakat bazi dersler ¢ok verimsiz gegiyor.” K1-11
dersler arasinda verim agisindan farkliliklar oldugunu, genel anlamda bazi derslerden verim alirken bazi
derslerden verim alamadiklarint belirtmistir.

K1-13: “Hayiwr hichir katkisi yok. Al.1 seviyesinde oniimiize upuzun paragraflar veriliyor. Ogrenmek
icin degil devamsizlik i¢in geliyoruz. Béyle olacaksa devam zorunlulugu olmasin evde kendimiz 6grenip
smavlart verelim daha mantikli.” K1-13 derslere katilim gdstermesinin nedenini, derslerin 6grenme
siirecine katki saglamasi degil de egitim sisteminin zorunlu tuttugu derslere fiilen katilma
mecburiyetinin olmasi ile aciklamistir. Derslere devam zorunlulugunun olmamasi halinde 6grenme
siirecinde kendi sorumlulugunu alarak bireysel Ogrenme yontemiyle daha basarili olabilecegini
belirtmistir.

’

K1-14: “Dinleme ve konusma becerileri icin ekstra dersimiz olursa faydali olacagim diisiiniiyorum.’
K1-14 uygulanan 6gretim programinda eksik olan dinleme ve konusma derslerinin pratikte olmasi
durumunda programin kendileri igin daha ¢ok yararli olacagim diisiinmektedir. Esasinda resmi 6gretim
programi incelendiginde “ADE 108 Konusma- Fonetik” adli dersin var oldugu anlagilmaktadir. Ancak
katilimc1 goriislerinden anlasildigi tizere uygulanan 6gretim programinda ise pratikte bu dersin igerigine
ve amacina uygun bir dgretim ortamiyla 6grencilerin karsilasmadigi goriilmektedir.

KI1-18: “Yeteri kadar olmasa da evet. Yeteri kadar olmamasinin nedeni seviyemize gére yiiksek kaliyor
ve ¢ogu zaman derste hi¢hbir sey anlamiyoruz.” Katilimcilarin goriisleri incelendiginde olumlu fikir
beyan edenlerin dahi esasen eksik gordiikleri noktalar: dile getirdikleri anlasilmaktadir. Ornegin K1-18
olumlu bir cevap verdikten sonra 6grenme durumlarmin onbilgilerini harekete gegirmek igin kendi
seviyelerine uygun olarak diizenlenmedigini dolayisiyla ders igeriklerinin zihinlerinde sahip olduklar
bilgilerle iliskilendirilemeyerek yeni bir bilgi ve becerinin ediniminin miimkiin olmadigini belirtmistir.

K1-21: “Dil becerileri bakimindan katki sagladigimt diisiinmiiyorum ama dilbilgisi olarak katk
sagladigin diistintiyorum.” Genel olarak biitiin katilimcilar dilbilgisi 6gretiminde 6gretim programinin
katki sagladigini ifade etmislerdir. K1-21 her ne kadar 6gretim programi dilbilgisi agisindan iyi olsa da
uygulanan 6gretim programinin dinleme, konusma, okuma ve yazma olmak {izere dort temel dil
becerisinin gelisimi i¢in beklenen ¢iktiy1r vermedigini vurgulamistir.

K1-23: “Konular dagimk, sistemli bir ilerleme olmadigi icin verim almamiyor.” K1-23 derslerin
icerigini olusturan konularin birbirini desteklemedigine bagli olarak o6grencinin bilgi ve beceri
kazanmasina katki saglamadigi, birbiriyle iligkilendirilmeyen konularin zihinde beyin temelli
yaklagimin da savundugu gibi (bkz. Batdi, 2019) yapilandirilmadigi ve dolayisiyla beklenen 6grenme
siirecinin gerceklesmedigini vurgulamistir.

K2-5: “Sifir Almanca bilgisiyle geldigimiz icin birinci sinifta cok zorlandik. Temelimiz olmadig icin ve
konulara ¢ok hakim olmadigim icin ¢ok eksikliklerimiz var ve bu eksikliklerimiz hala devam ediyor bu
yiizden dersler gittikce daha da anlasiimaz oluyor.” K2-5 hazirlik egitimi almamalarinin dogurdugu
eksikligi, sinif diizeyi atladik¢a daha da ¢ok hissettiklerini, sahip olduklar1 Almanca bilgi diizeylerinin
hali hazirda devam ettikleri simnif diizeyinin gerektirdigi seviyede olmamasi nedeniyle sikintilar
yasadiklarini belirtmistir. Katilimct hedef kitle ile uygulanan 6gretim programi arasindaki uyumsuzluga
dikkat ¢ekmistir.

K2-6: “Hayw diistinmiiyorum. Disarida herhangi bir kurs ile daha kolay ve hizli Almanca
ogrenebilecegimi diisiiniiyorum.” K2-6 Alman dili ve edebiyati lisans programinda aldigi egitimle
disarida herhangi bir kurs merkezinde alacagi egitimi kiyaslayarak goriislerini bildirmistir. Ona gore
lisans programina harcadigi zaman ve enerjiyi diislindiigiinde bu siirede herhangi bir yabanci dil kurs
merkezinde daha iyi sonuglar alabilecegini dile getirmistir.

K2-9: “Almanca ogrenme konusunda stkintt yastyoruz. Béliimiin amact dil 6grenmeden ¢ok edebiyat ve
kiiltiir inceleme ama dil bilmedigimiz igcin bu da miimkiin olmamakta.” K2-9 6grenim gordiigii
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programin amaci ve ¢iktilarmin sadece yabanci dil 6gretmek olmadigi, bunun yam sira edebiyat
Ogretiminin de programin amaglar arasinda olduguna dikkat ¢ekerek s6z konusu yabanci dil bilgilerinin
yetersiz olmasina bagli olarak bu amag ve ¢iktilarin da yerine getirilemedigini vurgulamistir. Dolayisiyla
dil bilgisi yetersizligi alan derslerinin 6grenimini de olumsuz etkilemektedir.

K2-16: “Bir nevi evet. Tam anlamiyla diyemem. Ciinkii egitim konusunda bir¢ok eksiklikler mevcut. Bu
da psikolojik olarak kotii etkiliyor, derslere olan ilgimizi azaltiyor.”’K2-16 da 6gretim programinin
katkilarma iligkin olumlu yoénde goriis bildirmistir. Ancak 6gretim programinin uygulama siirecini
olusturan Ggrenme ortamlarinin diizenlenmesi asamasinda eksiklikler oldugunu, bu eksiklikler
neticesinde basar1 duygusunun yasanamamasina bagh olarak kendilerinde istenmedik bir ruh halinin
meydana geldigini ve bunun da derslere olan ilgi ve motivasyonlarini diislirdiigiini belirtmistir.

K2-22: “Evet ama bu katkinin biraz yetersiz kaldigim diisiiniiyorum.” K2-22 de yukaridaki katilimciyla
ayn1 goriliglere sahiptir. Nitekim bu katilimer da her ne kadar dgretim programinin katki sagladigim
diisiinse de baz1 noktalarda beklenen 6grenme ¢iktilarina ulagmak i¢in yeterli olmadigmi ifade etmistir.

K2-29: “Dersler genellikle dilbilgisi agirlikl islendigi icin katki saglamaktadwr.” K2-29 bir¢ok dersin
dilbilgisi dersinin igerigi dogrultusunda yiiriitiilmesi nedeniyle Ggretim programinin yabanci dil
O0grenme siirecine katki sagladigini belirtmistir. Bu durumun ise diger derslerin kazanimlarmin eksik
kalmasma neden olmas1 noktasinda bazi derslerde sikinti1 olusturmasi olasidir.

K3-1: “Evet ama konugma becerim icin katki sagladigin diigiinmiiyorum.” K3-1 soruya olumlu yanit
verirken uygulanan Ogretim programinin konusma becerisinin gelisimine herhangi bir katki
saglamadigini belirtmistir.

K4-7: “Evet, dilbilgisi a¢isindan katki sagliyor. Ama konusma agisindan fayda saglamiyor.” K4-7 da
yukaridaki katilimeiyla aym goriise sahip olurken; dilbilgisini gelistirdigi ancak konusma becerisi
agisindan verimli olmadigini ifade etmistir.

K4-9: “Hayir katki saglamadi, dzel bir destek alarak ilerledim. ” K4-9 okulda gordiigii derslerden ziyade
kendi imkanlar1 dogrultusunda ozel kurslara giderek Ogrenme siirecine bireysel katki sagladiginm
belirtmistir.

K4-18: “Kismen katki sagladigini diisiiniiyorum. Gereksiz dersler olmasa daha da katki saglar bence.”
K4-18 dgretim programinin 6grenme siireglerine katki sagladigini, ancak 6gretim programinda kendileri
icin verimli olmayan gereksiz derslerin oldugunu, bu derslerin programdan ¢ikarilmasi halinde daha iyi
sonuclar alinabilecegini vurgulamustir.

K4-25: “Cok az ciinkii direkt dénem tarihi gibi dersler var, hdlbuki dil gelisimine katki saglayacak
birgok ders olabilir bunlarin yerine.” K4-25 de yukaridaki katilimeciyla ayn1 noktaya vurgu yaparak
Alman dil ve kiiltiir tarihi gibi dil gelisimini direkt olarak ¢ok da desteklemeyecek derslerin, 6gretim
programinin ¢iktilarina ulagsmayt olumsuz yonde etkilemesi nedeniyle bu derslerin programdan
cikarilmasinin gerektigini belirtmistir.

K4-29: “Bazi konularda sagladigini diistinmiiyorum ozellikle okuma, konusma alaninda yetersiz.
Derslerde iglenen konular ilerde bizler icin ne kadar gerekli olacak sorusunu hep soruyoruz.” Dordiincii
smif olan katilimcilarin goriisleri 6gretim programindaki biitiin dersleri almalar1 nedeniyle biitiin
derslere iliskin deneyimleri olmasina bagli olarak elde edilen veriler arastirma konusuna yonelik dogru
¢ikarimlarin yapilmasi agisindan biiyiik bir dneme sahiptir. Ornegin K4-29 dérdiincii sinifa gelindiginde
dahi okuma ve konusma gibi dort temel dil becerileri agisindan yeterli bir gelisim saglanmadigini, bu
eksikliklere ragmen ders igeriklerine eklenen konularin gergek yasam ya da is hayati icerisinde nerede
kullanabileceklerine iligskin sorgulamalarmin oldugunu vurgulamstir.
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Tablo 2. Sinif diizeyine gore derslerin basitten zora dogru ilerleme durumu

Tema Kategoriler f

TEMAZ2: Smnif diizeyine 1. Smf Evet 18

gore derslerin basitten zora Hayir 20
ilerleme durumu

2. Smif Evet 12

Hayir 21

3. Smuf Evet 16

Hayir 10

4. Smif Evet 12

Hayir 22

Tim sinif diizeyleri toplaminda derslerin basitten zora dogru ilerlemesine iliskin soruda 58 katilime1
evet yanitini verirken; 73 katilimci da hayir cevabini vermistir. Yukaridaki tabloda yer alan sonuglar
incelendiginde katilimcilarin  %95,63’linlin  sinif diizeyine gore derslerin basitten zora dogru
ilerlemedigini belirttigi anlasilmaktadir. Bu durum ise 6gretim ilkelerinden olan 6grenme girdisinin
basitten zora dogru diizenlenerek konularm ilerlemesi gerektigi ilkesiyle ¢elismektedir (Kutlu, 2020;
Siinbiil, 2011). Katiimcilarin bu tema ¢ergevesindeki goriislerine asagida direkt olarak yer verilmistir.

K1-15: “Haywr, sene basinda aldigimiz ve suan aldigimiz dersler farkly ilerliyor bu da dgrenci agisindan
kopukluga sebep oluyor ve dgrencinin ilerde alacag derslerde sikintt yagamasina sebep olabilir.” K15
dersler arasindaki ilerleyisin s6z konusu derslere iliskin sahip olduklar1 bilgi ve becerilerle uyumlu bir
sekilde ilerlemedigini, bu durumun ise 6grendikleri yeni bilgilerle sahip olduklar1 eski bilgiler arasinda
iliskilendirme yapamamalarma neden oldugunu dolayisiyla 6grenme siirecinin sekteye ugradigini ifade
etmistir.

K1-23: “Haywr ¢iinkii 1. simifta 2. sinif konulart igleniyormus gibi geliyor bize.” Ogrenci seviyesi goz
ontinde bulundurulmadan, 6grencinin eksik 6grenmeleri tamamlanmadan 6gretim programinda yer alan
O0grenme girdisinin Ogrenciye aktarilmasi, Ogrencinin 6grenme malzemesini anlamlandirmasini
giiclestirmektedir. Tam 6grenme kuraminin da savundugu gibi konularin onkosul 6grenmelerinin
gerceklesmesinden sonra yeni bilginin 6grenme ortamina dahil edilmesi, siireci basartya gotiiriir
(Adigiizel, 2022; Bloom, 1972; Sever, 1997). K1-23 1. sinifta olmasina ragmen yeni 6grenilen konularin
sahip olduklar1 bilgilerle uyumlu olmamasi nedeniyle sanki 2. smif diizeyindeymis gibi hissettigini
belirtmistir.

K2-8: “Kesinlikle haywr sunif diizeyi iyi bir seviyede olmamasina ragmen miifredata gore ilerlemeleri
gerektigi icin katki saglamiyor. ” K2-8 6gretim programinda yer alan igeriklere gore ders akisi ilerledigi
icin Ogrencinin seviyesinden bagimsiz olarak bir igerik aktarimimin oldugunu, smif diizeyinin ise
aktarilan igerige uygun olmamasi nedeniyle verimli bir Ogretim siirecinin gerceklesmedigini
vurgulamstir.

K2-10: “Hayir sistematik bir sekilde ilerleme yok. Bir derste Al isliyorsak diger derste Bl baska derste
B2 bu da ogrenme siirecini olumsuz etkiliyor. Seviye seviye ilerleyip gitsek ¢ok daha verimli olacaktir.”
K2-10 aym smif diizeyinde dahi dersler arasinda seviye farki oldugunu, bir ders Al diizeyinde
ilerlerken; diger bir ders B2 seviyesinde ilerledigi i¢in dersler arasinda koordineli bir uyumun olmadigini
dolayisiyla sistematik bir 6grenme siireci yasamadiklarini belirtmistir.

K2-29: “Haywr, diisiinmiiyorum. Hocalarimiz hazivlik simifimin eksikligini telafi etmeye ¢aligtigt icin
derslerimizin bir boliimiinde mutlaka dilbilgisine geri déniis oluyor. Bu durum diizeyin basit diizlemde
sabit kalmasina sebep oluyor.” K2-29 hazirlik egitiminin olmamasina vurgu yapmigstir. Hazirhik egitimi
almamalar1 nedeniyle temel seviyede Ogrenmeleri gereken eksik bilgilerinin oldugunu, s6z konusu
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dersin sorumlusunun da bu eksiklikleri gidermek i¢in dersin igeriginin digina ¢ikmak zorunda kaldigini,
dolayisiyla herhangi bir ilerleme gosteremeyip seviyelerinin sabit kaldigin1 ifade etmistir.

K3-1: “Evet, seviye seviye ilerledigimizi diisiiniiyorum.” Bu soruya olumlu yanit verenler ise olumlu
diistinmelerinin gerekgelerini agiklamamiglardir. Nitekim K3-1 olmasi gerektigi gibi seviye seviye
ilerlediklerini belirtmistir.

K3-9: “Haywr hep aym seviyede ilerledigimizi diigiiniiyorum.” K3-9 da K3-1 ile ayn1 goriige sahiptir.
Derslerin basitten zora dogru bir akisinin olmadigimi ayni diizeyde bir ilerlemenin oldugunu ifade
etmistir.

K4-19: “Evet diisiiniiyorum. 1. sinifta derslerimiz daha kolayken sinif atladik¢a zorlagti.” Dordincii
smif katilimcist olan K4-19’{in smif atladik¢a derslerinin daha da zorlastigini dile getirmesi, donem
sonlarinda her smif seviyesinin gerektirdigi kazanimlara erigsilememesinin nedeni, 6grencilerin bir
sonraki simf derslerinin igeriklerini kavrayacak hazirbulunusluk seviyesine ulagamamasiyla
aciklanabilir.

K4-28: “1. simifta hazirlik olmadigy i¢in dilbilgisi agwrlikli ders islendi. Ve her ders farkl seviyede
anlatildy bu sebeple dogrenmem daha uzun siirdii.” Lisans programinda katilimeilarin hazirlik egitimi
almamalari, derslerin igeriklerinin agirlikli olarak dilbilgisi ekseninde verilmesi ve 6grencilerin de ortak
bir seviyeye ulasamadigi, heterojen bir yapiya sahip olmalarina bagli olarak kolaydan zora dogru
sistematik bir akisin olmadigi anlagilmaktadir.

K4-33: “Hayw diigiinmiiyorum. Hazwrltk sinifimiz olmadigy igin 1. ve 2. simifimiz hazirlik gibi gegti ve
aniden 3. smifta ¢ok agir dersler gérmeye basladik.” K4-33 de hazirlik egitimi almamalar1 nedeniyle
derslerin basitten zora dogru bir akis i¢erisinde ilerlemedigini, 1. ve 2. siniflardaki derslerin igeriklerinin
disina ¢ikilarak bu iki sinif seviyesinde de temel seviyede Almanca 6gretimine yonelik ders i¢eriklerinin
aktarildigini dolayisiyla 3. smifa geldiklerinde ise Alman edebiyat ve kiiltiir tarihi gibi goreceli olarak
icerikleri zor derslerle karsilastiklarini belirtmistir.

Tablo 3. Ogrenmede giicliik ¢ekilen dersler

Tema Kategoriler f
TEMA 3: 1. Smif Metin okuma ve inceleme 21
Ogrenmede Yazilt anlatim 13
giicliik cekilen Tiirkge Almanca ¢eviri 19
dersler Dil uygulamalar1 25
Dilbilgisi 10

2. Smif Konusma Fonetik 24

Almanca Tiirkge geviri 21

Se¢cme metin ve yazarlar 29

Tiirkge Almanca geviri 26

3. Smif Alman edebiyat tarihi 21

Edebi metin yorumu 23

Alman kiiltiir tarihi 23

Genel dilbilim 24

Anlambilim 23

4. Smif Alman Dili Tarihi 31

Cagdas Alman edebiyatinda segcme metinler 29

Karsilagtirmal dilbilim 30
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Tablo 3’te Alman dili ve edebiyat1 lisans programinda yer alan hangi derslerden 6grenme siirecinde
giicliik ¢ekildigine iligkin veriler yer almaktadir. Bu verilere gore 1. smif dgrencilerinin “metin okuma
ve inceleme, yazili anlatim, Tiirkge’den Almanca’ya geviri, dil uygulamalari, dilbilgisi; 2. simf
ogrencilerinin “konugma- fonetik, Almancadan Tiirk¢eye ceviri, se¢gme metin ve yazarlar, Tirk¢eden
Almancaya ¢eviri”; 3. smif dgrencilerinin “Alman edebiyat tarihi, edebi metin yorumu, Alman kiiltiir
tarihi, genel dilbilim, anlambilim”; 4. sinif 6grencilerinin “Alman dili tarihi, ¢agdas alman edebiyatinda
segme metinler, karsilastirmali dilbilim” derslerinde; zorlandiklar1 belirlenmistir. Katilimecilarin bu tema
cergevesindeki goriiglerine asagida direkt olarak yer verilmistir.

K1-28: “Agik¢ast dil uygulamalari, metin okuma ve inceleme, ¢eviri derslerimizin ¢cok verimsiz gegtigini
belirtmek istiyorum. Yeni baslamamiza ragmen ¢ok hizli ilerliyoruz, kelime eksikliginden dolayt
herhangi bir verim alamryorum.” K1-28 dersi anlamak i¢in ihtiya¢ duyulan dnbilgiler ve kelime bilgisi
eksikliginin yani sira, dersin 6grencilerin 6grenme hizlarina gore yiiriitiillmemesi gibi farkli nedenlerden
dolay1 dil uygulamalari, metin okuma ve inceleme ve c¢eviri derslerinden verim alamadiklarini
belirtmistir.

K2-1: “A¢ik¢asi gramer harig biitiin derslerde eksiklikler var. Ciinkii dili tam 6grenmedigimiz igin alan
derslerimizi anlayamiyoruz. Yani demek istedigim her seyden biraz ogreniyoruz, par¢a parga, biitiinliik
olusturamiyoruz.” K2-1 ders igeriklerinin birbiriyle iliskilendirilmeyerek biitiinsel aktarilmamasina
bagl olarak sistematik bir ilerleyisin olmamasi nedeniyle tam 6grenme siirecini deneyimlemediklerini
ifade etmistir. Konular ve dersler arasinda iliskilendirme olmadigi i¢in de Ogrencilerin zihinlerinde
bilgileri yapilandiramadigi sdylenebilir.

K2-4: “Metin okuma ve inceleme, konusma dersleri bu ikisinin bize pek bir katki sagladigint ve
gelistirdigini diigiinmiiyorum. Ciinkii konusma dersinde konusmaya dair hicbir sey yapmiyoruz. Iki yildir
kendimizi tanitma disinda hicbir sey ogrenemedik bu yiizden konugsma dersinin bize pek dogru
anlatildigini  diigtinmiiyorum.” K2-4 metin okuma ve inceleme, konusma derslerinde sikintilar
yasadiklarini belirtmistir. Katilimer bu derslerdeki sikintilarm gerekgelerini ise; Grnegin konusma
dersinde dersin igerik ve amacina uygun bir sekilde yiiriitilmemesi, siirekli kendini tekrar eden
etkinliklerle dersin ilerlemesi seklinde agiklamustir.

K2-28: “Konusma fonetik ve ¢eviri derslerinde giicliik ¢ekiyorum. Derste anlatilanlar ile dersin adi
uyusmamaktadir.” K2-28 de yukaridaki katilimcinin diisiinceleriyle paralel goriigler bildirmistir.
Katilimciya gore konusma-fonetik dersinde pratikte derste aktarilanlar ile dersin icerigi ve amaci
birbiriyle ortiismemektedir. Bu durum ise dgrencilerin 6grenme siirecinde zorluk yasamalarina neden
olmaktadir.

K2-18: “Se¢me metin ve yazarlar dersi ¢ok agir geliyor. Ciinkii direkt olarak Alman edebiyati, yazarlar
ve sairler isleniyor hep. Biz daha dogru diizgiin temel seyleri bilmiyoruz o yiizden zorlaniyoruz.” Bu
katilimc1 da segme metin ve yazarlar dersini anlamakta giicliik ¢ektigini ifade etmistir. Katilimciya gore
s0z konusu dersin icerigini kavramak icin yeterli dil bilgisine sahip olmamalarina bagli olarak Alman
edebiyatindaki nazim ve nesir tiiriindeki eserleri anlama ve yorumlamada ¢ok yetersiz kalarak bu siiregte
basarisiz olmaktadirlar.

Tablo 4. Derste anlatilan ile dersin adinin birbiriyle 6rtlisme durumu

Tema Kategoriler f

TEMA 4: Derste anlatilanla 1. Smif Evet 16

dersin adinin birbiriyle Hayir 22
Ortiismesi

2. Smif Evet 10

Hayir 23

3. Smif Evet 10
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Hayir 16
4. Smf Evet 15
Hayir 19

Derste anlatilanlar ile dersin adimin birbiriyle ortligmesine iliskin elde edilen verilere gore tiim simf
diizeylerinde 80 katilimci derste aktarilan igerikler ile dersin adinin birbiriyle ortiismedigini; 51
katilimcr ise oOrtiistiigiini ifade etmistir. Katilimeilarin bu tema gergevesindeki goriislerine asagida direkt
olarak yer verilmistir.

K1-3: “Hayr értiismemektedir. Ornegin metin okuma ve inceleme dersinde metin okumasi ve incelemesi
yapilmiyor.” Temaya iligkin olumsuz goriis bildiren K1-3 metin okuma ve inceleme dersinden 6rnek
vererek bu dersin adi her ne kadar metin okuma ve inceleme olsa da pratikte derste metin okumalar1
yapilmadigi bunun sonucunda metin incelemesi de yapilmadigini belirtmistir.

K1-17: “Evet derslerimizin i¢erigi ders adi ile paralel gitmektedir.” Bu soruya olumlu yanit verenlerin
verileri incelendiginde katilimcilarin olumlu yanit vermelerini destekleyecek nitelikte agiklama ve
temellendirmelerin yapilmadigi goriilmiistiir. Ornegin K1-17 derslerin adia uygun olarak derslerin
yiiritiildiigiinii  ifade etmesine ragmen, bu diislincesini somutlastiracak herhangi bir gerekce
belirtmemistir.

KI1-23: “Almanca dilbilgisi ortiigiiyor. Ancak Almanca Tiirk¢e, Dil Uygulamalar:, Metin okuma ve
Inceleme ortiismiiyor. Gerive kalan diger dersler de értiigiiyor.” K1-23 genelleme yapmak yerine
dersler arasindaki farkliliklara dikkat ¢ekerek, dilbilgisi derslerinde drtiisme oldugunu ancak ¢eviri, dil
uygulamalari, metin okuma ve inceleme derslerinde dersin igeriklerinin dersin adiyla uyum
gostermedigini ifade etmistir.

K2-1: “Cogu derste haywr. Evet dilbilgisinde gramer isliyoruz, ¢eviri dersinde ¢eviri yapiyoruz. Ama
ornegin konusma dersimizde asla konusma yapilmiyor ve kendimizi gelistiremiyoruz.” ikinci simf
katilimcilarindan olan K2-1 dilbilgisi ve ¢eviri derslerinde ortiisme olmasina karsin konusma derslerinde
dersin adindan da anlasilacagi gibi sozlii iletisim kurma etkinliklerinin beklenilmesine ragmen bu derste
konusma etkinliklerine yer verilmedigini vurgulamistir.

K2-19: “Hayir asla ortiismiiyor mesela konusma fonetik dersinde konusma yapmamiz gerekiyor ama
gramer goriiyoruz.” K2-19 de yukaridaki katilimcryla ayn1 goriise sahiptir. Katilimciya gore konusma
ve fonetik derslerinde konusma ve seslendirme odakli 6gretim durumlarinin olmasini beklerken, s6z
konusu derste dersin adinin ¢agristirmadigi dilbilgisi 6gretimi yapilmaktadir.

K2-27: “Evet ortiismektedir. Fakat konusma ve fonetik dersinde eksiklikler var.” K2-27 temaya iligkin
olumlu goriis bildirmistir. Ancak diger katilimcilarin goriislerini destekler nitelikte konugma ve fonetik
dersinde, dersin ad1 ile uygulamadaki ders igerigi arasinda bir takim problemler oldugunu ifade etmistir.

K3-20: “Kismen evet, ¢iinkii bazi derslerde ders diginda ¢ok alakasiz konular isleniyor.” K3-20 bazi
dersler i¢in gecerli olmak iizere ders adi ile derste anlatilan konularin birbiriyle iliskili oldugunu, ancak
bazi derslerde ise ders adiyla hig ilgisi olmayan konularin islendigini vurgulamistir.

K4-24: “Evet ortiismektedir ancak bir ders hari¢ Anlambilim dersinde islenen konular gramatik ya da
temel seviye alistirmalardan olusuyor. Ancak dersin icerigi adindan da anlasilacag gibi farkli.” K4-24
anlambilim dersi disinda diger derslerde anlatilanlar ile derslerin adinin uyumlu oldugunu ifade ederek,
anlambilim dersinde dersin adindan da anlasilacagi gibi anlama ydnelik bir igerik aktariminin olmasi
beklenirken dilbilgisi ve temel seviyede olan karma alistirmalarin yapildigini belirtmistir.
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Tablo 5. Pratikte yiiriitiilen dersin igeriginin dersin amacina uygun olma durumu

Tema Kategoriler f

TEMA 5: Dersin igeriginin 1. Smf Evet 13
dersin amacina uygunlugu Hayir 24
2. Smf Evet 12

Hayir 21

3. Smf Evet 7

Hayir 18
4. Smf Evet 14
Hayir 22

Diger bir soruda katilimcilara 6gretim elemamn tarafindan yiiriitiilen derste anlatilan ile dersin amag ve
iceriginin birbiriyle ortiisiip Ortiismedigine iliskin soru yoneltilmistir. 85 katilimct ders igeriklerinin
dersin amacina uygun olmadigini; 46 katilimei ise pratikte yiiriitiilen derslerin igerigi ile resmi dgretim
programinin tamimladig1 ders igerikleri ve buna bagl olarak ¢iktilarinin farkli oldugunu belirtmislerdir.
Katilimeilarin bu tema gergevesindeki goriislerine asagida direkt olarak yer verilmistir.

KI1-16: “Evet hepsi de amaca uygun hareket ettiklerini gosteriyorlar. Ders ismi ne ise hocamiz ismine
uygun hareket etmek icin ugrasiyor.” K1-16 tim derslerde uygulamada yiiriitiilen ders igerikleri ve
Ogrenim durumlarmin, dersin belirlenen amaglarina ve igerigine uygun bir sekilde oldugunu ifade
etmistir.

K1-2: “Hayir diistinmiiyorum ¢iinkii bazi derslerin icerigiyle anlattigi ortiismiiyor. ” K1-2 ise yukaridaki
katilimcinin olumlu goriisiine karsin konuyla ilgili olumsuz bir yanit vermistir. Buna gére resmi 6gretim
programindaki derslerin amag¢ ve igeriginden bagimsiz olarak, uygulamadaki programda aldiklari
derslerde kendilerine aktarilan igeriklerin farkli oldugunu, dersin adi ile smif ortamindaki 6grenme
durumlarinin birbiriyle uyumlu olmadig1 vurgulanmustir.

KI1-12: “Hazirlik almadan 1. suif oldugumuz icin biitiin derslerde baglangic icin dersten alakasiz
konular iglendi, hangi dersten neyden sorumlu oldugumuz c¢ok karisik.” Katilimcilar o6gretim
programina iliskin goriislerini belirtirken yasadiklar1 bazi problemlerin sebeplerini hazirlik egitimi
almamalar ile agiklamiglardir. Nitekim K1-12 de 1. simifta dersin adi ne olursa olsun hemen hemen
biitiin derslerde temel seviyede Almanca dgretimine iliskin igeriklerin aktariminin yapildigini, her bir
dersin kendine 0zgii olan konularmin anlatilmamasi nedeniyle s6z konusu dersler ile konulari
iligkilendirme noktasinda karmasa yasadiklarini belirtmistir.

K2-2: “Ben genel olarak diisiinmiiyorum. Ciinkii 1. sinifta biitiin hocalar dondii dolasti her biri farkl
sekilde gramer anlatti hi¢hbir ilerleme yakalayamadik. Ve bu sorun 2. sinifta hala devam etmekte. Sadece
gramer degil telaffuz, konusma, anlam agisindan da gelistirmemiz gerektigini diisiiniiyorum.” Ikinci
sinif olan K2-2 aldiklar1 ders fark etmeksizin 1. sinifta biitiin derslerde dilbilgisi 6gretiminin yapilmasina
bagh olarak beklenilen kazanimlar1 elde edemediklerini, bu olumsuzlugun ikinci simifa gelindiginde
dahi halen devam ettigini ve dil kullanimin1 miimkiin kilan anlama ve konusma becerilerine iliskin
Ogrenme ortamlarinin kendilerine sunulmadigini ifade etmistir.

K2-9: “Hayw ornegin konusma fonetik dersinde telaffuzumuzu gelistirmemiz gerekiyor. Ama biz
konusma ve telaffuz adina bir sey yapmiyoruz. Sadece ders notuna bagh kalarak ilerliyoruz.”
Yukaridaki bulguyu destekler nitelikte olan K2-9’un goriislerine gére de gercek sinif ortamindaki ders
iceriklerinin dersin adi ve icerigiyle uyumlu bir sekilde aktarilmadigi, 6rnegin konusma ve fonetik
dersinde dersin amag ve ¢iktilarindan beklenildigi gibi seslerin nasil ¢ikarilmasi gerektigi, kelimelerin
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dogru bir bicimde seslendirilmesi ve konusma etkinlikleri yerine interaktif olmayan ders notlar1 merkeze
almarak bir 6gretim ortami olusturulmustur.

K2-22: “Evet ama tabi ki de yeterli gelmeyen anlar oluyor. Mesela bazen konuyu ya da bize verilen
metni bilgi eksikliginden dolayr anlayamadigimiz icin dersin hocast desin disinda ek bilgi vermek
zorunda kaliyor.” K2-22 onkosul edinilmesi gereken konulara iliskin tamamlayict bir egitime ihtiyag
duyuldugunu bu nedenle ders igerigi disina ¢ikildigi durumlar1 yagadiklarmi belirtmistir.

Tablo 6. Alman Dili ve Edebiyati Lisans 6gretim programindan ¢ikarilmasi gereken dersler

Tema Kategoriler Alt kategoriler f
TEMA 6: Lisans 1. Smuf Evet Konusma fonetik 5
Ogretim Almanca Tirkge geviri 3
programindan Alman edebiyat tarihi 8
¢ikarilmasi Se¢cme metin ve yazarlar 4
oOnerilen dersler Cagdas Alman edebiyatinda segme metinl 6
Alman kiiltiir tarihi 8
Karsilagtirmali dilbilim 4
Anlambilim 8
Dil uygulamalari 6
Alman dil tarihi 8
Hayir 21
2. Smif Evet Alman edebiyat tarihi 5
Se¢me metin ve yazarlar 6
Cagdas Alman edebiyatinda se¢cme 7
metinler
Alman kiiltiir tarihi 5
Dil uygulamalar1 4
Anlambilim 4
Hayir 5
3. Smif Evet Se¢cme metin ve yazarlar 5
Anlambilim 7
Alman dil tarihi 8
Alman edebiyat tarihi 7
Alman kiiltiir tarihi 7
Karsilastirmali dilbilim 5
Dil uygulamalar1 7
Hayr 14
4. Smif Evet Anlambilim 9
Dil uygulamalar1 11
Karsilastirmali dilbilim 8
Cagdas alman edebiyatinda se¢me 5
metinler
Alman kiiltiir tarihi 13
Alman edebiyat tarihi 14
Alman dil tarihi 16
Se¢me metin ve yazarlar
Hayir 10
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Katilimcilara Alman Dili ve Edebiyat1 lisans 6gretim programindan ¢ikarilmasi gerektigini diistindiikleri
derslerin olup olmadigina yonelik soru yoneltilmistir. Tiim sinmif kademelerinden toplam 58 katilimct
Ogretim programindan ¢ikarilmasi gereken dersler olmadigini; 73 katilimcr ise ¢ikarilmasi gereken
dersler oldugunu ifade etmistir. Tiim smiflarin ortak goriisiine gore “dil uygulamalari, segme metin ve
yazarlar, Alman edebiyat tarihi, Alman kiltiir tarihi, secme metin ve yazarlar” dersleri 6gretim
programindan ¢ikarilmalidir. Simf kademeleri ayri ayr1 incelendiginde 1. simif katilimcilarin “konusma
fonetik, Almancadan Tiirk¢eye ¢eviri, ¢agdas Alman edebiyatinda se¢me metinler, karsilastirmali
dilbilim, Alman dil tarihi” 2. simf katilimcilarin “cagdas Alman edebiyatinda segme metinler”, 3. smf
katilimcilarm “Alman dil tarihi, karsilagtirmali dilbilim”, 4. smif katilimcilarm “cagdas alman
edebiyatinda segme metinler, alman dil tarihi, karsilagtirmali dilbilim” derslerinin &gretim
programindan ¢ikarilmasi gerektigine iliskin 6nerilerde bulunduklar: belirlenmistir.

Tablo 7. Ogrencilerin kendileri igin verimli oldugunu diisiindiigii dersler

Tema Kategoriler f
TEMA 7: 1. Smf Almanca Dilbilgisi 38
Verimli olan Yazilt anlatim 33
dersler Metin okuma ve inceleme 11
A-T Ceviri 22

Konugma-Fonetik 4

Dil uygulamalari 4

2. Smif Almanca Dilbilgisi 31
Metin okuma ve inceleme 27
A-T Ceviri 24
T-A Ceviri 26

Yazili anlatim 23

Se¢me metin ve yazarlar 21
Genel dilbilim 19
Edebi metin yorumu 24

A-T edebi metin ¢evirisi 21
T-A edebi metin ¢evirisi 24
Karsilastirmali Dilbilim 19

Dil Uygulamalari 5

3. Smif Almanca Dilbilgisi 24

A-T Ceviri 18

T-A Ceviri 15

A-T Edebi metin ¢evirisi 21

T-A Edebi metin ¢evirisi 12

Konusma- Fonetik 6

Yazilt anlatim 21

Se¢cme metin ve yazarlar 17

Edebi metin yorumu 19

Metin okuma ve inceleme 22

Alman edebiyat tarihi 5

Genel dilbilim 11

Dil uygulamalar1 4

Alman kiiltiir tarihi 4

Anlambilim 6

Alman dil tarihi 5

4. Smif Almanca Dilbilgisi 33

Almanca yazili anlatim 28

Metin okuma ve inceleme 2
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A-T Ceviri 23
T-A Ceviri 20
Dil uygulamalar 7
Se¢me metin ve yazarlar 25
A-T Edebi metin ¢evirisi 21
T-A Edebi metin gevirisi 26
Karsilagtirmali Dilbilim 18
Anlambilim 8
Genel dilbilim 24
Uygulamali dilbilim 26
Alman dil tarihi 4
Alman kiiltiir tarihi 5
Alman edebiyat tarihi 4
Edebi metin yorumu 27
Konugma- Fonetik 6

Tablo 7°de 6grencilerin verimli oldugunu diisiindiikleri dersler, sinif kademeleri diizleminde verilmistir.
Bu tablodaki verirlere gore 1. simf katilimcilari igin verimli olan dersler, Almanca dilbilgisi, yazili
anlatim ve ¢eviri; beklenilen verimi alamadiklar1 dersler “metin okuma ve inceleme, konusma ve
fonetik, dil uygulamalar1 dersleridir. 2. siif katilimcilarin goriislerine gére Almanca dilbilgisi, metin
okuma ve inceleme, ¢eviri, yazili anlatim, segme metin ve yazarlar, edebi metin yorumu, edebi metin
cevirisi” verimli dersler iken “genel dilbilim, karsilastirmali dilbilim ve dil uygulamalar1” dersleri
verimsiz dersler arasindadir. 3. sinif katilimcilar1 “Almanca dilbilgisi, ¢eviri dersleri, segme metin ve
yazarlar, edebi metin yorumu, metin okuma ve inceleme” derslerini verimli olarak degerlendirirken,
“Alman edebiyat tarihi, genel dilbilim, dil uygulamalari, Alman kiiltiir tarihi, anlambilim, Alman dil
tarihi ve dil uygulamalar1 derslerini verimsiz olarak degerlendirmislerdir. 4. smif katilimcilar “Almanca
dilbilgisi, yazili anlatim, g¢eviri, kargilastirmali dilbilim, uygulamali dilbilim, edebi metin yorumu”
derslerinin kendileri i¢in verimli oldugunu; “metin okuma ve inceleme, dil uygulamalari, anlambilim,
alman dil tarihi, alman kiltiir tarihi, alman edebiyat tarihi, konusma- fonetik” derslerinin verimsiz
oldugunu diisiinmektedirler.

Tablo 8. Alman dili ve edebiyati lisans programina eklenmesi 6nerilen dersler

Tema Kategoriler f
TEMA 8: Alman 1. Smif Okudugunu ve dinledigini anlama 33
dili ve edebiyati Kelime bilgisi 29
lisans programina Almanca 6gretiminde kuramlar ve e yontemler 27
eklenmesi Dil ve Kiiltiir etkilesimi 23
onerilen dersler Alman edebiyatinda dramatizasyon ve tiyatro 21
Ulke bilgisi 29

Kiiltiirlerarasilik 15

Alman edebiyatinda roman 27

Karsilagtirmali Kiiltiir bilgisi 18

Edebi sunum teknikleri 16

2. Smif Almanca 6gretiminde kuramlar ve yontemler 28

Alman edebiyatinda dramatizasyon ve tiyatro 24

Edebi sunum teknikleri 24

Kiiltiirlerarasilik 19

Alman edebiyatinda roman 29

Dil ve kiiltiir etkilegimi 25

Edebi sunum teknikleri 29

Anlat1 sanatlari 21

Karsilagtirmal kiiltiir bilgisi 19
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3. Smf

4. Smf

Almanca 6gretiminde kuramlar ve yontemler
Kiiltiirlerarasilik

Okudugunu ve dinledigini anlama

Kelime Bilgisi

Alman edebiyatinda roman

Dil ve kiiltiir etkilesimi

Alman edebiyatinda dramatizasyon ve tiyatro
Edebi dunum teknikleri

Ulke bilgisi

Karsilagtirmali kiltiir bilgisi

Almanca 6gretiminde Kuramlar ve yontemler
Alman edebiyatinda roman

Alman edebiyatinda dramatizasyon ve tiyatro
Edebi sunum teknikleri

Ulke bilgisi

Okudugunu ve dinledigini anlama

Kelime bilgisi

Dil ve kiiltiir etkilesimi

Karsilagtirmali kiltiir bilgisi

Kiiltiirlerarasilik

15
12
23
21
19
16
14
18
16
13

29
25
18
26
23
29
27
18
26
19

Tablo 8’de katilimcilarin Alman dili ve edebiyati lisans programina eklenmesini onerdikleri dersler yer
almaktadir. Tiim smiflar “okudugunu ve dinledigini anlama, kelime bilgisi, Almanca Ogretiminde
kuramlar ve yontemler, dil ve kiiltiir etkilesimi, Alman edebiyatinda dramatizasyon ve tiyatro, iilke
bilgisi, kiiltiirlerarasilik, Alman edebiyatinda roman, karsilastirmali kiltiir bilgisi, edebi sunum
teknikleri” derslerinin 6gretim programima eklenebilecegine iliskin gériis bildirmislerdir. Onerilen
derslerin igerikleri incelendiginde katilimcilarm dil becerileri, alan dersleri i¢in faydali olabilecek
yontem derslerini, direkt edebiyatla ilintili olan roman, tiyatro, dil ve kiiltlir derslerini 6grenim siiresi

igcerisinde almak istedikleri anlasilmaktadir.

Tablo 9. Boliim derslerinin dort temel dil becerisinin gelisimine katkilar1

Tema Kategoriler f
TEMA9: Boliim 1. Smif Dinleme 17
derslerinin dort temel dil Konusma 5
becerisinin gelisimine Okuma 20
katkilar1 Yazma 18
Higbiri 18
2. Smif Dinleme 12

Konusma 7
Okuma 17
Yazma 15
Higbiri 16
3. Smuf Dinleme 10

Konusma 5
Okuma 12
Yazma 13
Higbiri 13
4. Smf Dinleme 13
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Konusma 10
Okuma 14
Yazma 14
Higbiri 20

Tablo 9°da dinleme, konusma, okuma ve yazma olmak iizere dort temel dil becerileri baglaminda
uygulanan 6gretim programinin alici ve iiretimsel becerilere katkisina iligkin veriler yer almaktadir. 131
katilimeidan 52’si dinleme; 27°si konugsma; 59’u okuma; 60’1 yazma becerilerine dgretim programinin
katkisinin oldugunu ifade ederken; 67 katilimci ise uygulanan 6gretim programinin higbir beceriyi
gelistirmedigine yonelik goriis bildirmistir.

Tablo 10. Boliim derslerinin gelisimine katki saglamadig dil becerileri

Tema Kategoriler f
TEMA 10: Bélim 1. Smf Dinleme 20
derslerinin gelisimine Konusma 33
katk: saglamadig dil Okuma 18
becerileri Yazma 20
2. Smf Dinleme 21

Konusma 26

Okuma 16

Yazma 18

3. Smf Dinleme 16

Konusma 21

Okuma 14

Yazma 13

4. Sif Dinleme 21

Konusma 24

Okuma 20

Yazma 20

Tablo 10°da boliim derslerinin gelisimine katki saglamadigi dil becerilerine yonelik veriler yer
almaktadir. Tablo 10’a gore 78 katilimci dinleme; 104 katilimci konusma; 68 katilimci okuma; 71
katilimec1 yazma becerilerinin gelisimine katki saglamadigini belirtmistir. Tablodaki verilerden de
anlagilacagi gibi uygulanan 6gretim programimin gerek alici gerekse de tiretimsel dil becerilerinin
gelisimi ac¢isindan beklenilen olumlu sonug¢lar dogurdugu sdylenemez.

Tartisma ve Sonug¢

Alman dili ve edebiyati lisans programinda uygulanan ogretim programinin genel olarak tim
katilimcilara gore Almanca dilbilgisine olumlu katkisinin oldugu, ancak Almancanin iletisim
ortamlarinda dil kullanimina katki saglamadigi belirlenmistir. Bu saptama Aslan ve Balci (1999),
Serindag, Aks6z ve Balc1 (2006) ve Aksoz, Serindag ve Balci’nin (2006) Almanca 6gretmenligi lisans
programinda uygulanan 6gretim programlarina dair bulgularla ortiismektedir. Dinleme ve konusmaya
yonelik Ogretim ortamlarmin olmadigi dersler ve konular arasinda iliskilendirmenin yapilmamasi
nedeniyle biitiinciil bir 6grenme siirecinin ger¢eklesmedigi; 6grenci seviyesi géz oniinde bulundurularak
ders iceriklerinin olusturulmadigi, dolayisiyla etkin 6grenmenin gergeklesmedigi sonucuna ulasilmistir.
Tiim smif kademelerindeki katilimcilarin ortak goriigleriyle derslerin 6gretim ilkelerinden olan basitten
zora dogru ilkesine uygun bir sekilde basit diizeyden zora dogru ilerlemedigi belirlenmistir. Katilimeilar
genel olarak “metin okuma ve inceleme, yazili anlatim, Tiirkge ’den Almanca ’ya ¢eviri, dil
uygulamalari, dilbilgisi; konugsma- fonetik, Almancadan Tiirk¢eye ¢eviri, se¢cme metin ve yazarlar,
Alman edebiyat tarihi, edebi metin yorumu, Alman kiiltiir tarihi, genel dilbilim, anlambilim, Alman dili
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tarihi, cagdas alman edebiyatinda se¢cme metinler, karsilagtirmali dilbilim” derslerinde;
zorlanmaktadirlar. Her bir dersin 6grenme durumlari dersin adinin gerektirdigi igerige uygun olarak
hazirlanir (Aykag, 2006). Ancak bu arastirmada bu durumun yasanmadigi, derste anlatilanlar ile ders
adinin uyumlu olmadigi, gelisigiizel bir igerigin oldugu, bu durumda sistematik ve biitlinciil bir
O0grenmenin gerceklesmesine engel olan bir 6grenme ortaminin oldugu belirlenmistir. Bu durumu
destekler nitelikte olan diger bir sonug ise ders igeriklerinin dersin amacina uygun olmadigi; pratikte
yiiriitiilen derslerin igerigi ile resmi 6gretim programinin tanimladigi ders igerikleri ve buna bagli olarak
ciktilarinin farkli oldugudur. Tiim siniflarin ortak goriisleri neticesinde “dil uygulamalari, segme metin
ve yazarlar, Alman edebiyat tarihi, Alman kiiltiir tarihi, secme metin ve yazarlar” dersleri 6gretim
programindan ¢ikarilmasi gereken derslerdir.

Katilimcilarn tiimil “okudugunu ve dinledigini anlama, kelime bilgisi, Almanca 6gretiminde kuramlar
ve yontemler, dil ve kiiltiir etkilesimi, Alman edebiyatinda dramatizasyon ve tiyatro, iilke bilgisi,
kiiltiirlerarasilik, Alman edebiyatinda roman, karsilastirmali kiiltiir bilgisi, edebi sunum teknikleri”
derslerinin Ogretim programina eklenebilecegine iligkin Oneride bulunmuslardir. Sonu¢ olarak
katilimcilarm dil becerileri, alan dersleri i¢in faydali olabilecek yontem derslerini, direkt edebiyatla
ilintili olan roman, tiyatro, dil ve kiiltiir derslerini &grenim siiresi icerisinde almak istedikleri
belirlenmistir.

Uygulanan 6gretim programinin gerek alici becerilerden olan dinleme ve okuma, gerekse de iiretimsel
becerilerden olan konusma ve yazma becerilerinin gelisimi bakimindan beklenilen olumlu sonuglari
dogurdugu sdylenemez. Dil becerileri agisindan olumsuz sonucun yani sira edebiyat ve dilbilim
derslerine yonelik olarak da 6gretim programinin Alman Dili ve Edebiyati lisans programinin amaca
hizmet etmedigi sonucuna ulasilmistir.

Resmi program ile uygulanan program arasinda pratikte ciddi farklar olmasi, icerikleri resmiyette acikca
tanimlanan derslerin 6gretim ortamlarinda yiiriitiilen derslerin igerikleri ile uyusmamasi, dil becerileri
ve edebiyat derslerinin amaca hizmet edecek nitelikte yiiriitilmesi gerektigi, programda ¢ikarilmasi ve
programa eklenmesi gereken derslerin olmasi gibi nedenlere bagl olarak 2005 yilindan bu ¢alismanin
yapildig1 2024 yilina kadar gegen siire olan 19 yildir uygulanan 6gretim programinin giincellenmesi bu
calismanm ulastigi en 6nemli sonugtur. Bu dogrultuda g¢alismadan elde edilen verilerin, diger
liniversitelerin 6gretim programlar1 ve Alman dili ve edebiyatinin gliniimiiz is ve egitim diinyasinin
kosullar1 ve beklentileri dikkate alinarak Firat tiniversitesi Alman Dili ve Edebiyati 6gretim programinin
giincellenmesi 6nerilmektedir.

Etik Kurul izin Bilgileri )
Bu ¢alismanin etik kurul izni Firat Universitesi Sosyal ve Beseri Bilimler Aragtirmalar1 Etik Kurulu’nun
tarih 27.06.2024 say1 25483 ve karar 20 ile alinmustir.

Cikar Catismasi
Makalenin yazarinin arastirma kapsaminda herhangi bir kisisel ve finansal c¢ikar catismasi
bulunmamaktadir.
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